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ABSTRACT 

Cho, Minyoung. 2023. Multiple components of flow: Influences on learner 
perception and learning in classroom activity. Korean Journal of English 
Language and Linguistics 23, 1-13. 
 
Consistent with the growing interest in positive psychology, positive emotions such as 
grit, resilience, and flow have gained attention in L2 research. Csikszentmihalyi’s 
(1990) flow refers to the optimal human experience in which one feels cognitively 
efficient and emotionally happy. Existing L2 research applied flow in L2 learning, yet 
due to the inconsistencies in conceptualization and methodology, there is a need to 
further explore the nature of flow. To address this gap, the present study investigates 
how flow is constituted by examining the underlying structures of diverse cognitive 
and emotional experiences of flow. It also explores how these experiences predict 
learners’ perceived success in classroom activities and in their learning outcomes. 
Forty-four college students participated in a classroom activity where they practiced 
English speech patterns. Once they completed the activity, they completed a 
questionnaire about their task experience that asked about seven dimensions of the flow 
experience. These were based on Csikszentmihalyi’s (1990) theorization of flow, 
including both cognitive and affective dimensions such as the merge of action and 
awareness, concentration, and intrinsic enjoyment. The learning outcome was 
measured via their score differences in the pretest and the posttest. The results showed 
that various dimensions of flow experience exist independently, which suggests the 
need to consider multiple sensations of flow in researching flow. Furthermore, 
regarding flow components and learning, the study found that only intrinsic enjoyment 
significantly predicted learners’ perception of their success in the activity. However, 
the study failed to find any components of flow that predicted learning outcomes. 
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1. Introduction 
 

Human emotions have traditionally been considered a crucial component in explaining human behaviors. 
Dörnyei and Ryan (2015) argued that emotion, cognition, and motivation are three distinct mental functions that 
differentiate individuals. The interconnectedness of emotion and cognition is emphasized by Piaget (1981) who 
stated that when “[s]tates of pleasure, disappointment, eagerness, as well as feelings of fatigue, effort, boredom, 
etc., come into play [in learning] … [F]eelings of success or failure may occur” (p. 3). Nonetheless, compared to 
studies on cognition, research on emotion has been relatively scarce in the field of applied linguistics partly because 
of the widely-held assumption that emotions are somewhat unscientific (Dewaele et al. 2019). Although there are 
only a few studies that tapped into the emotional dimensions of learning such as attitudes and classroom enjoyment, 
the field has been somewhat biased towards negative emotions. Thus, anxiety has become probably one of the 
most well-documented human emotions in applied linguistics due to its presumed negative, yet critical 
consequences for language learning, while positive emotions such as joy and happiness have received little 
attention (Dewaele et al. 2019). 

In recent years, however, there has been growing interest in diverse aspects of learner emotions such as grit, 
resilience, and flow (Cho 2018, Derakhshan et al. 2022, Teimouri et al. 2022). This surge is in-line with the 
expansion of positive psychology in the field of psychology. Positive psychology concerns the positive aspects of 
human life that help people thrive and flourish (Csikszentmihalyi and Nakamura 2011), and it focuses on topics 
such as flow, hope, optimism, and flourishing. In applied linguistics, researchers have emphasized the importance 
of positive emotions such as well-being, happiness, and enjoyment in sustaining human life and language learning 
(e.g., MacIntyre et al. 2016, 2019). With the growing interest in positive psychology in L2 learning, MacIntyre 
and Gregersen (2012) argued that positive emotions are not just opposite ends of the spectrum of negative emotions, 
and that they function differently from negative emotions. Positive emotions can broaden learning opportunities 
and can help learners reduce the aftereffects of negative emotions. The complete absence of negative responses is 
not possible, but positive emotions can help learners balance their emotions. Likewise, positive emotions are 
integral parts of language learning as they help learners build resilience during dynamic language learning 
trajectories.  

Different aspects of positive emotions of both learners and teachers have been the topics of previous research. 
Rather than focusing on their learning outcomes, they focused on student engagement (Ibrahim 2016), foreign 
language enjoyment (Czimmermann and Piniel 2016, Dewaele et al. 2019), and teachers’ emotional regulations 
(MacIntyre et al. 2019, Mercer et al. 2016). In particular, classroom engagement and enjoyment have been 
examined through the notion of flow (e.g., Cho 2018). Flow is an optimal sensation humans can experience when 
they are in total involvement with an activity (Csikszentmihalyi, 1990), and it is believed that flow can push 
learners to engage more in the learning activity and to pursue a higher level of skills. Existing studies support the 
positive effects of flow experiences in diverse educational contexts (Aubrey 2017, Bassi and Delle Fave 2004, 
Egbert 2003). However, due to the limited research on flow in L2 learning as well as inconsistent flow measures 
in previous flow studies (see, Abuhamdeh 2020), flow in L2 learning remains relatively unexplored. 

Therefore, addressing the concept of flow, the present study explores flow experiences manifested in the 
English-learning classroom through multiple emotional and cognitive sensations. It also explores how various 
dimensions of flow experiences affect L2 learners’ perceptions of a task’s success and learning outcomes.  
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2. Literature Review 
 

2.1 Positive Emotions and Flow in SLA 
 
Positive emotions have been fundamental in understanding human needs and experiences, but research on them 

“had remained somewhat in the shadow in a field dominated by a cognitive perspective” (Dewaele et al. 2019, p. 3). 
Recently, however, the field of SLA has started to observe the burgeoning of these topics with studies such as foreign 
language enjoyment (e.g., Dewaele and MacIntyre 2014) and positive classroom atmospheres (Gabryś-Barker 2014).  

Along with the increasing interest in learners’ positive experiences or enjoyment, the concept of flow began to 
gain attention in the field of L2 learning (Aubrey 2017, Cho 2018, 2019, Egbert 2003, Ibrahim 2020). Flow is a 
psychological concept developed by Csikszentmihalyi (1990) which represents a human’s peak sensations when 
one is in total absorption in an activity. This experience is hypothesized to occur with an optimal challenge where 
a task is challenging enough to arouse the learners’ attention, but which can be overcome by learners through 
executing their skills. Humans in the state of flow may feel emotionally happy while becoming cognitively efficient 
when doing a certain task. 

Flow can occur in diverse human activities but it has been widely studied in physical and leisure activities such 
as playing musical instruments, sports, games, and even surgery. However, flow has been relatively unexplored in 
educational contexts including L2 learning. Only a few studies exist in L2 learning, and earlier L2 research on 
flow have examined whether students can experience flow in L2 learning (Aubrey 2017, Egbert 2003, Schmidt 
and Savage 1992). For example, Schmidt and Savage (1992) explored whether flow experiences can occur in L2 
learning with Thai English learners. They found that the participants had strongly positive and enjoyable 
experiences in L2 learning compared to other daily activities, and concluded that flow can occur in L2 learning. A 
study by Egbert (2003) focused on task-specific flow experiences. She investigated whether flow experiences 
emerge in specific classroom activities such as reading, discussions, and chatting. While the study found that 
students experience flow in the instructional setting, flow experiences can be facilitated when learners have some 
control over the task and when the newness (e.g., the use of computers) was addressed in a task. The study thus 
revealed that L2 flow experiences can depend on the nature of tasks.  

Recently, Czimmermann and Piniel (2016) investigated advanced learners’ flow experiences in the EFL 
classroom and examined the factors that support or discourage the experience. They also examined how task-
specific flow and classroom flow are related. The study found that over 70 percent of the participants experienced 
task-specific or classroom flow in L2 learning. Specifically, task-specific flow and classroom flow were positively 
correlated, and the study concluded that participation in intrinsically rewarding activities (i.e., task flow) can 
enhance learners’ long-term learning process. The study also found factors that predict anti-flow experiences such 
as boredom and anxiety, which were attributed to a task’s difficulty and learners’ excessive focus on language 
components while performing a classroom task.   

Studies have also attempted to identify conditions of flow by focusing on the characteristics of a task or an activity 
(e.g., Czimmermann and Piniel 2016, Egbert 2003). Other studies, however, turned their attention to the challenge level 
of a task as a condition of flow, as hypothesized by Csikszentmihalyi (1990). For example, Cho (2018) examined how 
a task’s optimal challenge level affects the learners’ flow experiences in task performance. The optimal level was 
calculated following the hypothesis that the perceived skill levels and the perceived task challenge should correspond, 
yet the challenge level should be beyond the perceived skill levels. The results supported the assumption that the skill-
challenge balance significantly predicted flow experiences in both spoken and written task performance in L2.  

In another study by Cho (2019), the relationships between the presumed conditions of flow and the experience 
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of flow were tested. The study conducted in the L2 writing class investigated whether a balance between challenge 
and skill levels predicts positive learner experiences in L2 freewriting activities. Contrary to Csikszentmihalyi’s 
(1990) claim, however, the results of the study indicated that an optimal degree of challenge level failed to predict 
flow experiences. Rather, L2 learners demonstrated positive cognitive and emotional engagement when their skill 
levels exceeded the challenge level of a task. The results contradicted the hypothesized role of an optimal challenge 
in flow and research findings which supported the role of skill-challenge balance (e.g., Abuhamdeh and 
Csikszentmihalyi 2012, Cho 2018, Lambert et al. 2013). The different results can be attributed to the nature of a 
task. Freewriting helps learners become familiarized with writing practices without worrying about formal aspects 
of writing, and for that reason, the challenge of a task can interfere with the enjoyment of a task. The findings seem 
to support Egbert’s (2003) claim for task-specific flow in L2 learning. Nonetheless, due to the conflicting results, 
conditions of flow need further investigation in the classroom contexts. 

Along with the conditions of flow, there was an attempt to address the concept of flow in the long-lasting journey 
of L2 learning. Ibrahim (2020) used the term, sustained flow, to indicate the intense and prolonged engagement in a 
series of tasks, which was originally termed directed motivational current (DMC) by Dörnyei et al. (2014). According 
to Ibrahim, sustained flow is conceptually different from flow in that flow itself is a goal, while sustained flow is 
goal-oriented motivational current. He found that long-lasting positive emotions such as satisfaction and positive 
moods push learners to maintain the sustained flow and to move forward in their learning trajectories.  

Similar to other psychological terms, issues exist in the measurement and operationalization of flow. 
Abuhamdeh (2020) reviewed 42 studies on flow from diverse disciplines and found that there are variations across 
different studies in measuring flow. He identified three major methodological inconsistencies among the studies. 
First, previous studies differed on whether research treated flow as a continuous or as a discrete concept. While 
the concept of flow is indeed a discrete experience – whether you are in a flow state or not – flow has been 
operationalized as a continuous variable in much research. The second inconsistent aspect of existing research is 
whether a study considered flow as inherently enjoyable or not. According to Csikszentmihalyi (1990), flow 
experience inherently includes enjoyment as its main component (i.e., autotelic experience), yet many studies have 
excluded this concept in measuring flow. Finally, differences existed in terms of whether the flow experience itself 
is independent of other flow conditions or antecedents. Although Csikszentmihalyi (1990) distinguished the 
conditions of flow and the flow experience, the distinctions were often vague in previous research. For example, 
some studies have used the challenge-skill balance as a manifestation of flow experience (Csikszentmihalyi and 
LeFevre 1989), although it is one of the antecedents or conditions of flow experience.  

As this review suggests, compared to the conceptual understanding of flow, the operationalization of flow 
remains still uncertain. To discuss the first issue Abuhamdeh (2020) pointed out that existing L2 studies did not 
treat flow as an absolute experience (i.e., flow vs. non-flow) (e.g., Aubrey 2017, Cho 2018, Egbert 2003). While 
this becomes a limitation of studying flow, the flow concept is still useful in addressing positive emotions in L2 
research. For example, Cho (2018) clearly indicated that the notion of flow was used as “a comprehensive 
conglomerate of cognitive and affective states that can address various domains of affect” (p. 164). This means 
that flow was adopted to represent comprehensive learner experiences.  

Indeed, the original conceptualization of flow experience as an absolute affective state is much more 
comprehensive and diverse. According to Csikszentmihalyi (1990), flow is characterized by the following: (a) the 
optimal challenge level, (b) the merge of action and awareness so that the action becomes automatic, (c) the 
existence of clear goals and immediate feedback, (d) high degree of concentration, (e) the feeling of controlling 
the activity, (f) the loss of self-awareness, and (g) time distortion, in which time passes either quickly or slowly. 
Nonetheless, only several main dimensions have been addressed in previous research. For example, Egbert (2003) 
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adopted control, focus, interest, and challenge as the main operationalization of flow, and Cho (2018, 2019) 
adopted interest, attention, and control to indicate flow. As previous studies have neglected other characteristics of 
flow in the measurement and the operationalization of flow such as the distortion of time and the merge of action 
and awareness, there is a need to examine the construct of flow by examining its diverse aspects.  

What needs to be further explored is the link between flow experiences and learner behaviors or learning outcomes. 
Csikszentmihalyi (1990) explained how flow can result in enhanced performance in two different ways. First, at the 
functional level, as flow involved cognitive efficiency and focused attention, it naturally heightens performance. 
Secondly, as flow is an optimal sensation, individuals who had experienced flow work hard to experience flow again, 
enabling one to grow. Regarding the influence of flow on learners’ cognitive and affective experiences, inconsistent 
findings have been revealed. Whereas some studies reported the positive influence of flow on intrinsic motivation 
(Keller and Bless 2008, Keller and Blomann 2008), other studies failed to support motivational benefits of flow 
experiences (Bassi and Delle Fave 2004, Lambert et al. 2013, Montena and Csikszentmihalyi 1996).  

Some researchers posited that the nature of tasks or activities can determine how flow functions in the cognitive 
and affective responses of individuals. Csikszentmihalyi and LeFevre (1989) argued that in work-related tasks, the 
conditions of flow (i.e., the skill-challenge balance) only facilitate cognitive domains of one’s activities, but do not 
influence one’s affect. On the other hand, flow experienced in the school-related domains only influence affective 
dimensions such as one’s satisfaction and motivation, but does not enhance one’s cognitive performance (Bassi 
and Delle Fave 2004). These studies further suggest that the hypothesized benefits of flow on learner behaviors 
may depend on the nature of tasks. Therefore, the relationships between flow and learning outcomes should be 
empirically tested in specific learning situations. 

In summary, the review of the literature suggests that research on flow deserves further research attention, 
conceptually and methodologically. As flow has been simplistically defined and operationalized in previous 
research via a few key elements such as control, focus, and interest (e.g., Egbert 2003, Cho 2018), the components 
of flow need to be examined from a broader perspective. The nature of flow needs to be explored further, including 
how different emotional and cognitive sensations constitute flow. In addition, how flow is linked to learners’ 
perception of their task performance and learning outcomes should be established for pedagogical applications. To 
this end, the following research questions are asked:  
 

RQ 1. What constitutes flow experiences? In other words, how are subcomponents of flow (e.g., the loss of 
self-awareness, time distortion, concentration) structured?  

RQ2. How do subcomponents of flow influence learners’ perceived success in activity and vocabulary 
learning outcomes?  

 
 
3. Methods 
 
3.1 Participants 
 

Forty-four Korean EFL learners who were taking Communicative English as a required course participated in the 
study. They were freshmen students who were placed into the beginner level of the course through an in-house 
placement test and based on the placement criteria, students had low-intermediate English proficiency. The English 
course focused on developing communicative language skills by engaging in various listening and speaking activities.  
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3.2 Learning Activity 
 

The participants participated in the study as part of a large research activity. In the experiment, the participants 
practiced English prosody by learning about the characteristics of English speaking and listening to a model speech. 
In the class, the students learned about intonations, tones, and stress patterns in English and they also learned about 
the stress patterns of the English words. The activities students engaged in were listening to a model speech in 
English, and analyzing prosodic aspects of English. Afterwards t, the participants were asked to follow the speech 
as much as possible focusing on intonation, tones, and stress patterns. As the class focused on suprasegmental 
aspects of English, students were not guided to focus on pronunciation itself, but to increase the intelligibility of 
their speech by maintaining appropriate speech patterns in English.  

As an outcome of motivated behavior, among various aspects of prosody, the present study focuses on the 
acquisition of lexical stress. The participants completed a pretest in which they were asked to choose the 
appropriate stress in a word. Words with two to six syllables were included, and a pretest was administered before 
the students engaged in the prosody activity. The posttest which contained the same items was administered one 
week after when they completed the activity. The pretest scores and the posttest scores were used to indicate 
students’ learning of lexical stress.  

 
3.3 Instrument: Flow and Task Experience Questionnaire 

 
The participants were also asked to respond to a questionnaire that inquired about their experiences of engaging in the 

English prosody learning activity. Previous studies have conceptualized flow in different ways (for a review, see 
Abuhamdeh 2020), by operationalizing flow through a few main dimensions such as interest, attention, and control (Cho 
2018, Egbert 2003). As the experience of flow is multi-sensational, following Csikszentmihalyi’s (1990) flow state, the 
current study addressed several aspects of flow experiences. Csikszentmihalyi’s description of flow included the optimal 
challenge level, but this challenge-skill balance is considered to be the antecedent of flow rather than flow itself (Keller 
and Blomann 2008), so this component was not included. In addition, the intrinsically rewarding experiences, termed as 
“autotelic” experiences, have been found to be associated with flow experiences (Csikszentmihalyi 1990, Engerser and 
Rheinberg 2008), intrinsically enjoyable nature of flow was included. Thus, the following seven constructs were adopted: 
(a) the merge of actions and awareness (MAA), (b) clear goals (CG), (c) concentration on task (CO), (d) transformation 
of time (TT), (e) sense of control (CN), (f) loss of self-consciousness (SC), and (g) autotelic experience, or inherently 
enjoyable and rewarding (AE). There were twenty-six items in total. Along with the flow experience, the participants’ 
perception of the task’s success was asked. Given the goal of reading over three-quarters of the sentences like a model 
speech, they were asked to indicate their perceived chance of achieving the goal in percentage. 

 
3.4 Analysis 

 
The participants’ correct responses on lexical stress tests were tallied and used as their scores on lexical stress. 

The score differences between the pretest and the posttest were used as an improvement in lexical stress knowledge. 
For RQ 1 which attempted to examine the underlying structures of several aspects of the flow state, a factor 
analysis was conducted. This analysis was also used for the purpose of creating composite scores for each 
dimension of flow to see how subcomponents of flow predict learners’ perceived success in learning and learning 
outcomes (RQ 2). For RQ 2, two separate multiple regression analyses were performed. The subcomponents of 
flow were entered as predictor variables, and the perceived success and the actual changes in scores in lexical 
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stress were entered as a criterion measure, respectively.  
 

 
4. Results 

 
RQ1. What constitutes flow experiences?  
 

The first research question investigates the underlying structures of flow subcomponents. The assumptions of 
the tests were conducted. The Kayser Meyer Olkin Measurement of Sampling Adequacy (KMO) value was .806 
and the Bartlett spherical value was less than .01, indicating good factorability for the survey items. Then, twenty-
one questionnaire items were entered for the Principal Axis Factoring with Varimax rotation. Through the reduction 
of items, from nine constructs, a total of six factors emerged. Items for CG (clear goals) were removed, as they 
failed to successfully load onto the six-factor solutions. Table 1 summarizes the results with factor loadings and 
communalities of 18 items of flow experiences.  

 
Table 1. Factor Loadings for Flow Experiences After Varimax Rotation 

 Factor commu 
-nalities  1 2 3 4 5 6 

AE1I really enjoyed the experience. 0.87 0.07 0.11 0.13 0.18 0.13 0.85 
AE2The experience left me feeling great. 0.86 0.09 0.09 0.18 0.20 0.10 0.84 
AE4 I found this activity interesting. 0.84 0.18 0.13 0.10 0.17 0.23 0.85 
AE3 The experience was extremely rewarding. 0.72 0.12 0.22 0.24 0.23 0.24 0.75 
AE5 I was motivated by the activity itself rather 

than by external factors like rewards.  0.56 0.13 0.31 0.06 0.07 0.08 0.44 

SC3 I was not worried about what others might 
be thinking of me. 0.17 0.95 0.13 -0.03 0.16 0.06 0.97 

SC2 I was not concerned with how I was 
presenting myself. 0.16 0.88 0.14 0.00 0.05 0.13 0.84 

SC1 I was not concerned with how others might 
be evaluating me. 0.04 0.86 0.06 -0.16 0.10 0.13 0.80 

MAA1 I performed automatically, without 
having to think about it. 0.12 0.17 0.80 0.00 0.13 0.31 0.79 

MAA2 Things just seemed to happen 
automatically. 0.31 0.10 0.75 0.20 0.11 0.02 0.72 

MAA3 I did things spontaneously without 
having to think. 0.18 0.12 0.71 0.08 0.28 0.36 0.77 

TT1 Time seemed to alter (either slows down or 
speeds up). 0.16 -0.21 0.01 0.91 0.10 0.17 0.94 

TT2 The way time passed seemed to be different 
from normal. 0.24 0.01 0.19 0.75 0.12 0.01 0.67 

CN1 I felt as though I had everything under 
control. 0.29 0.29 0.20 0.14 0.82 0.06 0.91 

CN2 I felt that I had everything under control. 0.38 0.05 0.24 0.15 0.71 0.11 0.75 
CO1 My attention was focused entirely on what 

I was doing. 0.20 0.41 0.26 0.04 0.07 0.61 0.66 

CO3 I had total concentration. 0.47 0.06 0.42 0.14 0.10 0.61 0.80 
CO4 I had no difficulty concentrating. 0.35 0.17 0.29 0.16 0.08 0.52 0.54 
Extraction Method: Principal Axis Factoring  21.92 15.91 13.27 9.29 8.51 8.11 77.02 

* AE = autotelic experience; SC = loss of self-consciousness; MAA = the merge of actions and awareness; TT = transformation 
of time; CN = sense of control; CO = concentration on task  
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As Table 1 indicates, a six-factor solution was presented, and six factors together accounted for 77.02% of the total 
variance. The assumed subcomponents diverged from each other indicating discriminant validity. Factor 1 seems 
to indicate ‘autotelic experience’ accounted for a large proportion of the total variance (21.92%), followed by loss 
of self-consciousness (15.91%), the merge of actions and awareness (13.27%), time distortion (9.29%), sense of 
control (8.51%), and concentration (8.11%), in order.  
 
RQ2. How do subcomponents of flow influence learners’ perceived success in activity and vocabulary learning 
outcomes? 
 

With distinct subcomponents of flow, the composite score of flow was calculated based on the sum of the 
subcomponents to indicate the overall flow scores. Descriptive statistics for subcomponents of flow, the overall 
flow scores, and the test scores in lexical stress tests were examined. Table 2 summarizes the results. 
 

Table 2. Descriptive Statistics for Flow Components, Perceived Success, and Test Scores  
Mean SD 

Factor1_AE 5.96 1.48 
Factor2_SC 6.29 1.95 
Factor3_MAA 6.57 1.28 
Factor4_TT 5.77 1.82 
Factor5_CN 5.36 1.77 
Factor6_CO 6.78 1.34 
Overall flow scores 36.82 6.84 
Perceived success 54.42 22.81 
Vocabulary_pretest scores 28.34 8.19 
Vocabulary_posttest scores 33.32 7.17 
Vocabulary score improvement 4.98 4.37 

* AE = autotelic experience; SC = loss of self-consciousness; MAA = the merge of actions and awareness; TT = transformation 
of time; CN = sense of control; CO = concentration on task 
 
Overall, considering the 9-point Likert scales, the mean scores on the subcomponents of flow are located a little 
beyond the mid-point 5, between 5 to 7. Students showed improvement in their lexical test scores in the posttest 
with on average 4.87 more correct answers. The relationships among the variables were examined, and the 
correlations are presented in Table 3. 
 

Table 3. Correlations among the Overall Flow Scores, Perceived Success, and Vocabulary Learning 
 Overall flow scores Perceived success Vocabulary Score Improvement 
Overall flow scores 1   
Perceived success .52** 1  
Vocabulary Score Improvement -0.25  -0.29 1 

** p < .01 
 

As Table 3 shows, the overall flow scores and learners’ perceived success of the task were positively correlated 
(r = .52, p < .01). However, neither learners’ overall flow score nor their perceived success in a task was 
significantly correlated with the score gains in the lexical stress tests.  
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Next, two multiple regression analyses were conducted to examine what elements of flow predict one’s 
perceived success and learning outcome within the given activity. The normality and homogeneity assumptions 
for regression analysis were tested and found satisfactory. First, six sub-constructs of flow were entered as 
predictor variables, and the perceived success was entered as a criterion measure. The regression model was found 
acceptable (F(6, 36) = 5.99, p < .001, R-squared = . 50), and the coefficients are summarized in Table 4. 

 
Table 4. Regression Analysis of Flow Subcomponents in Perceived Success  

Unstandardized Coefficients Standardized 
Coefficients 

t Sig. 

  B Std. Error Beta 
  

(Constant) -11.06 15.99  -0.69 0.49 
Factor1_AE 6.49 2.96 0.42 2.19 0.04* 
Factor2_SC 3.25 1.70 0.28 1.91 0.06 
Factor3_MAA -4.47 3.32 -0.25 -1.35 0.19 
Factor4_TT -0.68 2.08 -0.05 -0.33 0.74 
Factor5_CN -0.45 2.03 -0.04 -0.22 0.83 
Factor6_CO 6.21 3.44 0.36 1.80 0.08 

* p < .05 
* AE = autotelic experience; SC = loss of self-consciousness; MAA = the merge of actions and awareness; TT = transformation 
of time; CN = sense of control; CO = concentration on task 
 
As Table 4 indicates, the autotelic experience (AE), the intrinsic reward and enjoyment of a task, was the only 
variable that predicted perceived success in task performance. One unit increase in interest scores leads to the 
increase of .42 unit in perceived success. Other variables were not found significant at the p < .05 level. 

Next, multiple regression analysis was conducted to see the effects of six flow components on the gain scores 
in the lexical stress tests. The regression model was not found to be significant (F(6, 34) = .93, p > .05), and 
coefficients were not examined further.  

 
 

5. Discussions 
 
The present study examined how L2 flow is constituted and investigated how several components of flow 

function in predicting learners’ perceived success in their performance as well as predicting their learning outcomes. 
The study found six main components in flow experiences: the merge of actions and awareness (MAA), 
concentration on task (CO), transformation of time (TT); sense of control (CN), loss of self-consciousness (SC), 
and autotelic experience (AE). Among them, autotelic experiences seem to account for the flow construct the most. 
The study also found that among six subcomponents, only autotelic experience, but not others, predicted a learner’s 
perceived success in the activity. Additionally, the study found that perceived success could not be explained by 
any flow subcomponents. The findings are discussed considering previous studies.  

First, the emergence of six components indicates that flow consists of multiple cognitive or affective dimensions. 
This conforms Csikszentmihalyi’s (1990) proposal of flow, which argued that flow is a holistic sensation when 
people feel emotionally happy, cognitively efficient, and focused while feeling control over the task. By being 
fully absorbed in the activity, people often lose self-consciousness and feel the distortion of time. The present 
findings also suggest that as cognitive and affective experiences do not necessarily go hand in hand, it can be 
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suggested that flow research should examine multiple dimensions of flow.  
Next, when specific components of flow and their influences on a learner’s perceived success and outcomes 

were examined, among six flow subcomponents, only the autotelic experience significantly predicted a learner’s 
perceived success in the task. In other words, learners who demonstrated high interest and enjoyment in the task 
seemed to show enhanced confidence in their performance. As one’s perceived success is related to one’s 
satisfaction with the task, the result seems to be in line with Ibrahim’s (2020) finding that emphasized the 
importance of affective appraisal in sustaining one’s motivation. His study examined sustained flow as the 
extended motivational surge, and he found that affective obsession in the flow makes L2 learners maintain high 
motivation and demonstrate a high level of engagement in future learning. It is also the function of the affective 
appraisal that transforms learners’ attitudes toward learning from homework into something intrinsically 
meaningful. As has been espoused in other studies (Cho 2018), autotelic experiences where tasks become the goal 
in and of itself seem to be a significant factor to build confidence and create positive memories in language learning. 
It should be noted, however, that the experience of flow should not be equated with fun, but as flow is a complex 
and engaging experience (Bassi and Delle Fave 2004), which pushes learners to move forward to have a happy 
life and cultivate well-being.  

While the importance of autotelic experience on the perceived success was expected, the finding that other 
components of flow failed to explain either learners’ evaluation of their performance or learning outcomes 
somehow contradict Csikszentmihalyi’s (1990) theorization and other previous research findings (e.g., Bassi and 
Delle Fave 2004, Csikszentmihalyi and LeFevre 1989). It is possible that learners may not be able to be aware of 
or recall certain flow experiences such as the merge of action and awareness (MAA) and the loss of self-
consciousness (SC) through the survey. Some flow experiences are hard to become aware of unless trained or 
experienced in some ways. Also, as the survey was a retrospective self-report, learners who did not have intense 
emotions or sensations had to rely on their general impression of their task experience. In this case, if a learner did 
not have intense flow experiences (i.e., flow as an optimal and peak experience), the person might not have 
experienced a loss of self-awareness or the distortion of time passing. Future research should address this 
methodological limitation. 

Another interesting finding is that the study failed to identify any flow subcomponent that predicted the learning 
outcome of the activity. The relationship between learner experience or motivation and learning outcomes in a 
longer period can generally be expected (e.g., Ibrahim 2020), yet the influence of motivation in immediate learning 
outcomes from a particular activity seems unclear (Cho 2021). This is because although motivation and cognition 
are related to some extent (i.e., Piaget 1981), motivation is considered to lie in the domain of affect and learning 
is the byproduct of cognitive functions. Although motivation research emphasizes the motivational power in 
various types of learning, the direct link between them can be easily found in basic skill-based cognitive activities 
(Chen et al. 2016, Maddox et al. 2006), compared to more complex L2 learning activities (Cho 2021). In this sense, 
the learning focus of the present study--the acquisition of lexical stress--was predominantly cognitive in nature. 
Indeed, the amount of noticing or learning can be affected by student orientations and interests (e.g., Schmidt 
2010), and the link may not appear in the immediate learning context. Therefore, tasks whose performance can 
directly reflect students’ engagement could better illuminate the relationship between flow and learning outcomes. 
A task-based language learning can be such an example, where students’ cognitive activities for learning are 
accompanied by their affective engagement. With that in mind, it is of interest to examine how sustained flow 
experiences in the class can lead to language learning within an extended period.  
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6. Conclusion 
 

The present study investigated several components of flow and further examined whether flow can have some 
influence on student evaluation of their performance and learning outcomes. The findings showed that among 
several flow components only one affective dimension represented as autotelic experience predicted learners’ 
positive evaluations of their performance, while cognitive dimensions showed no relations. This, to some extent, 
corresponds to research findings that showed flow in school activities is more closely related to affective 
dimensions rather than cognitive performance (Bassi and Delle Fave 2004). Regarding learning outcomes, the 
study failed to show that components of flow predict learning outcomes.  

Despite the limited explanatory power of flow in L2 learning outcomes, the findings can give some pedagogical 
insights. As suggested in other motivation research, the finding that learners’ intrinsic enjoyment (i.e., autotelic 
experience) is related to their perceived success indicates that teachers can utilize the idea of interest to help 
students build a sense of confidence. It was found that the more students see the value of engaging in the activity 
itself, the more they are to cultivate self-efficacy or self-confidence. Students who can accumulate such positive 
experiences can create a sustained flow that enables learners to push themselves to advance in their journey of 
language learning (Ibrahim 2020). Furthermore, the potential of positive emotions in changing learner attitudes 
has been empirically supported in previous research. Past studies that compared the positive emotion of foreign 
language enjoyment and the negative emotion of foreign language classroom anxiety demonstrated that teacher 
variables can have stronger power in foreign language enjoyment than in foreign language anxiety (Dewaele et al. 
2019). Similarly, foreign language enjoyment was found to be a rather fleeting construct whereas foreign language 
anxiety seemed to be more stable (Dewaele and Dewaele 2020). It is suggested that teachers can actively utilize 
the potential of positive emotions in language learning, considering the susceptibility of positive emotion to the 
environment or a task’s characteristics (e.g., Aubrey 2017, Egbert 2003),  

Finally, the limitations of the current study should be addressed. One limitation concerns the operationalization 
of flow. In the current study, flow was treated as a continuous experience, yet by definition, the notion should be 
considered as an absolute and discrete experience (e.g., Abuhamdeh 2020). Future research should recruit 
participants who have experienced flow as an optimal and peak experience or solicit participants who have high 
scores in all facets of flow dimensions to better understand this particularly sensational experience of flow. 
Additionally, the effects of motivation on learning outcomes can be examined in diverse learning environments. 
For example, learning outcomes can be examined in a different explicit or implicit learning environment over 
extended periods of time. The notion of sustained flow can be addressed in longitudinal studies. Moreover, 
following the flow theory, the study assumed that autotelic experience affected learners’ evaluation of their task 
performance, but it is possible that students reported having autotelic experiences because they felt that they were 
successful in performing the task. The causal relationship between autotelic experience and the perceived task’s 
success should have been supplemented via additional data collection such as retrospective interviews.  

In the end, it is hoped that the present study contributes to the existing literature through its attempt to understand 
the nature of flow and its influences on L2 learning. Positive emotions such as happiness and well-being create 
opportunities for upward spirals in life (MacIntyre and Gregersen 2012), and these emotions should be actively 
addressed in research and utilized in language learning trajectories.   
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This paper investigates particle-verb constructions in English with focus on particle-
verb idioms—idioms consisting of a particle-verb and a DP. Particle-verb idioms are 
classified into three subtypes according to the placement of the particle relative to the 
verb. First, there is a group of idioms that require the merged order of the verb and 
particle (e.g., blow off steam / *blow steam off). Another must appear in the split order 
(e.g., let the side down / *let down the side). The final group allows alternation between 
the two surface orders (e.g., keep up one’s end / keep one’s end up). Based on the 
finding that the flexibility in idiom interpretation is correlated with the amount of 
verbal structure associated (Punske and Stone 2014, Stone 2016), I argue against the 
derivational approach to the particle-verb construction. According to the derivational 
analyses, the merged and split order of particle-verbs share an underlying structure. 
Such an approach incorrectly predicts only two of the three groups of particle-verb 
idioms to be possible. I argue that a symmetrical treatment of the two surface orders of 
particle-verbs enables us to comprehensively account for the idiom facts. In particular, 
I propose that the merged and split order of particle-verbs involve two different 
syntactic structures. The two surface orders arise depending on whether the verbal root 
head-adjoins to the Part(icle) head or the verbalizing v head. The three groups of idioms 
realize either or both of the proposed structures. In addition to capturing the patterns 
of particle-verb idioms, I demonstrate that a number of traditional observations about 
the construction naturally follow. The analysis is shown to be robust in explaining the 
semantic contrast between the two surface orders, non-idiomatic particle-verbs with a 
fixed order, right-modification, and particle-verbs with an augmented argument 
structure. 

 

KEYWORDS 
particle-verb idioms, particle-verb constructions, idioms, idiom flexibility, argument 
structure 

 

Received: November 19, 2022 
Revised: January 16, 2023 
Accepted: January 28, 2023 
  
Hyun Kyoung Jung  
Associate Professor, Dept. of 
English Language Education, 
Silla University 
E-mail: hkjung@silla.ac.kr 
 
 
 
* An earlier version of this study 
was presented at the 2021 Fall 
Conference of the New Korean 
Association of English Language 
and Literature. I am deeply 
thankful to anonymous KJELL 
reviewers, whose comments 
improved this paper greatly, and 
the audience of the NKAELL 
conference for helpful feedback. 

  



Hyun Kyoung Jung  Particle-verb idioms in English: a symmetric analysis 

© 2023 KASELL All rights reserved  15 

1. Introduction 
 
Particle-verb constructions are characterized by the two possible surface orders, as illustrated in (1). In this 

paper, I adopt the terminology of Nicol (2002) and label the order in (1a) the ‘merged’ order, where the lexical 
verb and particle together appear before the DP object. The order in (1b), in which the verb and particle are split 
up by the DP object is called the ‘split’ order.  

 
(1) a. Bridget threw away the keys.  merged order 

b. Bridget threw the keys away.  split order 
 
Due to the unique composition that requires at least two elements—a verb and a particle—to form a verb phrase 

and the concomitant syntactic peculiarities, the construction has attracted substantial attention throughout the 
tradition of generative grammar (Aarts 1989, Åfarli 1985, Basilico 2008, Blom 2005, Den Dikken 1995, Harley 
and Noyer 1998, Johnson 1991, Jung 2017, Kayne 1985, 1994, Koopman 1993, Larsen 2014, Neeleman 1994, 
2002, Nicol 2002, Radford 1997, Ramchand and Svenonius 2002, Svenonius 1992, 1996, Toivonen 2003). This 
paper focuses on a somewhat different set of empirical phenomena that cut across two syntactic domains—particle-
verb constructions and verb object idioms.  

Particle-verb idioms (PVIs) consist of particle-verbs and their DP object (Cappelle 2005, Fraser 1970, Machonis 
1985). PVIs can be classified into three subgroups as in (2)-(4), according to the word order among the verb, 
particle, and object that invoke the idiomatic interpretation. Specifically, idioms that belong to Group A require 
the merged order of the verb and particle, followed by a lexically fixed DP, to activate the idiomatic reading. Thus, 
for example, the idiomatic reading of blow off steam in (2) disappears in the split order blow steam off. Next, the 
idioms in Group B require the split order such that one can only say let the side down to express the idiomatic 
meaning, as in (3). Finally, the PVIs belonging to Group C allow either order as an idiom, as in (4).1   

 
(2) Group A: Verb-Part(icle)-Object 

blow off steam / *blow steam off 
Idiomatic meaning: ‘to talk or act in an unrestrained way to relieve stress’ 
 
put down roots / *put roots down 
Idiomatic meaning: ‘to begin to have a settled life in residence’ 
 

(3) Group B: Verb-Object-Part 
let the side down / *let down the side 
Idiomatic meaning: ‘to fail to meet one’s family or colleagues’ expectations’ 
 
keep one’s shirt on /*keep on one’s shirt  
Idiomatic meaning: ‘to calm down’ 

 

 
1 See Cappelle (2005) and Fraser (1970) for more idiom examples that belong to each of the three subclasses in (2)-(4).  
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(4) Group C: Alternating  
keep up one’s end / keep one’s end up 
Idiomatic meaning: ‘to perform well in competitive or difficult situations’ 
 
roll up one’s sleeves / roll one’s sleeves up 
Idiomatic meaning: ‘to get ready to do something difficult and intense’ 

       (Adapted from Cappelle 2005: 214-216, Fraser 1970: 40-41) 
 

The tripartite classification in (2)-(4) reveals a systematic interaction between the composition of particle-verbs 
and their respective idiomatic interpretations. Thus, a close scrutiny of PVIs in light of the theory of idiom 
formation (Harley 2002, Harley and Jung 2015, Larson 1988, 2017, Punske and Stone 2014, Stone 2016) will give 
us an insight into the structural representation of particle-verb constructions. This study aims to answer the 
following questions:  

 
1) What does the theory of idiom formation tell us about the structure of the idioms involving particle-verbs?     
2) Why do some PVIs require the merged order (i.e., Group A) while others require the split order (i.e., Group 

B), and yet the others allow for either order (i.e., Group C)?  
 

In this study, I argue that a symmetric hypothesis about the particle-verb construction captures their properties 
with regard to PVIs. Independent studies on the syntactic structure of idioms reveal a correlation between the 
flexibility in idiomatic interpretation and the amount of verbal structure involved (Punske and Stone 2014, Stone 
2016). I use this finding from the theory of idioms as a tool to evaluate previous analyses of particle-verb 
constructions. The results lead us to reject the derivational approach to particle-verbs (Answer to Q1). I then 
advance a symmetrical analysis of the construction, in which the merged and split orders are in no way 
derivationally related. The consequence is that the two subclasses of PVIs in (2) and (3) involve two distinct 
syntactic representations, while the alternating PVIs in (4) can appear in either of the two structures (Answer to 
Q2).  

This paper is structured as follows. I open section 2 by reviewing two previous accounts of the particle-verb 
construction grounded on the assumption that the merged and split orders in (1) are derivationally related. In 
section 3, I outline the syntactic theories of idiom formation and link their conclusion to idioms formed with 
particle-verbs. Section 4 takes issues with the derivational analyses of particle-verbs with respect to PVIs. In 
section 5, I propose a non-derivational alternative and show how it correctly explains the PVI data. I then discuss 
some corollaries of the proposal in section 6. Section 7 presents theoretical implications and concludes.  

     
 

2. Derivational Analyses of Particle-Verb Constructions  
 
The two word orders of particle-verbs and their syntactic representations have been an interest of a majority of 

previous studies on the particle-verb construction. Many analyses assume that the two orders in (1) share an 
underlying structure (Aarts 1989, Åfarli 1985, Blom 2005, Den Dikken 1995, Harley and Noyer 1998, Kayne 1985, 
1994, Johnson 1991, Jung 2017, Nicol 2002, Radford 1997, Svenonius 1992). With the technical details aside, one 
simple description reflecting this assumption would be that the particle in the merged order (1a) is shifted to follow 
the direct object, yielding the split order (1b), as below:  



Hyun Kyoung Jung  Particle-verb idioms in English: a symmetric analysis 

© 2023 KASELL All rights reserved  17 

(5)  Bridget threw t the keys away.   
 
 

In this section, I introduce two representative analyses in this line of effort—Aarts (1989) and Kayne (1994). 
While earlier generative investigations on particle-verbs have rarely concentrated on the topic of PVIs, Aarts (1989) 
and Kayne (1994) are the two studies that make clear predictions about the current set of PVI data. I will hence 
call the stance taken by Aarts (1989) and Kayne (1994) the derivational approach given that the two word orders 
are derivationally related in starting from a single underlying structure. In this section I examine the specifics of 
each of the analyses. 
 
2.1 Aarts (1989)   
 

Aarts (1989) further classifies the particle-verb construction into two sorts, depending on whether or not the 
verb and particle are transparently interpreted, and propose to treat them differently. According to Aarts (1989), 
the particle-verbs in (1), repeated in (6), and (7) belong to the transparent category. This is because the meaning 
of the verb throw and that of the particle away compositionally contribute to the meaning of the resulting phrasal 
verb throw away, for example. 
 

(6) a. Bridget threw away the keys.  merged order 
b. Bridget threw the keys away.  split order 
 

(7) a. John switched on the radio.   merged order 
b. John switched the radio on.   split order 
 

With respect to the PVIs in (2)-(4), recall that the idiomatic interpretation arises only when all of the elements—
the verb, particle, and the DP object—are taken into account. Nonetheless, since the meaning of the particle-verbs 
to the exclusion of the DP object in (2)-(4) can be understood fairly transparently (e.g., let X down, blow off X, 
keep X up/keep up X), let us focus on Aarts (1989) account of transparent particle-verbs.2   

Aarts (1989) argues that the split order in (6b)/(7b) serves as the base representation, as in (8). In (8) the object 
and particle form a small clause, SC, which is in turn selected by V. When the object later moves rightward to 
adjoin to VP, as in (9), the merged order in (6a)/(7a) results: 

 

 
2 Bring up ‘to look after a child’ and look up ‘to search for information’ exemplify Aarts’s (1989) nontransparent particle-

verbs. These are hardly compositionally calculated from the meaning of its parts—the verb and particle—in contrast to the 
particle-verbs in (1)/(6) and (7). As a matter of fact, while transparent and nontransparent particle-verbs have different syntactic 
structures under Aarts (1989), they share the key property that the split order generates the merged order. Because of this, even 
if one were to apply Aarts’s analysis of nontransparent particle verbs to the current PVI data, the bottom line is the same. That 
is, the merged order representation—the nontransparent equivalent of (9)—is derived from the split representation, 
corresponding to (8).  
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(8)       VP1     (9)       VP2 
 

V    SC       VP1  Obj 
throw          

    Obj  away    V  SC  
           throw   

tObj   away    
 
   split order     merged order 
 

In short, under Aarts’s treatment of particle verbs, the merged order is derived from the split order. The corollary 
is that the merged order in (9), being the later stage of derivation, involves more structure than the split order in 
(8).  
 
2.2 Kayne (1994) 
 

Kayne’s (1985) earlier structure of particle-verb constructions has a lot in common with Aarts’s (1989) in (8)-
(9) in that derivation from the split order to the merged order is achieved through rightward movement of the DP 
object. A key difference between Kayne (1985) and Aarts (1989) is that in the former the DP so moved is 
extraposed to V′, instead of VP in (9).  

Kayne (1994) revises his earlier (1985) account due to the independent reason that under his antisymmetry 
framework, rightward movement is not possible. However, Kayne (1994) still shares the insight of his (1985) 
analysis and Aarts (1989) in that the base representation underlying (6) is the split order. (10) and (11) are the 
structures constructed based on Kayne’s (1994: 77) written description. In (10), the particle combines with the 
object to form a small clause, which is in turn selected by the lexical verb. The merged order results when a higher 
head, say F, is introduced to the structure, as in (11). Specifically, Kayne (1994) adopts Koopman’s (1993) 
incorporation account of Dutch particle-verbs in assuming that the particle in (11) incorporates to V, which yields 
an illicit verbal morphology *awaythrow. Because of this, the lexical verb throw must excorporate (Roberts 1991) 
and move to a higher head, leaving away behind. After this additional structure-building is completed, the merged 
order in (6a) is derived, as in (11): 

 
(10)    VP     (11)   FP    

 
V  SC       F  VP 

throw          
    Obj  SC′       V  SC 
            throw 

SC      Obj  SC′ 
away         

             SC 
away  
 

   split order     merged order 
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To sum up, in Kayne’s (1994) account, just as in Aarts (1989), the merged order of particle-verb constructions 
involves more structure than its split order counterpart. While the split order is obtained by the VP level, the higher 
structural head must be introduced in the derivation to produce the merged order.  

Having introduced two derivational analyses of particle-verb constructions, I outline the syntactic theories of 
idiom formation and discuss their implications for the current PVI data.  

 
 

3. Idiom Formation in Syntactic Theory  
 

A consensus among the syntactic theories of idiom formation is that phrasal idioms are subject to structural 
requirements. A specific line of this pursuit is grounded on the notion of constituency (Harley 2002, Harley and 
Jung 2015, Larson 1988, 2017, Punske and Stone 2014, Stone 2016). In particular, phrasal idioms are underlying 
constituents to the exclusion of non-idiomatic materials. Thus, for example, the individual elements in the verb-
object idiom ‘kick the bucket’—kick, the, and bucket—form a syntactic constituent, as represented in the diagram 
in (12). Crucially, the sentential subject is outside this constituent. This is why the subject does not contribute to 
the idiomatic interpretation:3   

 
(12)     vP 

 
Mary v′ 

 
   v  VP 
 
    V  DP 
   kick  the bucket  = ‘to die’  

 
Verb-object idioms can be further classified based on their syntactic flexibility. While some verb-object idioms 

lose their idiomatic reading when passivized, others retain it (Fraser 1970, Newmeyer 1974, Nunberg et al. 1994, 
Punske and Stone 2014, Stone 2016). For example, ‘kick the bucket’ in (13a) no longer has the idiomatic meaning 
in the passive, as in (13b). In contrast, ‘spill the beans’ in (14a) can be passivized and still be understood as an 
idiom, as in (14b). Verb-object idioms of the type in (14) are thus said to be syntactically more flexible than those 
like (13).  

 
 
 

 
3 There are other lines of research on syntactic idiom formation. Bruening (2010) and Everaert (2010) argue that idioms are 

formed via structural relationships between the selecting head(s) and the selected items. Thus, the same idiom kick the bucket 
receives an idiomatic interpretation under this view because the head verb ‘kick’ in (12) selects for the D/NP ‘the bucket’. 
Bruening (2020) abandons his (2010) account to subsume idioms under a broader category of conventionalized expressions. 
Both analyses, however, do not make any prediction about the PVI data in (2)-(4). This is because they say nothing about the 
domain of idioms that is extended due to movement, which is particularly important for the derivational approach to particle-
verbs. These approaches to idioms (Bruening 2010, 2020, Everaert 2010) thus cannot be extended to answer the question of 
whether the two orders of particle-verbs are derivationally related or not. 
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(13)   a.  Mary kicked the bucket.       Inflexible verb-object idiom 
Idiomatic reading: ‘Mary died.’ 
  

b.  The bucket was kicked.          
No idiomatic reading available   

 
(14)   a. Mary spilled the beans.        Flexible verb-object idiom 

Idiomatic reading: ‘Mary revealed the secret.’ 
 
  b. The beans were spilled. 
   Idiomatic reading: ‘The secret was revealed.’ 

 
Punske and Stone (2014) and Stone (2016) account for the contrast in (13)-(14) by appealing to the structural 

size of the idioms. A vital assumption of this analysis is that vDO is the subcategory of the v head that hosts the 
subject in its specifier position in actives. In passives, vPASS is present instead of vDO.4  

Punske and Stone (2014) and Stone (2016) argue that nonpassivizable verb-object idioms such as (13) are 
formed with a larger syntactic unit compared to passivizable idioms like (14). Specifically, nonpassivizble idioms 
require the head vDO for the idiomatic interpretation to be activated, as in (15). In other words, the minimal domain 
to serve as an idiom includes the vDO head, as marked by the dotted line in (15). For this reason, in the passive 
structure, where the vPASS head replaces vDO, the idiomatic reading of ‘kick the bucket’ is no longer accessible. 
Contrariwise, passivizable idioms involve a smaller syntactic unit—VP—than their nonpassivizable counterparts. 
In the representation in (16), vDO is outside the idiomatic domain marked by the dotted line. This means that the 
syntactic unit necessary for the idiomatic interpretation, VP, is preserved in the passive structure. Consequently, 
the idiomatic reading is available regardless of whether vDO or vPASS merges with VP. This gives the idioms of the 
type in (14) the flexibility they exhibit.  
 

(15)      vP       (16)   vP 
Domain of idiom  

Mary v′        Mary v′  
Domain of idiom  

vPASS   vDO  VP       vPASS   vDO  VP 
  
     V  DP         V  DP 
    kick  the bucket       spill  the beans 
 

*The bucket was kicked.      The beans were spilled.  
 

To summarize, under the system of Punske and Stone (2014) and Stone (2016), the syntactic flexibility of verb-
object idioms depends on the amount of syntactic structure required by the idiom. Passivizable, flexible idioms in 

 
4 Punske and Stone (2014) and Stone (2016) employ the terms VoiceDO/PASS in instead of vDO/PASS, as they assume a more 

articulated VP structure. Because the choice between Voice and v makes no difference in assessing the derivational and non-
derivational analyses of particle-verbs, this study opts for the simpler structure in which v hosts the external argument.  
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(14)/(16) contain less verbal structure, whereas nonpassivizable, thus inflexible, idioms in (13)/(15) require more 
verbal structure. In the next section, I adopt the conclusions of Punske and Stone (2014) and Stone (2016) and 
apply them to the idioms formed upon particle-verbs. The result is that the derivational analyses of particle-verbs 
introduced in section 2 cannot adequately explain the PVI data in (2)-(4).  
 
 
4. Against the Derivational Approach to Particle-Verb Idioms 
 

Let us now return to the PVI data in (2)-(4), repeated in (17)-(19). Given the reverse correlation between syntactic 
flexibility and the size of the verbal structure required by idioms (Punske and Stone 2014, Stone 2016), the tripartite 
classification in (17)-(19) cannot be addressed by the derivational analyses. Essentially, if the two surface structures 
of the particle-verb construction were to be derivationally related, either Group A or Group B idioms should exist, 
not both, contrary to the fact. The following two subsections are devoted to explicating this point. 
 

(17) Group A: Verb-Part(icle)-Object 
blow off steam / *blow steam off 
Idiomatic meaning: ‘to talk or act in an unrestrained way to relieve stress’ 
 
put down roots / *put roots down 
Idiomatic meaning: ‘to begin to have a settled life in residence’ 
 

(18) Group B: Verb-Object-Part 
let the side down / *let down the side 
Idiomatic meaning: ‘to fail to meet one’s family or colleagues’ expectations’   
 
keep one’s shirt on /*keep on one’s shirt  
Idiomatic meaning: ‘to calm down’ 

 
(19) Group C: Alternating  

keep up one’s end / keep one’s end up 
Idiomatic meaning: ‘to perform well in competitive or difficult situations’ 
 
roll up one’s sleeves / roll one’s sleeves up 
Idiomatic meaning: ‘to get ready to do something difficult and intense’ 

       (Adapted from Cappelle 2005: 214-216; Fraser 1970: 40-41) 
 

4.1 The Puzzle for Aarts (1989) and Kayne (1994): Group B Unexplained  
 

Recall from section 2.1 that in Aarts (1989), the structure that represents the split order in (20), repeated from (8), 
develops into the merged order structure in (21), previously (9). Specifically, the syntactic derivation from (20) to 
(21) proceeds as the object in VP1 rightward-moves to attach to the higher VP2 unit. The split order in (20), then 
involves a smaller verbal structure—VP1—than the merged order structure with the additional VP2 layer in (21).  
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(20)       VP1     (21)       VP2 
 

V    SC       VP1  Obj 
throw          

    Obj  away    V  SC  
           throw   

tObj   away    
 
   split order     merged order 
 

In view of the theory of idiom formation that flexible idioms require less amount of structure (Punske and Stone 
2014, Stone 2016), this predicts that the smaller, split order structure should be more flexible with respect to idiom 
formation, as in (22), compared to the merged order in (23). 

 
Domain of idiom         Domain of idiom 

(22)       VP1     (23)       VP2 
 

V    SC       VP1  Obj 
throw          

    Obj  away    V  SC  
           throw   

tObj   away    
 
 split order PVIs  flexible    merged order PVIs  inflexible  
 

The reasoning is as follows. If a particle-verb idiom requires the merged order as represented in (23), it is 
because the minimal structure where the idiomatic interpretation starts is VP2. Its idiomatic reading cannot start at 
an earlier stage of derivation corresponding to the split order—that is, when the elements form VP1 in (23). This 
fits the profile of Group A idioms. These idioms activate the idiomatic reading by the time VP2 is built in (23), 
which yields the merged order (e.g., blow off steam). The idiomatic reading is not yet available by the time VP1 is 
formed in (23). This is why the split order is not allowed as an idiom (e.g., *blow steam off).     

On the other hand, if the idiomatic reading is available in the split order, which is the smaller structure in (22), 
then the merged order should also be possible. Because this type of PVIs only require the structure up to VP1, 
nothing prevents from further derivation into the merged order to have the idiomatic interpretation. This predicts 
the existence of Group C—the alternating PVIs (e.g., keep one’s end up, keep up one’s end).  

The problem for Aarts (1989) in light of the PVI data is that Group B is not expected to exist. As mentioned 
above, if one can get the idiomatic reading of a PVI in the split order with VP1, as in (22), the idiomatic reading 
should also be accessible later in the derivation in the merged order. However, Group B PVIs strictly require the 
split order (e.g., let the side down, *let down the side). If the split order is the less derived structure and develops 
into the merged order, as Aarts (1989) argues, then any PVIs available in the split order are predicted to retain the 
idiomatic reading in the merged order. This is not true with Group B PVIs. The existence of Group B PVIs thus 
poses an empirical challenge.  

Essentially the same set of predictions and issue emerge from Kayne’s (1994) account. Kayne’s (1994) 
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structures introduced in (10) and (11) are replicated below in (24) and (25), respectively. Recall that starting from 
the split order representation in (24), the merged order in (25) is derived. The particle in the bottommost head in 
(25) incorporates to V. Later the lexical verb excorporates to a higher head, F, yielding the merged order: 

 
(24)    VP     (25)   FP    

 
V  SC       F  VP 

throw          
    Obj  SC′       V  SC 
            throw 

SC      Obj  SC′ 
away         

             SC 
away 

  
   split order     merged order 

 
While the details of the analysis differs from Aarts (1989), Kayne’s (1994) predictions about the PVI data are 

exactly the same. Kayne (1994) also predicts that the split order structure should be more flexible compared to the 
merged order structure (Punske and Stone 2014, Stone 2016). This is sketched in (26)-(27).5 

 
Domain of idiom     Domain of idiom 

(26)    V′     (27)   FP    
 
V  SC       F  VP 

throw          
    Obj  SC′       V′  
             

SC      V  SC  
away    throw  

Obj  SC′     
              

SC 
away 

  
 split order PVIs  flexible    merged order PVIs  inflexible  

 
 

 
5 Notice that the idiomatic domain for the PVIs in the split order in (26) is the substructure dominated by V′. This is because 

the particle undergoes head-movement to V in (25) as a step to deriving the merged order. Thus, the exact timing when the split 
order is established is by the time V′ is established but before the particle head-moves to V. Nothing prevents an intermediate 
projection from marking the domain of an idiom. Punske and Stone (2014) and Stone (2016) have similarly viewed a bar-level 
constituent—v′ in (15)—as the minimal domain for nonpassivizable idioms.   
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Since the split order in (26) involves the less derived structure, they are expected to be flexible. This predicts 
the existence of the alternating Group C PVIs (e.g., keep one’s end up, keep up one’s end). This is because a PVI 
that is available in the split order is also expected to be available in the merged order. On the other hand, the 
merged order PVIs in (27) require more verbal structure, namely up to FP. Therefore, merged order PVIs are 
predicted to be inflexible. This is confirmed by Group A PVIs (e.g., blow off steam, *blow steam off).  

However, Kayne (1994) cannot deal with strictly split order PVIs. Specifically, it predicts that Group B idioms 
(e.g., let the side down, *let down the side) should not exist. The analysis predicts that an idiom that can appear in 
the split order should also occur in the merged order. Group B idioms reveal that this is not the case, however.     

In short, analyses that the split order representation of particle-verbs derives into the merged order (Aarts 1989, 
Kayne 1994) expect Groups A and C PVIs, but not Group B PVIs. As will be shown below, the same logical issue 
arises for a hypothetical analysis of particle-verbs in which the merged order is derived into the split order. The 
only difference is that for this account, it is the existence of Group A that is the mystery.  

 
4.2 The Puzzle for Merged-as-base Analyses: Group A Unexplained  
 

To my knowledge, no derivational analysis comparable to Aarts (1989) or Kayne (1994) exists that assumes 
that the merged order is derived into the split order structure. The closest is Blom (2005). However, the analysis 
does not meet the conditions for applying the results of Punske and Stone’s (2014) and Stone’s (2016) theory of 
idioms. Below I will briefly introduce Blom (2005) to illustrate an existing account where the merged order is 
established earlier than the split order in syntax. I then point out that a hypothetical analysis stemming from such 
an assumption fails to explain the PVI idioms.  

Blom (2005) considers a particle merges with the lexical verb, which projects into the V′ category. The resulting 
structure further composes with the object to yield the VP with the merged order, as in (28): 

 
(28)    VP 

 
V′  NP 
  Obj 

   V   X 
 throw away 

 
  merged order   
 
Blom (2005) argues that the split order involves a focus interpretation. When the verb and particle are focused, the 

particle moves to the sentence-final position, giving rise to the split order. She proposes a stylistic rule in (29) below:  
 
(29)   [V-X]-NP > V-NP-X     (Blom 2005: 349) 

when [V-X] has focus      
 
In Blom’s (2005) system then the merged order structure serves as the base, from which the split order structure 

is generated. The order of derivation is thus opposite to that proposed by Aarts (1989) and Kayne (1985, 1994). 
Blom (2005) assumes that a rule like (29) is applied at the level of syntax. However, she makes it explicit that 
there is a separate syntactic component, called information structure, which is independent of the structure-building 
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syntactic component. The stylistic rule in (29) is relevant to this information-structural component in syntax. 
Because of this departure in the set of assumptions, Blom’s (2005) analysis as it stands cannot be evaluated under 
current discussion.  

However, one could find a way to extend Blom’s (2005) reasoning considering that focus can be marked via 
adjunction to VP (Kiss 1995, Tuller 1992). For example, we could posit that the merged order structure in (28) 
develops into the split order representation via a focal movement of the particle to adjoin to the VP layer, as in 
(30).6 This reflects the core idea of (29).  

 
(30)        VP2 

  
VP1   

 
V′  NP 
  Obj 

   V   X 
 throw away 

 
  split order  
 
The hypothetical derivation between (28) and (30) can now be discussed in connection to Punske and Stone’s 

(2014) and Stone’s (2016) results about idiom formation. In (28), the merged order of particle-verbs emerges when 
the VP is completed. Despite starting from the same underlying structure as the merged order in (28), the split order 
in (30) requires more syntactic structure—specifically, up to VP2. With respect to PVIs then, the hypothesis predicts 
that the merged order structure in (28) should be more flexible compared to the split order structure in (30).  

This means that if the idiomatic reading of a certain PVI is available in the merged order in (28), then it should 
also be available in the split order in (30). This prediction is borne out since there are idioms with alternating 
orders—namely, Group C PVIs. According to this hypothesis then, these idioms have the unmarked merged order 
(e.g., keep up one’s end) representation in (28). They thus require as much as the lower VP substructure—
equivalent to VP1 in (30)—as the minimal domain to access their idiomatic meaning. The idiomatic reading should 
still be accessible as the structure continues to form VP2 and yields the split order, as in (30). As a result, the same 
idiom is predicted to be possible in the split order (e.g., keep one’s end up). 

On the other hand, if a PVI must be in the split order, it is because it requires more structure—VP2 in (30). Then 
the idiomatic reading cannot start at an earlier stage of derivation—that is, by the time when VP1 is formed. Group 
B idioms are consistent with this prediction. These idioms start delivering the idiomatic reading when the structure 
up to VP2 is built in (30), producing the split order (e.g., let the side down). Thus, it is natural for this analysis that 
the elements constituting these idioms cannot convey the idiomatic reading earlier on, correctly ruling out the 
merged order (e.g., *let down the side).  

Nevertheless, the fact that some PVIs in the merged order are strictly banned in the split order—the existence of 
Group A—is a problem for this account. If a PVI starts expressing the idiomatic reading earlier on in the merged 

 
6 The representation in (30) may need some adjustments in order to become more viable. We will not go into further details. 

This is because the purpose of this discussion is to point out that any syntactic view that the merged order derives into the split 
order expects only a subset of the three groups of PVIs in (2)-(4)/(17)-(19). The specifics of the analysis are thus immaterial.     
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order, this means the minimal domain for accessing the idiomatic reading is the VP in (28), or VP1 in (30). Then the 
same idiomatic meaning should still be available as the structure later develops into the split order by completion of 
VP2 in (30). This is not the case with the Group A PVIs (e.g., blow off steam, but *blow steam off), however.  

Regardless of whether the split order is the base representation (Aarts 1989, Kayne 1994) or the merged order 
is, the idea that the two surface orders of particle-verbs share an underlying structure cannot fully address the 
idioms formed with particle-verbs. This empirical setback calls into question the validity of the derivational 
analyses of particle-verb constructions. In the following section, the two surface orders of particle-verbs are argued 
to be in no way derivationally related. I show that this alternative offers a comprehensive explanation for the three 
groups of PVIs in (2)-(4)/(17)-(19).  
 
 
5. Proposal: A Symmetrical Approach to Particle-Verb Idioms 
 

The PVI data show that the two surface orders of particle-verb constructions cannot be in a derivational 
relationship. If so, either Group A or Group B idioms should exist, not both, contrary to the fact. In this study, I 
propose a non-derivational approach to particle-verbs. I argue that the two surface orders of particle-verbs are 
represented by two distinct syntactic structures. 

Before getting into the details of the main proposal, I introduce several underpinning premises. This study is 
carried out within Distributed Morphology (Halle and Marantz 1993) (DM). According to DM, roots enter into 
derivation uncategorized. They later receive a syntactic category from functional heads (e.g., v, n, a). In addition, 
I assume that roots are introduced by adjunction, following the conclusions of Levinson (2007) and Folli and 
Harley (2020).  

Finally, I adopt Harley (1995) and subsequent works that the verbalizing head v comes in a few subcategories, 
or “flavors”. The particular flavor concerned here is the eventive subcategory of vCAUS, which takes a small clause 
complement (Folli and Harley 2005, 2007). In the case of particle-verb constructions, I assume that the small 
clause is headed by the Part(icle) head.  

With this background, I argue that the verbal root can either adjoin to the Part head denoting a result or to the 
verbalizing v denoting a manner. The two orders of particle-verbs then result from the two loci of root-adjunction. 
The structures in (31)-(32) represent the merged and split orders of particle-verbs respectively:  

 
(31)  vP      (32)  vP 

 
Subj     v′       Subj v′   

 
     vCAUS  PartP       vCAUS      PartP 
 
   Obj   Part′    √throw  v  Obj   Part′ 
 
      Part           Part 
               away 
      √throw  Part 
        away 
  merged order      split order 



Hyun Kyoung Jung  Particle-verb idioms in English: a symmetric analysis 

© 2023 KASELL All rights reserved  27 

In the merged order representation in (31), the verbal root adjoins to Part. The complex Part head later moves 
to v, by which the root is categorized as a verb.7 Contrariwise, in the split order structure in (32), the verbal root 
adjoins to v as a manner-of-causation modifier. The root is categorized as a verb in its base position. 

To wit, there are two head-adjunction sites for the verbal root to be introduced in (31) and (32). Under the 
present analysis, the two surface orders of particle-verbs are represented by the distinct syntactic structures. They 
are not derivationally related with each other.  

A symmetrical treatment of particle-verbs like (31) and (32) is compatible with the three classes of PVIs in (2)-
(4)/(17)-(19). Under the present analysis, Group A idioms in (2)/(17) have the merged order structure in (33), 
while Group B idioms in (3)/(18) have the split order structure in (34). Finally, the alternating, Group C idioms 
are ones that are compatible with both merged and split structures, as in (35).  

 
(33)  vP      (34)  vP 

 
Subj     v′       Subj v′   

 
     vCAUS  PartP       vCAUS      PartP 
 
     steam   Part′    √let     v the side  Part′ 
 
      Part           Part 
               down 
      √blow   Part 
        off 

Group A idioms      Group B idioms 
(e.g., blow off steam / *blow steam off)  (e.g., let the side down / *let down the side) 
 

 
7 A reviewer questions whether Part in (31) has any relevance to assigning a syntactic category (i.e., verb) to the acategorial 

root. As discussed in the text, the root base-generated as an adjunct to Part becomes a verb after it undergoes movement to v. 
This implies that before the movement to v, the root does not yet have any syntactic category in the traditional sense. Folli and 
Harley (2020) also assume that a root is not necessarily verbalized upon its first merge with a functional head. Specifically, 
Folli and Harley (2020: 451) argue that in English Created Result constructions, a root which is base-generated via adjunction 
to the functional head Res remains in situ. It later obtains the status as a verb as the whole ResP complement merges with v. 
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(35)  vP        vP 
 

Subj     v′       Subj v′   
 

     vCAUS  PartP       vCAUS      PartP 
 
    one’s end  Part′    √keep   v one’s end  Part′ 
 
        Part           Part 
                up 
       √keep Part 
         up 

Group C idioms 
(e.g., keep up one’s end / keep one’s end up)   

 
It is worth pointing out that the late insertion assumption, in combination with the availability of encyclopedia 

(Halle and Marantz 1993, Marantz 1995), is useful in dealing with the classification in (33)-(35). Because a late 
insertion model such as DM assumes that PF expressions are inserted after the entire syntactic structure is 
completed, the requirement of PVIs for a certain order has no relevance to the lexical items that consist of the 
idioms. For example, a Group A idiom such as blow off steam takes the syntactic structure of (33) not because of 
some property related to the lexical verb blow. Instead, the idiomatic information about blow off steam is retrieved 
from the encyclopedia, which provides guidance to how to interpret the terminal nodes comprising the PVIs 
concerned with (33). The same holds for the other two groups of PVIs.    

Most importantly, under the current account the merged and split orders do not derive each other. It is therefore 
not surprising that Group A PVIs cannot appear in the split order and that Group B PVIs cannot appear in the 
merged order. The symmetric approach can thus accommodate the existence of both Group A and Group B, as 
well as the alternating Group C. This taxonomy of PVIs is not possible if one of the two surface order 
representations serves as the structural basis for the other.8  

 
 

6. Consequences: Beyond Particle-Verb Idioms 
 
So far I have demonstrated that the three groups of PVIs in (2)-(4)/(17)-(19) can only be explained under the non-

derivational approach to particle-verbs. The existence of both Group A and B idioms is at odds with the idea that one 
surface order of the particle-verb construction is generated from the other order (Aarts 1989, Kayne 1994, among others).  

 
8  The present analysis is not the only non-derivational account of particle-verbs. Previous analyses grounded on the 

symmetrical approach include Neeleman (1994, 2002), Toivonen (2003), Basilico (2008), and Larsen (2014). These accounts, 
assuming two distinct structures for the merged and split representations, fare better than variants of the derivational approach 
when it comes to the PVI data. It should be made clear that the two-fold purpose of this study is (i) to argue against the 
derivational approach to particle-verbs and (ii) to show an alternative—not the alternative—that makes a novel connection 
between the theory of idiom formation and the PVI data. Assessment of existing symmetrical accounts thus goes beyond the 
aims of this investigation. A full-fledged evaluation of other symmetrical analyses could start by examining their capacity to 
address the widely observed properties of the particle-verb construction discussed in section 6.  
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Below I present further arguments for the current symmetric proposal. Specifically, I show that previous 
observations about particle-verbs (Blom 2005, Bolinger 1977, Cappelle 2005, 2008, Cowan 2008, Den Dikken 
1995, Harley and Noyer 1998, Nicol 2002, Ramchand and Svenonius 2002, Svenonius 1992, 1996) follow 
naturally if one assumes that the merged and split order involve independent syntactic structures. The four 
empirical phenomena to be examined are: the semantic contrast exhibited by the two orders, fixed order particle-
verbs, right-modification, and particle-verbs with an augmented argument structure. 

 
6.1 Two Structures, Two Meanings  
 

The current analysis of particle-verbs predicts that with two different syntactic structures for the merged and 
split orders, we would expect a difference in meaning between (31) and (32). As Bolinger (1977) reports, this is 
indeed the case. He observes that particle-verbs in the split order, as in (36a), has more or less a resultative 
interpretation, as that of the canonical adjectival resultative construction like (36b). Notably, in both (36a) and 
(36b), the particle and the adjective are understood to be the predicate of the object, the keys and the fence, 
respectively. (36a) conveys the reading that the keys are away as a result of throwing them. This predicational 
relation between the object and particle is analogous to that expressed by the adjectival resultative construction. 
In particular, in (36b) the fence became pink as a result of Muriel’s painting it. 

 
(36)   a. The manager threw the keys away.     

 b. Muriel painted the fence pink.  
 
The split order structure in (37) reflects this observation in that the object the keys and the particle away form a 

small clause constituent—PartP—separately from the verbal root. The root in (37), by being adjoined to the vCAUS 
head, serves to name the particular manner that brings about the caused result. This parallels Harley’s (2005) 
analysis of the adjectival resultative in (36b), wherein the verb paint identifies the manner-of-causation that results 
in the pink state of the fence.9  

 
(37)  vP       

 
Subj     v′         

 
   vCAUS      PartP 
 
√throw  v the keys  Part′ 

 
         Part          
       Away 
 

split order 

 
9 Since PVIs are fixed expressions consisting of a particular lexical verb, object, and particle in particular ordering, they are 

not necessarily expected to exhibit the syntactic properties of the construction itself that are addressed in this section. For 
example, the resultative interpretation invoked by the split order, being concerned with the compositional level of meaning, is 
not relevant at the idiomatic level.  
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In contrast, Bolinger (1977) reports that the merged order counterpart in (38) does not bear any systematic 
semantic resemblance to the adjectival resultative in (36b).  

 
(38)  The manager threw away the keys. 
 
Under the present account, the lack of resultative-like interpretation in (38) can be attributed to the structural 

composition of the merged order structure in (39). Specifically, in (39), the verbal root head-adjoins to the Part head and 
together they undergo movement to the higher v head. In this sense, the verbal root and particle behave more like a 
compound in (39). This property differs from the predicational relation established between the object and particle in (37).  

 
(39)   vP  

 
Subj     v′   

 
     vCAUS  PartP   
 
     the keys Part′  
 
      Part 
       
      √throw  away         
 
  merged order 

 
The present analysis correctly predicts a difference in meaning, albeit a slight one, exhibited by particle-verbs 

in split and merged orders. The ambiguity of the construction is small but it exits, as emphasized by Bolinger 
(1977). This is all that is necessary to call for two distinct structures for the two surface orders of the construction.  
 
6.2 Particle-verbs in a Fixed Order  

 
Another piece of evidence that the merged and split orders involve distinct syntactic structures comes from 

particle-verbs with a fixed order. Cowan (2008) observes that not all particle-verbs allow permutation in the 
placement of the particle. The particle-verbs below selected from Cowan (2008: 637-638) illustrate this:  

 
(40)   a. look into X  (*look X into)   fixed merged order  

b. come by X   (*come X by)  
c. get over X   (*get X over) 
d. fall for X   (*fall X for) 

 
(41)   a. ask X out   (*ask out X)    fixed split order  

  b. narrow X down  (*narrow down X) 
 c. see X through  (*see through X) 
 d. get X down  (*get down X)    
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The particle-verbs in (40) are only possible in the merged order. Shifting the particle to follow the object results 
in ungrammaticality, as shown in the parentheses. Exactly the opposite holds for (41). These particle-verbs obligate 
the particle to follow the object, hence are only available in the split order.  

The particle-verbs in (40)-(41) can be readily explained under the present account. In particular, the group of 
particle-verbs in (40) are associated with the Part-modifying root structure, as in (42). In contrast, those in (41) are 
only inserted in the v-modifying root structure, as in (43).  

 
(42)  vP      (43)  vP 

 
Subj     v′       Subj v′   

 
     vCAUS  PartP       vCAUS      PartP 
 
     Obj   Part′    √ask    v  Obj     Part′ 
 
      Part           Part 
               out 
      √look   Part 
       Into 
 
fixed merged order particle-verbs  fixed split order particle-verbs  
 
Alternatively, the derivational approach (Aarts 1989, Åfarli 1985, Den Dikken 1995, Harley and Noyer 1998, 

Johnson 1991, Jung 2017, Kayne 1985, 1994, Nicol 2002, Radford 1997, Svenonius 1992) can hardly, if at all, deal 
with the particle-verbs in (40)-(41). If a common base representation develops into both merged and split orders, one 
would need a stipulation that bans the split structure for (40) and another that bans the merged structure for (41). For 
instance, according to Aarts (1989) and Kayne (1994), the split order representation is derived into the merged order. 
If so, how are the particle-verbs in (40) derived into the merged order structure without going through the intermediate 
stage of derivation that corresponds to the split order? What prevents the split order particle-verbs in (41) from further 
projecting into the merged order representation? The fundamentally identical issue arises for any derivational analysis 
of particle-verbs. The gaps observed in (40)-(41) are thus a serious challenge to such an approach.  

 
6.3 Right-modification 

 
Another advantage of the present proposal is its capacity to capture the patterns of right-modification. Previous 

studies have observed that the adverb right only modifies the particle in the split order (Blom 2005, Cappelle 2005, 
2008, Den Dikken 1995, Harley and Noyer 1998, Nicol 2002, Ramchand and Svenonius 2002, Svenonius 1992, 
1996), as in (44a). In the merged order, the adverb can neither modify the particle (44b), nor follow the object 
(44c).  
 

(44)  a. Mary threw the keys right away.  
b. *Mary threw right away the keys. 
c. *Mary threw away the keys right. 
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The present analysis distinguishes the merged and split orders by the head-adjunction site of the verb root. If 
we assume that right is a modifier of PartP (Ramchand and Svenonius 2002, Svenonius 1992), then the contrast 
in (44) naturally follows. For starters, with right being adjoined at the intermediate projection of PartP, the split 
order structure would be represented as in (45). Since nothing a priori prevents a structure like (45), the well-
formedness of (44a) is correctly predicted.10  
 

(45)  vP       
 

Subj     v′         
 

   vCAUS      PartP 
 
√throw  v the keys  Part′ 
 
     right   Part′ 

 
         Part          
       Away 
 

split order 
 
Contrariwise, according to the present merged order structure, the verbal root adjoins to Part with the resulting 

complex head moving to v. With the adverb adjoining to Part′, the merged order representation containing a 
particle-modifier would be as in (46).  

 

 
10 A reviewer expresses doubt on the intermediate projection of Part given its small clause status. However, the fact that 

small clauses lack a lexical verb does not necessarily leads to the lack of an intermediate projection in its syntax. In fact, 
Svenonius (1992) is a small clause analysis of the construction, according to which right is adjoined to the intermediate 
projection of the small clause headed by P (i.e., particle). In addition to Part permitting an intermediate level, as in (45)-(46), 
the present analysis assumes that Part can take its own complement, to be shown in (48)-(49). With the same pair of assumptions, 
a small-clause-based, derivational analysis such as Kayne (1994) can also capture the phenomena addressed in sections 6.3-
6.4. However, recall that such an alternative cannot explain the PVI data. Also, the existence of the fixed order particle-verbs 
(section 6.2) remains problematic.  
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(46) *  vP        
 

Subj     v′       
 

     vCAUS  PartP      
 
    the keys  Part′     
 
      right   Part′     

 
Part     

          
       √throw  Part 
          Away 
 
   merged order     

 
The structure in (46) correctly rules out both (44b) and (44c). As for (44b), it has to do with the timing of root-

adjunction. In (46), the root-adjunction of √throw takes place at the head (i.e., Part) level. This is before the adverb 
right composes with the bar level (i.e., Part′). Therefore, the adverb cannot intervene between the lexical verb and 
particle in the merged order, rendering (44b) ungrammatical. In the case of (44c), the ungrammaticality arises due 
to the absence of the modifee for right. Specifically, after the complex Part head undergoes movement to v in (46), 
there is no modifiee left for right to modify. This correctly predicts (44c) to be ill-formed. In brief, particle-
modifying adverbs such as right are not compatible with the merged order structure, as in (46). 

The present analysis simultaneously captures the grammaticality of right-modification in the split order in (44a) 
and its unacceptability in the merged order in (44b) and (44c). In what follows (section 6.4), I show that the 
proposal accounts for the behaviors of particle-verbs with an additional DP argument.  

 
6.4 Augmented Particle-verb Structure  
 

As noted by Svenonius (1996: 67), some particle-verbs allow an additional DP after the particle. In such case, 
only the split order is possible, as in (47a). The merged order cannot accommodate the additional DP, as shown in 
(47b):  

 
(47)  a.  Bridget threw the keys out the window.   

 b. *Bridget threw out the keys the window. 
  
If we assume that the DP the window in (47) is introduced by the particle out given their semantic relationship, 

the contrast in (47) is an expected outcome under the current analysis. To begin with, the merged and split 
structures proposed would be extended as in (48) and (49) under the premise that Part selects for the additional DP 
as its complement:  
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(48) * vP      (49)  vP 
 

Subj     v′       Subj v′   
 

     vCAUS  PartP       vCAUS      PartP 
 
     the keys Part′     √throw    v the keys  Part′ 
 
      Part           Part   DP 
               out the window 
     √throw   Part 
        
     out   DP 
      the window 
 

merged order       split order  
 
As indicated by the two boxes, the merged order representation in (48) is illicit. This is because the Part head 

cannot simultaneously introduce the DP as its complement and allow for the verbal root to head-adjoin to it. This 
gives rise to two serious theory-internal problems. First, the structure in (48) runs counter to our assumption made 
at the outset of section 5 that verbal roots are introduced via head-adjunction (Folli and Harley 2020). Specifically, 
as soon as the Part head composes with its DP argument in (48), it is no longer a head. As a result, the root √throw 
cannot “head”-adjoin to the resulting substructure. Second, this subsequently makes impossible the “head”-
movement of the complex Part, which would normally take place in the merged order structure. Overall then, the 
hypothetical structure in (48) is not predicted to be possible under the present proposal. This successfully accounts 
for the ungrammaticality of (47b) with no additional cost.    

On the contrary, the split order structure in (49) represents the option for the particle to introduce the additional 
DP the window. In (49), Part with its DP complement projects into a bar-level constituent. This provides an 
adequate condition for the DP the keys to be merged with. The root in the split order structure head-adjoins to v, 
rather than to Part. Consequently, no issue raised about (48) arises for (49)—hence, the grammaticality of (47a).  

To summarize, the hypothesis that the merged and split orders of particle-verbs involve distinct structures 
accounts for a number of independent syntactic properties of particle-verbs (Bolinger 1977, Den Dikken 1995, 
Svenonius 1992, 1996, Harley and Noyer 1998, Nicol 2002, Ramchand and Svenonius 2002, Blom 2005, Cappelle 
2005, 2008, Cowan 2008). These empirical advantages, coupled with its strength in capturing the patterns of the 
particle-verb idioms (section 5), lend further support for the current symmetrical approach to particle-verb 
constructions.  

 
 

7. Implications and Conclusions 
 

In this study, I have argued against the derivational approach to the particle-verb construction. The premise that 
the two surface orders of particle-verbs involve an identical syntactic representation at some point of derivation is 
in conflict with the PVI data at issue (Cappelle 2005, Fraser 1970, Machonis 1985). At the very best, the 
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derivational approach predicts that only one of the merged or split order PVI types (Group A or B) should exist 
along with the alternating PVIs (Group C) (sections 2-4).  

This conclusion is grounded on the independent evidence that there is a correlation between the amount of 
derivation and syntactic flexibility of idioms (Punske and Stone 2014, Stone 2016). (section 3). If the two surface 
orders of particle-verbs were to be derivationally related to each other, then they are subject to this condition on 
idiom formation. With particle-verb constructions, this predicts that the surface order which requires more verbal 
structure will preclude the other, less derived order from being interpreted as an idiom. As a result, only one of the 
merged order PVIs (i.e., Group A) or split order PVIs (i.e., Group B) should exist, depending on one’s view on 
which surface representation is more derived (section 4).  

That there exist both merged order and split order PVIs in addition to alternating PVIs is compelling evidence 
that the merged and split order are represented by two distinct syntactic configurations (section 5). Fleshing out 
this hypothesis, the present analysis distinguishes the merged and split representations based on the syntactic head 
to which the verbal root is head-adjoined. The consequences are as follows. The merged order PVIs (i.e., Group 
A) take the syntactic structure where the root adjoins to Part. The so-formed complex Part undergoes head-
movement to the verbalizing v to be categorized as verb. On the other hand, the split order PVIs (i.e., Group B) 
involve the representation where the root directly adjoins to v, being determined as verb in its base position. Finally, 
the PVIs that allow permutation (i.e., Group C) are ones that are accepted in both configurations.       

Besides the PVI data, the symmetrical analysis put forth in this study also adequately explains other curious 
properties of the construction (section 6). First, the slight ambiguity delivered by the construction is attributed to 
the distinct syntactic representations of the two orders. Second, the fact that there are particle-verbs which require 
one of the two orders is simply a consequence of the verbal root being associated with only one adjunction site. 
Notably, the presence of particle-verbs with a fixed surface order is just as much a mystery as the PVI data to the 
derivational analyses. Third, the analysis also expects that the particle-modifier right is distributionally more 
restricted in the merged order, in which the verbal root and Part form a constituent before composing with the 
adverb. Finally, the proposal achieves the desired result that the merged order structure disallows Part to select for 
an additional DP. This is because Part in the proposed merged structure must remain a head in order for the verbal 
root to adjoin to.    

The consequences of this proposal make several broader implications. First of all, it offers support for the idea 
that acategorial verbal roots join the syntactic derivation by way of adjunction (Levinson 2007). Second, it also 
corroborates Folli and Harley’s (2020) argument that verbal roots can adjoin either high or low in the structure. 
Under the current proposal, the particular high and low attachment sites of verbal roots are v and Part, respectively. 
Finally, with regard to the syntactic theory of idioms, the current results are in line with Bruening (2020) that 
adjuncts can be part of the syntactic conditions imposed on idiom formation. This is so because under the present 
account, verbal roots are adjuncts attached to a syntactic head in the derivational spine.  

The results of this study offer a novel perspective on the classic PVI data (Cappelle 2005, Fraser 1970, Machonis 
1985) by connecting them to the recent findings about the mechanism of idiom formation (Punske and Stone 2014, 
Stone 2016). The conclusion is that the derivational analyses of the permutation in particle-verbs cannot provide 
a satisfactory account of the three PVI groups. On the whole, the empirical benefits of the symmetrical analysis 
outweigh those of the derivational hypotheses.  
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This study aims to investigate reading comprehension and students’ perception in a 
university reading course using an AI translator, whether Google or Papago 
Translate. The subjects were comprised of 113 students divided into three groups: 
the control group analyzed reading texts traditionally, the first experimental group 
analyzed reading texts using Google or Papago Translate, while the second 
experimental group also analyzed reading texts using Google or Papago Translate, 
but then also revised the machine translator’s incorrect translations. Reading 
comprehension tests and a post-questionnaire were then administered to examine the 
effects of using AI translators. The findings showed that all three groups significantly 
improved their reading comprehension scores in the post-tests as compared to those 
in the pre-tests. However, there were no statistically significant differences between 
groups. Regarding students’ perception, the participants using an AI translator 
showed no statistical differences between the two experimental groups. However, in 
terms of sentence structure, students’ translations after using an AI translator were 
perceived to be of significantly higher quality compared with those that simply used 
the translator. Most participants stated that using AI translators was much more 
beneficial to get the main idea and for understanding the whole passage, rather than 
using it simply to learn vocabulary and expressions. Furthermore, using AI 
translators relieved the participants’ anxiety and burden while also satisfying them. 
However, such students also had lower mean scores in terms of interest and 
motivation for language learning in the post-questionnaire items. Based on the 
results of the study, pedagogical implications and future research are suggested. 
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1. Introduction 
 
The information age has changed every aspect of the world. The development of technology has further 

revolutionized the translation process and the workflow of the translator. The existence of AI translation tools 
makes it possible for people with various linguistic backgrounds to connect in a global society. Language barriers 
no longer prevent individuals from interacting and speaking with one another due to these technological 
breakthroughs.  

Translation has traditionally been taught using a teacher-centered approach, in which the teacher performs the 
majority of the work during the lecture. In Korea, this is still the case in secondary education, when teachers 
prepare students for college entrance exams. A one-way method of teaching translation skills to students in tertiary 
education is no longer sufficient and successful when translations become an academic subject rather than a test. 
Through today’s technology, instructors fulfill the roles of coordinator, facilitator, and inspirer, organizing and 
directing students to access information and leading them to self-directed learning. It remains necessary, however, 
to continue finding ways to encourage students to participate in developing the knowledge, skills, and attitudes 
required to prepare them for their future careers.  

Using a machine translator for understanding foreign languages makes it possible for students to move from 
passive learners to active learners (Becker 2000). It also enables students to learn the target language more 
accurately and explicitly when they otherwise lack sufficient vocabulary and expressions for speaking and writing 
(Chon and Shin 2020, Jolley and Maimone 2015, Kim N-Y 2018, Lee 2020, Stapleton and Kin 2019). According 
to some studies (Lee and Briggs 2021, O'Neill 2019, Tsai 2019), machine translation enables L2 learners to express 
their ideas more freely and fluently while employing more accurate vocabulary and grammar. Additionally, some 
research has suggested that translations can be an effective way to comprehend reading texts (Bagheri and Fazel 
2011, Karnal and Pereira 2015, Karnal and Vera 2013). 

However, AI translators have some weaknesses, such as unexpected errors that necessitate users to both spot 
and be able to correct the translation (Niño 2009). Additionally, the quality of translations vary depending on the 
length of the text, which can confuse the AI, resulting in the translated text sometimes having a different meaning 
than that of the original. According to Siregar et al. (2020), students should understand the importance of many 
cultural factors when translating texts, and should carefully consider how to best use translation tools to optimize 
their English language learning. This implies that it is not advisable to rely entirely on an AI translation tool or 
machine translation (MT) to produce an accurate translation. In fact, since teachers cannot ensure that students 
will learn new languages using machine translators, relying too much on machine translators may hinder foreign 
language learning. Hoi (2020) insisted that learners should continue employing human interpreters when using 
machine translators to get better at language learning. Additionally, although most EFL learners seem to make 
common use of machine translators, EFL teachers do not seem to support or encourage learning through machine 
translation. That is, MTs may restrict the development of their student’s language learning skills and could make 
it challenging to determine how much they contributed to the reading proficiency of students.  

AI translation research has undergone remarkable changes in the last two decades. Few studies have been done 
on reading comprehension, although many have been done to determine the value of translators in vocabulary, 
grammar, and writing. Additionally, there has neither been much research done on the precise approaches for using 
a translator in reading comprehension classes nor on effective methods for using machine translators. According 
to prior studies (Brahmana, Sofyan and Putri 2020, Niño 2009), MT can inhibit students from acquiring L2. 
Additionally, because the translation is done without taking the context into account, there may be instances where 
utilizing an AI automatic translator results in incorrect or incomplete translations (Chon and Shin 2020, Lee 2020, 
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Medvedev 2016, Siregar et al. 2020). That is, students need to verify the accuracy of the text produced by automatic 
translators. Considering this view, the current study is an attempt, in the context of Korean university students, to 
explore the different methods to which students attribute their perceived successes and failures while translating 
English texts using an AI translator. In this study, students who were required to use an AI translator were divided 
into two groups: those who simply used automatic translators, and those who made modifications to the AI 
translations after using them. Taking all this into consideration, the research questions for the study were as follows: 

 
a. What are the effects of  using AI translators to enhance EFL learners’ reading performance? 
b. How do students perceive using AI translators in improving their reading comprehension? 

 
 
2. Literature Review 

 
2.1 Machine Translation in Language Learning  
 

Computational linguistics (CL) or natural language processing (NLP), known as ‘machine translation’ (MT), 
studies the use of software to translate text or speech from one natural language into another (Qun and Xiaojun 
2015). Today, nearly all students frequently use machine translators in vocabulary learning, writing, and reading 
comprehension since AI translators are cost-free and provide quick outcomes. In this regard, research on MT in 
foreign language learning has increased. It is well known that machine translation is a useful and effective tool for 
learning foreign languages (Tsai 2019).  

Some studies prove that L2 learners can use vocabulary and grammar more accurately and write their ideas 
more freely and fluently using machine translation (Lee and Briggs 2021, O’Neill 2019, Tsai 2019). When students 
do not know the proper vocabulary and expressions for speaking and writing, using machine translation allows 
them to learn the target language more precisely and explicitly (Stapleton and Kin 2019). 

In addition, it has been proven that translations can be a useful method to understand reading texts (Bagheri and 
Fazel 2011, Karnal and Pereira 2015, Karnal and Vera 2013). In some texts and between some languages, the 
quality of MT has risen to a point where some researchers think it is comparable to human translation (Vasheghani 
2020). More and more students are using machine translators when they encounter English vocabulary that they 
are not familiar with, or when they cannot find the proper expressions while writing in English (Chon and Shin 
2020, Lee 2020).  

There has been considerable technological progress in AI translation systems. Two well-known translation tools 
that are frequently used in Korea are Google Translate and Naver Papago. Since students frequently use both of 
these resources to help them with their writing (Park 2018),  AI translators appear to play an increasingly important 
role in foreign language learning. In this regard, research has been done to evaluate the benefits and drawbacks of 
machine translation as well as its effectiveness.   

Kumar (2012) made an effort to research how MT systems were used by business and IT students. It examined 
how Arab college students used and depended on MT tools. The study employed a survey which asked 60 students 
to complete a questionnaire. The findings showed that all students employed MT and Google Translate (GT) was 
used most frequently. Additionally, the findings showed that more than 75% of students primarily used GT to 
comprehend the texts. They receive intellectual and scientific terms from MT for their writing projects. MT was 
highly beneficial for translation and reading comprehension. However, machine translators also produce many 
errors in long and complex sentences or sentences that contain idiomatic and cultural meanings (Medvedev 2016). 



Hea-Suk Kim & Yoonjung Cha   The role of AI translators on reading comprehension 

© 2023 KASELL All rights reserved  41 

Students are thus best advised to utilize it as a tool to aid them in learning English rather than to completely rely 
on the results of its translations. 

According to Baker (2013), students have favorable experiences with MT since it provides students with a quick 
model for how to write what they want to communicate, and so provides a quick and effective approach to learning 
a new language. Karnal and Pereira (2015) investigated the impact of MT on reading comprehension. The 
strategies used by the 10 intermediate students were analyzed using MT using think-aloud protocol. According to 
the study, using MT pushed students to utilize more methods and entailed greater cognitive demands, which led 
to their comprehension being more efficient. 

In the Korean context, a study was conducted to explore the effects of the use of bilingual dictionaries and MT 
(Kim N-Y 2018). Students who enrolled in an English speaking and writing class were asked to use either a 
bilingual dictionary or a machine translator. The results of the study showed that participants considerably 
increased their speaking and writing abilities in both the bilingual dictionary and machine translation groups. No 
group differences were found proving that both tools are equally beneficial for learning English. According to the 
survey results, the group using a bilingual dictionary had more favorable attitudes regarding learning English than 
the group using a machine translator.  

Some debate exists regarding whether machine translation access could lead to a focus on specific words rather 
than the overall text. According to Siregar et al. (2020), students should be aware of the value of various cultural 
elements, and assess how to use translation tools to find the best equivalents and to improve their English-language 
proficiency. This suggests that relying solely on a translation tool or machine translation to provide accurate 
translations is not advised. In this regard, even if Google Translate can be used as a learning media in translation, 
students ought to make self-corrections and consult dictionaries to confirm the correct meaning of doubted words 
and then choose the best option by considering the context (Brahmana et al. 2020).  

Regarding the use of MT in the language learning classroom to scaffold L2 learning, some drawbacks have been 
noted. One limitation of MT as a support for input and comprehension is the often decontextualized nature of the 
translations it produces. Due to the fact that a lot of its translations are too literal, the decontextualized translations 
generated by MT may not help students comprehend the text (Niño 2009).  

Indeed, relying too much on MT to understand texts may hinder L2 learning as teachers cannot guarantee that 
students are, in fact, learning new languages rather than merely auto-translating content (Karnal and Pereira 2015). 
According to Hoi (2020), even if machine translation is improving and can help people be more productive, too 
much reliance on it should be avoided. He argued that learners are advised to continue using human translators 
since, in so doing, they would be able to improve their language skills. 

However, AI machine translation methods based on complex deep learning algorithms have been proposed to 
compensate for such shortcomings. Since artificial neural network machine translation identifies and translates the 
context of sentences, utilization speed and accuracy are rapidly increasingas compared with previous translators. 
Based on the findings of previous research, it cannot be denied that MT aids in foreign language learning. 

 
2.2 Students’ Perception toward AI Translators 
 

Previous studies showed that EFL learners frequently used AI translators in English learning, especially when 
learning vocabulary, reading, speaking, and writing. In addition, much research has focused on how students 
perceive AI translators since learners use them in their foreign language learning. The opinions and attitudes of 
learners toward AI translators are diverse. The use of AI translators is improving students’ motivation as well as 
their sentence structure and vocabulary (Bahri and Mahadi 2016, Jolley and Maimone 2015, Niño 2009). 
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MT access supports greater learner autonomy, as it allows students to read authentic materials by themselves to 
improve their comprehension (Akbulut 2007, Kelly and Bruen 2015) despite the occasional awkward MT 
interpretation (Karnal and Pereira 2015, Niño 2009). MT tools can also help narrow the L2 proficiency gap among 
students that exists in all classrooms (Karnal and Pereira 2015), reducing their anxiety levels as they learn foreign 
languages. 

It has been demonstrated that students who employed machine translation in their study of foreign languages 
had favorable opinions of the technology (Bagheri and Fazel 2011, Bahri and Mahadi 2016, Briggs 2018, Lee 
2019, 2022a, 2022b, Valijärvi and Tarsoly 2019). According to Bagheri and Fazel (2011), translation improved 
their motivation to study English as well as reading comprehension, grammar, and the use of appropriate 
expressions. Another study (Bahri and Mahadi 2016) proved that it helped learners learn in a comfortable and safe 
atmosphere by lowering their anxiety. By incorporating Google Translate (GT) as a tool in the learning process, 
students who learn foreign languages become more analytical and proficient, which encourages them to learn the 
languages autonomously and increases their confidence (Valijärvi and Tarsoly 2019).  

Alhaisoni and Alhaysony (2017) conducted a study to determine how Saudi EFL university students perceived 
using GT. 92 students who majored in English participated in the study and were asked to answer the questionnaire 
about their attitudes toward the use of GT. The findings showed that a majority of the students used GT in almost 
all subjects. Specifically, they used it frequently to find the meaning of unknown words, do writing assignments, 
and read texts. The participants showed very positive attitudes toward GT since it was free and easy to access and 
could translate texts fast. Moreover, the students believed that the GT’s translation was superior to their own and 
that it helped them learn new words. The students admitted that GT was not able to accurately translate a full 
paragraph so they had to refer to a dictionary or ask their teachers or peers to validate it. They also mentioned that 
GT had negative aspects on their study habits because it made them less likely to read and write themselves. The 
students found some of the raw GT outputs to be unreliable, especially for lengthy phrases and paragraphs. 

Studies similar to the above studies are being conducted in various contexts. Jolley and Maimone (2015) 
examined 128 Spanish-major students and discovered that they had favorable attitudes toward using machine 
translators. Almost all of the students used MT and it helped to facilitate language learning. According to the 
survey, the students utilized MTs to complete writing, translation, and presentation assignments. However, they 
never or very seldom used MTs to translate entire texts. According to Jo (2018), students of all English proficiency 
levels may easily participate in freestyle writing exercises by using their first language in writing with the aid of 
machine translators. The students’ self-assurance and sense of accomplishment also rose. In regards to the students 
who had a severe lack of English proficiency to begin with, they noticed an increase in self-confidence.  

Research on learners’ perceptions related to machine translators has also been conducted in the Korean context. 
Lee (2018) conducted a study with five students who used machine translation and described their experiences in 
detail through interviews. Students worked on a post-editing assignment using Korean translations of English 
medical articles. As a result, the participants stated that while post-editing was challenging, the quality of the 
machine translation was not as poor as they had anticipated. They said that post-editing was necessary to enhance 
the quality of the translated data and that machine translation needs to be acknowledged as a beneficial learning 
tool.  

Noh (2021) investigated how machine translation affected the English writing of Korean university students. 
The study attempted to explore how the use of a translator affected learners’ writing skills in terms of vocabulary 
and grammar and students’ perceptions towards MT. As a result of the study, both the beginner and the 
intermediate level groups improved their English writing skills using a translator. Eighty-six percent of the 
participants used machine translators for the purpose of translating from Korean to English rather than English to 
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Korean, indicating that facilitating translators is more related to writing than reading. All participants responded 
that their confidence in English improved due to learning to use a translator, showing high satisfaction, the 
convenience of writing in English easily and quickly, and the reliability of translation accuracy and completeness. 
However, the most frequently mentioned disadvantage of using a translator was dependence on the translator. 
Translators were most helpful for writing (50%) and reading (30%), followed by speaking (14%) and listening 
(6%). Furthermore, the participants responded positively regarding interest and confidence in English and 
improving English skills when using the translator. Similarly, Lee and Lee (2020) attempted to understand the 
perceptions and attitudes of Korean high school students concerning the use of an online machine translation as 
well as monitoring changes in the frequency of errors in their writing that resulted from its use. The results showed 
that students showed positive attitudes toward using a machine translator and they used it commonly and 
practically. However, it was more frequently employed in their writing than in their reading.   

However, despite the fact that previous studies reported positive attitudes toward machine translation, Kim 
(2018) pointed out that excessive dependence on machine translation decreased learners’ learning motivation and 
produced ethical problems. He asserted that the use of machine translation would not be helpful to EFL learners 
in the long run. 

As such, machine translation is penetrating deeply into the EFL learning environment, but research on how to 
utilize machine translation in English reading is currently insufficient. As such, it is not advisable to reject or to 
overuse machine translation technology because either option could impede students’ ability to learn.  

 
 

3. Methodology 
 
3.1 Participants 
 

The study examined how AI translators influenced EFL learners’ reading comprehension. It consisted of 113 
university students who registered for three mandatory English 2 classes. These classes were randomly assigned 
to three different groups: a control group and two experimental groups. The control group used no AI translators 
when comprehending their reading texts. The first experimental group used AI translators such as Google or 
Papago to assist in their reading comprehension. The second experimental group used AI translators like the first 
experimental group and then discussed and revised the errors in a group based on the Google or Papago translation. 
The researcher taught all three classes according to the reading schedules and, except for the treatment, the three 
classes were taught with the same textbook and the instructor applied the same teaching methods with the same 
online application tools for English learning.    

The control group had 33 students with 21 females and 12 males. The first experimental group consisted of 40 
students, of which 31 were females and 9 were males. The second experimental group comprised 40 students with 
22 females and 18 males. Majors varied in the three classes. The majority of the students were freshmen, with  9  
sophomores and 4 juniors in all three groups. Seniors (three students) were only in the control group. Every student 
took pre-reading tests based on the materials from the reading text. The findings revealed that there were no 
significant differences in the pre-reading tests (see Table 3). Therefore, the groups were homogeneous. All 
participants voluntarily agreed to participate in this study and signed a consent form.   
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3.2 Teaching Procedures and Instruments 
 

The purpose of these English 2 classes was to enhance students’ reading performance. Every student took a pre-
reading test before the first reading started at the beginning of the semester. The reading titled ‘We All Need a Role 
Model’ was the first of eight readings for the semester. The reading test included 20 questions based on the first 
reading. There were various question types including multiple choice questions (finding the main idea and detailed 
information), short answer questions (contextual words, and true/false), and vocabulary-related questions. 

 
Table 1. Procedures of Using AI Translators in the Reading Activity 

Session Class Time Alloltment 
1st Pre-Reading Test 20 mins. (online) / 20 Qs 
2nd  Main-Reading Activity 60 mins. 

 No AI Translator             AI Tanslator            AI Translator with Revision  
3rd   Post-Reading Test 20 mins. (online) / 20 Qs 

 Post-Questionnaire & Interviews 15 mins. / 30 mins. 
   

The study took two class periods, 75 minutes each. In the first class period, after students checked their 
attendance, students took a pre-reading test. All general English 2 classes were operated online due to COVID-19, 
so the pre-reading tests were conducted using a testing system embedded in LMS at this university. Two 
experimental groups carried out the study on the same day, but the control group that used no AI translators did it 
on the next day because of the designated class schedules.  

After students took the pre-reading test for twenty minutes, the test in LMS was automatically closed. Then, the 
instructor went through the pre-reading activities. Students were required to bring a picture of their role models. 
Then, the instructor asked them to upload their pictures and discuss these two questions shown in the PPT slide: 
‘Who is your role model?’ and ‘Why do you choose your role model?’ After the students shared their opinions 
with other classmates, the instructor explained the predicting skill and explained the preview of the reading. That 
is, the instructor generally discussed the key points of the whole reading so when students were divided into groups 
to talk about the main passage of the reading by paragraphs, they would understand which part of the reading they 
were assigned to. Next, for the rest of the first class period, students in experimental group 1 analyzed the main 
reading passage using either Papago or Google AI translators by Kakao Talk. Those in experimental group 2 
discussed the main reading passage using either AI translator first, then the instructor asked them to revise any 
errors they found in the AI translation.   

Regarding the second class period, the instructor allocated the first twenty minutes for the organization of their 
ideas and opinions about the main reading passage, then they took a post-reading test for twenty minutes via LMS. 
After they were finished taking the test, the instructor pointed out the gist of the main reading passage and went 
through each paragraph to clarify difficult parts, redefine certain words or specific sentences, and revealed the 
author’s point of view.     

At the end of the semester, the researcher requested that students fill out a post-questionnaire to explore how 
students perceived the use of AI translators, whether Papago or Google. Those who responded to the post-
questionnaire using the Google Form survey link detailed some of the advantages and disadvantages of using AI 
translators. Only the two groups who used the AI translators sent answers for the post-questionnaire.  

Finally, given the circumstances (Covid restrictions), all of the interviews were carried out on Kakaotalk. Eight 
students were randomly selected: four students (2 males and 2 females) from both experimental groups. Each 
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interview took about 30 to 40 minutes to talk about the use of AI translators in English reading classes. Before 
they started the interviews, they all agreed to the interviews. All the interviews were carried out in Korean and 
they were translated into English. 
 
3.3 Analysis 
 

The data comprised pre-reading tests, post-reading tests, and post-questionnaires analyzed via SPSS 20.0. Paired 
sample t-tests were conducted to examine the effects of enhancement in the reading performances within each 
group between the pre- and post-reading tests. A one-way ANOVA was performed to investigate the differences 
among the groups and whether using AI translators was significantly effective.  

Regarding the post-questionnaire, fifteen close-ended items were analyzed with descriptive statistics. The 
questionnaire was modified based on the study of Kim and Cha (2020) and Cha, Kim and Kim (2022). Independent 
t-tests were employed to examine the differences between the two experimental groups for the close-ended items. 
Two open-ended questions, the benefits and drawbacks of using AI translators, were categorized and analyzed. 
Students’ responses were written in Korean, so all of their responses were translated into English. The results were 
presented by frequency and percentage. If one student’s response included two separate opinions, they were 
counted as two responses. Finally, the interviews were conducted to examine students’ perspectives on using AI 
translators. They were analyzed to examine insights on how students use AI translators in English reading classes 
effectively.  
 
 
4. Results and Discussions 
 
4.1 Effects of Reading Performance within Groups 
 

The aim of this study was to investigate whether using AI translators can influence EFL learners’ reading 
performance. The first research question explored any effects on reading comprehension scores after comparing 
pre- and post-reading tests among the three groups. To examine the effects of reading performance in each group: 
the no AI translators group (control group), the using AI translators group (experimental 1 group), and the using 
AI translators with revision group (experimental 2 group), paired sample t-tests were performed between the pre- 
and post-reading test scores.  

Table 2 presents the results of the pre- and post-reading tests among the three groups. The mean score of the 
pre-reading test was 55.60 (SD = 14.74) while that of the post-reading test was 66.89 (SD = 11.90). There was a 
significant difference in the control group (t = -4.23, p < .01). Regarding the first experimental group, the mean 
score of the pre-reading test was 62.38 (SD = 11.67) while that of the post-reading test was 69.13 (SD = 11.47). A 
significant difference was also found in the group using AI translators. The students in the second experimental 
group scored 61.38 (SD = 13.62) on the pre-reading test and 70.25 on the post-reading test. This group was also 
found to be significantly different (t = -4.23, p < .01). That is, all three groups’ test scores significantly improved 
in the post-reading test regardless of their use of AI translators. Even the students who did not use AI translators 
when they were analyzing the main reading passage enhanced their reading comprehension scores although their 
mean scores on the pre-and post-reading tests were lower than the two experimental groups.   
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Table 2. Result of Paired Sample t-tests for the Effects of Using AI Translators  
Task Test M SD df t p 
Control 
 

Pre-test 55.60 14.74 32 -4.23 .00** 
Post-test 66.89 11.90 

Experimental 1 
 

Pre-test 62.38 11.67 39 -4.00 .00** 
Post-test 69.13 11.47 

Experimental 2 Pre-test 61.38 13.62 39 -4.23 .00** 
Post-test 70.25 12.14 

Experimental 1: AI translators; Experimental 2: AI translators with Revision                                                                                    
**p < .01 

 
Regardless of whether or not students used AI translators, all three groups demonstrated notable improvements 

in reading comprehension. Interestingly, students, with or without an AI translators’ help, improved their reading 
skills. In other words, this finding provided a different result from previous studies that noted that students may 
be prevented from learning new languages if they rely on machine translation (Karnal and Pereira 2015). To put it 
another way, this outcome was different from the previous study’s hypothesis that depending on machine 
translators to interpret text might prevent students from effectively learning new languages (Karnal and Pereira 
2015). Even though teachers are unable to guarantee that students would eventually learn new languages because 
they would simply choose the more practical method of using AI translators, the results demonstrated that students 
could broaden their reading comprehension with their use. 
 
4.2 Effects on Reading Performance between Groups  
 

To explore the significant differences among the three groups, as demonstrated in Table 3, one-way ANOVAs 
were conducted. Regarding the pre-reading tests, there were no significant differences among the three groups. 
That is, the findings of one-way ANOVAs confirmed that the three groups were homogeneous (F = 2.65, p = .08).  
 

TABLE 3. Group Differences in Reading Comprehension on the Pre-test 
Group M SD df F p 
Control 55.60 14.74 110 2.65 .08 
Experimental 1 62.38 11.67    
Experimental 2 61.38 13.62    

Experimental 1: AI translators; Experimental 2: AI translators with Revision 
 

As for the post-reading tests, Table 4 presents the findings of the three groups. The results of the one-way 
ANOVAs revealed that no significant differences were found in the mean scores of the three groups (F = .741,      
p = .479). However, experimental group 2, which was using AI translators with revision, scored the highest (M = 
70.25) among the three groups in terms of the mean score. Next, experimental group 1 which was using only AI 
translators scored 69.13 while the control group scored 66.89, the lowest among the three groups.  
 

TABLE 4. Group Differences in Reading Comprehension on the Post-test 
Group M SD df F p 
Control 66.89 11.90 110 .741 .479 
Experimental 1 69.13 11.47    
Experimental 2 70.25 12.14    

Experimental 1: AI translators; Experimental 2: AI translators with Revision 
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This result lends some support to the research by Kim N-Y (2018) that no significant differences in speaking 
and writing was found between the group who used bilingual dictionaries and the group who used machine 
translators. The participants showed no noticeable differences in reading. Furthermore, there were no significant 
mean differences between the groups regardless of whether they put their cognitive effort into comprehending the 
texts or not. The finding of this study deviates from those predicted by earlier research that using AI translators 
forced students to employ more strategies and involved higher cognitive demands, which improved the efficiency 
of their comprehension (Karnal and Pereira 2015). It can be assumed that rather than interpreting the complete 
sentence or the whole text, students just employed the translator to interpret the sections that were unclear or 
unknown to them. Additionally, it seems that translators have advanced significantly and that their translations 
have improved to a level that is nearly equivalent to that of human translations, as suggested by Vasheghani (2020).  

While the AI translator groups showed improvement in reading, there were no significant differences in the 
results achieved by each group. It was not in favor of Brahmana et al. (2020), who recommended that students 
self-correct and check dictionaries to make sure words had the right definitions before comprehending by taking 
context into account. And although the decontextualized or overly literal quality of the translations are a limitation 
of AI translators (Niño, 2009), AI translators are improving quickly, using data that has been accumulated over 
the years to make it more feasible for the AI to contextualize its translations. 
 
4.3  Students’ Perceptions on Using AI Translators  
 
4.3.1 Post-questionnaire (Close-ended)  

 
Regarding the last research question, a post-questionnaire was conducted to investigate how students perceived 

using AI translators in English reading classes. As such, only the two experimental groups using AI translators 
responded to the post-questionnaire. Group one was comprised of students who used AI translators only and group 
two was comprised of students who used AI translators with revision. The questionnaire was divided into three 
sections: five items for reading skills, five items for affective aspects, and five items for usefulness. All fifteen 
items were analyzed with descriptive statistics. 

Table 5 presents the first section with five items for reading skills. The mean score of the first item, “Using AI 
translators is effective for grasping the topic of the reading,” was 4.54 in group one and 4.68 for group two. As 
for the second item, “AI translators are effective for comprehending the main readings,” group one scored 4.59 
and group two scored 4.54. Regarding the third item, “It is useful to understand the exact meaning of the sentences,” 
the mean score of group one was 3.36 and that of group two was 4.08. Concerning the fourth item, “It is useful to 
solve reading comprehension questions,” group one received a score of 4.62, and group two received a 4.59. In 
the last item in the section, “AI translators are useful for learning vocabulary and expressions,” group one was 
3.97 and group two was 3.95.  
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TABLE 5. Results of Post-Questionnaire (Close-ended): Reading Skills 
Item Group M SD t p 

1. Using AI translators is effective for grasping the topic of the 
reading. 

1.00 4.54 1.00 -.68 .50 
2.00 4.68 .75   

2. AI translators are effective for comprehending the main 
readings. 

1.00 4.59 .91 .25 .80 
2.00 4.54 .77   

3. It is useful to understand the exact meaning of the sentences. 1.00 3.36 1.01 -3.63 .00** 
2.00 4.08 .68   

4. It is helpful to solve reading comprehension questions. 1.00 4.62 .94 .10 .92 
2.00 4.59 .96   

5. AI translators are useful for learning vocabulary and 
expressions. 

1.00 3.97 .90 .13 .90 
2.00 3.95 1.08   

Group 1: Experimental group 1 (AI translators only), Group 2: Experimental group 2 (AI translators with Revision)         
** p < .01 
 

Findings for the first five items revealed that there were no significant differences among the items except item 
three. As for group one, which used AI translators only, it was not helpful to simply use the AI translators   (M = 
3.36, SD = 1.01). However, students in group two believed that using AI translators with their revisions helped 
them understand the exact meaning of the sentences. That is, after getting a translation for sentences in Korean, 
participants in group two were instructed to revise the parts that did not make sense, which might have been 
beneficial for them to clarify the meanings of the sentences. Although there were no significant differences in 
items 1, 2, 4, and 5, students had positive perspectives on reading skills such as understading the topic (item 1), 
understanding the main readings (item 2), and solving reading comprehension questions (item 4), but not for 
learning vocabulary and expressions (item 5).   

The findings are consistent with earlier research showing that machine translation is an efficient technique for 
learning foreign languages (Tsai 2019). It is likely that employing machine translation makes it possible for 
students to learn the target language directly and precisely (Stapleton and Kin 2019), and that using AI translators 
to interpret texts can be helpful (Bagheri and Fazel 2011, Karnal and Pereira 2015, Karnal and Vera 2013). 

Next, Table 6 presents the results of the five items for affective aspects. The sixth item, “Using AI translators 
motivates me to learn English,” had a mean score of 3.72 in group one and 3.54 in group two. The mean score of 
the seventh item, “Using AI translators was satisfactory,” was 4.77 in group one and 4.54 in group two. As for the 
eighth item, “Using AI translators reduces the burden of English learning,” group one received a 5.05, and group 
two received a 5.08. Regarding the ninth item, “Using AI translators reduces the fear of using English in classes,” 
group one scored 4.79, and group two scored 4.89. For the tenth item, “Using AI translators makes me interested 
in learning English,” group one was 3.90, and group two was 3.78.  

The results presented in Table 6 showed that no significant differences were found in the five items concerning 
affective aspects. It can be assumed that the use of AI translators was quite satisfactory in that students were 
provided with convenience in learning English to some extent in terms of reducing the burden of using English in 
classes. As can be seen from the data, the eighth item received the highest mean score of all for both groups. 
Similarly, the ninth item about reducing the fear of using English scored the second highest mean in the section. 
By contrast, students in both groups were not motivated or interested in using AI translators. Both groups of 
students’ mean scores were not significantly improved.  
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TABLE 6. Results of Post-Questionnaire (Close-ended): Affective Aspects 
Item Group M SD t p 

6. Using AI translators motivates me to learn English. 1.00 3.72 1.12 1.36 .18 
2.00 3.54 1.09   

7. Using AI translators makes me satisfied. 1.00 4.77 .93 1.04 .30 
2.00 4.54 .99   

8. Using AI translators reduces the burden of English 
learning. 

1.00 5.05 1.21 -.13 .90 
2.00 5.08 .76   

9. Using AI translators reduces the fear of using English in 
classes. 

1.00 4.79 1.10 -.42 .67 
2.00 4.89 .88   

10. Using AI translators makes me interested in learning 
English. 

1.00 3.90 1.10 .45 .65 
2.00 3.78 1.11   

Group 1: Experimental group 1 (AI translators only), Group 2: Experimental group 2 (AI translators with Revision) 
 

In short, there was no significant difference between the two groups in terms of reading skills and reading 
comprehension, and the affective aspects likewise lacked a significant result. This can be attributed to the fact that 
regardless of whether or not students revised the content produced by the AI translators, students’ plainly expressed 
a positive perspective of their use of AI translators.   

According to the researchers (Bahri and Mahadi 2016, Briggs 2018, Jolley and Maimone 2015, Lee 2019), the 
use of AI translators is improving students’ motivation in addition to their language learning. The findings were 
consistent with earlier research findings that AI translation increased students’ desire to learn English (Bagheri 
and Fazel 2011) and made learning more relaxing and secure by reducing their fear and anxiety (Bahri and Mahadi 
2016). In particular, the participants frequently expressed high satisfaction and little fear or anxiety while utilizing 
AI translators to help them learn languages. It was supportive of the study (Briggs 2018, Lee 2019, Noh 2021) that 
students who utilized a translator improved their English proficiency and expressed high satisfaction with how 
convenient it was to learn in English. 

Table 7 displays the results of the last five items for usefulness. Concerning the eleventh item, “It is necessary 
to use AI translators in reading activities,” group one was 4.74, and group two was 4.65. As for the twelfth item, 
“It is efficient to use AI translators for English learning,” the mean score for group one was 4.56, and that of group 
two was 4.24. Regarding the thirteenth item, “AI translators are useful for reading comprehension,” group one 
received a 4.51, and group two received a 4.27. The mean score of the fourteenth item, “I would like to use AI 
translators for English reading,” was 4.49 in group one and 4.24 in group two. For the final item of the 
questionnaire, “I would like to use AI translators in English classes in the future,” group one scored 4.67, and 
group two scored 4.38.  

The findings of the last five items for usefulness demonstrated that there was also no significant difference 
between the two groups. However, as can be seen from the results in Table 7, all of the students in both groups 
thought using AI translators was necessary (item 11), efficient (item 12), beneficial for reading comprehension 
(item 13), and they wanted to use them for English reading classes although the scores were not significantly 
different. That is, regardless of the revision after using AI translators, it is believed that students would feel 
comfortable using AI translators in English reading classes.   
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TABLE 7. Results of Post-Questionnaire (Close-ended): Usefulness 
Item Group M SD t p 

11. It is necessary to use AI translators in reading activities. 1.00 4.74 .94 1.35 .18 
2.00 4.65 .90   

12. It is efficient to use AI translators for English learning.  1.00 4.56 .82 1.53 .13 
2.00 4.24 .86   

13. AI translators are useful for reading comprehension. 1.00 4.51 .97 1.09 .28 
2.00 4.27 .96   

14. I would like to use AI translators for reading.  1.00 4.49 .85 1.14 .26 
2.00 4.24 1.01   

15. I would like to use AI translators in English clases in the 
future.  

1.00 4.67 .84 1.36 .18 
2.00 4.38 1.01   

Group 1: Experimental group 1 (AI translators only), Group 2: Experimental group 2 (AI translators with Revision) 
 

The results of the post-questionnaire revealed few differences between the two groups using AI translators only 
and using them with revision. However, it is important to note that using AI translators in English classes has 
become essential in the sense that it can be a tool or an effective instrument to provide benefits to students’ English 
learning. Moreover, students showed positive attitudes toward using a machine translator and they used it 
commonly and practically (Lee and Lee 2020). 

According to studies (Bagheri and Fazel 2011, Bahri and Mahadi 2016, Briggs 2018, Lee 2019, Valijärvi and 
Tarsoly 2019), students who used machine translation in their study of foreign languages found it to be a valuable 
tool. In this sense, the participants would undoubtedly find it valuable as a learning aid for English. Based on the 
results of Table 7, the use of a translator is advantageous and will be employed in the future. In other words, it is 
anticipated that students will continue to make use of it to reap its advantages and better understand texts. 
 
4.3.2 Post-Questionnaire (Open-ended Items)  
 

To closely examine students’ perception of using AI translators, the results of two open-ended questions about 
both the benefits and drawbacks of using AI translators are presented. Most students responded to two open-ended 
questions and some students’ responses included more than one. As can be seen from both Tables 8 and 9, the total 
responses were different in that more students wrote about the benefits rather than the drawbacks.  

As for the benefits of using AI translators, as demonstrated in Table 8, 21 students (22.1%) stated that “It was 
easy to understand the meaning of the complex sentences.” Eighteen students (18.9%) commented that “Using an 
AI translator helped us lessen the anxiety of English classes.” Seventeen students (17.9%) mentioned that “It was 
easy to translate the reading passage.” Twelve students (12.6%) responded that “It was easy to figure out the 
meaning of the words,” and “Using an AI translator helped us figure out the meanings fast.” Some minor opinions 
were ‘easy to follow the class when using an AI translator (6.3%),’ ‘useful in learning English (4.2%),’ ‘improving 
my reading comprehension ability (2.1%), and ‘ comparing my translations with AI’s (1.1%).’  
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TABLE 8. Benefits of Using AI Translators 
Students’ Responses Number of 

Responses 
Percentage 

(%) 
It was easy to understand the meaning of the complex sentences.  21 22.1 
Using an AI translator helped us lessen the anxiety in English classes.  18 18.9 
It was easy to translate the reading passage.  17 17.9 
It was easy to figure out the meaning of the words. 12 12.6 
Using an AI translator helped us figure out the meanings fast. 12 12.6 
It was easy to follow the class when using an AI translator.  6   6.3 
It was useful in learning English. 4   4.2 
It helped me to enhance my reading comprehension ability.   2   2.1 
I could compare my translations with AI translator’s. 1   1.1 
It helped me to have some confidence in English. 1   1.1 
It motivated me to figure out exact meanings after understanding the whole passage 
using an AI translator. 

1   1.1 

Total Responses 95 100 
 
The findings demonstrated that students thought using AI translators was fairly useful in English classes, as 

some students’ responses were positively reported in the results of the close-ended items as well. Most AI 
translator-related research tended to focus more on writing (Lee 2020, Lee 2022a) than reading. As AI translators’ 
accuracy has become more advanced than before, it would be beneficial and easier for students to use them for 
reading comprehension, especially in English classes. Specifically, students also commented that using AI 
translators could help them figure out the contents and words faster; thus, it would enable them to follow the 
classes more readily. Therefore, there would be no reason for students not to use AI translators for their own 
benefit.   
 

TABLE 9. Drawbacks of Using AI Translators 
Students’ Responses Number of 

Responses 
Percentage 

(%) 

Sometimes translations were not accurate. 18 31.0 
Using an AI translator did not help me to improve my English ability.  16 27.6 
I depend too much on an AI translator. 14 24.1 
No response 3   5.2 
There is no drawback. 3   5.2 
Active participation in the class could be decreased.  2   3.4 
I could use ‘copy & paste’ keys to complete the comprehension activities. 1   1.7 
Instructor would not know whether students were participating in the reading 
activities (online classes).  

1   1.7 

Total Responses 58 100 
 
The drawbacks of using AI translators are illustrated in Table 9. Compared to the 95 positive responses, there 

were 58 responses for the drawbacks. Eighteen students (31%) mentioned that “Sometimes translations were not 
accurate.” The second most frequent response was “Using an AI translator did not help me to improve my English 
ability (16 students, 27.6%).” Fourteen students (24.1%) commented that “I depend too much on an AI translator.” 
Other opinions were ‘no drawbacks and no responses (5.2%),’ ‘decreasing active participation (3.4%),’ and ‘using 
simple keys to complete the comprehension activities (1.7%).’ 
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There seemed to be two major drawbacks. One of them was the AI translators’ accuracy. Although their 
accuracy is continuously improving, there were still errors when translating into Korean which required students 
to revise their AI-translated texts. It is necessary for students to be able to identify the wrong parts first, and then 
to take steps to revise the translations based on the English text and context. The second drawback some students 
mentioned was that using AI translators did not help them improve their ability to comprehend English in the 
classes. That is, students tended to rely on AI translators to do the work for them in the first place (Karnal and 
Pereira, 2015, Kim 2018). In English reading classes, instructors would like their students to do their best to 
understand the English text for themselves, but since AI translators were instantly reachable by touching a few 
keys on their smartphones, students automatically used them. It would be difficult for instructors to force their 
students not to use AI translators; therefore, there should be some other methods to utilize AI translators effectively.   
 
4.3.3 Interviews   
 

To explore more insights from the students’ use of  AI translators, interviews were conducted. Four students 
from both experimental groups were selected: experimental group 1 (AI translators only – 2 females and 2 males) 
and experimental group 2 (AI translators with revision – 2 females and 2 males). The interviews were administered 
via Kakaotalk. Before they responded to some interview questions, all of them agreed to their interviews on the 
use of AI translators in English classes. Instead of describing the comments from all eight participants, their 
opinions were selected based on the questions and their responses.  

The first interview question was whether students’ use AI translators and when they usually use them. Male 
interviewee 1, Male interviewee 2, Female interviewee 1, and Female interviewee 2 belonged to group 1. Male 
interviewee 3, Male interviewee 4, Female interviewee 3, and Female interviewee 4 belonged to experimental 
group 2. As for group 1, three students stated that they use AI translators not only in English classes but also for 
different purposes. An interviewee from group 2 (Male interviewee 4) also uses AI translators for similar purposes.  

  
(1) Male interviewee 2: I’m very interested in movies, so when I read interview articles and search for 

information about movie directors, I use AI translators. I use both Papago and Google, but what I use 
more often is Papago because it can translate into the Korean context better than Google, in my opinion.  

(2) Female interviewee 1: I use AI translators when I do my assignments, especially when translating complex 
sentences. 

(3) Female interviewee 2: I use AI translators whenever they are necessary. I use them to translate from 
various languages such as English, Chinese, and Japanese. I usually use Papago. 

(4) Male interviewee 4: Sometimes I use AI translators for finding out unknown words in classes. I use 
Papago. 

 
The second question asked how they felt about using AI translators in English classes. This question was asking 

about the advantages of using them, and some students provided detailed responses. Regardless of the two groups, 
most of them stated that AI translators were fast, effective, convenient, and valuable in that they helped students 
comprehend the English text better. Their responses were in line with the findings of the post-questionnaire.  

 
(1) Male interviewee 1: I thought it was helpful when organizing sentences, and finding the meaning of the 

new words. I also listened to the pronunciation and it helped me correct my pronunciation as well.  
(2) Male interviewee 2: First, it takes too much time to find each unknown word when trying to figure out 
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the whole text since some words have several different definitions and I got confused about which 
definition I should use. However, when I use AI translators, I understand the whole text first and then find 
out the definitions of the new words. I could see how each unknown word can fit into the context of the 
text. Second, when I use AI translators, I do not feel the burden of figuring out the unknown text. I believe 
that when I would like to improve my English, I need to get closer to English by reading a lot to find 
grammatical patterns and expand my vocabulary. But if I need to find every unknown word using a 
dictionary all the time, I think some of us might might feel confused and overwhelmed. Finally, in English 
classes, AI translators can be effective if they can be used as tools for English learning.  

(3) Female interviewee 1: If I use AI translators, I can quickly understand the text, and they helped me easily 
follow the classes. Also, whenever I came across words that I was not familiar with, it was great that AI 
translators could help me translate quickly.  

(4) Female interviewee 3: I was surprised that AI translation was very natural and it was convenient.  
(5) Female interviewee 4: First, using AI translators made us figure out the meanings of the text quickly. 

Second, it could even help me with English typing. Now, I can type faster than before. Third, AI 
translators were beneficial when quickly understanding the English text. Finally, I was able to identify 
the meaning of the new words when I read the whole text as translated by AI translators.  

 
The third interview question was about the weaknesses of using AI translators in English classes. Although each 

of the students expressed their opinions differently, the drawbacks of using AI translators were also similar to the 
findings of the post-questionnaire. Students in both groups commented that using AI translators would make 
students depend on them. That is, AI translations were good enough that students do not need to work to improve 
their own analysis of the content.  

 
(1) Male interviewee 1: Students would depend on the AI translators rather than try to understand the text by 

themselves. 
(2) Female interviewee 2: Sometimes AI translation was not correct so it was inconvenient for me to revise 

them myself. 
(3) Female interviewee 3: It was a bit regrettable that I am not the one who was doing the translation since 

AI translators were doing a good job. 
(4) Male interviewee 3: I don’t think it’s a good idea to use them as a main tool because I could depend on 

them too much.  
 
The next question was how efficiently AI translators can be used in English classes. As can be seen from the 

excerpts, regardless of the two groups, most of them mentioned that students would try not to use the AI translators 
first. They should at least try to figure out the meanings of the text by themselves first, and then use the AI 
translators as a check-up tool. In that way, students would be able to find their weaknesses in comprehension 
activities and later, with much practice, turn their weaknesses into their strengths in terms of analyzing the English 
text.  

 
(1) Male interviewee 2: I think it would be a good idea to understand the text first before using the AI 

translators so that I would be able to compare the two and I could figure out what I missed or what I didn’t 
understand.  

(2) Female interviewee 1: We should analyze the text without the AI translators. Then, use AI translators, 
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and then compare the differences.  
(3) Male interviewee 3: I think if I depend too much on AI translators, my comprehension ability will be 

decreased. I think the efficient way of using AI translators would be to comprehend the text myself first. 
Then use the AI translators’ results to compare the two. After that, I could learn and fill in the parts that 
were lacking.  

 
The question concerning how they think about revising the text after using the AI translators, was intended 

solely for students in group two who revised their texts after using the AI translators. All of them stated that the 
revision process is necessary to enhance their comprehension ability.   

 
(1) Female interviewee 3: I think it is important to revise the parts where the translations were awkward.  
(2) Male interviewee 3: I think we should go through the revision process and then check again with the AI 

translators at the end.  
(3) Female interviewee 4: I think it is necessary to review the translations. We need to understand what words 

mean in a certain context. Also, when studying complex sentences, we would make sure of the parts we 
don’t know. Sometimes, we mistype some words, so we must review the translations.  

 
This question was the sub-question of the previous question regarding whether students would notice the 

differences when using the AI translators only as compared with adding a revision process. All of them commented 
that there were differences in the content of the translations.   

 
(1) Female interviewee 3: Absolutely, some sentences didn’t need to be revised, but I think reviewing the 

translations made me feel like I was studying for something and even looking at some grammatical parts 
as well.  

(2) Male interviewee 3: I think AI translators usually helped me with the direct translations so revising 
repetitively made me focus more on what authors were trying to express in the text.  

(3) Female interviewee 4: Sure, I can see the differences. When I use AI translators, I feel like I’m just doing 
‘copy & paste,’ but revising the sentences makes me really learn something.  

 
The final question concerned the use of AI translations in the English classes.  

 
(1) Male interviewee 1: I suggest that we use AI translators as a supplementary tool for comprehension 

activities.  
(2) Male interviewee 2: After using AI translators, we should check whether the sentences are awkward or 

not. If they are, we should keep revising. Additionally, let students know that finding the materials in 
different languages can be challenging, but it can also provide different perspectives in the global world. 
Then, students could automatically use AI translators as a medium for expanding their knowledge.  

(3) Male interviewee 3: There are advantages of using AI translators, so using them as one of the tools for 
English classes will be beneficial.  

(4) Male interviewee 4: Students might feel anxious that using AI translators can be better than translating 
the texts themselves. But using AI translators can boost students’ confidence in active participation in 
classes.  
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To sum up, students’ opinions on using AI translators were valuable and insightful, suggesting that they can be 
used beneficially in future English classes. As Hoi (2020) stated, AI translators are beneficial, but they should be 
avoided if instructors thought students were in danger of becoming too over-reliant on them in language classrooms. 
However, if students are provided with proper instructions on how or when to use AI translators effectively for 
their learning, using them could benefit language learning and enhance their learning abiltities.  

 
 

5. Conclusion 
 
AI translators have gradually become popular among students, especially for foreign language learning. The use 

of AI translators was particularly common in English writing classes. However, learners can also use them for 
reading as well as vocabulary learning and grammar. Despite the fact that students are not allowed to use such 
tools in L2 classes, more and more learners utilize them. Therefore, this study attempted to investigate how using 
AI translators can benefit students, especially in English reading classes.  

This study included one hundred and thirteen university students who registered for mandatory English classes 
which were designed to improve their English reading. Three different classes received a different treatment: a 
control group (no translator), an experimental group 1 (using a translator), and an experimental group 2 (using a 
translator with revision). There were pre-and post-tests, post-questionnaires, and students interviews.  

Regarding the first research question about reading accomplishment within groups, the results revealed that 
there were significant differences in all three groups. Students from all three groups enhanced their English 
comprehension scores. That is, regardless of the use of AI translators, all three groups improved their English 
reading comprehension compared to the pre-stage. It is noted that students can ultimately enhance their reading 
abilities with or without assistance from AI translators. To put it another way, this outcome was different from the 
previous study’s hypothesis that depending on machine translators to interpret text might prevent students from 
learning new languages (Karnal and Pereira 2015). Contrary to the researchers’ claim (Karnal and Pereira 2015) 
that teachers cannot guarantee that students will learn foreign languages since they will simply choose a more 
practical method of text translation, the student’s reading performance increased.  

Moreover, when the three groups were compared, no significant differences were found between the group 
without AI translators and those with AI translators. This result was not in line with earlier research suggesting 
that when students used AI translation, they had to use more strategies and put in more cognitive effort, which 
increased the effectiveness of their comprehension (Karnal and Pereira 2015). It has been demonstrated that 
whether or not they underwent revision, the AI translator groups made progress in reading comprehension. It was 
not supportive that students were advised to self-correct and use other sources to clarify the exact meaning of the 
texts (Brahmana et al. 2020). This result is attributed to the advance of AI translators. In other words, while one 
of AI translators’ more significant limitations in past years was that they produced decontextualized or overly 
literal translations; nevertheless, machine translation accuracy has increased to the point where some scholars think 
it is on par with human translation (Vasheghani 2020). The study’s findings are consistent with previous research 
that has demonstrated the value of using machine translation to learn foreign languages (Tsai 2019), and that using 
AI translations for text interpretation can be beneficial (Bagheri and Fazel 2011, Karnal and Pereira 2015, Karnal 
and Vera 2013).  

As for the second research question about students’ perception of AI translators, the post-questionnaire was 
collected from both experimental groups. There were fifteen close-ended items and two open-ended items. The 
contents of the post-questionnaire for the close-ended items were divided into three sections: reading skills, 
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affective aspects, and usefulness, and each section included five items. Concerning the first section of the post-
questionnaire, reading skills, there was no significant difference in the five items except for item three, “It is useful 
for understanding the exact meaning of the sentences.” The findings demonstrated that while significant 
differences were not found in most of the items, the mean scores of the rest of the items except item five revealed 
that students might have benefited from identifying the topic, understanding the main reading parts, and solving 
the reading comprehension questions. The second section of the post questionnaire, affective aspects, also revealed 
similar results in that there were no statistically significant differences, but students felt that using AI translators 
could help them lessen their burden and reduce their fear of using English in classes even though the use of AI 
translators apparently lowered their interest and motivation. The last section, usefulness, also showed no significant 
differences. However, the results indicated that students would find AI translators useful, efficient, and necessary. 
The open-ended items included the benefits and drawbacks of using AI translators. Students contributed various 
opinions on both benefits and drawbacks. They believed that using AI translators made them easy to understand 
the meaning of complex sentences and also helped them lessen their anxiety in English classes. On the other hand, 
they commented that AI translators’ accuracy could become problematic for students, and AI translators could 
make students rely on AI translators too much, which would not lead them to significantly improve their English 
ability. Interviews with students provided further insights in terms of using AI translators in English classes.  

The results of the interviews were in line with the findings of previous studies that showed that AI translation 
boosted students’ motivation to learn English (Bagheri and Fazel 2011) and made studying more comfortable and 
secure by lowering their fear and anxiety (Bahri and Mahadi 2016). The participants in the current study expressed 
favorable views regarding employing AI translators and were positively disposed toward the use of this technology 
(Briggs 2018, Lee 2019). The students’ perceptions toward AI was consistent with the researchers’ claim (Lee and 
Lee 2020), which noted that students had positive opinions toward using machine translators and that they did it 
frequently and practically. Given that students may help to improve the quality of the data and that machine 
translation should be viewed as a useful teaching tool, students might not rely too much on the employment of AI 
(Siregar et al. 2020). 

Following are some of the pedagogical implications of the study’s findings. First, while AI translators produce 
translations at a comparable level to human translations, AI translators continue to have issues with accuracy or 
decontextualized translations. To help students become better language learners, teachers should develop practical 
strategies that will enable them to identify errors or mistakes in AI translations. Second, it is likely that more and 
more learners will utilize translators in L2 learning in the future because they make it easy and simple for learners 
to understand unknown words and complex sentences. Lastly, when considering the advantages of using the tools, 
such as reducing learners’ anxiety and boosting their confidence, it is important to consider whether to use this 
technology or when to use it based on the learners’ proficiency levels or text difficulties. Indeed, it should take 
into account more effective ways to use AI translators at various stages of English reading. 

    This study contains limitations. It was restricted to a small number of students at a university. Also, using AI 
translators for a longer period could provide an improved approach to language learners. Finally, if this study were 
to extend to examine the qualitative differences in the translations between the control group and the experimental 
groups, it would have provided more insightful implications.  
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1. 서론 

 

교육부는 2022년 12월 22일에 미래사회가 요구하는 포용성과 창의성을 갖춘 주도적인 인재의 

육성을 목표로 하는 2022 개정 교육과정을 확정발표하였다. 이 교육과정의 핵심은 미래 변화에 

능동적으로 대처할 수 있는 역량 및 기초소양 함양, 학생의 자기주도성, 창의력과 인성 개발을 

위한 개별 맞춤형 교육, 학교 현장의 자율적인 혁신 및 유연한 교육과정, 학생의 삶과 연계한 

깊이 있는 학습을 위한 교과 교육으로 요약할 수 있다. 

2022 개정 교육과정은 2024년부터는 초등학교 1~2학년에, 2025년부터는 초등학교 3~4학년, 

중학교 1학년과 고등학교 1학년에, 2026년부터는 초등학교 5~6학년, 중학교 2학년과 고등학교 

2학년에, 그리고 2027년부터는 중학교 3학년과 고등학교 3학년에 순차적으로 적용될 예정이다. 

이는 영어교육이 초등학교 3학년부터 시작됨을 고려할 때, 2022 개정 영어과 교육과정이 

2025년부터 적용되는 것을 뜻한다. 이에 따라 2023년에 이 교육과정을 바탕으로 한 교과서에 

대한 검정이 이뤄지고, 검정을 통과한 교과서가 1년간의 수정 및 교정을 거쳐 2025년에 초등학교 

3학년, 중학교 1학년과 고등학교 1학년에서 처음으로 사용될 것이다. 

2022 개정 영어과 교육과정은 현행 교육과정에서 취하고 있는 듣기-말하기-읽기-쓰기의 언어 

기능별 영역 분류를 영어 지식 정보의 이해와 표현의 2개 영역으로 개편하였다. 주형미, 김미경, 

김성혜, 배주경 외(2022)에 따르면, 이런 개편은 “디지털 리터러시, 멀티모달(multimodal) 

리터러시 사회에서 언어 네 기능 간 경계가 불분명해지면서 불가피해졌을 뿐만 아니라, 현실 

생활에 적용 가능한 학습을 지향하는 2022 개정 교육과정의 취지에 따라 영어 학습에 목적성을 

부여하기 위함이다.” 이러한 변화에도 2개 영역의 성취기준은 이전 교육과정에서 정한 언어 

기능별 성취기준을 실질적인 면에서 대부분 반영하고 있으며, 학생의 인지적, 언어적, 정서적 

발달 과정과 수준 그리고 학교 급간 연계를 고려하여 성취기준을 개발한 점도 이전 교육과정과 

크게 다르지 않다. 2022 개정 영어과 교육과정은 또한 학생의 삶과 연계된 실생활 중심의 영어 

의사소통 역량 강화에 중점을 두어, 고등학교의 ‘공통 영어’ 과목을 통해 영어의 기초적인 소양을 

함양한 다음, 진로에 따라 ‘직무 영어’, ‘영어 발표와 토론’ 등의 진로 선택 과목과 실생활에서 

영어를 활용할 수 있는 ‘실생활 영어 회화’, ‘미디어 영어’, ‘세계문화와 영어’의 융합 선택 과목을 

택할 수 있도록 하였다. 

교육과정의 목표 및 지향점이 달라지게 됨에 따라, 2022 개정 영어과 교육과정이 현행 

교육과정과 내용과 내용 체계 면에서 적지 않은 점에서 달라져 보이지만 실질적인 영어교육의 

변화에 가장 커다란 영향을 주는 것은 교육과정의 기본 어휘 목록과 관련 지침이다. 교육과정의 

다른 어떤 부분보다도 이 부분이 많은 수정과 보완을 거쳤기 때문에, 2023년에 검정 심사를 받을 

영어 교과서의 제작과 이들 교과서로 이뤄지는 이후의 교수학습 및 평가에 가장 큰 영향을 미칠 

것으로 보인다. 따라서 본 논문은 2022 개정 영어과 교육과정의 기본 어휘 관련 지침(이후 2022 

기본 어휘 지침이라 함)이 어떤 내용으로 어떤 절차를 거쳐 어떻게 만들어지게 되었는지를 

상세히 기술하고 명시적으로 표현되어 있지 않지만 이 지침이 전제하고 있는 내용을 

설명함으로써 2025 개정 영어 교과서의 개발 및 이를 토대로 하는 교수학습에 도움을 주고자 

한다. 
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2. 이론적 배경: 영어 기본 어휘 목록 

 

20세기 후반부터 학생들이 가급적 어휘 학습의 부담을 덜 느끼면서 영어를 용이하게 배울 수 

있도록 하기 위한 방안으로 영어 원어민 화자가 가장 흔히 사용하는 영어 어휘를 기본 어휘로 

정하고 이들 어휘로 이해 가능한 자료를 개발하여 초보 학습자의 영어 능력 향상을 꾀하려는 

움직임이 활발히 일어났다. 이런 목적 하에서 개발된 대표적인 기본 어휘 목록에는 West(1953)의 

General Service List(GSL), Nation(2017a)의 BNC/COCA Level 6 word family lists, 

Coxhead(1998)의 Academic Word List(AWL), Gardner와 Davies(2014)의 Academic 

Vocabulary List(AVL), Browne, Culligan과 Phillips(2013)의 The New General Service 

List(NGSL), Brezina와 Gablasova(2015)의 New General Service List(newGSL), 등이 있다. 

기본 어휘 목록의 개발과 관련하여 지속적으로 제기되는 문제는 초보 학습자를 위한 적정 기본 

어휘의 수가 무엇인지, 기본 어휘 목록에서의 기본 단위가 무엇인지, 그리고 ‘가장 흔히 

사용된다’는 기본 어휘를 어떻게 선정해야 하는지의 문제라고 할 수 있다. 

초보 학습자를 위한 적정 기본 어휘 수의 문제는 초보 학습자의 어휘 지식의 크기(size)와 

관련된 문제이다. 이에 관해, Laufer(1992)는 L2 어휘 지식 수준이 3,000 단어 군(word 

family)이 안 되면 일반 지적 능력과 상관없이 제대로 된 L2 읽기가 불가능하고, 어휘 지식 

수준이 5,000 단어 군 이상이면 일반 능력과 별개로 L2 읽기가 만족스럽게 이뤄지고, 어휘 지식 

수준이 3,000~4,000 단어 군 수준이면 L2 읽기가 일반 능력에 지장을 받을 수도 있고 그렇지 

않을 수도 있다고 하였다. Coady(1997)는 L2 학습자의 어휘 습득이 읽기를 통해서 가능하지만, 

문맥으로부터 새 어휘를 배울 수 있는 L2 읽기 수준은 L2 어휘 문지방(threshold)을 넘어야만 

가능하다는 역설을 피력하면서, 이 문지방이 3,000~5,000 단어 군 수준이라고 하였다. Nation과 

Waring(1997)은 온전한(unsimplified) 영어 텍스트의 대부분이 소수의 고빈도 단어로 되어 

있으므로1 기본적인 읽기에 3,000~5,000 단어 군이, 말하기와 쓰기에 2,000~3,000 단어 군이 

필요하다고 하였다. 마지막으로 Na와 Nation(1985)은 온전한 텍스트에서 문맥적 정보를 통하여 

단어를 배우려면 최소한 텍스트의 95%를 포괄하는 3,000 단어 군 수준의 어휘를 알고 있어야 

한다고 주장하였다. 

이상의 논의는 한국인 영어 L2 학습자와 같은 학습자를 위해서 최고빈도 2,000~3,000개의 

단어 군을 기본 어휘로 하는 것이 가장 효과적이라는 것을 보여준다. 하지만 어휘를 세는 단위로 

단어 군이 모든 기본 어휘 목록에서 사용되는 것은 아니다. 기본 어휘의 단위가 무엇인지에 

따라서 기본 어휘 목록의 표제어 수가 같다고 하더라도 학습자가 우선적으로 익혀야 한다고 

여겨지는 단어 유형(word type)의 수가 상당히 달라지므로, 기본 어휘를 세는 단위를 무엇으로 

하는지의 문제는 신중히 다뤄야만 하는 문제이다. 

단어 군을 어휘의 기본 단위로 하는 기본 어휘 목록은 Bauer와 Nation(1993)의 연구를 토대로 

하는데, 이들은 Level 3~Level 6으로 분류된 84개의 파생 접사에 의해 만들어진 파생어만을 

 
1 Carroll, Davies와 Richman(1971)은 최고빈도 2,000 영어 단어 군이 어떤 영역의 텍스트에서도 단어 출

현형(word token)의 80% 정도를 확실히 차지한다고 하였다. 
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단어 군의 일원으로 보고 있다. 단어 군 대신에 사용되는 어휘 단위로는 사전등재형(lemma)과 

상(上)사전등재형(flemma)이 있다. 사전등재형은 표제어와 표제어와 동일한 품사의 모든 굴절형을 

대표한다. 예를 들어, 명사 host는 host’s와 hosts라는 굴절형을 가지고 있고, 동사 host는 

hosted, hosting, hosts를 가지고 있다. 정의에 따라, host(n)는 host’s와 hosts를 대표하고 

host(v)는 hosted, hosting, hosts를 대표한다. 반면에, 상사전등재형은 둘 이상의 품사로 

사용되는 표제어가 있을 때 모든 품사의 굴절형을 포함한다. 따라서 상사전등재형 host는 host(n), 

host’s, hosts, host(v), hosted, hosting, hosts를 포함한다. 

앞서 언급한 대표적인 영어 기본 어휘 목록 중에서 어휘의 기본 단위로 단어 군을 택한 것은 

GSL, BNC/COCA Level 6 word family lists와 AWL이고 사전등재형을 택한 것은 AVL, NGSL, 

newGSL이다. 3장에서 논할 2015 개정 영어과 교육과정의 기본 어휘 목록은 대체적으로 단어 

군을 어휘의 기본 단위로 하고 있으나 일부 상사전등재형도 혼합되어 있는 형태이다. 

영어 L2로 배우는 일본 대학생을 대상으로 한 연구에서, McLean(2017)은 표제어를 알고 있는 

학습자가 보통 굴절형을 알고 있지만 파생 변이형에 대한 수용적 지식 수준이 낮다는 점을 

지적하면서, 상사전등재형을 어휘의 단위로 해야 한다고 주장하였다. 이 주장에 대하여, Stoeckel 

et al.(2020)은 한 걸음 더 나아가 더욱 보수적인 입장을 견지하고 있다. 이들은 영어를 L2로 

학습하는 일본 대학생들이 둘 이상의 품사로 사용되는 표제어가 있을 때, 한 품사의 굴절형을 

알고 있음에도 다른 품사의 굴절형을 56%만 알고 있고, 실험에 쓰인 12개의 어휘 사이에 상당한 

편차를 보인다는 것을 밝히면서, 사전등재형이 어휘의 기본 단위로 더 적합하다고 주장하였다. 

기본 어휘 목록이 포함하는 단어 유형의 수가 같다면, 어휘의 기본 단위를 단어 군으로 할 때 

표제어의 수가 가장 적을 것이고, 어휘의 기본 단위를 사전등재형으로 할 때 표제어의 수가 가장 

많을 것이다. 전자와 후자의 방법은 또한 다른 면에서 큰 대조를 이룬다. 전자는 표제어와 그 

파생어의 관계를 명시적으로 규정하는 장점이 있지만, 파생형이 표제어보다 더욱 흔히 사용되는 

경우가 있고(Brown 2018), 영어 표제어를 알고 있지만 파생형을 54%만 이해하고 있는 일본 

대학생의 경우가 예시하듯이(McLean 2017), 기본 어휘 목록이 L2 영어 학습자의 어휘 지식의 

깊이(depth)를 과대평가하여 반영할 위험성이 높은 단점이 있다. 반면에, 후자는 전자의 단점을 

피할 수 있지만 각 파생어를 일일이 익혀야 하는 것으로 제시하는 단점을 안고 있어 학습자가 

표제어를 이해하고 있을 때 접두사 un, re, in, dis에 의해 파생된 변이형의 의미를 약 

80%까지도 추론할 수 있다는 연구 결과(White, Power and White 1989)나 영어 능숙도가 일정 

수준에 도달한 L2 학습자가 흔히 사용하는, 규칙적인 접사를 생산적으로 사용하고 이들에 의해 

만들어진 파생어를 개별적으로 학습하지 않아도 이해할 수 있다는 주장(Bauer and Nation 

1993)과도 배치된다. 

앞서 언급한 기본 어휘 목록들은 거의 동일한 방법과 절차에 의해 기본 어휘를 선정한 것으로 

보인다. Leech, Rayson과 Wilson(2001)을 따라, 거대 코퍼스에서 어휘가 얼마나 자주 

나오는지(빈도), 백만 단어 출현형으로 나누어진 하위 코퍼스 중에서 어휘가 한 번이라도 출현한 

하위 코퍼스가 몇 개인지(범위), 이들 하위 코퍼스에 어휘가 얼마나 균등하게 출현하는지(분산)를 

조사한 후, 각 어휘의 빈도에 분산을 곱하여 얻은 용례지수(coefficient of usage)에 따라 

어휘들의 순위를 정하는 방식으로 ‘가장 흔히 사용되는’ 어휘를 정한다(Gardner and Davies 2014, 

Juilland and ChangRodriguez 1964). 이런 선정 방법과 절차에 따라 만들어진 기본 어휘 목록 
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중에서, 예를 들어, GSL은 5백만 단어의 영어 코퍼스에서 용례지수가 가장 높은 2,000개의 영어 

단어 군을 추출하여 만든 것인데, Nation(2001)은 이 목록의 텍스트 포괄률이 문어는 약 

80%이고 구어는 약 90%라고 한다. 120억 단어가 넘는 4개의 코퍼스 LancasterOsloBergen 

Corpus(LOB), The British National Corpus(BNC), BE06 Corpus of British English(BE06), 

EnTenTen12를 바탕으로 만들어진 newGSL은 용례지수가 가장 높은 2,494개의 사전등재형으로 

구성되어 있는데, 출처 코퍼스의 80.1~81.7%를 포괄한다. 4억2천5백만 단어의 COCA(Davies 

2012)의 학술적인 하위 코퍼스를 토대로 만들어진 AVL은 용례지수가 가장 높은 3,000개의 

사전등재형으로 구성되어 있는데, 1억2천만 단어의 COCA 학술 자료와 3천3백만 단어의 BNC 

학술 자료의 14%를 포괄한다. 

 

 

3. 2015 개정 영어과 교육과정의 기본 어휘 관련 지침 

 

2015 개정 영어과 교육과정의 기본 어휘 목록은 대체로 2장에서 논한 기본 어휘 선정의 

일반적인 방법과 절차에 따라 개발되었다. 이문복과 신동광(2015)에 따르면, 국내외의 대표적인 

기본 어휘 목록에서 공통적으로 나타나는 고빈도 어휘를 기본 어휘로 한 2009 개정 영어과 

교육과정의 기본 어휘 목록과 달리, 2015 개정 영어과 교육과정의 기본 어휘 목록은 가급적 

코퍼스와 코퍼스에서의 여러 척도 수치를 활용하여 기본 어휘를 선정하려고 하였다. 이런 점에서 

2015 개정 영어과 교육과정의 기본 어휘 목록은 이전 교육과정의 기본 어휘 목록보다 어휘 

선정의 타당성 면에서 진일보했다고 할 수 있다. 하지만 이러한 개선에도 불구하고 이 기본 어휘 

목록과 관련 지침은 크고 작은 여러 문제점을 안고 있다. 따라서 본 장에서는 2015 개정 영어과 

교육과정의 기본 어휘 목록 개발 절차와 어휘 선정 기준을 간략히 살펴보고 기본 어휘 관련 

지침의 기술적이고 이론적인 문제점을 논하고자 한다. 

 

3.1 기본 어휘 목록 개발 절차와 어휘 선정 기준 

 

2015 개정 영어과 교육과정의 기본 어휘 선정을 위해, 먼저 8개의 해외 코퍼스, 

FreiburgBrown Corpus(미국 문어), FreiburgLOB Corpus(영국 문어), Australian Corpus of 

English(호주 문어), British National Corpus Written Sampler(영국 문어), Wellington Written 

Corpus(뉴질랜드 문어), Corpus of Contemporary American English Spoken Sampler(미국 구어), 

British National Corpus Spoken Sampler(영국 구어), Wellington Spoken Corpus(뉴질랜드 

구어)가 사용되었다. 미국, 영국, 호주, 뉴질랜드에서 사용되는 영어 구어 및 문어 자료로 된 이들 

거대 코퍼스를 각각 100만 단어로 동일하게 조정하여 하위 코퍼스로 하는 코퍼스를 구축하였다. 

이러한 코퍼스 구성은 균형성의 문제점을 안고 있는 것으로 보인다. 예를 들어, 4억2천5백만 

단어의 COCA 코퍼스를 100만 단어로 조정하였을 때, 이 조정된 코퍼스가 원래의 코퍼스를 

대표할 수 있는지에 대해서 강한 의문이 들며, 압도적으로 미국식 영어를 가르치고 있는 국내의 

현실에서 보았을 때, 미국식 영어 자료가 전체 코퍼스의 1/4에 불과하다는 점은 이 코퍼스의 

단점이라고 할 수 있다. 그럼에도 불구하고 교육과정의 기본 어휘 목록 개발을 위한 독자적인 
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코퍼스 개발이 요원하다는 점을 감안한다면, 이러한 시도는 방향이 바람직한 것으로 긍정적으로 

평가되어야 할 것이다. 

2장에서 논하였듯이, 코퍼스를 기반으로 한 기본 어휘 선정에서는 빈도에 분산을 곱한 값인 

용례지수가 결정적인 역할을 하나, 2015 개정 영어과 교육과정의 기본 어휘 선정에서는 빈도, 

범위, 친숙도(familiarity)라는 세 개의 기준이 사용되었다. 이문복과 신동광(2015)이 지적하듯이, 

초등학생을 위한 기본 어휘는 코퍼스에서의 빈도와 같은 유용성의 기준만으로 결정할 수는 없다. 

이런 이유 때문에 이전 교육과정의 기본 어휘 선정 시에도 초등학생의 인지 발달을 고려한 명사 

위주의 단어와 흥미와 동기를 유발하는 주제나 소재와 관련된 단어(예를 들어, 과일, 동물, 음식 

이름 등)가 실제 언어 사용에서의 빈도와 상관없이 포함되어야 한다는 초등영어 전문가의 의견이 

적극 반영되어 왔다. 한마디로, 친숙도는 이런 전문가의 의견을 설문을 통해 계량화한 것으로 

피치못할 기본 어휘 선정 기준의 하나로 받아들여야 할 것으로 보인다. 

비록 빈도와 범위 대신에 용례지수를 활용하여 어휘의 상대적 유용성을 따지는 것이 더욱 

타당하고 객관적인 방법이나, 2015 개정 영어과 교육과정의 기본 어휘 선정이 전반적으로 

만족스럽게 이뤄진 것으로 평가해도 무방해 보인다. 이문복과 신동광(2015)에 따르면, 2015 개정 

영어과 교육과정의 기본 어휘 목록은 앞서 언급한, 100만 단어로 조정된 8개의 해외 코퍼스 

모두에 대해 90% 이상의 텍스트 포괄률(약 92%의 평균 텍스트 포괄률)을 보이고 있다. 더군다나 

2015년과 2022년 사이의 7년 동안에 영어 어휘의 사용이 크게 변했다고 할 수 없다. 이러한 

평가와 여건은 2022 개정 영어과 교육과정의 기본 어휘 목록 개발이 2015 개정 영어과 

교육과정의 기본 어휘 지침의 문제점을 수정보완하면서 이 교육과정의 기본 어휘 중에서 

불필요한 것은 빼고 필요한 것은 추가하는 최소한의 가감 작업을 통해 이뤄져야 한다는 것을 

강하게 시사한다. 

 

3.2 기술상의 문제점 

 

2015 기본 어휘 지침은 기본 어휘의 선정보다는 선정된 어휘와 관련된 지침에 문제가 더 있어 

보인다. 문제점의 성격에 따라 기술상의 문제점과 이론적인 문제점으로 나눌 수 있다. 먼저, 

기술상의 문제점은 지침의 내용과 제시 측면과 관련된 것인데, 이들 문제점을 정리하면 다음과 

같다. 

 

첫째, 기본 어휘의 성격에 관한 명시적인 정의가 빠져 있다. 

둘째, 기본 어휘 관련 지침의 내용과 내용 제시 순서가 바람직하지 않다. 

셋째, 학년군별 학습 어휘 수의 구분이 명확하지 않다. 

넷째, 기본 어휘의 활용에 관한 규정이 학습에만 국한되어 있다. 

 

기본 어휘 관련 지침은 무엇보다도 교육과정에서의 기본 어휘가 무엇이고 어떠한 성격을 가진 

것인지를 명확히 할 필요가 있다. 교사와 학생이 기본 어휘가 무엇인지, 어떤 성격인지를 알고 

있으리라고 암묵적으로 전제하는 것은 결코 바람직하다고 할 수 없다. 
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2015 기본 어휘 지침은 학습자의 인지적 발달에 따른 단계적 어휘 학습을 촉진하기 위해 기본 

어휘를 세 부류로 구분하고 이들 부류를 어느 학년군 또는 과목에서 학습하면 좋을 것인지를 

아래와 같이 설명하고 있는데, 이 설명이 지침의 마지막에 나온다. 

 

7. 기본 어휘 목록에 제시한 어휘는 모두 3,000개이며, 어휘 뒤에 *표를 한 어휘는 800개로 

초등과정에서 사용하기를 권장하고 **표를 한 어휘는 400개로 진로 선택 및 전문 교과Ⅰ에 

사용하기를 권장한다. 

 

이 설명은 기본 어휘의 성격과 접한 관계가 있으므로, 지침의 첫머리에 제시되어야 할 기본 

어휘의 정의 바로 다음에 이어져야 할 것으로 보인다. 더군다나 이 설명은 또한 내용상으로도 

문제가 있다. 이 설명대로라면 3,000개의 어휘가 800-1,800-400의 세 그룹으로 분류되는데, 

이렇게 비대칭적으로 등급화된 분류가 학생들의 언어적 발달 과정과 부합하지도 않고 널리 

알려진 기본 어휘 목록의 분류 방식과도 많은 차이가 있어 이 분류가 과연 타당한지에 대해서 

강한 의구심이 들게 한다. 

2015 기본 어휘 지침의 첫 번째로 학년군별 또는 과목별 학습 어휘 수에 관한 규정이 아래와 

같이 나온다. 

 

1. 각 학년군에서 사용할 수 있는 새로운 어휘 수는 다음과 같다. 

초등학교 3∼4학년군: 240 낱말 내외 

초등학교 5∼6학년군: 260 낱말 내외 

(누계: 500 낱말 내외) 

중학교 1∼3학년군: 750 낱말 내외 

(총계: 1,250 낱말 내외) 

고등학교 영어(공통과목): 550 낱말 내외 

(총계: 1,800 낱말 내외) 

고등학교 일반 선택 및 진로 선택, 전문 교과Ⅰ은 교과목별로 별도로 제시한다. 

 

이 규정은 교육과정의 학년군 또는 과정에서 학습해야 하는 새 학습 어휘와 총 학습 어휘 수를 

명확하게 구분하지 않아 다소 혼란을 주고 있다. 현재 규정은 초등학교 3~4학년군과 초등학교 

5~6학년군, 중학교 1~3학년군 그리고 고등학교 영어(공통 과목)까지는 학년군 또는 과목별로 새 

학습 어휘 수와 누적 학습 어휘 수(누계) 또는 총 학습 어휘 수(총계)를 제시하고 있지만, 그 외의 

고등학교 일반 선택 및 진로 선택, 전문 교과Ⅰ 과목은 총 학습 어휘 수만 제시하고 있다. 하지만 

중학교 1~3학년군과 고등학교 영어(공통 과목)의 새 학습 어휘로 각각 정해진 750개와 550개의 

단어가 무엇을 의미하는지가 불분명하다. 예를 들어, 중학교 1~3학년군의 750개 단어가 

3,000개의 기본 어휘 중 초등과정에서 학습하기를 권장하는 800개의 기본 어휘를 일부 포함할 

수 있는지 아니면 포함해서는 안 되는지에 대한 언급이 없다. 고등학교 영어(공통 과목)의 550개 

새 학습 어휘는 더욱 아리송하다. 초등학교나 중학교 과정에서 이미 학습한 단어가 학생마다 다를 

텐데, 어떻게 새로 학습할 어휘를 정할 수 있는지가 수수께끼와 같다고 할 수 있다. 
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2015 기본 어휘 지침 가운데 기본 어휘의 활용과 관련하여 아래 규정이 있다. 

 

‘1’항의 ‘낱말 내외’와 관련해서는, ‘5% 범위 이내에서 가감하여 사용할 수 있음’을 의미한다. 

초등과정과 중학교, 고등학교 일반 선택 과목까지는 기본 어휘 목록에 제시된 어휘 중에서 

학년별 또는 학년군별 권장 어휘수의 90% 이상을 학습할 것을 권장하며 고등학교 진로 선택 

및 전문 교과Ⅰ부터는 학년별 권장 어휘 수의 80% 이상을 학습할 것을 권장한다. 

 

이 규정은 학습에서 기본 어휘가 어느 정도 사용되어야 하는지를 명확히 하고 있지만 평가에서 

기본 어휘가 어떻게 활용되어야 하는지에 관해서는 언급이 없다. 교육과정의 성취기준 달성 

여부를 따지는 데에 있어서 평가가 절대적인 역할을 하는 한, 기본 어휘의 활용에 관한 이 규정은 

학습뿐만 아니라 평가에도 적용되어야 할 것으로 보인다. 

 

3.3 이론적인 문제점 

 

2015 기본 어휘 지침은 앞서 논한 기술상의 문제점뿐만 아니라 보다 근본적인 이론적인 

문제점을 다수 안고 있다. 먼저, 외래어에 상응하는 근원어(source word)에 대한 아래 규정은 

근거가 미약하고 교육적 부작용을 초래할 가능성이 높다. 

 

6. 생활 주변에서 흔히 사용하고 있는 아래의 낱말들은 외래어 가운데 학년별로 50단어씩 

사용 가능하며 이는 새로운 어휘로 간주하지 않는다.2 

alarm, album, alcohol, amateur, ambulance, apartment, arch, bacon, badminton, bag, banana, 

belt, bench, biscuit, bonus, box, bus, butter, cabinet, cake, calcium, camera, camp, campaign, 

campus, card, carol, carpet, catalogue, center, champion, channel, chart, cheese, chicken, 

chocolate, click, coat, coffee, comic, computer, course, court, crayon, cream, cup, data, 

diamond, diet, disc, doughnut, drama, dress, drill, drum, echo, elevator, elite, energy, essay, 

event, fashion, feminist, fence, festival, fiction, film, fork, gallery, game, gas, golf, gown, 

graph, guard, guitar, gum, hamburger, harmony, highlight, hint, hormone, hotel, image, 

interior, internet, interview, issue, jacket, jam, jazz, juice, jump, kangaroo, kiss, kiwi, laser, 

league, lemon, lobby, magic, manual, marathon, market, mask, medal, media, melon, member, 

menu, message, model, motor, mystery, news, notebook, okay, opera, orange, oven, page, 

panda, parade, partner, party, pen, percent, piano, pie, pilot, pipe, pizza, plastic, plug, 

program, project, quiz, radio, recreation, rehearsal, ribbon, robot, rocket, rugby, salad, 

sample, sandwich, sauce, scarf, scenario, schedule, section, seminar, service, set, shirt, 

skate, sketch, ski, snack, soup, spaghetti, sponsor, sport, spray, spy, staff, star, steak, 

stereo, studio, style, sweater, tank, taxi, team, technique, technology, television, tennis, tent, 

terror, ticket, toast, tomato, topic, towel, track, truck, vaccine, veil, video, villa, violin, virus, 

vision, waiter, website, wine, yacht (200개) 

 
2  정확하게 말해, 이 규정에서 용어가 잘못 사용되었다. 외래어로 제시된 200개의 영어 단어는 외래어가 

아니고 외래어에 상응하는 근원어이다. ‘피아노’는 외래어이지만 ‘piano’는 그 근원어이다. 
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위의 200개 근원어에 상응하는 외래어가 생활 주변에서 흔히 사용하고 있는 외래어라고 했지만, 

Lee(2020)는 세종 코퍼스를 토대로 상당수가 그렇게 흔히 사용되는 외래어가 아니라는 것을 

보여 주면서, 심지어 근원어 ‘magic marker’로부터 절단(clipping)에 의해 ‘매직’으로 된 외래어 

같은 경우는 교사나 학생 모두 외래어의 파생 과정을 모르기 때문에 근원어를 잘못 사용할 수도 

있음을 경고하기도 했다. 더군다나, Lee(2021)는 위 200개 근원어 중에서 2015 개정 교육과정을 

토대로 한, 중학교 1~3학년군, 공통 영어, 영어Ⅰ, Ⅱ의 모든 교과서에서 한 번도 사용되지 않은 

근원어가 19개나 된다고 하였다. 이는 이들 근원어 중에는 우리 학생들이 학습해야 할 가치가 

매우 낮은 것도 있음을 보여준다. 

위 규정은 영어로부터 차용된 외래어가 영어 학습을 촉진하는 유용한 도구가 될 수 있다는 

이론을 적극적으로 반영한 결과인 것으로 보인다. 하지만 이들 외래어를 활용하여 영어 학습을 

촉진할 수 있다는 것과 이들 근원어를 교육과정에 제시하고 이들을 학습 어휘로 간주하지 

않는다고 하는 것은 매우 다른 것이다. 영어 L2 학습에 외래어를 활용하는 것의 단점으로 빈번히 

언급되는 것 중의 하나는 학생들이 외래어에 상응하는 근원어에 대해서 아는 것이 거의 없거나 

부정확하게 알고 있음에도 그 단어를 잘 알고 있다는 착각에 빠져 그 단어를 제대로 학습하지 

않아 영어를 사용하는 데에 있어서 그 단어를 효과적으로 사용하지 못한다는 것이다(Lee 2021, 

Masson 2013). 더군다나, 위의 근원어와 그에 상응하는 외래어를 비교하면, 외래어를 제한된 

뜻으로만 사용하거나 영어에는 없는 뜻으로 사용한다. 예를 들어, 위의 근원어 set과 이에 

상응하는 ‘세트’를 비교해 보자. 후자는 도구나 가구 따위의 한 벌, 무대장치, 또는 파마할 때 

머리카락을 마는 일이나 그런 기구를 뜻하는데, 이런 의미들은 전자가 가진 93개(동사로서의 

의미만 64개임)의 의미 중 부수적인 것들에 불과하다. 어떻게 보면, 위의 근원어 중에서 우리 

학생들이 학습하지 않아도 되는 단어는 하나도 없다. 하다못해, tomato라는 단어가 어떻게 

발음되고, 철자가 어떻고, 복수형이 어떻게 되는지 등은 학습의 어느 단계에서라도 배워야만 하는 

것이다. 

2015 기본 어휘 지침이 안고 있는 두 번째 이론적인 문제는 기본 어휘 또는 새 학습 

어휘로부터 면제되는 어휘에 관한 아래 규정이다. 

 

5. 인명, 지명, 국가명 등 고유 명사, 기수, 서수, 로마자화된 우리말 단어, 알파벳, 달과 

요일명, 계절명, 호칭, 무게, 돈, 길이 등 단위를 지칭하는 단어는 새로운 어휘로 간주하지 

않는 것을 원칙으로 한다. 단 다른 의미로 활용이 가능한 ‘hundred’, ‘thousand’, ‘million’ 

등과 같은 단위명은 제외한다. 

 

자세히 살펴보면, 이 규정이 체계적이지 못하고 매우 임의적이라는 것을 알 수 있다. 달과 요일 

이름 또한 고유 명사이므로 ‘인명, 지명, 국가명 등 고유 명사’라는 표현과 의미가 중복됨에도 

별도의 표현으로 제시되어 있어 잉여적으로 보이며, 계절명은 고유 명사가 아닌 보통 명사이므로 

기본 어휘에서 배제될 이유가 없고, 영어의 기수와 서수를 읽고 쓰기 위해서는 0부터 13까지의 
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기본 기수와 첫째부터 셋째까지의 기본 서수에 해당하는 영어 단어는 학생들이 반드시 배워야 

하는 것으로 여겨지는데 별다른 이유 없이 기본 어휘에서 제외되었다.3 

2015 기본 어휘 지침의 세 번째 문제점은 아래 규정에서 보듯이 기본 어휘 목록에서 사용하고 

있는 어휘의 기본 단위가 무엇인지 명확하지 않다는 점이다. 

 

3. 기본 어휘 목록에는 대표형만 제시하고, 대표형은 굴절 및 파생의 변화형을 포함한다. 단, 

빈도수가 높고 학습에 필요한 일부 변화형은 기본 어휘 목록에 제시한다. 

 

이 규정의 단서 조항만 없으면, 어휘 목록의 기본 단위로 단어 군을 사용하고 있다는 것이 

명확하다. 하지만 이런 단서 조항은 교육과정의 기본 어휘를 활용하려는 사람을 당혹스럽게 한다. 

먼저 빈도가 높고 학습에 필요한 변화형이라고 하는 것이 매우 자의적이라는 것이고, 자의적인 

대표형 제시는 대표형으로 정해진 변화형과 그저 한 대표형의 변이형으로 목록에서 보이지 않는 

변화형 사이에 어떤 공통점이 있는지를 파악하기를 어렵게 한다. 예를 들어, 대표형으로 제시된 

disadvantage의 dis는 반대나 부정을 나타내는 접두사인데, 이것은 대표형으로 제시되지 않은 

displeasure의 dis와 그 의미가 같다. 같은 접두사임에도 불구하고, 학습자나 교사가 대표형의 

어근에 첨가된 접두사와 단지 대표형의 파생형을 만드는 접두사를 서로 다른 두 접두사로 잘못 

이해할 가능성이 높다. 체계적인 파생 변화형을 학습할 수 있게 하기 위해서는 기본 어휘 목록의 

모든 항목이 예외 없이 대표형으로 제시되는 원칙을 따라야 한다. 더군다나, 파생어임에도 기본 

어휘 목록에서 대표형으로 제시된 단어가 상당수에 이른다. 접두사 dis에 의한 파생어이지만 

표제어로 제시된 경우만 해도, disabled, disadvantage, disagree, disappear, discharge, disclose, 

discount, discover, disease, disorder, displace, dispose 등 12개나 된다. 

어휘 목록의 기본 단위에 관한 위 규정이 안고 있는 가장 큰 문제점은 어휘의 기본 단위로서 

단어 군이 모든 파생 접사에 의해 만들어지는 변화형을 포함한다는 것이다. 하지만 이런 단어 

군의 정의는 언어 능숙도가 상대적으로 높은 학습자라도 단어 군에 속하는 모든 파생어를 사용 

면에서 알지 못하며(Schmitt and Zimmerman 2002) 학습자의 어휘 지식의 크기와 깊이가 

상관관계가 있다는 연구 결과(Mochizuki and Aizawa 2000, Schmitt and Meara 1997, 이현우 

2020, 2022, 이현우와 주형미 2021, 전재영과 이현우 2022)를 도외시한 것으로서 매우 

비현실적이다. 영어를 L2로 공부하는 일본 대학생이 대표형을 알고 있지만 파생형은 고작 54%만 

이해하고 있다는 McLean(2017)의 연구 결과를 생각할 때, 우리 학생들이 3,000개의 대표형과 

이들의 모든 파생형을 이해할 수 있다고 할 수 있겠는가? 

Brown(2018)은 텍스트 포괄률이 98%인 단어 군 기반 어휘 목록의 90%를 학습자가 알고 

있다면, 실제 텍스트 포괄률이 88%(= 98% x 90%)로 떨어질 수 있다고 주장하고 있다. 3.1절에서 

해외 8개 코퍼스에 대한 2015 개정 영어과 교육과정의 기본 어휘 목록의 평균 포괄률이 약 

92%라고 하였다. 이상적인 우리 학생이 이 기본 어휘 목록의 50%를 알고 있다고 가정해 보자. 

 
3 newGSL 또한 1부터 10까지의 기수와 첫째부터 넷째까지의 서수에 해당하는 영어 단어를 기본 어휘로 

포함하고 있다. 
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이 경우, 독립된 대표형으로 제시된 일부 파생형을 포함한 이 목록이 거의 단어 군 기반 어휘 

목록이므로 이들 8개 코퍼스에 대한 실제 포괄률이 약 46%(92% x 50%)를 조금 넘는 수준에 

지나지 않을 수 있다. 

 

 

4. 2022 개정 영어과 교육과정의 기본 어휘 관련 지침 

 

3장에서 2015 개정 영어과 교육과정의 기본 어휘 목록의 개발 방법과 절차를 살펴보았고 관련 

지침의 기술상의 문제점과 이론적인 문제점을 논하였다. 이 장에서는 이들 문제점이 2022 기본 

어휘 지침에서 어떻게 해결되었는지를 중점적으로 논하면서 이 교육과정의 기본 어휘가 어떻게 

정해졌는지를 설명하고자 한다. 

 

4.1 기술상의 문제점 해결 

 

2015 기본 어휘 지침이 안고 있는 기술상의 첫 번째와 두 번째 문제점을 해결하기 위해, 2022 

기본 어휘 지침은 첫머리에 다음 규정을 두고 있다. 

 

1. 영어과 기본 어휘 목록은 영어과 교육과정의 성취기준 달성에 필요한 가장 기본적인 

3,000개의 단어로 되어 있다. *표를 한 단어는 800개로 초등학교에서 사용하기를 권장하고, 

**표를 한 단어는 1,200개로 중학교와 고등학교 공통과목에서 사용하기를 권장한다. 나머지 

1,000개의 단어는 그 외의 과목에서 사용하기를 권장한다. 

 

이 규정은 어휘를 교육과정의 성취기준 달성에 필요한 가장 기본적인 단어로 정의함으로써, 기본 

어휘와 교육과정의 성취기준이 서로 접한 관계에 있다는 것을 명시하였다. 또한, 3,000개의 

기본 어휘를 800-1,200-1,000개의 더 균형적인 세 그룹으로 제시함으로써, 이 어휘 목록을 

국내외의 어휘 목록과 비교하기 쉽게 하였다. 대체적으로, *표를 한 800 단어 목록과 **표를 한 

1,200 단어 목록은 각각 BNC/COCA Level 6 word family lists의 첫 번째와 두 번째 1000 단어 

목록에 해당한다. 

학년군별 또는 과목별 학습 어휘 수를 명확하게 하기 위해, 2022 기본 어휘 지침은 아래 표를 

제시하고 있다. 

 

2022 개정 영어과 교육과정 어휘 수  

과목명 어휘 수 

초등학교 

초등학교 3∼4학년 300단어 이내 

초등학교 5∼6학년 300단어 이내 

 누계: 600단어 이내 

중학교 중학교 1∼3학년 1,500단어 이내 
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고등학교 

공통과목* 
기본 영어 1, 2 1,600단어 이내 

공통 영어 1, 2 1,800단어 이내 

일반 선택 

영어Ⅰ 2,000단어 이내 

영어 독해와 작문 2,200단어 이내 

영어Ⅱ 2,500단어 이내 

진로 선택 

직무 영어 2,000단어 이내 

영어 발표와 토론 2,500단어 이내 

심화 영어 2,800단어 이내 

영미 문학 읽기 3,000단어 이내 

심화 영어 독해와 작문 3,500단어 이내 

융합 선택 

실생활 영어 회화 1,500단어 이내 

미디어 영어 2,000단어 이내 

세계 문화와 영어 2,200단어 이내 

*기본 영어와 공통 영어의 어휘 수는 각각 1과 2의 합본 상태의 어휘 수를 말한다. 

 

위 표에서 보듯이, 현 지침은 새 학습 어휘라는 개념을 중복적인 학습 어휘를 배제한 순수한 

학습 어휘량이 절대적으로 필요한 초등학교의 두 학년군에만 누계 형식으로 적용함으로써 나머지 

학년군이나 과목에서 학습해야 하는 최소한의 어휘량을 더욱 명료하게 제시하고 있다. 예를 들어, 

중학교 1~3학년군의 최소한의 총 학습 어휘 수는 1,500개이다. 이는 초등학교에서 학습할 것을 

권장하는 800개의 기본 어휘 모두가 중학교 1~3학년군 교과서에서 사용되었다고 하더라도 그 

외의 기본 어휘나 기본 어휘 외의 어휘 700개를 중학교 3년 과정에서 학습해야 함을 뜻한다.4 새 

학습 어휘 수를 굳이 명시하지 않아도 2015 개정 영어과 교육과정에서 제시하고 있는 수 이상의 

새 기본 어휘를 얼마나 많이 학습해야 하는지를 충분히 가늠할 수 있을 것으로 보인다. 

2015 개정 영어과 교육과정의 학습 어휘량과 비교할 때, 초등학교 3~4학년군과 

5~6학년군에서 새 학습 어휘가 각각 240단어에서 300단어로 그리고 260단어에서 300단어로 

늘었고, 중학교 1~3학년군에서는 총 학습 어휘가 1,250단어에서 1,500단어로 증가하였다. 이런 

증가는 다음 절에서 논할 근원어 규정 삭제가 미치는 영향을 상쇄하기 위한 것이기도 하지만, 

그간 제기되어 왔던 급간 어휘 학습량의 불균형을 시정하려는 조치이기도 하다. 현재의 

교육과정을 따르면, 초등과정에서 교수학습하는 데 사용하는 어휘의 선택 범위가 너무 작고, 

중학교 3학년과 고등학교 1학년 간의 어휘 수준의 차이가 너무 커서 고학년으로 올라갈수록 영어 

공부를 포기하는 학생의 비율이 빠르게 높아지는 폐단이 있었다. 이런 점을 고려하여, 초등학교와 

중학교에서 학습해야 하는 어휘의 양을 늘려, 중학교에서 고등학교로 넘어갈 때 (어휘) 학습 

부담이 급격히 늘어나는 문제를 해결하고자 하였다. 

 
4 2015 개정 영어과 교육과정을 토대로 제작된 중학교 교과서로 모의실험을 해 본 결과, 이들 교과서에서 

초등과정에서 사용하기를 권장한 800개의 기본 어휘 가운데 650~700여 개가 사용된 것으로 보인다. 
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3.2절에서 지적하였듯이, 2015 기본 어휘 지침은 기본 어휘의 활용을 학습에만 국한하여 

명시하였다. 하지만 이런 제한은 교육과정에서 평가보다 학습이 더 비중 있게 다루어지지만, 평가 

또한 교육과정의 또 다른 큰 축이라는 점에서 볼 때 결코 바람직하지 않다. 영어과의 기본 어휘가 

학습에서뿐만 아니라 평가에서도 충실하게 사용될 때, 학생들이 이들 어휘를 더 효과적으로 

학습하여 영어교육의 질적 향상이 더욱 촉진될 것으로 생각된다. 이런 점이 고려되어 다음 규정이 

2022 개정 영어과 교육과정의 지침에 제시되었다. 

 

3. 학습 또는 평가에서 사용되는 어휘는 초등학교, 중학교, 고등학교 공통과목 및 일반 

선택과목은 90% 이상을, 진로 선택과목 및 융합 선택과목은 80% 이상을 기본 어휘 

목록에서 사용할 것을 권장한다. 

 

학습뿐만 아니라 평가에서도 기본 어휘를 적극적으로 사용하도록 명시하는 것은 이들 어휘를 

더욱 효과적으로 학습하고 사용할 수 있는 능력을 길러줄 뿐만 아니라 ‘줄 세우기’ 학교 내신 

시험을 위해 교육적으로 바람직하지 않은 문항의 출제를 방지하고 대학수학능력시험 영어 영역 

같은 고부담 시험이 안정적으로 시행되도록 하는 데 도움이 된다. 참고로, 대학수학능력시험 영어 

영역의 검사지에 사용된 어휘의 90%가 기본 어휘인 경우는 별 논란이 없는 시험이었지만, 그렇지 

않은 경우에는 적지 않는 논란을 불러일으켰다. 기본 어휘가 아닌 어휘를 많이 사용하여 어려운 

시험을 치르게 했다고 학생들의 영어 실력이 향상되는 것은 아니다. 그보다는 학습과 평가에서 

기본 어휘를 더욱 자주 접하게 함으로써 학습자가 이들 어휘를 더 유창하고 정확하게 사용할 수 

있는 능력을 기를 기회를 가지게 해주는 것이 더 중요하다. 

 

4.2 이론적인 문제점 해결 

 

2015 기본 어휘 지침의 첫 번째 이론적인 문제점을 해결하기 위한 방안은 200개의 근원어를 

기본 어휘나 새 학습 어휘로부터 면제한다는 규정을 삭제하고 먼저 이들 근원어 중에서 

용례지수가 크거나 학습자의 인지 발달과정과 접하게 관련된 것으로 학습할 가치가 높은 것을 

기본 어휘로 하고, 학년별로 사용된 50개의 근원어를 새 학습 어휘로 간주하지 않는 조항의 

삭제가 미치는 영향을 상쇄하는 조치로 학년군별 또는 과목별 새 학습 어휘나 총 학습 어휘 수를 

4.1의 표와 같이 상향 조정하는 것이다. 

기본 어휘 또는 새 학습 어휘의 면제에 관한 예외 조항의 문제점을 해결하기 위해, 2022 기본 

어휘 지침은 아래와 같이 명확한 예외 항목과 예시를 같은 곳에서 제시함으로써 이에 관한 

이해를 높이고자 하였다. 

 

5. 고유 명사, 호칭, 감탄사, 로마자화된 우리말 또는 영어 이외 외국어 단어, 알파벳과 문자, 

단위명, 약어, 화학식, 기수와 서수는 기본 어휘뿐만 아니라 학습해야 하는 새로운 어휘로도 

간주하지 않는다. 

[예시] 

<고유 명사> 
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인명:    Bill, Laura, Mr. Porter, Doctor Watson, ... 

지명:    Asia, Brazil, California, the Pacific (Ocean), Jeju, the (River) Thames, the 

Panama Canal, Lake Tahoe, the Sahara, Mount Everest, the Alps, ... 

언어명:   Korean, English, French, German, Chinese, Arabic, ...  

월·요일명: January, February, ... Monday, Tuesday, ... 

축일명:   Independence Day, Christmas, ... 

기타:   Kennedy Airport, Westminster Bridge, Harvard University, the House of  

Commons, the Savoy, the Mermaid (Theatre), the Louvre Museum, The New 

York Times, ... 

단, Lake Tahoe와 같이 이름과 보통 명사로 이뤄진 고유 명사의 경우에 보통 명사에 

해당하는 것은 일반 기본 어휘 관련 지침을 따른다. 

<호칭> 

Mr. Ms. Madam, sir, ma’am 

<감탄사> 

Oh, Ah, Aha, Wow, Yippee, Ouch, Ow, Ugh, Ouh, Shhh, ... 

<로마자화된 우리말 또는 영어 이외 외국어 단어> 

bulgogi, pungsokdo, samullori, ... 

umuntu ngumuntu ngabantu (a person is a person through (other) people), ... 

<알파벳과 문자> 

A, B, C, ... a, b, c, ... α, β, γ, ... A1, Q2, ... 

<단위명> 

pound, gram, ounce, liter, ... dollar, cent, euro, ... meter, yard, mile, percent, ... 

<약어> 

A.M. (a.m., am), P.M. (p.m., pm), A.D. (AD), B.C. (BC), TV, CD, DVD, DNA, SNS, AI, WiFi 

<화학식> 

CO2, H2O, CH4, ... 

<기수> 

zero, one, two, three, four, five, six, seven, eight, nine, ten, eleven, twelve, thirteen, 

twenty, thirty, hundred, thousand, million, billion을 제외한 기수 

<서수> 

first, second, third, twentyfirst, twentysecond, twentythird를 제외한 서수 

 

위에서 보듯이, 기본 어휘나 새 학습 어휘의 예외가 되는 고유 명사를 세분하지 않아 잘못 

이해하는 경우를 막기 위해, 인명과 지명(국가명, 대륙명, 지역명도 포함)뿐만 아니라 언어명이나 

인종 또는 국민 이름과 월요일명, 축일명 그리고 기타 이름을 예와 함께 제시하고 있다. 이에 

못지않게 중요한 사항은 기본 기수와 서수에 해당하는 영어 단어는 기본 어휘 목록에 반드시 

포함되어야 한다는 점이다. 비록 기본 기수와 서수에 해당하는 영어 단어를 기본 어휘로 

정하는지는 기존의 어휘 목록에 따라 다르지만, 보통 교육을 지향하는 교육과정의 기본 어휘 
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목록은 기본 기수와 서수에 해당하는 영어 단어를 배제해서는 안 된다. 초등학교 3학년 정규 

과목에서야 영어를 처음으로 배우는 학생들은 학교의 교육과정이 아니면 영어로 숫자를 세는 

법을 제대로 배우기가 쉽지 않을 수 있다. 20개의 기본 기수와 6개의 기본 서수를 익히면 나머지 

모든 기수와 서수를 순차적으로 이해할 수 있을 것이다. 비록 기본 기수와 서수를 이미 배운 

학생들이 있다고 하더라도 학교에서 이를 가르쳐 줘야 모든 학생이 동등한 수업을 받는다는 

생각을 가지게 될 것이다. 

2015 기본 어휘 지침에서 단어 군이 어휘 목록의 기본 단위로 일관성 있게 적용되지 못한 

문제점과 단어 군에 모든 파생 접사에 의한 변이형을 포함하는 문제점을 해결하는 방안으로 

2022 기본 어휘 지침에서 (상)사전등재형을 기본 단위로 사용하는 것을 검토하였으나 결국 

이보다는 단어 군을 기본 단위로 하기로 하였다. 단어 군을 어휘 단위로 하는 것은 

(상)사전등재형으로 하는 것보다 더 작은 단어 목록으로 더 높은 텍스트 포괄률을 가능하게 

한다는 점에서 더 매력적이라고 할 수 있다. 단어 목록을 개발하는 목적이 더 높은 포괄률을 

가능한 한 빨리 그리고 쉽게 달성하기 위해 학습자가 알고 있거나 알아야 한다고 생각되는 것을 

제시하는 것이라면, (상)사전등재형보다는 좀더 포괄적이지만 Bauer와 Nation(1993)의 수준 6 

단어 군보다는 덜 포괄적인 단어 군을 어휘의 기본 단위로 하는 것이 필요하다. 이런 점에서 

BNC/COCA Level 3 partial word family lists는 주목할 필요가 있다. 이들 단어 목록에서는 

표제어가 모든 굴절형 그리고 Bauer와 Nation(1993)의 수준 3 파생 접사에 의해 만들어지는 

파생형을 대표한다. 분명, 이들 목록은 단어 군을 어휘 단위로 정하는 방법론에 대한 많은 

비판으로부터 자유로울 것으로 보인다. 

2015 기본 어휘 지침의 가장 큰 문제는 기본 어휘 목록에서 전제하는 우리 학생의 L2 어휘 

지식 수준이 이들의 실제 수준보다 매우 과대하게 부풀려져 있다는 것이다. 기본 어휘 목록에 

관한 이론은 어떠한 기본 어휘 목록이든지 간에 그 목록이 학습자의 어휘 지식을 가장 비슷하게 

반영하여야 한다는 것이다. 학습자의 영어 L2 어휘 지식은 영어 어휘 지식의 크기와 깊이로 되어 

있다. 영어 어휘 지식의 크기는 뜻을 어느 정도(예를 들어, 대표적인 뜻) 알고 있는 영어 단어의 

개수이고, 지식의 깊이는 알고 있는 단어 각각에 대한 여러 관련된 지식의 망이다. 이 망에는 

단어의 발음, 음운론적인 특성, 어형론적인 특성, 연어 양상, 통사적인 특성, 의미론적·화용론적인 

특성이 포함되어 있다. 이 중에서도 단어의 파생에 관한 지식이 어휘 지식의 깊이의 핵심이다. 

2015 기본 어휘 목록은 3,000개의 단어로 이뤄져 있다. 이는 우리 학생의 영어 어휘 지식의 

크기가 이 정도면 이상적이라는 것이다. 열심히 노력하여 교육과정의 성취기준을 모두 달성하면 

이 정도 개수의 단어를 알 것이라는 것이다. 하지만 이 기본 어휘 목록은 파생에 관해서는 

무제한이다. 파생 변화형의 대표형이 기본 어휘 목록에 있는 한, 그 변화형 또한 기본 어휘로 

취급된다는 것이다. 영어의 파생 접사는 수백 개에 이른다. 비록 기본 어휘 목록이 3,000개로 

되어 있지만, 파생 변화형까지 포함한다면 기본 어휘 목록이 포함하는 단어 유형은 어림짐작으로 

4.5만 개가 넘는다. 

학생들이 알고 있거나 실제 배울 수 있는 영어 단어 유형의 적정치를 고려한다면, 대표형으로 

대변되는 파생 변화형을 만드는 파생 접사를 일정한 개수로 제한해야 한다. 2009 개정 영어과 

교육과정에서는 er, ist, or, ly, ness, un, ation, al, ment, ity, ful, ive만 인정하고 있고, 

Bauer와 Nation(1993)은 수준 3부터 수준 6의 4개의 수준으로 분류된 84개의 파생 접사를 
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인정하고 있다. 2022 기본 어휘 지침은 아래와 같이 이 둘의 중간 수준에서 36개의 파생 접사에 

의한 파생형을 단어 군의 일원으로 허용하고 있다.5 

 

4. 기본 어휘 목록은 단어의 대표형으로 제시한다. 대표형은 그 자체와 모든 굴절 변이형과 

다음 36개의 파생 접사에 의한 변이형을 나타낸다. 단, 이들 파생 변이형은 precious ‘price 

어근 + ous’와 같이 파생 접사가 의존 어근에 붙어 만들어진 변이형을 포함하지 않는다. 

빈도가 상대적으로 높고 학습에 중요한 일부 파생 변이형은 대표형 옆의 ( ) 안에 표기한다. 

 
[예시] 

<굴절 변이형> 

write:       writes, wrote, written, writing 

be:         am, are, is, was, were, been, being 

have:       has, had, having 

book:       books; foot: feet 

tall:        taller, tallest 

they:        their, them, theirs, themselves 

<파생 변이형> 

un:        unable, unhappy, unlike 

in (il, im, ir):  incorrect, illogical, impossible, irresponsible 

en (em) :     endanger, enjoy, enlarge, embody 

inter:       interact, international, interview 

mis:        misfortune, mistake, mistrust 

re:        rebuild, recycle, review 

dis:        disappear, discount, disease 

able:       considerable, preventable, sustainable 

er:        leader, teacher, writer 

ish:        childish, selfish, foolish 

less:       endless, homeless, restless 

ly:        finally, happily, softly 

ness:       darkness, softness, weakness 

or:        actor, conqueror, inventor 

th:        fourth, fifth, ninth, twelfth 

y:         rainy, dirty, easy 

 
5 36개의 접사 가운데 Bauer와 Nation(1993)의 수준 3 접사가 9개(un, able, er, ish, less, ly, ness, 

th, y), 수준 4 접사가 10개(in, al, ation, ful, ism, ist, ity, ize, ment, ous), 수준 5 접사가 9개(en, 

inter, mis, ance, ant, ary, ence, ent, ship), 수준 6 접사가 7개(dis, re, ic, ify, ion, ive, ure) 있

다. 여기에 접사 er의 변이형으로도 볼 수 있는 or이 독립된 접사로 추가되었다. 
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al (i(c)al, ual):  formal, biological, material, usual 

ation (ication):  information, realization, situation, application 

ful:        beautiful, colorful, harmful 

ist:        pianist, scientist, tourist 

ity:        ability, generosity, mentality 

ism:       capitalism, nationalism, romanticism,  

ize (ise):     apologize, finalize, criticise 

ment:      basement, government, payment 

ous:       dangerous, famous, ambitious  

ance:       acceptance, importance, maintenance 

ant (icant):    consultant, participant, pleasant, significant 

ary:        elementary, legendary, primary, secondary 

ence:       dependence, emergence, interference 

ship:       friendship, membership, relationship, scholarship 

ent:        different, excellent, president, student 

ic:        Arabic, economic, dramatic, programmatic 

ify:        identify, quantify, signify 

ion:        admission, convention, description, perception, union 

ive:        effective, negative, positive 

ure:        departure, failure, mixture 

 

위 규정에서 빈도가 상대적으로 높고 학습에 중요한 일부 파생 변이형이 의미하는 것은 빈도가 

대표형보다 높거나 빈도가 일정 수준이 되면서 파생 과정에서 일어난 음운 변화로 인해 대표형과 

별개의 단어로 잘못 인식될 가능성이 높은 파생어이다. 

그렇다면 수백 개의 파생 접사 중에서 어떻게 36개의 접사를 기본 접사로 정할 수 있었는가? 

이 문제를 해결하기 위해 기존의 코퍼스 기반 기본 어휘 목록을 개발하는 방법과 절차를 

준용하였다. 먼저 2015 개정 영어과 교육과정을 토대로 제작된 교과서로 코퍼스를 만들고 이들 

코퍼스에서 사용된 파생 접사의 유형과 출현형의 수를 조사하였다. 그런 다음 각 접사의 

용례지수를 아래 산출식으로 구하였다. 

 

Carroll(1970)의 용례지수 Um 산출식 

n = 범주(하위 코퍼스)의 수; 

fj = 범주 j(j = 1, 2, ..., n)에서의 주어진 단어 유형의 빈도; 

F = 코퍼스에서의 그 단어의 총 빈도 = Σfj; 

                                  j 

sj = 범주 j에서의 단어 출현형의 수; 

N = 코퍼스에서의 단어 출현형의 수 = Σsj; 

                                 j 

pj = 범주 j에서의 주어진 단어 유형의 사례인 단어 출현형의 비율 = fj /sj; 
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P = Σpj. (P는 아무 양수나 될 수 있고, 일반적으로 1이 안 됨)이면, 

       j 

H = log P - Σpj *log pj /P; (pj *log pj = 0 for pj = 0). 

                   j 

D2 = H /log n = 분산 지수; 

spmax = sj pj의 최댓값을 가지고 있는 범주에 대해; 

fmin = F*spmax /N; 

Um = (1,000,000/N)*(F*D2  +(1 - D2)*fmin)
6 

 

위 산출식을 이용하여, 전재영과 이현우(2022)는 검정을 통과해 현재 학교에서 사용되고 있는 

9종의 영어Ⅱ 교과서에 나오는 파생 접사의 용례지수를 구했고, 이현우(2022)는 파생 접사의 

빈도에 관해서 동일한 2019학년도, 2021학년도와 2022학년도 수능영어 시험에 나오는 파생 

접사의 용례지수를 구했다. 이 두 연구의 결과를 정리하면 아래 표와 같다. 

 

순위 
영어Ⅱ 교과서 수능영어 시험 

접사 Um 접사 Um 

1 ly 8,615 al 15,374 

2 al 5,167 ly 11,500 

3 ion 4,778 ation 9,764 

4 er 4,631 ion 7,241 

5 ation 4,254 er 4,975 

6 ity 2,669 ity 4,564 

7 ment 2,493 ive 4,124 

8 ive 2,438 ment 3,118 

9 ful 1,620 able 2,867 

10 ent 1,396 ic 2,473 

11 y 1,067 ize 2,349 

12 ant 1,063 ful 2,065 

13 ist 1,046 un 1,710 

14 dis 946 ist 1,371 

15 ence 943 ent 1,224 

16 able 898 en 1,197 

17 en 891 ify 1,167 

18 ic 851 ous 1,135 

 
6 Carroll(1970)의 용례지수 Um은 분산지수 D2가 원빈도(raw frequency)가 아닌 여러 하위 코퍼스에서의 

사용추정치(probability)를 바탕으로 계산된 것이기 때문에 하위 코퍼스의 크기가 같지 않은 경우에도 문제가 

되지 않는다. 하위 코퍼스의 크기가 믿을 만한 사용추정치를 내놓을 수 있을 만큼의 크기만 되면 된다. 

산출식의 마지막 줄에서 보듯이, Um은 백만 단어의 표준 코퍼스 크기로 조정된 값이다. 
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19 ance 837 th(depth)* 1,104 

20 ous 832 re 1,086 

21 un 773 in 997 

22 ize 757 ant 933 

23 in 712 ness 901 

24 or 686 ance 842 

25 ition(nutrition)* 627 or 538 

26 ness 610 ition(nutrition)* 472 

27 re 578 ence 457 

28 ure 564 non* 443 

29 ify 491 en(widen)* 443 

30 an(American)* 481 inter 439 

31 less 471 y 438 

32 inter 401 an(American)* 408 

33 ship 393 th 333 

34 ary 378 mis(misfit) 332 

35 ly(leisurely)* 345 less 296 

36 th 317 un(untie)* 228 

37 th(depth)* 299 ism 225 

38 trans* 284 age* 186 

39 ar* 279 ship 152 

40 al(arrival)* 248 ian* 152 

41 mis 229 al(arrival)* 151 

42 en(widen)* 217 pre* 137 

 

위 표에서 용례지수가 의미하는 것을 예시하면 다음과 같다. 영어Ⅱ 교과서 코퍼스에서 1순위인 

접사 ly의 용례지수가 8,615라는 것은 영어Ⅱ 교과서의 텍스트와 같은 100만 단어의 텍스트에서 

이 접사가 8,615번 나올 가능성이 있다는 것을 뜻하고, 수능영어 시험 코퍼스에서 42순위인 접사 

pre의 용례지수가 137이라는 것은 수능영어 시험 텍스트와 같은 100만 단어의 텍스트에서 이 

접사가 137번 나올 가능성이 있다는 것을 의미한다. 

위 표에서 보듯이, 용례지수의 순위가 27위까지의 접사만 보면, 두 연구의 결과가 대동소이하다. 

눈에 띄는 차이는 영어Ⅱ 교과서 코퍼스에서 용례지수가 14위인 dis가 수능영어 시험 

코퍼스에서는 나오지 않고, 역으로 후자에서 용례지수가 19위인 th(depth)가 전자에서는 

37위라는 것뿐이다. 2022 기본 어휘 지침은 전자의 결과를 중심으로 하면서 후자의 결과로 이를 

보완하는 방법으로 36개의 접사를 확정하였다. 이렇게 한 이유는 전자가 최대 41,382개와 최소 

30,259개(평균 36,129개)의 단어 출현형과 최대 4,477개와 최소 3,639개(평균 4,070개)의 단어 

유형이 사용된 9개의 교과서 하위 코퍼스로 된 325,163개 단어의 코퍼스인 것에 비해, 후자는 

최대 6,701개와 최소 6,555개(평균 6,622개)의 단어 출현형과 최대 2,019개와 최소 
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1,940개(평균 1,992개)의 단어 유형이 사용된 3개의 수능 시험 하위 코퍼스로 된 19,866개 

단어의 코퍼스에 불과하기 때문이다. 

영어Ⅱ 교과서 코퍼스에서의 용례지수를 토대로 36개의 접사를 정하는 과정에서 용례지수의 

최소 임계치를 350으로 정하였다. 용례지수의 순위가 35위인 접사 ly(leisurely)의 용례지수가 

345로 바로 앞 순위의 접사 ary의 용례지수 378과 두드러진 차를 보여 이 두 용례지수의 

사이에서 최소 임계치를 정하는 것이 합리적으로 보였기 때문이다. 그렇다면, 36개의 접사 

목록에서 ary보다 앞선 순위의 ition과 an이 제외되고 후순위의 th(36위), mis(41위), 

ism(44위), ish(62위)가 포함된 이유는 무엇인가? 먼저, an은 인명이나 지명에 붙어 ‘~에 

속하는[관계가 있는] (사람, 언어 등)’이라는 뜻을 더해 주는 접사로 고유 형용사 또는 고유 

명사를 만드는 데 사용되므로 목록에서 제외하였다. 동사를 명사로 전환하는 ition은 Bauer와 

Nation(1993)의 수준 6 접사로 불규칙적인 어근의 변화를 초래하며(admonition, apparition, 

nutrition), 우리 학생들의 수준에서는 addition, competition, definition, exposition(또는 어근이 

pose로 끝나는 다른 단어들), repetition에서만 볼 수 있으므로 목록에 포함하는 것이 학습자에게 

별 도움이 될 것으로 여겨지지 않는다. 더군다나, 역시 수준 6 접사로 같은 기능을 하지만 

용례지수가 3위인 ion이 있기 때문에 이 둘을 목록에 포함할 수는 없다. 그렇게 하는 것은 

파생에 관한 지식을 지나치게 강조하는 부작용을 낳을 가능성이 높다. 나머지 후순위의 접사 

4개를 목록에 포함한 이유는 기본 어휘 목록의 대표형을 정하는 데에 용례지수뿐만 아니라 

친숙도와 같은 다른 요인도 고려하는 것과 마찬가지다. ‘~주의, ~의 풍’ 또는 ‘~의 상태’를 뜻하는 

ism은 socialism과 socialist의 쌍에서 알 수 있듯이 흔히 ist와 관련된 것으로 여겨지고 ist의 

용례지수가 영어Ⅱ 교과서 코퍼스에서 13위로 상위에 있어서 36개의 접사 중의 하나로 

포함하였다. 2015 개정 영어과 교육과정을 토대로 제작된 5종의 초등학교 5~6학년군 영어 

교과서로 만들어진 코퍼스에서의 파생 접사의 용례지수를 조사한 이현우와 주형미(2021)에 

따르면, 28개의 파생 접사 가운데 th의 용례지수가 6,920으로 가장 높았다. 이 결과는 아마도 

이들 교과서에서 영어의 서수 표현을 집중적으로 다루었기 때문으로 여겨진다. 이현우와 

주형미(2021)는 또한 5종의 중1 영어 교과서로 코퍼스를 만들어 이 코퍼스에서의 파생 접사의 

용례지수를 산출했다. 그 결과, mis가 34개의 파생 접사 가운데 순위가 19위였다. 초등학생과 

중학생을 고려하면, th와 mis 그리고 childish, foolish, stylish 등의 단어에 사용되는 ish를 

36개의 접사 목록에 포함하는 것이 당연한 귀결이라고 할 수 있다. 

끝으로, Carroll(1970)의 용례지수 Um에 의해 정한 2022 기본 어휘 지침의 36개 파생 접사 

목록은 이현우(2020)가 빈도, 범위, 분산에 의해 정한 영어Ⅰ 교과서의 대표적인 파생 접사 

30개를 거의 대부분 포함하고 있다. 단지, an, ward, ition, ess, en(widen)만이 포함되지 

않았다. 

 

4.3 기본 어휘 선정 및 분류 

 

2022 개정 영어과 교육과정의 기본 어휘 목록은 3,000개의 단어 군을 800-1,200-1,000개의 

세 그룹으로 제시하고 있다. 아래에서 보듯이, 이 세 그룹의 단어 군은 2015 기본 어휘 지침의 

근원어 200개와 기본 어휘 3,000개 그리고 더 이상 기본 어휘나 새 학습 어휘에서 면제가 되지 
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않는 계절명 4개, 기본 기수(0~13, 20, 30) 16개 그리고 기본 서수(1th~3rd, 21th~23rd) 6개 등 

3,226개의 단어 군으로부터 추려낸 것과 기본 어휘로 추가된 새 어휘로 구성되었다. 아래에서 

어떤 방법과 절차를 거쳐 이들 그룹의 어휘를 확정하였는지를 설명하고자 한다. 

초등학교에서 사용하기를 권장하는 단어 군은 800개로 다음 조건 중의 하나를 만족한다. 

 

첫째, 2015 개정 영어과 교육과정에서 초등학교에서의 사용을 권장하는 단어 군 800개 

중에서 BNC/COCA Level 6 word family lists의 1st 1000 목록과 NGSL의 1,000번째 순위 

내에 있는 단어 군(589개) 또는 초등학생에게 친숙한 주제나 소재와 관련된 단어 군(82개) 

둘째, 200개의 근원어 중에서 초등학생에게 더 적합한 단어 군(99개) 

셋째, 기본 기수 및 서수와 계절명 단어 군(26개) 

넷째, 새로 추가된 4개의 단어 군(helmet, hike, life, rose) 

 

2015 개정 영어과 교육과정에서 초등학교에서 사용하기를 권장하는 기본 어휘로 초등학생에게 

친숙한 주제나 소재와 관련된 82개의 단어 군과 200개의 근원어 중에서 초등학생에게 더 적합한 

99개의 어휘는 용례지수가 낮아 기존의 기본 어휘 목록에서 낮은 순위를 차지한다. 하지만 이들 

어휘는 초등학교 학생들의 영어 L2 수준과 발달 과정을 고려하면 반드시 필요한 것들이다. 

중학교와 고등학교 공통과목에서 사용하기를 권장하는 단어 군은 1,200개로 다음 조건 중 

하나를 만족한다. 

 

첫째, 2015 개정 영어과 교육과정에서 초등학교에서의 사용을 권장하는 단어 군 800개 

중에서 중학생에게 더 적합한 단어 군(102개) 

둘째, 200개의 근원어 중에서 중학생에게 더 적합한 단어 군(57개) 

셋째, 2015 개정 영어과 교육과정의 그 외 기본 어휘 중에서 BNC/COCA Level 6 word 

family lists의 1st 1000 목록에 있는 단어 군(303개), BNC/COCA Level 6 word family 

lists의 2nd 1000 목록에 있는 단어 군(621개), Nation(2006)에서 언급된 BNC 14,000 

word lists의 1st 1000 목록에 있는 단어 군(24개), BNC 14,000 word lists의 2nd 1000 

목록에 있는 단어 군(61개), 중학교 영어와 공통 영어에 더 적합한 단어 군(19개) 

넷째, 새로 추가된 13개의 단어 군(advice, analysis, belief, breath, choice, common, 

distance, emphasize, evidence, knowledge, relief, success, zero) 

 

공통과목을 제외한 일반 선택 과정과 그 이상의 과정에서 사용하기를 권장하는 단어 군은 

1,000개로 다음 조건 중 하나를 만족한다. 

 

첫째, 2015 개정 영어과 교육과정의 기본 어휘 중 초등과정에 사용하기를 권장하는 단어 군 

800개 중에서 고등학생에게 더 적합한 단어 군(1개: academy) 

둘째, 200개의 근원어 중에서 고등학생에게 더 적합한 단어 군(10개: drill, elite, fiction, 

gallery, harmony, highlight, interior, terror, vaccine, virus) 
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셋째, 2015 개정 영어과 교육과정의 기본 어휘 중 진로 선택 및 전문 교과Ⅰ에서 사용하기를 

권장하는 단어 군(338개) 

넷째, 2015 개정 영어과 교육과정의 기본 어휘 중 나머지 단어 군(647개) 

다섯째, 새로 추가된 4개의 단어 군(coupon, distinct, distinguish, hierarchy) 

 

위 두 그룹의 단어 군을 정하는 과정에서 원래 중등 과정(고등학교 공통과목 포함)에서 

사용하기를 권장하는 단어 군에서 고등 과정에서 사용하기를 권장하는 단어 군으로 바뀐 것과 

역으로 바뀐 것이 있는데, 이들은 아래 표와 같다. 

 

고등 과정에서 중등 과정으로 중등 과정에서 고등 과정으로 

단어 Um 단어 Um 

climate 34.7 abuse 0 

donate 108.5 agency 0.7 

greet 63.3 apparent 1.4 

guilt 9.6 assure 0.4 

hug 19 colleague 1.6 

invent 319.7 commit 0 

knowledge 32.9 corporate 0.8 

mushroom 9.3 entry 0.9 

pepper 27.2 extent 0.6 

pitch 7 facility 2.3 

pork 15.9 initial 1.6 

powder 18.4 interior 0.1 

quote 29.6 murder 0.1 

shelter 24.2 owe 2.2 

spray 7.7 scheme 0 

stir 6 status 0 

sweep 10.8 terror 0 

uniform 105.3 vaccine 0 

volunteer 494.5 virus 0.9 

whale 48.3 weird 0.1 

whisper 8.2 witness 0 

 

BNC/COCA Level 6 word family lists에서의 순위로 정했다면, 위 표의 왼쪽 열과 오른쪽 열에 

있는 단어는 각각 고등 과정과 중등 과정에서 학습하기를 권장하는 단어들이었다. 하지만 2015 

개정 영어과 교육과정을 토대로 제작된 모든 중학교 교과서와 고등학교 공통 영어 교과서로 

코퍼스를 만들어 이들 단어의 용례지수 Um을 조사한 결과, 왼쪽 열의 단어는 용례지수가 

6~494.5이고 오른쪽 열의 단어는 0~2.3이다. 이는 중학교 영어 교과서와 고등학교 영어 공통 



Hyunoo Lee    The Basic Vocabulary List of the 2022 Revised National 
 Curriculum of English: Development and application 

© 2023 KASELL All rights reserved   81 

영어 교과서에서 전자의 단어들이 상당히 사용되었지만, 후자의 단어들이 거의 사용되지 않았음을 

의미한다. 이에 따라, 전자와 후자의 단어들이 속하는 그룹이 뒤바뀌게 되었다. 

 

 

5. 논의 및 결론 

 

본 논문은 2015 기본 어휘 지침의 기술상의 문제점과 이론적인 문제점을 논하면서, 이들 

문제점이 2022 기본 어휘 지침에서 어떻게 해결되었는지를 설명하였다. 후자의 지침에서 기본 

어휘가 영어과 교육과정의 성취기준 달성에 필요한 가장 기본적인 3,000개의 단어로 정의됨에 

따라 이들 어휘가 영어과 학습과 평가에서 공히 일정 수준 이상으로 사용되어야 한다는 명시적인 

규정이 제시되었다. 2022 기본 어휘 지침은 또한 어휘의 기본 단위로 단어 군을 일관되게 

사용함으로써 학생들이 기본 어휘 목록의 대표형과 대표형의 굴절과 파생 변이형을 체계적으로 

학습할 수 있도록 하였으며, 외래어의 근원어로 취급하여 학습하지 않아도 되는 것으로 오도한 

200개의 어휘 중에서 173개의 어휘를 기본 어휘 목록에 포함하여 이들 어휘에 대한 학습 강화를 

도모하였다. 우리 학생들의 인지적, 언어적 발달 과정을 고려하여, 3,000개의 기본 어휘를 

초등학교에서 사용하기를 권장하는 800개의 단어 군, 중학교와 고등학교 공통과목에서 

사용하기를 권장하는 1,200개의 단어 군 그리고 그 외의 과목에서 사용하기를 권장하는 

1,000개의 단어 군으로 구분하고, 학생들의 영어 어휘 지식의 깊이에 맞게 단어 군에 속하는 

파생어를 만드는 접사를 36개로 제한하였다. 

2015 개정 영어과 교육과정의 근원어 200개와 기본 어휘 3,000개 중에서 2022 개정 영어과 

교육과정의 기본 어휘 목록에 포함되지 않은 것은 다음과 같다.7 

 

첫째, 근원어 27개: amateur, arch, bonus, cabinet, calcium, campus, carol, diamond, echo, 

feminist, gown, hormone, kangaroo, kiwi, jazz, lobby, manual, panda, plug, rehearsal, 

rugby, scenario, seminar, sketch, stereo, veil, yacht 

둘째, 초등학교에서의 사용을 권장하는 단어 7개: bathroom, bedroom, birthday, classroom, 

bicycle(bike로 대체), cloth(clothes로 대체), teen(이미 teenage가 있어 삭제) 

셋째, 진로 선택 및 전문 교과Ⅰ에서 사용하기를 권장하는 단어 37개: acquaint, affiliate, 

amplify, archive, attorney, bishop, brew, caption, cathedral, commence, compulsory, 

consensus, creek, degrade, equate, fluid, glimpse, horn, hostage, judicial, nanny, nun, 

patrol, pope, premier, salon, scrub, shield, shrink, slaughter, sniff, spite, testify, veteran, 

wagon, warrior, widow 

넷째, 그 외의 단어 55개: aircraft, cupboard, nobody, widespread, activate, acute, aisle, 

ash, attain, autobiography, automobile, avenue, awesome, barn, berry, bible, bride, 

 
7기본 어휘나 새로운 학습 어휘가 될 수 없는 단어인 A.M./a.m., P.M./p.m., percent와 대표형의 파생어인 

computer, data, different, eraser, interview, media, waiter와 같은 단어는 아래에서 배제되었다. 
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bullet, cab, cabin, chemistry, couch, cowboy, cricket, dam, distant, episode, escort, 

etc/et cetera, eve, evident, fist, forum, genre, haste, hip, initiate, jet, lounge, meantime, 

multiply, nonsense, olive, packet, precious, scold, silk, solo, straw, tattoo, tobacco, 

trophy, trouser, tutor, voyage 

 

이상의 126개 단어가 2022 개정 영어과 교육과정의 기본 어휘 목록에서 빠진 것들이다. 이 

중에는 합성어로 bathroom, bedroom, birthday, classroom, aircraft, cupboard, nobody가 있다. 

2022 기본 어휘 지침은 합성어를 파생어처럼 취급하여 단어 군에 포함할지에 관해서 명시적인 

언급을 하고 있지 않다. 하지만 금년 말에 있을 교과서 검정 심사를 위한 교과서 편찬상의 유의점 

및 검정 기준에서는 이에 관한 규정이 명시될 것으로 보인다. (상)사전등재형 대신에 제한된 수의 

파생어를 포함하는 단어 군을 단어의 기본 단위로 한 이유가 효과적이고 효율적인 어휘 학습을 

촉진하기 위한 것처럼 합성어의 일부를 대표형의 변이형으로 인정함으로써 문맥적 정보와 

어형론적 정보를 통해 어휘를 학습하는 능력을 끌어올려 줄 필요가 있어 보인다. 이와 관련하여, 

합성어를 친숙한 것과 새로운(novel) 것 그리고 의미 조합이 투명한(semantically transparent) 

것과 불투명한(opaque) 것으로 나누어 살펴본 Brusnighan과 Folk(2012)의 연구 결과를 따져 볼 

필요가 있다. 이들은 독자들이 정보 전달의 문맥에서 의미 조합이 불투명한 새 합성어보다 의미 

조합이 투명한 새 합성어를 분석하는 데 시간이 덜 걸린다는 것을 실험을 통해 밝히고, 능숙한 

독자는 새 합성어를 자동적으로 분해하며 새 영어 합성어의 의미를 도출하는 독자의 능력은 

문맥적 정보원과 어형론적 정보원을 한데로 모으는 것으로부터 도움을 받는다고 주장하였다. 

이들의 연구는 영어 교과서 편찬상의 유의점 및 검정 기준에 다음 사항을 포함해야 한다는 것을 

강력히 시사한다. 

 

의미 조합이 투명한 합성어는 구성소가 모두 기본 어휘이면 대표형의 변이형으로 간주한다. 

단, 구성소가 전치사인 경우는 제외한다. 

[예시]  

<대표형의 변이형으로 취급하는 합성어> 

battleship, birthday, headache, mailbox, railroad, sunlight, toothbrush, everyone, 

something, nobody, highspeed, longterm, welltrained, ... 

<대표형의 변이형으로 취급하지 않는 합성어> 

babysit, blackboard, deadline, greenhouse, horseshoe, livingroom, proofread, ... 

oneway, checkin, wordofmouth, ... 

downgrade, outgrow, overact, underbridge, upcycle, ... 

 

논문을 마치면서, 다음 두 가지 점을 강조하고자 한다. 첫째, 2015 기본 어휘 지침의 많은 

문제점이 2022 기본 어휘 지침에서 해결되었지만, 후자가 결코 완전한 것은 아니다. 엄격히 말해, 

2015 기본 어휘 지침의 가장 근본적인 문제점이 해결되었다고 할 수 없다. 기본 어휘와 대표 

접사의 선정이 신뢰할 수 있는 독자적인 코퍼스의 구축에 의해서 이뤄지지 못하고 기존의 여러 

코퍼스에서 부분적으로 떼어내 만든 코퍼스에 의존하고 있기 때문이다. 물론, 2022 개정 영어과 
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교육과정의 기본 어휘 목록 제작에 2015 개정 영어과 교육과정을 바탕으로 제작된 교과서의 

자료로 만든 코퍼스가 부분적으로 활용되었지만, 이는 결코 이상적인 모습이 아니다. 다음 

교육과정의 기본 어휘를 정할 때에는 이 두 교육과정을 토대로 만들어진 교과서의 자료로만 

구축된 코퍼스를 중점적으로 활용하고 해외의 기본 어휘 목록을 참고하는 것이 더 바람직한 

방향이라고 생각된다. 두 번째 제언은 단어 군에 포함되는 파생어를 만드는 접사를 36개의 

접사로 제한했지만, 우리 학생들의 어형론적 지식을 고려하면 이보다 더 제한하는 것이 옳지 

않았는지에 관한 것이다. 2022 개정 영어과 교육과정의 기본 어휘는 약 1.9만개의 단어 유형을 

대표할 것으로 예상되는데, 2015와 2009 개정 영어과 교육과정의 기본 어휘가 각각 약 

4.5만개와 1.4만개를 대표한 것을 고려하면, 파생 접사의 수를 24개로 제한하는 것이 더 

바람직할지도 모르겠다는 생각이 들었다. 하지만 파생 접사에 관한 제한이 전혀 없다가 급격하게 

제한을 두다 보면 교과서 제작이나 학교 현장에서 예기치 않은 부작용이 생길 수도 있을 것 

같아서 현재와 같이 36개로 제한한 것이다. 단어 군이 허용하는 최대 파생 접사 수가 어떻게 

되어야 최선인지의 문제는 지속적인 연구를 통해서 해결해야 하는 과제라고 여겨진다. 
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This study aims to explore elementary English teachers’ experiences in and 
perceptions of teacher training programs. The participants were seven teachers 
enrolled in a graduate seminar that the researcher taught for a semester. The 
graduate seminar was on second language teacher education, which included 
designing a teacher training program. The data consisted of each participant’s 
teacher training program design, pre- and post-surveys, final portfolio, final 
paper as well as the researcher’s field notes. The data were analyzed 
qualitatively using content analysis. The major findings are as follows: First, 
the teachers had different experiences and attitudes towards the teacher 
training programs primarily based on their ELT experiences. Second, the 
teachers designed teacher training programs to improve teachers’ English 
abilities, ELT competence, co-teaching capabilities with English native 
speaking teachers, and to share ELT practical knowledge with other teachers. 
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programs to meet learners and teachers’ needs, and expressed their intention 
to participate or teach other teachers in English teacher training programs. It 
was suggested that teacher education programs should support teachers for 
their continuous professional development more effectively. Further important 
implications regarding the development for English teachers and English 
teacher training programs were discussed.
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1. 서론
최근의 어과 개정교육과정은 학습자의 어 의사소통능력 제고를 목표로 하고 있고, 이에 따

라 어교사의 전문성을 향상시키려는 노력도 다방면으로 지속되어 왔다. 어교사의 전문성을 신
장시키기 위해 국가적·기관적인 차원에서 어교사교육 프로그램이 실행되어 왔고, 기관의 지원을 
받거나 교사간에 자발적으로 생성된 교원학습공동체가 운 되어 왔으며, 개별 교사의 노력도 이루
어져 왔다. 

제2언어 교사교육은 교과 지식과 교수 기술을 익혀 교실에 적용한다는 교사훈련의 견해에서 교
수 개념과 실행을 바꾸는 교사발전의 견해로 변화해 왔다(Freeman 1989). 이에 따라 어교사교
육에서는 단순한 어 교수 이론 및 지식의 전달보다는 경험적인 교사 학습(teacher learning)을 
강조하고, 교수활동 성찰(Martínez 2018, Schön 1983, Walsh and Mann 2015)과 탐구 기반 전
문성 발달(inquiry-based professional development)에 주목하게 되었다(안경자 2022, Johnson 
2009). 이와 함께 교사에 대한 관점도 변화되어 왔다. 교사를 교과 내용이나 교수 방법 관련 이
론과 지식의 수동적인 소비자라는 관점을 넘어 현장에 기반한 실천적 지식을 만드는 생산자로 보
기도 한다. 실천적 지식을 갖춘 전문성이 높은 교사는 교사연수 프로그램, 교원학습공동체, 멘토
링 등을 통해 동료 교사와 함께 성장하며 나아가 다른 교사들을 지도할 수 있게 된다(안경자 
2019).

교사의 전문성 신장은 대부분의 교사연수 프로그램의 중요한 목표로 설정되어 왔다. 실제로 
어과 교사연수에 관한 선행연구에서는 교사연수 경험이 교사의 어 교수동기 및 전문성 향상에 
긍정적인 향을 미치는 것으로 밝혀졌다(김성혜 외 2018, 김신혜 2011, 김 순 2018, 김종 , 
안경자 2016, 주순옥, 안경자 2015). 나아가 대학원 학위 과정을 통해 현직교사 재교육을 경험하
면서 어교사가 어떻게 다면적으로 발달하는지에 관한 연구도 근래에 수행되어 왔다(안경자 
2019, 2022, Ahn 2009, 2010).

어교사교육에 관련된 연구는 그 관심과 중요성으로 인해 다수 진행되어 왔지만, 교사 연수 프
로그램과 대학원 학위과정을 접목한 사례를 분석한 연구는 아직 수행된 바가 거의 없다. 아울러 
교사연수 프로그램 설계 활동을 포함하는 교사교육 프로그램에 관한 교사의 경험과 인식을 교사 
전문성의 관점에서 심도있게 분석한 연구는 미흡한 형편이다. 특히, 교과내용뿐만 아니라 학습자
의 인지적, 정의적 발달에 맞춘 어 교수 능력이 필요한 초등 어교사의 경우 교사교육의 필요성
이 증대되고 있다. 이에 본 연구는 초등 어교사가 대학원 학위 과정인 교사교육 프로그램에 참여
하면서, 교사교육 프로그램을 설계하는 활동을 통해, 참여 교사가 그 경험을 어떻게 인식하고 있
고, 교사에게 유용하도록 설계한 연수 프로그램은 어떠하며, 이러한 활동을 통해 전문성 향상을 
위한 교사연수에 관한 교사의 인식과 요구는 어떠한지를 알아보고자 한다. 이에 다음과 같은 연구
문제를 탐구한다.

첫째, 어교사의 교사연수 경험은 어떠한가? 
둘째, 어교사가 설계한 교사연수 프로그램은 어떠한가?
셋째, 어교사의 전문성 신장을 위한 교사연수 관련 인식과 요구는 어떠한가?
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2. 이론적 배경 및 선행연구
2.1 어과 교사연수

현직교사연수는 초·중등 교사들이 자격증 취득 이후 전문적 지식, 기능 및 태도를 발전시키기 
위해 참여하는 교육 활동이라고 할 수 있다(OECD 1982). 이는 교사의 전문성 자질을 향상시키
기 위해 실시하는 교육 활동을 통칭한다. 

우리나라의 어과 교원연수 유형을 정리하면 표 1과 같이 연수기관, 단위 학교, 개인 중심 유
형으로 분류된다(교육부 2020, 김경혜, 안경자 2021). 먼저, 연수기관 중심 연수는 자격연수, 직
무연수, 특별연수로 구분될 수 있다. 자격연수는 정교사나 수석교사가 되기 위한 연수이다. 직무
연수는 교육 이론이나 방법, 직무수행 능력 향상을 위한 연수로, 교수학습, 생활지도나 상담 등이 
해당된다. 특별연수는 국내외 교육기관 및 연구기관에서 실시하며, 학습연구년제, 대학원 과정, 교
육·연구기관 파견, 어교사 심화연수 등이 포함된다. 둘째, 단위학교 중심 연수는 컨설팅 장학, 
연구수업, 교과교육연구회, 교내자율장학, 교원전문학습공동체 등을 포함하며, 맥락에 따라 다양하
게 실행된다. 마지막으로, 개인 중심 연수는 대학원 학위 취득, 교과연구회 및 학회 참석, 어학원 
수강 등 교사 개별적인 자율연수이다. 직무연수는 교사인사기록에 연수 이력이 기재되고, 일부 연
수비가 지원되지만, 자율연수는 연수비가 지원되지 않으며, 연수 이수 기록이 인사기록에 기재되
지 않는다. 특히 직무연수의 경우는 연수 방식과 운  방식에 따라 집합연수(연수기관 출석), 원
격연수(여러 매체로 실시간/비실시간), 혼합형 연수(집합-원격 혼합형)로 나뉜다. 코로나 19 팬
데믹 이후에는 실시간 진행이나 상호작용 여부를 기준으로 4가지로 구분된다(비실시간/실시간 쌍
방향/단방향 원격연수).

표 1. 어과 교사연수 유형
구분 내용

연수기관
중심

자격연수 정교사 수석교사

직무연수

교육의 이론 방법 연구 및 직무수행에 필요한 능력 배양을 위한 연수
집합연수 연수기관에서 출석 수업을 통해 이루어지는 연수
원격연수 정보통신기술 활용 비실시간 실시간 쌍방향 단방향 원격연수
혼합형 연수 집합연수와 원격연수를 연계한 혼합형 연수

특별연수
학습연구년제 대학원 학위취득 대학위탁 교원해외유학 영어 부전공ㆍ복수 전공 
자격연수 해외 장ㆍ단기 체험연수 영어교사 심화연수 등

단위학교 중심 컨설팅장학 연구수업 교과교육연구회 자율장학 교원전문학습공동체

개인 중심 자율연수 국내외 교육기관 학위취득 연구 수행 교과교육연구회 학회 개인 연구

어과 교사연수에 관한 연구는 체계적 고찰(systemic review)과 교사연수 효과에 관한 양적, 
질적 분석이 실행되어 왔다. 지난 50년간 ‘ 어교육’ 학술지에 출판된 어교사교육 관련 연구에 
관한 분석(안경자 2015)을 참고하면, 교사교육이나 전문성 신장(36%), 교사 인지나 인식(35%) 
관련 주제 비중이 높았다. 현직교사교육에 대해서는 교사교육 모형의 설계 및 개선, 프로그램 평
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가나 효과 등이 주로 분석되었다. 가령, 어 직무연수(방준 2013, 안정미 2002), 어교사교육 
프로그램(박성수 2010, 이보람 2016), 어교사연수 관련 교사 인식(박연희 2002, 전미라 2014)
에 관한 연구가 수행되었다.

초등학교 중등학교 어교사를 대상으로 하는 심화연수에 관한 연구도 다수 진행되었는데. 주로 
설문 조사, 사전·사후 평가 결과 등을 활용한 양적 연구가 많고, 저널과 면담을 활용한 질적 연구
나 혼합 연구가 행해졌다. 초등교사를 대상으로 한 연구를 살펴보면 심화연수 프로그램 만족도, 

어와 어 교수 능력 향상 정도, 수업 적용 가능성 등을 분석하 고(김 희, 김정렬 2015, 장경
숙 외 2011, 하명애 2009, Na, Ahn and Kim 2008), 어 수업 전문성 인식 변화(이수현, 정혜

 2012), 연수 프로그램에 관한 요구분석(김태은 외 2014)도 행해졌다. 정리하면, 심화연수는 
교사의 어와 어 교수 능력을 비롯한 전문성 향상과 자신감 향상에 긍정적인 효과가 있음이 
드러났다. 다른 교사와 교류하고 해외 문화 경험을 수업에 활용하는 효과도 있다고 밝혀졌다. 한
편, 심화연수에 관한 개선사항으로는 교육과정과 내용 측면에서 실제 어 능력과 어 교수 능력
을 제고하는 프로그램이 필요하고, 연수에서 배운 내용의 현장적용 가능성을 높이며, 연수 지도 
강사의 자질과 역량 향상이 필요하다고 하 다. 

이처럼 초등 어 교사연수에 관한 연구가 증가해 왔지만, 주로 심화연수에 집중되었고, 양적인 
효과 분석이 주로 이루어져 왔다. 이에 초등 어교사들의 전반적인 연수 관련 경험과 인식에 관해 
연구 참여자들의 풍부한 사례를 중심으로 심층적인 연구가 이루어질 필요가 있다. 
2.2. 어교사의 전문성 신장

어교사의 전문성은 어교사가 갖추어야 할 자질이나 능력과 관련해 살펴볼 수 있다. 전문성
을 갖춘 어교사는 목표어인 어에 관한 능숙도뿐만 아니라 실천적인 내용교수지식(pedagogical 
content knowledge: PCK)을 갖추어야 한다고 본다. Shulman(1986)은 교사의 전문지식을 교과내
용지식(subject matter knowledge), 내용교수지식, 교육과정 지식(curricular knowledge)으로 분
류하 다. 이 중에서 내용교수지식은 교과내용과 교수법 지식의 통합으로 교사 전문지식에서 핵심
을 차지한다고 할 수 있다.

어교사의 전문성 관련 자질은 지식과 기술 중심, 인지적 측면, 수업 전문성으로 구분할 수 있
다(하명애, 민찬규 2008). 먼저, 교과 지식 및 교수 기술 중심 전문성은 언어 능력, 언어·문화 지
식, 학습 심리 지식, 교수방법 및 평가 지식 등을 포함한다(Hammerly 1986). 둘째, 인지적 측면 
전문성은 교과, 학습자, 사회문화적, 제도적 맥락에 관한 지식(knowledge), 교수 기술(skill), 자아
와 교수 활동에 관한 태도(attitude), 지식, 기술, 태도에 관한 인식(awareness)을 포함한다
(Freeman 1989). 마지막으로, 수업 전문성은 교과내용에 관한 학습자의 이해를 높이는 것으로, 
핵심요소에는 내용교수지식이 있다. 

장경숙 외(2011)에 의하면 어교사들은 의사소통능력 향상을 위한 개인적인 노력과 함께 어
교사연수를 이수하며, 심화연수 이후에도 교사 전문성 발전을 위해 지속적으로 노력하 다. 주순
옥과 안경자(2015)는 우수초등 어교사 세 명의 전문성 발달 사례를 교사인지, 실제 교수, 전문
성 발달 양상 측면에서 분석하 다. 세 교사의 믿음과 지식은 어 학습, 교수, 교사교육 경험을 
통해 만들어지고 발달되었다. 나아가 세 교사는 공통적으로 어 학습, 어 교수, 어교사교육 
경험과 이론을 현장에서 적용하고자 노력하 다. 김경혜와 안경자(2021)는 우수초등 어교사 4명
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을 심층 면담하고 우수초등 어교사 6명을 대상으로 포커스 그룹 면담을 실시해 어과 교사연수
에 관한 경험, 교사연수의 유용성 인식 요인과 교사연수에 관한 요구분석을 시행하 다. 전문성이 
높은 교사들은 부단한 연찬과 교사연수를 통해 교수동기와 전문성을 향상시켰음을 알 수 있었다. 
아울러 교사의 성찰과 노력, 학교와 정책상의 지원이 이뤄질 때, 교사의 어 교수동기 및 전문성 
발달이 극대화되었다고 밝혔다. 

선행연구를 통해 어교사의 동기와 전문성 향상에 어교사연수가 긍정적인 향을 미쳤음을 
알 수 있다. 이를 바탕으로 본 연구에서는 교수 경력 정도가 다양한 어교사들이 어교사연수 
프로그램 설계 활동을 포함하는 교사교육 강좌를 수강하면서 교사연수에 관한 인식과 요구가 어
떠한지를 살펴보고 어교사 전문성을 향상시키려는 교사연수에 관한 이해를 높이고자 한다.

3. 연구 방법
3.1 연구 대상

본 연구의 참여자는 초등학교 예비교사 교육 및 현직교사 재교육 기관의 석사과정 프로그램에 
개설된 대학원 세미나에 등록한 7명의 초등학교 교사(여 6명, 남 1명)이다. 초등학교 교사로서의 
경력은 교사에 따라 3년에서 22년에 이르렀고, 평균 9.4년이었다. 초등 어 교수 경력은 교사별로 
3개월에서 10년이며, 평균 3.6년이었다. 대학원 석사과정의 학기는 교사에 따라 2학기~5학기에 
걸쳐 있었으며 평균 3.9학기 다. 연구 참여 교사 7명의 배경 정보는 표 2와 같다. 아울러 본 연
구의 주요 자료인 교사연수 설계 과제 산출물의 제목과 교사연수 방식(대면, 비대면 등)도 제시되
어 있다.

표 2. 연구 참여 교사의 배경 정보
참여자 성별 교직/ 어

교수 경력 학기 교사연수 설계 과제 산출물 제목 교사연수 방식
T1 여 5년/2년 4학기 원격 수업 시대 대비를 위한 어교사 교육 원격+줌 실시간
T2 여 3년/3년 4학기 스마트 소프트웨어를 활용한 어 교수·학습 자료 만들기 원격
T3 여 4년/2년 3학기 어 연극으로 upgrade 되는 어 수업 대면
T4 남 6년/3개월 4학기 초등 어 수업 나눔 워크숍 대면이나 원격
T5 여 21년/10년 5학기 옆 반 수업 훔쳐보기 대면이나 온라인(줌)
T6 여 5년/1년 2학기 백짓장도 맞들면 낫다. 원어민 코티칭의 모든 것 대면
T7 여 22년/7년 5학기 자신문 읽기 원격

본 연구가 진행된 대학원 세미나는 한 학기 동안 개설된 ‘초등 어 교사교육’에 관한 강좌로 대
학원 과정에 재학 중인 교사를 대상으로 하는 3학점 강좌이며, 주당 3시간으로 15주간 실시되어 
총 45시간동안 진행되었다. 코로나 감염병 상황으로 주로 비대면강의로 진행되었고, 자료 및 토의
는 학습관리시스템(Learning Management System: LMS)을 활용하 다. 본 강좌는 초등 어 현
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직교사의 전문성 신장을 목표로 하여, 초등 어교육 및 교사교육에 관한 이론적, 실제적 지식을 
향상시키고자 하 다. 제2언어 교사교육 관련 이론과 연구를 고찰하고, 한국의 초등 어교육 맥락
에서 어교사의 교수와 관련된 실제 사례를 공유하고, 초등 어교사에 관한 연구를 진행하 다. 
매주 2개의 북챕터나 학술지 논문을 읽고 발표하고 토의하 는데, 수업 전반부는 강의 및 발표로, 
수업 후반부는 읽기 자료에서 도출된 주제로 소그룹 토의를 하고 그 결과를 전체 발표에서 공유
하 다. 

3.2 자료 수집 및 자료 분석 방법
본 연구를 위해 대학원 세미나 수업 참여 교사 7명의 교사연수 프로그램 설계 과제 산출물, 사

전 설문 응답, 어교사 포트폴리오, 기말보고서, 사후 설문 응답, 수업 관련 자료가 수집되었다. 
첫째, 본 연구의 주요 자료인 교사연수 프로그램 설계 과제는 어교사에게 유용한 직무연수 프로
그램 15시간(차시)을 설계하는 것으로, (1) 연수 프로그램 개요(주제·제목, 대상, 목표, 내용, 방
식, 시간), (2) 각 주차별 프로그램 및 내용, (3) 연수 평가 방식, (4) 연수 프로그램 설명으로 
구성되었다. 둘째, 사전 설문지에서는 연구 참여 교사의 배경요인(교직경력, 어교수경력)과 함
께, 어 학습, 어 교수, 어 교사교육 프로그램 참여, 어교육 관련 연구 측면에서 경험을 정
리하고, 수강 강좌에 관한 기대와 목표를 설정하 다. 셋째, 어교사 포트폴리오에서는 해당 강
좌 수강 및 관련 경험을 통해 알게 되고 발전된 점, 어교사로서의 교육철학, 어교사로서 전문
성 신장 계획을 각각 3가지씩 선정해 기술하 다. 넷째, 기말보고서는 제시된 3가지 유형 중에서 
선택하여 수행하 다. 이는 자료를 수집하여 분석하거나, 특정 주제의 선행연구를 체계적으로 고
찰(systemic review)하거나, 교사교육 자료를 개발하는 유형이었다. 다섯째, 사후 설문지는 본 강
좌의 장단점, 각 수업 활동 소감, 교사 및 연구자로서의 경험 등을 기술하도록 하 다. 여섯째, 수
업 관련 자료로 강의계획안과 읽기자료(북챕터, 학술지 논문), 발표자료, 연구자 현장노트 등이 
수집되었다. 

수집된 자료는 내용분석(content analysis, Bogdan and Biklin 1993)을 바탕으로 하여 주로 질
적으로 분석되었다. 본 연구에 참여한 교사 7명의 사례를 심층적으로 분석하기에는 질적 분석방
법이 적합하다고 보았다. 나아가 본 연구의 자료 수집과 분석 과정 및 결과의 신뢰성과 타당성을 
확보하기 위해서 자료 다각화(data triangulation), 풍부하고 세 한 기술(rich and thick 
description), 동료 연구자 검토(peer debriefing) 등을 실시하 다(Creswell 2003). 첫째, 교사연
수 프로그램 설계라는 주요 자료 이외에도 사전 설문 응답, 어교사 포트폴리오, 기말보고서, 사
후 설문 응답, 수업 관련 자료 등 다양한 자료를 수집해 분석하여 자료 다각화를 이루었다. 둘째, 
각종 맥락이나 정보를 풍성하고 자세하게 기술해 최종 분석 결과를 도출한 구체적인 증거를 세
하게 제시하 다. 셋째, 한국 초등 어교육 맥락에 대한 이해가 높은 동료 전문 연구자에게 본 연
구의 자료 수집과 분석 방법, 연구 결과 분석과 해석 등에 관해 자문을 구하여 적절성을 검증하
다. 수집된 자료의 내용분석을 기반으로 한 질적 분석을 통해 도출된 주제는 다음 표 3에 정리되
어 있다.
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표 3. 자료 분석 내용
            구분           세부 내용

어교사의
각기 다른 교사연수 경험

신규 어교사의 교사연수 경험 부재
저경력 어교사의 교사연수 참여 시도
고경력 어교사의 교사연수 다수 참여

어교사가 설계한 
다양한 교사연수 프로그램

교사의 어 능력 향상을 위한 교사연수
교사의 어 교수 능력 향상을 위한 교사연수

어 원어민 교사와의 협업을 위한 교사연수
교사의 어 수업 지식 공유를 위한 교사연수

어교사 전문성 신장을 위한
교사연수 관련 인식과 요구

어교사연수의 필요성 인지
어교사연수의 변화 요구
어교사연수 참여 결심
어교사연수 지도 의향 

4. 연구 결과 및 논의
4.1 어교사의 각기 다른 교사연수 경험

참여 교사들은 교사연수에 대해 대체적으로 긍정적인 반응을 보 다. 그들은 교직 경력 및 어 
교수 경력에 따라 교사연수 경험과 태도가 다소 상이하 다.

4.1.1 신규 어교사의 교사연수 경험 부재

신규 교사는 분주하게 학교에 적응하는 단계로 교사연수 프로그램을 신청할 만한 여유가 부족
하여 연수 경험이 거의 없었다. 신규 교사이고 어 교과를 아직 담당하지 못한 교사의 경우, 
어교사연수에 관심이나 참여가 낮았다. T4는 어교육 전공 석사학위과정에 재학 중인만큼 어
교육에 관심이 높지만, 교직 경력이 적고 어 교과를 담당해 본 경험도 적어, 사전 설문에서 다
음과 같이 진술하 다.

교사 생활을 하면서는 ... 약 3개월 정도 어 전담 교사로 근무하 는데, ... 이후에는 어 전
담 선생님의 일시적인 부재로 담임 보결을 할 때 어 수업을 한 적 이외에는 어를 학생들에
게 가르쳐보지 못했습니다. ... 어 전담 교사를 하거나 어 교과를 지도할 일이 없다 보니, 
현직교사로서 어 연수 프로그램에 관심을 갖거나 참여해 보지 않았습니다. (T4 사전 설문)

신규 교사인 T6와 T3도 교사연수 프로그램 참여가 거의 없는 상황이었다. T6는 “ 어 연수 프
로그램 수강 경험은 없음”(T6 포트폴리오)으로 밝히고 있고, T3도 분주한 학교 생활 속에서 교사
연수에 참여할 여력이 없었다고 하 다. 이는 다음 사전 설문 조사 응답에 나타나 있다.

첫 발령 받은 후 학급 운 , 수업 준비, 업무 처리 등 학교의 일원으로서 신규 교사로서 새로
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운 환경에 적응하기 바빠 자기 계발할 여유가 없었습니다. 퇴근 후나 주말에는 무조건 쉬고 
싶다는 생각만 했습니다. (T3 사전 설문)

4.1.2 저경력 어교사의 교사연수 참여 시도

저경력 교사 및 신규 교사 중에서 초보 교사를 위한 어교사연수에 참여한 교사도 있었다. T1
은 어로 진행하는 어 수업, 원어민보조교사와의 코티칭(co-teaching)과 어 수업자료 등을 
준비하는 데 도움을 주는 어교사연수 프로그램을 수강하 고, 사전 설문 응답에 다음과 같이 진
술하 다.

초등학교 어 담당 교사를 대상으로 한 ‘초보 어 담당 교사 교육’ 연수에 참여했습니다. 초
등 어 담당 교사로서 어로 진행하는 수업은 어떻게 준비하고, 원어민과의 수업에 필요한 
준비는 무엇이고, 재미있는 어 수업을 만들기 위한 기본 자료에 대해 수강했습니다(15차
시). (T1 사전 설문) 

저경력 교사의 경우는 어 능력 향상을 위한 연수에 참여하기도 하 다. T2는 다음 사전 설문 
조사 응답에서 볼 수 있듯이 어 원어민보조교사와의 어 회화 수업을 통해 본인의 말하기 능
력과 다문화에 관한 이해가 높아졌고, 문화간 화자로서 역량이 향상된 것으로 평가하 다.

I took a mentoring course about English conversation for 3 months. A native teacher 
helped me to develop especially speaking skill and understanding of multi-culture. I 
learned through various expressions related to overall daily life including weather, 
direction, education, etc. There were indeed a lot of tricky and useful expressions that 
I’ve overlooked so far. As it wasn’t for only teaching but for English itself, it was 
meaningful to enhance my competence as an intercultural speaker. (T2 사전 설문)

4.1.3 고경력 어교사의 교사연수 다수 참여

고경력 교사는 본인의 어 능력과 어 지도 능력 향상을 위해 다양한 교사연수를 수강한 경
험이 있었다. T7의 경우는 다음 사전 설문 조사의 응답에 나타나 있듯이, 본인의 어 능력과 
어 교수 능력의 향상을 위해 다양한 교사연수 프로그램을 수강하 다고 밝혔다. 

Essential grammar in use, 한 번에 끝내는 키토익, Pops English, Storytelling 어교수법, 
초등 어회화 심화연수, 초등 어 지도교사 연수 등 나 자신의 어 실력을 향상시키기 위한 
연수와 학생들을 잘 가르칠 수 있는 교수법 관련 연수, 학생들에게 가르칠 내용 즉 문법, 팝
송 등과 관련된 연수를 들었다. (T7 사전 설문)

고경력 교사인 T5는 다음 포트폴리오에 나타나 있는 바대로, 다양한 연수를 오랫동안 받아 왔
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으며, 새롭게 받을 만한 연수를 아직 발견하지 못하 으며 이로 인해 정체된 느낌을 가지고 있다
고 진술하 다. 

그동안 어 연수를 매우 많이 받아서 더 이상 받을 연수가 없다. 이미 받았거나 아는 내용이
라 딱히 새로운 내용이 없어서 요 몇 년 사이에 새로운 어 연수를 받은 적이 없다. 그러다 
보니 자꾸 정체되는 느낌이다. 새로운 자극이 없다. 매번 반복되는 형태의 수업이다 보니 스
스로 재미가 덜하다. (T5 포트폴리오)

4.2 어교사가 설계한 다양한 교사연수 프로그램
어교사의 직무연수 프로그램 설계에 관해 연구 참여자들은 전반적으로 긍정적인 태도를 보

다. 이러한 활동이 신선하고 유용하며 즐거웠다고 하 다. 본인이 관심을 가진 분야로 교사연수 
프로그램을 설계하면서 더 많이 알아가고 싶다고 느꼈다. 연수 프로그램 수강자에서 강사의 관점
에서 프로그램을 설계하는 것도 새로웠다고 진술하 다. 이는 다음의 사후 설문 응답에서 나타나 
있다.

 교사연수 프로그램을 직접 구성해보는 활동이 새롭고 유익했다고 생각함. (T4 사후 설문
지)

 ‘ 어교사연수 프로그램’을 수강만 해오다가 강사 입장에서 작성해보는 문제가 신선했습니
다. (T1 사후 설문지)

 교사 대상 연수 프로그램을 만드는 것이 재미있었습니다. 제가 어 연극을 활용한 수업에 
관심이 있고, 더 알아가고 싶다는 것을 깨달았습니다. (T3 사후 설문지)

어교사에게 유용할 교사연수를 설계하면서 본 연구 참여 교사들은 연수 프로그램의 목표, 내
용, 평가방식 등의 세부사항을 기술하 다. 이러한 프로그램은 크게 4개로 구분되었는데, 교사의 

어 능력 향상 및 어 교수 능력 향상, 동료 교사와의 코티칭, 어 수업 지식 나눔을 위한 교
사연수이다.

4.2.1 교사의 어 능력 향상을 위한 교사연수

 T7은 교사의 어 능력 제고를 위해 ‘ 자신문 읽기’라는 교사연수를 설계하 다. 시사적인 국
내외 이슈로 회차별로 주제를 달리하여 자신문을 읽어가는 것이다. 설계한 교사연수 프로그램에
서 밝힌 연수 프로그램에 관한 설명은 다음과 같다.

  
[ 자신문 읽기] 초등 어교사들이 가장 신장시키고 싶은 전문성 중 하나가 어 능력이다. 

어 의사소통 능력 및 어 읽기 능력에 관심이 많다. 신문기사를 활용한 연수프로그램은 신
문에 실린 유용한 정보를 활용함으로써 교사들의 지적 능력도 키울 수 있다. 또 신문에는 매
일 다양한 분야의 새로운 정보가 실리므로 이를 활용하면 유익하고 실용적인 연수가 될 수 
있다. 또한, 신문을 읽고 discussion 활동을 함으로써 의사소통능력 또한 신장시킬 수 있다. 
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다양한 분야에 대한 접근과 관심을 유도하고 최근 이슈, 시사적인 부분에 대해서 인지를 함으
로써 시대조류에 뒤처지지 않고 폭넓은 어휘를 접할 수도 있다. (T7, 연수 설계)

T7은 이러한 연수를 통해 어교사의 ‘시사 상식 및 어읽기 능력, 어의사소통’이 향상될 것
으로 보았다. 나아가 신문의 다양한 정보를 수업에서 활용하면 유익할 것이라고 설명하 다.

4.2.2 교사의 어 교수 능력 향상을 위한 교사연수

교사의 어 교수 능력 향상을 위한 연수로, 어 연극, 원격수업, 스마트 소프트웨어 활용 교
수학습 자료 제작 관련 연수가 설계되었다. 먼저, T3는 어 연극 관련 연수 프로그램을 설계하

고, 학습자의 인지적, 정의적 측면에 도움이 되도록 교사가 연극 수업 능력을 배양한다는 목표
를 가진다고 밝히고 있다.

[ 어 연극으로 upgrade 되는 어 수업] 이 연수의 목표는 교사들에게 교실에서 활용할 수 
있는 다양한 연극 수업의 종류와 방법을 제시하여 실제 교실에서 학생들과 함께 적용하는 것
입니다. ... 연극을 활용한 어 수업은 학생들이 어를 사용하면서 다른 친구들과 의미 있고 
원활한 상호 관계를 맺을 수 있습니다. 또한, 문맥과 상황 속에서 발음과 새로운 어휘, 문장 
구조를 자연스럽게 습득할 수 있으며 어를 배우는 데 있어 자신의 능력에 대한 자신감이 
커집니다. ... 연극을 어 수업에 활용한다면 어교육에 상당한 효율성을 제고할 것입니다. 
각 주차별 프로그램 내용은 교사가 학생들과 함께 실제 연극 수업하는 상황을 떠올리며 순서
를 정했습니다. (T3 교사연수 설계)

T1은 코로나 감염병으로 인한 비대면 원격 수업에서 학습자들의 어 능력에 도움을 줄 수 있
는 교수학습 및 평가 방법에 대해 어교사가 숙지할 필요가 있는 내용으로 교사연수 프로그램을 
제안하 다. 

[원격 수업 시대 대비를 위한 어교사 교육] ① 코로나 시대로 인해 필수적으로 경험할 수
밖에 없는 비대면 어 원격 수업의 효율성을 위해, 어 원격 수업의 준비부터 평가까지 교
사의 수업 전문성 신장이 필요하고 이를 위한 교수학습 과정안 설계 및 평가 구축이 필요하
다. ② 본 연수를 통해 대면 수업과 다른 원격 수업의 차이점을 인식하고 이를 효율적으로 극
복하기 위한 어 기능별, 학습자 대상별 교수학습 과정 설계를 경험하고 이에 도움을 받을 
수 있다. ③ 본 연수를 통해 어 원격 수업 평가 방법을 이해하고 설계하여 학습자의 어 
학습 능력에 선순환적이고 실질적인 도움이 될 수 있다. (T1 교사연수 설계)

T2의 경우는 스마트 소프트웨어를 활용하여 어 교수학습 자료를 만들어 학습자의 어 능력
을 향상시키고자 하는 교사를 위한 연수 프로그램을 제안하 고, 이는 교사의 교수능력 향상과 연
관되어 있으며, 교사가 “기존에 사용하던 방식에서 벗어나” 새로운 능력을 향상시킬 수 있다고 보
았다.
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[스마트 소프트웨어를 활용한 어 교수·학습 자료 만들기] 본 연수 프로그램은 교사가 자유
롭게 학습 자료를 다채로이 제작하고 학습자의 자기주도적 학습 능력을 제고하기 위해 마련
하 다. 이를 위해 쉽게 흥미를 자극하고 지속적으로 학습하기에 수월한 어휘 학습에 주안점
을 두고, 기술 활용을 쉽게 체감할 수 있는 AR/VR을 체험해보도록 구성했다. ... 각 소프트웨
어의 장점을 구현해 학습자의 흥미와 학습 유형 등 학습자의 요구에 맞는 맞춤식 자료를 제
작할 수 있다. 시청각 자료에 대한 학습자의 요구 수준이 높아진 만큼 교사는 기존에 사용하
던 방식에서 벗어나 효율적으로 교수·학습 자료 제작 능력을 함양할 수 있다. (T2 교사연수 
설계)

T1과 T2는 사회적⋅교육적인 맥락을 고려하여 비대면 원격 수업과 테크놀로지를 활용한 교수
학습자료를 개발하는 교사연수 프로그램을 설계하 다. 코로나 감염병과 같은 상황에서 그리고 지
능정보시대의 어교육 맥락을 감안하여 필요한 교사연수를 설계한 것으로 볼 수 있다.
4.2.3 원어민 교사와의 협업을 위한 교사연수

T6는 원어민 보조교사와 코티칭을 향상시키기 위해 교사의 능력을 배양하는 연수를 설계하
다. 특히 코티칭에 대한 이론적 지식 전달로 그치는 것이 아니라 실제 성공 사례를 공유하고, 원
어민 교사와 코티칭 실습을 해 보는 기회도 포함하 다.

[백짓장도 맞들면 낫다. 원어민 코티칭의 모든 것] 어교사에게 부담이 되는 수업 중 하나는 
원어민과의 코티칭이다. ... 이번 연수 프로그램에서는 실제로 대면 및 실습을 중심으로 어
교사들이 코티칭의 방법과 나아가야 할 방향을 탐색해보고, 실습해보는 경험을 통해 코티칭 
능력 향상을 도모한다. 연수 초반에는 코티칭의 개념과 의미, 방법들에 대한 지식적인 측면을 
학습한다. 그 후 실제 성공적인 사례를 통해 다양한 코티칭 방법의 모습을 살펴보는 기회를 
가진다. 그 후 원어민 교사와 함께하는 코티칭 실습을 통해 1차시 수업을 계획하고 실행해본
다. 대부분의 연수가 온라인 지식전달형으로 이루어지는 현재, 코티칭 연수는 지식을 아는 것
을 넘어 실제로 교사가 자신의 수업에서 적용해보는 능력이 중요하다고 여겨진다. 따라서 대
면 및 실습 중심의 연수를 통해 실질적인 수업 팁과 운 방법을 얻어가는 것이 목표이다. 
(T6 교사연수 설계)

4.2.4 교사의 어 수업 지식 공유를 위한 교사연수

교사의 어 수업 지식을 공유하고 나누는 교사연수는 T4와 T5의 교사연수 설계에서 볼 수 있
다. T4는 저경력 교사로 어 수업에 대한 어려움이 있을 때 이를 현장 교사들과 함께 풀어나갈 
수 있는 연수를 설계하 다.

[초등 어 수업 나눔 워크숍] 현직 초등 어교사에게 실질적으로 도움이 될 수 있는 연수 프
로그램을 구성하고자 하 다. 학교별 어 전담 교사가 1~3명 정도 되는 상황에서 어 수업 
진행에 대한 고민과 생각을 나눌 기회가 많지 않은 학교 현장의 어려움을  ... 다소간 해결하
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고자 하 다. 연수 과정 중 소통 활동을 통해 현장에 바로 적용할 수 있는 실용적인 어 수
업 개선 방안을 생각하여 참가 교사 수업 상황에 바로 적용하도록 하는 것을 목표로 한다. 나
아가서 공동 수업안을 작성하여 학습한 어 수업 개선 방안을 정리하고 교실 상황에서 활용
해보는 활동을 제시하 다. (T4 교사연수 설계)

T5는 고경력 교사로 지식 전달 연수보다는 경험이 풍부한 교사들이 각종 교수 관련 지식과 지
도 방법을 공유하고 이를 정리하여 자료를 만들어가는 연수 프로그램을 설계하 다. 이는 고경력 
교사들에게는 서로 자극제가 되고, 연수 산출물은 저경력 교사를 위한 연수 자료가 될 것으로 밝
히고 있어, 교사교육가로서의 면모를 보여주고 있다.

[옆 반 수업 훔쳐보기] 이 연수는 다른 선생님들의 수업을 공식적으로 엿볼 수 있는 기회이
다. 다른 선생님들의 수업을 엿보면서 좋은 점은 쏙쏙 흡수하고, ... 다른 선생님들의 수업과 
나의 수업을 비교해보고 내가 잘하고 있는지 부족한 점은 무엇인지 나의 현재를 진단해 볼 
수 있을 것이다. 또한, 내가 가진 보석같은 수업 노하우를 나누면서 교사로서의 자긍심도 끌
어 올릴 수 있을 것이다. ... 무엇보다 이 연수의 장점은, 고경력 교사들이 서로에게 큰 자극
제가 되어 줄 수 있다는 것이며, 연수의 산출물이 저경력 교사들을 위한 생생한 연수 자료가 
될 수 있다는 것이다. (T5 교사연수 설계)

4.3 어교사의 전문성 신장을 위한 교사연수 관련 인식과 요구
참여 교사들은 어교사로서의 전문성 신장과 관련하여 대부분 교사연수를 언급하 다. 이는 교

사연수 프로그램 설계와 포트폴리오에서 빈번하게 드러나고 있으며, 이를 바탕으로 교사 전문성 
신장을 위한 교사연수 관련 인식과 요구를 살펴보면 다음과 같다.

4.3.1 어교사연수의 필요성 인지

본 연구의 참여 교사들은 모두 어교사의 전문성을 신장하기 위해서 양질의 교사연수가 필요
하다는 인식을 드러냈다. 어교사연수 프로그램 설계에서도 그 목적은 대부분 교사의 전문성 신
장이었다. 가령, T6의 경우 어 원어민 보조교사와의 코티칭에 관한 교사의 전문성 향상을 위해 
교사연수가 필요하다고 보았으며, 이는 다음 포트폴리오에 진술되어 있다.

단순히 원어민 교사를 배치하고 학교에 맞게 알아서 코티칭 수업을 실시하라고 하는 것이 아
니라 의무적으로라도 어전담교사와 원어민 교사의 합동 연수를 진행하며 코티칭의 실제를 
교육해야 한다. 또한, 어교사들 또한 막연한 어려움, 두려움으로 코티칭을 외면하고 원어민 
교사에게 전적으로 수업을 맡기는 것이 아니라 질적으로 향상된 교육을 위해 진정한 코티칭
의 의미를 이해하고 이를 수업에 적용하려 노력하는 자세가 필요하다고 느꼈다. (T6 포트폴
리오)
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학습자 능력 향상을 위한 교사의 전문성을 높이기 위해 교사연수가 필요하다는 인식을 드러낸 
교사도 있었다. T3은 다음 포트폴리오에 기술되어 있듯이 학습 부진 학생들을 대상으로 파닉스를 
효과적으로 지도하기 위해 교사연수를 수강하고자 하 다.

어 학습 부진 학생들을 지도하기 위한 파닉스 지도 방법을 공부하고 싶습니다. ... 읽기의 
어려움을 해소하기 위해서 파닉스는 중요한 첫걸음입니다. 하지만 저를 포함한 대부분의 신규 
교사들은 파닉스를 어떻게 지도해야 하는지 모르고 있습니다. ... 파닉스 지도 방법에 대한 책
을 정독해보고, 관련 연수를 신청해 들으면서 올바른 알파벳 지도, 파닉스 지도 방법을 확실
히 인지하고 있어야겠습니다. 어를 공교육에서 처음 접하는 학생들을 위해 차근차근 이해하
기 쉽게 어를 가르치고 싶습니다. (T3 포트폴리오)

4.3.2 어교사연수의 변화 요구

연구 참여자들은 교사의 전문성 신장을 위해 새롭고 효과적인 교사연수 프로그램을 요구하 다. 
첫째, T2는 학습자의 요구를 충족시키고 학습자의 흥미와 선호에 부응하는 자료를 제작하고 수업
하도록 돕는 교사연수가 필요하다고 보고, 이에 맞추어 교사연수 프로그램을 설계하 다.

다양한 소프트웨어를 사용하면, 각 소프트웨어의 장점을 구현해 학습자의 흥미와 학습 유형 
등 학습자의 요구에 맞는 맞춤식 자료를 제작할 수 있다. 시청각 자료에 대한 학습자의 요구 
수준이 높아진 만큼 교사는 기존에 사용하던 방식에서 벗어나 효율적으로 교수·학습 자료 제
작 능력을 함양할 수 있다. 차시 순서는 활용 방법이 간단하거나 본인의 판단 하에 가장 먼저 
알아야 할 필수 프로그램부터 배치하 다. 학습자를 대상으로 사전 설문을 진행해 선호하거나 
학습하고 싶은 프로그램을 조사하여 배치를 조정할 수 있다. (T2 교사연수 설계)

둘째, 교사들은 교수 전문성을 향상시켜 실제 어 수업에 바로 적용 가능한 연수를 원하 다. 
특히 실제 어 수업의 문제를 해결하고 개선시킬 수 있는 연수를 원하고 있었다. T6의 경우는 
코티칭 관련 교사연수를 설계하면서 “지식을 아는 것을 넘어 실제로 교사가 자신의 수업에서 적
용해 보는 능력이 중요하다고 여겨진다. 따라서 대면 및 실습 중심의 연수를 통해 실질적인 수업 
팁과 운  방법을 얻어가는 것이 목표”라고 밝히고 있다(T6 교사연수 설계). T4는 “현직 초등
어교사에게 실질적으로 도움이 될 수 있는 연수 프로그램을 구성”하고자 하 고, “연수 과정 중 
소통 활동을 통해 현장에 바로 적용할 수 있는 실용적인 어 수업 개선 방안”을 목표로 한다고 
하 다(T4 교사연수 설계). 

셋째, 교사들은 교원학습공동체와 유사한 유형으로 교사들이 협력하여 전문성을 향상시키는 연
수를 원하 다. 앞서 언급한 T4가 설계한 교사연수 프로그램의 경우 “현직교사 간 의견 교환을 
통한 어 수업 능력 향상, 분야별 공동 수업 개발 및 현장 적용”이 목표 중 하나 다. T5의 경우
는 교사연수 프로그램 설계에서 나타나 있듯이, 일방적인 지식 전달 위주의 강의보다는 동료 교사
들과 수평적인 관계에서 수업 개선을 꾀하고자 하 다.
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이 연수의 계획은 다음과 같은 두 가지 의문으로부터 시작되었다. 왜 모든 연수는 강사로부터 
일방적으로 지식을 전달 받아야만 하는 걸까? 경험이 많은 교사들이 각자의 노하우를 공유하
며 서로서로 가르치는 것만으로도 훌륭한 연수가 되지 않을까? 예전에 프로슈머 방식으로 연
수를 들은 적이 있다. 연수생들끼리 모여서 연수내용을 선정하고 강사를 섭외했는데, 다들 베
테랑 선생님들이어서 강사를 선정하는 데에 매우 어려움을 겪었다. 활발히 활동하고 있는 강
사들을 가르친 사람들이 연수생으로 참여했으니, 연수생보다 훌륭한 강사를 구하기가 하늘의 
별따기 다. 우여곡절 끝에 강사들을 수소문하여 연수를 마치기는 하 으나, 그 연수에서는 
연수 자체의 프로그램보다는 선생님들과의 대화를 통해서 얻은 것이 더 많았다. (T5 교사연
수 설계)

 
4.3.3 어교사연수 참여 결심

연구에 참여한 교사들은 전문성 신장을 위해 연수에 기꺼이 참여하고자 하는 의지가 있었다. 
T1은 어교사연수 프로그램을 수강한 경험이 있었는데, 한동안 수강하지 않았지만 다양한 주제
로 어교육 관련 연수를 다시 신청해서 수강하려는 계획을 다음 포트폴리오에서 드러내고 있다.

1년에 1~2차례 어교육 관련 연수를 수강할 계획입니다. 작년까지는 1년에 꼭 어교육 관
련 연수를 수강하 는데 올해는 개인적인 상황으로 어 연수를 수강하지 못했습니다. 초등교
사 연수 전문 사이트, 사설 연수 사이트 등에 생각보다 다양한 주제의 어 관련 연수가 많은
데 수강할 때 벅찰 때도 많지만 수강이 완료되면 항상 뿌듯함을 느꼈습니다. 올해 남은 기간
동안 어 수업 관련 교사연수를 꼭 수강해보고자 합니다. (T1 포트폴리오)

T3의 경우는 “가치 있게 발전적으로” 살아가기 위해 어교사연수 프로그램에 관심을 가지고 
신청하겠다고 결심하 고, 이는 사전 설문 응답에 잘 나타나 있다. T6는 교사로서 “부족한 부분”
을 채워주는 연수 프로그램에 참여하고 싶다는 의도를 포트폴리오에서 제시하고 있다.

현실에 적응하며 살다 보니 문득 조금 더 가치 있게, 발전적으로 살고 싶다는 생각이 들었습
니다. 아직 한 번도 어 연수 프로그램을 신청하여 들어본 적이 없지만, 앞으로는 공문으로 
오는 다양한 연수 프로그램에 관심을 갖고 제 자신을 발전시키겠다고 다짐합니다. (T3 사전 
설문)

초등 어교사 전문성 신장을 위해서 교육청이나 기관에서 주최하는 연수에 관심을 가지고 참
여할 것이다. ... 현장에서 어업무를 맡다보면 다양한 연수 공문이 접수된다. 이를 꼼꼼히 
살펴보며 내가 부족한 부분이 무엇인지 확인하고, 연수 프로그램에 참여하고 싶다. (T6 포트
폴리오)

T7은 매우 진취적인 자세로 연수에 참여하려는 의지를 보여주었다. 테크놀로지와 관련된 연수
를 “적극적으로” 찾아서 “적극적으로” 배워 그 내용을 본인의 수업에서 사용하려는 결심을 다음과 
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같이 포트폴리오에서 드러내고 있다.

어교육에 활용하고 있는 인공지능 프로그램, 챗봇 프로그램, 번역기 활용 방안 등 첨단기기 
활용 수업에 관련된 연수를 적극적으로 찾아서 듣고 수업에 활용할 것이며 현재 소개되고 있
는 수많은 온라인 도구 중 가장 유용하게 쓸 수 있는 방법을 탐색하여 한두 가지 프로그램 
활용법을 적극 배워 학습에 활용하여야겠다. (T7 포트폴리오)

4.3.4 어교사연수 지도 의향

연구에 참여한 교사 중에서 고경력 교사인 T5의 경우는 교사연수에 교사학습자로 참여하기보다
는 교사교육가로 다른 교사들을 지도할 수 있는 역량과 의지가 있음을 드러내었다. 이는 주변 교
사들이 T5의 수업 방식을 공유해 주도록 요청받으면서 더욱 두드러졌고, 이는 다음 포트폴리오에
서 엿볼 수 있다.

어 지도 노하우 정리하기: 옆 반 선생님께서 자꾸 물어온다. 이럴 때 어떻게 해야 하냐고, 
어떻게 하고 계시냐고. 나만의 노하우를 알려주면서 교사로서 의욕이 다시 생긴다. 딱히 내가 
이렇게 하고 저렇게 하고 하며 가르치는 건 아니지만, 함께 머리 맞대고 문제를 해결하는 과
정에서 나의 경험이 빛을 발할 때가 종종 있다. (T5 포트폴리오)

T5는 또한 한 초등교사가 어 수업 방법에 관한 책을 썼는데 유용한 부분이 있음을 보고, 본
인도 어 교수 방법을 정리하다 보면 후배 교사들에게 도움이 될 수도 있음을 인식하게 되었다
고 포트폴리오에서 밝히고 있다.

얼마 전 한 초등교사가 쓴 어 수업 방법에 대한 책을 본 적이 있다. 그 선생님의 수업 방법 
모두가 마음에 든 것은 아니지만, 분명 도움이 되는 부분도 있었다. 나만 알고 있는 것을 나
만 아는 것으로 두는 것보다 누군가에게 조금이나마 도움이 된다면 좋겠다는 생각이 들었다. 
물론 내 지식이 최고고 나의 교수 방법이 모두 옳다는 것은 아니다. 그러나 내가 알고 있는 
것을 기록하다 보면 정리하는 과정에서 나 스스로 교사로서의 정체성과 철학이 정리되면서 
앞으로 어떻게 가르쳐야 할지 답을 찾을 수 있을 것 같다. 그동안 내가 어떻게 해 왔는지 과
거를 돌이켜 보고 나의 장점과 단점을 파악할 수 있을 것이다. 또한, 이렇게 정리된 결과물이 
후배 교사들에게 조금이나마 도움이 된다면 더더욱 좋을 것이다. (T5 포트폴리오)

5. 결론
본 연구는 초등 어교사가 대학원 학위과정에서 어교사교육에 관한 세미나를 거치면서, 어

교사연수에 관한 경험을 정리하고, 교사연수 프로그램을 설계하면서, 어교사 전문성을 신장시키
는 원동력으로서 교사연수에 대한 인식과 요구가 어떠한지를 분석하 다. 초등 어교육 전공 석사
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과정에 재학 중인 7명의 초등교사를 대상으로 교사연수 프로그램 설계 과제, 사전 설문지, 포트폴
리오, 기말보고서, 사후 설문지, 수업 관련 자료를 수집하 다. 수집된 자료는 내용분석(content 
analysis)을 바탕으로 질적으로 분석되었다. 

분석된 주요 결과는 다음과 같다. 첫째, 연구에 참여한 교사들은 교수경력에 따라 각기 다른 교
사연수 경험을 보 다. 신규 교사는 교사연수 경험이 미흡하 고, 저경력 교사는 교사연수 참여를 
시도하 다. 고경력 교사는 교사연수에 참여한 경험이 풍부하 고, 더 이상 수강하고 싶은 연수를 
발견하지 못한 경우도 있었다. 둘째, 교사들은 연수 참여자로서의 관심과 연수 교수자(교사교육
가)의 입장에서 연수 프로그램을 설계하면서 이 활동을 새롭고 유용하며 즐거운 활동으로 인식하

다. 설계한 교사연수는 교사 전문성 신장을 위해, 교사의 어 능력 향상, 어 교수 능력 향상, 
원어민보조교사와의 협업, 어 수업 지식 공유를 목표로 하 다. 셋째, 교사들은 전문성 신장을 
위한 어교사연수의 필요성을 인지하 고, 어교사연수의 변화(학습자의 요구에 부응하고, 현장 
적용성이 높으며, 교사간 협력하는 연수)를 요구하 으며, 어교사연수에 참여하기로 결심하거나 
지도할 의향을 드러냈다. 

본 연구에서 연구 참여 교사들은 어교사연수를 어교사 전문성 신장의 원동력으로 인식하
다. 이는 어교사의 전문성이 교사교육 및 교사연수 경험을 통해 형성되고 신장된다는 주순옥과 
안경자(2015)의 결과와 유사하다. 또한, 어교사연수가 교사의 교수동기와 전문성 향상에 긍정
적인 향을 미친다는 선행연구(김경혜, 안경자 2021, 김성혜 외 2018, 김신혜 2011, 김 순 
2018, 김종 , 안경자 2016)의 연구결과와도 일치한다. 대학원 학위 과정을 통한 어교사의 다
면적인 발달의 측면에서도 선행연구(안경자 2019, 2022, Ahn 2009, 2010) 결과와 일맥상통한다. 
나아가 본 연구에서는 교사의 경력이나 전문성의 정도, 관심사, 변화 의지 등에 따라 어교사들
이 이 원하는 어교사연수 프로그램이 다를 수 있음을 밝혀냈다. 이렇게 본 연구는 어교사교육
에 관한 대학원 강좌를 수강하면서 교사교육의 이론과 실제를 접하고, 어교사들에게 유용할 교
사연수를 설계하는 활동 등을 통해 교사들의 어교사연수에 관한 인식과 요구를 심도있게 탐구
할 수 있었다. 

본 연구결과를 통해 논의할 만한 사항 및 시사점은 다음과 같다. 첫째, 참여 교사들은 어교사
로서의 전문성 향상을 원하 고 자연스럽게 교사연수 프로그램의 필요성을 지각하고 프로그램에 
참여하고자 하 다. 교사의 발전은 변화하려는 자발적인 의지(willingness to change)가 원동력이 
된다고 볼 때, 교사연수가 그러한 변화를 촉진하는 계기가 됨을 확인할 수 있었다. 이로서 어교
사교육의 필요성과 중요성을 재확인할 수 있었다. 

둘째, 교사연수 설계 활동을 통해 교사로서의 역할과 정체성의 변화를 겪으면서 교사들은 한층 
성장하게 되었다. 교사학습자(teacher learner)로서 연수에 참여하는 입장에서 본인에게 관심이 
높은 주제를 교사교육 프로그램으로 발전시킬 수 있었다. 나아가 교사교육가(teacher educator)의 
입장에서 교사연수 프로그램을 설계하면서, 본인이 정통한 분야에서, 어교육 현장의 필요에 부
응하고 교사의 요구를 충족시킬 수 있는 연수 프로그램을 도출할 수 있었다. 

셋째, 본 연구에서 교사들은 교사연수 프로그램을 설계하면서 기존의 교사교육 프로그램이 변화
하기를 바라고 있었으며, 어교사연수 프로그램에서는 이를 반 할 필요가 있다. 경력이나 전문
성의 정도에 따라 원하는 교사연수 프로그램을 접할 수 있도록 다양한 주제와 형태의 연수 프로
그램 제공을 검토할 만하다. 이와 함께 실제로 교실에서 바로 적용가능한 효과적인 교수방법이나 
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교수학습자료를 제작할 수 있는 연수 프로그램 운 을 고려해야 할 것이다. 또한, 전문가의 일방
적인 강의보다는 수평적인 관계에서 교사들이 상호 교류하며 발전하는 프로그램을 기획할 수 있
을 것이다. 나아가 교사별로 상이한 현장의 어려움을 개별적인 맞춤식 교사교육을 통해 해결하도
록 도울 필요가 있다. 더불어 교사간 협력적인 성찰(collaborative reflection)을 통해 현장의 문제
를 해결하고 교사의 전문성을 발전시킬 필요가 있다. 

넷째, 현직교사의 전문성 신장을 위한 교사교육 프로그램에서는 교사들이 어 교수학습, 교사
교육 경험을 성찰하고, 교실의 당면한 문제를 발견하여 해결해 가면서, 자기주도적 혹은 공동체적
인 역량을 향상시키도록 지원할 필요가 있다. 본 연구의 맥락인 어교사교육 관련 대학원 세미나
가 한학기 동안 일종의 교원학습공동체로 교사들이 시행착오를 거치고 문제와 해결책을 공동으로 
논하며 발전해 나가는 매개공간(mediational space)을 제공하고 있다. 이처럼 교사의 발전이 세미
나 수강생 중심의 교사 공동체라는 사회적인 역(social plane)에서 시작되어 개인적 역
(psychological plane)으로 내재화(internalization)되며 발전함을 알 수 있다(Vygotsky 1978, 
1986).

본 연구는 어교사교육 프로그램에 참여한 교사들의 전문성 발달을 위한 교사연수 설계를 포
함한 교사교육 공동체에서의 활동을 분석하고 교사들의 어교사연수에 관한 인식과 요구를 분석
하 다. 본 연구의 제한점을 보완한 후속연구가 시행된다면 어교사교육 분야에 기여할 것으로 
보인다. 첫째, 본 연구는 7명의 대학원 세미나 참여 교사의 수업 산출물과 자료를 중심으로 분석
하 다. 교사연수 설계 과제, 사전, 사후 설문지, 포트폴리오 등 다양한 자료를 수집하 는데, 연
구 참여자를 대상으로 여러 차례에 걸쳐 심층면담도 실시할 수 있다면 교사연수에 관한 보다 심
도있는 분석이 가능할 것이다. 둘째, 본 연구는 수집한 자료를 통해 교사의 전문성 발달과 교사연
수가 접한 관련이 있음을 발견하고 이를 통해 참여 교사의 교사연수에 관한 인식을 분석하 다. 
향후에는 교사연수에 관한 인식에 더 집중하여 교사일지, 설문 조사, 수업 관찰, 교사연수 수업 
관찰 등의 자료를 수집한다면, 교사연수 프로그램에 대한 논의가 깊고 풍부해질 것이다. 셋째, 본 
연구는 한 학기 동안 참여 교사를 대상으로 자료를 수집하여 분석하 다. 지속적인 교사의 전문성 
신장의 측면에서 후속적인 연구가 시행된다면 장기적인 관점에서 교사교육의 효과 및 교사의 전
문성 신장 양상을 살펴볼 수 있을 것이다.

본 연구는 7명의 초등 어교사를 대상으로 대학원 세미나 수업에서 전문성 발달을 위한 교사연
수 프로그램을 설계하는 등 활동을 통해 교사연수에 대한 경험과 인식을 분석함으로써, 교사연수
의 교사 전문성 발달에의 효과, 교사연수 프로그램 변화의 필요성, 교사학습자 및 교사교육가로서
의 교사의 정체성에 대해서도 살펴볼 수 있었다. 본 연구 및 후속연구는 어교사의 전문성 발달
을 위한 어교사교육에 관한 시사점을 제공하여 어교사교육의 발전과 관련 정책 발전에 이바
지할 것으로 기대한다.
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The purpose of this study is to show the development process of the 
Military English Army Basic Word List (MEABWL), which is 
specifically designed for military English. The process of developing 
MEABWL involves the following three steps: 1) create a military 
English corpus (MEA_Corpus) by crawling big data composed of various 
military-related written and spoken texts; 2) make word lists in three 
ways (i.e., by using the scope of range, utilizing the corpus comparison 
approach, and extracting keywords) and select the most appropriate one 
for the study; and 3) develop a word list incorporating expert judgment 
in regards to 'familiarity' and 'specialty' based on the word list 
categorized by the scope of range. By developing and presenting a 
military English word list through the establishment of a 9,877,104-word 
military corpus, this study is expected to help learners understand 
military-relevant texts and educators customize word lists following 
specific needs in their English for specific purposes (ESP) 
courses/classes. Finally, the study concludes by offering some suggestions 
for further research.
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1. 서론
  어휘는 영어학습에 있어 중심적인 역할을 한다고 해도 지나치지 않을 것이다. 이에 대해 
Wilkins(1972)는 문법 지식이 없더라도 어느 정도 의도하는 바가 전달될 수 있는 것과 달리, 어
휘 지식 없이는 원하는 메시지를 전달할 수 없다며 어휘 지식의 중요성에 대해 언급한 바 있다. 
이처럼 원활한 영어 구사 능력을 가능하게 하는 데에 있어 어휘 지식이 가지는 역할은 매우 크다
고 할 수 있으며, 이러한 어휘 지식의 중요성 및 어휘 교육 효과를 다룬 연구는 다양한 학습자를 
대상으로 특수 목적 영어교육 분야에서도 다수 진행되어 오고 있다(강남희 2017, 권선희 2013, 
김미영 2019).
  영어를 내용적인 면으로 분류하자면 크게 일반 목적 영어(English for General Purposes, EGP) 
및 특수 목적 영어(English for Specific Purposes, ESP)로 나눌 수 있다. ESP는 의료, 법률, 비
즈니스, 군사 등 전문분야에서 사용되는 영어로서, 이는 또다시 학문 목적 영어인 English for 
Academic Purposes(EAP)와 직업 목적 영어인 English for Occupational Purses(EOP)로 나뉜다. 
이러한 ESP는 학습자가 특수한 목적을 달성하기 위하여 특정 기술과 영어를 교육하는 것으로서, 
그 실용적인 특성으로 인해 EFL 및 ESL 환경에서 활발히 사용되고 있다(권은영 2020, 황필아 
2012, Jhang and Parent 2011, Johns and Dudley-Evans 1991).
  원활한 학술 목적 영어(EAP) 교육과 관련해 많은 학자들은 언어와 관련된 다양한 기초 지식을 
학생들이 갖추고 있어야 한다고 보는데, 특히 외국어로 쓰인 학술적인 글을 읽는 데에 있어 어휘 
지식은 그 어떤 언어 지식보다 큰 영향을 미치며(Coxhead 2013, Nation 2001) EAP 학습자의 
효과적인 어휘학습을 위한 어휘목록으로 Coxhead(2000)의 Academic Word List(AWL)가 제시되
었다. 그러나 비록 AWL이 대학 수학을 위하여 필요한 어휘목록을 제시하는 ESP적 성격을 가지
고 있다 해도, 법, 의학 등 좀 더 세분화된 특정 분야에 한정된 전문 어휘를 아우르지 못한다는 
한계점이 있어 그간 항공, 화학, 공학 등 전문 영역별 어휘목록을 제공하고자 하는 연구들 또한 
진행되어 왔다(이성은 2022, 최인영 2020, Lei and Liu 2016, Valipouri and Nassaji 2013, 
Ward 1999). 이처럼 특정 전문 영역을 다루는 ESP 학습자들을 위해서는 각각의 특정 분야에 관
련될 뿐 아니라 빈번히 사용되는 전문 어휘학습이 병행되어야 하며(정미애 2007), 이는 군사영어 
학습에도 적용된다.
  현재 우리나라는 그 어느 때보다 복잡하고 어려운 안보환경에 처해 있다. 전작권 전환에 대비한 
군 간부들의 영어 소통능력 함양이 미군과의 작전 수행에 필수적인 요소가 될 뿐 아니라, 한미연
합 작전과 다국적군 작전을 수행해야 하는 상황 등으로 인해 우리 군에게 있어 ESP적인 군사영
어 교수학습의 중요성이 지속적으로 증가하고 있는 것이다(Orna-Montesinos 2013). 
  실제 야전 교범 및 군 관련 문서를 읽는 데 있어 겪는 어려움 중 하나는 어휘와 관련된 것이다. 
이는 군사영어가 (1) 신속 정확한 군사작전에 사용되어야 하는 특수성으로 인해 객관적 사실을 
바탕으로 한 간결한 문장이 많이 쓰며, (2) 약어(abbreviations) 및 두문자어(acronyms)를 다수 
포함하는 특징을 가지는 것에 기인한다(송근호 2022). 좀 더 자세히 살펴보자면 간결한 문장 사
용의 경우, 군사훈련 및 작전 시 무선통신(Radio Communication)을 통한 아군과의 의사소통 과정
에서 무전 내용이 잘 들리는지 상대방에게 확인하고자 할 때 “How copy?” 또는 “How do you 
read me?”이라고 묻는다든지, 상대방의 메시지를 잘 이해했다는 표현을 “I have received your 
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transmission well.” 대신 “Roger,” “Copy,” “Received” 등의 간단한 무선통신 약어로 대체하는 예 
등에서 쉽게 찾아볼 수 있다. 또한, 약어 및 두문자어 사용의 경우, 군사작전 및 훈련 이후 해당 
작전/훈련이 계획대로 잘 이루어졌는지 등을 검토할 때의 ‘사후검토’를 의미하는 “After Action 
Report”는 AAR로, 또 공격/방어작전 시 예하 부대에 하달하는 작전명령을 의미하는 “Operation 
Order”는 “OPORD”로 줄여 사용하는 것뿐 아니라 “CP”와 같은 용어는 군사작전 시 현저한 지형지
물(교량, 고층건물, 산 정상 등)에 부여하여 적 또는 아군의 위치를 용이하게 파악할 수 있게 하
는 ‘확인점’이라는 “Check Point”를 뜻하기도 하고, 군사작전이나 훈련 간 실제 지휘관이 위치하여 
예하부대를 지휘하는 ‘지휘소’라는 “Command Post”라는 뜻도 가지므로 이 같은 두문자어 및 약어
들은 해당 상황이나 문맥에 맞게 의미를 파악해야 하는 신중함을 요한다.
  이러한 군사영어의 특징을 고려해 볼 때 군사영어 전문 어휘로 구성된 목록을 개발하는 것은 
군사 영어교육에 있어 필수 불가결한 작업이라 할 수 있다. 특히 한미연합훈련 및 작전의 교류가 
잦고 그에 따른 미군과의 협력 작전 및 임무 수행의 빈도가 높은 한국군의 특성상 군 내부에서는 
우선 미군과의 교류에 방점을 둔 어학 능력 향상에 주안점을 두고 있다. 그간 군사영어 소통능력 
향상을 목적으로 몇몇 군사영어 관련 코퍼스 연구가 진행되었으나(이한솔, 신경식, 이장호 2012a, 
이한솔, 이장호, 신경식 2012b, Kim 2015, Noguera-Díaz and Pérez-Paredes 2019) 미 육군 
대상 군사영어에 한정된 전문 어휘목록은 아직 개발되지 못한 실정이다. 이에 본 연구에서는 미 
육군 관련 다큐멘터리, 잡지, 야전 교범 등 다양한 자료에서 추출한 실제적인(authentic) 구어 및 
문어를 포함한 빅데이터 자료를 바탕으로 구축한 전문 코퍼스에서 군사영어 ESP 교수학습에 기
초적으로 필요하다고 판단되는 어휘를 선별해 목록을 개발하고자 하였다. 즉, 군사영어 분야의 전
문 코퍼스 구축을 통하여 군사영어 어휘리스트를 개발, 제시함으로써 본 연구는 향후 효율적인 
ESP 수업과 함께 학습자의 군사영어 소통능력 함양에 도움을 주는 것을 목적으로 한다. 

2. 이론적 배경
2.1 군사영어의 특징 및 중요성

  군사영어는 군(military)이라는 특수한 조직 또는 환경에서 주로 사용되는 특수 목적용 영어
(ESP)의 한 부류로서, Dudley-Evans와 St. John (1998)이 분류한 전문 영역에 따른 ESP의 분
류 유형 중 특수직업을 위한 영어(EOP)에 속한다. 즉, 군사영어는 일반적인 상황이나 문맥에서는 
잘 활용되지 않는 특정한 ‘군사적인’ 의미가 있는 명사, 형용사, 동사 및 다양한 종류의 약어, 두
문자어, 작전 및 전술 용어 등을 포괄한다. 이러한 군사영어는 일반적인 상황에서 쓰이는 영어와
는 달리 군이라는 특수한 환경에서 특정한 목적(전술훈련, 작전계획 수립, 무선통신 등)을 달성하
기 위해 반드시 ‘학습’이 되어야만 원활한 의사소통을 가능하게 한다는 특징이 있다. 또한, 신속하
고 정확한 의사소통의 목적을 달성하기 위해 간결한 문장을 사용하고(송근호 2022), 특정한 상황
에서 그에 맞는 의미를 지니는 어휘(예를 들면, friendly fire)를 사용한다는 특징 또한 가진다.
  군사영어의 중요성은 크게 두 가지 측면에서 살펴볼 수 있는데, 첫 번째로는 국제적인 군사적 
환경에서 다양한 국가의 군 구성원들이 소통하는 ‘국제언어로서의 영어(English as an 
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International Language)’라는 점이다. 이미 세계 여러 분쟁지역에서 두 국가 또는 그 이상 국가들
의 군이 평화강제작전 및 평화유지작전 등과 같은 다양한 국제적인 또는 다국적 군사 임무를 수
행하고 있고(Pierce and Dixon 2006), 그러한 국제적인 군사적 환경에서 영어는 매개어
(vehicular language) 또는 공용어(lingua franca)로서 다국적군 구성원들이 원활한 의사소통을 할 
수 있는 가장 중요한 언어적, 문화적 수단이다(Orna-Montesinos 2013). 최근 러시아-우크라이
나 전쟁으로 그 중요성을 더욱 주목받고 있는 북대서양 조약기구(North Atlantic Treaty 
Organization; NATO)의 구성원들도 영어를 공용어로 쓰고 있다(김나래, 이한솔, 정태영 2019). 
이러한 점에서 볼 때, 군사영어는 다양한 국적과 문화적 배경을 가진 군 구성원들이 국제적인 군
사 임무를 성공적으로 달성할 수 있도록 윤활유 구실을 하는 “군사 공용어(English as a military 
lingua franca)”라고 할 수 있다(진성한 2022, p. 61).
  두 번째로, 한반도의 지정학적 위치와 연계하여 한미연합훈련의 중요성이 날로 증대되고 있는 
가운데, 군사영어는 유사시 한미연합사령부의 작전 통제 하 우리 군이 미군과의 연합작전을 수행
할 때 필수적인 요소이다. 또한, 향후 전시 작전통제권 전환에 대비하여 한국군이 주도적으로 한
미 연합훈련 및 연합작전 등을 이끄는 데에 있어 군사영어를 구사하는 능력을 배양하는 것은 매
우 중요하다. 여기서 군사영어 능력을 향상시킨다는 것은 단순히 미군과의 의사소통 측면에서 회
화능력을 증진하는 것뿐만 아니라, 한미동맹이라는 기치 아래 군사영어를 통해 연합작전을 계획 
및 지도하고, 미군과의 효율적인 작전수행능력을 기르는 등 한미 연합방위를 실현하기 위한 실질
적인 능력을 향상시키는 것을 의미한다(송근호 2022). 또한, 해외파병을 통한 국제평화유지활동, 
해외 군사교육, 해외 다국적 연합훈련 등 다양한 국제적 기회에서 한국군이 외국군들과 소통하는 
데 있어 군사영어는 필수불가결한 요소이다.
  이렇듯, 군사영어 교육 및 학습에 대한 중요성에도 불구하고 이와 연관된 연구들은 많지 않은 
것이 사실이다. 실제 군사영어는 해방 이후 미 군정 시기 군사영어학교에서 장교후보생들에게 영
어교육을 했던 것을 시초로 거슬러 올라갈 만큼 역사가 오래되었으나, 군사영어가 군이라는 특수
한 집단이 특정한 상황에서 사용한다는 제약으로 인해 충분한 학문적 관심을 얻지 못하였다. 그나
마 국내에서는 군사영어를 가르치는 사관학교 및 국방어학원 등 관계 기관에서 군사영어를 어떻
게 효과적으로 학습하고, 교육하고, 평가할 것인가에 대해 꾸준한 관심을 경주해 오기는 하였으나
(신경식, 박지환 2009, 정태영, 신경식, 허진 2009, 김나래 외 2019, 이한솔, 김나래 2020, 이한
솔, 오준혁, 정태영 2021). 아직 군사영어의 교육 및 학습에 대한 정량적인 학습효과나 효율적인 
학습방법 및 평가방법에 관해서는 연구가 많이 부족하므로 향후 꾸준한 연구적 관심이 요구된다.

2.2 코퍼스 관련 선행연구

  코퍼스(Corpus)는 언어 연구, 그중에서도 특히 어휘연구에 주로 활용되는 방대한 양의 문어 및 
구어 텍스트들의 집합이다(강범모 2003). 코퍼스는 컴퓨터 활용으로 인해 많은 양의 정보를 단시
간 내에 분석해 주는 것뿐 아니라 통계적 분석을 통해 특정 기준(빈도수 등)에 맞는 정보를 추출
함으로써 학습자들에게 유용한 지표를 제공할 수 있다는 장점을 가지며(Biber, Conrad and 
Reppen 1998), 이로 인해 그간 코퍼스를 활용한 EFL 학습 관련 연구들이 다수 진행되어 왔다
(김성식 2007, 김태국, 정채관 2016, 이경은, 신정화 2017, 이효진, 민덕기 2016, 임수영, 이은주 
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2012, 정채관 2021, 한나래, 이수화 2009). 
  이처럼 코퍼스는 EFL 환경에서 언어 교수 및 학습에 유용하게 사용될 수 있다는 장점으로 인
해 관련 연구들이 꾸준히 진행됐지만, 군사영어의 학습효과를 높일 수 있는 코퍼스 활용 국내 연
구는 많이 부족한 실정이다. 그럼에도 불구하고 군사영어 학습에 관계된 몇몇 코퍼스 연구가 보고
된 바 있는데, 일례로 신경식과 박지환(2009)은 군 교범 중심으로 구성된 읽기 및 쓰기 목적의 
코퍼스를 구축한 바 있으며, 정태영(2018)은 국내 학습자들의 구어 데이터를 활용하여 학습자 구
어 영어 코퍼스를 구성한 후 이를 실제 수업에 활용할 수 있는 방안을 제시하였다. 이한솔 외
(2012a, 2012b) 역시 각각 실용자료에 근거해 군사영어 코퍼스를 한미 연합작전에 실제로 활용
할 수 있는 방법 등을 연구하였는데, 좀 더 구체적으로 이한솔 외(2012a)는 기존의 교범 중심 코
퍼스에 추가하여 말하기 중심의 자료들을 보완함으로써 좀 더 실질적으로 군사영어 회화상황에서 
쓰일 수 있는 코퍼스를 구축하고자 하였으며, 이한솔 외(2012b)는 실용적인 말하기 위주의 코퍼
스를 구축하여 실제로 군사영어에서 사용되는 어휘와 가장 잘 조합되는 어휘 및 빈도수 등을 파
악하였다. 이와 같은 ESP 코퍼스 구축은 해당 분야 어휘리스트 작성을 위한 기초작업이 된다. 

2.3 어휘목록 관련 선행연구

  영어를 외국어로 배우는 EFL 환경의 학습자들에게 있어 가장 기본적이면서도 필수적인 요소는 
어휘 습득이다(Saville-Troike 2006). 그동안 학습자들의 효율적인 학습 보조도구로서 다양한 어
휘목록이 개발되어 왔는데(Coxhead 2000, Xue and Nation 1984, West 1953), 이 중 가장 대표
적인 어휘목록으로는 West(1953)가 개발한 General Service List(GSL)이 있다. GSL은 총 250
만 단어로 구성된 코퍼스를 기반으로 추출한 2,284개의 표제어로 구성된 어휘 목록으로서, 현재 
사용되는 어휘를 반영하고 있지 않다는 점에서 비판을 받고 있긴 하지만(Carter 2012), 텍스트 
포괄률이 약 80%를 차지하기 때문에 Nation과 Hwang(1995)은 EAP 어휘 학습 이전에 공부하기
에 효과적이라고 주장하였다. 
  GSL 이후 대표적인 어휘목록으로 Coxhead(2000)가 제시한 Academic Word List(AWL)가 있
다. AWL은 법(law), 과학(science), 상경(commerce), 예술(arts)의 4가지 학문 영역 및 28개 세
부 교과목 텍스트의 총 350만 개 토큰으로 구성된 문어 학술 코퍼스에서 추출한 570개의 단어
(word family)으로 이루어진 EAP 어휘목록이다. 여기에서 주목할 점은 AWL은 GSL을 이미 학습
했다는 전제하에 개발되었기 때문에 GSL에서 다루는 어휘는 중복하지 않고 있다는 점이다. AWL
은 전공에 무관하게 다양한 학문 분야에서 공통적으로 사용되는 어휘를 목록화한 것으로서 학술 
텍스트 포괄률은 약 10%이다(Nation 2001). 
  AWL 개발 이후로도 ESP 분야에서 다양한 어휘리스트가 개발되어 왔다. 일례로 의학 분야에서
는 Wang, Liang과 Ge(2008)이 의학연구논문 288편에서 1,093,011개의 의학 분야 학술 어휘를 
수집하여 코퍼스를 구성한 후 관련 어휘목록인 Medical Academic Word List를 작성해 분석하였
고, 이와 유사하게 Yang(2015)은 간호 관련 연구논문 252편을 활용하여 만든 코퍼스를 기반으로 
어휘목록을 만들었으며, 국내에서는 이성은(2022)이 보건의료 계열 전공 대학생들의 글로벌 의사
소통역량 강화를 목표로 이를 위하여 그녀는 TED 내 의학 관련 강연 251개의 대본을 수집해 총 
512,013개의 토큰으로 구성된 코퍼스 기반의 의학영어 어휘목록을 개발하였다. 
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  의학 이외에 비즈니스, 해양, 항공, 기계공학 등의 분야에서도 관련 연구가 진행되어 왔다. 먼
저, 정미애(2007)는 비즈니스 분야 학술지 논문, 경제 서적, 전문지 기사 등 비즈니스 분야 출판 
및 보조자료로 구성된 코퍼스에서 얻은 관련 어휘목록을 제시하였고, 장세은과 이성민(2013)은 
부산광역시교육청과 한국교육과학기술부에서 각각 출판한 고등학교 해양영어 교과서 두 권을 기
반으로 코퍼스를 구축한 후 해양영어 관련 어휘리스트를 개발하였으며. 김미영(2019)은 구어 항
공관제영어 코퍼스인 ATCOSIM과 두 개의 참조 코퍼스인 BNC Sampler Spoken 및 COCA 
Spoken에서 각각 고빈도 어휘 리스트를 추출해 항공관제 영어의 특징을 비교하였다. 이외에도 기
계공학 분야의 영어 논문초록으로 코퍼스를 구성하여 전문 어휘를 추출한 신창원(2012) 등 전문
분야 관련 ESP 특수 소규모 코퍼스를 구축하고 관련 용어를 추출하여 제시한 연구가 점차 증가
하고 있다. 
  이와 같은 시도는 군사영어 분야에서도 찾아볼 수 있다. 우선 신경식과 박지환(2009)은 연합작
전에 미군과 연합군이 실제 사용하는 교범을 활용하여 군사영어 전문 코퍼스를 구축하여 군사영
어 전문용어 및 연어 목록을 제시하였으며, Kim(2015)는 해군 관련 저서, 논문, 매뉴얼, 연설문 
등 문어와 구어 텍스트로 구성된 Military English Corpus를 구축한 후 이곳에서 추출한 고빈도 
어휘 20개 리스트와 FROWN 코퍼스에서 추출한 고빈도 어휘 20개 리스트의 직접 비교 및 장르 
별 고빈도 어휘 리스트 비교를 통해 해군 영어 표현의 특징을 분석하였다. 
  이처럼 의학, 해양, 항공, 군사 등 다양한 영역에서 특수 목적 영어의 성격을 고려한 어휘목록
이 제시되고 있음을 알 수 있으나, 상기 연구들은 ESP 코퍼스에 기반하여 고빈도 어휘리스트를 
추출하였다는 공통점을 가진다. 즉. 어휘선정 기준이 빈도수(frequency)에 국한된다는 것이다. 이
에 반해 신동광과 주헌우(2008)는 빈도수 이외에 사용범위(range), 사용분포(frequency 
dispersion)의 기준을 적용하여 단어 기반의 어휘 검색 프로그램을 개발함으로써 2006년 발표된 
영어과 개정 교육과정을 따르는 교과서 내 어휘들을 검색할 수 있게 하였다. 한 걸음 더 나아가 
이문복과 신동광(2015)에서는 2008년의 연구와 달리 사용분포 대신 어휘 친숙도(familiarity)를 
적용함으로써 한국인 학습자의 학습 특성을 고려한 어휘검색 프로그램을 개발해 제시하였다. 본 
연구는 신동광과 주헌우(2008) 및 이문복과 신동광(2015)을 참조하여 빈도수, 사용범위, 사용분
포와 전문성을 적용하여 군사영어 ESP 어휘리스트를 개발, 제시하고자 한다. 

3. 단어 목록 개발절차
3.1 크롤링을 통한 코퍼스 구축

  크롤링이란 대량의 텍스트를 비교적 간단한 코드를 이용하여 자동으로 수집하게 해주는 기술이
다. 이러한 크롤링은 스크래핑(scraping), 크롤링(crawling), 파싱(parsing)으로 세분되며, 이는 텍
스트 자동 수집 기술에 있어 세밀한 정도의 순서에 따른 분류이다(장철원 2022). 본 연구의 경
우, 코퍼스 구축 과정에 있어 각 소스 별로 원하는 특정한 부분(예. 광고를 제외한 텍스트, 이미
지를 제외한 텍스트 등)만을 의도적으로 수집하는 만큼, 엄밀히 말해 파싱을 통하여 코퍼스를 구
축했다고 할 수 있다.
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  본 연구에서는 파이썬으로 코드 작성 및 실행 이후, 구글의 크롬 셀레니움(Selenium)을 사용하
여 모든 파싱 작업을 시행하였으며, 웹사이트별 수집 방법의 상이성을 해결하기 위하여 각기 다른 
방식으로 문어 텍스트와 구어 텍스트 수집하였다. 즉, 문어 텍스트 수집의 경우, 각 뉴스 기사 웹
사이트에 맞는 코드를 작성하였고, 구어 텍스트 수집을 위해서는 동영상 스트리밍 웹사이트에 맞
는 코드를 작성하였는데, 구어 텍스트 수집의 경우, 좀 더 세부적으로, 우선 각각의 기사나 스트
리밍 페이지의 주소(URL)를 수집하였다(그림 1 참고). 

그림 1. 링크 수집

  비디오 스트리밍 사이트에서 수집한 텍스트는 대개 음성인식 기술의 하나인 
Speech-to-Text(STT) 기반의 자동자막생성 시스템을 활용하였다. 그러나 오래전에 업로드된 
영상 등 자료수집 과정 중 자동자막 기능이 비활성화된 경우가 있어, 그러한 영상들의 자막은 본 
연구의 텍스트 수집에서 제외하였다. 다양한 방식으로 수집한 모든 텍스트는 각각 전처리 시행 이
후 대규모 코퍼스인 Military English Army(이하 MEA) Corpus를 구축하였으며, 이를 위해 사용
된 텍스트의 구성은 아래 표 1과 같다.

표 1. 군사영어 전문 코퍼스(MEA Corpus) 구축에 사용된 텍스트

  
3.2 군사영어 어휘리스트(MEABWL) 선정 기준  

  코퍼스를 기반으로 하는 어휘선정 기준에는 통상 빈도수(frequency), 사용범위(range), 분포 빈

텍스트 상위 카테고리 하위 카테고리
문어 

텍스트
미 육군 교범

미 육군 관련 웹사이트 1) military.com
2) army.mil

미 육군 잡지 1) ARMY Magazine(by Association of US Army)

구어 
텍스트

비디오 스트리밍 사이트 내 
미 육군 관련 채널

1) 미 육사 채널
2) ROTC--Univ. of IOWA
3) USARMY
4) military.com

미 육군 관련 다큐멘터리 1) Medal of Honor
2) Surviving the Cut
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도수(dispersion)가 적용되지만(신동광 2011), 본 연구에서는 이문복과 신동광(2015)에서와 같이 
분포 빈도수와 빈도수 간의 높은 상관도를 이유로 분포 빈도수를 선정 기준에서 제외하였다. 대신 
특수 목적 영어라는 성격을 고려해 전문성(specialty)이라는 기준을 추가 적용하기로 하였으며, 
본 연구에서 군사영어 기초 어휘목록(Military English Army Basic Word List, MEABWL)을 만
들기 위하여 적용한 어휘선정 기준의 정의 및 의의는 다음과 같다.

3.2.1 사용범위(Range)

  하나의 어휘는 다양한 코퍼스에서 사용될 수 있는데, 이를 측정하는 어휘선정 기준이 바로 사용
범위이다. Coxhead(1998, 2000)은 대학 전공 코퍼스 28개 중 최소 15개 전공에서 사용되는 어
휘를 추출하여 AWL을 개발하였다. 본 연구에서는 기존 ESP 코퍼스 8개를 비교 코퍼스로 사용하
였으며, 이는 예술(Arts), 상업(Commerce), 법(Law), 과학(Science) 분야의 문어 코퍼스
(written corpus) 4개와 인문학(Arts & Humanities), 사회과학(Social Sciences), 자연과학
(Physical Science), 생명 의료과학(Life & Medical Sciences) 분야의 구어 코퍼스(spoken 
corpus) 4개로 구성되어 있다.

3.2.2 빈도수(Frequency)

  선행연구에서 살펴보았듯이 대다수의 코퍼스 기반 어휘목록은 빈도수 순에 따라 어휘가 추출되
었으며, 이러한 경향은 다양한 분야의 특수목적 영어 어휘목록 개발에도 다수 적용돼 오고 있다
(권선희 2013, 김미영 2019, 이성은 2022). 즉, 빈도수는 어휘목록 제작에 가장 보편적인 기준이
라 할 수 있다. 

3.2.3 친숙도(Familiarity) 

  비원어민 학습자는 원어민과 동일한 빈도의 어휘에 노출되기 쉽지 않다. 따라서 친숙도는 어휘 
등급을 구분할 때 비원어민 학습자의 특성이 고려된 기준으로서 종종 사용되어 왔다(신동광 
2011, 이문복, 신동광 2015). 본 연구에서는 이문복, 신동광(2015, p. 122)에서 개발된 측정 척
도를 활용하여 친숙도 정도를 살펴보았다.  

표 2. 어휘 친숙도 측정 척도(이문복, 신동광 2015, p. 122)

 

척도 기준 설명
5 표현의 사용이 매우 친숙함
4 표현의 사용이 비교적 친숙함
3 표현을 잘 사용하지 않으나 의미는 잘 알고 있음
2 표현을 거의 사용한 적 없으나 의미는 대략 알 것 같음
1 표현을 듣거나 본 적 없어 의미를 전혀 알지 못함
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3.2.4 전문성(Specialty)

  전문 어휘(technical vocabulary)는 어느 특정 분야, 전공, 또는 주제에 관계한 어휘이다(이제
영, 김정렬 2013). Nation(2001)은 전문 어휘선정에는 특정 전공 및 분야에서 자주 사용되는 어
휘의 형태 및 의미 고려가 중요하며, 연구자의 직관에 따라 기준점이 결정된다고 언급하였다. 본 
연구에서는 단어의 형태와 의미를 중심으로 전문 어휘를 산출하고자 Nation(2001, pp. 198-200)
의 전문 어휘선정 기준척도를 각색하여 다음 표 3과 같이 전문성 척도를 개발하였다.

표 3. 어휘 전문성 측정 척도(Nation, 2001, pp. 198-200 각색)

3.3 군사영어 어휘 선정 기준 적용 절차 

  군사영어 전문 코퍼스(MEA Corpus) 활용 군사영어 단어 어휘 목록(MEABWL) 개발을 위한 
어휘 선정에 본 연구에서는 3.2에 제시된 세 가지의 기준으로 세 차례에 걸쳐 각각의 기준을 적
용해보았다. 

3.3.1 1차 기준 적용 단계:　사용범위

  Range_Familizer25는 British National Corpus의 음성 언어 기준, 20,000 단어 내의 모든 단어
를 단어군(word family)으로 변형, 제시한다. 그뿐 아니라 이 프로그램은 어휘의 품사에 무관하게 
굴절 및 파생 변이형을 포함해 제시하므로 어휘리스트 제작을 용이하게 해주는 장점이 있다(신동
광, 주헌우 2008). 
  1차 기준 적용 단계에서 본 연구는 MEA Corpus 내 어휘가 ESP 코퍼스 8개와 비교해 볼 때 
겹치는 사용범위(range)가 어느 정도인 지에 대해 Range_Familizer25 프로그램을 활용하여 알아
보았다. 예를 들어, MEABWL 내 단어의 어휘(키워드) 한 개가 8개의 전문 코퍼스 중 어떤 것과
도 겹치지 않는 경우, 해당 키워드의 결과값은 숫자 1이 되지만, 겹치는 코퍼스가 한 개 있다면 
결과값은 2가 된다. 반면, 전문 코퍼스 8개 모두에 출현하는 키워드가 MEA Corpus에도 있는 경
우, 해당 키워드의 결과값은 9이다. 본 연구에서는 사용기준(range)을 선정 기준으로 적용함에 따
라, 결과값이 1인 키워드는 군사영어에서만 쓰일 확률이 높은 것으로, 반면 결과값이 9인 키워드
는 그 반대인 비군사적, 즉 보편적인 영어단어로 보았다. 

1 본 연구에서 '군사적'이라는 용어는 병영 생활, 군내 활동, 교리, 장비, 학문(군사사, 국제관계, 
무기시스템 공학 등) 등에서 사용되는 것을 의미한다.

척도 기준 설명
3 군사적1인 분야 외에는 단어의 형태가 좀처럼 등장하지 않는 경우
2 단어의 형태가 군사적 분야 내외에서 모두 사용되는 경우
1 단어의 형태가 비군사적인 분야에서 더 자주 사용되며, 의미에도 큰 차이 없는 경우
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3.3.2 2차 기준 적용 단계: 빈도수

  본 연구의 2차 기준 적용 단계에서는 빈도수(frequency)도 함께 포함되어 결과가 제공되었다
(그림 2 참고). 빈도수는 코퍼스 내 특정 단어가 얼마나 쓰였는지 알려주는 지표이므로 MEA 
Corpus 내에 나타난 해당 키워드의 중요도를 알아볼 수 있다. 

그림 2. 리스트에 있는 단어들

3.3.3 3차 기준 적용 단계: 친숙도와 전문성

  3차 기준 적용 단계에서는 군사영어를 가르친 경력이 있는 세 명의 평가자(rater)에게 전문성
(expert judgment)을 기반으로 1부터 5까지의 리커트(Likert)척도를 활용해 군사영어 기준으로 
어휘의 친숙도를 평가하도록 하였다(그림 3 참고). 평가자들은 모두 군사영어 과목을 가르친 경
험이 있지만, 교수 경력 및 군사훈련 경험의 상이성으로 인해 군사영어 어휘 지식의 정도에 있어 
다소 차이가 있었다. 따라서 본 연구에서는 세 명의 점수 차가 너무 큰 키워드는 협의를 통해 조
정하는 절차를 거쳤으며, 최종적으로 Cronbach Alpha 값을 이용해 평가자 세 명이 도출한 결과값
에 대한 평가자 간의 신뢰도(interrater-reliability)를 조사하였다. 

그림 3. 평가자에게 제공된 엑셀 파일

  친숙도(familiarity) 정도와 별도로 군사영어 전문가 3명을 대상으로 전문성(speciality) 정도 또
한 평가하였는데, 전문성 정도는 1부터 3까지의 척도를 사용했으며, 여기에서 1은 가장 일반적인 
단어를, 2는 군사영어와 일반적인 영어 사용범위에 모두 들어가는 카테고리의 단어를, 그리고 3은 
군사영어에서 쓰이는 뜻이 지배적인 단어를 의미한다.
  본 연구는 친숙도(familiarity)와 전문성(specialty)에 해당하는 점수를 획득한 이후 전문성 정
도를 세 개의 항목(category)으로 분류하였으며, 이를 친숙도 값 기준으로 정렬하였다. 그 결과, 
친숙도 평균점수가 가장 높은 5를 받은 단어 어휘들 모두 하나도 빠짐없이 항목 3에 해당하였고, 
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항목 2에는 차순위 친숙도 정도를 나타내는 값들이 순서대로 나타났으며, 항목 1에는 가장 군사
어휘와 거리가 멀거나 기능어 중심의 단어 어휘들이 분류되는 것을 확인할 수 있었다. 
  아래 그림 4에서 볼 수 있듯이, 본 연구에서는 군사영어 기초 어휘목록 개발을 위해 Range 프
로그램을 활용하여 항목 1과 항목 2에 해당하는 단어들을 선택하여 BASEWRD1과 BASEWRD2
의 디지털 파일로 만들고, 텍스트 포괄범위(text coverage) 또한 알아보았다. 

그림 4. Range 프로그램을 통한 어휘목록 개발

3.4 소프트웨어 프로그램 활용 MEABWL 생성 방법

  본 연구에서 군사영어어휘목록을 생성하기 위하여 사용한 소프트웨어는 Range_Familizer25와 
AntConc 프로그램이다. 여기에서 상기 소프트웨어 프로그램을 활용하여 MEABWL이 생성하는 데
에 사용한 방법은 총 세 가지로서, 적용 범위(range) 활용법, 코퍼스 비교법, 그리고 키워드 추출
법이 이에 해당한다. 

3.4.1 Range 분류법

  표 4는 MEA Corpus와 8개의 ESP 전문 코퍼스를 대상으로 각 단어 키워드를 Range(사용범
위) 1부터 9까지 중 Range_Familizer25를 활용하여 해당하는 번호를 나타낸 결과를 보여준다. 빈
도수를 기준으로 상위권에 나타난 키워드 중, Range 값이 작을수록(1에 가까울수록) 군사적인 맥
락의 텍스트에서 흔히 보이는 단어 목록이 추려진 것을 알 수 있다. 또한, Range 9의 최상위권 
빈도의 키워드들은 9개의 코퍼스 모두가 가지고 있는 단어 목록이 추려졌기 때문에, 영어에서 가
장 흔히 볼 수 있는 기능어들인 관사와 전치사가 다수 나타난 것을 확인할 수 있다. 그러나 
Range 값이 작은 키워드들 모두 군사어휘라고 보기는 어렵다. 이는 연구자들이 구축한 MEA 
Corpus에는 군사/군대와 관련된 여러 텍스트 자료가 섞여 있기 때문인데, 이로 인해 Trump(2위), 
Twitter(6위)와 같은 단어들이 Range 값 1을 가질 뿐 아니라 상위빈도에 포함되어 있는 것을 확
인할 수 있다. 다시 말하자면, 상위빈도 키워드들 중 Range의 값이 낮으면 낮을수록 MEA 
Corpus에서만 나타나는 군사적인 어휘들이 대거 포함되어 있으며, Range 값이 9에 가까울수록 
군사적인 것과 거리가 먼 어휘들이 포함돼 있으나, 이는 순전히 빈도수와 Range 값을 이용하여 
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일차적으로 분류한 결과이므로, 다른 방법들을 추가적으로 시도해 보아야 할 것으로 보인다.

표 4. Range 범위별 최다 빈출 단어 리스트

3.4.2 코퍼스 비교법

  Chung과 Nation(2003)은 타켓 코퍼스(target corpus)와 비교 코퍼스들(comparison corpora)의 
토큰 수가 같은 경우, 어떤 단어의 어휘 빈도수가 비교 코퍼스에 나온 해당 어휘 빈도수를 모두 
더한 값과 비교해 50배 이상 차이가 나면 해당 단어의 어휘를 전문적인 어휘라고 보았다. 본 연
구의 타켓 코퍼스 토큰 수는 약 1,000만 개이고, 비교를 위한 전문 코퍼스 8개의 총 토큰 수는 
800만 개이다. 따라서 본 연구에서는 Chung과 Nation(2003)이 제시한 해당 비율 50:1을 40:1의 
비율로 조정하여 적용하였는데, 그 결과 221개의 키워드가 도출되었으며 이는 비교 코퍼스들에 

사용범위
순위 1 빈도 2 빈도 3 빈도

1 INFANTRY 2808 BATTALION 5836 DECONTAMINATE 2090
2 TRUMP 944 PLATOON 3197 MUNITION 1491
3 HOWITZER 792 ARTILLERY 2646 MEDAL 1185
4 SNIPE 624 RECONNAISSANCE 2446 RANGER 886
5 ORDNANCE 576 MATERIEL 1173 RADIOLOGY 874
6 TWITTER 545 SOP 664 REGIMENT 857
7 CHAPLAIN 474 AZIMUTH 533 MARINES 533
8 CONVOY 378 SQUADRON 351 WARRIOR 500
9 CADET 324 INSURGENT 345 MEDIC 442
10 TALIBAN 316 DISMOUNT 320 TOW 404

사용범위
순위 4 빈도 5 빈도 6 빈도

1 SERGEANT 5000 BRIGADE 5948 COM 4670
2 AMMUNITION 2237 TROOP 3057 CORPS 4522
3 MARINE 1737 FORT 2938 CIVILIAN 3672
4 SYNCHRONIZE 1396 VETERAN 1350 LOGISTICS 2632
5 ARMOUR 1226 MAJORS 911 TERRAIN 2326
6 HELICOPTER 1143 ANNEX 874 EVACUATE 1986
7 PENTAGON 1091 AUGMENT 871 SQUAD 1224
8 RIFLE 951 MODAL 688 LIEUTENANT 1213
9 PATROL 895 SENSOR 660 MILLILITER 1005
10 RADAR 720 LETHAL 659 RADIATE 993

사용범위
순위 7 빈도 8 빈도 9 빈도

1 DEPLOY 5254 ARMY 24471 THE 633238
2 TACTIC 4931 COMMAND 9223 AND 301202
3 HEADQUARTERS 3787 MILITARY 15403 BE 413347
4 SUBORDINATE 3212 SOLDIER 3138 OF 326223
5 CASUALTY 2041 MISSION 7750 TO 261252
6 GENERALS 1988 COMBAT 7811 IN 185133
7 ASSAULT 1694 ENEMY 7726 FOR 93837
8 BATTERY 1667 PERSONNEL 7139 THAT 123670
9 AVIATION 1589 STAFF 6463 OR 62456
10 SURVEILLANCE 1560 OFFICER 5643 OPERATE 36342
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나타난 총 빈도수가 타켓 코퍼스에서 나타난 빈도수보다 40배 이상이 차이가 났다는 것을 의미한
다. 
  표 4를 보면 Range 4 내 “Marine(3위)”과 “Synchronize(4위)”의 경우, 8개 비교 코퍼스에서 나
타난 빈도수 합이 타겟 코퍼스 빈도수에 40을 곱한 수보다 크므로 표 5의 1:40 비율로 계산한 결
과표에서는 제외된 것을 확인할 수 있다. 그러나 표 4에서와 마찬가지로, 표 5의 1:40의 비율이라
는 기준을 적용한 결과 역시 어휘목록으로 그대로 사용하기에는 무리가 있어 보이는데, 이는 비율
적용으로 인해 목록에서 사라진 단어 어휘 중 일부도 연구자들은 교수·학습에 필요한 어휘라고 보
았기 때문이다.

표 5. Range 범위별 1:40 비율적용 단어 리스트

3.4.3 키워드 추출법

  키워드는 코퍼스 언어학에서 많이 사용되는 개념으로서, 참조 코퍼스 대비 목표 코퍼스에서 현
저히 높은 사용빈도를 보이는 어휘를 일컫는다(Baker 2004). Range 분석에서는 특정 분야별 코
퍼스를 비교 코퍼스 파일로 사용했었지만, 이와 달리 AntConc 분석에서는 일반 코퍼스(general 
corpus)를 참조 코퍼스로 지정하였다. AntConc 프로그램은 해당 코퍼스 내 어휘와 참조 코퍼스 
어휘를 타입(type)으로 비교한 후, 출현 빈도수가 높은 단어들과 비정상적으로 출현 빈도수가 낮
은 단어들(negative keywords)을 카이제곱 검정 또는 로그 가능도 검정방식을 통해 중요도
(keyness) 및 빈도수(frequency)를 산출하므로 단순 빈도수 활용을 통한 방식이 아닌, 통계적인 
값에 의해 5,000개의 키워드를 추출한다. 아래 표 6은 AntConc 프로그램을 이용하여 keywords
를 뽑아낸 결과를 정리한 것이다. 

사용범위
순위 1 빈도 2 빈도 3 빈도

1 INFANTRY 2808 BATTALION 5836 DECONTAMINATE 2090
2 TRUMP 944 PLATOON 3197 MUNITION 1491
3 HOWITZER 792 ARTILLERY 2646 MEDAL 1185
4 SNIPE 624 RECONNAISSANCE 2446 RANGER 886
5 ORDNANCE 576 MATERIEL 1173 RADIOLOGY 874

사용범위
순위 4 빈도 5 빈도 6 빈도

1 SERGEANT 5000 BRIGADE 5948 COM 4670
2 AMMUNITION 2237 TROOP 3057 CORPS 4522
3 ARMOUR 1226 FORT 2938 CIVILIAN 3672
4 HELICOPTER 1143 VETERAN 1350 LOGISTICS 2632
5 PENTAGON 1091 MAJORS 911 TERRAIN 2326

사용범위
순위 7 빈도 8 빈도 9 빈도

1 DEPLOY 5254 ARMY 24471 FIRE 13319
2 TACTIC 4931 COMMAND 9223 GUARD 4229
3 HEADQUARTERS 3787 MILITARY 15403
4 CASUALTY 1988 SOLDIER 3138
5 GENERALS 1694 MISSION 7750
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표 6. AntConc로 추출한 상위 키워드 결과표

    
  표 6에서 볼 수 있듯이 AntConc 프로그램으로 keywords를 뽑아낸 결과, 상위 키워드 리스트 
내에 “AND(순위10)”, “WKH(순위 11)”, “DQG(순위 26)”, “Z(순위 35)”, “WR(순위 43)”과 같이 
키워드로 보이지 않는 단어들 또한 도출된 것을 확인할 수 있다. 이는 앞선 두 방법과 같이 세 번
째 방법 역시 보조적인 용도로서 방대한 양의 리스트를 걸러주는 초벌 작업 정도의 구실은 할 수 
있으나, 사람이 일정한 기준으로 소프트웨어적으로 분류된 어휘들을 재평가 및 분류해야 한다는 
것을 의미한다.

4. 연구결과 및 분석 
  본 연구에서는 군사영어라는 특수한 분야의 코퍼스(MEA Corpus)를 구축하고, 이를 바탕으로 
군사영어 어휘목록을 제시하고자 하였다. MEA Corpus를 만들기 위하여 사용된 총 토큰 수는 
9,877,104개이고, 타입 수는 12,284개로서 표 7은 이를 정리한 것이다. 

표 7. 구축된 코퍼스(MEA Corpus)에 쓰인 총 타입 및 토큰 수

4.1 어휘 선정 기준 적용 

  본 연구에서는 Range 분류법, 코퍼스 비교법, 키워드 추출법을 사용하여 어휘리스트를 만들고
자 하였으며, 그 결과 군사영어 기초 어휘목록 개발에는 ‘Range 분류법’과 ‘코퍼스 비교법’을 활용
하는 것이 가장 효과적이라고 보았다. 그러나 상기 방법으로 인한 단점을 보완하는 정교화 작업이 

순위 1 순위 2 순위 3
1 OPERATIONS 16 UNIT 31 COMMANDERS
2 ARMY 17 COMBAT 32 BRIGADE
3 SUPPORT 18 UNITS 33 TACTICAL
4 COMMANDER 19 FIRE 34 AIR
5 ATP 20 DEFENSE 35 Z
6 ENEMY 21 PLATOON 36 SUSTAINMENT
7 MILITARY 22 SOLDIERS 37 MEDICAL
8 MISSION 23 EQUIPMENT 38 CAPABILITIES
9 COMMAND 24 PLANNING 39 AREA
10 AND 25 BATTALION 40 STAFF
11 WKH 26 DQG 41 FIRES
12 FORCES 27 SECURITY 42 JOINT
13 FORCE 28 OPERATIONAL 43 WR
14 PERSONNEL 29 INFORMATION 44 THEATER
15 UNIT 30 TEAM 45 TERRAIN

Word List Tokens / % Types / % Families
one 9,177,166 / 92.91 40,072 / 32.62 15,752

not in the lists 699,938 / 7.09 827,76 / 67.38 N/A
Total 9,877,104 122,848 15,752
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필요하다는 판단 아래, 본 연구에서는 군사영어 분야 전문가들의 expert judgment를 활용한 
'familiarity'와 ‘specialty'의 어휘선정 기준 또한 적용하여 단어 리스트를 개발하였다. 이를 위하여 
우선 군사영어를 가르친 경험이 있는 평가자 세 명의 친숙도 평가를 시행하였으며 그 결과, 표 5
의 단어 15,747개 중 3,139개가 선정되었다.2 이렇게 선정된 3,139개의 단어에 군사영어 분야의 
전문성을 바탕으로 “군사영어를 기준으로 삼은 친숙도”에 대한 점수가 부여되었다. 친숙도는 키워
드 별 평가자의 평균점수 산출 이후, 1부터 9까지 각 Range에 해당하는 구간마다 평균점수 기준 
내림차순으로 정렬하였다. 평가자 간 신뢰도(inter-rater reliability)의 Cronbach Alpha 값은 
.877로 높은 편이었다.
  또한, 3명의 외부 군사전문가들이 전문성(specialty)에 기초하여, 3,139개의 단어에 1에서 3까
지의 점수를 부여하였다. 평가자 간 신뢰도 값은 .921이었으며, 세 명의 점수가 일치하지 않는 단
어들은 협의를 거쳐 도출된 점수를 기반으로 3가지 카테고리(점수 1, 2, 3)에 따라분류되었다. 전
문성을 기준으로 평가된 단어 중 1점에 해당하는 단어들은 모두 제외시켰으며, 3점에 속하는 143
개의 단어는 MEBWL_BASEWRD1로 명명하였다(표 8 참고). 또한, 2점에 속하는 3,602개의 단어 
중 친숙도 기준 평균 2.67 이상인 단어 391개만을 따로 뽑아서 MEBWL_BASEWRD2로 이름 지
었다(표 9 참고). 결과적으로, 이들 두 개의 리스트를 합친 어휘리스트인 MEBWL는 총 534개의 
단어로 이루어져 있으며 표 8-9는 전문성 측정 척도 2 이상의 어휘로 구성된 
MEBWL_BASEWRD1와 MEBWL_BASEWRD2 각각의 일부를 제시한 것이다.

표 8. MEBWL_BASEWRD1 어휘(전문성 측정 척도 3)

2 키워드의 빈도수가 20 이하인 경우, 활용도 측면에서 미미한 의미가 있을 것이라는 판단하에 평
가에서 제외하였다.

순위 어휘 순위 어휘 순위 어휘
1 ARMY 16 AMMUNITION 31 WARFARE
2 COMMAND 17 NAVY 32 MAJORS
3 MILITARY 18 MARINE 33 RANGER
4 SOLDIER 19 BATTLE 34 REGIMENT
5 COMBAT 20 GENERALS 35 ECHELON
6 BRIGADE 21 ASSAULT 36 HOWITZER
7 BATTALION 22 BATTERY 37 ENLIST
8 SERGEANT 23 AVIATION 38 MORTAR
9 PLATOON 24 MUNITION 39 SNIPE
10 TROOP 25 SURVEILLANCE 40 CANNON
11 FORT 26 VETERAN 41 BREACH
12 INFANTRY 27 SQUAD 42 ORDNANCE
13 MANOEUVRE 28 LIEUTENANT 43 MEDIC
14 ARTILLERY 29 MISSILE 44 MINER
15 RECONNAISSANCE 30 TANK 45 CAVALRY
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표 9. MEBWL_BASEWRD2 어휘(전문성 측정 척도 2)

4.2 MEABWL 어휘에 대한 타당성 분석

  본 연구에서는 MEABWL 어휘의 타당성 검증을 위하여 텍스트 포괄범위를 분석하였다. 이를 
위해 우선 AntWordProfiler_1.5.1을 활용하여 MEABWL의 BASEWRD1과 BASEWRD2를 
BNC_COCA_25000의 첫 번째, 두 번째, 그리고 세 번째의 1000단어 수준의 리스트들을 함께 넣
은 후 A1-E1의 텍스트에 이들 5개의 반영비율이 어떻게 나타나는지 알아보았다.

표 10. 군사 텍스트의 어휘 반영률 결과

  위 표 8은 격년씩 발간되는 군사적인 맥락이 짙은 텍스트의 어휘 반영비율 분석결과이다. 
MEAWL_BASEWRD1의 단어 어휘목록은 전반적으로 0.3-0,5% 정도의 반영률을 나타냈으며, 
MEAWL_BASEWRD2의 단어 어휘목록의 반영률은 0.9에서 1.4% 정도의 반영률을 나타낸 것을 
확인할 수 있다. 생성된 군사어휘 전문목록을 AntWordProfiler를 통해 실제 군사영어 수업현장에
서 활용될만한 5개의 텍스트로 텍스트 포괄율(text coverage)을 확인한 결과, 군사영어 과목을 
수강하는 수강생들이 한국의 영어 교과 교육과정을 충실히 수행해왔다는 가정하에 기본 BNC 
1-3의 3000단어를 이미 숙지한 상황에서, 본 연구에서 도출해낸 MEABWL 어휘목록 내 총 534
개의 단어를 추가적으로 학습한다면, 90%에 가까운 포괄율로 충분히 텍스트를 읽고 이해하는 데
에 무리가 없을 것으로 보인다(이문복, 신동광 2015).

순위 어휘 순위 어휘 순위 어휘
1 OPERATE 16 DEPLOY 31 EFFECTIVE
2 UNIT 17 TACTIC 32 ISSUE
3 FIRE 18 ATTACK 33 LOGISTICS
4 MISSION 19 COM 34 AGENCY
5 DEFENCE 20 POSITION 35 RESERVE
6 DIVISION 21 COMPANY 36 TERRAIN
7 TEAM 22 VEHICLE 37 DECONTAMINATE
8 ENEMY 23 GUARD 38 AIRCRAFT
9 TASK 24 PREPARE 39 SUBORDINATE
10 TARGET 25 INTELLIGENCE 40 CASUALTY
11 PERSONAL 26 WEAPON 41 EVACUATE
12 STAFF 27 HEADQUARTERS 42 MARCH
13 BASE 28 CIVILIAN 43 OBJECTIVE
14 JOINT 29 THREAT 44 CONTACT
15 OFFICER 30 WAR 45 PHASE

A1 B1 C1 D1 E1
MEABWL_BASEWRD1 0.4 0.3 0.6 0.2 0.5
MEABWL_BASEWRD2 1.0 0.9 1.1 1.0 1.2

BNC_1 59.4 60.2 59.8 62.1 60.5
BNC_2 17.8 16.3 15.6 15.7 16.0
BNC_3 12.1 12.4 11.2 10.7 12.2
Total 90.7% 90.1% 88.3% 89.7% 90.4%
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5. 논의 및 결론
 
   본 연구의 목적은 다양한 군 관련 콘텐츠로부터 추출한 빅데이터 자료를 기반으로 구축한 군
사 전문 코퍼스를 활용하여 어휘 목록을 개발, 제시함으로써 향후 군사영어 ESP 수업에서 학습자
와 교수자 모두 효율적으로 활용할 수 있도록 도움을 주는 데에 있다. 이를 위하여 본 연구에서는 
방대한 양의 구어 및 문어 텍스트를 수집하여 군사영어 전문 코퍼스를 구축하였다. 우선, 대규모 
코퍼스를 바탕으로 군사영어에 기초가 되는 어휘목록을 구성하고자 하였는데, 이러한 작업에는 군
사영어 맥락에서 필수 불가결한 어휘들을 정확하고 효율적으로 추출하는 기준과 방법이 필요하다. 
따라서 연구자들은 4가지 선정 기준인 사용범위(range), 빈도수(frequency), 친숙성(familiarity), 
전문성(specialty)을 염두에 두고 (1) 사용범위(range)에 기반해 8개의 ESP 비교 코퍼스를 활용
하여 Range_Familizer25 프로그램으로 어휘를 추출한 후, (2) 빈도(frequency) 기준으로 효과적
으로 어휘를 추출할 수 있는지 살폈으며, (3) 사람 평가자(human rater)의 전문성(expert 
judgment)을 바탕으로 친숙성(familiarity), 전문성(specialty)이라는 기준으로 어휘를 추려보았다. 
이로써 본 논문은 다수의 ESP 어휘리스트 연구가 빈도 중심의 어휘목록을 제시한 데 비해 다양
한 기준을 고려하여 효과적인 어휘 추출 방안을 탐색했다는 점에 있어 비슷한 성격의 후속 연구, 
특히 군사영어 어휘목록 개발 연구를 위한 가이드 역할을 할 수 있을 것으로 기대되며, 또한 본 
연구에서 사용한 Range 분류법, 코퍼스 비교법, 키워드 추출법이 어휘목록 개발에 있어 초벌 작
업으로써의 역할은 하지만, 전문가 판단을 바탕으로 추출된 어휘리스트와 비교해 중요 키워드들이 
다수 누락된 것을 확인함으로써 어휘목록 개발에 있어 컴퓨터 프로그램이 아직은 ‘보조적’ 수단으
로서의 역할을 할 수 밖에 없음을 시사한다.
  그러나, 본 연구는 한정된 시간 내에 상이한 방식으로 텍스트를 수집하다 보니 코퍼스의 베이스
가 된 문어와 구어의 비율을 균등하게 통제하지 못했다는 한계점을 가진다. 또한, STT 기술을 활
용하여 자동생성되는 유튜브 동영상 자막 추출 과정을 통해 대다수의 구어 자료를 얻을 수 있었
으나, 현행 STT 기술의 불완전성으로 인해 수작업으로 텍스트를 사후 보정해야 하는 번거로움 
또한 제한점이라 할 수 있겠다. 그럼에도 불구하고 문어 데이터 중심으로 편중되어 있던 기존 선
행 연구들의 코퍼스와 달리 최신의 기술을 활용해 수집한 구어와 문어 데이터를 바탕으로 특수목
적영어 전문 코퍼스를 구축을 했다는 점에 있어 의의가 있다. 
    또한, 의학영어, 호텔관광영어, 컨벤션 영어 등 해당 분야의 ESP 어휘리스트를 빈도수 기준으
로 개발하여 다룬 대다수의 기존 연구와 달리 특수목적영어의 특성을 고려해 전문성, 친숙성, 사
용범위, 빈도를 기준으로 군사영어 전문 어휘목록을 개발하여 제시한 최초의 시도였다는 점과 빅
데이터 코퍼스를 활용하여 특수목적 어휘 목록을 개발함으로써 이러한 접근법이 군사영어를 넘어 
의학영어, 항공영어, 미용영어 등 다양한 분야로 외연을 확장할 수 있는 가능성을 보여주었다는 
점에서 본 연구는 시사점을 가진다. 
    군사영어 및 ESP 어휘교육에 대해 관계자들이 가지는 관심 및 필요성에 비해 관련 ESP 연구
가 현저히 부족할 뿐 아니라 군사영어 어휘목록이 아직 개발되지 않은 실정이다. 이러한 상황을 
고려해 볼 때, 본 연구는 빅데이터 활용 전문 코퍼스 구축 및 이를 기반으로 한 특수목적영어 어
휘리스트를 개발, 제시하고 ESP 수업에 활용할 수 있는 방안을 제안했다는 점에서 학문적 의의를 
찾아볼 수 있다. 
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1. Introduction 

 

The mapping of knowledge domains is a method used to understand the knowledge structure, dynamics, and 

paradigm development in a discipline or a research field (Boyack 2004). Understanding the knowledge structure 

of a given academic field allows researchers to organize the research areas that constitute the field, locate core 

publications relevant to their research interests, and further envision the future direction of the field. Given the 

increasingly large volume of literature in second language (L2) writing, now largely digitized, it is valuable to map 

knowledge domains in this research field. By mapping knowledge domains in L2 writing research, we can 

articulate what research topics have constituted L2 writing research and how the topics have developed in 

connection with one another. Citation network analysis is a quantitative method to map knowledge structures using 

citation relations among publications, and is a major technique used for mapping knowledge domains (Boyack 

2004, Jo and Park 2012, Rosvall and Bergstrom 2010). Citation practices are an enactment of power in academia 

and integral to the construction of disciplinary knowledge, particularly in humanities and social sciences. 

Researchers use citations to define the specific contexts of knowledge or problem to which their current work aims 

to contribute (Hyland 1999). Thus, an investigation of citation patterns of disciplinary literature can reveal what 

knowledge has been selected and perpetuated over time in the field. 

There have been efforts to elucidate the major issues and the relevant findings in L2 writing research (e.g., 

Pelaez-Morales 2017, Riazi et al. 2018, White 2019, Yu and Lee 2016, Zheng and Yu 2019). Many syntheses and 

reviews of L2 writing publications have provided useful information on work done to date and suggested future 

directions. However, the existing review studies have limitations in mapping knowledge domains for L2 writing 

research, given the scope of analysis and the method used. Most of them have adopted a narrower scope that 

focuses on a specific topic such as feedback (Yu and Lee, 2016), assessment (Zheng and Yu 2019, White 2019), 

or a specific journal’s publications (Pelaez Morales 2017, Riazi et al. 2018). Only a couple of studies have 

examined the full scope of ‘L2 writing literature’ (Arik and Arik 2017, Jun 2008), and these are insufficient to give 

a complete picture of the field’s knowledge structure. Methodologically, most of the review studies employed 

content analysis, which heavily relies on researchers’ judgment in deciding the topics, methods, and contexts of 

research, as well as the relationships among the publications (Parent et al. 2021). Thus, the knowledge domains 

identified in the content analysis studies were subjected to the inevitable subjectivities of how the researchers 

conceptualized the core research themes and categorized them. Although Arik and Arik (2017) attempted to do a 

bibliometric analysis, they only quantified L2 writing publications according to several bibliometric indicators 

(e.g., publication years, areas of research, journals, authors, and their affiliations) and did not examine the structure 

and evolution of research topics in L2 writing research. 

To complement and advance the existing reviews, the present study conducts a citation network analysis of L2 

writing literature to illuminate knowledge domains in the field. Unlike traditional content analysis where coding 

and classification are at the researcher’s discretion, network analysis calculates the citation patterns shown in the 

literature and visually represents how the literatures are interrelated with one another (Jo and Park 2012, Parent et 

al. 2021). By conducting a citation network analysis of a comprehensive range of L2 writing literature, the present 

study aims to illuminate major topic areas, subtopics, and their interrelationships.  
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2. Prior Reviews and Syntheses 

 

To date, while several studies have reviewed scholarly works in L2 writing, only a few have analyzed a 

comprehensive range of L2 writing literature. Among the early comprehensive reviews of L2 writing literature, 

Jun (2008) organized 50 years of L2 writing publications into five topic domains, summarizing the major issues 

and the relevant findings in each domain. The five topic domains comprised L2 writer characteristics, writing 

process, feedback, writing instruction, and L2 writers’ texts. Jun additionally suggested four topic domains that 

need further research: (a) writing in languages other than English, (b) early L2 writing development (for example, 

high school students’ writing), (c) writing instruction, and (d) corpus-based text analysis.  

Nguyen (2019) and Geng et al. (2022) also conducted reviews of a comprehensive range of L2 literature, with 

a focus on EFL writing. Nguyen (2019) analyzed L2 writing literature in relation to teaching EFL writing in an 

Asian context and organized the knowledge into three domains. The first domain pertained to the investigation on 

distinctions between L1 and L2 writing with three research foci: text-related, writer-related, and context-related 

aspects. The second domain concerned the development of L2 writing teaching approaches: text-oriented, writer-

oriented, and reader-oriented. The third domain pertained to the impact of L2 writing teaching approaches, 

particularly process-based instruction. Geng et al. (2022) examined 136 empirical studies on EFL writing in 

primary and secondary school contexts from 2012 to 2019. The results showed that the most typical participants 

were secondary school students, with limited research on primary school students. Eight research foci were 

identified: writing instruction (28.8%), writing quality (17.6%), feedback (14.1%), composing process (11.8%), 

individual differences in writing (9.4%), assessment (9.4%), writing teacher development (6.5%), and materials 

for teaching (2.4%). The most dominant research foci were writing instruction and students’ writing quality while 

two largely neglected research foci were writing teacher development and materials for teaching.  

Unlike those studies which employed a content analysis, Arik and Arik (2017) utilized a bibliometric analysis. 

Instead of identification and classification of the topics of research articles, they arranged L2 writing publications 

according to their bibliometric indicators, such as publication years, areas of research, journals, authors and their 

affiliations and countries, document types, etc. The data set comprised 266 publications, covered in the Social 

Sciences Citation Index (SSCI) and Arts and Humanities Citation Index (A and HCI), including articles, book 

reviews, bibliographies, editorial materials, and others. The publication years were between 1900 and 2013. 

Results showed that the first L2 writing publication appeared in 1992, and the number of publications showed a 

steady increase over the years. L2 writing research from universities in the U.S. and Canada accounted for the 

majority of publications, and 92% of the publications were in the area of linguistics, while the rest belonged to the 

areas of education, communication, and psychology.  

Review studies of the publications in Journal of Second Language Writing (JSLW) also deserve discussion given 

that JSLW is a leading journal in the field and has published a comprehensive range of topics in L2 writing. Pelaez-

Morales (2017) examined 336 empirical articles published between 1992 and 2015 in JSLW. The researcher coded 

the topics, or “what the article was primarily about (p.10)” in the articles, in addition to other descriptive 

information. The results showed that over 51% of the empirical articles were represented by eight topic domains: 

feedback, genre, writing process, assessment, use of sources, academic writing, revision, and writing for 

publication. Across these domains, the most frequently investigated subtopics were error correction, the 

importance of genre for L2 writing, cognitive process, placement, plagiarism, and challenges in academic writing 

and writing for publication. The less frequently researched topics, representing 31% of the data, encompassed 

linguistic accuracy, fluency, and complexity, ideology, sociopolitical/sociocultural issues, writing instruction 

abroad, and transfer. The topics with each having fewer than five studies during the 23-year period were the role 
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of personal factors on writing performance (e.g., anxiety, motivation), and identity (e.g., the role of gender in L2 

writing). In addition, Riazi et al. (2018) examined 272 empirical research articles published between 1992 and 

2016 in JSLW. Their analyses identified 20 topic domains. The top ten topic domains, accounting for 76.1% of the 

entire data set, comprised feedback, instruction, language and literacy development, assessment, composing 

processes, L1 versus L2, source-based writing, L1 and L2 (e.g., transfer, L1 involvement), L2 writing quality, and 

professional development. Based on the results, the researchers suggested that future research needs to target more 

diverse contexts and participants (e.g., writing in languages other than English, young learners’ L2 writing 

development).  

In closing, the prior reviews provide different depictions of the classification of topic domains in L2 writing 

research, which is likely inevitable as the topics and their relationships are judged by human coders. The 

differences in topic classification have made it difficult to compare study results in terms of research progress in 

each topic area and interconnectedness among the topic areas. Although limited, there are common results shown 

by previous studies based on similar topic counts. The most frequently researched topics, commonly identified by 

the prior reviews, were feedback, writing process, and writing instruction. The studies also displayed a consensus 

on the need to accommodate the diversity of instructional contexts and student populations in future research. 

Citation network analysis could complement and further advance these prior studies. By mapping articles based 

on citation relations, instead of relying on human raters, it would allow access to core conceptual and 

methodological bases for each group based on shared citations.  

 

 

3. Citation Network Analysis 

 

Citation network analysis is a branch of social network analysis (Marion et al. 2003). Whereas social network 

analysis examines patterns of interaction or connections between people, groups, and organizations, citation 

network analysis is used to examine connections among publications (Parent et al. 2021). The first study to use 

citation network analysis was Garfield et al.’s (1964) research on the history of DNA, in which they reconstructed 

the intellectual history of DNA research using citation data. Since then, this method has been used in diverse fields, 

including educational technology (Cho and Park 2012), counseling psychology (Parent et al. 2021), biology 

(Rosvall and Bergstrom 2010), and information management (Lee 2017). Citation network analysis is an effective 

method to explore the relational patterns and network attributes in publications by using citation links as the data 

(Cho and Park 2012, Marion et al. 2003). Unlike content analysis, in which publications are coded and organized 

into topic domains based on how the researchers assessed the key characteristics of the publications, citation 

network analysis examines the network of direct citations, co-citations, and bibliographic coupling relations among 

publications. Based on the closeness of citation relationship, the publications can be grouped into clusters, which 

organically reflect knowledge domains in a specific research area or discipline. Furthermore, clusters and their 

positions in the network could illustrate how a particular research area has evolved over time in the field (Rosvall 

and Bergstrom 2010). One can examine the historical development of a research area by comparing the analyses 

of the co-citation and bibliographic coupling networks over different time periods. In addition, recent software 

such as CitNetExplorer (van Eck and Waltman,2014) can display the most important publications in the area in 

chronological order, along with their citation relations, which gives a picture of the research area’s evolution over 

time (van Eck and Waltman 2014).   
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4. Present Study 
 

The present study conducted a citation network analysis to map knowledge domains in L2 writing research. 

Mapping the terrain of L2 writing research articles in the form of a network can visually represent different 

groupings of articles as well as their interconnectedness. The research questions are as follows:  

 

Question 1: What topic areas constitute L2 writing research, emerging from the citation network?  

Question 2: What does the citation network reveal about the development of L2 writing research, including 

areas of scholarly effort being concentrated, under-researched areas, and newly emerging areas?  

 

 

5. Method 
 

The data used in the present study were L2 writing research articles indexed in the Web of Science (WoS) 

database. The WoS Core Collection covers over 21,100 peer-reviewed leading journals worldwide and provides 

access to citation information. CitNetExplorer analysis software (van Eck and Waltman 2014) was employed to 

visualize and analyze the citation network of L2 writing research articles. This software was chosen because its 

clustering technique seemed appropriate for the purpose of the study. CitNetExplorer, a relatively new software 

tool, has the capacity to cluster a large volume of articles based on citation relations and visualizes the results. It 

also provides clustering solutions at various sub-levels. For example, one or more clusters can be selected from 

the full citation network, and the articles belonging to the selected clusters can be analyzed at the subnetwork level. 

In addition, CitNetExplorer can import data directly from the WoS database to construct citation networks (van 

Eck and Waltman 2014, 2017).  

To collect L2 writing research articles, the WoS topic search was run with the terms of [“second language” or 

“ESL” or “EFL” or “L2”] AND [“writing” or “writer” or “writers”]. The publication period was set from 1990 to 

2021, the maximum searchable period available. The initial search yielded 4,632 publications. Given that the study 

purpose was to analyze the topic areas in L2 writing research, the scope of data was narrowed to original research 

articles and review articles, excluding other types of documents such as editorial materials, bibliographies, meeting 

abstracts, etc. The resulting 3,182 articles were then manually perused to check that the titles, abstracts, and 

keywords of the articles included “second language writing” or the relevant combined terms (e.g., EFL writer). 

Even when the articles did not contain the exact combined terms, the articles which dealt with known L2 writing 

research topics (e.g., corrective feedback, contrastive rhetoric) or were published in one of the journals addressing 

L2 writing (e.g., Journal of Second Language Writing, Assessing Writing, Writing Research) were also included. 

The selection was made carefully not to exclude any relevant articles. The final data comprised 2,316 articles, 

including 17 articles published online prior to their inclusion in a journal issue to be published in 2022. Out of the 

final data, 2,297 articles (99.18%) were published during the recent decade from 2012 to 2021/21. Only 19 articles 

were dated before 2012, probably due to the WoS database’s incomplete coverage of earlier L2 writing publications. 

Given that the data comprised a small fraction of earlier publications, the present study was not allowed to examine 

the chronological development of topic areas of L2 writing research.  

The final data were input into CitNetExplorer. The citation network analysis of 2,316 articles yielded 6,927 

                                           

1 The publication year of 2021/2 was used because it included the articles published online in 2021, prior to 

their journal publication in 2022.  
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citation links. Each link indicates the presence of a citation between connected articles. Cluster analysis was 

performed to examine how the articles were grouped based on their citation patterns. Clustering articles means 

grouping articles in the way that articles with strong citation relationships are assigned to the same cluster. Thus, 

a cluster could be interpreted to represent a specific topic area in the scholarly literature (van Eck and Waltman 

2014, 2017).  

In clustering, resolution is an important parameter which affects the numbers and sizes of clusters. A higher 

resolution level yields more clusters, each comprising fewer articles. In contrast, a lower resolution level produces 

fewer clusters, each comprising more articles. CitNetExplorer allows resolution to be set to any value between 

0.00-2.00. To determine the optimal level of resolution, the author tested different levels of resolution, carefully 

examining the number of clusters and their interpretability for each level (Parent et al. 2021, van Eck and Waltman 

2014, 2017). As a result, the cluster solution at the level of 1.50 was judged to be the best balance between the 

number of interpretable clusters and minimizing the overdominance of one cluster. At the selective resolution level 

of 1.50, cluster analysis yielded 14 clusters with 1,813 articles, accounting for 78.28% of the data. The remaining 

503 articles were found to have no citation link in the network. Each of the 14 clusters was further subjected to 

cluster analysis to find the presence of meaningful subgroups. Different levels of resolution were tested for each 

cluster to find the optimal level to produce the best interpretable subcluster model. This resulted in 25 subclusters 

for the 14 clusters.  

 

 

6. Result 

 

6.1 Geometric Map of Topic Domains in L2 Writing Research 

 

The citation network of 1,813 articles is presented in Figure 1. The nodes indicate articles and links indicate the 

presence of a citation between the connected articles. The vertical axis represents the year of publication, and the 

horizontal axis represents the degree of relatedness in citation patterns. Articles that are closer to each other in the 

citation network are positioned closer to each other on the horizontal plane. The colors of nodes indicate cluster 

memberships. In Figure 1, the clusters were formed below the year of 2012 to the present time on the vertical plane 

because the current data mainly comprised the articles published during the recent decade (2012-2021/2). The 

clusters closer to one another on the horizontal plane share more citations, suggesting more conceptual and 

empirical relatedness (van Eck and Waltman 2014, 2017). 
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Figure 1. The Citation Network of the L2 Writing Articles 

 

Note. The visualization of the citation network is presented based on the 100 articles with the highest citation 

scores. The colors of the nodes indicate cluster memberships.  

 

Based on the proximities among the clusters in the citation network, the 14 clusters were grouped 

into three distinct groups. Each group was named to reflect the core themes of the clusters belonging to the group. 

Thus, each of the three groups of clusters represented a different topic domain of L2 writing research. The first 

and largest group, located on the left side of the full network, reflected teaching L2 writing as a process, comprising 

clusters 1 (feedback), 3 (collaboration), 9 (self-correction), and 10 (instructional strategies). The next prominent 

group, located on the right side of the network, represented corpus-informed text/discourse analysis studies, and 

comprised clusters 2 (linguistic predictors of L2 writing proficiency and task complexity), 5 (voice construction 

and metadiscourse), 6 (source-based writing), 7 (formulaic sequences in L2 texts), and 11 (language use in 

different writer groups). Geographically located between these two large groups was the third group on interplays 

between learner and context, and comprised clusters 4 (learner differences), 8 (genre-based approach), 12 (L2 

writers’ longitudinal development), 13 (teacher beliefs and classroom practices), and 14 (local contextual issues). 

The three groups accounted for 40.21%, 37.01%, and 22.78% of the network, respectively. Figure 2 presents the 

three groups of the 14 clusters. 
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Group 1. cluster 1=blue, cluster 3=purple, 

cluster 9=light green, cluster 10=red 

 

 Group 2. cluster 2=green, cluster 5=yellow, cluster 

6=brown, cluster 7=pink, cluster 11=gray 

 

  

Group 3. cluster 4=orange, cluster 8=light blue, 

cluster 12=dark pink, cluster 13=light green, 

cluster 14=mustard 

  

Figure 2. Three Groups of the 14 Clusters 

 

 

6.2 Teaching L2 Writing as a Process 

 

The first group of the clusters focused on teaching L2 writing as a process such as feedback, collaboration, self-

correction, and instructional strategies. This group accounted for 40.21% of the current network and was 

dominated by clusters 1 (blue) and 3 (purple). Clusters 9 and 10 were relatively small and had low citation 

influence. Table 1 presents each cluster’s (and subcluster’s) articles with the highest citation counts in the network, 

which allows inference of the core theme of the cluster. 
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Table 1. Teaching L2 Writing as a Process2 

Cluster Article Citation 

score 

Title 

Cluster 1 

1A Van Beuningen et al. 

(2012) 

69 Evidence on the effectiveness of comprehensive error correction in 

second language writing 

Ferris et al. (2013) 55 Written corrective feedback for individual L2 writers 

Shintani and Ellis 

(2013) 

44 The comparative effect of direct written corrective feedback and 

metalinguistic explanation on learners’ explicit and implicit knowledge 

Kang and Han (2015) 43 The efficacy of written corrective feedback in improving L2 written 

accuracy: a meta-analysis 

Shintani et al. (2014) 42 Effects of written feedback and revision on learners’ accuracy in using 

two English grammatical structures 

1B Yu and Lee (2016) 28 Peer feedback in second language writing (2005-2014) 

Rahimi (2013) 26 Is training student reviewers worth its while? A study of how training 

influences the quality of students’ feedback … 

Yu and Lee (2015) 25 Understanding EFL students’ participation in group peer feedback of 

L2 writing: A case study from an activity theory perspective 

Zhu and Mitchell 

(2012) 

22 Participation in peer response as activity: An examination of peer 

response stances from an activity theory perspective 

Wang (2014) 22 Students’ perceptions of rubric-referenced peer feedback on EFL 

writing: A longitudinal inquiry 

1C Zhang and Hyland 

(2018) 

29 Student engagement with teacher and automated feedback on L2 

writing 

Li et al. (2015) 26 Rethinking the role of automated writing evaluation (AWE) feedback 

in ESL writing instruction 

Wang et al. (2013) 22 Exploring the impact of using automated writing evaluation in English 

as foreign language university students’ writing 

Dikli and Bleyle 

(2014) 

21 Automated essay scoring feedback for second language writers: How 

does it compare to instructor feedback? 

Zhang (2017) 16 Student engagement with computer-generated feedback: A case study 

1D Lee and Coniam 

(2013) 

24 Introducing assessment for learning EFL writing in an assessment of 

learning examination-driven system … 

Mak and Lee (2014) 13 Implementing assessment for learning in L2 writing: An activity theory 

perspective 

Lam (2013) 9 The relationship between assessment types and text revision 

Lee (2016) 8 Putting students at the center of classroom L2 writing assessment  

Ene and Kosobucki 

(2016) 

7 Rubrics and corrective feedback in ESL writing: A longitudinal case 

study of an L2 writer 

 

Cluster 3 

3A Dobao (2012) 70 Collaborative writing tasks in the L2 classroom: Comparing group, 

pair, and individual work 

Wigglesworth and 

Storch (2012) 

44 What role for collaboration in writing and writing feedback? 

Li and Zhu (2013) 37 Patterns of computer-mediated interaction in small writing groups 

using wikis 

Li and Kim (2016) 31 One wiki, two groups: dynamic interactions across ESL collaborative 

writing tasks 

                                           
2 The full references for the articles listed in Tables 1-3 are provided in the Appendix. 
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Lockhart and Ng 

(1995) 

27 Analyzing talk in ESL peer response groups: Stances, functions, and 

content 

3B Williams (2012) 61 The potential role(s) of writing in second language development 

Sun and Chang (2012) 19 Blogging to learn: Becoming EFL academic writers through 

collaborative dialogues 

Chen and Brown 

(2012) 

16 The effects of authentic audience on English as a second language 

(ESL) writers: A task-based, computer-mediated approach 

Lin et al. (2014) 10 Blogging a journal: Changing students’ writing skills and perceptions 

Ciftci and Kocoglu 

(2012) 

10 Effects of peer e-feedback on Turkish EFL students’ writing 

performance 

3C Elola and Oskoz 

(2017) 

24 Writing with 21st-century social tools in the L2 classroom: New 

literacies, genres, and writing practices 

Zheng and Warschauer 

(2017) 

10 Epilogue: Second language writing in the age of computer-mediated 

communication 

Dzekoe (2017) 9 Computer-based multimodal composing activities, self-revision, and 

L2 acquisition through writing 

Vandommele et al. 

(2017) 

6 In-school and out-of-school multimodal writing as an L2 writing 

resource for beginner learners of Dutch 

Jiang (2018) 5 Digital multimodal composing and investment change in learners’ 

writing in English as a foreign language 

Cluster 9 

9A Tono et al. (2014) 18 The effects of using corpora on revision tasks in L2 writing with coded 

error feedback  

Cotos (2014) 12 Enhancing writing pedagogy with learner corpus data 

Yoon and Jo (2014) 12 Direct and indirect access to corpora: An exploratory case study 

comparing students’ error correction and learning strategy use in L2 

writing 

Quinn (2015) 10 Training L2 writers to reference corpora as a self-correction tool 

9B Lawley (2016) 6 Spelling: Computerized feedback for self-correction 

Lawley (2015) 5 New software to help EFL students self-correct their writing 

Cowan et al. (2014) 4 ICALL for improving Korean L2 writers’ ability to edit grammatical 

errors 

Cluster 10 

10A Tsai (2019) 8 Using google translate in EFL drafts: A preliminary investigation 

Stapleton and Kin 

(2019) 

6 Assessing the accuracy and teachers’ impressions of google translate: 

A study of primary L2 writers in Hong Kong 

Lee (2020) 5 The impact of using machine translation on EFL students’ writing 

10B Hanaoka and Izumi 

(2012) 

23 Noticing and uptake: Addressing pre-articulated covert problems in L2 

writing 

Coyle and De Larios 

(2014) 

13 Exploring the role played by error correction and models on children’s 

reported noticing and output production in a L2 writing task 

Guirao et al. (2015) 11 The use of models as a written corrective feedback technique with 

young EFL learners 

 

Cluster 1 was the largest cluster in this first domain and contained 362 articles, accounting for 19.97% of the 

network. Among the themes pertaining teaching L2 writing as process, Cluster 1 focused on feedback. Because 

this cluster is large, cluster analysis was conducted on the articles within this cluster alone to see if the articles are 

divided into different subgroups. At a resolution value of 1.0, cluster 1 was divided into four meaningful 

subclusters (clusters 1A-1D). The four subclusters dealt with different types of feedback: corrective feedback, peer 

feedback, automated feedback, and assessment for learning to write.  



Hyun-Woo Lim  Mapping knowledge domains in second language writing 

 research: A citation network analysis 

© 2023 KASELL All rights reserved  141 

Cluster 1A contained 153 articles. As shown in Table 1, the articles with the highest citation counts in the 

network reflected the theme of the effects of corrective feedback. Based on the citation network of cluster 1A, 

Hedgcock and Lefkowitz (1996) appeared to lead this research tradition. The less cited articles in this subcluster 

also dealt with various aspects of corrective feedback, such as comparative effects of different types of corrective 

feedback (Zhang 2021), learners’ perceptions of corrective feedback (Kim et al. 2020), and teachers’ emotional 

experiences in giving feedback (Yu et al. 2021). Cluster 1B contained 95 articles. This subcluster’s articles with 

the highest citation counts focused on the effects of and student engagement in peer feedback. More recent articles 

in this subcluster explored into the effects of online peer feedback (Yallop et al. 2021). Cluster 1C contained 77 

articles. The articles with the highest citation counts focused on automated feedback and evaluation. Cluster 1D 

contained only 37 articles. This subcluster’s articles pertained to assessment for learning to write, which examined 

the use and effect of writing assessment mainly for text revision. 

Cluster 3 was the second dominant cluster in the first domain. It contains 227 articles, accounting for 12.52% 

of the network. Their investigations centered around collaboration in L2 writing. As shown in Figure 1, both 

clusters 1 and 3 diverged from Lockhart’s (1995) analysis on talk in peer response groups. At a resolution value 

of 1.0, cluster analysis with this cluster alone yielded three meaningful subclusters (clusters 3A-3C). The three 

subclusters focused on different aspects of collaborative writing. Cluster 3A contained 126 articles including 

Lockhart (1995). This subcluster’s articles with the highest citation counts explored the effect and interaction 

patterns of collaborative writing. Some studies compared the effects of collaborative writing by different 

groupings (e.g., small group, pair, and individual work, Dobao 2012) or by different stages of writing (e.g., 

prewriting discussion, revision, Neumann and McDonough 2015). Others examined web-based collaborative 

writing (Wang 2022), closely related to the smaller subclusters 3B and 3C. Cluster 3B contained 71 articles. This 

subcluster’s articles explored the roles of various web-based environments (e.g., blogging, Facebook writing) on 

L2 learning and writing. Of note, out of the 71 articles, 29 (40.8%) were published within the years of 2019-2020. 

Cluster 3C contained 30 articles. This subcluster’s articles also showed increased interest in multimodality and 

digital literacies, introducing a relatively new topic of multimodal composing. Research on multimodal composing 

only began to grow visible in 2017 and remains a little investigated topic in L2 writing research. 

Cluster 9 contained 80 articles. This cluster’s articles pertained to corpora and self-correction. At a resolution 

value of 1.0, cluster analysis with cluster 9 alone yielded two meaningful subclusters. Cluster 9A contained 59 

articles. This subcluster’s articles focused on the effect of using corpora on self-correction. Cluster 9B contained 

21 articles. This subcluster’s articles dealt with the effect of computerized feedback for self-correction.  

Cluster 10 contains 60 articles. This cluster’s articles with the highest citation counts focused on instructional 

strategies for L2 writing. At a resolution value of 1.0, cluster analysis with cluster 10 alone yielded two distinctive 

subclusters. Cluster 10A contained 31 articles. This subcluster’s articles examined the use of machine translation 

in L2 writing. Given its first article being published only in 2014, this subcluster was a latecomer in L2 writing 

research and the articles had low citation influence, as shown in Table 2. Cluster 10B contained 29 articles. This 

subcluster’s articles addressed the use of model texts for young L2 learners.  

 

6.3 Corpus-Informed Text/Discourse Analysis 

 

The second large group of clusters focused on corpus informed L2 text/discourse analysis including linguistic 

features as a predictor of L2 writing proficiency, task complexity, voice construction and metadiscourse, and language 

use in different L2 writer groups. This group comprised five neighboring clusters of 2, 5, 6, 7, and 11, accounting for 
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37.01% of the network. The first three clusters 2 (green), 5 (yellow) and 6 (brown) were dominant in the domain. 

Table 2 show each cluster’s (and subcluster’s) articles with the highest citation counts in the network.  

 

Table 2. Corpus-Informed Text/Discourse Analysis 

Cluster Article Citation 

score 

Title 

Cluster 2 

2A Bulté and Housen (2014) 70 Conceptualizing and measuring short-term changes in L2 writing 

complexity 

Crossley and McNamara 

(2014) 

52 Does writing development equal writing quality? A computational 

investigation of syntactic complexity in L2 writing 

Crossley and McNamara 

(2012) 

43 Predicting second language writing proficiency: The roles of cohesion 

and linguistic sophistication 

Polio and Shea (2014) 43 An investigation into current measures of linguistic accuracy in second 

language writing research 

Yang et al. (2015) 43 Different topics, different discourse: Relationships among writing topics, 

measures of syntactic complexity, and judgments of writing quality 

2B Kuiken and Vedder 

(2008) 

47 Cognitive task complexity and written output in Italian and French as a 

foreign language 

Johnson et al. (2012) 30 The effect of planning sub-processes on L2 writing fluency, grammatical 

complexity, and lexical complexity 

Frear and Bitchener 

(2015) 

25 The effect of cognitive task complexity on writing complexity  

Ong and Zhang (2013) 24 Effects of the manipulation of cognitive processes on EFL writers’ text 

quality 

Ong (2014) 24 How do planning time and task conditions affect metacognitive processes 

of L2 writers? 

Cluster 5 

5A Zhao (2013) 14 Measuring authorial voice strength in L2 argumentative writing: The 

development and validation of an analytic rubric 

Canagarajah (2015) 12 “Blessed in my own way”: Pedagogical affordances for dialogical voice 

construction in multilingual student writing 

Tardy (2012) 10 Voice construction, assessment, and extra-textual identity 

Dressen-Hammouda 

(2014) 

8 Measuring the voice of disciplinarity in scientific writing: A longitudinal 

exploration of experienced writers in geology 

Zhao (2017) 8 Voice in timed L2 argumentative essay in writing 

5B Hyland (2016) 24 Academic publishing and the myth of linguistic injustice 

Atkinson et al. (2015) 7 Clarifying the relationship between L2 writing and translingual writing: 

An open letter to writing studies editors and organization leaders 

Hartse and Kubota 

(2015) 

6 Pluralizing English? Variation in high-stakes academic texts and 

challenges of copyediting 

Candarli et al. (2015) 5 Authorial presence of L1 and L2 novice academic writing: Cross-

linguistic and cross-cultural perspectives 

Moreno et al. (2012) 5 Spanish researchers’ perceived difficulty writing research articles for English-

medium journals: The impact of proficiency in English versus publication 

experience 

5C Lee and Deakin (2016) 27 Interactions in L1 and L2 undergraduate student writing: Interactional 

metadiscourse in successful and less-successful argumentative essays 

Lee and Casal (2014) 10 Metadiscourse in results and discussion chapters: A cross-linguistic 

analysis of English and Spanish thesis writers in Engineering 

Mu et al. (2015) 10 The use of metadiscourse for knowledge construction in Chinese and 

English research articles 
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Matsuda et al. (2013) 7 Writing teachers’ perceptions of the presence and needs of second 

language writers: An institutional case study 

Hong and Cao (2014) 6 Interactional metadiscourse in young EFL learner writing a corpus-

based study 

Cluster 6 

6A Li and Casanave (2012) 32 Two first-year students’ strategies for writing from sources: 

Patchwriting or plagiarism? 

Hirvela and Du (2013) 29 “Why am I paraphrasing?”: Undergraduate ESL writers’ engagement 

with source-based academic writing and reading 

Keck (2014) 22 Copying, paraphrasing, academic writing development: A re-

examination of L1 and L2 summarization practices 

Petrić (2012) 21 Legitimate textual borrowing: Direct quotation in L2 student writing 

Shi (2012) 20 Rewriting and paraphrasing source texts in second language writing 

6B Plakans and Gebril 

(2013) 

33 Using multiple texts in an integrated writing assessment: Source text 

use as a predictor of score 

Yang and Plakans 

(2012) 

20 Second language writers’ strategy use and performance on an integrated 

reading-listening-writing task 

Gebril and Plakans 

(2013) 

16 Toward a transparent construct of reading-to-write tasks: The interface 

between discourse features and proficiency  

Knoch and 

Sitajalabhorn (2013) 

9 A closer look at integrated writing tasks: Towards a more focused 

definition for assessment purposes 

Cluster 7 

 Bestgen and Granger 

(2014) 

21 Quantifying the development of phraseological competence in L2 

English writing: An automated approach 

Staples et al. (2013) 21 Formulaic sequences and ESP writing development: Lexical bundles in 

the TOEFL IBT writing section 

Friginal and Weigle 

(2014) 

16 Exploring multiple profiles of L2 writing using multi-dimensional 

analysis 

Bychkovska and Lee 

(2017) 

15 At the same time: Lexical bundles in L1 and L2 university student 

argumentative writing 

O’Donnell et al. (2013) 14 The development of formulaic sequences in first and second language 

writing investigating effects of frequency, association, and native norm 

Cluster 11 

 Nishino and Atkinson 

(2015) 

11 Second language writing as sociocognitive alignment 

Doolan and Miller 

(2012) 

10 Generation 1.5 written error patterns: A comparative study 

di Gennaro (2013) 10 How different are they? A comparison of generation 1.5 and 

international L2 learners’ writing ability 

Doolan (2013) 8 Generation 1.5 writing compared to L1 and L2 writing in first-year 

composition 

Tillema et al. (2013) 5 Quantifying the quality difference between L1 and L2 essays: A rating 

procedure with bilingual raters and L1 and L2 benchmark essays 

 

Cluster 2 contained 243 articles, accounting for 13.40% of the network. The articles of this cluster analyzed 

linguistic and rhetorical features as a predictor of writing proficiency and task complexity. At a resolution value of .75, 

cluster 2 was divided into two meaningful subclusters. Cluster 2A contained 187 articles. This subcluster’s articles 

with the highest citation counts focused on syntactic and lexical indices as a predictor of writing proficiency. Cluster 

2B contained 56 articles, including Kuiken and Vedder’s (2008) study on the relationships of cognitive task 

complexity and L2 written outputs. This subcluster’s articles with the highest citation counts examined the effects of 

task complexity and writing conditions.  
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Cluster 5 contained 134 studies, accounting for 7.39% of the network. The theme of cluster 5 pertained to voice 

construction and metadiscourse. At the resolution value of .75, cluster analysis with cluster 5 alone yielded three 

meaningful subclusters. Cluster 5A contained 57 articles. This subcluster’s articles with the highest citation counts 

focused on authorial voice. They analyzed textual construction of authorial voice and measured voice strength. 

Cluster 5B contained 39 articles. This subcluster’s articles also pertained to authorial presence but with a focus on 

multilingual writers’ right to voice out. The articles with the highest citation counts focused on linguistic injustice 

and translanguaging. Cluster 5C contained 38 articles. This subcluster’s articles attended to metadiscourse to 

discover linguistic and rhetorical means for authors to construct arguments and engage audience in them.  

Cluster 6 included 129 studies, accounting for 7.12% of the network. The general theme of cluster 6 was source-

based writing. At a resolution value of .75, cluster analysis with cluster 6 alone yielded two meaningful subclusters. 

Cluster 6A included 93 articles. This subcluster’s articles with the highest citation counts dealt with paraphrasing 

and plagiarism in source-based writing. Cluster 6B comprised 36 articles. This subcluster’s articles focused on 

assessment of source-based writing.  

Cluster 7 comprised 108 articles. With no meaningful subclusters, most articles in this cluster examined formulaic 

sequences in L2 texts. Some analyzed the development of formulaic sequences by L2 proficiency level, while others 

compared formulaic sequences use between L1 and L2 writers.  

Cluster 11 contained 57 studies. With no subclusters, the focus of this cluster was on differences in language use 

among generation 1.5, L1, and L2 writers.  

 

6.4 Interplays between Learner and Context 

 

The last group of clusters covered various topics around interplays between learner and context such as learner 

differences, genre-based approach, L2 writers’ longitudinal development, and teacher beliefs and classroom 

practices. This group comprised five clusters of 4, 8, 12, 13, and 14, accounting for 22.78% of the network. The 

first two clusters 4 (orange) and 8 (light blue) were dominant in the domain. Table 3 shows each cluster’s (and 

subcluster’s) articles with the highest citation counts in the network.  

 

Table 3. Interplays between Learner and Context 

Cluster  Article Citation 

score 

Title 

Cluster 4 

 Kormos (2012) 70 The role of individual differences in L2 writing 

de Larios et al. (2008) 45 The foreign language writer’s strategic behavior in the allocation of time to 

writing process 

Sasaki (2004) 29 A multiple-data analysis of the 3.5-year development of EFL student writers 

Harklau (2002) 23 The role of writing in classroom second language acquisition 

Teng and Zhang (2016) 21 A questionnaire-based validation of multidimensional models of self-

regulated learning strategies 

Révész et al. (2017) 19 Effects of task complexity on L2 writing behaviors and linguistic 

complexity  

Cluster 8 

 Chen and Su (2012) 18 A genre-based approach to teaching EFL summary writing 

Gebhard et al. (2013) 16 Teaching to mean, writing to mean: SFL, L2 literacy, and teacher education 

Harman (2013) 16 Literary intertextuality in genre-based pedagogies: Building lexical 

cohesion in fifth-grade L2 writing 

Lee (2013) 13 Becoming a writing teacher: Using ‘identity’ as an analytic lens to 
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understand EFL writing teachers’ development 

De Oliveira and Lan 

(2014) 

12 Writing science in an upper elementary classroom: A genre-based approach 

to teaching English language learners 

Cluster 12 

 Kobayashi and Rinnert 

(2013) 

19 L1/L2/L3 writing development: Longitudinal case study of a Japanese 

multicompetent writer 

Kobayashi and Rinnert 

(2008) 

15 Task response and text construction across L1 and L2 writing 

Hyland (2016) 13 Methods and methodologies in second language writing research 

Yang et al. (2014) 11 Reactivity of concurrent verbal reporting in second language writing 

Morton et al. (2015) 11 What our students tell us: Perceptions of three multilingual students on their 

academic writing in first year 

Rinnert et al. (2015) 8 Argumentation text construction by Japanese as a foreign language writer: 

A dynamic view of transfer 

Cluster 13 

 Crusan et al. (2016) 14 Writing assessment literacy: Surveying second language teachers’ 

knowledge, beliefs, and practices 

Yang and Gao (2013) 11 Beliefs and practices of Chinese university teachers in EFL writing 

instruction 

Harrison et al. (2016) 8 Predictors of spelling and writing skills in first- and second-language 

learners 

Neumann (2014) 7 Teacher assessment of grammatical ability in second language academic 

writing: A case study 

Lee and Schallert 

(2016) 

5 Exploring the reading-writing connection: A year-long classroom-based 

experimental study of middle school students’ developing literacy in a new 

language 

Cluster 14 

 Naghdipour (2016) 16 English writing instruction in Iran: Implications for second language 

writing curriculum and pedagogy 

Abednia et al. (2013) 3 Reflective journal writing: Exploring in-service EFL teachers’ perceptions  

Majid and Stapa (2017) 3 The use of scaffolding technique via Facebook in improving descriptive 

writing among ESL learners 

Nguyen (2018) 3 The effect of combined peer-teacher feedback on Thai students’ writing 

accuracy 

Altinmakas and 

Bayyurt (2019) 

3 An exploratory study on factors influencing undergraduate students’ 

academic writing practices in Turkey 

 

Cluster 4 contained 188 articles, accounting for 10.37% of the network. This cluster was linked down from the 

earlier studies including Zimmerman (2000), Harklau (2002), Sasaki (2004), Zhu (2004), and de Larios et al. 

(2008). As shown in Figure 1, cluster 4 was thin or horizontally narrow, indicating that the articles in this cluster 

were closely related with one another. On the horizontal plane, the closer to each other two articles are positioned, 

the stronger they are connected to each other in terms of citation relation. With no meaningful subgroups, this 

cluster’s articles with the highest citation counts examined individual differences in writing behavior, in relation 

to learner variables such as writing strategies use, metacognitive awareness, self-regulation, and motivation, as 

well as task variables such as whether the writing is timed or untimed, revised online or offline, and source-based 

or not.  

Cluster 8 contained 101 articles, accounting for 5.57%. The general theme of cluster 8 pertained to the effect of 

genre-based approach to teaching L2 writing. Most of the studies examined the implementation of genre-based 

approach to teaching various genres of L2 writing. 
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The remaining three clusters comprised a small number of studies. Cluster 12 contained 57 articles. The studies 

in cluster 12 explored L2 writers’ longitudinal development and transfer. Cluster 13 contained 42 articles. The 

general theme of this cluster was teacher beliefs and practices of teaching and assessing L2 writing. Cluster 14 

contained 25 articles. Except for one article (Naghdipour 2016), this cluster’s articles had low citation influences 

(0-3) and appeared less coherent in theme. Nevertheless, they largely examined various L2 writing concerns in a 

specific cultural context, such as scaffolding strategies, students’ perceptions, or classroom practices, in a specific 

context, such as Iran, Turkey, or Palestine.  

 

 

7. Discussion 

 

The present study conducted a citation network analysis of L2 writing research articles during the time span of 

1990-2021. The analyses yielded 14 clusters and 25 subclusters, which were distinguished into three groups, each 

reflecting a different theoretical and methodological angle to L2 writing research: (a) teaching L2 writing as a 

process, (b) corpus-informed text/discourse analysis, and (c) L2 writing as interplays between learner and context. 

The first group formed the largest and most dominant body of research, indicating that teaching L2 writing as a 

process has been of dominant interest in L2 writing scholarship. Four major research topic areas in this domain 

included feedback, collaboration, self-correction, and machine translation. The second group involved corpus-

informed studies utilizing text and discourse analysis. The studies of this group aimed to find linguistic and 

rhetorical patterns in L2 texts as the effects of linguistic proficiency, task complexity, culture, and L2 writing 

development. Related to English writing for publication, linguistic injustice and translanguaging were also 

addressed in this domain. The third group has evolved between the first and second groups to detect individual 

and contextual specificities in L2 writing behavior and development, referring to the two groups’ findings. 

Compared to the first two groups, the third group accounted for less of the citation network, indicating that there 

has been a relatively smaller amount of research during the recent decade, and a direction for research would be 

to accommodate into L2 writing research the diversities and authenticity of learner groups, writing tasks, and 

instructional contexts. Casanave’s (2003) call for “more sociopolitically-oriented case study (p.85)” is still valid.  

It should be noted that some topics, such as contrastive rhetoric (or L1 transfer) and L2 students’ errors in writing, 

which have been the main focus of earlier L2 writing research, did not emerge as independent clusters. This could 

be due to a small fraction of earlier publications (19 studies) within the data. The limited amount of earlier 

publications could have also influenced the sizes of clusters and topic domains. In this regard, the interpretation 

of the current results needs caution. 

The clusters and subclusters containing thick volumes of articles indicate that these topic areas have been given 

extensive research during the recent decade in the L2 writing discipline. Among the 14 clusters, the top five 

dominant research topic areas (clusters 1-5) explained 63.65% of the network and were (a) feedback, (b) linguistic 

features as a predictor of L2 writing proficiency, (c) collaboration, (d) individual differences in writing behavior, 

and (e) voice construction and metadiscourse. These five topic areas elucidate what issues and problems have been 

considered the most important in the L2 writing field. The dominant interest in feedback research has also been 

recognized in earlier reviews (Pelae-Morales, 2017, Riazi et al. 2018). In addition, many corpus-informed text 

analysis studies have invested in the identification of linguistic and rhetorical differences according to learners’ L2 

writing proficiency levels as well as what we consider to be effective discourse construction, particularly in L2 

writing for academic and publication purposes. Lastly, the exploration of individual differences in L2 writing 
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primarily focused on the role of L2 writers’ cognitive and affective variables in their writing behavior and 

development.  

Nine subclusters with fewer than 40 articles comprised the bottom 40% in size. As a subcluster of feedback, 

assessment for learning to write (1D) contained 37 articles. Given the small number of studies, it deserves 

consideration whether there is sufficient research on the instructional use of scoring rubrics or portfolio 

assessments to facilitate better revision of L2 writing. Interest in multimodal composing (3C) has surged in recent 

years in response to the call for multimodality and digital literacies (Belcher 2017, Hafner 2020). Given the short 

history of research, this subtopic leaves room for further exploration. To name a few examples, issues such as the 

impacts of multimodal composing on literacy development and critical thinking abilities, peer interaction during 

multimodal composing, and the relationship between learner interaction and multimodal text qualities warrant 

further research (Belcher 2017, Kim and Kang 2020). Two subclusters of voice construction and metadiscourse 

(cluster 5) may deserve more research. Linguistic injustice and translanguaging (5B) addresses L2 writers’ right 

to claim their bilingual identities. Given the significance of empowering L2 writers with their bilingual resources 

as well as diversifying scholarly publishing (Canagarajah 2022), many questions await research regarding how to 

accommodate these topics into postsecondary writing classrooms and high-stakes professional writing (Britton 

and Leonard, 2020). Metadiscourse (5C), as linguistic and rhetorical devices to engage audience in constructed 

arguments, has been studied in various contexts and texts. Still, further research on differences in metadiscourse 

use by learner development as well as diachronic corpus approaches are needed to help L2 writers construct 

effective discourse for their disciplinary audiences (Deng et al. 2021, Yoon 2021).  

The remaining less researched clusters and subclusters were (a) assessment of source-based writing (6B), (b) 

use of computerized feedback for self-correction (9B), (c) use of machine translation (10A), (d) use of model texts 

as a corrective feedback technique for young learners (10B), and (e) L2 writing concerns in specific cultural 

contexts (cluster 14). The overall low citation counts and recent growth in publication numbers suggest that the 

topics of computerized feedback (9B) and machine translation (10A) are emerging research topics, likely in 

response to ongoing advancement of computer and digital technologies. On the other hand, the small amount of 

research on the other three topics might point to what has been underrepresented in L2 writing research. 

Specifically, thin research on assessment of source-based writing (6B) suggests that L2 writing assessment 

research could give more attention to real-life, classroom-based writing tasks, beyond traditional timed writing 

tasks, which often demand writing based on multiple reading and listening sources. In relation to use of model 

texts as a corrective feedback technique for young learners (10B), previous studies have repetitively pointed out 

that L2 writing research has predominantly focused on undergraduate students, largely neglecting the writings of 

young writers in primary and secondary schools (Geng et al. 2022, Leki et al. 2008, Riazi et al. 2018). Given the 

important roles of writing literacy development of young learners in their growth as writers, more in-depth research 

is warranted to examine various features of writings and instruction for young L2 writers. In addition, the small 

volume of research on L2 writing concerns in specific cultural contexts (cluster 14) resonates with Arik and Arik’s 

(2017) analysis showing the predominance of L2 writing research from universities in the U.S. and Canada (Arik 

and Arik 2017). Given that classroom practices and their effectiveness are subject to various contextual factors 

such as cultural beliefs, instructional traditions, and evaluation systems (Altinmakas and Bayyurt 2019), 

inspections of L2 writing classroom practices in reference to specific cultural contexts would be necessary to help 

teachers critically evaluate their practices and search for better alternatives.  
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8. Limitations and Implications for Future Directions 

 

The present study collected L2 writing articles from the WoS database, because the WoS allows the 

CitNetExplorer software to directly get access to the articles’ citation information. Despite its wide coverage of 

publications across most academic disciplines, the WoS core collection of L2 writing research was limited mostly 

to within the recent decade (2012-2021/2). Even though citation network analysis showed the current topography 

in L2 writing research, it could not map the lineages and evolutions of the research areas. The inclusion of the full 

historical range of L2 writing articles would produce a more complete landscape of emergence and development 

in L2 writing research. Additionally, in conducting citation network analysis, higher or lower resolution results in 

different numbers of clusters and subclusters. Thus, different groupings of articles from a citation network analysis 

of the current data are possible and open to further exploration. Lastly, the author classified the clusters into three 

topic domains based on the balance between the minimum interpretable number of domains and content 

relatedness among clusters. Thus, different researchers might prefer different classifications. They might also 

classify one or more clusters as “miscellaneous,” not belonging to any domain.  

Regarding the suggestion for future research, although the present citation network analysis enables mapping 

of the knowledge structure of L2 writing research, it does not show what problems and issues have been tackled 

in each topic area, and how the research foci have changed over time as research findings have accumulated. In 

this aspect, it would be valuable to incorporate citation network analysis with other analysis methods like topic 

modelling. Future research utilizing topic modelling to discover thematic information of the articles within each 

cluster (and subcluster) found in this study would increase our understanding of the underlying patterns of themes 

in each area’s research.  

Despite the aforementioned limitations, the present study has complemented and advanced the existing reviews 

of L2 writing literature by employing citation network analysis. The results of the study have made evident the 

knowledge structure of L2 writing research, giving researchers a holistic view of what topic areas have constituted 

L2 writing research and how they have been interrelated to one another. Moreover, the results of the study have 

shown that several research topics need further research while there are topics in which our field has intensively 

invested its research endeavor.   
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ABSTRACT 

Cho, Sookyung. 2023. Online vs. offline interactions during writing tutorials: 

Focusing on Korean learners of English. Korean Journal of English Language and 
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This study aims to explore differences found both at the surface level and at the 

interactional level between online and offline writing tutorials at a university located 

in Seoul, Korea. To date, tutors’ online interactions with tutees have not been examined 

as much as the offline ones, despite the surge of online teaching since the global 

outbreak of COVID-19. In order to examine how online and offline conditions affect 

tutor-tutee interactions, this study audio-recorded a total of 16 online and offline 

writing tutorials conducted by four different Korean writing tutors. Each tutor met two 

tutees twice— meeting one online and the other offline at first, and then the other way 

around for the second. Additionally, the tutees’ writings, including their first and 

revised drafts, were collected to better understand the tutor-tutee interactions. The 

surface-level comparison reveals that backchannels and overlaps hinder the 

communication in online tutorials and that tutees have limited access to the shared text 

because of technical limitations inherent to online communication. The interactional-

level comparison shows that more collaborations occur during the offline tutorials than 

during the online counterpart. Based on these findings, this study argues for further 

technical development in the area of online courses, and suggests that both tutors and 

tutees need training and experience in order to efficiently communicate online. 
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1. Introduction  

 

Since the outbreak of COVID-19, courses that were conducted offline have quickly been replaced by online 

ones. But even before the outbreak, writing center stakeholders were interested in conducting writing tutorials 

online because of better accessibility to a wider public. Since the COVID-19 pandemic, however, it has become a 

worldwide trend to offer writing tutorials using audio-visual-textual conferencing (AVT) software, such as Zoom, 

Webex, or Google Hangouts. Amidst this surge of online tutorials, online tutor-tutee interactions should be 

explored more in depth. While offline interactions between tutors and tutees in writing centers have been 

extensively studied, their online interactions have been studied scantily. To date, studies on online writing tutorials 

have focused on providing tips for successful online tutorials (e.g., Cooper, Bui and Riker 2005, Casal and Lee 

2014, Hewett 2010, Rafoth 2009) or exploring perceptions of students, tutors, or stakeholders on online writing 

tutorials (e.g., Kourbani 2020, Worm 2020). Due to this limited interest in online tutor-tutee interactions, there 

have been very few studies attempting to compare and contrast how offline and online tutorials differ.  

Those few studies that compared and contrasted online and offline tutorials do not directly compare and contrast 

the interactions between tutors and tutees: rather, some conduct a meta-analysis of previous studies on online vs. 

offline writing tutorials (e.g., Jongsma, Scholten, and Meeter 2022), others compare and contrast effects of offline 

and online tutorials on student writing (e.g., Lozano and Corando 2022). Jones, et al. (2005) compared offline 

interactions with online interactions, however, they inspected online tutorials using an instant messaging software, 

not an audio-visual textual conferencing (AVT) program such as Zoom or Webex, which has been widely used 

since the COVID 19 pandemic. On the other hand, Sabatino (2014) compared and contrasted offline tutor-tutee 

interactions with online ones using Webex in her dissertation using conversational analysis, however, since her 

major focus lied in students’ perspectives on online writing tutorials, as indicated in her title, “Interactions on the 

online writing center: students’ perspectives,” the comparison between online and offline interactions was not 

rigorous. In order to conduct a more rigorous and systematic comparison between online and offline tutor-tutee 

interactions, this study aims to inspect eight pairs of offline and offline tutorials conducted by the same tutors with 

the same tutees (4 tutors and 8 tutees) and answer the following questions:  

 

1)How do tutor-tutee interactions differ between online and offline tutoring at the surface level?  

2)How do tutor-tutee interactions differ between online and offline tutoring at the deep structure (i.e. in terms 

of collaboration)?  

 

 

2. Literature Review 

 

2.1 Tutor-Tutee Interactions in Offline Condition  

 

Drawn upon the model of collaborative learning, tutors at writing centers are often considered as collaborators 

with their tutees, as opposed to the role of instructors who are often considered as more authoritative figures (Agar 

1985, Bailey 2012, Gillespie and Learner 2000, Harris 1986, North 1994, Plummer and Thonus 1999, Rafoth 2000, 

Shamoon and Burns 1999, Thonus 2001). From the sociocultural perspective, tutors provide scaffolded learning 

to the tutees by adjusting feedback to their tutees’ needs, and thus their talk has often been marked by extended 

sequence of negotiations and eager invitation of tutees’ involvement, although the tutors take charge of the tutorials 

by taking more turns (Cho 2019, 2020, Thonus 2004, Williams 2016).  

When the tutors interact with non-native speakers of English (NNS), however, their patterns of interactions 
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diverge from those with their native speaker tutees (NS). Through the comparison of tutor interactions with NS 

and NNS tutees, Thonus (2004) found that when interacting with NNS tutees, tutors are more likely to use less 

mitigation strategies, engage in less extended sequences of negotiations, and provide more direct instructions, such 

as explaining how a tutorial should be conducted or diagnosing tutees without inviting tutee’s input. Overall, she 

found that “tutors were less conversationally involved with their NNS tutees than with their NS tutees” (p. 236) in 

light of the shorter duration of tutorials and the dealing of fewer topics with their NNS tutees than with their NS 

ones. Williams (2016) also found similar differences, depending on whether they involved NNS or NS tutees. 

While dealing with a writing tutorial as an institutional talk in that it has a predictable structure: goal-setting and 

diagnosis phases followed by a directive phase, Williams found some variations in this institutional talk between 

NS and NNS tutees. In the NNS tutorials, the diagnosis phase was much longer, and tutors played more prominent 

roles as dominant and authoritative figures, which was manifested in turn length, floor management, and use of 

face-threatening acts. Williams interpreted that these differences in tutors’ interactions with their NNSs originated 

from their efforts to facilitate their NNS tutee’s understanding of tutor feedback, rather than their linguistic 

superiority as a native speaker of English over NNS tutees.       

 

2.2  Online Writing Tutorials  

 

While offline tutor-tutee interactions have attracted a lot of attention from several scholars, as seen in the above, 

online interactions have been rarely studied. This paucity of studies on online tutor-tutee interactions may come 

from the fact that the term “online” is an umbrella term that overarches various types of technologies, including 

instant chatting, emailing, or AVTs. Instead of investigating tutor-tutee interactions directly, one branch of studies 

on online writing tutorials have focused on providing tips for successful online tutorials (Copper et al. 2005, Rafoth 

2009, Hewett 2010). For example, based on his online experiences, in this case, on email communication between 

tutor and tutee, Rafoth (2009) recommends that tutors be consistent in giving their feedback and reinforce it 

throughout the tutorial so that the tutees can feel that they need to make a revision. While providing tips both for 

asynchronous and synchronous online interactions, Hewett (2010) suggests to tutors several ways of engaging 

students in online tutorials, such as using student names and speaking to them directly, asking open-ended genuine 

questions, checking for tutee’s understanding, and referring to their writing frequently. As Rafoth (2009) 

acknowledges in his paper, however, these tips are not very specific to online tutorials, but they also apply to 

offline interactions. 

Another branch of studies on online writing tutorials explore how various groups of people, such as tutors, tutees, 

or stakeholders, perceive online tutorials (Kourbani 2020, Worm 2020). In order to investigate the perceptions, 

they usually utilize methods of surveys, questionnaires, or interviews. For example, Kourbani (2020) formed a 

focus group that consists of two NS tutors and 10 tutees and asked them to discuss their tutoring experiences. 

Based on their discussions, she argued that tutees mostly understood tutors’ feedback, but they occasionally had 

difficulties in applying it, in particular when they dealt with higher-order errors unless they were directly corrected. 

On the other hand, Worm (2020) surveyed 59 writing center stakeholders and practitioners in order to see how 

they view online writing tutorials. Through this survey, she found that they were quite supportive of online writing 

centers, but they also had some concerns depending on their previous experiences regarding online writing centers: 

those who had previous experience of online tutoring believed in the positive effects of online tutoring on 

communication (e.g., more time for tutor and tutee to understand and respond, and less anxiety), whereas those 

who had not believed in negative effects, such as misunderstandings and difficulty to build rapport.  

While these studies are limited in that they did not actually investigate online tutor-tutee interactions directly, a 

few studies, like Casal and Lee (2018), Sabatino (2014), examine real interactions that occurred between tutors 
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and tutees during online writing tutorials. For example, Casal and Lee (2018) incorporated an AVT program, such 

as Google Hangouts, in their writing tutorials conducted at the ELIP (English Language Improvement Program) 

at Ohio University. They found that these online sessions are productive because both the tutor and tutee are less 

distracted and more focused on tutoring. After interviewing two focal L2 writers who frequently used this type of 

online tutoring, they also argued that tutees felt comfortable with online tutoring because they did not have to 

spend time on the roads on their way to the physical writing center. While Casal and Lee (2018) explored the 

possibility of using an AVT in a writing tutorial, Sabatino (2014) directly investigated online tutor-tutee 

interactions using Webex, an AVT developed by Cisco Webex. Eight tutees participated in this study, and each of 

them worked with two to four tutors. The analysis of their recorded tutorials reveals that tutees took more turns 

when discussing higher-order matters, such as “information included in a thesis, whether or not research questions 

were answered, content, [or] organization of the information” (p. 85) whereas tutors took more turns when 

discussing lower-order concerns such as “grammatical errors, sentence level clarity, wordiness, missing words, 

punctuation, verb tense, articles, spelling, possessives, subject-verb agreement, or word choice” (p. 87).  

     As seen here, there have been a few studies that investigated online interactions using an AVT program, 

despite its rapid spread in the educational context, but none of these studies actually compared online with offline 

interactions, thus warranting the analyses of this study, which investigates the differences in interactions between 

online and offline tutorials. The findings could facilitate technology development in AVTs so that they can be 

more efficiently used to replace face-to-face tutorials. Otherwise, it is impossible to advocate for the real advantage 

of online interactions over offline interactions.  

 

 

3. Method  

 

3.1. Participants   

 

The participants of this study are four Korean tutors (3 females and 1 male) and eight Korean tutees (8 females). 

All tutors were graduate students at the department of English linguistics, who had experiences of tutoring for 

more than one semester. They were highly advanced learners of English given that all of them had experiences of 

studying abroad and their TOEIC scores were higher than 900. They were enrolled in a graduate course taught by 

the author of this study and learned how to teach English writing and how to give feedback on student writing. All 

tutees were freshmen who were enrolled in an English writing class 2, as a sequel to an English writing class 1 

they had taken in the previous semester as course requirements. Based on the placement test, which they had taken 

before entering the university, all of them were placed into a lower-level writing class. None of them had any 

experiences of studying abroad and very little experience of learning how to write academic writing in English. In 

this class, they learned the basics of English academic writing starting from a paragraph to a five-paragraph essay.  

 

3.2. Data Collection and Analysis  

 

The tutees wrote two writing assignments, a compare-and-contrast essay and an argumentative essay. For each 

writing assignment, they wrote two drafts, an initial and a revised draft. Before submitting the revised draft, the 

eight tutees met with their tutors, who were randomly assigned to them. They met the same tutor twice—once for 

each assignment—but in different modes as seen in Table 1. For the offline tutorial, they met at the places they 

preferred to meet at, such as cafés or study rooms in the library whereas for the online tutorials, they met using 

Webex. 
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Table 1. Tutorial Schedule 

Assignment Tutee 1, 2, 3, 4 Tutee 5, 6, 7, 8 

Comparison-Contrast  Online Offline 

Argumentative  Offline Online 

    

The tutorials were coordinated as such in order to minimize the order effect, that is, the bias that may have been 

introduced to the study had all the tutees met with their tutors online first and offline later or vice versa.  

Each tutorial lasted 42 minutes 35 seconds on average—the longest lasting an hour and the shortest 23 minutes. 

The offline tutorials lasted about 10 minutes longer (47 minutes 56 seconds on average) than the online ones (37 

minutes 15 seconds on average). All tutorials were recorded—the offline tutorials were audio-recorded while the 

online tutorials were audio- and video-recorded. Additionally, the first and revised drafts from all the tutees were 

collected to obtain a better idea of what the tutor and the tutee discussed during the tutorials. All the recordings 

were transcribed verbatim. For the surface-level comparison, the transcripts were compared and contrasted 

repeatedly and rigorously to identify key differences between offline and online. For the interactional-level 

analysis, the transcripts were analyzed based on the model of Williams (2004). Williams classified a revision 

process into the three steps of detection, identification, and correction. Detection is the stage at which a writer or 

others, such as a teacher, a peer, or a tutor notices there is a problem in the writing, Identification is the stage at 

which the problem is diagnosed, that is, what the problem is, or how it can be fixed, and Correction is the stage at 

which the writer evaluates all the possible solutions for the problem and chooses the best. Because this study 

focuses on tutor-tutee interactions during the writing tutorials, not examining the effects of interactions on their 

revision, it only looks at the first two steps, further dissecting Identification into Identification and Decision: 

Identification means diagnosis on what the problem is and Decision means deciding on or suggesting how the 

problem can be fixed. Figure 1 shows the modifications made on Williams (2004) in this study.   

 

         

               

 (Williams, 2004)                                                                  (This Study)  

Figure 1. Analysis Framework 

 

 

Detection Identification Correction Detection Identification Decision
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4. Results 

 

4.1. Surface-Level Differences  

 

The surface-level comparison and contrast of tutor-tutee interactions reveals that online and offline tutorials 

differ in tutees’ use of backchannels and overlaps and accessibility to the text. All of these differences seem to 

come from the AVT program’s technical difficulties, such as not delivering overlapped sound as promptly as in 

the real-time conversation and both parties’ not controlling the shared text to the equal freedom.  

 

4.1.1 Use of backchannels  

 

Compared to the offline interactions, in online interactions, the tutees’ backchannels are not delivered as 

promptly as in offline conversations due to technical limitations. In real-time conversation, backchannels are often 

reported to play an important role by encouraging the speaker to keep speaking by acknowledging that the listener 

is listening to him or her (Bavelas, Coates and Johnson 2000). The appropriate use of backchannels in Excerpt 1 

confirms the importance of backchannels even during the writing tutorials as well as in everyday conversation. 

 

Excerpt 1. Offline Tutorial (T1 – S1) １ 

 

1 T1: First of all, you seem to have put a nice title. But make sure to capitalize them like this.  

2 S1: Yes.  

3 T1: Now this one, since you put this in your body part 

4 S1: Yes 

5 T1: You can put it [here or not]  

6 S1: [Oh, I see] 

 

As seen here, whenever Tutor 1 pauses between her utterances, Student 1 uses a backchannel, such as “yes” or 

“I see” so that the tutor confirms the tutee’s understanding of her comments and she continues on.  

In contrast to the offline tutorials where backchanneling facilitates the conversation, in online tutorials, the 

tutee’s backchanneling is delivered belatedly because of technical limitations, and thus it is likely to block the 

conversation rather than facilitate it as in Excerpt 2, collected from the online counterpart of the same tutor and 

tutee shown in Excerpt 1. 

  

Excerpt 2. Online Tutorial (T1 – S1)２ 

 

1 T1: I like your content or organization. While reading  

2    S1: Yes.  

3    T1: (.) it, I didn’t have any difficulty. And  

                                           
１ [ ] indicates where an overlap occurs. 

２ (.) indicates a pause of approximately one-tenth of a second. 
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4    S1: Yes 

5    T1: (.) Starting with your introduction, your topic is about the star review system, right? 

6    S1: Yes.  

7 T1: You wrote “crying self-employed people.” Did you mean cries of self-employed people?  

8    S: Yes.  

9   T1: Then let’s take a look at one by one to see if your intention is well-reflected here. First of all, 

10   S: Yes.  

11  T1: (.) your introduction, your hook was very good.     

 

In Lines 2, 4, and 10, the tutee uses backchannels, but they are delivered late, which is shown through the fact 

that tutor’s utterance is interrupted by tutee’s backchannels within their turns. For example, tutee’s backchannel 

in Line 2 seems to be a response to the tutor’s compliment “I like your contents or organization,” but due to the 

delay, it interferes with the tutor’s utterance “while I’m reading it.” The same occurs in Lines 4 and 10. The tutee’s 

backchannel, ‘Yes” in Line 4 seems to be a response to the utterance “I didn’t have any difficulty,” but since it 

comes late, it blocks the tutor’s utterance “and starting with your introduction.” Line 10’s backchannel again seems 

to be intended for the tutor’s previous utterance “let’s take a look at one by one,” but it came late, and thus it 

interferes with the tutor’s utterance “first of all, your introduction, your hook was very good.” Whenever this kind 

of belated backchanneling happens, the tutor pauses shortly, which confirms that her utterance was disrupted     . 

 

4.1.2 Use of overlaps  

 

In addition to backchanneling, overlaps between tutor and tutee also block conversation in online tutorials     .  

 

Excerpt 3. Offline Tutorial (T4–S7)  

 

1 T: Here you have to use the past tense  

2     [because]  

3 S: [uh… Yes]  

4 T: You used the past tense before.  

5 S: This one was ambiguous [to me] 

6 T                  [You’re right] This one is ambiguous. 

7 S: People still use [newspapers]  

8 T:    [They still] use it.  

 

 

Excerpt 4. Online Tutorial (T4-S7)  

 

1 T: You checked my previous feedback on reference. What year is this work 

2     published in?   

3 S: Right, you’re right.   

4 T: You don’t have to put the word “professor” here. You can delete it and put 

5 a comma [like this] 

6 S:   [I just] 
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7 T: What did you say? 

8 S: No, no, no.  

In Excerpt 3, the tutor deals with S7’s draft that argues that memes contribute to the growth of internet culture. 

In the draft, S7 wrote “Newspapers, news, and radio, which were previously in charge of information delivery, 

receive at least one authoritative correction, and the source of the information is relatively clear.” During the offline 

tutorial, the tutor pointed out the inconsistency in tense here. Before this utterance is over, however, S7 interrupts 

in Line 3, agrees with her, and confesses that this issue was not clear to her. This time, before she finishes her turn, 

the tutor intercepts and agrees with her in Line 6. In Line 7, S7 explains why she had to use the present tense 

instead of the past tense, and the tutor immediately rephrases it by saying “they still use it” before the tutor finishes 

her utterance. As seen in Excerpt 3, the overlaps between the tutor and the tutee do not block the flow of the 

conversation, rather, they help the conversation to keep going on by showing sympathy or agreement to the 

conversational partner.  

In contrast, however, Excerpt 4 shows that overlaps in online tutorials block the flow of the conversation. In her 

compare-and-contrast essay, the same student from Excerpt 3 compared dry skin types to oily skin types. In the 

draft, one of her sentences was “In a Study on ‘Sebum, Moisture of Skin Change by Skin Type After Deep Cleaning’ 

Professor Song (2009) notes that . . .” In Line 4, T4 makes the suggestion, the tutee should drop the word “professor” 

and put a comma after the study. While the tutor is giving her comment, the tutee tries to clarify her intention by 

saying “I just” with an overlap with the tutor in Line 6. Although overlaps contribute to building better rapport 

between the tutor and the tutee in Excerpt 3, the tutor’s utterance “what did you say?” in Line 7 shows that this 

kind of overlap blocks the communication in the online tutorial. That is, the overlap seems to make the tutee’s 

utterance inaudible to the tutor. In Line 8, once her attempt was not successful, the tutee gives it up immediately, 

by saying “no, no, no.”  

 

4.1.3 Accessibility of the text   

 

In addition to belated backchanneling and disruptive overlaps, the tutees’ limited access to the text is another 

major difference between offline and online tutorials. AVT programs like Webex allow meeting participants to 

share their text to the others. Unlike offline meetings, however, the people who are sharing the text can control the 

cursor so that only they can point to what they are referring to in the shared text, not the other conversational 

partner. Therefore, during online tutorials, this limitation hinders the tutees from controlling the text once the tutors 

share their edited text with the tutees, as seen in the following excerpts.  

 

Excerpt 5. Offline Tutorial (T4-S8)３  

 

1 S: I would like to say about “being exposed to cold water”  

2 T: Did you find it here?  

3 S: Yes.  

4 T: This one?  

5 S: Right. But from the previous page through this whole page.  

 

                                           

３ Letters in bold are my emphasis.  
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Excerpt 6. Online Tutorial (T4-S8)  

 

1 S: In the paragraph below, in the second paragraph  

2 T: This one?  

3 S: I already put an opposing view there. How about moving what you 

4 suggested to the first body paragraph?  

5 T: Where did you put the opposing view? This one here in the introduction?  

6 S: Below  

7 T: Here?  

8 S: Yes.  

9 T: What would you say here then? Give me your idea and then I’ll see.  

10 S: What you said in the below.  

11 T: This one?   

 

In the offline tutorial as in Excerpt 5, neither the tutor nor the tutee has any problem in indicating which part of 

the draft they are pointing at. Not only does the tutor use the indexical adverb “here” in Line 2 and the pronoun 

“this” in Line 4, but the tutee also uses the pronoun “this” when she wants to indicate the place where she wants 

to deal with.  

The ease with which the tutee located a place she would like to point at in Excerpt 5 is in stark contrast with the 

difficulty she has indicating where she would like to point at during the online tutorial, as seen in Excerpt 6. In 

another draft, S8 wrote about why people should get married. At the tutor’s request for her to put an opposing 

view, the tutee states that she already did it, and the tutor asked where she put it. If it were an offline tutorial, the 

tutee would easily indicate where it is located by simply indicating it with her finger and using indexical words 

such as “here” or “this.” Because of her inability to indicate on the screen, which was shared by the tutor, however, 

the tutee used lengthy expressions that helped her define the place, such as “in the paragraph below, in the second 

paragraph” in Line 1. The tutor’s remark “where did you put the opposing view?” in Line 5 shows that even this 

lengthy expression is not successful. Since the tutor cannot locate the troublesource, S8 uses the expression, like 

“below” in Line 6, which is in contrast with the tutor’s successfully simple remark “here” in Excerpt 5.  

As seen here, online and offline tutorials differ in tutee’s backchanneling, overlaps and accessibility to the text: 

while backchanneling and overlaps facilitate communication in offline tutorials, they are not delivered as promptly 

as in offline tutorials, so they tend to block conversation in online tutorials, additionally, the tutees have limited 

access to the text during online tutorials, and thus have trouble in pointing at specific areas that they wish to 

discuss.  

 

4.2.  Interactional-Level Differences  

 

These surface-level differences seem to suggest that online tutorials are not conducive to tutees’ active 

participation, which is confirmed in the differences at the interactional-level between the offline and online 

tutorials. Table 2 summarizes the types of interactions all the tutors and tutees demonstrated during their offline 

and online tutorials.  
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Table 2. Types of Interactions Between Offline and Online Tutorials 

Tutor-Tutee 

Online Offline 

Tutor-

Tutor- Tutor 
Others 

Tutor-

Tutor- Tutor 
Others 

T1-S1 49 
Tutee-Tutee-Tutor (5)  

Tutor-Tutor-Tutee        (2) 
23 

Tutee-T&T-Tutee(1) 

 Tutor-Tutee-Tutor(1) 

 Tutor-Tutee-Tutee(1) 

Tutor-Tutor-T&T(1) 

Tutor-Tutee-T&T(1) 

Tutee-Tutee-T&T(1) 

T1-S2 21 

Tutor-Tutor-T&T (1) 

Tutee-Tutee-Tutor (2)  

Tutor-T&T-Tutor (3) 

Tutee-Tutee-T&T         (1) 

13 

Tutor-Tutor-T&T(5) 

Tutor-T&T-Tutor(2) 

 Tutee-Tutee-Tutor(3) 

Tutee-Tutee-T&T(1) 

Tutor-T&T-T&T(2) 

T2-S3 7 Tutee-Tutee-Tutor        (1) 11 Tutor-T&T-Tutor(2) 

T2-S4 8 Tutee-Tutee-Tutor        (1) 11 

Tutee-T&T-Tutor(1) 

 Tutee-Tutee-Tuto(3) 

 Tutor-Tutor-T&T(1) 

T3-S5 29 

Tutee-Tutee-Tutor (3) 

Tutee-Tutee-Tutee (1) 

Tutor-T&T-Tutor (6) 

Tutor-T&T-T&T (1) 

Tutee-Tutee-T&T (1) 

Tutor-Tutor-T&T         (1) 

4 

Tutor-Tutor-T&T(2)  

 Tutee-Tutee-Tutor(4) 

Tutor-Tutor-T&T(3) 

Tutee-T&T-Tutee(1) 

Tutor-Tutor-Tutee(1) 

Tutor-T&T-T&T(1) 

Tutor-Tutee-Tutee(1) 

Tutor-Tutee-Tutor(1) 

Tutee-Tutee-Tutee(1) 

Tutee-Tutee-T&T(1) 

Tutor-T&T-Tutor (2) 

T3-S6 13 

Tutor-T&T-Tutor (5) 

Tutor-T&T-T&T (1) 

Tutor-Tutor-T&T (1) 

Tutee-Tutee-Tutor        (1) 

16 

Tutee-Tutee-Tutor(2) 

Tutor-T&T-Tutor(8) 

Tutor-Tutee-Tutor(1) 

Tutor-T&T-T&T(1) 

Tutor-Tutor-T&T(1) 

T4-S7 6 
Tutor-Tutor-T&T (2) 

Tutee-Tutee-Tutor        (2) 
15 

Tutor-Tutee-Tutor(1) 

Tutor-Tutor-T&T(4) 

Tutor-Tutee-Tutor(3) 

Tutor-T&T-Tutor(6) 

Tutor-T&T-T&T(1) 

Tutee-Tutee-Tutor(2) 

Tutee-Tutee-T&T(1) 

T4-S8 17 

Tutor-T&T-Tutor (4) 

Tutee-Tutee-Tutor (2) 

Tutor-Tutee-Tutor (1) 

Tutee-Tutee-T&T (1) 

Tutor-T&T-T&T           (1) 

4 

Tutor-Tutor-T&T(6) 

Tutee-Tutee-Tutor(3) 

Tutor-T&T-Tutor(2) 

Tutee-Tutee-T&T(1) 

Note: T&T means that both the tutor and the tutee participate in the step.  

 

As seen in Table 2, the most frequent type of interaction between the tutor and the tutee is the one detected, 

identified, and decided all by the tutor in both online and offline tutorials. Except for the three cases—T2-S3, T2-
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S4, T4-S7, however, this type of tutor-domineering interaction is more frequent in online tutorials than in their 

offline counterparts. Excerpt 7 demonstrates a typical example of the tutor-detected, tutor-identified, and tutor-

decided.    

 

Excerpt 7. Online Tutorial (T1-S2) 

  

1  tutor-detected &  T: I know you put a comma  

2 tutor-identified      to emphasize ‘of course’  

3 tutor-decision      but you can remove it like “of course there may be.”  

4 tutor-detected      Next, you start a new sentence,  

5 tutor-identified     but you used ‘however’ too often.   

6 tutor-decision     So try to use ‘however’ less, like once in a paragraph.  

7    S: Yes  

  

In this transaction of short turns, two trouble sources are pointed out by the tutor. While arguing that the media 

should stop describing mental illness negatively, the tutee wrote “of course, there may be mentally disabled people 

who commit violent crimes.” In Excerpt 7, the tutor T1 detects the trouble source, that the tutee put a comma after 

the phrase “of course,” and suggests that she remove it. Right after this trouble source, the tutor moved onto another 

trouble source, the tutee’s overuse of the adverb “however” in Lines 4 and 5. In Lines 6-7, she makes the decision 

on her own, to use “however” once in a paragraph. In other words, every step of the revising process was initiated 

by the tutor without the interference or participation of the tutee.  

Although this type of tutor-domineering interaction was frequently found even in offline tutorials, there were 

other various types of interactions, in particular, the ones where tutees are involved in each step, such as tutee-

detected, tutee-identified, or tutee-decided ones.  

 

Excerpt 8. Offline Tutorials (T2-S4)  

 

1 tutee-detected &  S: Here, I named various media like TikTok,  

2 tutee-identified   Facebook or YouTube. Is it confusing?   

3 tutor-identified  T: Rather than confusing, when you compare and 

4          contrast, it is easier to compare one and one. But 

5           you compared one with many things. 

6    S: Yes.  

7  tutor-decision  T: I think it would be better to pick two and compare 

8        more in depth.  

9    S: I got it.    

 

As for her comparison and contrast assignment, S4 compares TikTok with other types of online platforms, such 

as Facebook and YouTube. In Excerpt 8, S4 initiates the revision process by detecting and identifying the problem 

of naming various media in her essay. At her request, in Line 7, the tutor T2 suggests that she should compare 

TikTok with one of those various medias more in depth. S4 does initiate the revision process once in her online 

tutorial, but Table 2 shows that such tutee-initiated interaction occurred significantly more often in her offline 

tutorial (four times).  
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Another notable difference between online and offline tutorials is that more collaboration goes on between the 

tutor and the tutee during offline tutorials. As T2 and S4 worked together to identify what the problem is in Excerpt 

8, tutors and tutees often collaborated with each other to arrive at an appropriate solution regarding a particular 

troublesource as follows:  

 

Excerpt 9. Offline Tutorials (T1-S2)  

 

1 tutor-detected &  T: Once I read this,  

2 tutor-identified          don’t you think it is childish to say “let’s bla bla”?  

3    S: Aha (laughter)  

4    T: Isn’t it? (laughter)  

5 tutor-decision      So let’s change this to make it sound more 

6         academic. If I were you, I would write like this. 

7    S: Yes.  

8    T: How can we start? I’ll do this like a thesis statement. 

9 tutee-decision  S: Umm. I would introduce the contents in the body part. 

10    T: Oh, right. I’ll do this and this. 

 

In Excerpt 9, the same tutor and tutee, who were introduced in Excerpt 7, collaborate with each other offline. 

While comparing and contrasting the two OTT (Over The Top) services, Disney Plus and Netflix, S2 wrote the 

sentence like “Let’s compare Disney Plus and Netflix.” In Lines 1 and 2, the tutor points out that the expression 

does not sound academic, and in Line 5, she makes the decision that she should make it sound more academic. In 

contrast to Excerpt 7 where she made correction herself, this time T1 encourages the tutee’s participation in Line 

8 by saying “how can we start?” At this request, the tutee states her decision to introduce the contents of the body 

part here. In Line 10, the tutor accepts the tutee’s decision and puts it in the words, “I’ll do this and this.”  

This kind of collaboration is found throughout the whole course of online and offline tutorials, some tutors being 

more likely to collaborate with their tutees than others—like T3 and T4. Nevertheless, it is apparent that even the 

tutors who did not collaborate as much with their tutees, like T2, were more likely to collaborate with their tutees 

during offline tutorials rather than during online ones.  

 

 

5. Discussion and Conclusion  

 

The comparison of the online and offline writing tutorials reveals several differences at the surface-level and 

the interactional-level. At the surface-level, AVT programs’ limitations in delivering the sounds as quickly and 

clearly as in the real-time conversation cause problems in backchanneling and overlapping. First, there is a delay 

between the tutee’s utterance of the backchannels and the tutor’s reception, thus hampering the flow of the 

conversation. It was often found that tutors made short pauses before giving their comments because of these 

belated backchannels, which is in stark contrast with offline tutorials where tutees’ backchannels facilitate the 

conversation by signaling to the tutor that they are listening. Also, when the tutor and the tutee overlap with each 

other, the utterances become inaudible to each other, which again hinders the conversation between the tutor and 

the tutee. In offline tutorials, however, overlaps take place without doing as much harm to the conversation, rather 

they confirm mutual understanding by showing sympathetic attitudes towards each other. Additionally, the 
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common AVT programs’ characteristic that only the person who shares the text can control it makes it hard for 

the tutees to access the text as freely as their tutors. Hence, they often had difficulties in locating the part of the 

text they would like to discuss, as shown in their lengthy expressions of describing a location as well as in their 

scant use of indexical pronouns and adverbs, such as “this” and “here”  

At the interactional-level, the offline tutorials demonstrate not only more active participation of the tutees, but 

also more collaboration between the tutor and the tutee. Although the tutor-domineering interactional type, that is, 

tutor-detected, tutor-identified, tutor-decision is the most common type across online and offline tutorials, more 

various types of interaction where the tutee joins each step of revision process, were found in offline tutorials more 

often than in online tutorials. Moreover, in offline tutorials, tutors and tutees often show that they collaborate with 

each other in identifying a trouble source or arriving at a conclusion about how to fix it. This difference may 

account for why offline tutorials last longer in this study (10 minutes longer than online counterparts on average): 

as both tutor and tutee collaborate more, their tutorials took longer time. Such discovery differs from the findings 

of previous research that has compared and contrasted online and offline classes (Daud and Zubairi 2006, Jongsma 

et al. 2022). For example, Daud and Zubairi (2006) did not find any difference between offline and online classes 

in terms of their class performance, Jongsma et al. (2022) even found that students who received online feedback 

performed better than those who received offline feedback. The discrepancy between those studies and this one 

may come from the breadth of the term “online.” Each study uses the term online differently. For example, the 

students in Daud and Zubairi used a prepared computer module whereas in Jongsma et al. (2022), online refers to 

the one “technologically-facilitated without synchronous interactions between students.” On the other hand, in this 

study, online refers to the use of AVT programs. The question of which types of online tools were used in a study 

might have produced different results.  

This study is limited in that it has only a limited number of participants and that it did not incorporate the 

students’ revisions in the analysis. More participants would increase the credibility of this study. Also, had the 

revisions been investigated as well, the tutees’ incorporation and acceptance of tutor feedback could have been 

analyzed as well, for both online and offline tutorials, I could have seen how the interactions the tutees had with 

their tutors are reflected into their revisions as well as whether online and offline tutorials make a difference in the 

tutees’ revision, which will enlarge the understanding on the effects of online and offline tutorials on student 

writing itself. Even without this more in-depth analysis, though, the differences that this study reveals between the 

online and the offline tutorials suggest future directions for technical development in online tutorials and also point 

out some pedagogical directions on how to improve online interactions between the tutor and the tutee. First, AVT 

programs should be developed to emulate real-time interactions by reducing time delays as well as by allowing 

overlaps between the conversational partners. Second, by allowing all the participants the same level of 

controllability in sharing a text, even the tutee can indicate where they would like to point at as freely as their 

tutors do. Lastly, both the tutors and the tutee should be trained and educated about how to efficiently deal with 

online interactions. They are used to interacting with people in real-time situations through years of experiences 

of interacting with others, however, they have relatively less experience of interacting with people online. For 

example, it was spotted that one of the tutors, S1 nodded in the online tutorial instead of saying “yes” as she 

probably often does in a real-time conversation. Although the video function was on during this particular online 

tutorial, the tutor was looking at the shared text, not at the tutee, so she did not notice that the tutee nodded as a 

response to her utterance. Because S1 gesticulated rather than speak, the tutor’s utterance went longer without S1’s 

backchannels, which, in turn, may have caused her to comment that this particular tutorial was not very 

interactional in a correspondence with me. This example indicates that online interactions require similar education 

and experience as real-time interactions do so that both the tutor and tutee can efficiently perform their roles as 

conversational partners.  
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ABSTRACT 

Sung, Eunkyung, Sehoon Jung and Sunhee Lee. 2023. Word recognition in 

English place assimilation by L1 and L2 listeners: An eye tracking study. 

Korean Journal of English Language and Linguistics 23, 175-191. 

 

This study explores the dynamics of lexical activation by comparing the time course 

of word recognition between assimilated forms (e.g., ca[t
p] in cat box) and 

noncoronal forms (e.g., ca[p] in cap box). Using the Visual World Paradigm, an eye-

tracking method, the main goal was to investigate how gradient modification in place 

assimilation context influences L1 and L2 listeners’ real time word recognition in 

English. Twenty native Korean learners of English, as well as fourteen native 

English listeners took part in the listening task integrated into the eye-tracking 

experiment. The participants were given aural input in the form of instructions (e.g., 

look at the cat/cap box) and asked to pick the word they had just heard between two 

options (e.g., cat or cap) on the screen while or after they listened to the input. Their 

eye movements over the visual screen while listening, along with their keyboard-

press responses were recorded for the main analysis. The results showed both 

English and Korean listeners displayed higher proportions of fixations on the target 

(e.g., cat) than on the competitor words (e.g., cap) in assimilation contexts (e.g., 

ca[t
p] box), as well as higher proportions of fixations on targets (e.g., cap) than on 

competitors (e.g., cat) in non-assimilation contexts (e.g., ca[p] box). However, the 

discrepancy of fixation proportions between targets and competitors was more 

obvious for the English listeners than for the Korean listeners. In other words, 

although the L2 listenersin addition to L1 listeners were able to use acoustic 

variations when identifying the target phonemes, the L1 listeners revealed a higher 

certainty level than their L2 counterparts. Furthermore, the divergence points 

between targets and competitors wereshown to appear earlier for the L1 listeners 

than for the L2 listeners. 

 

KEYWORDS 

word recognition, assimilation, lexical ambiguity, L1 and L2 listeners, eye 

tracking, targets and competitors. 

 

 

Received: January 16, 2023 
Revised: February 10, 2023 
Accepted: February 18, 2023 

 

 

Eunkyung Sung (1st author) 

Professor, Dept. of English, Cyber 

Hankuk University 

E-mail: eks@cufs.ac.kr 

 

Sehoon Jung (corresponding author) 

Lecturer, Dept. of English, 

Kyungsung University 

E-mail: sejung@ks.ac.kr 

 

Sunhee Lee (co-author) 

Associate Professor, Dept. of 

Chinese, Cyber Hankuk University 

E-mail: lishanxi@cufs.ac.kr 

 

 
* This paper was supported by the 

Ministry of Education of the 

Republic of Korea and the National 

Research Foundation of Korea 

(NRF-2019S1A5A2A01047388). 



Eunkyung Sung et al.  Word Recognition in English Place Assimilation by  

L1 and L2 Listeners: An Eye Tracking Study 
 

©  2023 KASELL All rights reserved  176 

1. Introduction 

 

Acoustic signals exhibit inherent variability that results from casual speech processes such as assimilation, 

reduction, and deletion. These processes lead to the drastic deviations of phonetic forms from the canonical 

pronunciation of the words intended by speakers. In English coronal place assimilation, coronal coda segments /t/, 

/d/, and /n/ are assimilated to the following bilabial or velar onset sounds, taking the place of the noncoronal 

segments. For example, green berry may sound like greem berry. This coronal place assimilation process is not 

obligatory, but this phenomenon is extremely common in natural English speech patterns (Gaskell and Marslen-

Wilson 1996, Gow 2001, 2002, 2003, Darcy et al. 2007, 2009). The assimilation of the coronal place of articulation 

is also shown in other languages such as Korean. In Korean, the coronal coda consonants /t, n/ assimilate to the 

following bilabial sounds /m, p/ (e.g., /k’otʃ.pɑt/ [k’op.pɑt] ‘flower garden’, /ʃin.mun/ [ʃim.mun] ‘newspaper’) or 

the following velar sounds /k, ŋ/ (e.g., /sut.kɑrɑk/ [suk.k’ɑrɑk] ‘spoon’, /tʃən.kuk/ [tʃəŋ.kuk] ‘the whole country’). 

Although place assimilation may originate as a gradient phonetic effect triggered by acoustic characteristics or 

perceptual biases, both near-categorical and gradient dimensions of assimilation have been found in both English 

(Ohala1990, Byrd 1996, Gow 2001, among others) and Korean (Gow and Im 2004, Jun 1996, Kochetov and 

Pouplier 2008). Thus, place assimilation can be a source of lexical ambiguity as well as source of perceptual 

variability. For example, the phrase ca[t
p] box can be perceived as either cat box or cap box when it is heard.  

Spoken word recognition is dynamic and time-dependent. Listeners are generally good at identifying intended 

words despite phonetic modifications away from their canonical form. However, the non-canonical forms of words 

can sometimes cause difficulties in the recognition of words. The influence of fine-grained acoustic variability on 

L1 word interpretation has been repeatedly investigated (Beddor and Onsuwan 2003, Dahan et al. 2001, Gaskell 

and Marslen-Wilson 1996, Gow 2001, 2002, 2003, McMurray et al. 2002, 2008, Zamuner et al. 2016). On the 

other hand, previous studies demonstrating the effects of phonetic modifications on L2 listeners’ word recognition 

are still scarce. All languages manifest casual speech processes, and L2 listeners are not able to be permanently 

exposed to the input that are close to the canonical forms.  

With this in mind, the current study investigated how L2 learners of English deal with English place assimilation 

that has the potential to cause lexical ambiguity. Specifically, this study explored the dynamics of lexical activation 

by comparing the time course of eye-movements of the two groups — native Korean and English listener groups 

— during real-time processes in assimilation and non-assimilation contexts (e.g., ca[t
p] box vs. ca[p] box) in 

English. Additionally, we analyzed listeners' response data that include their judgments made based on their 

perception of the sound they heard. The specific research questions are as follows: 1. How does gradient 

modification in assimilation context influence word recognition? 2. How different are recognition patterns of 

phonetic information over time between L2-English listeners (native Korean listeners) and native English listeners?       

In order to examine how gradient modification in an assimilation context influences word recognition, we used 

stimulus sets in which an assimilation process creates lexical ambiguity such as with ca[t
p] box and cap box. 

Another issue is how phonetic information is integrated over time. To better understand the temporal dynamic of 

the perceptual processing of speech variation, we need experimental paradigms that provide continuous measures 

of activation. In this study, the Visual World Paradigm (VWP), an eye tracking method, was employed since it 

could reliably measure lexical activation with sensitivity to the temporal dynamics of processing.` In the following 

section, we will briefly review the relevant background on the assimilation and temporal processes of speech 

perception.    
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2. Literature review 

 

2.1 Assimilation and Perception 

 

As briefly addressed earlier, the assimilation process may produce lexical ambiguity since the process causes 

the neutralization of phonetic contrasts under certain environments (e.g., ca[t
p] box vs. ca[p] box). In the perceptual 

aspect, listeners restore the phonological shape of words based on acoustic cues and phonetic contexts. Researchers 

have explored how listeners cope with phonological processes such as assimilation. Furthermore, a great deal of 

work has investigated context effects for assimilation focusing on the distinction between regular legal changes 

and abnormal deviations (Gaskell and Marslen-Wilson 1996, 1998, Gow 2001, 2002, Mitterer and Blomert 2003, 

Gow and Im 2004, Lee 2005, Darcy et al. 2009, Sung 2018). Gaskell and Marslen-Wilson (1996, 1998) examined 

context effects for place assimilation in English. Gaskell and Marslen-Wilson (1996) examined lexical access 

when the English coronal sounds /t, d, n/ were assimilated to either the bilabials /p, b, m/ or the velars /k, g, ŋ/ by 

using a lexical decision task. The English listeners demonstrated priming for the unmodified form of the target 

word (e.g., wicked) in the viable context in which assimilation is conditioned by a phonological process (e.g., 

wicke[b] prank) than in the unviable context in which assimilation is not triggered (e.g., wicke[b] game). Gaskell 

and Marslen-Wilson (1998) also found that surface variations in speech were perceptually tolerated when 

modifications occurred in phonologically viable contexts. The English listeners were able to access the mental 

representation of ‘freight’ easily when it was presented in the viable context (e.g., freigh[p] bearer) than in the 

unviable context (e.g., freigh[k] bearer). Furthermore, Gaskell and Marslen-Wilson observed the same tendency 

with nonce words, which suggests that phonological compensation occurred even without lexical cues.  

Gow (2001) examined how listeners used the acoustic information in a token that had undergone assimilatory 

modification to anticipate the upcoming segment that triggered the assimilation. Gow found that when listeners 

heard the word ten in which the final coronal segment had been labialized, they expected that the next word would 

begin with a labial sound. For example, the word-initial noncoronal, as in the /b/ in buns, was perceived faster 

when it directly followed the properly modified underlying coronal, te[m] in ten buns, than when it directly 

followed the unmodified coronal, te[n] in ten buns. Gow pointed out that assimilation provides information about 

the underlying form as well as a particular type of modification.  

The effects of language-specific experience concerning assimilation processes have been thouroughly explored. 

Lee (2005) investigated perceptual patterns involving Korean obstruent nasalization by Korean and English 

listeners. Lee showed that compared to the English listeners, the Korean listeners were highly sensitive to context 

and restored the phonological form for both Korean and English stimuli. That is, the Korean listeners revealed 

much higher word detection rates for the viable change condition (e.g., pam.mul ‘rice water’) than for the unviable 

change condition (e.g., pap.panchan ‘a side dish’). Lee suggested that compensation for assimilation was clearly 

affected by L1 experience. Darcy et al. (2007) tested native English learners of French and native French learners 

of English with both their L1 and L2 through the involvement of assimilation. Each listener group consisted of 

two parties depending on their L2 proficiency. Darcy et al. found that beginners used their native compensation 

pattern in both languages, whereas advanced learners compensated for the non-native assimilation rule in their L2. 

Darcy et al. (2009) examined two phonological rules, one is the coronal place assimilation that exists in English 

and the other is the voicing assimilation that exists in French. The results of word detection tasks showed that both 

English and French listeners revealed a higher degree of compensation for phonological variations caused by rules 

existing in their L1 than by rules that were not present in their L1. Thus, the English listeners demonstrated more 

compensation for place assimilation, whereas the French listeners showed a higher compensation rate for voicing 



Eunkyung Sung et al.  Word Recognition in English Place Assimilation by  

L1 and L2 Listeners: An Eye Tracking Study 
 

©  2023 KASELL All rights reserved  178 

assimilation. It was also found that the non-native rule induced a small but significant compensation effect. Darcy 

et al. suggested that perceptual compensation involves both a language-specific and a language-independent 

mechanism. 

Most of the previous studies on perception in an assimilation context have focused on perceptual compensation 

for phonological modification. The current study explored two issues related to the perception of the phonological 

form in an assimilation context. The first is how acoustic information involving assimilation affects word 

recognition. The second issue concerns the differences between L1 and L2 listeners in terms of the perception of 

acoustic variation over time. We tracked the activation of word recognition in a visual world task in which the 

participants matched spoken targets with the words on the computer screen.  

 

2.2 Temporal Processes of Speech Perception 

 

Eye-tracking has primarily been used to detect and measure one’s eye movements (saccades) and stops 

(fixations), as well as the movement patterns over a text when reading (e.g., regressive or progressive patterns). 

Eye-tracking has also been utilized to explore the processing of auditory input. For example, a number of studies 

have investigated auditory word recognition and lexical activation using the Visual World Paradigm (VWP) (Gow 

and McMurray 2007, McMurray et al. 2008, Reinisch and Sjerps 2013, Schreiber and McMurray 2019, 

Desmeules-Trudel and Zamuner 2021, Reinisch and Mitterer 2022). In this procedure, the participants’ eye 

movements are checked as they observe visual representations while listening to auditory stimuli. Eye-tracking 

methods have the advantage of providing the real-time processing of auditory information. By measuring the 

amount of time spent fixating on images or words on the display through a measurement of time, real-time lexical 

access as well as standard measures of language processing such as accuracy (e.g., mouse clicks) can be inferred.   

Gow and McMurray (2007) examined the time-course of context effects using the VWP. The experiments 

employed items that produced potential lexical ambiguity caused by assimilation (e.g., the assimilation of /t/ in cat 

box). The results showed both progressive and regressive effects. Regarding the regressive effects, the participants 

favored images depicting cats when the context was labial (e.g., cat
p box) and caps when the context was coronal 

(e.g., cat
p drawing). That is, when the participants heard an assimilation token followed by a noncoronal (e.g., 

cat
p ,box), their eye movements displayed that there was a small bias to prefer a noncoronal interpretation (e.g., 

cap) before 500 milliseconds (ms). However, at around 500ms, the preference reversed towards the coronal 

interpretation (e.g., cat). On the other hand, when they heard the same token in a coronal context (e.g., cat
p 

drawing), the fixation proportion of cap was higher than that of cat from around 500ms. Progressive effects were 

similar to those of regressive assimilation although progressive effects occurred earlier than regressive effects. 

Gow and McMurray suggested that perceptual inferences in the process of resolving assimilation might be bound 

up with the dynamics of lexical competition.  

McMurray et al. (2008), Reinisch and Sjerps (2013), and Schreiber and McMurray (2019) investigated multiple 

cue integration across the time course, using the VWP. McMurray et al. (2008) provided evidence that suggests 

cues to both voicing (b/p) and manner (b/w) contrasts become available to listeners at different times during spoken 

word recognition. That is, the effect of the onset cue (VOT and formant transition slope) preceded the effect of 

vowel length. McMurray et al. pointed out that these results supported a model of cue-integration, and phonetic 

cues were used for lexical access as soon as they were available. Reinisch and Sjerps (2013) examined whether 

acoustic cues that are available on the same segment (duration and formant values in the Dutch contrast /a:/ vs. /ɑ/) 

would display differences in their use over time. Reinisch and Sjerps demonstrated that for a vowel contrast 

spectral cues tended to be used slightly earlier than duration cues although an equal importance of both cues was 
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found in an offline task. Schreiber and McMurray (2019) tested anticipation by asking when listeners could use 

coarticulatory information in the frication to predict the upcoming vowel during speech perception. The sibilant 

fricatives /s/ and /ʃ/ were cross-spliced across vowels (e.g., the /s/ from soup and the /id/ from seed). Conditions 

in which the coarticulation matched or mismatched the vowel were compared (e.g., sieed vs. sueed and suoup vs. 

sioup). The VWP experiment found that listeners anticipated the vowel immediately from the onset of the frication, 

although they waited several hundred milliseconds to identify the fricatives. Schreiber and McMurray pointed out 

that listeners did not process phonemes in the order that they appeared, and suggested that dynamics of language 

processing may be loosely connected to the dynamics of the input.  

Desmeules-Trudel and Zamuner (2021) investigated the effects of fine-grained phonetic details on L2 listeners’ 

recognition of nasalized vowels in Canadian French. The results of two eye-tracking experiments indicated that 

L2 listeners (native English speakers) were able to use nasalization duration variability in a similar fashion to L1-

French listeners. That is, L2 listeners were able to distinguish minimal word pairs differentiated by the presence 

of phonological vowel nasalization in French. Desmeules-Trudel and Zamuner argued that lexical representations 

could be highly specified in an L2. Furthermore, L2 listeners’ knowledge of phonetic cues associated with 

phonological vowel nasalization in French depends on the age of exposure to the L2.  

Previous studies using the VWP have yielded evidence of the real-time processing of auditory stimuli focusing 

on context effects in progressive and regressive assimilations, multiple cue integration, and L2 listeners’ 

recognition of vowels. Thus, the VWP has provided a measure for tracking the use of phonetic cues over time. 

However, little research has been conducted regarding the effects of phonetic details on L2 listeners’ real-time 

processing in an assimilation context. The present study compared the time course processing of phonetic details 

between L1 and L2 listeners. Specifically, this study compared perceptual patterns of phonological forms between 

an assimilation context (e.g., cat in cat
p box) and a non-assimilation context (e.g., cap in cap box) throughout time. 

If complete assimilation is involved, the surface form of coronal sounds (e.g., cat
p) may be indistinguishable from 

the underlying noncoronal sounds (e.g., cap). However, it has been proven that assimilation is not a neutralizing 

process but rather a gradient incomplete modification (Gaskell and Marslen-Wilson 1996, 1998 Gow 2001, 2002 

Gow and McMurray 2007). The appropriately assimilated form of coronal sounds (e.g., cat
p) may be perceptually 

distinguishable from the unmodified noncoronal sounds (e.g., cap). Accordingly, L2 listeners may notice fine-

grained acoustic details in a way similar to that of L1 listeners.  

 

 

3. Methods 

 

3.1 Participants 

 

A total of 34 participants, including twenty linguistically naïve native Korean speakers, as well as fourteen 

native English speakers, took part in this study. The Korean participants (4 males, 16 females) were recruited from 

large universities in Seoul, Korea. All of them were undergraduate students enrolled in different programs with 

their ages ranging between 20-29 years old (M = 24.45, SD = 1.77). Their English proficiency was measured via 

their self-rated proficiency using a 3-point Likert-scale (High-Intermediate-Low) and a voice recording of a short 

English paragraph. In the self-rated proficiency report, all except three participants (1 at low, and 2 at high) 

identified themselves as intermediate-level English learners. After confirming that the data from these three 

participants were not distinct from the rest of the group, we decided to include them in the analyses. Also, their 

English proficiency levels were considered to be intermediate or low based on the researchers’ evaluation of their 
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reading of the passage. The English participants (9 males, 5 females) were all residing in Seoul studying (n = 2) 

and working (n = 12) at the time of testing. Their ages varied ranging between 21 and 55 years old (M =37.36, SD 

= 9.92). Their length of residence in Korea also differed across participants, ranging between 3 months minimum 

to 12 years maximum (M = 7.24, SD = 3.69). Neither Korean nor English participants reported any hearing or 

vision problems. All the participants received monetary compensation for their participation.  

 

3.2 Stimuli 

 

Using the Experiment Builder (SR Research Ltd. ver.2.3.38) compatible with the Eyelink II eye-tracking system, 

the main listening task was designed by adopting the VWP so as to closely examine participants’ time-sensitive 

proportional eye-gaze patterns between the two images as a function of their concurrent auditory input processing 

on the stimuli (for a more technical review of this method, see Altmann 2011, Tanenhaus and Trieswell 2006).  

The stimuli submitted to the listening task consisted of a total of 190 test trials, including 10 practice, 120 

experimental, and 60 filler items. The experimental items contained 30 items involving labialization (e.g., ca/t/ 

box  ca[p] box) and 30 counterparts with no labialization (e.g., ca/p/ box  ca[p] box), 30 items involving 

velarization (e.g., ba/t/ cage  ba[k] cage) and 30 counterparts with no velarization (ba/k/ cage  ba[k] cage). 

The experimental items were all compound nouns in the form of a target noun (one syllable) followed by a context 

noun (one or two syllables) as seen in Table 1. To avoid any potential confounding effect from semantic anomalies, 

all items were created so as to be as semantically plausible as possible. Then the auditory stimuli were recorded 

by a male native English speaker in the following sentence pattern: “Look at the EXPERIMENTAL ITEMS now.” 

In this way, we were able to obtain more naturally occurring assimilated sounds in a natural utterance context. 

After the recording was over, the Praat software (version 6.1.03) was used to control the onset time of experimental 

item occurrences in that the first “Look at the” part was adjusted to 560 milliseconds across all items. Other than 

adjusting the onset time, all the auditory stimuli remained intact without any manipulations. The following table 

display examples of the stimulus items.  

 

Table 1. Examples of Stimulus Items Involving Labialization and Velarization 

Assimilation context 

Target words 

Context  

words 
Coronal sounds  

in assimilation  

contexts 

Noncoronal sounds in  

non-assimilation context 

Labialization 

[t] → [p] / __ [b], [p], [m] cat cap box 

[d] → [b] / _ [b], [p], [m] dad dab pose 

[n] → [m] / _ [b], [p], [m] sun some bears 

Velarization 

[t] → [k] / _ [g], [k] bat back cage 

[d] → [g] / _ [g], [k] bid big game 

[n] → [ŋ] / _ [g], [k] stun stung king 
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3.3 Procedure 

 

All data collection processes took place in a quiet lab setting equipped with the Eyelink II eye-tracking system 

and a 23-inch LCD monitor screen for participant display. The experiment consisted of five pseudorandomized 

blocks with each block containing 35 to 40 trials mixed with the target and filler items and the participants were 

allowed to take a short break after completing each block.  

Upon entering each trial, participants were instructed to fixate their gaze on the cross in the middle of the screen 

before receiving any visual stimulus, which was then followed by the audio prompt. They moved their eyes 

following the instructions in the prompt (i.e. by looking at the word that they believed they had just heard) and 

selected which word they heard by pressing the designated keyboard buttons. The number of times in which the 

target word appeared on the two sides (left and right) of the screen was counterbalanced to avoid any potential 

response biases. 

While participants observed the images on the screen, they were asked to indicate the word they heard by 

pressing the left button if they heard the word on the left side, and the right button if they heard the word that 

appeared on the right side of the screen. In this manner, their proportional viewing of the two words during and 

after listening, together with their keyboard-click responses, were recorded for data analysis. The following figure 

displays a screenshot as an example of the experiment. 

 

 

 

 

 

 

 

 

 

 

4. Results 

 

4.1 Keyboard-click Responses (Identification Task) 4.  

 

The keyboard-click responses in the identification test were analyzed first. We assessed the rates for the selection 

of correct words with coronal codas (e.g., cat) in an assimilation context (e.g., ca[t
p] box) and correct words with 

noncoronal codas (e.g., cap) in a non-assimilation context (e.g., cap box). The following figures show the response 

rates by English listeners (Figure 2) and Korean listeners (Figure 3). 

Figure 1. The Screenshot of the Experiment 
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The English listeners correctly identified around 78.9% responses of underlying coronal sounds in an 

assimilation context (e.g., cat in ca[t
p] box), and 82.6% of noncoronal responses in a non-assimilation context (e.g., 

cap in cap box). The noncoronal responses in the non-assimilation context were found to be less accurate than we 

had anticipated. This was likely due to the acoustic characteristics of coda consonants as coda consonants are not 

fully released in natural speech.  

 

The Korean listeners correctly identified around 68.5% of responses with coronal sounds in an assimilation 

context (e.g., cat in ca[t
p] box), and 70.6% of non-coronal responses in a non-assimilation context (e.g., cap in cap 

box). Compared with the results of the English listeners, the Korean listeners’ detection rates of coronal sounds in 

an assimilation context and noncoronal sounds in a non-assimilation context were found to be lower. That is, the 

English listeners were more sensitive to the underlying form in both contexts. 

A binary logistic regression was performed to ascertain the effects of the listener group (English vs. Korean 

listeners) and context (assimilation vs. non-assimilation context) on the responses (targets vs. competitors). The 

targets were coronal sounds in an assimilation context and noncoronal sounds in a non-assimilation context. The 

model explained 25% (Nagelkerke R2) of the variances in responses and correctly classified 74.2% of cases. The 

results demonstrated that the listener group effects are significant (p = .000), and the effects of context are also 

significant (p = .044). The English listeners exhibited more target responses than the Korean listeners. Also, for 

both listener groups, the target responses were more clearly demonstrated in non-assimilation contexts than in 

assimilation contexts.  

(a) Assimilation context (b) Non-assimilation context 

Figure 2. (a) English Listeners’ Response Rates of Coronal Sounds (e.g., cat) and Noncoronal Sounds  

(e.g., cap) in an Assimilation Context (e.g., ca[t
p] box), and (b) Response Rates of Noncoroal (e.g., cap)  

and Coronal Sounds (e.g., cat) in a Non-assimilation Context (e.g., cap box) 

(a) Assimilation context (b) Non-assimilation context 

Figure 3. (a) Korean Listeners’ Response Rates of Coronal Sounds (e.g., cat) and Noncoronal Sounds 

(e.g., cap) in an Assimilation Context (e.g., ca[t
p] box), and (b) Response Rates of Noncoronal Sounds  

(e.g., cap) and Coronal Sounds (e.g., cat) in a Non-assimilation Context (e.g., cap box) 
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4.2 Eye Tracking Results 

 

It has been well attested in literature that gaze fixations to visual targets reflect a viewer’s attention which is 

essential for lexical activation in language processing (Tanenhaus et al. 2000). With this in mind, what interested 

us most in this study was 1) whether participants successfully detected the target sound both in the assimilated and 

non-assimilated environments, 2) if so, whether assimilated contexts in which the target sound was situated could 

somehow affect their lexical processing during listening, for example, with the timing of their sound recognition, 

and 3) whether there were discrepancies in the lexical processing between native English listeners and Korean 

listeners.  

Figure 4 through Figure 7 present participants’ time-course of looks (i.e. fixations) to the two words (e.g., cat, 

cap) in assimilation (e.g., ca[t
p] box) and non-assimilation (e.g., cap box) conditions, respectively. The time-course 

of the fixation in these figures demonstrates participants’ proportional look on the two word images — namely the 

target and competitor words — from the time they heard the target word while listening to the audio prompt to the 

time they press the button that represented their response at the end. 

 

 

 

As shown in Figure 4 and Figure 5, the native English listener group showed similar fixation patterns in both  

conditions across the board. That is, they seemed to have clearly discriminated the target sound from the competitor 

in both conditions by gradually looking at the target word (i.e. the coronal target in assimilation, and the noncoronal 

target in non-assimilation conditions, respectively) more as time progressed. This observation conforms to the 

results of their keyboard click responses reported above in which their response accuracy ranged between 78.9 % 

in assimilation contexts and 82.6 % in non-assimilation contexts. However, the timing in which the proportions of 

the looks to the two fixation sites diverged slightly differed across the conditions. Specifically, English listeners’ 

Figure 4. English Listeners’ Proportions of Fixations on Coronal Targets (e.g., cat) and Noncoronal 

Competitors (e.g., cap) as a Function of Processing Assimilated Auditory Stimuli (e.g., ca[t
p] box) 

Figure 5. English Listeners’ Proportions of Fixations on Noncoronal Targets (e.g., cap) and Coronal 

Competitors (e.g., cat) as a Function of Processing Non-assimilated Auditory Stimuli (e.g., cap box) 
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proportion of the looks to the target began to pile up and increase substantially from about 400 milliseconds after 

they heard the target words in non-assimilation conditions (see Figure 5), however, such a diverging point was 

observed at a later point in assimilation conditions, starting from about 480 milliseconds after they heard the target 

words (see Figure 4). This observed delay in assimilation conditions suggests that while English listeners processed 

the target sounds correctly in both conditions, processing assimilated coronals might have been more burdensome 

since they are phonologically somewhat ambiguous in nature. The following figures display the Korean listeners’ 

fixation patterns.  

 

 

 

The Korean listeners also appeared to have processed the target words, by and large, correctly as evidenced by 

the increasing proportions of fixations on the target words in both conditions. See Figure 6 and Figure 7 for the 

fixation profiles in each of the two conditions. Comparing the two groups’ time-course of fixations to the words, 

however, the Korean listeners displayed different profiles at least in two respects. First of all, although the Korean 

listeners eventually fixated their gaze more on the target words over their competitors as a function of time, the 

proportional differences between the target and competitor were much less, compared to the gaps seen in the 

English listeners’ profiles. This could be partially due to their relatively lower response accuracy compared to the 

English listeners (68.5 and 70.6 percent in the assimilation and non-assimilation contexts, respectively). 

Furthermore, it also seems possible to speculate that the Korean listeners demonstrated relatively lower levels of 

certainty (or confidence) during the task even when they provided the correct responses toward the end of 

processing. Compared to the divergences between the targets and competitors shown by the English listeners (see 

Figures 4 and 5), the differences between the targets and competitors by the Korean listeners (see Figures 6 and 7) 

were much smaller. Second, the critical point at which the Korean listeners clearly discriminated the target sound 

Figure 6. Korean Listeners’ Proportions of Fixations on Coronal Targets (e.g., cat) and Noncoronal 

Competitors (e.g., cap) as a Function of Processing Assimilated Auditory Stimuli (e.g., ca[t
p] box) 

Figure 7. Korean Listeners’ Proportions of Fixations on Noncoronal Targets (e.g., cap) and Coronal 

Competitors (e.g., cat) as a Function of Processing Non-assimilated Auditory Stimuli (e.g., cap box) 
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from the competitor in the assimilation condition was found to have occurred at a much later point (about 640 

milliseconds from the onset of the target words) in assimilation conditions, compared to the English listeners 

(about 480 milliseconds). This means that the English listeners were relatively faster than the Korean listeners in 

processing the assimilated target sound.  

To further examine the time-course of fixations between the two groups, we conducted a series of statistical 

analyses. We first divided participants’ time-course fixation data into six time-windows to compare time-course 

eye movement patterns of the two groups in these regions, each of which was set to include a 160-millisecond 

interval starting from the onset of the target words. We then calculated individual participants’ proportional looks 

to the two sites — namely the targets and the corresponding competitors across experimental items — recorded 

during the span of each time-window. These proportional data were submitted to a series of generalized linear 

mixed-effects models (GLMMs) separately for each time window and for each condition, with Listener group (L1 

English and L1 Korean) and Visual function (Target and Competitor) as the fixed factors, and with subject and 

item as random factors. Note that a significant interaction effect of the two fixed factors in the main analysis could 

signal that the two groups built different fixation patterns in some ways at the moment. To better identify the 

source of significance in interactions, if any, we performed sets of follow-up analyses separately each group using 

the GLMMs. The summary of the main analysis is provided in Table 2.  

 

Table 2. The Effects of Listener Group (L1) and Visual Function  

‘***’<.001, ‘**’<.01, ‘*’<.05 

 

First of all, the results displayed significant effects of visual function from Region 2 through Region 6 in non-

assimilation conditions, largely due to substantially more looks to the target sites built from early stages for both 

groups. Similar results were obtained in assimilation conditions in this respect, however, a significant visual 

function effect appeared at later stages, starting from Region 4. Such delayed effects of visual function indicate 

that the participants did not likely conclude their processing of assimilated sounds up until Region 3. Second, the 

analysis found significant group by visual function interaction effects at Region 4 [Assimilation: F(1, 4026) = 

22.605, p < .001, Non-assimilation: F(1, 4030) = 5.918, p < .05], Region 5 [Assimilation: F(1, 3870) = 45.629, p 

< .001; Non-assimilation: F(1,3848) = 36.373, p < .001], and Region 6 [Assimilation: F(1, 3396) = 38.599, p 

< .001; Non-assimilation: F(1, 3338) = 60.817, p < .001] in both conditions, respectively. In order to compare the 

 

Time region 1 2 3 4 5 6 

Elapse times in 

milliseconds 
0-160 161-320 321-480 481-640 641-800 801-960 

 
F 

P 

F 

P 

F 

P 

F 

P 

F 

P 

F 

P 

L1 

Assimilation 
2.767 

.096 

1.699 

.192 

.380 

.538 

.001 

.971 

.405 

.525 

.369 

.543 

Non-assimilation 
3.139 

.077 

2.011 

.156 

.569 

.451 

.115 

.735 

.352 

.553 

1.437 

.231 

Visual 

Function 

Assimilation 
2.575 

.109 

1.644 

.200 

1.089 

.297 

26.061 

.000*** 

168.859 

.000*** 

243.165 

.000*** 

Non-assimilation 
3.306 

.069 

9.729 

.002** 

19.277 

.000*** 

133.128 

.000*** 

389.174 

.000*** 

293.055 

.000*** 

L1*Visual 

Function 

Assimilation 
.020 

.888 

.528 

.468 

.578 

.447 

22.605 

.000*** 

45.629 

.000*** 

38.599 

.000*** 

Non-assimilation 
.699 

.403 

1.614 

.204 

.987 

.321 

5.918 

.015* 

36.373 

.000*** 

60.817 

.000*** 
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processing of the two groups more closely during those timespans, follow-up analyses were carried out for each 

group, with the proportional looks as the dependent variables, and visual functions as the independent factor. A 

summary of the follow-up analyses is provided in Table 3.  

 

Table 3. A Summary of Follow-up Analyses on Regions of 4, 5, and 6 for Each Group 

 Assimilation Condition Non-assimilation Condition 

Listener  

group 
Korean English Korean English 

 F P F P F P F P 

4 .073 .788 42.70 .000*** 47.36 .000*** 90.05 .000*** 

5    22.52 .000*** 172.76 .000*** 108.12 .000*** 298.03 .000*** 

6   49.75 .000*** 215.77 .000*** 49.20 .000*** 281.43 .000*** 

‘***’<.001, ‘**’<.01, ‘*’<.05 

 

As shown in Table 3, one obvious difference between the English and Korean listeners came at time Region 4 

in assimilations condition. That is, the English group had a significant effect related to the visual function during 

this time [F(1, 1675) = 42.70, p < .001] in which they were found to have looked at the target words 

considerably more. This suggests that they processed the given sound properly from the word strings during this 

moment of processing, consequently building up their fixations more on the target word site. In contrast, the 

Korean group did not display any effect related to the visual function during the same time span, [F(1, 2352) 

= .073, p = .788], and look probabilities on the target site did not much differ from those on the competitor site, 

reflecting some aspects of their uncertainty regarding the sound they had heard (see Figure 6). Taken together, 

the follow-up analyses revealed that the English listeners’ processing and recognition of assimilated sounds 

occurred at a relatively earlier stage of processing when compared to the Korean listeners. Other than the results 

at time Region 4 in the assimilation condition, the follow-up analyses did not find much statistically differing 

patterns despite the significant interactions of the two factors, in that both groups showed significant visual 

function effects across the regions (i.e. Region 4 through Region 6). This means that they discriminated the 

target sounds from the competitors properly during those time spans. Perhaps the significant interactions 

reported above might be due to different magnitudes of the gaps between the two groups’ looks to the target 

versus competitor words. Comparing their time-course fixation profiles (Figure 4 and Figure 6, and Figure 5 and 

Figure 7, respectively), it is apparent that the English listeners’ fixations on the target site were more stable than 

the Korean speakers across the board, which led their proportions of the look to the targets to diverge from the 

looks to the competitors in a more dramatic manner. For the Korean listeners, although they looked at the target 

site more, the proportional gaps between the targets and competitors were much less than those of the English 

listeners. 

 

 

5. Discussion 

 

The purpose of this study is to examine the dynamics of lexical activation when listeners hear the modified sounds in 

an assimilation context. For this purpose, we compared the time course of word recognition between coronal sounds in 

assimilation contexts and noncoronal sounds in non-assimilation contexts. This study also investigates different lexical 
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activation patterns over time between native English listeners and Korean listeners learning English. We used eye 

tracking measures along with keyboard-click responses in order to examine processing stages.  

The first research question of this study is how gradient modification in an assimilation context influences word 

recognition. The results of keyboard-click responses during the eye tracking experiment showed that both English 

and Korean listeners were able to recognize the underlying coronal sounds in an assimilation context. Further, both 

groups of listeners revealed higher response rates of underlying segments in a non-assimilation context than in an 

assimilation context. However, there was a discrepancy between the two listeners in the response rates. The English 

listeners’ response rates of underlying coronal sounds in assimilation contexts were higher than those of the Korean 

listeners (78.9% vs. 68.5%). Also, the English listeners performed better than the Korean listeners in detecting the 

underlying sounds in non-assimilation contexts (82.6% vs. 70.6%).  

While keyboard-click responses reveals the accuracy, the eye-tracking results provide a continuous measure of 

word activation over time. The present results of the eye-tracking task showed that both listener groups 

demonstrated different fixation proportions across the two conditions (assimilation vs. non-assimilation). The 

proportions of looks to targets began to substantially increase much earlier in the non-assimilation context than in 

the assimilation context for both English and Korean listeners (see Figures 4 – 7). Therefore, the influence of the 

assimilated form of coronal sounds on word recognition was clearly shown in both listener groups. Although the 

English listeners were more sensitive to acoustic cues than the L2 listeners, both listener groups were able to 

perceive fine phonetic details of coda sounds despite the incomplete release of codas. The present results are 

partially consistent with those of previous research (Mitterer et al. 2006, Desmeules-Trudel and Zamuner 2021). 

Mitterer et al. (2006) examined whether Dutch and Hungarian listeners compensated for Hungarian liquid 

assimilation. The authors found that compensation for assimilation can occur without experience with an 

assimilation rule in L1. Mitterer et al. argued that detecting underlying sounds depends on the phonetic details of 

assimilated segments, and that specific language experience is not required for compensation for assimilation at a 

prelexical level. Desmeules-Trudel and Zamuner (2021) examined how fine phonetic variability affected L2 

listeners’ recognition of nasalized vowels. Desmeules-Trudel and Zamuner pointed out that L2 listeners were able 

to utilize acoustic cues associated with vowel nasalization in a similar way to L1 listeners. In the present study we 

used the stimuli of English words involving coronal place assimilation. Although a clear divergence of word 

recognition in terms of timing and certainty level was observed between L1 and L2 listeners, acoustic variations 

triggered by assimilation were available for both listener groups.  

The second research question involved asking how different recognition patterns of phonetic information are 

over time between L2-English listeners (Korean listeners) and native English listeners. We observed that both L1 

and L2 listeners were able to use acoustic variability to detect underlying sounds. However, the results of the eye-

tracking data also revealed different patterns of lexical activation between the two listener groups by measuring 

the proportions of looks to the targets and competitors. The Korean listeners’ proportional discrepancy between 

the target and competitor was much less than that of the English listeners in both contexts as shown in Figures 4 – 7. 

Furthermore, in assimilation contexts, compared to the English listeners, the Korean listeners’ discrimination 

points between the target and the competitor appeared much later. The English listeners’ proportion of looks to 

the target diverged quite substantially from the competitor at around 480 ms, whereas the discrepancy was shown 

to occur around 640ms for the Korean listeners. These results demonstrated that although both L1 and L2 listeners 

could discern phonetic differences between assimilated coronal codas and noncoronal codas, L1 listeners 

recognized words with ambiguous codas earlier and with more certainty than L2 listeners.  

These results are by and large consistent with those of previous studies that demonstrate that compensation for 

assimilation is affected by language-specific experience (Lee 2005, Darcy et al. 2007, 2009, Gow and Im 2004, 
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Sung 2018). Lee (2005) found that compared to English listeners, Korean listeners were more sensitive to context 

involving obstruent nasalization, which exists in Korean phonology, but not in English. However, the English 

listeners also showed a marginal effect for words in the non-native process. Furthermore, Darcy et al. (2009) 

revealed that the English listeners were more sensitive to place assimilation that exists in English, whereas the 

French listeners were more sensitive to voicing assimilation that exists in French. Although the present study did 

not explore the context effects for compensation, the current results are generally in line with previous studies in 

terms of the effects of language-specific experience. The English listeners’ detection rates of underlying forms in 

assimilation contexts were higher, and their recognition process was faster and contained more certainty than the 

Korean listeners. Thus, the present eye-tracking results demonstrated the discrepancies between L1 and L2 

listeners regarding timing and robustness in the process of lexical activation.  

 

 

6. Conclusion 

 

By monitoring listeners’ eye-movements during their real time processing of auditory input, this study examined 

how gradient modification in assimilation contexts influenced word recognition. We compared the time course of 

word recognition involving assimilated coronal codas and noncoronal codas in assimilation and non-assimilation 

contexts. We also compared fixation proportions of target and competitor words between L1 and L2 listeners. 

Overall, the results suggested some qualitative similarities between the two groups. That is, both listener groups 

demonstrated a higher proportion of fixations on targets than on competitors in both assimilation and non-

assimilation contexts regarding phonetic details for the discrimination between assimilated coronal codas and 

noncoronal coda segments. However, the analysis of their time course data revealed some differences as well in 

terms of the timing of word recognition and the level of certainty. As discussed above, the English listeners’ timing 

of word recognition was significantly faster than that of the Korean listeners. In addition, they demonstrated 

relatively greater and more stable focus on the targets compared to the Korean listeners. This could be taken to 

suggest that despite similar fixation profiles, the English listeners might have perceived the given sounds with 

more certainty and confidence during their real-time word recognition processes. We need more empirical research 

concerning the continuous variability of speech signals and word recognition. Eye-tracking methods can be used 

to examine the time course for inferring the upcoming segments in assimilation contexts. Furthermore, future work 

is needed to explore individual differences in terms of the timing and the certainty level in the process of lexical 

activation. 
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Appendix  

 

1. Stimulus examples (labialization) 

 

Assimilation context 

Target words 

Context words 
Coronal sounds in 

assimilation contexts 

Noncoronal sounds in  

non-assimilation  

contexts 

[t] → [p] / __ [b], [p], [m] 

mat map paper 

cat cap box 

beat beep maker 

[d] → [b] / _ [b], [p], [m] 

dad dab pose 

grad grab ball 

dud dub machine 

[n] → [m] / _ [b], [p], [m] 

warn warm people 

sun some bears 

teen team member 

 

 

2. Stimulus examples (velarization)   

 

Assimilation context 

Target words 

Context words  
Coronal sounds in 

assimilation contexts 

Noncoronal sounds in 

non-assimilation 

contexts 

[t] → [k] / _ [g], [k] 

bat back cage 

bait bake guide 

shot shock gun 

[d] → [g] / _ [g], [k] 

bud bug killer 

bid big game 

rid rig gas 

[n] → [ŋ] / _ [g], [k] 

thin thing counter 

stun stung king 

ban bang games 

 

 

 

 

Examples in: English 

Applicable Languages: English 

Applicable Level: Tertiary 
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This study examined the effects of viewing dual-subtitled videos under different task 

conditions. The participants included 60 university students learning English from 

three classes. They were equally assigned to three different vocabulary-learning 

conditions. All participants first viewed dual-subtitled videos, then two experimental 

groups completed one of the learning tasks (either a sentence writing task or a fill-in-

the-blank task). A comparison group did not complete any learning tasks. Participants’ 

immediate and delayed vocabulary gains of target words under three different task 

conditions were compared. The results revealed the highest level of vocabulary gains 

among learners engaged in sentence-writing tasks with target words. Students were 

only able to learn some of the target vocabulary by viewing dual-subtitled videos 

without engaging in any vocabulary learning task (the comparison group), but 

vocabulary gains were relatively small compared to those who completed a blank-

filling task additionally. The findings have theoretical and pedagogical implications 

for vocabulary learning within the context of video-based learning. 
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1. Introduction 

  

With advances in technology and the widespread availability of the Internet, online audiovisual materials (e.g., 

YouTube videos and TV shows via streaming services) and multimedia captions have been increasingly used in 

second language (L2) classrooms. Many different kinds of multimedia captions, including subtitles in a first 

language (Ł1), full captions in the target language, keyword captions, glossed captions, and dual subtitles, are 

readily available and can be used for L2 learning. L2 researchers have noted that the use of multimedia captions 

promotes learners’ comprehension of the audiovisual material, consequently enhancing the benefits of viewing for 

language learning (Webb and Rogers 2009). Although utilizing online audiovisual materials with captions is likely 

to yield beneficial learning outcomes in many aspects of L2 knowledge, most scholarly attention has been paid to 

their effects on vocabulary learning due to their high potential to aid learners in understanding the meanings of 

unfamiliar words. More recently, a large body of empirical research has provided evidence that audiovisual 

materials and captioning can be beneficial for L2 vocabulary gains (Fievez, Montero Perez, Cornillie and Desmet, 

2023). Nonetheless, not much is known regarding the effectiveness of different caption conditions (Montero Perez 

2022).  Out of all the different captions, dual subtitles, also referred to as bilingual subtitles, where learners’ native 

and target languages are shown in parallel on screen, have been recognized as useful to promote L2 vocabulary 

learning (e.g., Dizon and Thanyawatpokin 2021, Fievez et al. 2020, Wang and Pellicer‐Sánchez 2022). 

 In spite of its potential benefit in vocabulary learning, little empirical work on the effectiveness of dual-subtitled 

videos on lexical acquisition exists currently. Another gap in the existing literature is that viewing dual-subtitled 

videos has been mainly explored in the context of incidental vocabulary learning. For instance, the focus has been 

on measuring how much vocabulary learning occurs as a by-product of watching dual-subtitled videos without 

instructional interventions. However, with the increasing use of video materials in foreign language classes, 

optimizing the use of dual-subtitled videos, along with various learning tasks in a pedagogical setting, is opportune. 

Accordingly, this study examined the effects of viewing dual-subtitled videos under different task conditions. The 

findings of the study can provide insights on how video materials with dual subtitles can be implemented to 

promote L2 vocabulary learning in classroom settings. 

 

 

2. Literature Review  
 

2.1 Viewing audiovisual materials with captions for L2 vocabulary learning 

 

   Viewing audiovisual materials in an L2 has been recognized as an efficient way to increase L2 learners’ exposure 

to authentic L2 aural input (Webb and Rodgers 2009), consequently improving L2 vocabulary knowledge. Two 

theories that may explain the benefits of using audiovisual materials for L2 vocabulary learning include Paivio’s 

(1990, 2014) bilingual dual coding theory (BDCT) and Mayer’s (2001) cognitive theory of multimedia learning 

(CTML). Paivio’s BDCT proposes two cognitive systems, one that processes language and the other that is 

responsible for aural and visual input. The systems function both separately and interactively and may make L2 

input more accessible and memory more retrievable. When information is displayed in aural and written modes, 

as in captioned videos, both visual and verbal channels can become active, enhancing memory and resulting in 

deeper and more durable learning than when obtaining information from an isolated mode.  Based on this theory, 

viewing audiovisual materials with captions may help learners acquire new words by presenting words using visual 

and verbal aids. This theory also lays the foundation for Mayer’s (2001) CTML that postulates people acquire new 
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knowledge more efficiently from words and pictures than just from words. According to Paivio’s (1990, 2014) 

and Mayer’s (2001) theories, using audiovisual materials such as captioned/subtitled videos can promote L2 

vocabulary learning. 

   Among different types of captions, L2 captions and L1 subtitles, in particular, have received attention in the 

literature. Both L2 captions and L1 subtitles appear as on-screen texts, but the former involves the conversion of 

the L2 audio into the L2 written mode (e.g., L2–L2), whereas the latter indicates the L1 translation of the L2 audio 

(e.g., L2–L1). Simply put, L2 captions are a transcript of the L2 audio, but L1 subtitles are a translation of the L2 

audio. Many studies have noted the facilitative role of L2 captions and L1 subtitles in vocabulary learning. For 

instance, prior studies have demonstrated that L2 captions aid in segmenting speech chunks into meaningful units, 

consequently improving learners’ attention to unfamiliar words (Gass et al. 2019). In other words, L2 captions 

may make the audio input more comprehensible by enabling learners to visualize the L2 audio, which in turn 

promotes word recognition and vocabulary development (Montero Perez et al. 2013). Although L2 captions may 

increase learners’ L2 processing ability and improve their awareness of unfamiliar L2 words, the positive effects 

can be reduced when the speech of audiovisual material is fast and includes advanced L2 words. For less advanced 

learners, therefore, L1 subtitles may be more helpful to connect the form and meaning of an unfamiliar L2 word 

because they offer written translations on-screen (Koolstra and Beentjes 1999).  

   L1 subtitles and L2 captions can be used separately, but recently, using both concurrently, namely dual subtitles, 

has gained popularity in English-as-a-foreign language (EFL) contexts. To be more specific, dual subtitles refer 

to a captioning condition that simultaneously displays L1 subtitles and L2 captions at the bottom of the screen 

(Gesa Vidal 2019). Dual subtitles can provide a precise L1 meaning of the L2 audio, resulting in more successful 

matching of the L1 and L2 words (Lunin and Minaeva 2015). Dual subtitles can combine the benefits of the L1 

subtitles and L2 captions, but they can be ineffective for language learning from the perspective of cognitive load 

theory and the redundancy principle (Sweller 2005), presenting identical information in multiple formats in a 

redundant way. This multitude of information might cause cognitive overload, which can impede learning because 

of the learners’ limited working memory capacity. Due to the transient nature of audiovisual input, the pressure to 

process all this information under time constraints may make the task of processing information overly taxing. 

However, Mayer et al. (2014, 2020) argue against the redundancy principle and claim that the inclusion of captions 

or subtitles may not hinder learning, especially in the context of L2 learning. They instead proposed the subtitle 

principle, which suggests that redundant on-screen information such as subtitles could promote comprehension, 

as L2 learners generally have difficulty identifying all the words they hear. However, no conclusive evidence links 

such a principle to vocabulary learning from audiovisual input with dual subtitles.  

   To provide evidence on vocabulary-learning gains from bilingual subtitles in language learning, several L2 

researchers have conducted empirical studies. However, the number of studies on the effects of dual-subtitled 

viewing on vocabulary learning is scarce, and the existing research has not yielded convincing results. In a study 

by Wang (2014), college EFL students watched four 5-minute videos from American TV series under four 

different conditions (i.e., bilingual subtitles, captions, L1 subtitles, and no subtitles). She found that vocabulary-

learning gains in the dual-subtitle mode were not statistically significant compared to other conditions. However, 

the finding should be interpreted with caution because the study did not control for students’ prior vocabulary 

knowledge, which plays a key role in incidental vocabulary learning. To address the issue, Hao et al. (2022) 

replicated the study with intermediate and advanced EFL learners. The participants viewed four 5-minute TED 

talk videos with one of the following captioning conditions: bilingual subtitles, captions, L1 subtitles, and no 

subtitles. Results revealed no statistically significant differences in intermediate students’ vocabulary gains among 

the four conditions. However, for advanced learners, the dual-subtitle group yielded significant vocabulary-
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learning gains over the caption group. The researchers noted that dual subtitles alone might not be efficient to help 

intermediate learners to learn academic words from TED talks. 

   As shown above, studies on the effects of dual subtitles on vocabulary learning mainly investigated whether 

bilingual subtitles lead to greater vocabulary learning compared to other types of captioning conditions. Also, 

these studies examined incidental vocabulary learning from watching dual-subtitled videos. However, in language 

learning contexts, vocabulary learning tasks are often provided along with captioned videos to enhance vocabulary 

learning. A relevant question is then which learning tasks can maximize learning benefits in multimedia-based 

learning environments.  

     

2.2 Learning tasks for L2 vocabulary learning  

 

   Many studies have explored the effectiveness of different learning tasks on L2 vocabulary learning. Hulstijn and 

Laufer’s (2001) involvement load hypothesis informed the bulk of these studies and proposed a framework for 

designing effective vocabulary tasks. According to this hypothesis, word learning relies on the amount of mental 

effort or involvement that a learning task imposes. Specifically, tasks that require learners to make more mental 

efforts with new words are likely to be more effective for vocabulary learning. Hulstijn and Laufer suggest that 

learners will increase involvement if they need to know new words, they search for the meaning of these words, 

and they evaluate the meanings. Hulstijn and Laufer posit that the sum of the degree of the “need, search, and 

evaluation” components reflects the involvement load of a vocabulary-learning task. Need refers to learners’ need 

to know new words targeted in a task; need is a strong degree (marked as 2) when the need to know the word is 

motivated by learners themselves, and moderate (marked as 1) when the need to know a word is imposed externally. 

In the absence of learners’ need to know words targeted in a task, need is not induced at all (marked as 0). Search 

involves looking up the meanings of words using tools, such as dictionaries, and has a binary degree (i.e., absence 

= 0, presence =1). When the meanings are provided within a given task, the element is absent (marked as 0). 

Evaluation involves assessing a new word based on a given context and is measured at a strong degree (marked as 2) 

when learners create original contexts for a new word in tasks, such as sentence writing. It is measured at a 

moderate degree when only the recognition of differences in meaning is required, such as blank-filling activities 

with possible options. Evaluation is absent (marked as 0) when a task does not require assessing the meaning or 

form of an unknown L2 word based on contexts. In line with this theoretical claim, more effective vocabulary 

learning can be accomplished with tasks that induce greater involvement loads.  

   Empirical studies testing the validity of the involvement load hypothesis have provided compelling evidence 

that tasks inducing high levels of involvement with words increase the likelihood that target words are noticed and 

eventually learned. For instance, Keating (2008) compared learning tasks inducing different degrees of 

involvement: sentence writing, reading plus fill-in-the-blank, and reading only. The involvement load index for 

each learning task was 3, 2, and 1, respectively. In line with the prediction of the involvement load hypothesis, 

participants in the sentence-writing group outperformed the other groups in terms of vocabulary learning. Up to 

now, however, the involvement load hypothesis has mainly been investigated within the context of vocabulary 

learning via reading. Whether similar results can be replicated in a video-based learning environment remains 

unclear. To fill this gap, this study investigated the effects of different learning tasks, based on dual-subtitled 

videos, on vocabulary learning. Specifically, two learning tasks investigated were sentence writing and fill-in-the-

blank activities. Also, to determine whether the effects persist, this study examined both immediate vocabulary 

gains and retention. Accordingly, the present study addressed the following two research questions: 1) to what 

extent does watching dual-subtitled videos under different learning task conditions lead to immediate vocabulary 
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gains, and 2) to what extent does watching dual-subtitled videos under different learning task conditions lead to 

vocabulary retention? 

 

 

3. Method 

 

3.1 Participants 

 

   Participants included 60 students (aged 18-19 years old) enrolled in a required English course at a university in 

South Korea. They were freshmen and had learned English for at least 8 years in school. All of them had not lived 

in an English-speaking country. The participants belonged to three classes, and these classes were randomly 

assigned to three conditions, with each consisting of 20 students. They all took a practice version of the Test of 

English for International Communication (TOEIC) at the beginning of the school year to be assigned to a suitable 

level of the course. Their scores ranged from 500 to 700 out of a total of 990. Their scores were compared among 

the three groups using ANOVA. The results were comparable in terms of their English proficiency, F (2, 59) 

= .004, p > .05. 

 

3.2. Viewing material  

 

   The two videos chosen for this study were two TED-Ed (Technology Entertainment Design Education) 

animations: (1) Aguirre’s “What Would Happen If You Didn’t Sleep?” and (2) Jafari’s “What Happens to Our 

Bodies after We Die?” A single voice actor narrated each video, and the animated image served as an aid for 

understanding the content. Because of their visual support and clear oral presentation, the videos were deemed 

suitable for English language learners. In addition, words used in the videos were analyzed using Cobb’s 

VocabProfile (http://www.lextutor.ca/vp/), and 87 % of the vocabulary items were within the first 2,000 most 

frequently used words. To ascertain that the videos were not too challenging for the participants, students 

resembling the study’s participants took a multiple-choice comprehension test after viewing the two videos with 

dual subtitles. The comprehension questions consisted of a total of 10 items, dealing with both global ideas and 

local information from the two videos. Five items were generated for each video. They were able to choose the 

correct answer to more than 60 % of the items, which confirmed the suitability of the videos. Each video was 

roughly 5 minutes and 600 words in length. The video clips were accessible through YouTube. Dual subtitles for 

the two videos were created using the Language Reactor Chrome extension, as shown in Figure 1.  

 

3.3 Target words 

 

   Ten words participants were unlikely to know were drawn from the two video clips, with five target words 

selected from each clip (See Table 1). The target words were pilot-tested with a separate group of students whose 

English proficiency level was similar to that of the actual participants. In the test, the students were asked to write 

down the meaning of each target word in Korean, and the words were unknown to almost 99% of the students. To 

ascertain that the participants had no prior knowledge of the target words, they took a vocabulary test. The ten 

target words and twenty distractors were presented on the test, and they were asked to supply the meaning of each 

word. The test result confirmed that all target words were unknown by the participants. The frequency level of 

each target word was analyzed based on Nation’s (2012) British National Corpus (BNC) and the Corpus of 

http://www.lextutor.ca/vp/
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Contemporary American English (COCA) word lists. They were mid-frequency words that belong to word 

families between the 4,000 and 9,000 frequency levels. 

 

 

 

 

Figure 1. A Snapshot of a Video 

 

 

 

Table 1. Target Words and Frequency Levels 

Target words  Audiovisual materials 

Obesity (6K), diabetes (4K), insomnia (9K), hallucination 

(8K), slumber (9K) 

 Sleep deprivation 

Decomposition (8K), urn (8K), casket, (8K)  

cemetery (4K), habitat (4K) 

 The body after death 

 

 

3.4 Vocabulary-learning tasks 

 

   In this study, all participants were given a list of target words and asked to guess their meanings before watching 

a video with dual subtitles. After viewing the dual-subtitled video, a comparison group did not complete any 

additional vocabulary learning tasks, but two experimental groups completed either a sentence writing task or a 

fill-in-the-blank task. In the sentence-writing task, participants were asked to write a sentence with each target 

word. The filling-in-the-blank task required students to choose one appropriate word from five possible options in 

a given context. Sentences with target words were drawn from the Longman Dictionary of Contemporary English 

Online (LDOCE), and each target word was removed to create the blank-filling task. Table 2 illustrates the 

involvement load of the different types of tasks. 
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Table 2.  The Involvement Load of the Different Task Types 

Group Procedure  Involvement load 

Comparison 1.Guess the meaning of target words 

2. Watch a dual-subtitled video 

 need (1) + search (1) = 2 

Sentence-writing 1.Guess the meaning of target words 

2.Watch a dual-subtitled video 

3.Write a sentence using the target words 

 need (1) + search (1) + strong evaluation (2) = 4 

Fill-in-the-blank 1.Guess the meaning of target words 

2.Watch a dual-subtitled video 

3. Complete a Fill-in-the blank task with 

the target words 

 need (1) + search (1) + moderate evaluation (2) = 3 

 

3.4 Measures 

 

   To measure target vocabulary knowledge, a meaning recall test was created. Participants were asked to supply 

the meaning of each target word in L1 Korean. Five distracters were included to minimize a testing effect. The 

same measure was used for the immediate posttest and delayed posttest, but the order of the vocabulary items was 

different.  

 

3.5 Procedure 

 

   The study was conducted in English classes during regular class time. A total of five study sessions were held 

over one month. The class met for two hours per week. A pretest was administered during the first session. In the 

second session, all participants viewed a video clip on sleep deprivation with dual subtitles. Prior to viewing the 

video, they were provided with a list of the target words from the video and were asked to guess the meaning of 

the words to make sure they had a moderate need to find and search for the meaning of the target words while 

watching the video with dual subtitles. After viewing, experimental groups completed one of the learning tasks 

(either a sentence-writing task or a fill-in-the-blank task), whereas the comparison group did not complete any 

learning tasks. An immediate posttest was administered after each group completed their respective treatment. The 

following week (session 3), a delayed posttest was administered to investigate word retention. In the fourth session, 

the participants repeated what they did in the second session, but a different viewing material was used. One week 

later, a delayed posttest was administered to test target words from the second video. Figure 2 illustrates the 

procedure of the study.   
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  Experimental group 1  Experimental group 2  Comparison group 

    ↓   

Session 1    Pretest   

    ↓   

Session 2   View dual-subtitled 

video #1 

 Complete a sentence-

writing task 

 Immediate test #1 

  View dual-subtitled 

video #1 

 Complete a blank-filling 

task 

 Immediate test #1 

  View dual-subtitled 

video #1 

 Immediate test #1 

    ↓   

Session 3    Delayed test #1   

    ↓   

Session 4   View dual-subtitled 

video #2 

 Complete a sentence-

writing task 

 Immediate test #2 

  View dual-subtitled 

video #2 

 Complete a blank-filling 

task 

 Immediate test #2 

  View dual-subtitled 

video #2 

 Immediate test #2 

    ↓   

Session 5    Delayed test #2   

Figure 2. The Procedure of the Study 

 

 

3.6 Scoring and data analysis 

 

   Vocabulary tests were scored in a dichotomous way. A correct response received one point, and an incorrect 

response received zero points. A partial point (0.5 pts) was awarded for responses that were closely associated 

with the target word semantically. For example, responses such as 나눠지다 received a 0.5 for the target word 

decomposition.  In this study, the independent variable was the three vocabulary-learning tasks based on dual-

subtitled videos: experimental group 1, experimental group 2, and the comparison group (see Figure 2). The 

dependent variable was the participants’ vocabulary test scores. Participants’ scores on immediate tests 1 and 2 

were combined to generate a single data set. Similarly, their scores on delayed tests 1 and 2 were also merged. The 

possible maximum score for the combined immediate and delayed tests was 10, respectively. For statistical 

analyses, SPSS version 25 was used to examine the effects of the three conditions. Particularly, two separate one-

way Analysis of Variance (ANOVA) procedures were conducted to compare between-group vocabulary scores on 

the immediate posttest and the delayed posttest, respectively. The Tukey HSD post hoc test was performed on 

each pair of groups after ANOVA results showed a statistically significant difference.  
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4. Results 

 

   Table 3 presents the means and standard deviations of the vocabulary scores by group. The descriptive statistics 

show that the participants who completed a sentence writing task with target words (Experimental group 1) had 

the highest immediate vocabulary gains. On average, they scored 9.12 (SD = 0.89) out of 10. The participants who 

completed a fill-in-the-blank task (Experimental group 2) demonstrated the second-highest scores in immediate 

vocabulary gains (M = 7.01, SD = 1.21), followed by the comparison group (M = 4.21, SD = 1.11). Results of a 

one-way ANOVA indicated a statically significant main effect of vocabulary-learning conditions on participants’ 

vocabulary scores in their immediate posttest (F (2, 57) = [104.342], p < .001). Post hoc analysis using the Tukey’s 

HSD post hoc criterion for significance indicated that the participants in Experimental group 1 had significantly 

higher mean scores than those in Experimental group 2, and the participants in Experimental group 2 had 

significantly higher mean scores than the comparison group.  

   A similar trend was found in the delayed posttest results. ANOVA results showed that participants’ retention 

scores differed significantly across the three learning conditions, F (2, 57) = [98.92], p < .001. Participants in 

Experimental group 1 showed the highest level of retention (M = 7.32, SD = 1.29), followed by Experimental 

group 2 (M = 5.18, SD = 1.42), and the lowest in the comparison group (M = 3.02, SD = 1.38). 

 

Table 3. Vocabulary Test Scores in Immediate and Delayed posttests 

 

Condition 

  

N 

 Immediate posttest  Delayed posttest 

Mean  SD  Mean  SD 

Group 1  20  9.12  0.89  7.32  1.29 

Group 2  20  7.01  1.21  5.18  1.42 

Comparison  20  4.21  1.11  3.02  1.38 

Note. Maximum score = 10 

Group 1: viewing a dual-subtitled video & completing a sentence writing task 

Group 2: viewing a dual-subtitled video & completing a gap-filling task 

Comparison: viewing a dual-subtitled video only  

 

 

5. Discussion 

 

   The purpose of this study was to investigate the extent to which different vocabulary learning conditions based 

on dual-captioned videos promote immediate and delayed vocabulary gains. The results revealed the highest level 

of vocabulary gains among learners who engaged in sentence-writing tasks with target words after watching dual-

subtitled videos (Experimental group 1). Learners were able to learn some of the target vocabulary only by viewing 

dual-subtitled videos without engaging in any vocabulary-learning task (the comparison group), but vocabulary 

gains were relatively small compared to those who completed a blank-filling task additionally (Experimental group 

2). Specifically, the vocabulary test findings suggest that completing either a sentence-writing task (Experimental 

group 1) or a blank-filling task (Experimental group 2) after viewing dual-subtitled videos resulted in a high level 

of immediate vocabulary gains (Experimental group 1 = 91%; Experimental group 2 = 71%) and vocabulary 

retention (Experimental group 1 = 73%; Experimental group 2 = 51%) compared to just watching the videos 

(immediate gains = 42%, delayed gains = 30%).   
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   One probable explanation for the findings may concern the involvement load that each vocabulary learning 

condition induces. According to Hulstijn and Laufer’s (2001) involvement load hypothesis, the addition of the 

level of the need, search, and evaluation factors decide the load of a vocabulary-learning task. In this study, all 

participants were given a list of target words and asked to guess their meanings before watching the video with 

dual subtitles. Therefore, they had a moderate need to find out the meaning of the target words (need = index 1), 

and they were primed to search for the meaning of the words while viewing the dual subtitled video (search = 

index 1). After watching the video, they took part in their respective vocabulary-learning tasks. The Evaluation 

factor differentiated the load of a vocabulary-learning task among the three groups. For instance, a sentence-

writing task that Experimental group 1 completed required a stronger degree of evaluation of meanings and forms 

of the target words because learners had to generate sentences with the words (evaluation = index 2). However, 

the blank-filling task induced a moderate degree of evaluation as learners read L2 sentences to recognize the 

meanings of the target words (evaluation = index 1). Finally, the third condition, watching a dual-subtitled video 

only, did not induce any degree of evaluation (evaluation = index 0). The involvement load index, therefore, was 

highest for Experimental group 1, followed by Experimental group 2, then the comparison group. The different 

degrees of evaluation involved in the three vocabulary-learning tasks might have been a determinant of participants’ 

vocabulary gains in immediate and delayed posttests. The findings are in line with previous research on the 

involvement load hypothesis that learning tasks inducing greater involvement loads likely result in greater 

vocabulary gains (e.g., Hulstijn and Laufer 2001, Keating 2008).  

   The findings of the current study also add support to a small number of studies that have found that watching 

audiovisual material with dual subtitles in another language can provide excellent incidental learning opportunities 

(Wang 2019, Wang and Pellicer-Sánchez 2022). However, the study suggests a greater potential for viewing 

subtitled-videos for vocabulary learning in an intentional learning setting, which had not been explored widely in 

previous studies. Furthermore, the results confirm the subtitle principle, which predicts that redundant on-screen 

text (e.g., captions or subtitles) may not hamper learning in the context of L2 learning (Mayer et al. 2020). The 

findings reinforce the idea that showing audiovisuals, along with both L1 captions and L2 subtitles, can serve as 

an aid rather than an obstacle for L2 vocabulary learning. 

   Another contribution of the study is to investigate the effectiveness of viewing dual-subtitled videos under three 

different vocabulary-learning conditions. Prior studies have mainly focused on the effectiveness of dual subtitles 

in relation to other types of captions or subtitles. The study results suggest that the positive effects of dual-subtitled 

videos on vocabulary can be amplified by the provision of instructional interventions, such as vocabulary-focused 

learning tasks. Particularly, such tasks can be designed based on the involvement load hypothesis theoretical 

framework (Hulstijn and Laufer 2001).  The results of this study demonstrate that viewing a dual-subtitled video 

might result in a higher level of vocabulary gains when combined with vocabulary tasks with higher involvement 

loads. Specifically, this study presents evidence of the involvement load hypothesis (Hulstijn and Laufer 2001) 

within the environment of audiovisual materials.  

   The study has some pedagogical implications for language classrooms. First of all, this study illustrated how 

dual subtitles can be generated using online tools such as the Language Reactor. Teachers can guide students on 

how to take advantage of such tools to look up unfamiliar words from the video. Also, it suggests which vocabulary 

tasks can induce stronger levels of need, search, and evaluation in the context of audiovisual input. Viewing dual-

subtitled videos alone does not seem to yield a satisfying degree of vocabulary gains. Therefore, it is crucial to 

include pre-listening instructions or activities, which help learners feel the need to recall challenging words and 

during-listening interventions that direct them to search for unfamiliar or high-level words in the video presented. 
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Post-viewing vocabulary-learning tasks can also be provided. Post-viewing vocabulary-learning tasks with a high 

degree of the evaluation factor are likely to enhance vocabulary learning. 

 

 

6. Conclusion  

 

   This study investigated vocabulary learning based on audiovisual input. It revealed that viewing dual-subtitled 

videos could promote vocabulary learning. However, this study demonstrated that captioned video materials can 

facilitate vocabulary learning when integrated with vocabulary-learning tasks. Vocabulary gains can differ 

depending on the degree of involvement loads that vocabulary-learning tasks induce. The study adds support to 

the role of involvement loads in resulting in vocabulary gains but extends its role to the context of video-based 

multimedia learning. Some limitations of this study, however, should be considered in future research. First, the 

participants in the present study were intermediate-level English learners. An investigation that involved mixed or 

differing proficiency levels might provide new findings. Second, this study only measured written-receptive target 

vocabulary knowledge, not spoken-receptive (aural) knowledge. Future studies might add an aural test to give a 

more complete assessment of the type of learning that occurred (Webb 2005). Also, this study showed that 

vocabulary learning could take place after just watching dual-subtitled videos, but to firmly confirm the benefits 

of dual-subtitled videos on vocabulary learning, future studies could include a control group, who only watched 

videos without dual-subtitles. Finally, only one week lapsed between the immediate posttest and the delayed 

posttest. Further studies examining the longer-term impact of testing would be desirable.     
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The study investigated differences in human interpretation and machine translation 

in Korean interviews of director Joon-Ho Bong. English content for Bong’s Korean 

interviews was taken from interpretations by Sharon Choi, Google Translator and 

Papago Translator. The analyzed corpus data included 669 different English syntaxes 

(223 sentences uttered by Sharon Choi, 223 Google English translations, and 223 

Papago English translations) in total gleaned from six videos publicly shared on 

YouTube. Of 223 sentences, 207 (92.8%) were correctly translated by Choi 

compared to 166 (74.4%) rendered by Google Translator and 167 (74.9%) correct 

translations by Papago Translator is expected that Ms. Choi would have a challenging 

assignment with a considerable risk of real-time interpretation errors. Contrary to 

common predictions, the results suggest that human interpretation to appropriate 

word choices and grammar continues to be more accurately applied than the 

translation of the two machine translators. The AI programs committed translation 

errors in word choices because they had difficulty recognizing the subtle 

colloquialism, fragments, and run on sentences that are commonly present in spoken 

language. 
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1. Introduction 

 

Director Joon-ho Bong's film Parasite won the International Film Award at the 92nd Academy Awards, as well as 

Best Picture, Best Director, and Best Screenplay. Since its inception in 1929, the movie Parasite is the first film produced 

in a foreign language other than English to be so heartedly recognized by the Academy. This may be indicative of how 

difficult it is for a film not produced in English to win an Academy Award. Given the achievements and recognition of 

Parasite, the world’s focus was on director Bong and Sharon Choi, who interpreted his acceptance speech. First of all, 

in monumental events that attract attention around the world, such as the first Oscar to win in a foreign film, it is rare for 

an interpreter to appear in the video.  

On this rare monumental occasion, where a second language was not native to the prize winner, attention focused 

much more intensely on director Bong’s interpreter who appeared in the ‘spotlight’. Normally, interpreters are merely 

shadows behind the scenes in such events. As noted by other sources, “it is not common for her (the interpreter) to 

receive public attention” (Kwon 2020). Sharon Choi was born and raised in Korea and is not a professional interpreter 

with interpretation training.  She completed her elementary, middle and high school study in South Korea. Following 

this, she majored in film, arts and media studies at the University of Southern California in the United States.  In a media 

interview, Bong praised Sharon Choi as her language avatar. In one media outlet, a professional interpreter described 

Sharon as having a good understanding of Korean and American culture, selecting vocabulary, and providing 

interpretations consistent with Joon-ho Bong's intention. Choi’s language and cultural background, combined with her 

training specific to the film industry provided her with a unique skill set needed to serve as Bong’s interpreter more 

effectively (Choi 2022). 

Recently, machine translators equipped with artificial intelligence have made many advances, and they are widely 

used by countless people around the world as they are easy to access ubiquitously. Advances in artificial translation 

technology have greatly increased the accuracy of machine translation and made it more widely available and cost-

efficient (Ann and Chung 2020, Lee and Cha 2022, Park and Kim 2021). However, this rapid growth needs careful study 

to ensure that these mechanical translations accurately reflect human meaning. The human-computer is a highly complex 

machine driven by culture, emotion, and logic, thus making translation is a highly sophisticate process for AI technology. 

For example, the quality of Korean-English machine translation is still relatively low due to the syntactic and 

morphological differences between English and Korean languages, cultural differences that underlie these languages, as 

well as the depth and breadth of data used by the language algorithms (Lee and Cha 2019b). In the era of the Fourth 

Industrial Revolution, machine translators serve as a major language aid for communicating in foreign languages (Lee 

and Briggs 2021, Tsai 2019). However, since translation errors are still frequently found, it is difficult for users to fully 

trust and use machine translators. Therefore, machine translators are a promising artificial intelligence technology that 

needs to be further developed.  

The goal of this study was to examine the differences between an interpreter’s (Sharon Choi) interpretation of Korean 

interviews with director Joon-ho Bong and translations using Google Translator and Papago Translator. One of the needs 

of our research is to find out which is more accurate between human interpretation (HI) and machine translation (MT), 

and what is the difference between them. In the existing research on HI and MT, Korean-English translation was 

performed using a machine translator based on pre-written manuscripts such as news, novels, and speeches. A unique 

aspect of this study was that real-time language spoken by director Bong and interpreted by Sharon Choi was used. There 

are two reasons why we used both Google and Papago translators: to increase reliability of MTs’ accuracy and to 

compare the two outputs. This distinguishes this research from other studies that have been previously conducted in that 

it more closely reflects conversational language usage. To that purpose, the following two issues were the foci of the 

study: 

 

1) How accurate are HI and the Google and Papago translations?  

2) What are the prevailing errors in grammar, vocabulary, and content that appear in HI versus MT?  
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2. Literature Review 

 

2.1 Machine Translation vs Human Interpretation  

 

 Ever since machine translation (MT) for military purposes was started with written language translation by 

Warren Weaver back in 1950s in the United States, its quality of technological advancement has been remarkable 

as AI’s (artificial intelligence) deep learning, natural machine translation (NMT), and algorism development 

(Hutchinson 1988, Lee 1995, Park and Uhm 2020, Seo and Kim 2018, Slocum 1985, Yu 2018). MT has been 

applied to almost all of major written and spoken languages including English, French, German, Russian, Arabic, 

Chinese, Japanese, not to mention of Korean (Chun 2019 Fang, Ge and Song 2016, Lee and Cha 2019a, Mah 2018, 

Park and Uhm 2020, Wu et al. 2016).  

 Human translation (HT: hereafter) will be used with human interpretation (HI) interchangeably in this paper. 

HT studies has been influenced by following features: source-target language transfer, cultural context and 

translators’ individual ability (Li Graesser and Cai 2014). Some of pro-tech scientists predict that we will meet the 

singularity stage in the near future because of the following reasons: Tech accumulation, AI advancement, use of 

big data, speed and robustness of translation, and copious language copular (Mah 2018). In spite of the above 

reasons, others contend that HI will out-perform MT. Chun (2019) strongly contends that MT will not pose a threat 

or challenge to the HI in the field of literary translation, which requires advanced language ability, text analysis 

ability, ability to understand subtext, context and situation, and intercultural communicative competence. In 

addition, in the case of spoken language translation, HI reveals its advantages over MT, mainly because spoken 

language is live, changing constantly, and HI is able to grasp interlocutors’ intentions. We can find a simple 

example in the translation of a recent world-famous Korean movie, Parasite; in case of 서울대학교 

(Seouldehakyo), MT translates it literally as Seoul National University, rather HI interprets as Oxford University 

to show that Seouldehakyo is the top-notched university of Korea for the purpose of delivering the word meaning 

more context-embedly. Mostly MT translates passages literally and superficially, rather HI may use interpreter’s 

leeway and creativity for the sake of reader/listener’s better interpretation in the context (Chun 2019, Lee and Cha 

2022, Lexcode 2020, Park 2020, Wu et al. 2016).  

Although Sharon Choi was not a professional interpreter, she received a sudden limelight from the world media 

after interpreting movie director Joon-ho Bong’s speech at the Academy Awards in 2020. Sharon's interpretation 

shocked professional interpreters and interpreting professors. There are five published articles on Sharon Choi’s 

interpretation. One is interview notes with her, and four scholastic papers. Lee (2021) investigated Sharon’s 

interpretation in three ways, starting with the domain of translation’s deprofessionalization, and key factors behind 

her success, and finally discusses how Sharon’s outstanding performance challenges existing translation theories 

and translator training. Shin (2020) surveyed with her 53 graduate students majoring in interpretation and 

translation regarding how they evaluate not-certified interpreter Sharon Choi’s performance. She used the survey 

results to discuss the conditions for successful interpreters and the competitiveness of good interpreters. Kwon 

(2020) studies Sharon’s case to see how the public perceives interpreters on social media by sampling keywords 

and topic modeling analysis from a dataset of 4,192 comments. From the perspective of systemic functional 

linguistics, Choi (2022) exalted Sharon’s interpretation that she made Bong’s hidden intentions surface 

successfully, while keeping the characteristics of the English language. 
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2.2 Criteria of MT Errors 

 

There is no standardized types of errors in MT that all scholars agree on. Translation quality goes with fluency, 

accuracy(fidelity), and fitness for purpose. Among the three aspects, the key area of quality is semantic accuracy 

(Koponen 2010). With the advent of AI technology, MT errors have been greatly reduced. In most cases of written 

works, HI may be replaced by MT. However, delicate culturally loaded expressions in written works as in literature 

works and some parts of spoken languages will remain as a HI domain (Chun 2019, Mah 2018). Interestingly, the 

accuracy rate of MT shows a significant difference among targeted languages. For example, western European 

languages show 90-95% accuracy (Lee et al. 2016). On the other hand, the Korean language still shows a low 

accuracy rate, maybe due to insufficient data accumulation and cultural differences (Lee 2019, Lee and Cha 2019b, 

Lee and Cha 2022).  

In addition, Mah (2018) contends that the Korean language has its own peculiarity of ambiguity, plain prose 

and repetition to English of precision, dynamism and concision. It is not easy to define the aspects or relations of 

MT errors because of languages’ multifaceted characteristics. Vilar et al. (2006) delineate five types of MT errors: 

missing words, incorrect words, word order, unknown words, and punctuation. Zhoa et al. (2013) in an English-

Chinese MT analysis analyze errors into seven categories: incorrect words, missing content words, wrong word 

order, translation with meaning contrary to the original, errors of the named entity, and errors of numeral and 

quantifiers/temporal words, and others. A simpler version of MT errors is done by Fang, Ge and Song (2016) with 

three kinds: incorrect word choice, structural errors, and constituent missing. The quality of MT is affected by 

several factors, such as language pairs, text types, and subjects/topics. Among them, the text type is the most 

prominent (Raido 2016). Koponen (2010) demonstrates that both between MT and HI showed differing patterns 

in her error analysis. In Korean MT research, Lee (2020) compared the results of two Google translations by using 

a Korean essay written by 15 university students in 2017 and translated into English using Google Translate, then 

reusing the same essay in 2020 and translating it again into English using Google Translate. According to the 

research results, the frequency of Google translation errors in 2020 decreased by 83.1% compared to the total 

number of errors in 2017. Additionally, the report stated a significant decrease in vocabulary-related errors caused 

by literal translation, a major issue in machine translation. Lee and Cha (2022) analyzed errors in Korean colloquial 

expressions translated into English using the Papago translation tool. They categorized translation errors into four 

types: inaccurate meaning, omission, grammatical, and mechanical errors. Out of 777 Korean colloquial sentences 

translated, 343 (44.1%) contained errors. Among these errors, 286 (83.4%) were inaccurate meaning errors, 36 

(10.5%) were grammatical errors, and 19 (5.5%) were omission errors. Lee (2019) studied error types using two 

MT systems: Google Translate and Papago. The study analyzed a total of 1039 sentences from four novels: 

"Vegetarian," "Poor Man's Wife," "Lucky Days," and "Spring." The MT errors were categorized into omission, 

contextual understanding, long sentence processing, unregistered word processing, and unexpected errors. The 

study's findings revealed that using MT systems, including Papago, can create problems conveying the original 

work's meaning and delivering the intended reading experience. Additionally, the study concluded that using a 

general-purpose MT system for literature translation is only feasible in a limited capacity and requires ongoing 

human intervention. Seo and Kim (2018) utilized the annual reports of three foreign companies with no Korean 

branches as research data to examine MT performance. A total of 914 English sentences were translated into 

Korean using Google Translator. MT errors were categorized into accuracy, readability, and syntax misalignment. 

They found that Google Translate produced many semantic-centered errors in the accuracy category, relatively 

few omission errors, and word and clause arrangement errors that occurred together with incomplete sentence 

errors. Finally, the study reported that typos appeared randomly without showing specific tendencies. Seo and Kim 

(2018) suggested that the MT and HI should work together cooperatively rather than competitively for a better 

language interpretation. 

Previous studies in Korea have explored error types of MT using various texts such as novels, essays, Korean 

spoken language, the annual reports of foreign companies, etc., with different error criteria. However, unlike 

previous studies on HT and MT or comparative studies on the quality of varying MT, this study aims to compare 
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HI and MT. To achieve this goal, we applied the error type criteria of MT, with grammar, vocabulary, and content 

appropriate for this study, based on the MT error types used in earlier research (Lee and Cha 2020, Seo and Kim 

2018). 

 

 

3. Method 

 

3.1 Data Corpus  

 

This study was conducted between July 2022 and February 2023. Data for this study was collected from six 

YouTube videos of Director Bong (Table 1). A total of 223 samples consisting of words, phrases, and sentences 

(hereafter referred to as “syntaxes”) were identified. In terms of this data, researchers chose to divide the corpus 

in this manner, given the tendency for speech to be ‘give-and-take’ exchanges that are a natural part of spoken 

interactions. These 223 exchanges were analyzed using three steps. First, Director Bong's Korean statements were 

transcribed by the researchers. Second, Sharon Choi’s English statements were dictated. Third, Director Bong’s 

remarks were translated into English using both Google Translator and Papago Translator. This process resulted 

in a total of 669 English syntaxes. From these, Sharon Choi's English interpretation of Bong's was chosen as 

analysis. In cases where there was overlapping content in Bong’s interviews, partial YouTube videos were 

analyzed in order to avoid duplication of content.  

 

Table 1. List of Selected Videos 

Number The title and the link of the videos 

1 
Parasite... A delightful interview that goes all the way / Joon-ho Bong and Interpreter Sharon Choi 

https://www.youtube.com/watch?v=iU05tRJm4RA 

2 
From jokes to nuances ... 10 reasons why Sharon Choi is the best interpreter 

https://www.youtube.com/watch?v=6SrYt90mtKE&t=279s 

3 

Without Sharon Choi, what would Bong have done for the interpretation...  

5 decisive scenes that director Joon-ho Bong relied on 

https://www.youtube.com/watch?v=xvvK_JOJbrQ 

4 

Four Oscars for Parasite – Joon-ho Bong Award acceptance speech + interview collection  

(interpreter Sharon Choi) 

https://www.youtube.com/watch?v=9G9lNFemE7Y 

5 

Extracts of Sharon Choi's English interpretation videos (with repetition) 

(Joon-ho, Bong and Parasite, Sharon Choi, Parasite) 

https://www.youtube.com/watch?v=dCfvPAIV9Tk 

6 
Sharon Choi Reads Director Joon Ho Bong’s Mind – The Human Interpretation Machine! 

https://www.youtube.com/watch?v=MXamC3JzhEE 

 

3.2 Data Analysis 

 

For the purpose of interrater reliability, IBM SPSS Statistics 23 to undertake Cohen's Kappa Coefficient 

reliability assessments and error frequency counts for HI and Google and Papago translations. Error analysis 

elements for HI and were applied based on error items used in the existing machine translation error analysis study 

https://www.youtube.com/watch?v=iU05tRJm4RA
https://www.youtube.com/watch?v=6SrYt90mtKE&t=279s
https://www.youtube.com/watch?v=xvvK_JOJbrQ
https://www.youtube.com/watch?v=9G9lNFemE7Y
https://www.youtube.com/watch?v=dCfvPAIV9Tk
https://www.youtube.com/watch?v=MXamC3JzhEE
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(Lee and Cha 2022, Vilar et al. 2006). The margin of error in the error analysis test was determined to be good for 

analyzing the difference between HI and MT, taking into account the Korean interview transcript involving the 

director Bong’s interview, the interpretation provided by Sharon Choi, and the unique characteristics of Korean 

spoken language. The researchers utilized fundamental grammar, vocabulary and content analysis to examine the 

errors in Choi's interpretation, Google’s translation, and Papago's translation. Error types were grouped into three 

categories and more detailed sub-categories as displayed in Table 2. Vocabulary errors involved word choice, and 

awkward phrases and clauses characteristic of colloquial language. Basic grammar errors included misuse of 

countable and uncountable nouns, incorrect or missing article usage, incorrect or missing pronoun usage, lack of 

subject-verb agreement, incorrect tense usage, inaccurate or omission in preposition usage, and other order and 

sentence structure problems. The third error group included content errors such as omissions and extraneous 

additions of information not included in Bong’s remarks. Therefore, one syntax is composed of phrases, clauses, 

and sentences. When the researchers found errors in syntax that overlapped in terms of error type, the errors were 

reported in all relevant error categories and sub-categories. Due to potentially inaccurate results that might have 

"accidentally" existed in the calculation, the Kappa test was also used given its higher threshold than the other 

evaluation techniques (Viera and Garrett 2005).  

 

Table 2. Error Categories and Sub-Categories in HI and MT 

Error Categories Sub-Categories 

Grammar 

Use of Countable and Uncountable Nouns 

Pronoun Usage 

Article Usage 

Subject-Verb Agreement 

Tense Usage 

Preposition Usage 

Other Word Order and Sentence Structure Problems 

Vocabulary 
Word Choice 

Awkward Word, Phrases and Clauses 

Content 
Omission 

Extraneous Additions 

 

 

4. Results 

 

4.1 The Results of HI and Accuracy Rates and the Cohen’s Kappa Coefficient 

 

The varying accuracy rates between Sharon Choi's interpretations, Google Translate, and Papago results are 

shown in this section. In addition, it was demonstrated that reliability tests between the two researchers could be 

checked using Cohen's Kappa coefficient.  

Choi accurately translated 207 (92.8%) sentences out of 223 sentences. Of the total 223 sentences, 166 (74.4%) 

syntaxes were accurately translated by Google Translator, and 167 (74.9%) sentences were accurately translated 

by Papago Translator. Overall, Choi’s interpretation was more significantly accurate in Korean-English translation 

than the machine translation of Bong’s interviews. We assessed the accuracy of syntax in HI, as well as in Google 

and Papago translations. To verify the reliability of the error analysis, a test was conducted by the two researchers 

involved in this study. For this test, both researchers used 336 syntaxes, half of which involved human 

interpretation, Google translation, and Papago translations, in a reliability test to assess the interpretation and 
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human translation errors (112 human interpretations, 112 Google translations, and Papago translations from 

Director Bong’s interviews. The Kappa coefficient is k = .731 p = .000. According to Landis and Koch, this 

indicates that the dependability between the two researchers is good.  

 

4.2 Analysis of HI Errors and MT Errors 

 

In this section, the results of error analysis related to Choi's interpretations, Google translations, and Papago 

translations are presented related to grammar errors, vocabulary errors, and content errors. Table 3 shows 

frequency counts for three categories related to Choi’s interpretations, Google and Papago translations. With 

regard to Choi's interpretations, grammar errors were identified 11 times (64.7%), vocabulary errors occurred five 

times (29.4%), and content errors appeared one time (5.9%). Regarding Google translations, 13 cases (22.4%) of 

grammar errors, 44 cases (75.9%) of vocabulary errors, and one case (1.7%) of content errors appeared. 

Furthermore, at the general category level (grammar, vocabulary, and content) of error analysis, there were 57 

distinct errors made by the Google translator.  

 

Table 3. Error Rates for HI and MT on Three Criteria 

Error Categories 
Choi’s Interpretations’ 

Error Frequency (Rates) 

Google Translations 

Error Frequency (Rates) 

Papago Translations 

Error Frequency (Rates) 

Grammar 11 (64.7%) 13 (22.4%) 14 (24.6%) 

Vocabulary 5 (29.4%) 44 (75.9%) 41 (71.9%) 

Content 1 (5.9%) 1 (1.7%) 2 (3.5) 

Total 17 (100%) 58 (100%) 57 (100%) 

 

Using a more detailed category and sub-category analysis, 58 total errors were identified. This is attributed to a 

syntactic aspect having two error types within it. For the translations performed by Papago, out of 57 translation 

errors, 41 cases (71.9%) of vocabulary errors,14 cases (24.6%) of grammar errors, and two cases (3.57%) of 

content errors were identified. In terms of Papago error analysis, at the general error analysis category level, 

Papago produced 56 errors. In the sub-category error analysis, Papago's produced 57 errors. As was the case, with 

the Google translator, Papago also produced one error in syntax that overlapped into two different sub-category 

error groups. 

 

4.2.1  Errors and Examples of HI by Subcategory 

 

This section provides a summary of statistical data regarding the frequency of subcategory errors in Choi's 

interpretation. Additionally, it includes samples of each specific type of error that has been identified in the 

interpretation. Each category is further broken down to show more detailed insight into the type of error. As shown 

in Table 4, there were two countable and uncountable noun usage errors, six preposition errors, as well as, one 

article error, and one word order error within the grammatical error subcategory. There were no pronoun usage 

errors and subject-verb agreement errors. Under the content category, an omission error was found. Overall, 

Sharon Choi was found to have the highest grammar error rate among the three error criteria. 
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Table 4. The Results of Sub-Category Errors in HI 

Error Categories 

 

Sub-Categories Frequency 

Grammar 

 

 

Use of Countable and Uncountable Nouns 

Pronoun Usage 

Article Usage 

Subject-Verb Agreement 

Tense Usage 

Preposition Usage 

Other Word Order and Sentence Structure Problems 

2 (18.2%) 

0 (0%) 

1 (9.1%) 

0 (0%) 

1 (9.1%) 

6 (54.5%) 

1 (9.1%) 

Vocabulary 

 

Word Choice (poor synonym choice) 

Awkward Word, Phrases and Clauses 

5 (100%) 

0 (0%) 

Content 

 

Omission 

Extraneous Additions 

1 (100%) 

0 (0%) 

 

The syntaxes in Table 5 deal with different types of grammar errors. As displayed in Table 5, the interpretations 

are based on the original texts, which are taken from Director Bong's statements written in Korean. In syntax 1, 

Choi translated the phrase as “a lot of interests in characters and individuals”. Yet, in this instance interest is more 

commonly used as an uncountable noun, as in “a lot of interest in characters and individuals”. In syntax 2, Choi 

translated the phrase as “a everyday mundane moment”. However, because the first letter in every day starts with 

a vowel sound, the article “an” should be used instead of “a”. In syntax 3, Choi interpreted the phrase as “about 

this man who have been living”, but in this phrase, “this man” is a 3rd person singular reference.  The correct 

grammar would be “has been living” rather than “have” in the relative clause. In syntax 4, Choi translated the 

phrase as “In the last two days in filming”. This is incorrect because, in this phrase, it is natural to use the 

preposition ‘of’ instead of ‘in’, so it would instead be “In the last two days of filming”. In syntax 5, Choi translates 

the phrase as “very perverted great idea”, but in modern English it is more appropriate to use the adjective “great” 

first, followed by “perverted”. We also understand that some ungrammatical sentences or expressions are 

commonly used in a colloquial situation, not acceptable in written language otherwise.  

 

Table 5. Examples of Grammar Errors in HI 

Bong’s 

Remarks 

1. 근데.. 항상 장르적인 흥분 내지는 재미가 있는 영화를 할려고 하는데, 대신 제가 캐릭터 

여기 있는 주인공들도 계시지만 인물들 한테 관심이 많다 보니까 인물들에 대해서 자꾸 파내려 

가다 보면 왠지 음….. 

2. 음.. 기생충 같은 경우는 인제..소파위에서 어떤 부부들의 어떤 부부의 어떤 일상적인 순간 

3. 어 정말 뙤약볕 정말 강한 뙤약볕에서 그 씬을 찍어야 된다 라고 저랑 우리 그 DP는 촬영 

감독은 처음부터 생각을 했었거든요. 그 지하에서 몇 년간 지내던 남자가 마침내 엄청난 

햇빛아래 나와서 그 유혈극을 펼치는 거니깐 그래서 정말 더더욱 그런 힘든 날씨였죠. 

4. 그래서 촬영하다가 마지막에 이틀에 거기 물을 집어넣고  

5. 오늘 약간 외관상 변호사나 회계사의 모습이기는 하지만 실제로는 변태적인 아이디어로 가득 

찬 그런 멋진 저의 공동 작가 한진원씨를 소개하겠습니다. 

Choi’s 

Interpretations 

1. I really pursue the excitement and entertainment that comes from the genre itself.  

But I always have a lot of interests in characters and individuals. (Countable and uncountable noun 

error) 
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2. In parasite, they’re having sex on the sofa but it’s a everyday mundane moment between this married 

couple. (Article usage error) 

3. So that’s why we chose that day. Because essentially that scene is about this man who have been living 

in this bunker for years coming out all of sudden to begin this blood bath and that’s why we had to shoot in 

such a hot day. (Subject-verb agreement error) 

4. In the last two days in filming, in that water tank we poured water for the flood sequence.  

(Preposition error) 

5. And my great partner in writing is here. Today he looks like a lawyer or an accountant, but he is always 

filled with very perverted great ideas. (Word order error) 

Proofreading 

1. I really pursue the excitement and entertainment that comes from the genre itself. But I always have a lot 

of interest in characters and individuals. 

2. In Parasite, they’re having sex on the sofa but it’s an everyday mundane moment between this married 

couple. 

3. So that’s why we chose that day. Because essentially that scene is about this man who has been living in 

this bunker for years coming out all of sudden to begin this blood bath, and that’s why we had to shoot in 

such a hot day. 

4. In the last two days of filming in that water tank, we poured water for the flood sequence. 

5. And my great partner in writing is here. Today he looks like a lawyer or an accountant, but he is always 

filled with very great perverted ideas. 

 

Table 6 contains examples of the different types of vocabulary errors in human translations. Director Bong 

called out the names of the actors who appear in Parasite one by one. However, instead of calling the actors by 

name, Choi translated it as “the actors and crew members of Parasite”. Her interpretation was relatable to viewers 

of the video.  

 

Table 6. Examples of Vocabulary Errors in HI 

Bong’s Remarks 

우리 사랑하는 송강호님, 이선균, 최우식, 장혜진, 박명훈, 박소담, 이정은 멋진 배우들.. 

그리고 저의 비전을 실현할 수 있도록 해준 에.. 바른손과 CJ와 위원회 모든 분들께도 

감사드립니다. 

Choi’s 

Interpretations 

Please send a round of applause to the actors and crew members of Parasite. I also thank everyone at 

Brunson, CJ, and Hyeon, who allowed me to actualize my vision. (Word choice error) 

Proofreading Please give a round of applause to the actors and crew members of parasite.  

 

The sentences in Table 7 address several kinds of content errors that result from human interpretations. Director 

Bong said the following sentence in Korean, “So when you watch a movie, the end of the movie can be a bit sad”.  

 

Table 7. Examples of Content Errors in HI 

Bong’s Remarks 그래서 영화를 보면 영화의 마지막이 조금 슬플 수 있죠. 

Choi’s 

Interpretations 

And that’s what I tried to do ending this film. (Omission) 

Proofreading So, if you watch this movie, the end can be a little sad.  

 

Choi interpreted it as “And that’s what I tried to do ending this film”. In Choi's interpretation, director Bong's 
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words that the end of the movie could be sad were omitted. Therefore, interpreting this sentence as “So, if you 

watch this movie, the end can be a little sad.” is considered to accurately convey Bong's remarks. 

 

4.2.2 Errors and Examples of MT by Subcategory  

 

This section provides statistical data on the frequency of subcategory errors in the translations of Google and 

Papago. For further illustration, it also provides samples of each distinct error type found in their translations. The 

purpose of this information is to offer insight into the translations produced by these two popular translation 

platforms, and to help users better understand the potential errors that may arise in their translations. To provide 

further clarification, examples of each specific error type identified in their translations are also included. Table 8 

includes the results for sub-category errors found in Google Translations. In the subcategory of grammatical errors, 

countable and uncountable noun errors occurred in one instance, along with five pronoun errors, two article errors, 

one tense error, and four preposition errors. There were no mistakes with subject-verb agreement and sentence 

structure.  

 

 

Table 8. The Results of Sub-Category Errors in Google Translations 

Error Categories 

 

Sub-Categories Frequency 

Grammar 

 

Use of Countable and Uncountable Nouns 

Pronoun Usage 

Article Usage 

Subject-Verb Agreement 

Tense Usage 

Preposition Usage 

Other Word Order and Sentence Structure Problems 

1 (7.7%) 

5 (38.5%) 

2 (15.4%) 

0 (0%) 

1 (7.7%) 

4 (30.8%) 

0 (0%) 

Vocabulary 

 

Word Choice (poor synonym choice) 

Awkward Word, Phrases and Clauses 

30 (68.2%) 

14 (31.8%) 

Content 

 

Omission 

Extraneous Additions 

1 (100%) 

0 (0%) 

 

There were 30 word-choice errors and 14 errors resulting from awkward word choice, phrases, and clauses 

within the vocabulary subcategory. There were no extraneous additions in the content category. Overall, of the 

three error criteria, Google translations had the highest error rate in the vocabulary category.   

Table 9 shows the frequencies of sub-categories for three error criteria in Papago translations. In the subcategory 

of grammatical errors, there were four errors related to the use of countable and uncountable nouns. In the 

subcategory of grammatical errors, there were four errors related to the use of countable and uncountable nouns, 

four errors in pronoun reference, two errors in article use, and four errors in the choice of prepositions. Subject-

verb agreement, tense usage, and other word order were all correct. There were 25 word-choice errors and 17 

awkward words, phrases, and clauses identified. There was an omission error under the content category. In 

relation to the vocabulary category of the three criteria, it was shown that Papago translations had the highest error 

rate overall.  
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Table 9. The Results of Sub-Category Errors in Papago Translations 

Error Categories 

Number/Percentage 

Sub-Categories Frequency 

Grammar 

 

Use of Countable and Uncountable Nouns 

Pronoun Usage 

Article Usage 

Subject-Verb Agreement 

Tense Usage 

Preposition Usage 

Other Word Order and Sentence Structure Problems 

4 (28.6%) 

4 (28.6%) 

2 (14.3%) 

0 (0%) 

0 (0%) 

4 (28.6%) 

0 (0%) 

Vocabulary 

 

Word Choice (poor synonym choice) 

Awkward Word, Phrases and Clauses 

25(61.0%) 

17 (39.0%) 

Content 

 

Omission 

Extraneous Additions 

1 (100%) 

0 (0%) 

 

Each category is further broken down to show more detailed insight into the type of error. This section presents 

examples of grammatical, vocabulary, and content errors found when Bong's words were translated using Google 

Translate and Papago Translate. Table 10 shows examples of various types of grammatical errors in Google 

Translate and Naver Papago. In sentence 1, Google translated it as “In the case of parasites,” no doubt invoking 

the title of a movie. However, it should be translated as a singular noun rather than a plural noun. It should instead 

be phrased as “In the Case of Parasite”. Syntax 2 contains a pronoun usage error, committed by Papago translation. 

Papago means “please tell me about it”. It is translated as “please tell him about it” because ‘me’ is a pronoun here. 

The error in sentence number 3 deals with article usage. In this case, it is translated by Papago translation as “a 

very strong water,” but since water is an uncountable noun, articles should not be used. Additionally, director Bong 

used the Korean word “드러운”, which is a dialect of “dirty,” and the machine translator translated dirty as 

“strong”.  

 

Table 10. Examples of Grammar Errors in MT 

Bong’s 

Remarks 

1. 음.. 기생충 같은 경우는 인제..소파위에서 어떤 부부들의 어떤 부부의 어떤 일상적인 순간 

2. 지금 다시 만나면 그 얘기하고 싶은데 누구 스파이크 리 아는 분 있으면 그 얘기 좀 전해주 

세요. 

3. 그런데 뭐 보기에는 되게 드러운 물처럼 보이지만 배우들을 위해서 되게 깨끗한 물을 머드팩 

재료를 써서 했어요. 

4. 처음 시나리오를 쓸 때부터 부자집의 구조에 대한 기본적인 아이디어가 제가 있었구요. 

인물들의 동선 같은 게 중요해서 그 디자인을 많이 요구했었죠 그렇게 해달라고  

미술감독님한테. 

5. 극장이 사실 뭐..큰 빅 스크린이나 여러 명이 모여서 보는 것도 중요하지만 사실 극장의 가장 

핵심적인 점은 보는 사람이 스탑 버튼을 누를 수 없는 유일한 곳이라는 게 그게 핵심인 것 

같아요. 

Machine 

Translations 

1. Ummm... In the case of parasites, a couple's everyday moments on the sofa, uh (Countable and 

uncountable noun error): Google Translation  

2. I'd like to talk about that when we meet again, if anyone knows Spike Lee, please tell me about it. 

(Pronoun usage error): Papago Translation 

3. It looks like a very strong water, but for the actors, I used mud pack ingredients to make clean water. 

(Article usage error): Papago Translation. 
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4. From the time I first wrote the screenplay, I had a basic idea of the structure of the rich house.  

The movement of the characters was important, so I asked for that design a lot. Ask the art director to do 

that. (Tense and pronoun usage error): Google Translation 

5. It's important to see a theater on a big big screen or a group of people, but I think the most important 

thing about a theater is that it's the only place where viewers can't press the stop button. (Preposition error): 

Google translation 

Proofreading 

1. Ummm... In the case of Parasite, a couple's everyday moments on the sofa, uh  

2. I'd like to talk about that when we meet again. If anyone knows Spike Lee, please tell him about it.  

3. It looks like very dirty water.  

But for the sake of the actors, I used mud pack ingredients to keep the water clean. 

4. From the time I first wrote the screenplay, I had a basic idea of the structure of the rich house.  

The movement of the characters was important, so I asked for many designs.  

I asked the art director to do that.  

5. It’s important to see a movie on a big, big screen or with a group of people, but I think the most 

important thing about a theater is that it's the only place where viewers can't press the stop button.  

 

In syntax 4, Google translated the whole section of the conversation into statements. However, given the context, 

it is appropriate to use this sentence as declarative and in the past tense rather than imperative. Therefore, it is 

more natural to translate “Ask the art director” as, “I asked the art director”. The error in syntax 5 involves Google 

and deals with prepositions. In this syntax, it is appropriate to translate it as “with a group of people” thereby using 

the preposition ‘with’ for “a group of people” given the context. 

Table 11 contains examples of machine translator lexical errors. Syntax 1 involves a vocabulary selection error, 

committed by Papago Translator's a vocabulary selection error. In this context, it is appropriate to use ‘have’ 

instead of ‘liked’. So, it should be worded as “have great taste” rather than “liked the taste”. Syntax 2 deals with 

two awkward translations provided by Papago. The first is the phrase interpreted as “his husband,” instead of ‘her 

husband’.  

 

Table 11. Examples of Vocabulary Errors in MT 

Bong’s 

Remarks 

1. 그리고 스코트와 여러 산타바바라에 모든 관객분들 여러분들 정말 테이스트가 좋으신 것 

같아요. 

2. 이제 그 지하실의 남자 어 박명훈이라는 배우인데 벙커에 있는 그 남편 워낙 그 독특한 

역할이고 그니까 정상과 비정상 사이를 왔다갔다하는 인물이라서  

Machine 

Translations 

1. And I think Scott and all the audience members in Santa Barbara really liked the taste. 

(Word choice error) 

2. He's an actor named Park Myung-hoon in the basement. His husband in the bunker has a unique role. 

He's moving back and forth between the top and the top. (Word choice and Awkward word, phrase and 

clause error) 

Proofreading 

1. And I think Scott and all the audience members in Santa Barbara really have great taste.  

2. He's an actor named Myung-hoon Park in the basement. The husband in the bunker has a unique role. 

He's moving back and forth between the normal and the abnormal.   

 

The second error is less awkward but equally wrong. As shown below, the phrase is translated as “between the 

top and the top”, which does not make sense. If director Bong's words were translated correctly, it would instead 

read “between the normal and abnormal”. 
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Table 12 contains examples of omissions and unnecessary addition errors that appear in machine translation. 

Director Bong's sentence “Nevertheless, I think only the theater has power" has been omitted. To retain the 

completeness of the idea, it must be included.  

 

Table 12. Examples of Content Errors in MT 

Bong’s 

Remarks 

스트리밍도 좋은점이 많고 또 넷플릭스에서 뭐..여러 가지 로마나 뭐 아이리쉬맨이나 

메리지스토리 같은 훌륭한 작품들이 만들어지는 것은 되게 좋은 일인데 그럼에도 불구하고 

어쩔 수 없이 극장만이 가지는 위력이 있는 것 같아요. 

Machine 

Translations 

There are a lot of good things about streaming, and it's a very good thing that Netflix makes great works 

such as Romance, Irishman, and Marriage Story. (Omission): Google translation 

Proofreading 

1.  There are a lot of good things about streaming, and it's a very good thing that Netflix produces great 

works such as Romance, Irishman, and Marriage Story. But I think it's inevitable that the theater has the 

power.  

 

 

5. Discussion and Conclusion 

 

This study examined the differences between HI and MT when a total of 223 syntaxes of Korean interviews 

with director Bong Joon-ho were translated by Sharon Choi, Google Translate, and Papago. Sharon Choi's 

interpretation accuracy rate was remarkably high when comparing HI and MT. In addition, the accuracy rate of 

Google translation and Papago translation was found to be high in the syntax of word choices. This suggests that 

the translation accuracy of the two machine translators is almost the same. Furthermore, interpretation errors made 

by Choi, 11 (64.7%) were found to be errors in basic grammar, and five (29.4)% were found to be errors in 

vocabulary selection, one was found to be errors in content selection (5.9%). On the other hand, out of 58 Google 

translation errors, there were 13 (22.4%) errors in basic grammar and 44 (75.9%) errors in vocabulary selection. 

The Papago translation tool found errors 57 times, of which 14 (24.6%) were grammatical errors, 41 (71.9%) were 

lexical errors, and two (3.5%) were  content errors. Overall, when it came to HI, grammar errors tended to appear 

more frequently than vocabulary selection errors, while in Google and Papago translations, vocabulary selection 

errors appeared more frequently than grammar errors. These kinds of errors may be attributable to characteristics 

of spoken language. In addition, content errors were rare in both human and machine translation with omission 

and addition, suggesting that all tended to stick to director Bong's original words. Only when the lexis utilized was 

deemed to be in error—in light of the variety of options available with regard to grammatical structures and the 

meaning of words or phrases—was it judged to be successful in generating the desired or intended result. Choi 

may have chosen to use synonyms and fewer words, for instance, to communicate director Bong's message, but 

this wouldn't be considered erroneous if it accurately captured the essence of his communication. Regarding error 

detection in this study, it should be highlighted that researchers had the benefit of time and useful grammar tools 

to consider and evaluate their translations and interpretations. Neither Choi nor AI systems had these advantages. 

In addition, content errors were rare in both human and machine translation in terms of errors involving omission 

and addition, suggesting that all tended to stick to director Bong's original words. 

Since director Bong’s remarks were delivered in real-time, human interpretation and machine translation of 

spoken language, as well as the use of Chatbots, would be an interesting point of study in the future. The findings 

imply that suitable word choices and grammar are more accurately determined by humans rather than by machine 

algorithms. The AI programs committed translation errors in word choices because they had difficulty recognizing 
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the subtle pauses, fragments, and run-on sentences that are commonly present in spoken language. From the 

researchers' point of view, there are some things we need to consider. In the case of Sharon Choi, it was 

simultaneous interpretation after listening to a speech, whereas, in the case of Google and Papago Translator, it 

was a case of translating written sentences. As she once mentioned on a famous Korean TV talk show, You Quiz 

Under Block, Sharon said, as a non-professional interpreter, she felt extremely nervous at the awards ceremony. 

In addition to such tension, she was in a situation where she had to actively use her linguistic wits and background 

knowledge of Director Bong. Moreover, she was in a situation where she had to faithfully interpret the contents 

even after hearing Bong’s rather long sentences that required memory skills. Despite the difficulties of impromptu 

interpretation, there are advantages of impromptu interpretation over machine translation. Since the interpretation 

situation is shared with listeners/viewers, HI has an interesting advantage in that error tolerance can be evaluated 

higher than MT from the viewpoint that visual clues and on-site situations can be used to understand minute 

momentary mistakes and omissions.  

In current times, MT has become a powerful learning tool for aiding in communication between different 

language speakers. Regrettably, it is not as widely accepted as it could or should be given people’s view that its 

tendency for making translation errors still happens with much regularity. However, the capability of these AI 

tools is growing exponentially on a daily basis. Even during the development of this research study, the researchers 

noticed a significant evolution in the quality of Google Translator and Naver Papago. The AI capability of these 

applications produced better syntax, richer vocabulary, and content accuracy. This is believed to be because MTs 

frequently benefit from updates in their big data sources and are seeing more rapid development in their 

programming through AI learning. With the rapid development of AI technology and the recently introduced Chat 

GPT, MTs are expected to perform near-perfect interpretation of human conversations sooner or later. Still, 

considering the colloquial characteristics that human language always changes and uses a lot of omissions based 

on situations, it is thought that 100% reliable machine interpretation will take a little longer. 
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ABSTRACT 

Kim, Hea-Suk, Na-Young Kim and Yoonjung Cha. 2023. Exploring the 

potential of Metaverse as a future learning platform for enhancing EFL 

learners’ English proficiency. Korean Journal of English Language and 

Linguistics 23, 220-236. 

 

The aim of this study was to focus on describing how different learning platforms 

(traditional and Metaverse) may influence learners’ English proficiency. To 

investigate whether the experience of a Metaverse environment can be favorable for 

speaking practice, forty-five students were divided into two groups: traditional and 

Metaverse. During the semester, students in the traditional group practiced speaking 

English in offline classrooms, while those in the Metaverse group exercised speaking 

English in a Metaverse environment. According to the findings, both groups 

significantly improved their English proficiency within the group, but there were no 

significant differences between the two groups. In terms of students’ perspectives, the 

advantages and disadvantages of the Metaverse learning platform shed light on how 

they perceived using it for learning English speaking.  The results of this study also 

suggest pedagogical implications and insights for future research.   
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1. Introduction 

 

According to the Google Trends index, one of the most frequently searched terms in 2022 was Metaverse. This 

term was first used by Neal Stephenson in 1992 in his novel ‘Snow Crash’ (Grimshaw 2014). As reported by 

Aydin (2022), this science-fiction novel not only introduced the term Metaverse but also inspired pioneers to build 

its platforms. Moreover, it also led to the development of other platforms, such as Adobe Connect, Microsoft 

Teams, and Zoom, designed to promote virtual interaction, communication, and collaboration. 

Metaverse, a combination of technology and reality, refers to an immersive online environment that requires 

augmented reality (AR) and virtual reality (VR). In this virtual world, users can work, study, shop, visit art galleries, 

attend concerts, and play games. With their virtual identities, users can also meet others, make friends, and build 

social connections and relationships. In other words, they can interact, share experiences and thoughts, and work 

together with each other, synchronously but anonymously in the virtual environment using avatars they have 

created. 

Considering that Metaverse facilitates interaction, communication, and collaboration, it can be seen as an 

effective language learning environment (Aydin 2022). Since this virtual world requires social interactions among 

individuals, it can provide language learning opportunities in communicative and interactive contexts. According 

to Aydin (2023), language learners can raise awareness of the language and culture in the virtual environment 

through increased exposure to comprehensible input, meaning negotiation, and output. In addition, they can 

develop their problem-solving and critical-thinking skills by discovering and constructing language. Through 

active discussion, learners can also improve their motivation to learn the language more independently and 

collaboratively. Consequently, the Metaverse provides language learners with learner-centered environments that 

facilitate autonomous and collaborative learning (Aydin 2023).  

According to Imaoka et al. (2012), the use of Metaverse offers three benefits for foreign language learning. 

Firstly, learners can create their own avatar to represent themselves, which allows them to maintain anonymity 

and have anonymous interaction. This can help introverted or shy students to become more active and interactive 

learners. Secondly, learners can engage in role-playing in various situations in Metaverse, enabling them to 

practice their speaking skills in scenarios they may encounter in real life. Unlike static conversations, their 

interactions are dynamic, natural, and resemble real-life conversations. Thirdly, learners can study remotely and 

interact with students from other countries beyond the classroom walls, thus acquiring communication skills with 

people from different parts of the world using advanced technology. 

In particular, Bae et al. (2022) argued that Metaverse enables English as a foreign language (EFL) students to 

improve their digital literacy and motivation in English learning. According to the authors, Metaverse offers EFL 

students with an authentic English language learning experience, with the advantange of not having any time-

space restrictions. This, in turn, helps students to improve their oral communication skills in English. Imaoka et al. 

(2012) also claimed that EFL learning requires specialized virtual environments, especially for students who are 

physically separated from native-speaking communities. If foreign language learners only study their target 

language in a traditional classroom, they may not gain practical effectiveness in foreign language speaking. 

Therefore, to build adequate fluency in the target language, it is essential to have a setting where students can 

practice their speaking. From this perspective, Metaverse can provide unique opportunities for EFL teaching and 

learning (Aydin 2023). 

According to Imaoka et al. (2012), EFL students can also benefit from anonymity in the Metaverse. Using 
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avatars in a virtual world may reduce the students’ level of anxiety and embarrassment. The learners can also 

realize the value of learning a language, increasing their self-confidenc as they see their own progress. Smilarly, 

Bae et al. (2022) reported that EFL students are highly interested in Metaverse-based language learning. With the 

benefits of gamification and edutainment, the Metaverse can be an effective educational platform (Hwang 2022). 

EFL teachers also have a positive view of the virtual environment. In summary, it seems that Metaverse-mediated 

EFL learning is effective (Bae et al. 2022). It can be said that EFL learners benefit from using Metaverse as a 

language learning tool (Aydin 2022).   

We are moving towards more fully realized Metaverse technologies for EFL learning (Imaoka et al. 2012). 

Nonetheless, the question of whether Metaverse is useful for foreign language learning remains unanswered. 

According to Aydin (2022), concerns can arise regarding the use of Metaverse as an effective foreign language 

learning platform. For example, it needs to be clarified whether Metaverse can be utilized as a language learning 

platform in light of current theories, models, and approaches. Therefore, it should be carefully investigated whether 

Metaverse can be effectively used for foreign language learning on a theoretical basis. 

López-Belmonte et al. (2023) pointed out that the use of Metaverse in education is in its infancy, and more 

experiments and research studies should be conducted at all educational levels and populations to evaluate its 

impacts on learning and improve its effectiveness. Regarding foreign language learning, Aydin (2022) also noted 

that an in-depth and better understanding of Metaverse is required. After gaining a deeper understanding of 

Metaverse, the rationale needs to be established for its implementation and practice as a foreign language learning 

platform. In particular, Bae et al. (2022) added that there is a lack of research on the use of Metaverse in light of 

EFL education. It is necessary to examine whether Metaverse can play a beneficial role for EFL learning. Thus, 

the current study aims to confirm the effects of utilizing Metaverse on EFL students’ academic achievement. This 

study also aims to provide insights into the use of Metaverse in EFL classes by showing its positive and negative 

aspects from the students’ perspective.  

 

The research questions are as follows:  

1. Are there any differences in English proficiency between students who learn English using a traditional 

method and those who use the Metaverse learning platform? 

2. What are students’ perspectives of using the Metaverse learning platform? 

 

 

2. Literature Review 

 

To provide a theoretical framework for the use of Metaverse in foreign language learning, Aydin (2022) 

presented its contextualization as a language learning environment based on current theories, models, and 

approaches. The author synthesized the theoretical background regarding the utilization of the Metaverse within 

the foreign language learning process, providing its implications for practice and future research. From the 

theoretical points of view, Aydin concluded that Metaverse can be effectively used for foreign language learning, 

particularly due to its emphasis on social interactions that facilitate communication and interaction in language 

learning processes (Aydin 2022).  

In EFL settings, there have been some experimental studies suggesting the positive effects of using Metaverse. 

Imaoka et al. (2012), for example, utilized Metaverse technology as a core curriculum in an EFL class for the first 

time in Japan. This curriculum integrated Metaverse, known as Second Life, into classroom learning. Second Life 

was used as a tool for students to interact and properly use and remember English expressions and phrases they 
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had learned. The aim was to help Japanese EFL students overcome their language barrier of timidity and fear of 

embarrassment when speaking in English with others. The authors found that the use of avatars in Metaverse 

helped students gain more confidence in English speaking and improve EFL learning. 

Aydin (2023) investigated the attitudes and perceptions of Turkish EFL teachers towards using Metaverse in 

teaching and learning processes. Specifically, the study examined the teachers’ perceived knowledge of Metaverse, 

their attitudes towards its utilization in EFL teaching and learning, their self-confidence in integrating it into their 

teaching pedagogy, and their perceptions of its use regarding school climate and support. The results showed that, 

although EFL teachers were not familiar with its utilization, they had positive attitudes towards using Metaverse 

in teaching and learning processes.  

Im (2022) conducted a study in Korea on EFL students’ perspectives and attitudes towards Metaverse in online 

English classes. The study found that the students generally had positive feelings towards the use of the Metaverse 

platform. As the students progressed through the classes, their positive feelings increased. Im identified several 

positive aspects of utilizing the virtual platform, including the ability to interact, opportunities for group activities, 

the existence of a virtual world, and the use of avatars. The results suggested that Metaverse has the potential to 

positively impact language learning by providing a virtual world for interaction and reducing learner anxiety and 

stress. In other words, Metaverse was found to play a crucial role in EFL learning. 

Bae et al. (2022) also conducted a pilot study in the Korean EFL context with the purpose of developing an 

English speaking program using Metaverse. To determine the effects of the program, the authors monitored 

students’ learning progress and administered pre- and post-tests with questionnaires and interviews. The results 

showed improvements in digital literacy and motivation regarding the English learning experience. Additionally, 

the interview results revealed that both the students and teachers were positive about the use of Metaverse in 

English classrooms, with the students showing a great interest in Metaverse-based English lessons. The teachers 

emphasized the importance of teacher training for successful future Metaverse-mediated language learning. The 

authors concluded that Metaverse-mediated language learning is effective without restrictions on time and space, 

leading to an authentic EFL speaking and learning experience. With appropriate task designs, Metaverse was found 

to help EFL learners develop oral communication skills and digital literacy (Bae et al. 2022).  

Recently, a few EFL scholars have been studying the use of a particular Metaverse application called ifland. 

Hwang (2022) carried out a study to examine the efficacy and future potential of Metaverse in online education 

environment. Korean university students learning English as a foreign language used the ifland app in the 

Metaverse classes for the study. Through in-depth analysis, it was found that EFL students in a Metaverse 

environment are engaged in interactive learning processes with an avatar that projects oneself. ifland, the 

Metaverse platform, can be an effective educational tool that benefits from gamification and edutainment. 

Moreover, with existential encounters and hands-on experiences, Metaverse increases the level of 3D learning 

immersion, which may overcome the shortcomings of online live streaming platforms, including Zoom that 

provide 2D experiences.  

Lee (2022) also designed a college English learning program using a Metaverse platform called, ifland, to offer 

diverse educational environments in a virtual space. With a content-based approach, the program emphasized 

digital culture and arts to enhance the students’ learning experience. The students were given the opportunity to 

explore exhibitions and visit museums and art galleries using Virtual Reality (VR) and Augmented Reality (AR). 

They were also asked to conduct research on relevant cultural contents and materials for Metaverse-based 

presentations. This study found that students could gain a deeper understanding of digital culture and arts while 

improving their English skills. The students actively participated in the Metaverse-based class with diverse avatars, 

virtual theme spaces, images, and PDFs. It was concluded that the Metaverse-based English learning program 
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enables students to experience various forms of digital arts and immersive content, and fosters cultural 

convergence and critical thinking for future learning opportunities. 

From the literature review, it has been found that there are many advantages of using Metaverse for EFL learning. 

Metaverse provides students with an authentic EFL speaking and learning experience without restrictions on time 

and space, helping them to develop their English oral communication skills (Bae et al. 2022). Moreover, by 

participating in various activities in virtual situations where they may encounter in real life, students can see the 

value of learning a language (Imaoka et al. 2012). The use of avatars in the virtual world can help students reduce 

the levels of anxiety, embarrassment, and stress, which in turn increases their self-confidence (Aydin 2023, Im 

2022). Students show a great interest in Metaverse-based language learning, which can also improve their own 

academic achievement (Bae et al. 2022). For these reasons, both teachers and students in EFL situations have 

positive attitudes towards the virtual environment. In short, Metaverse can be an effective language learning tool, 

and EFL learners can benefit from Metaverse-mediated learning (Aydin 2023).   

Despite all the benefits of using Metaverse, certain problems still exist regarding its utilization as a foreign 

language learning platform. Not only adult learners, but also underage ones from different parts of the world, can 

intereact in the virtual environment, which may have negative effects on their development of communication 

skills, socialization skills, social awareness, and relationship building with others in the real world (Poth 2022). 

Furthermore, problems such as abuse and misuse, cyberbullying, addiction disorders, and health problems can 

occur, resulting in depression and anxiety for these learners (Aydin 2022). In addition, technical issues may 

constitute problems regarding the provision of infrastructure for hardware and software. There may be some 

financial and technical inequities around the globe. Particularly, there must be careful consideration for the cost of 

deployment of  Metaverse technologies. As reported by Imaoka et al. (2012), the nature of these costly technologies 

might only be available to a certain group. In other words, accessibility issues should be taken into consideration. 

Im (2022) also identified technical difficulties as one of the challenges associated with using Metaverse in EFL 

learning. 

There are some other threats related to the privacy and security of Metaverse users (Aydin 2022). Metaverse 

can collect massive amounts of information, including sensitive and critical information about its users. As 

reported by Di Pietro and Cresci (2021), this personal and private information can be delivered not only to the 

platform but also to other users, putting their privacy at risk in unexpected ways. For example, one of the new and 

increased risks is related to doxing, with the aim of extortion or online shaming. In addition to privacy issues, 

Metaverse can be affected by security threats (Di Pietro and Cresci 2021). These include vulnerability to attacks 

and manipulation, as well as a lack of transparency. The inherent complexity of Metaverse also requires the huge 

computational energy, limiting both its affordability and sustainability. These issues represent an open scientific 

challenge and require joint efforts from different scientific communities (e.g., AI and machine learning, ethics, 

and more) to be solved. 

Scholars have also pointed out some challenges regarding the unfamiliarity with the Metaverse platform (Im 

2022). Because EFL teachers are not familiar with its utilization, they have neutral perceptions of its use for their 

teaching processes (Aydin 2023). Therefore, concerns can arise in relation to the use of Metaverse as an effective 

EFL learning platform. As reported by Aydin (2022), it is still unclear whether the use of Metaverse is beneficial 

for EFL learning. Considering that the use of Metaverse in education is in its infancy, more experiments and 

research studies should be carried out (López-Belmonte et al. 2023). In particular, given that there is a lack of 

research on the use of Metaverse in light of EFL education (Bae et al. 2022), a deeper understanding of Metaverse 

for EFL learning is required. The rationale needs to be established for its successful implementation and practice 

(Aydin 2022).  
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3. Methodology 

 

3.1 Participants 

 

The participants of the study were university students who enrolled in Airline English classes at the beginning 

of the 2022 academic semester. Initially, there were 52 students who registered for the two classes. As the course 

was an elective, students’ grades varied, ranging from freshmen to seniors. Among them 45 students participated 

in this study (freshmen: 8, sophomore:11, junior: 13, senior: 13). They were randomly assigned to two groups: a 

traditional group and a Metaverse group. Students in the traditional group practiced conversation dialogs they had 

learned in class, while those in the Metaverse group used their avatars and practiced the same dialogs with one 

another in the virtual classroom, switching partners. 

There were 21 students in the Metaverse group, and 24 students were grouped into the traditional group. All 

participants in the current study were majoring in airline services and selected their classes according to their own 

schedule. At the beginning of the semester, every participant took a pre-test based on the MacMillan Placement 

Test, which was administered in a previous study that determined Korean EFL students’ English proficiency levels 

(Domínguez, Hicks, and Song 2012). The findings revealed no statistically significant differences in the pre-test 

(see Table 3). It was found that the two groups - a traditional group and a Metaverse group - were homogeneous. 

 

3.2 Metaverse Platform: ifland  

 

The study integrated Metaverse known as ifland into the curriculum for students majoring in airline services. 

ifland is an application released in September 2021 by SK Telecom in Korea (see Figure 1). When users activate 

the ifland app, they can check and update their status and avatars and view a list of virtual rooms recommended 

based on their usage patterns. They can also open the new rooms by tapping the “Open a Room” icon. There are 

18 different types of virtual spaces to choose from, including conference halls, outdoor stages, rooftops, and more. 

After selecting the virtual space, users can also make advanced settings by choosing from multiple concepts for 

decoration, such as weather, time, wallpapers, and flooring materials. In addition to the virtual spaces, users can 

also customize their avatars by choosing from a wide range of clothing and accessories. They can express their 

creativity by designing their outfits, hairstyles, and accessories. The color of their skin and eyes can also be 

changed. In a virtual room, users can interact with each other through chat or by using body gestures and 

animations. They can also share media such as videos, images, and music in real-time. The virtual room can 

accommodate up to 130 participants. In ifland, avatar customization and app use are all free.  
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Figure 1. ifland sample1 

 

According to Lee (2022), this Metaverse platform, ifland, offers diverse educational environments in a virtual 

space. In her study, Korean EFL students actively participated in the Metaverse-based class using diverse avatars 

in virtual themed spaces. She found that they gained a deeper understanding of digital culture and arts while 

improving their English skills. Hwang (2022) also suggested that Korean students in ifland actively engage in the 

interactive learning process with avatars that project themselves. He found this virtual educational platform 

effective because it incorporates gamification and edutainment to provide benefits. 

 

3.3 Teaching Procedures & Instruments 

 

The present study investigated whether Metaverse can play a beneficial role in improving EFL learners’ English 

proficiency. The study also aimed to reveal the students’ perspectives regarding the use of Metaverse in an EFL 

class, including its positive and negative aspects. Throughout the experiment, the same instructor taught classes 

using either the traditional way or the Metaverse platform. Although the overall learning content remained 

consistent, different approaches were implemented during the speaking activities in each class. 

At the beginning of 2022, every participant took a pre-test adopted from MacMillan Placement Test (see Table 

1). The purpose of the test was to assess the English language proficiency of individuals in using English within 

an EFL context (Al-Sharif 2016, Domínguez et al. 2012, Newell and Katz 2013, Rusilowati and Hamamah  2017). 

The test questions, teacher instructions, and answer keys were available online, and could be downloaded as a 

PDF2 for free. The test consisted of 70 questions and thirty minutes were allowed, as per test instructions. 

Participants were encouraged to attempt as many questions as possible within the allotted time. 

 

 

 

 

 

 

                                                           
1 Source: Google Play (https://play.google.com/store/apps/details?id=com.skt.treal.jumpvrm&hl=en&gl=US) 
2 https://www.macmillan.pl/images/materials/1666952670_Language_Hub_Placement_Test_with_key.pdf 
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Table 1. Teaching Procedures 

Procedure 

Topics 

Traditional Group Metaverse Group 

Pre-test 

Basic Service Expressions 

Dialog Practice in a 

Classroom 

Dialog Practice in a 

Metaverse Platform 

Greeting Passengers 

Assisting with Seating  

Preparing for Takeoff  

Providing In-flight Food and Beverage Service 

In-flight Announcement 

Handling Customer Complaints 

Preparing for Landing 

 Post-test 

No survey Survey 

 

After the pre-test, the main experiment began. This Airline English class was held once a week for 100 minutes, 

using the textbook, Airline Service English for Cabin Crew (Kim 2018). The topics covered various aspects of 

airline services, including greeting passengers, assisting with seating, preparing for takeoff and landing, and 

providing in-flight food and beverage service. Each unit provides sample conversation dialogs between flight 

attendants and passengers. The students engaged in a self-study session on a designated topic for the first 20 

minutes, during which they utilized online dictionaries on their smartphones to look up the meanings of any 

unfamiliar vocabulary words in the English conversation dialogs. During the session, they were also allowed to 

use online translation tools such as Google Translate and Never Papago if needed. The teacher then used Power 

Point Slides to teach and explain the dialogs, including vocabulary, grammar structures, phrases, and expressions 

to the students, which took about 60 minutes.  

Afterwards, the students in the traditional group spent an additional 20 minutes practicing the conversation 

dialogs they had learned in class. They paired up to practice given dialogues and also moved around to have 

conversations with other students. The dialogs provided were examples that portrayed interactions between flight 

attendants and passengers, so the students took turns playing the role of flight attendants and passengers. While 

the students practiced the given dialogs, the teacher walked around the classroom helping the students in need. It 

is common for EFL students to join role-play activities to practice what they have learned in class (Imaoka et al. 

2012). However, when students engage in role-play activities in classrooms, they need to imagine the setting they 

are acting out. As reported by Imaoka et al. (2012), this makes it difficult for the students to capture the real 

sensations of an actual situation and perceive the practical value of classroom lessons.  

In the Metaverse setting, the students also spent 20 minutes practicing the same conversation dialogs from the 

same textbook they had learned in class. For this group, ifland, one of the platforms, was adopted to create a virtual 

environment. This Metaverse-integrated curriculum was aimed to meet two main objectives, 1) to enable learners 

to remember and use learned phrases and expressions better, and 2) to enhance their meaning and practicability. 

In the first class of the second week, various platforms of the Metaverse were introduced and the usage and features 

of the ifland app were explained to the students. Because the Metaverse platform was unfamiliar to the students, 

as previous scholars pointed out (Aydin 2023, Im 2022), all activities were conducted in a classroom setting. The 

students used their own smartphones to download the application and enter the virtual space.  

The teacher chose a virtual space that resembled an airport lounge from the available virtual spaces provided by 
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the ifland application. The students created and customized their own avatars and entered the virtual space to 

practice the dialogs through chat. Just like their traditional counterparts, the students in the Metaverse group were 

provided with conversation dialogs exemplifying interactions between flight attendants and passengers, they 

participated in the same role-playing activities as the traditional students did. That is, the traditional method 

involved speaking activities, while on the metaverse platform, speaking and written interaction were integrated 

and performed concurrently. 

However, they alternated between the roles of a flight attendant and a passenger using their avatars in the virtual 

space. This 20-minute virtual experience was expected to mimic the real world and encourage the students to use 

what they had studied in class. According to Imaoka et al (2012), in a virtual reality setting like Metaverse, students 

can easily make connection between the hypothetical and the actual by conversing and utilizing dialogues and 

expressions they have learned in class in the virtual world that copies its real-world counterpart. The teacher also 

walked around the class and helped the students. 

Due to the COVID-19 pandemic, classroom activities did not take place every week. Furthermore, the first and 

final weeks, as well as the midterm exam period, were also excluded. In total, the activities for this study were 

carried out for 8 weeks. At the end of the semester, all the participants took a post-test adopted from MacMillan 

Placement Test, using the same format as the pre-test. Since the study also aimed to gain insights into the positive 

and negative aspects of using Metaverse in EFL class from the students’ perspective, a post-survey was conducted 

among the students in the Metaverse group to assess their views on using Metaverse in an EFL class.  

 

3.3 Data Analysis 

 

For the current study, both test scores and survey results were gathered. The pre- and post-test data were 

analyzed using SPSS 20.0 to compare the students’ English scores between the traditional learning environment 

and the Metaverse platform. Paired sample t-tests were conducted to examine the differences in mean scores 

between the pre- and the post-stages. Additionally, an independent t-test was performed to determine which 

learning environment was more effective in the two different learning environments. Regarding the students’ 

perspectives on using Metaverse, twenty students, excluding one out of 21 participants in the Metaverse group, 

responded to the survey. 

They were given a Google Form link to answer the survey. The survey consisted of 18 closed-ended questions 

related to the EFL students’ dialog practice experience in the Metaverse platform. The items in the questionnaire 

consisted of 11 questions related to learners’ attitudes toward using Metaverse, 6 questions related to language 

technology, and 1 question related to future usability. A six-point Likert scale (1 = strongly disagree, 2 = disagree, 

3 = somewhat disagree, 4 = somewhat agree, 5 = agree, 6 = strongly agree) was used for the survey. The survey 

analysis focused on percentage comparisons instead of means to gain a more detailed understanding of students’ 

responses, given the low average score for each item. In addition, there were also two open-ended items that 

addressed the advantages and disadvantages of using Metaverse. The results of students’ responses were analyzed 

and categorized into key concepts, and their frequency and percentages were computed. 
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4. Results and Discussions 

 

4.1 Changes in Students’ English Proficiency 

 

The present study aims to investigate the effects of English proficiency among students using different learning 

platforms. The first research question is to compare the mean scores on the pre- and post-tests in each group: a 

traditional group versus a Metaverse group. Students in the traditional group practiced speaking in the classroom, 

whereas those in the Metaverse group practiced speaking in the Metaverse environment. Paired sample t-tests were 

conducted to examine the English proficiency between the pre- and post-test scores within the two groups.  

 

Table 2. Result of Paired Sample t-tests  

Group Test M SD t p 

Traditional 

(N = 24) 

pre 23.63 6.29 -4.41 .00 

post 32.33 9.29 

Metaverse 

(N = 21) 

pre 22.76 5.79 -4.83 .00 

post 31.67 9.25 

 

Table 2 shows the results of the pre- and post-tests. The findings demonstrate a comparison of the mean scores 

between the two groups’ pre- and post-tests. Regarding the traditional group, the mean score in the pre-test was 

23.63 (SD = 6.29) and 32.33 (SD = 9.29) in the post-test. As for the Metaverse group, the mean score of the pre-

test was 22.76 (SD = 5.79) and that of the post-test was 31.67 (SD = 9.25). The results indicate that there was a 

significant difference in the mean scores before and after the semester for the traditional group (t = -4.41, p = .00). 

Similarly, the results of the paired samples t-test present a significant difference between the mean scores on the 

pre- and post-tests for the Metaverse group (t = -4.83, p = .00).   

The results of the study confirm that practicing speaking with others can lead to better language perfomance, 

which is in line with previous research (Imaoka et al. 2012). As Imaoka et al. (2012) stated that students in the 

traditional group participated in role-play activities to apply what they learned in class, practiced dialogues, and talked 

to other students. In the Metaverse group, by engaging in activities in simulated environments that mirror real-life 

situations, students can gain the benefit of learning a language. In other words, whether in traditional or virtual modes, 

students can improve their language proficiency. Additionally, based on the results, both groups showed 

improvement in their speaking performance, which was found to be beneficial.  

To confirm that the participants in the traditional and Metaverse groups were homogeneous at the beginning of 

the semester, independent t-tests were conducted on the pre-tests. As shown in Table 3, the results confirmed that 

the participants were homogeneous for the test mean scores (t = -.477, p = .636). The mean scores of the post-tests 

for the two groups did not differ statistically significant according to the independent t-test results (t = -.241, p 

= .811). 

 

 

 

 

 

 



Hea-suk Kim et al.  Exploring the Potential of Metaverse as a Future Learning Platform 

for Enhancing EFL Learners’ English Proficiency 

©  2023 KASELL All rights reserved  230 

 

 

Table 3. Group Differences: Result of Independent T-tests 

Test Group M SD t p 

pre Traditional  23.63 6.29 -.477 .636 

Metaverse 22.76 5.79 

post 

 

Traditional  32.33 9.29 -.241 .811 

Metaverse 31.67 9.25 

 

While there was a substantial difference after the experiments in all the groups, no significant difference was 

discovered between the groups. It is reasonable to believe that different types of learning environments do not 

significantly impact the improvement of language proficiency. The findings of the present study confirm the 

previous study (Poth 2022) that despite the advantages of using Metaverse, there are some issues with using it as 

a platform for foreign language learning. Students’ ability to communicate, socialize, be aware of their learning 

environment and form relationships with others in the actual world may suffer as a result of their participation in 

the virtual world.  

 

 

4.2 Students’ Perspectives on Using a Metaverse Platform  

 

As for the second research question, a survey was used to explore participants’ perspectives using the Metaverse 

platform. Students’ opinions on speaking practice on a Metaverse platform were investigated using the post-survey. 

The open-ended survey consisted of 18 questions: 11 questions related to learners’ attitudes after using the 

Metaverse (such as helping to improve your skills, relieving anxiety, reducing stress, learning motivation, 

improving confidence, generating interest, being self-directed,  acquiring learning strategies, helping to achieve 

learning goals, promoting class participation, and improving communication skills), 6 questions related to 

language skills (such as improving vocabulary, grammar, listening, speaking, reading, and writing), and 1 question 

related to the use of the platform for future learning. 

The frequencies and percentages of the responses from the Metaverse group are shown in Table 4. Regarding 

the first survey item, ‘improvement of English skill,’ 35% of the students disagreed or somewhat disagreed, 20% 

strongly disagreed and 10% somewhat agreed. Most students did not demonstrate a positive attitude towards 

improving their English learning. In terms of ‘relieving anxiety,’ 25% of the students disagreed, 55% somewhat 

disagreed, and 20% somewhat agreed that their anxiety had reduced. Concerning the ‘stress reduction’ item, many 

students (60%) responded with somewhat disagree, five with somewhat agree, and three with disagree. Most of 

the students responded negatively to the ‘motivation for learning’ item (45% disagreed, 40% somewhat disagreed 

and 15% strongly disagreed). In the item, whether ‘confidence’ had improved after using the Metaverse, students 

showed negative tendencies with responses similar to those for ‘learning motivation’ (60% disagreed, 25% 

strongly disagreed, and 15% somewhat disagreed). Some students showed ‘interest’ after using Metaverse at the 

same rate (45% somewhat disagreed and 45% somewhat agreed, respectively). Regarding ‘self-directed learning,’ 

most of the students responded somewhat disagree (50%) or disagree (30%). Regarding the utilization of ‘learning 

strategies’ with Metaverse, most of them responded negatively (15% strongly disagreed, 55% disagreed, and 30% 

somewhat disagreed). When using Metaverse, students showed disagreement or somewhat disagreement regarding 

whether they ‘achieve their learning goals’. Similarly to the previous survey question, it showed a somewhat 
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negative answer regarding ‘class participation’ (35% disagreed and 40% somewhat disagreed). Contrary to 

expectations, students did not show a positive answer regarding the ‘communication skill’ (40% disagreed, 

somewhat 40% disagreed, and 15% somewhat agreed). 

 

Table 4. Survey Results: Students’ Perspectives 

Items 1 2 3 4 5 6 

Improvement of English skill 4 (20%) 7 (35%) 7 (35%) 2 (10%) 0 (0%) 0 (0%) 

Relieving Anxiety 0 (0%) 5 (25%) 11 (55%) 4 (20%) 0 (0%) 0 (0%) 

Stress reduction 0 (0%) 3 (15%) 12 (60%) 5 (25%) 0 (0%) 0 (0%) 

Learning motivation 3 (15%) 9 (45%) 3 (40%) 0 (0%) 0 (0%) 0 (0%) 

Confidence 5 (25%) 12 (60%) 3 (15%) 0 (0%) 0 (0%) 0 (0%) 

Interest 0 (0%) 2 (10%) 9 (45%) 9 (45%) 0 (0%) 0 (0%) 

Self-directed Learning 1 (5%) 6 (30%) 10 (50%) 3 (15%) 0 (0%) 0 (0%) 

Learning strategy 3 (15%) 11 (55%) 6 (30%) 0 (0%) 0 (0%) 0 (0%) 

Helping you achieve your 

learning goals 
1 (5%) 11 (55%) 8 (40%) 0 (0%) 

0 (0%) 0 (0%) 

Active class participation 3 (15%) 7 (35%) 8 (40%) 2 (10%) 0 (0%) 0 (0%) 

Communication skills 1 (5%) 8 (40%) 8 (40%) 3 (15%) 0 (0%) 0 (0%) 

1 strong disagree 2 disagree 3 somewhat disagree 4 somewhat agree 5 agree 6 strong agree 

 

The results for anxiety, motivation for learning, confidence, self-directed learning, utilization of learning 

strategies, and achievement of learning goals also showed negative tendencies, with a majority of the students 

responding with disagree or somewhat disagree. The responses for class participation and communication skills 

were also negative, with a majority of the students disagree or somewhat disagree. 

This finding is not consistent with previous studies (Aydin 2022, Bae et al. 2022) that the virtual world of 

Metaverse can be beneficial for EFL learners, as it allows them to use avatars to reduce anxiety and embarrassment 

leading to increased interests and self-confidence. Unexpectedly, the participants did not show positive 

perspectives towards using Metaverse. The results proved that virtual learning environments could have potential 

negative effects on students’ development of communication, socialization, social awareness, and relationship 

building skills (Poth 2022).  

 

Table 5. Survey Results: Language Skills 

Items 1 2 3 4 5 6 

Vocabulary 1 (5%) 7 (35%) 10 (50%) 2 (10%) 0 (0%) 0 (0%) 

Grammar 10 (50%) 6 (30%) 4 (20%) 0 (0%) 0 (0%) 0 (0%) 

Listening 2 (10%) 10 (50%) 7 (35%) 1 (5%) 0 (0%) 0 (0%) 

Reading 1 (5%) 7 (35%) 7 (35%) 5 (25%) 0 (0%) 0 (0%) 

Speaking 3 (15%) 1 (5%) 12 (60%) 4 (20%) 0 (0%) 0 (0%) 

Writing 2 (10%) 6 (30%) 7 (35%) 5 (25%) 0 (0%) 0 (0%) 

Future use 2 (10%) 5 (25%)  6 (30%) 7 (35%) 0 (0%) 0 (0%) 

1 strong disagree 2 disagree 3 somewhat disagree 4 somewhat agree 5 agree 6 strong agree 
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Regarding language areas, as shown in Table 5, students had a similar tendency toward disfavoing Metaverse. 

Most students showed a negative perspectives on grammar and they showed similar tendencies in vocabulary and 

listening. In contrast to other language areas, Reading (25%) and writing (25%) showed the most positive response, 

with students giving favorable answers. It can be assumed that the remaining students received some assistance 

despite 80% of students responding that they were unhelpful to improve their speaking skill. 

There were various responses regarding whether students would use Metaverse in the future. 35 % of students 

stated that they might use it, while 65% said they would not. In other words, one-third of students showed interest 

in using the Metaverse in the future, but majority of the students had a negative response to using Metaverse for 

language learning in future.  

In summary, the survey responses show that the majority of the students did not have a positive perspective on 

using the Metaverse for their English learning. Concerning the first survey item, ‘improvement of English skills,’ 

90% of the students had negative opinions while only 10% somewhat agreed on the enhancement of English 

learning. This indicates that a significant portion of the students did not see any improvement in their English skills 

after using the Metaverse.  

The results of the survey were not suppportive of the idea that learning can be made more successful as a 

language learning tool in a virtual world with Metaverse. (Aydin 2022, Bae et al. 2022). As Aydin (2022) argued 

that the use of Metaverse technologies can cause technical and accessibility issues, and learners may feel 

uncomfortable when using the platofrm. These issues can cause low movitation, lack of interest, and anxiety for 

learners. Careful consideration must be given to the cost of deploying Metaverse technologies, as they may only 

be available to certain groups. As reported by Imaoka et al. (2012), accessibility and other issues should be taken 

into consideration. 

To gain a better understanding of the participants’ views on Metaverse, two open-ended questions were posed 

at the end of the survey to explore the pros and cons of using it. The results are presented in Tables 6 and 7, with 

a total of twenty responses for both the benefits and drawbacks, respectively.  

 

Table 6. Survey Results: Advantages of Using the Metaverse Platform 

No Responses #  

1 

 

English usage 

- To practice English in a real-life setting 

- To experience the role of a flight attendant 

- To practice writing English in a practical setting, as there were limited opportunities to use English 

elsewhere 

- To speak English while assuming different roles 

6 30% 

2 No responses 4 20% 

3 Benefits of online communication 

- Useful for online classes 

- Anonymity in communication 

3 15% 

4 Playing games 

- Interesting because speaking English felt like a game 

3 15% 

5 Miscellaneous 

- A unique experience 

- Fun creating my own Avatar  

- Allowed me to forget about the class time 

3 15% 

6 Nothing 1 5% 

 Total 20 100% 
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Regarding the advantages of using the Metaverse platform, six students (30%) commented about learning 

English based on a Metaverse platform. They stated that “It was a great opportunity to practice English in a real-

life setting, such as role playing as a flight attendant. Additionally, it was an interesting way to use English since 

I don’t get many chances to do so in real life. ” Four students (20%) did not mention any advantages while three 

students (15%) noted the benefits of online communication, stating that “the Metaverse platform was 

accommodating for online classes and convenient as they didn’t have to know anyone in person; that is anonymity 

was helpful in a way.” Another three students (15%) mentioned that speaking English on the platform was was 

like playing games and very interesting. In addition, there were different opinions such as that “it was a unique 

experience and creating my own Avatar was fun, almost forgetting that I was in an English class. ” 

Based on the findings, it is evident that using English in the Metaverse platform had a positive impact on students’ 

learning, as demonstrated in Table 6. It provides learners with a great opportunity to play different roles in a real-

life setting, offering immersive and engaging language learning experiences. Also, anonymity may help reduce 

feelings of self-consciousenss, creating a more relaxed atmosphere for learners to practice English. Additionally, 

students found the Metaverse platform to be more enjoyable and motivating for learning English. These benefits 

are supported by Imaoka et al. (2012) that students may feel less anxious when interacting with other students in 

a virtual atmosphere and even enhance their confidence in language learning. Hwang (2022) also confirmed that 

using the Metaverse platform can be both motivating and entertaining. However, it is worth noting that some 

students did not benefit from this method of learning, indicating that not all students will like it. As such, it is 

important to consider students’ preferences for learning English when incorporating the latest technology.  

The disadvantages of using the Metaverse are presented in Table 7. Six students (30%) reported that learning 

English on this platform was not as convenient as they had anticipated. There opinions were, “I had a difficult time 

following others’ speech bubbles when multiple students were chatting at the same time. I don’t think using English 

in the Metaverse is helping me improve my English. Some students spend too much time decorating their Avatars 

instead of focusing on class activities. Speaking English in the Metaverse environment is too inconvenient.” Five 

students (25%) commented that using English in the Metaverse environment was not interesting at all. They 

claimed that “ they were annoyed because their Avatars were mixed up, making it difficult to identify their own. 

Also, the limited variety of Avatars was also frustrating. Using English through mobile phones was challenging 

because of the automatic typing function, resulting in accidental sending of unintended messages.” Three students 

(15%) mentioned system issues such as “I had to be connected to Wifi, or I would get disconnected from the system. 

Sometimes the speech bubbles were overlapping and hard to see clearly.” Two students (10%) stated difficulty in 

understanding the purpose of learning through Metaverse. Another two students (10%) did not respond. The final 

two students (10%) commented that “it felt too much like playing a game instead of learning English, making it 

difficult to concentrate on learning the language.”   
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Table 7. Survey Results: Disadvantages of Using the Metaverse Platform 

No Responses #  

1 Learning English  

- Difficult to follow others’ chatting if several students were chatting at the same time 

- I don’t see how using the Metaverse would help me improve my English, and I spent too much time 

decorating Avatars. 

- I’d prefer to listen to a professor’s lecture as typing in English too much time (chatting), and also I’d 

rather memorize English expressions on my own during that time.  

- Not suitable for offline classes 

- Speaking practice is not possible. 

- Speaking English in the virtual environment is inconvenient.  

6 30% 

2 Not interesting 

- Annoyed because Avatars were mixed up 

- Using English through mobile phones was annoying due to the ‘automatic typing function,’ which 

could lead to sending uninteded messages. 

- Avatars were too similar with limited variation. 

5 25% 

3 System Issues (such as access problems) 

- Complicated 

- Needed to connect to Wifi, otherwise I would be disconnected from the system 

- Not see the speech bubbles cearly because they overlapped with others’ speech bubbles 

3 15% 

4 No ideas 

- Had no idea if I was learning anything since I was typing (chatting) instead of speaking  

- Concept was new, but I don’t see how it could help me improve my English 

2 10% 

5 No responses 2 10% 

6 Miscellaneous 

- Too much like a game, not enough focus on learning English  

- Difficulty in maintaining concentration while speaking English 

2 10% 

 Total 20 100% 

 

The survey’s findings confirmed those of the other studies (Aydin 2023, Hwang 2022, Lee 2022) that the 

Metaverse can be an effective educational tool due to its benefits of gamification and edutainment, and students 

can also gain a deeper understanding of digital culture and arts. Learning English through the Metaverse platform 

offers a unique experience and have potential benefits for foreign language learning. However, it presents 

challenges that need to be addressed, and accessibility issues must also be taken into consideration due to the cost 

of deployment. 

 

5. Conclusion 

 

This study aimed to investigate the effects of using Metaverse on EFL students’ academic achievement and to 

gain insights into students’ perspectives on the use of Metaverse in EFL classes. It examined students’ opinions of 

utilizing the Metaverse learning platform and compared the academic results of students who learned English in a 

traditional environment and those who used English in the Metaverse platform. The traditional group practiced 

dialogs they had learned in class, while the Metaverse group used their avatars to practice the same dialogs with 

one another in the virtual environment, changing their partners. The findings of the study are summarized based 

on the two research questions.  

Regarding the first research question, the results revealed that the means of the two groups-one practicing 

speaking in the classroom and the other practicing speaking in a virtual environment-were computed to determine 

the students’ language proficiency. A paired samples t-test showed that there was a significant difference in the 
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mean scores before and after the semester for both the traditional and Metaverse groups. Before the experiment, 

the result of an independent t-test was confirmed that the participants in the traditional and Metaverse groups were 

homogeneous. The results of the post-tests after the lessons revealed no statistically significant difference between 

the traditional and Metaverse group. It is unclear whether the Metaverse plays a role in improving students’ 

language proficiency. In other words, despite the fact that the students interacted with others via the Metaverse 

platform, it did not appear to be helpful. It can be assumed that the learning outcome has no impact on the 

Metaverse platform or conventional methods. 

Concerning the second research question, the findings revealed that most students had a negative attitude 

towards the Metaverse learning platform, which was contrary to the assumption that they would generally have 

positive attitudes towards it. Students responded negatively to questions about their confidence, learning 

motivation, self-directed learning, and utilization of learning strategies after using the Metaverse. The survey’s 

findings also showed that students’ opinions on communication skills and class involvement were slightly 

unfavorable. Moreover, the findings indicated that grammar, listening and vocabulary had an unfavorable response 

to the Metaverse, while reading, writing and speaking had a more neutral attitude from the majority of students. 

Additionally, about one third of the students stated they might use the Metaverse in the future, while two-thirds of 

them indicated that they would not. The survey results suggest that the Metaverse may not have effectively 

addressed the needs and expectations of the students in terms of English language learning. Further investigation 

may be needed to determine the reasons for these negative perceptions and to identify ways to improve the use of 

the Metaverse for language learning. 

Regarding the benefits and drawbacks of utilizing Metaverse, various opinions and ideas were presented. 

Participants mentioned the benefits of using English in a real-life setting, such as practicing English in the role of 

a flight attendant, and how it can be used to practice writing English in a practical setting. They also mentioned 

the benefits of online communication, such as being useful for online classes and being anonymous. Playing games 

was also discussed, as it made speaking English more enjoyable. Finally, it was a unique experience and fun 

creating an avatar, and allowed them to focus on class activities. On the other hand, the students had a negative 

experience with learning English using Metaverse. They found it difficult to chat in English, and felt that it was 

not suitable for offline classes. They also found the avatars too similar and limited in variation, and had difficulty 

connecting to the platform. They were unsure if they were learning anything, and felt it was too much like a game 

and not enough focus on learning English. Therefore, it is important to consider how teachers can support students 

when using an online learning platform like Metaverse.  

This study has several limitations. First, this study confirmed that the Metaverse platform can be an alternative 

learning tool to improve language proficiency. However, the scope of this research was limited to one educational 

level. That is, the outcomes may not be generalizable to all Korean university students since it was conducted on 

a small sample size. Since the MacMillan Placement Test is administered in a written format, the outcomes may 

differ when compared to the results of a speaking test. Additionally, the study was limited to speaking; 

consequently, further exploration is needed to comprehend the impact of the platform on other language skills, 

such as reading, writing, grammar and vocabulary.  

Nevertheless, this study holds important educational implications. First of all, in a time when there were few 

studies on the use of Metaverse, comparing the effectiveness of English learning through Metaverse and traditional 

methods provides insights into learning English in a virtual atmosphere. In addition, it is also feasible to give ideas 

for the field of education by examiningt students’ perspectives towards this new approach. While the benefits of 

using Metaverse should be implemented for the better use in the future studies, the drawbacks commented by 

students should be reconsidered when incorporating the Metaverse in the language classroom. In addition, this 
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study currently focused on university students, but applying it to a wider range of ages, could have greater 

educational implications. Finally, examining the learning effect in relation to the learner’s digital preference or 

level of digital literacy could make the study more engaging. 
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ABSTRACT 

Kim, Youngmi and Tae-Young Kim. 2023. An activity-theoretic analysis of two 

beginning EFL teachers’ emotional labor strategies and their pedagogical 

responses: A case study. Korean Journal of English Language and Linguistics 23, 

237-253. 

 

This qualitative study investigates the emotional labor of beginning EFL teachers 

concerning their students. Two beginning teachers working at Korean junior high schools 

in the public sector were recruited for the study, and semi-structured interviews with each 

participant were the main data source. The transcription of interviews was analyzed using 

Activity Theory (Leont’ev 1978, Engestrӧm 1999), influenced by Vygotsky (1978), to 

capture the conflicts and resolutions from a comprehensive perspective. The results 

indicated that the participating teachers thought they were experiencing conflicts with the 

instructional instrument and the teaching community while performing emotional labor, 

and they experienced difficulty suppressing their feelings concerning students exhibiting 

problematic behavior. In addition, the conflicts in their activity system were resolved by 

changing their teaching practices, materials, and emotional response to the students. The 

results imply that beginning teachers should receive help through pre-and in-service 

training courses, the school, and the system. 
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1. Introduction 

 

Since language teaching is interactive (Chang 2009), beginning teachers experience various feelings while 

interacting with their students, parents, and colleagues (Imai 2010). Expressing specific feelings by exaggeration 

or suppression can be one of the instructional strategies for English as a foreign language (EFL) teachers (King 

2015) as they try to ease EFL learners’ anxiety and to create a supportive environment by adjusting their emotional 

expressions. Their expression of feelings can influence students’ affective status and the level of in-class 

participation. Whether students actively participate in the learning tasks is also related to teachers’ job satisfaction. 

However, when exaggerating or suppressing their feelings is demanding, many teachers, particularly beginning 

teachers, can be burdened by emotional labor, showing specific feelings according to the emotional display rules 

in job-related situations (Hochschild 1983).  

The burden of teachers’ emotional labor in relation to the school and the system can hinder professional 

development. As a result, beginning teachers become uncertain of their contributions toward effective learning, 

and this may adversely influence teacher retention rates (Johnson and Birkeland 2003). As high levels of turnover 

can negatively influence the workplace atmosphere and teacher quality, each school and policymakers must help 

beginning teachers remain in the teaching profession.   

With a comprehensive understanding of the conflicts beginning teachers experience at South Korean (henceforth 

Korean) junior high schools, it would be possible to help them remain in the teaching profession by providing 

adequate support and teacher training courses. As teaching practices are context-specific and require a full and 

detailed description of what beginning teachers experience (Imai 2010), it would be helpful to adopt a qualitative 

approach to understand what each beginning teacher experiences in the specific teaching site. Emotional labor can 

be understood within the contexts, calling for Activity Theory (AT), a theoretical tool encompassing both 

individual and social contexts. AT is based on sociocultural theory (Engestrӧm 1999, Vygotsky 1978). Using AT 

would be beneficial to investigating participating teachers holistically, including both individual agents and the 

surroundings (Kim and Kim 2021). 

This study is expected to broaden our understanding of beginning teachers’ emotional labor and its impact on 

their teaching practices. In addition, this study would provide direction for future studies and highlight the practical 

implications for beginning EFL teacher training in Korea. The research questions are as follows: 

 

1) What kinds of emotional labor do the beginning EFL teachers experience in relation to their students based 

on Activity Theory? 

2) How do the participants pedagogically respond to the burden of emotional labor?  

 

 

2. Literature Review and Theoretical Framework 

 

2.1 Emotional Labor  

 

Teachers may perform emotional labor to achieve their professional goals, such as educating successfully and 

having positive relationships with students (Benesch 2017, Chang 2009, Schutz and Pekrun 2007, Zembylas 2002). 

Student traits also influence emotional labor. In South Korea, there is a significant English proficiency gap (Kim 
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and Kim 2018). According to Kim and Kim (2018), students having relatively higher proficiency levels tend to be 

uninterested in the learning materials in class that are below their current English proficiency levels. On the 

contrary, those with relatively lower proficiency levels were discouraged because they found most of the learning 

materials were hard to understand. When the learning materials EFL teachers use cannot benefit most of the 

students, interacting with both groups in the same class increases the level of emotional labor. The differentiated 

instruction intends to deal with the issue of the diversity among students in terms of their learning styles, motivation, 

and proficiency (Tomlinson et al. 2003). However, it has not been fully covered in the pre-service training, causing 

a significant low level of adopting the differentiated instruction in the teachers with less than five years of teaching 

experience compared to the teachers with more than 5 years of teaching experience (Suprayogi, Valcke and Godwin 

2017). Establishing rapport with students seems important as it tends to ease the burden of classroom management 

that teachers experience (Hagenauer, Hascher and Volet 2015).  

According to Hochschild (1983), emotional labor occurs in two distinctive forms: ‘deep acting’ and ‘surface 

acting’. The former refers to modifying their emotions by reappraising the situation. For example, teachers may 

recall positive memories to alleviate unpleasant feelings. Surface acting is related to fake unfelt emotions or hide 

emotions at the workplace. For example, when faced with misconduct of students, teachers may hide their anger 

and put effort to show a calm attitude to appear to be professional. In this case, teachers do not try to change their 

inner feelings but display emotions which they find appropriate in their teaching context.  

Surface acting can be categorized into two: positive and negative (Acheson and Nelson 2020). Positive surface 

acting refers to pretending emotions, and negative surface acting is related to hiding emotions. For example, EFL 

teachers choose to play the role of “cheerleader” to discouraged students even though they find students’ level of 

motivation or achievement unsatisfactory (King 2015).  

Negative surface acting is mostly performed with negative emotions (Cowie 2011). One of negative emotions 

teachers experience is anger, and the sources of anger are known as students’ misbehavior and their disrespect 

toward teachers (Burić and Frenzel 2019). In Korea, teachers feared in-class expression of anger might ruin their 

relationship with students (Hwang and Choi 2014, Hwang, Seo and Kim 2010). Also, hiding negative emotion 

such as anger is related to teachers’ agency. When they believe displaying unpleasant emotions will not help them 

achieve their goals, including student learning and passion, they hide them (Kang 2022). 

In addition to these two forms, expression of naturally felt emotions is suggested as the third type (Diefendorff, 

Croyle and Gosserand 2005). For instructors, showing their care for students’ effective learning comes naturally 

(Hebson, Earnshaw and Marchington 2007). Caring EFL teachers compliment students’ confidence (Acheson, 

Taylor and Luna 2016). Teacher’s attitude towards students is known to predict teachers’ expression of naturally 

felt emotions (Dewaele and Wu 2021, Yin, Lee and Zhang 2013).  

Emotional labor can vary by intensity. Individual appraisal of an event or situation creates emotion (Lazarus 

1991). When teachers feel they have no control over a situation and/or low problem-solving efficacy, emotions 

would be intense. Unlike hiding negative feelings from English learning difficulties, hiding negative emotions 

related to students’ misbehavior requires more emotional labor (Belt and Belt 2017, Näring, Vlerick and Van de 

Ven 2012). Teachers may believe that students’ disruptive behavior stems from a lack of problem-solving skills to 

deal with their misconduct, causing anger and frustration (Chang 2013). Moreover, the more teachers believed that 

students’ behavior departed from their goals, the more intensely negative emotions were elicited. 

 

2.2 The Impact of Emotional Labor 

 

This study comprehensively explores the types of emotional labor that participating teachers experience and the 

domains where they are involved in emotional labor. Previous studies on EFL teacher emotions have revealed that 

EFL teachers’ burden of emotional labor experience influences teaching practices (King 2015, Zembylas 2002) and 
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job satisfaction (Acheson and Nelson 2020). EFL teachers in Korea hesitate to use speaking activities when emotional 

labor is intense due to students’ diverse proficiency (Kim and Kim 2018). When students do not find lessons useful, 

they’re easily distracted, which upsets teachers. When teachers try too hard to hide their emotions, it affects their job 

satisfaction and could lead to burnout (Acheson et al. 2016).  

However, it is hard to conclude that emotional labor only has a detrimental effect on teachers’ well-being. Through 

reflection, teachers can realize the impact of emotional labor on constructing their professionalism (Gkonou and 

Miller 2020). In this case, emotional labor is conducted voluntarily to achieve teachers’ professional goals. In this 

case, teachers perform emotional labor voluntarily to assist students learn (Kang 2022). If they reach the professional 

goal by managing their emotional expression in front of students, they feel more confident in their class management 

skills. Furthermore, expression of naturally felt emotion is known to be positively related to teachers’ job satisfaction 

(Yin et al. 2013). 

 

2.3 Activity Theory 

 

As this study aims to analyze two beginning English teachers at Korean junior high schools and the interaction 

between participating teachers and the surroundings simultaneously, AT is employed as a method for representing 

the interaction. Activity is defined by its “object,” which “gives it a determined direction” and “evokes and directs 

activity toward itself” (Leont’ev 1978, p. 98). Engestrӧm (1999) aimed to graphically present the system, representing 

the whole activity in a unified manner, including the inside of the individuals and the relation between the individual 

and the surrounding society (see Figure 1). This model helps to investigate both individual teachers and the 

surrounding within a unified, single framework.   

 

 

Figure 1. Engestrӧm’s (1999) Model 

 

In this AT system, the subject will be a beginning English teacher. Each subject may have different objects, that is, 

a goal the subject aims to achieve through this activity based on the Leont’ev’s (1978) conceptualization. For instance, 

it can be to improve students’ English skills. The object might be the research participants’ students based on the 

Engestrӧm’s (2000) conceptualization referring to “the ‘raw material’ or ‘problem space’ at which the activity is 

directed and which is molded or transformed into outcomes with the help of physical and symbolic, external or 
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internal tools (mediating instruments and signs)” (p. 67). In the case of the health center, the object of the AT system 

was “patients with ambiguous problems” (Engestrӧm 2000, p. 88). However, as the framework used in this research 

is based on the definition of Leont’ev, the object of the AT system refers to the word predmet in Russian, “an 

intentional, social, meaningful, and integrated qualities” (Kaptelinin 2005 p. 8), including helping learners’ effective 

language learning. The instruments include teaching materials and colleagues’ help. Emotional work, such as 

hiding negative emotions, is another way teachers attain their goals (object) in the AT system. 

Engestrӧm (1999) identified three context conditions: the rule, the community, and the division of labor. Rules are 

the explicit and implicit norms or social conventions the subject should follow, such as school rules. The community 

refers to multiple individuals or groups sharing the same general object. In this analysis, a community can be a class, 

teacher colleagues, or society. The division of labor describes an individual’s job or task to achieve an objective, such 

as preparing learning materials by student proficiency. 

In the activity process, an individual as a subject interacts with other elements in the activity to pursue the object 

he or she holds. However, those elements in the activity can sometimes experience clashes or contradictions 

(Engestrӧm 1999). Individuals can use existing tools or build new ones when facing activity system challenges 

(Wertsch 1998). Ultimately, the elements in the activity can be changed, and the original activity can be transformed 

into a new one when the object of the AT system changes (Kaptelinin 2005). Teachers use collaborative learning and 

complements to deal with motivational and emotional obstacles when teaching (Johnson 2009). 

 

 

3. Methodology  

 

3.1 Participants  

 

This study included two beginning English teachers in Seoul. At the time of data collection, they had less than a 

year of experience. Purposive sampling was used to recruit participants with a year of teaching experience. A teacher 

community was contacted to recruit participants, and those who voluntarily agreed to participate in the study were 

finally recruited. Both participants were in their mid twenties who passed the National Teacher Employment Exam 

and worked at public schools. Participants received pseudonyms for anonymity. 

Participating teachers had different English learning and teaching experience. Yeji attended international schools 

in junior high and high school, offering her English reading and writing skills. She was a contract-based teacher for 

six months before becoming an in-service teacher. Yeji had trouble developing rapport during her teaching practicum. 

Jinsu always wanted to teach. He majored in English education and felt confident in English. During pre-service 

teacher training, he was impressed by the English discussion class. This English discussion course contributed to his 

ideal English teaching method. During his teaching practicum, he observed his mentor teachers calling on students 

by name. Even though it was a teacher-centered class, it held his attention. Jinsu regretted not building student 

relationships during his teaching practicum. 

 

3.2 Data Collection 

 

In this study, semi-structured interviews were the main data collection method. Seidman (2013) stated that in-depth 

interviews are effective for “understanding the lived experience of other people and the meaning they make of that 

experience” (p. 9). Interview questions were based on previous studies (Cowie 2011, Kim and Kim 2018), including 

“Did your teaching site meet your expectations? If not, how significant is the difference, and what actions have you 
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taken to minimize it?” and “Could you describe the emotions you have conveyed during your recent lessons in detail, 

and how have they differed from your true emotions?” Furthermore, the teaching context was inquired for analyzing 

the data based on AT. Before conducting interviews with each participant, a background profile was collected and 

informed consent was obtained. Then, the purpose of the present study was explained. All of the interviews were 

audio-recorded and transcribed verbatim. The transcripted interview data were returned to the participants for 

verifying the accuracy of the content (Brinkmann and Kvale 2015). 

 

3.3 Data Analysis  

 

Transcription of the interview data was analyzed based on Grounded Theory (Charmaz 2014, Strauss and Corbin 

1998), which includes three steps: open, axial, and selective coding. First, the transcribed data was read several times, 

and each element containing emotional labor was labeled (open coding). After the initial coding, coded elements 

were connected and categorized by constantly comparing themes (axial coding). After the axial coding, the portions 

related to emotional labor identified in previous studies (e.g., Benesch 2017, Hwang and Choi 2014, King 2015) were 

chosen (selective coding). In the final stage, the coded portions were compared to the results of the previous studies, 

and the new elements were added to the coding scheme to expand the understanding of the participants’ cases (Strauss 

and Corbin 1998). To capture the participating teachers’ conflict, Engeström’s (1999) AT model was adopted. The 

researchers re-read the data set to identify the essential elements of the individual teacher’s activity system. 

Another researcher with a master’s degree in English education coded the same interview transcripts that the 

researcher (i.e., first author) coded to substantiate the results. In the case of disagreements, the two coders discussed 

them to reach a consensus. The issue of validity was assured through member checking based on Brinkmann and 

Kvale’s (2015) suggestion. For member checking, the participating teachers were asked to confirm the analysis results 

and leave comments on them. By asking the participants to ensure the results of the analysis, the research aimed to 

gain validity. Member checking was performed in person. All the excerpts presented in the study were translated into 

English. 

 

 

4. Results 

 

4.1 Yeji’s Case 

 

4.1.1 Teaching Context 

Yeji’s school had 12 classes, but the number of students was less than 200. As a result, there were 16 students on 

average in one class. Considering that the average number of students is 23.8 in Seoul, her school has small classes. 

According to Yeji, her school was less preferred by both teachers and students because of the low level of academic 

achievement among students. In her school, 34.1% of the students were supported by the educational welfare 

programs for resolving educational inequality. Almost half of the students did not reach the basic academic 

achievement level established by the Ministry of Education. Furthermore, most parents did not have the energy to 

take care of their children and showed little interest in their child’s learning.  

 

4.1.2 Activity System  

Initially, Yeji was the subject in the activity system (see Figure 2). Her activity was defined by her object—her 

goal to help all students learn. In the interview, she mentioned that it was to help her students at all levels learn at 
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least one thing (see Excerpt 1) 

 

Excerpt 1 

I always think that I want my students to learn at least one thing in class regardless of their proficiency 

levels. 

 

To achieve her object, Yeji utilized three types of instruments: textbooks, giving compliments, and showing anger. 

Giving compliments was one of her strategies to encourage student participation. Most of her students were 

underperforming; therefore, she tried to encourage her students by giving compliments (see Excerpt 2).  

 

Excerpt 2１ 

At the beginning of the semester, I tried to be nice to my students. (…) If they complete the given task, I 

said “That’s awesome!” and stamped their worksheets to recognize my students for their hard work. At 

first, I just had an ideal image, trying to induce students with only giving compliments. 

 

Yeji’s ideal image of teaching led to unconditional praise and encouragement to reinforce positive behaviors. 

However, it did not seem successful, leading to showing anger (see Excerpt 3).  

 

Excerpt 3 

By the end of the semester, I recognized that some students still didn’t do anything during the class despite 

constant compliments. And then I started to get angry with them, asking them why they couldn't do this. 

 

Despite the positive reinforcement, Yeji’s students did not show any improvement in their classroom behavior. It 

was challenging for Yeji to encourage underperforming learners. They seemed to have already lost interest in English 

learning. 

Yeji’s surroundings and her roles in school are described at the bottom of the activity system, having three elements 

in Engeström’s (1999) AT system: 1) rules, 2) community, and 3) division of labor (see Figure 2). The first element 

(i.e., rules) refer to the teaching conventions Yeji needed to follow. She needed to comply with three rules: the 

assessment plan set by the English department in her school, classroom rules, and her school rules. The second 

element (i.e., community) refers to the surrounding where she was located. As an English teacher, Yeji interacted 

with her students. In particular, her students had a huge gap in terms of English proficiency and did not show interest 

in English learning. Division of labor, the third element, includes her shared responsibilities among community 

members as an English teacher in her school. As a subject teacher, she was supposed to 1) teach English and 2) assess 

her students through performance evaluation.  

In Figure 2, there are three double-headed dotted arrows, showing that Yeji had conflicts with the elements in the 

activity system. One arrow between the subject and the community refers to the conflict between Yeji (the subject) 

and her students having a low level of interest in English learning and not having a positive relationship with the 

teacher (the community).  

                                           
１The texts in the bold face indicate an emphasis in the excerpt. 
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Another arrow between the subject and the instrument refers to the conflict between Yeji and giving compliments 

and showing anger. The other arrow between the instrument and the community indicates the conflict between the 

textbooks and her students with a low level of interest in English learning. This arrow represents that her students’ 

difficulties following the national curriculum. 

 

Figure 2. Yeji’s AT system 

The arrow between Yeji and giving compliments and showing anger indicates that Yeji was still confused about 

what kinds of emotional expression would be appropriate in terms of achieving her object (see Excerpt 4).   

 

Excerpt 4 

For some students, giving compliments works, but for others, it doesn’t. I still haven’t figured out how to 

encourage learners to do the given task. I found that just praising or encouraging them doesn’t always make 

them study. Blaming them made things only worse. 

 

Yeji’s choice on her instrument was helping her students learn. However, her students did not seem to demonstrate 

significant behavioral changes. This means that her instrument did not fulfill its purpose, leading to her 

disappointment.  

The arrow between Yeji and her students shows her regret in terms of her object. She reflected on her teaching 

practices to analyze why her class differed from her expectations. In particular, Yeji regretted a lack of rapport with 

her students (see Excerpt 5). 

 

Excerpt 5 

When I look back my lessons, I feel regret. ‘If I had made the lessons more interesting or had a better 

relationship with my students, would they had concentrated more on the class?’ It makes me sad. You 

know, if you like a teacher, you focus more on the lessons. 
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Yeji considered it important to make her students focused on the lessons based on the rapport. Those having 

negative impressions of her tended to show disrespect and did not follow Yeji’s instructions. Unsurprisingly, 

conducting the lessons in this context intensified her emotional burden. This means that she experienced emotional 

labor in terms of classroom management.  

As Yeji found it difficult to resolve the conflict between the community and the instrument, by only using the 

textbook, she tried to introduce three novel methods: collaborative learning, organizing after-school lessons, and a 

penalty system. Collaborative learning was implemented in her class to fully encompass students from different levels 

in one class. For this, she organized a group of four and assigned a group task (see Excerpt 6). 

 

Excerpt 6 

In the second semester, I organized small groups in class and gave each one a role. (…) I expected that 

students who were good at English to teach students who were not good at English. So, I made a point 

system based on their participation as a group. I said, “Parents (=students who are good at English) can 

teach their “children” (=students who are struggling with learning English). Those who receive help from 

your group members should give a presentation in front of the class without any help. In this way, I tried 

to encourage students to participate more. 

 

A group comprised both high-performing and low-performing students. Yeji gave each of them a role in class and 

hoped all students would understand what was taught. In addition, Yeji actively conducted after-school classes to 

help the underperforming students. However, she mentioned that those classes were somewhat exhausting (Excerpt 

7). 

 

Excerpt 7 

But if you want to teach students in an after-school class, you have to have a war of nerves. When they ask, 

“Can we play around other than studying?,” then I sometimes had to agree with it to get these students 

involved somehow. (…) It’s not that hard for me to do more after-school classes. What is difficult is to 

coax uninterested students.  

 

In the after-school classes, Yeji needed to encourage struggling students actively. She expended more energy to 

combat their negative attitude toward English learning. Those two did not contribute to achieving her goal, to help 

all students learn. 

Regarding management of problem behavior, Yeji gave a penalty point to avoid expressing anger by the middle of 

the second semester (see Excerpt 8). She also expected that giving penalty points would not hurt students’ feelings.  

 

Excerpt 8 

I try not to show my anger toward a student when I give a penalty point. By doing this, I found that my 

relationship with the student doesn’t get much worse. This is because I just say, “Here, you see? This 

is the rule in this class, you understand?” Some teachers said that if you get angry in front of students a few 

times without specific reasons, they would not bother you. But I don’t want to be such a strange person 

who gets angry with nothing. 

 

Yeji calmly gave penalty points to those refusing to follow directions, not hurting her students’ feelings. By doing 

this, some of the burden from emotional labor decreased. Her students seemed to accept the penalty points without 
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emotional responses, depriving her of a source of anger. In addition, she did not want to be unpredictable in terms of 

emotional display.  

In summary, Yeji’s mixed-level students, with a high proportion of beginners, experienced conflicts with the 

instrument, especially emotional expression. At first, Yeji expressed anger toward her students’ disobedience, 

worsening the teacher-student relationship. Furthermore, it intensified the level of classroom management, increasing 

the emotional burden. As a result, Yeji set up a disciplinary system for misbehaving students which did not require 

explicit emotional expressions, decreasing the burden of emotional labor.  

 

4.2 Jinsu’s Case 

 

4.2.1 Teaching Context 

At the school where Jinsu was assigned, the students and their parents in this school had a high level of interest in 

academic achievement. As a result, several advanced students attended private institutions where they had already 

mastered what would be taught at the school. It is reflected that the ratio of students who attended a special-purpose 

high school or autonomous high school (7.2%) after graduation was higher than the average number of students in 

the city (4.3%). In particular, 6.5% of the graduates attended foreign language or science high schools, considered 

elite high schools in Korea.  

 

4.2.2 Activity System 

During his first semester, Jinsu was faced with a teaching reality that was different from his ideal teaching. In his 

activity system, Jinsu is the subject (see Figure 3). His goal while conducting lessons was to organize English 

discussion classes (object). The ideal class Jinsu envisioned was to foster learner participation in the form of 

discussion (see Excerpt 9).  

 

Excerpt 9 

By attending English courses at the university, I had chances to talk about one topic and express my opinion 

[in English]. I felt that that kind of courses significantly improved my English skills. Based on this 

experience, I thought that it would be nice to provide students with opportunities to express their 

opinion even in the class of the junior high school, rather than that of the university as I did.  

Jinsu described the English discussion class he had attended in college when asked about his ideal English class. 

He believed that learning a language through discussion can improve students’ proficiency. He thought that students 

would improve their English skills when expressing their opinions and that they would see the purpose of learning 

English.  

Despite his ideal image, expressing opinions in English, the instrument that Jinsu utilized while teaching includes 

the teaching materials (i.e., the textbook and supplementary materials) and the teaching method, a lecture-style lesson. 

Regarding supplementary materials, Jinsu and his colleague teachers employed numerous worksheets containing 

additional examples, vocabulary, and explicit grammar rules. This was partially due to a high level of interest in 

academic achievement in this school (see Excerpt 10).      

 

Excerpt 10 

Because students go to private institute a lot and try to learn every single thing, if they are tested only with 

textbooks, most of them would get A or B. So, teachers give extra materials to increase what is covered in 

the test. 
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A number of high-performing students, being already familiar with all the linguistic features in the textbook, made 

it necessary to use extra materials for the multiple-choice test to differentiate the learner levels. Furthermore, a huge 

number of extra materials made him difficult to organize other in-class activities such as in-class discussions (see 

Excerpt 11).  

 

Excerpt 11 

My colleague teachers had used worksheets for every class. So, I couldn’t do anything else when I tried 

to cover all of them. I couldn’t organize the lessons as I had thought before. 

 

To cover all of the materials provided by his colleague teachers, giving up his ideal image of teaching focusing on 

the students’ discussion was inevitable for Jinsu. This shows that colleague teachers focusing on grammar points with 

the extra materials influenced Jinsu’s current teaching practices, which were different from his hope of implementing 

in-class discussions where students express and exchange their opinions in English. 

Three elements are placed at the bottom of Engeström’s (1999) AT system: 1) rules, 2) community, and 3) division 

of labor. Regarding the rules, the conventions he was supposed to follow were the assessment plan set by his colleague 

teachers and the classroom rules. Community refers to the people he interacted with while teaching, including students 

and colleagues. In particular, some of his students tended to sleep. His colleagues’ use of a lecture-style method 

heavily influenced his teaching method (instrument); therefore, they were also included in the community. Division 

of labor refers to his responsibilities, including conducting English lessons and measuring students’ achievement 

quantitatively. 

 

 

 

Figure 3. Jinsu’s AT system 

 

In his activity system (see Figure 3), there are three arrows: 1) between the subject and the instrument, 2) between 

the subject and the community, and 3) between community and instrument. Similar to his colleagues, Jinsu also 
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utilized a lecture-style teaching method (instrument). While he conducted lecture-style, his students easily fell asleep 

in his class, creating a conflict between the community and the instrument. This made him feel uncomfortable, 

resulting in the conflict between the subject and the community.  

Jinsu wanted to conduct a lesson focusing on learner engagement. However, he could not find things he could 

change when surrounded by the teaching reality and previously arranged teaching curriculum by his colleagues. His 

class was different from what he had learned in the pre-service teacher training courses (see Excerpt 12). 

 

Excerpt 12 

When I was a student in the College of Education, I learned how to design classes, and I also learned 

that it is important to consider learners’ gap in terms of proficiency when designing learning tasks. 

However, I am just giving a lecture. Some really active students may feel difficulty in just sitting down and 

just read worksheets. I need to make something that students can participate in, but I can’t. I feel responsible 

for this situation, so I feel frustrated, too. 

 

In Jinsu’s class, students were supposed to be seated and work on the study sheet. He felt that he should have 

organized the lessons to engage the students, but there was no option for him to implement other student-centered 

activities when surrounded by colleagues using a grammar-translation method. Jinsu felt discontent and dissatisfied 

with his current teaching practices when faced with his students showing a low level of engagement. As a result, he 

felt sorry for students who did not find the lessons interesting and thus fell asleep.  

Giving a lecture-style lesson could not be aligned with his object—to organize an English discussion class; this led 

to conflicts between the subject and the instrument. When asked about how he had felt about the current teaching 

practices, he expressed ambivalent feelings: a sense of embarrassment and a feeling of convenience (see Excerpt 13).  

 

Excerpt 13 

The way of teaching and assessment was totally different from what I had learned about English 

education at college. At first, I even felt a sense of embarrassment. Now, I do not feel that much, but 

giving a teacher-centered lesson is really easy to organize.  

 

Initially, Jinsu found it disappointing to give teacher-centered lessons and quantitatively assess learners. However, 

following his colleagues’ ways, teaching and assessment were easy to adopt. The prearranged teaching materials 

significantly eased the burden of lesson preparation. 

Another difficulty Jinsu experienced was in building positive relationships with his students. He wanted to build 

rapport and be connected with his students. One of the strategies Jinsu employed was to give compliment. Unlike his 

intention, what the teacher sincerely said did not seem to be conveyed to students. He found it difficult to convey his 

genuine care and concerns to the students (see Excerpt 14).  

 

Excerpt 14 

I’m not good at showing my sincerity. Even though I sincerely tell something to my students, they 

often don’t feel it. For example, if I say, “Wow you look really cool” or “You’re really good at it”, my 

students say my words sound soulless.  

 

Jinsu thought that his students felt it hard to believe what the teacher said nicely. According to him, students did 

not seem to consider that he gave them sincere compliments. 
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When asked about students showing problem behavior, Jinsu said that he tried to stop them. However, he expressed 

that he was emotionally hurt when students did not show behavior changes and kept showing problem behavior (see 

Excerpt 15). 

  

Excerpt 15 

At first, I yelled at the noisy students for the purpose of discipline, thinking that I was helping them learn. 

I kept quieting each of the students. Nowadays, I feel hurt because I think that these students remain 

the same.  

 

Jinsu felt uncomfortable with those interrupting his lessons. What further aggravated this displeasure was a lack of 

proper means to discipline students who showed aggressiveness toward teachers２. No means to stop the students 

from causing problems provoked intense disappointment and disillusionment (see Excerpt 16).  

 

Excerpt 16 

There’s no way to discipline students showing really rude attitudes. One student just shouted out loud 

in class, "Why are you doing this just to me!". It was too loud so even students in another classroom could 

listen. After shouting, the students hit the window, slammed the door and just stomped out of the classroom. 

Then all I can do is just glowering at the student. This is what is happening in the classroom. I felt extremely 

disillusioned with that. 

 

Jinsu hid his anger about students’ misconduct. According to school and Office of Education policies, emphasizing 

students’ right to learn, he could not discipline problem students effectively. Jinsu could not make disobedient 

students leave class since it would violate their right to education. Jinsu could not stop unruly students from violating 

others’ rights. Without disciplinary measures, he hid his discomfort and anger. 

From the perspective of AT, Jinsu’s emotional labor can be represented as the conflicts between the subject and 

the community and between the subject and the instrument. Jinsu, a beginning teacher, followed his colleague 

teachers conducting teacher-centered lessons. However, his students did not appear interested in the lecture-style 

lessons and showed problematic behavior. It caused Jinsu to exacerbate negative feelings, but he did not attribute the 

students’ misbehavior to their own problems. Rather, he felt responsible for misbehaving students as he did not 

organize interesting classes. Consequently, the instrument he employed in his activity system was to suppress his 

negative emotions toward students. Despite his effort, the students’ problematic behavior continued, and Jinsu felt 

burdened with continuing to use this instrument. Also, he was dissatisfied with his students who did not show changes 

in their behavior, depicted as the conflict between the subject and the community in his AT system. 

 

 

5. Discussion   

 

In previous studies, teachers conducted emotional labor on students (Benesch 2017, Diefendorff et al. 2005, King 

2015) in three forms: deep acting, surface acting, and expression of naturally felt emotion. In this study, participants 

                                           
２In Korea, teachers are not allowed to physically punish students according to a ban on corporal punishment which came 

into effect in 2011. 
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did not appear to conduct deep acting, reappraising their situation. Rather, teachers tended to naturally express both 

positive and negative emotions. Expression of positive emotions conveyed their satisfaction as teachers, such as 

feeling rewarded when their students accomplished a given task. Sometimes teachers conveyed pleasant feelings to 

establish a helpful learning atmosphere, especially for underperforming children (see Excerpt 2). Yeji aimed to create 

a helpful environment by acknowledging English learning difficulties. While teaching, teachers naturally express 

their care and passion for students’ successful learning (Hebson et al. 2007). Negative emotions were also expressed 

by teachers feeling uncomfortable with the misbehavior of their students (see Excerpts 3 and 15). Yeji and Jinsu 

exhibited unpleasant sensations for discipline. This shows that expressing negative emotion can be a way to assist 

students focus and accomplish activities. 

Besides expressing both positive and negative emotions, teachers tended to conduct negative surface acting. They 

disguised only negative, not positive emotions. They hid negative emotions to appear professional. Yeji restrained 

unpleasant feelings despite students’ disruptions due to her ideal image of the teaching profession (see Excerpt 8) as 

reported by Kang (2022). She feared anger would harm her relationship with her students (see Excerpt 4) as discussed 

in the previous studies (Hwang and Choi 2014, Hwang et al. 2010). With such concerns, Yeji tended not to display 

temper outbursts toward students. 

Hiding negative feelings associated to students’ misbehavior needed more emotional labor (Belt and Belt 2017, 

Näring et al. 2012). Teachers may perceive that students’ misbehavior is caused by their ineffectiveness in dealing 

with the issue (Chang 2013). Jinsu also experienced anger from students’ disrespect and violent behavior (Burić and 

Frenzel 2019). Jinsu saw that students’ disruptive behavior reflected disrespect to him as teacher, but he could not 

solve it (see Excerpt 16). Low efficacy can intensify emotion, making it harder to hide. 

When the burden of emotional labor grew, participating teachers showed different emotional responses. Jinsu’s 

statements showed disillusionment (see Excerpt 16). Yeji regretted not building strong relationships with problem 

students (see Excerpt 5). She stated that positive teacher-student interactions increase student receptivity to instruction, 

resulting in fewer disciplinary issues (Hagenauer et al. 2015). A lack of rapport may increase emotional labor when 

pupils misbehave out of disbelief for the teacher. 

Emotional labor affected teachers’ classroom goals and strategies. The practical experiences and knowledge on 

how to adopt the differentiated instructions or classroom manage skills would have relieved the burden of emotional 

labor and finally solved their conflicts as suggested by Suprayogi et al. (2017). However, without the pre-service 

training focusing on them, they could not introduce the new instrument helping them carry out the student-focused 

lessons. Instead, Jinsu changed his classroom focus from student learning to dealing with the textbook highlights. He 

may not like the revised tools and goals, but at least he could finish textbooks without tiredness from emotional labor. 

Teachers are less likely to be irritated by misbehaving students with lecture-style instruction. In addition, his lecture-

style teaching can be a result of socialization as his colleagues’ lessons were lecture-style. As the lecture-style 

teaching was the pre-existing sociocultural practices within the school, this adaptation can be perceived as a form of 

socialization on the part of the teacher. As a result, the tensions in his AT system can be temporarily resolved. From 

the perspective of communicative language learning methods, this type of lesson would not develop English 

proficiency in speaking and listening. However, EFL teachers can avoid burnout by maintaining emotional stability. 

Another way to resolve the conflict in the AT system in terms of emotional expression is to establish a system that 

does not involve the display of emotion. At first, Yeji tried to express negative emotions for discipline. However, it 

negatively impacted her relationship with her students as reported by Kang (2022). Instead of exhibiting negative 

emotion, she developed a penalty system (see Excerpt 8). It reduced emotional effort by suppressing negative feelings 

and seemed to resolve the conflict between the teacher and the instrument. 
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6. Conclusion   

 

By adopting Engeström’s (1999) AT model, the current study aimed to determine the kinds of conflicts in terms 

of emotional labor the participating teachers experienced and its impact on their teaching practices. The results show 

that participating teachers experienced two kinds of emotional labor related to their students: surface acting and 

expression of naturally felt emotion. The burden of emotional labor can be explained as three conflicts in their AT 

system: between the subject and the instrument, between the subject and the community, and the instrument and the 

community. The effort to reduce emotional labor is linked to the resolution of conflicts in their AT system. The 

participating teachers tried to change their instrument to address them, relying on an instructional means unrelated to 

emotional display (Yeji) or using the grammar-translation method (Jinsu). 

The results show that the participating teachers chose to avoid student-centered teaching methods. The reason 

teachers avoid student-centered teaching methods—such as implementing task-based language teaching and 

communicative language teaching—cannot be attributed solely to their lack of qualifications. Adopting the grammar-

translation method seems an inevitable choice for teachers to survive and remain in the teaching profession because 

that method does not result in a huge amount of emotional labor, leading to emotional exhaustion. As a result, this 

study suggests that adopting student-centered approaches should be carefully discussed considering both student 

English skill development and teachers’ class management and their emotional labor. In addition, their choice can be 

seen as the results of socialization by adopting the pre-existing practice in their teaching context. It implies that the 

student-centered teaching methods can be widely spread when the practices of teacher community also change in 

their AT systems.  

To help the participating teachers stay in the profession, they need to receive help through the pre- and in-service 

training courses. Beginning teachers should be equipped to design differentiated instruction and build rapport with 

students. classroom management skills to prevent students’ problem behavior. Those skills will play an important 

role in successfully implementing collaborative learning to resolve the issue of mixed-level classes in English. 

Considering that teachers’ attitude towards students predicts expression of naturally felt emotions and it is positively 

related to teachers’ job satisfaction, teachers’ classroom management skills can prevent disruptive behavior, depriving 

the source of anger at first. When equipped with those management skills, the frequency of class disruption would 

decrease. As a result, teachers do not have to suppress their negative emotions heavily.  
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ABSTRACT 

Lee, Jihyun. 2023. Improving output ability through transmedia storytelling: 

Based on formulaic sequences. Korean Journal of English Language and Linguistics 

23, 254-268. 

 

Transmedia storytelling involves distributing fictional information across multiple 

media to create a unified entertainment experience that requires active user participation. 

This approach aligns with the idea that learners should be at the center of the learning 

process. From a linguistic perspective, language learners encounter a multitude of 

formulaic sequences that are critical to their learning, and transmedia storytelling can 

be an effective way to expose them to these sequences. The aim of this study is to explore 

the potential impact of transmedia storytelling on English output ability in an English-

as-a-foreign language (EFL) setting. The case study was conducted over 15 weeks with 

15 university students in Seoul, Korea. Divided into three groups according to their 

preferences, each group studied English using various media based on Marvel, Harry 

Potter, and Twilight franchises, including comics, movies, novels, pop-up books, fan 

fictions, and online bulletin boards. The experimental procedure involved understanding 

the franchise content, finding information, identifying language (formulaic sequences), 

and writing to expand the worldview of the franchises. The Wilcoxon signed-rank test 

results showed a statistically significant improvement in content, organization, and 

language. The findings also suggest that explicit instruction on language is necessary. 

The participants showed varying levels of participation in transmedia storytelling, and 

interviews revealed mixed attitudes toward its use 

 

 

KEYWORDS  

transmedia storytelling, language learning, output ability, formulaic sequences, media 

franchises  
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1. Introduction  

  

In today’s era of pervasive digital communication, the ability to communicate effectively through speaking and 

writing is crucial. Developing these skills requires frequent practice of output activities. Many teachers have 

reported that their students are unresponsive during class, show minimal interest in learning, and lack the ability 

to engage fully. However, even seemingly passive students can become active online by expressing their opinions, 

engaging in discussions with others, and even revealing their true characteristics. 

Currently, college students are those born in the late 90s, and they are a generation that quickly adapts to digital 

machines. These students, Generation Z, have grown up using computers, games, mobile phones, tablets, and 

various digital devices from elementary school to college. They are digital natives (Prensky 2001) who speak the 

digital language of computers, video games, and the Internet; they are developing and consuming these stories to 

suit their nature. Approaching these native students only in a traditional text-based way makes it difficult to expect 

positive learning results. In the digital age, teachers face complex problems such as changes in the media 

environment, disconnection from traditional teaching methods, the rapid development of mobile technology, and 

the inherent impact of educational contexts (Munaro and Vieria 2016). Therefore, finding a way to connect the 

digital environment and a traditional teaching approach based on textbooks is critical. This study proposes a 

method to apply a transmedia storytelling approach to improve the English output ability of Generation Z students. 

Transmedia storytelling systematically spreads information across multiple media for entertainment (Jenkins 

2007). Generation Z expands their learning engagement through transmedia storytelling that understands and 

weaves stories across platforms (Rodrigues and Bidarra 2014). Transmedia storytelling started in the entertainment 

industry as strategies to engage audiences in story arcs (Schiller 2018). Now audiences are transmedia storytellers, 

and one can easily find audience-created fanfiction and memes on pop culture franchises such as Star Wars, Marvel, 

and Harry Potter online. Phil Coulson of Marvel Cinematic Universe (MCU) is a good example of transmedia 

storytelling (Lee 2019). Coulson, a character not in the original Marvel comics, first appeared as an agent of 

SHIELD in the movie Iron Man. With a prominent role binding the Avengers, Phil Coulson has become a favorite 

character among his fanbase. Because of his popularity, writers behind Marvel comics featured Coulson in the 

Marvel universe and even the TV series Agents of SHIELD starring Phil Coulson. Audiences could interact and 

engage online, consuming and changing the content of the media, creating a coherent, independent story within 

the larger story. Enthusiastic fans have become critical, picky, self-study consumers online, taking on the role of 

“hunters” (Jenkins 2006).  

From the point of view of language education, transmedia storytelling could be a language learning that allows 

learners to understand various formulaic sequences, produce language output, and share the results with others. 

This study investigates the effect of the application of transmedia storytelling on output ability through a case 

study. In the linguistic aspect, this study focuses on learning formulaic sequences and using them in output 

activities to improve English ability. The research questions of this study are as follows.  

 

1.What impact does transmedia storytelling have on learners’ output ability? 

2.What types of media do learners use in transmedia storytelling? 

3.How do learners respond to participating in transmedia storytelling activities? 
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2. Literature Review   

 

2.1 Definition of Transmedia Storytelling  

 

Kinder (1991) coined the term “transmedia,” and Jenkins (2006) extended the concept to “transmedia 

storytelling.” Jenkins (2007) defined transmedia storytelling as “a process where integral elements of a fiction get 

dispersed systematically across multiple delivery channels for the purpose of creating a unified and coordinated 

entertainment experience. Ideally, each medium makes its own unique contribution to the unfolding of the story” 

(n. p.). Thus, transmedia storytelling extends across multiple media platforms, each contributing a different 

experience to the overall story. In addition, various media allow the audience to experience new stories that lead 

to other entertainment experiences. Weaver (2012) said that transmedia storytelling involves “Crafting stories that 

unfold across multiple media platforms, in which each piece interacts with others to deepen the whole—but is 

capable of standing on its own—giving the audience the choice as to how deep into the experience they go.” 

 In addition, Scolari (2009) referred to transmedia storytelling as a specific story structure that expands through 

various languages and media and argued that story expansion is an essential complexity factor in modern popular 

culture. Scolari (2009) used the following terms to describe transmedia storytelling: cross media (Bechmann 2006), 

multiple platforms (Jeffery-Poulter, 2003), intertextual commodity (Marshall, 2004), transmedial worlds (Klastrup 

and Tosca 2004), transmedial interactions (Bardzell et al. 2007), and multimodality (Kress and van Leeuwen 2001). 

Moreover, Schiller (2018) argued that the new practice of storytelling between media originated from the 

commercial efforts of the entertainment industry to promote franchises. However, audiences’ aspirations for 

transmedia experiences developed the storytelling. Rodrigues and Bidarra (2014) stated that storytelling is an 

innate ability essential for human communication and creating meaning—scholars contend that this promotes 

personal development and indicates cultural identity.  

Transmedia storytelling started as a commercial strategy but has evolved into a combination of innate human 

ability to tell, share, and produce stories. For instance, Weaver (2012) said transmedia storytelling creates a story 

through multiple media platforms. Each media interacts with others to form an independent story or deepen it into 

one big story. This interaction allows the audience to decide how much they will experience/enjoy the story. 

Gambarato (2013) said that transmedia storytelling draws the public’s attention with a wide-ranging story, enabling 

a new experience of the world’s construction through the contents of various media. Through this experience, the 

story unfolds further, and the possibility of developing the story with new content increases.  

For Raybourn (2014), transmedia storytelling design needs character development (interaction and personas), 

story (narrative and scenarios), worldbuilding (place), and audience (participation and emergent culture). In 

addition, Sánchez (2013) stated that transmedia storytelling brought about major changes in the traditional 

conception of audiovisual users. He said the following four characteristics created these changes. First, traditional 

cultural products target specific audiences, but transmedia audiences share experiences, expand the content of the 

main story, and redefine the audience. Second, transmedia products promote interaction and induce audience 

participation rather than traditional storytelling. Third, transmedia storytelling engages the audience as a typical 

producer. Fourth, transmedia storytelling uses new business models, such as crowdfunding, where the community 

conducts its activities. 

 

2.2 Transmedia Storytelling and Education 

 

Jenkins (2009) regarded transmedia storytelling learners as hunters and collectors who collect various 
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information and create new synthetic products. In addition, Kalantzis and Cope (2012) argued that transmedia 

education builds a collaborative knowledge culture by blending and broadening how students express knowledge. 

Moreover, Raybourn (2014) said that transmedia storytelling allows learners to immerse themselves emotionally 

in learning and connect the story personally. Through transmedia storytelling, learners relate stories to personal 

experiences, and through this, they become emotionally engaged. For instance, Kalogeras (2013a, 2013b) used the 

term “transmedia storytelling edutainment” (TmSE) by applying transmedia storytelling to edutainment. The 

researcher also said that TmSE is about “using stories from popular entertainment to create educational 

components around a discipline” (2013a, p. 2). TmSE includes popular entertainment as an educational element 

according to the subject’s characteristics. Ultimately, Kalogeras applied this concept to history education, with the 

result that students were able to see the subject creatively. 

Rodrigues and Bidarra (2014) stated that the digital age is breaking the traditional educational method; the 

rapidly growing mobile technology and its characteristics have provided unprecedented learning opportunities and 

diverse learning experiences in education. In addition, Munaro and Vieira (2016) stated that education is applying 

transmedia storytelling as a new pedagogical form. They said that through the participatory culture of transmedia 

storytelling, students express and share their opinions through various media. The characteristics of this 

participatory culture of transmedia storytelling align with the educational goal of conducting learner-centered 

education. Thus, transmedia education is compatible with constructivism, which emphasizes the learner’s initiative, 

or connectionism, which insists on interaction through the connection of learned information (Fleming, 2013). 

Rodrigues and Bidarra (2016) said that transmedia storytelling is an opportunity to write new scenarios, which 

can lead to a learner-centered environment and the development of cooperative strategies necessary for learners in 

the twenty-first century. As passive viewers become active users and participants, transmedia provides tools and 

technologies to reach and engage younger viewers, often through multiple interfaces, platforms, and devices. 

Rodrigues and Bidarra conducted the project Connecting Cat with secondary school students in Portugal in an 

Educating English Learners (ELS) environment. In this project, the protagonist’s challenge is to find the piece 

connecting the portal and the human race with the alien race. The protagonist meets his comrades, pets, and alien 

races. The webisode provided various clues to connect the stories. Then the researchers placed the students in a 

diverse language-speaking environment in this mission. The students critically evaluated the story and further 

developed communication skills. This project demonstrates the potential of transmedia storytelling as a practical 

approach to enhancing language learning and promoting the development of essential skills for twenty-first-

century learners. 

Further, Ryu (2018) investigated the impact of different media forms on college students’ ability to recognize 

chunks and their learning attitudes. These media included the Robinson Crusoe novel, the Robinson Crusoe movie 

based on the book, and the Robinson Crusoe animation. Ryu engaged participants in discussions by reading 

Robinson Crusoe in various media forms. During the test, subjects selected chunks from the novel Robinson 

Crusoe they thought were worth memorizing. The results showed an increase in the number of pieces chosen 

during the second evaluation compared to the first evaluation, indicating the method’s effectiveness. Additionally, 

the subjects exhibited a positive attitude toward this approach. Ryu’s study highlights the potential benefits of 

utilizing various media forms to enhance the learning experience and improve students’ attitudes toward learning. 

Lee’s (2019) study proposed a transmedia-based English class activity using the Harry Potter worldview. The 

exercise involved watching the original Harry Potter movie, reading the script, and solving quizzes created by the 

teacher. The teacher then asked each group to choose a theme based on Harry Potter and produce and present a 

video. The student videos included introducing the Hogwarts wand through a puppet show, explaining how to 

receive a Hogwarts admission letter with cosplay, studying Harry Potter as a YouTuber, and discussing the reasons 
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for the franchise’s success. The results of the presentations indicated that students organized their work related to 

their respective majors. For example, design majors presented their content about Harry Potter by making puppet 

shows and cosplaying. On the other hand, humanities students explored perspectives outside the Harry Potter 

universe, such as studying English for Harry Potter and examining the reasons for the franchise’s success. Lee’s 

study found that incorporating transmedia elements into English language instruction using popular cultural media 

can effectively motivate students and promote cross-disciplinary learning.  

The educational field is increasingly applying transmedia storytelling, but educators must avoid placing 

excessive expectations on its positive aspects. According to Simons (2014), most viewers enjoy only marketing-

driven cross-media extensions and not searching for a strong engagement with transmedia extensions. Using a 

mixed-method approach involving TV diaries and in-depth interviews, Simons contended that while TV producers 

anticipate audiences’ full investment in multiplatform narrative storytelling, viewers are primarily interested in 

entertainment through TV drama. And most of all, the use of transmedia storytelling is ultimately to promote the 

improvement of language skills. Lee (2022) contends that while the utilization of transmedia resources or videos 

may offer learners an enjoyable experience, it is still crucial to prioritize the acquisition of language skills. As such, 

it is unwise to blindly assume that applying transmedia storytelling in the classroom will lead to increased learner 

interest or spontaneous learning. While transmedia storytelling presents significant opportunities for enhancing 

learning experiences, it is crucial to consider its limitations and tailor its implementation to the learners’ needs and 

interests. 

 

 

3. Methodology 

 

3.1 Participants  

 

15 college students from a university in Seoul, Korea, voluntarily participated in a case study. After obtaining 

signed consent forms from the participants, per the requirements of the Institutional Review Board (IRB), the 

researcher interviewed the students individually. The interview included exploring the students’ preferences 

regarding their choice of a franchise, their level of interest, and the types of media they typically engage in for 

leisure and educational purposes. The participants were between the ages of 20 to 24, with 13 females and 2 males. 

Their TOEIC scores ranged from 500 to 650. The students chose between Marvel, Harry Potter, and Twilight 

franchises for their study, and then the researcher divided the students into three groups of five according to their 

choices. Group Marvel (GM) consisted of students from the School of Performing Arts, while Group Harry Potter 

(GH) participants were from the School of Music. Group Twilight (GT) participants were from the College of 

Humanities and Social Sciences. Since the members of GM were film majors with experience collaborating on 

projects together, they already had a strong bond with each other. 

 

3.2 Material  

 

This study used different media as materials: comics, movies, novels, pop-up guides, fanfictions, YouTube clips, 

and discussion boards across the Internet. The extracted parts from these media were as follows: movies for GM 

were Captain America: The First Avenger, Avengers: Infinity War, and Avengers: Endgame. The experiment used 

novel versions of Avengers and Marvel Comics. Materials for GH were the first book of the series, Harry Potter 

and the Sorcerer’s Stone, and its movie version. The experiment also included pop-up guides of Hogwarts and 
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Dragon Alley. Finally, the GT participants used the first book of the series, Twilight and its movie version and three 

fanfictions. In addition, all three groups used online discussion boards. Table 1 summarizes the materials used in 

this study. 

 

Table 1. Materials 

Group Materials 

Marvel comics, movie, novel, online discussion board  

Harry Potter novel, movie, pop-up guide, online discussion board 

Twilight novel, movie, fanfiction, online discussion board 

 

3.3 Procedures  

 

The study was conducted weekly over 15 weeks with each group. Due to the COVID-19 pandemic, the case 

study used the Zoom video conferencing platform in real time. The experiment considered the participants’ 

activities, including the input process, search activity, sharing information, and creation, as elements of transmedia 

storytelling.  

 

Step 1: Understanding the Story 

Participants read and interpreted designated sections of the material individually, with the researcher assisting 

with interpretation when needed. 

 

Step 2: Researching and Sharing information 

The participants researched and shared information related to the topic. In addition, the researcher shared 

information through YouTube clips to aid in understanding the content and showed her original Marvel comic 

book to the GM group and Harry Potter pop-up book to the GH group, which prompted a discussion about 

Hogwarts houses. One participant shared their experience visiting Universal Studio and showed a Harry Potter 

wand and cape. One GT participant was a fan of the actor who played the main character, Edward, and shared 

information about him, including a teaser of Edward’s subsequent work, Batman. 

 

Step 3: Hunting Language 

After sharing information, the participants chose expressions they liked from the studied materials and explained 

the word clusters for memorization. Instead of using the term “formulaic sequences,” which may not be familiar, 

the researcher used the term “expressions.” The participants then individually created a list of formulaic sequences 

with their Korean meanings. 

 

Step 4: Transmedia Storytelling Individually 

The participants created characters and stories based on their personal writing preferences, using the language 

they learned in Steps 2 and 3. They were asked to write within 10 sentences. Once they finished writing, they 

shared their works with each other, and they also provided feedback on others’ works. 

 

Step 5: Transmedia Storytelling Optionally 

In this step, the three groups engaged in transmedia storytelling beyond the experiment hours, using the language 

they had learned through the experiment. This step was optional for the participants, and they could work on it 

individually or in groups, using any medium for their transmedia storytelling. The researcher encouraged them to 
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create prequels, sequels, new settings, or new characters in various forms, such as cartoons, blogs, vlogs, and 

videos. The aim was to apply their learned language and demonstrate their creativity through storytelling. 

 

3.4 Data Collection and Data Analysis 

 

First, there were two extensive writing tests to verify the effects of transmedia storytelling on output ability, 

including a pre-test before and a post-test after the experiment. The writing subject was to broaden the worldview 

of the franchise the participants were studying. For example, creating a new character, creating a new episode, or 

expanding the worldview by connecting existing worldviews to create a unique background can be the subject of 

writing. The study used the Wilcoxon signed-rank test to examine whether there were significant changes in each 

group. The researcher tailored and used analytic scoring suggested by Brown and Abeywickrama (2010) and 

Hyland (2010) to evaluate writing. The analytical scoring profile consisted of three categories: content, 

organization, and language (formulaic sequences) based on idiomaticity. The scores of each area ranged from one 

to five points.  

Second, to examine the participants’ level of engagement in transmedia storytelling, the researcher asked each 

group to create a new story (Step 5). Only participants who wished to participate did so in this non-compulsory 

group activity. From an educational point of view, the essence of transmedia storytelling is the learners’ voluntary 

participation. The value of transmedia storytelling in the academic environment is that learners are immersed in 

the story together, not alone, and expand it into a new story.  

Lastly, the participants’ attitudes toward transmedia storytelling were determined through group interviews 

conducted by the researcher after the experiment. Each group of participants was interviewed in Korean and asked 

a series of questions about the core components of transmedia storytelling in a learning environment, such as the 

materials utilized, media usage processes, and levels of participation.  

 

 

4. Results and Discussion 

 

4.1 The Effects of Transmedia Storytelling Activities on Output Ability 

 

The participants practiced understanding various stories of a given material through different media types and 

expanding the contents. From the input viewpoint, the participants obtained rich background knowledge of the 

franchise in terms of content and frequently encountered authentic formulaic sequences in terms of language. 

Tables 2 and 3 confirm the effect of these transmedia storytelling activities on output ability, showing the 

descriptive statistics and results of Wilcoxon signed-rank tests of pre and post-test. The mean scores from the pre- 

to post-tests increased from 5.93 to 9.53. According to the Wilcoxon signed-rank tests, the z-value was -3.422, and 

the change was significant (p < .001). All participants showed significant improvement in scores in the post-test 

compared to the pre-test. This result shows that the activities based on transmedia storytelling positively affect 

output ability. But it is essential to determine the precise effects of the intervention on each element, namely content, 

organization, and language. 
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Table 2. Descriptive Statistics for Pre-Test and Post-Test on Writing 

 N M Std Min Max 

Pre-Test 15 5.93 .46 5 7 

Post-Test 15 9.53 1.64 7 13 

 

Table 3. The Results of Wilcoxon Signed-Rank Tests 

  N Mean Rank Sum of Ranks z 

Post-Test   

Pre-Test 

Negative Ranks 0 0 0 -3.422* 

Positive Ranks 15 8 120  

Ties 0    

Total 15    

 

Tables 4 and 5 illustrate the impact of transmedia storytelling on several sub-areas of output ability. The mean 

scores for content areas in the pre and post-test were 2.00 and 3.40, respectively. A Wilcoxon signed-rank test 

revealed a significant improvement (z = -3.250, p = .001). The mean score for the organization area also improved 

from 1.87 to 3.20, which was significant (z = -3.133, p = .002). Finally, the language area score increased from 

2.07 to 2.93. The z value -2.565 (p = .009) score deemed this change significant. 

 

Table 4. Descriptive Statistics for Pre-Test and Post-Test on Writing by Sub-Categories 

 N M Std Min Max 

Pre Content 15 2.00 .38 1 3 

Post Content 15 3.40 .91 2 5 

Pre Organization 15 1.87 .52 1 3 

Post Organization 15 3.20 1.08 1 5 

Pre Language 15 2.07 .59 1 3 

Post Language 15 2.93 1.03 1 4 

 

Table 5. The Results of Wilcoxon Signed-Rank Tests by Sub-Categories 

  N Mean Rank Sum of Ranks z 

Post Content → 

Pre Content 

Negative Ranks 0 0 0 -3.250* 

Positive Ranks 13 7 91  

Ties 2    

Total 15    

Post Organization → 

Pre Organization 

Negative Ranks 0 0 0 -3.133* 

Positive Ranks 12 6.5 78  

Ties 3    

Total 15    

Post Language → 

Pre Language 

Negative Ranks 0 0 0 -2.565* 

Positive Ranks 8 4.5 36  

Ties 7    

Total 15    

 

Table 5 shows the specific changes of the participants. Compared to the pre-test, no participant’s score decreased 

in the post-test, but not all participants showed a significantly improved score. In the post-test compared to the 

pre-test, 13 participants improved in the content part. The participants delved into the story and gathered 

information, leading to an expanded world. Participant A dreamed up a new Hogwarts in Busan, located underwater, 
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with characters possessing magical powers to guard the ocean’s ecosystem. Participant H imagined herself a 

reporter and had an interview with Bella and Edward. Participant J penned a sequel to Avengers: Endgame, where 

Happy, a co-creator of Javis, assembles a fresh set of avengers for the galaxy. 13 students brought the original 

work to life in exciting new ways, but two participants fell short of creating a new story or expanded world. The 

two only explored the traits and backgrounds of existing characters or summarized the story’s highlights. In the 

organization area, 12 participants organized texts well and had a flow of expositions, events, and resolutions. 

However, the other three did not significantly improve their writing organization in the post-test compared to the 

pre-test. The results of the Wilcoxon signed-rank tests in the language area indicated a significant improvement, 

consistent with the findings in the content and organization areas. However, the number of participants who 

showed improvement was lower in the language area compared to the other two areas. Among the participants, 8 

showed a marked improvement in their post-test compared to their pre-test. They reflected this improvement in 

their composed texts, which contained formulaic sequences learned through practice, such as “as night fell,” “sat 

bolt upright,” “walked in a lumbering way,” and “kept consciousness.” On the other hand, the remaining seven 

writings did not improve the language area.  

13 participants exhibited enhanced skills in the content area, 12 in the organization area, and 8 in the language 

area. These results indicate that transmedia storytelling positively affects the participants’ output abilities. However, 

7 out of 15 participants did not show significant improvement specifically in the post-test compared to the pre-test: 

2 in the content area, 3 in the organization area, and 7 in the language area. This outcome indicates that simply 

providing instruction on using language in learners’ activities is insufficient for promoting progress in language 

area. The researcher encouraged participants to actively search for and utilize formulaic sequences in their work. 

In Step 1, the participants experienced various information through different media such as comics, novels, movies, 

pop-up books, etc., thus encountering language input and content information. In Step 2, they had to research and 

share information, pushing them to be active learners, and in Step 3, the participants focused on language, i.e., 

formulaic sequences. Finally, in Steps 4 and 5, participants reproduced the contents of the franchise they studied 

as their stories with rich content and language input. The researcher expected that these activities based on 

transmedia storytelling would improve learners’ ability to produce language, meaning that they could express their 

idea in English, rich in content, strong in organization, and linguistically idiomatic with the input they encountered 

during the experiment. However, despite this guidance, some participants encountered challenges incorporating 

these sequences into their output activities. The provision of diverse input alone does not have a direct impact on 

their recognition and implementation of formulaic sequences. These results demonstrate the necessity of explicit 

instruction in formulaic sequences for learners. Therefore, to address the challenges that some participants faced 

in incorporating formulaic sequences into their output activities, teachers should provide explicit instruction on 

formulaic sequences, including clear explanations and activities to facilitate memorization. One effective approach 

is to include formulaic sequence acquisition processes in the instructions, such as translation activities (Lee, 2016). 

The results indicate that while applying transmedia storytelling in the EFL classroom allows learners to take 

responsibility for the content information component and promotes self-directed learning, the language input 

aspect may require teacher intervention. 

 

4.2 Types of Transmedia Storytelling the Participants Created 

 

Transmedia storytelling is predicated on user engagement across multiple media platforms, reflecting a 

voluntary and participatory approach. As such, this study investigates the degree of voluntary participation by 

individuals in learning through transmedia storytelling and the specific media channels employed in such 
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involvement. Step 5 is optional, necessitating time outside of regular study hours. Only GM carried out the 

transmedia storytelling project as a group, GH did the transmedia storytelling individually, and GT did not do the 

transmedia storytelling beyond the experimental time.  

GM utilized transmedia storytelling techniques for the sequel to Avengers: Endgame. Using iPads, they created 

digital images with captions and produced a five-minute animated video with their voice-over and background 

music. GM wrote the script, incorporating the formulaic sequences they had learned during the experiment. The 

title of the work was The New Project: An Immense Journey. In Avengers: Endgame, the avengers beat Thanos 

and made peace on earth, but the leading heroes, Iron Man and Captain America do not exist anymore. Pepper 

Potts, the wife of Iron Man, worries about peace on earth without the original Avengers, the guardians of the planet. 

She has comprehensive knowledge of all the events related to the Avengers and Thanos forces’ invasion and 

decides to assemble a new superhero team. As the leader, she gathers female superheroes: Scarlet Witch, Gamora, 

Captain Marvel, Valkyrie, and Wasp. They successfully defeat an android named Adam Warlock, a relative to 

Thanos. Figure 1 shows some scenes from The New Project: An Immense Journey. 

 

 

Figure 1. The New Project: An Immense Journey 

 

GM volunteered additional hours beyond the experiment hours to complete this project. They created an 

expanded version of the original Marvel Cinematic Universe and told the story using the new media. The captions 

they used in the animation were not very idiomatic, but they tried to use the language as well as they could. Outside 

of experiment hours, the GM members requested the researcher’s comments on their work. In addition, they 

convened in real-time Zoom meetings to share ideas and discuss how to organize the story effectively, exploring 

different mediums to make it compelling. During the experiment, GM members participated enthusiastically, with 

three members even reading the material in advance without being asked. Even though their English proficiency 

was low, GM members did not hesitate to read, interpret, and research information and share their opinions.  
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Figure 2. The Return of Dobby 

 

Only one member of GH engaged in transmedia storytelling. Figure 2 is a movie script she posted in her blog. 

Dobby dies in the Harry Potter series while trying to help Harry Potter and his friends, but in her version, Dobby 

is still alive and lives with Harry and Ginny as their house elf. The GH members also participated eagerly during 

the experiment hours. They read the textbook in advance and asked questions actively about the story’s content. If 

a team member encountered difficulties during interpretation, the researcher encouraged the participation of other 

team members rather than immediately offering help. Like GM, the GH members actively shared their knowledge. 

However, while GM participated in transmedia storytelling as a group, only one member of GH engaged in 

transmedia storytelling.  

GT members also showed a willingness to learn English enough to participate in the experiment but did not set 

aside time for transmedia storytelling outside the study. Compared to the other two teams, GT did not show up 

actively seeking information or sharing opinions during the experiment.  

In Step 5, each group presented different results. While GM and GH engaged in transmedia storytelling with 

forms of group and individual beyond the experiment hours, GT focused only on regular study hours. Kalantzis 

and Cope (2012) argued that transmedia practices allow one to “broaden the mix of representational modes in 

which students express their knowledge and to build collaborative knowledge cultures” (p. 84). From their 

perspectives, GM exemplified the ideal application of transmedia storytelling in the EFL setting, while GT 

demonstrated its real-life application in the classroom. It is important to recognize that GM’s performance was 

exceptional and the group’s members were film majors and had a strong working relationship. Teachers should 

not assume that the application of transmedia storytelling will always work, as this would be akin to the belief that 

new teaching methods were a cure-all for educational challenges in the past. 

 

4.3 Learners’ Responses to Transmedia Storytelling Activities 

 

In interviews after the experiment, the participants provided feedback about the materials used, the learning 

process, and the transmedia storytelling beyond the study period. Here are some significant comments shared by 

the participants. 
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Using various materials was enjoyable and more interesting than studying with a textbook. It was 

particularly fun to see pop-up books and items brought by other friends. Even though I initially 

participated in the study to improve my English, I feel like I learned so much more by discovering the 

world of geeks, which was completely new to me. (Comment from GH) 

 

It was great to learn more about the story of my favorite novel in detail. I also found the concept of 

studying through comic books to be novel. Studying was enjoyable, but creating a video with my friends 

was even more so. I suggested having female heroes, and other friends immediately brought it to life by 

drawing them with iPads. I was happy and amazed by the results. (Comment from GM) 

 

These comments demonstrate that the participants recognize the benefits of transmedia storytelling. In addition, 

the participants had a great time sharing their experiences and creating new stories. The second comment illustrates 

how GM developed a new story using new media. Most participants responded positively to this study but also 

mentioned the difficult part. 

 

During the study period, the professor suggested we choose expressions we liked, but I wasn’t sure 

which ones to pick. However, as we discussed the expressions that the professor and study members had 

chosen, I could select expressions in my way. (Comment from GM) 

 

I enjoyed learning about the MCU and sharing information with my friends. At first, writing stories on 

different topics in English for each study was challenging, but now it’s less stressful. However, I still 

lack confidence in my writing ability. (Comment from GM) 

 

I had a great time searching for information and sharing it with others during the study period. However, 

I found creating a new story with a different format overwhelming, as it required significant time and 

effort. I think it is better to focus on language. (Comment from GT) 

 

While the participants received instruction to choose an expression they liked, they found the guidance unclear. 

Therefore, a more detailed explanation of language is necessary, providing a clear description of formulaic 

sequences. Additionally, teachers should be mindful that overly emphasizing transmedia elements outside of 

language learning can burden students and there are students who prefer focusing on language learning to focusing 

on stories and activities related with them. 

Based on the experimental results of this study, the following are critical points about applying transmedia 

storytelling in the EFL classroom. First, students need sufficient language explanation. In terms of content, students 

can understand it while investigating, but the linguistic part eventually requires an explanation from the teacher. 

Transmedia storytelling gives participants autonomy, but teachers must explicitly guide the linguistic part. Second, 

after providing content and language information through various media, there must be output activities focusing 

on language. Before providing students with opportunities to produce their own language output, teachers should 

start with writing and speaking simple sentences as part of an exercise. 
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5. Conclusion 

 

This study aimed to improve the output ability of learners through transmedia storytelling. The biggest strength 

of transmedia storytelling in EFL instruction is that it provides an environment that can induce learners’ 

participation. Transmedia storytelling can provide learners with a series of processes that involve understanding, 

searching, and sharing practice. Through the experiment, the participants understood their favorite franchise 

through various media and searched for information and language. Writing improved in all parts of the content, 

organization, and language between the pre and post-writing test. However, 7 out of 15 participants did not show 

significant language improvement in individual scores. In transmedia storytelling other than the experimental time, 

different groups showed different results. In GM, all members collaborated to create animations; in GH, only one 

student wrote a personal blog; in GT, no students conducted transmedia storytelling outside of the designated 

experimental time. In interviews, students reported a positive aspect that it was good to learn new information, and 

there was joy in cooperating. However, it turned out that the linguistic part requires an explanation from the teacher. 

These findings are consistent with the research of Lee (2022), who contends that the transmedia approach to 

language learning enhances the learner’s enjoyment of TV series, but emphasizes the importance of language 

acquisition above all else. To achieve the dual goals of enhancing learners’ participation and improving their 

language skills, explicit teacher intervention is necessary for the language aspect. It is challenging to expect 

learners to both enjoy transmedia storytelling and effectively recognize and utilize formulaic sequences. While 

enjoying transmedia resources and activities using them may provide an engaging experience to learners, teachers 

should keep in mind the goal is developing language proficiency.  

The limitation of this study is the small sample size and a lack of diversity in the participants’ majors. In addition, 

the correlation between students’ test scores and the level of transmedia storytelling also requires exploration in 

the future. This study proposed transmedia storytelling as an English instruction method suitable for Generation Z 

college students. The role of teachers is to introduce and facilitate the enjoyment of transmedia storytelling in class, 

provide language input by using multiple media to capture learners’ attention, and engage in various activities that 

help connect language input to output. For this, teachers must be well-prepared to use transmedia storytelling in 

the EFL classroom and should act as catalysts to engage students by showing enthusiasm for the topic. Although 

this approach can be burdensome for some teachers, it is essential in a rapidly changing world where students are 

increasingly showing new characteristics (Kalantzis and Cope 2012; Lee 2019). Future research should address 

this study’s limitations by experimenting with a large group of various majors.  
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ABSTRACT 

Lee, Shinwoong. 2023. The effect of frequency and L2 proficiency on the 

processing of multiword units extracted from the Corpus of Contemporary 

American English. Korean Journal of English Language and Linguistics 23, 269-

284. 

 

The primary purpose of the current study was to explore the psycholinguistic reality 

of the multiword units extracted from the Corpus of Contemporary American English 

(COCA) by investigating how the frequency and L2 proficiency influenced the EFL 

learners’ processing of the multiword units. Forty Korean EFL university students and 

18 native speakers of English in Korea participated in the current study. The 

participants were asked to decide whether the multiword units given were appropriate 

or not, and their reaction time and error rate were measured. It was found that not only 

the native speakers of English but also both the advanced and intermediate Korean 

EFL learners processed the high-frequency multiword units significantly faster than 

the low-frequency multiword units, and the errors rates on the high-frequency 

multiword units were significantly lower than those of the low-frequency multiword 

units even if there existed a significant difference in the reaction time and the error 

rate between the groups. The findings suggested that some of the high-frequency 

multiword units extracted from the COCA may exist as independent lexical entities 

in the mental lexicon of Korean EFL learners. 

 

KEYWORDS  

multiword units, psycholinguistic reality, EFL learners, frequency, L2 proficiency, 

reaction time, error rate, COCA 



Shinwoong Lee                          The effect of frequency and L2 proficiency on the processing of the multiword 

units extracted from the Corpus of Contemporary American English 

 

© 2023 KASELL All rights reserved  270 

1. Introduction 

 

There has been converging evidence that multiword units are ubiquitous in most human languages, and they 

make up a relatively large proportion of both spoken and written languages in general (Biber 2009, Erman and 

Warren 2000, Nattinger and Decarrico 1992). It has been argued that the efficiency of language processing is 

mainly due to the lexical patterns or chunks stored in the long-term memory of language users because one can 

save cognitive resources by processing them holistically as an independent unit instead of processing every single 

element that comprises them (Schmitt and Carter 2004, Wray 2002). According to the pattern-based model of 

language acquisition, what human beings are born with are not innate principles or parameters but the proclivity 

to extract patterns from language input they receive and to store them in their long-term memory (Ellis 2002). It 

has been further contended that once those language patterns are stored as an independent unit, people can have 

the native-like selection of words and use appropriate grammatical patterns automatically while bypassing the 

necessity of proper grammatical and lexical choices (Pawley and Syder 1983). In this way, native speakers are 

typically equipped with “a platform for fluent and accurate output” (Conklin and Schmitt 2012) through the process 

of lexical chunking or pattering, which explains well why and how they can comprehend and produce language so 

fluently and accurately. 

As it becomes increasingly apparent that lexical patterning or chunking plays a crucial role in the efficiency of 

L1 comprehension and production, L2 researchers have begun to explore whether there exists a psycholinguistic 

reality in processing L2 multiword units (MWUs; hereafter), including formulaic sequences and collocations, and 

some of the studies (e.g., Conklin and Schmitt 2008, Jiang and Nekrasova 2007, Lee 2021) found that L2 learners 

may be able to process L2 MWUs in a similar way as native speakers do, supporting the existence of 

psycholinguistic reality of L2 MWUs, and this was especially true with high-frequency MWUs (e.g., Kim and 

Kim 2012, Lee 2021). On the other hand, it was also found that the processing of L2 MWUs was strongly 

influenced by L1 knowledge. For example, the L2 collocations that were predictable from L1 were processed faster 

than the unpredictable ones (Lee 2016, Yamashita and Jiang 2010). In a similar vein, it was reported that L1 often 

became the source of the errors in L2 collocation production (e.g., Laufer and Waldman 2011, Nesselhauf 2003). 

Based on research findings, it has been suggested that L2 collocation knowledge should be emphasized in L2 

instruction, and especially the ones unpredictable from L1 should be explicitly taught in L2 classrooms (Lee 2016). 

As such, several studies have centered on L2 collocation learning and processing as the knowledge of MWUs 

has been found essential to L2 fluency. However, a relatively small number of studies were conducted on the 

psycholinguistic reality of L2 MWUs in EFL contexts (e.g., Han 2019, Lee 2021, Yamashita and Jiang 2010). 

Besides, only a few studies attempted to investigate whether the MWUs extracted from native corpora can be 

applied to EFL learners. In this vein, the primary purpose of the current study was to explore the psycholinguistic 

reality of the MWUs extracted from the Corpus of Contemporary American English (COCA; hereafter) with 

Korean EFL learners. 

 

 

2. Literature Review 

 

2.1 Multiword Units 

 

A multiword unit, as Nation and Webb (2011) stated, is probably a kind of blanket term to cover a number of 

different names of lexical phrases, including collocations, formulaic sequences, lexical bundles, and idioms, and 

one of the properties that all of these terms share in common is probably the fact that they consist of at least two 
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words or more. Among these terms, formulaic sequences and collocations are most often utilized in L1 and L2 

experimental research (e.g., Conklin and Schmitt 2008, Jiang and Nekrasova 2007, Lee 2016, Yamashita and Jiang 

2010, Wolter and Yamashita 2018).   

Wray (2002) defined a formulaic sequence as “a sequence, continuous or discontinuous, of words or other 

elements, which is, or appears to be, prefabricated: that is, stored and retrieved whole from memory at the time of 

use, rather than being subject to generation or analysis by the language grammar” (p. 9). She further argued that 

formulaic sequences do not always conform to standard constituents. In other words, they can be grammatically 

incomplete (e.g., on the basis of). According to her, what counts important in defining formulaic sequences is 

whether they are stored as a whole and thus can be retrieved as an independent unit, and have little to do with 

being analyzed and generated by language rules. 

It has also been argued that formulaic sequences are essential in relation to their pragmatic value (Schmitt 2010). 

Language users often draw on formulaic expressions daily to meet recurrent communication needs. For example, 

people use “Could you do...?” to request and “I feel sorry to hear...” to express sympathy. As such, many of the 

routinized expressions used daily consist of formulaic sequences, and they are often essential for successful 

communicative functions in our daily lives. 

Meanwhile, collocation is often defined as a combination of words in a language that occurs more frequently 

than expected if words are combined randomly (Nesselhauf 2003). The definition of collocation and formulaic 

sequence are similar to some extent in that the combination of the words are more frequent than random probability. 

However, the experimental definitions of collocation in many L2 collocation studies (e.g., Durrant and Doherty 

2010, Lee 2016, Wolter and Gyllstad 2011, Wolter and Yamshita 2018) are somewhat different from that of 

formulaic sequences in that collocations typically have grammatical completeness (e.g., have a decision, heavy 

rain), whereas formulaic sequences do not necessarily have one (e.g., in the middle of, get out of). In addition, 

most studies on formulaic sequences utilized three- or four-word sequences (e.g., Conklin and Schmitt 2008, Jiang 

and Nekrasova 2007), whereas the studies on collocations typically drew on two-word sequences in the 

experiments (e.g., Durrant and Doherty 2010, Lee 2021, Yamashita and Jiang 2010, Wolter and Gyllstad 2013, 

Wolter and Yamashita 2018). 

It appears that the terms of MWUs, such as collocations, formulaic sequences, and lexical bundles, are not to be 

defined easily. It is almost impossible to differentiate each other clearly since they share parts of their definitions 

in common, and there does not seem to be a clear boundary among the concepts. In this vein, Nation and Webb 

(2011) stated, “It is highly unlikely that there will be a standardization of the terminology used for multiword 

units” (p. 179). They further contended that it might be more important to describe the experimental definition of 

MWUs and how they are collected and make sure that the rules for data collection and analyses are consistently 

applied. 

 

2.2 Studies on the Processing of Multiword Units 

 

As a usage-based language acquisition or learning model receives much attention from L1 and L2 researchers, 

a number of studies (Conklin and Schmitt 2008, Ellis Simpson-Vlach and Maynard 2008, Jiang and Nekrasova 

2007, Kim and Kim 2012) have delved into the processing of L1 or L2 MWUs and attempted to find out whether 

they truly have a psycholinguistic reality and thus expedite language comprehension and production. This line of 

thought has enjoyed popularity because it can explain well where language fluency originates from and how people 

become fluent in languages, and thus sparked several studies on the processing of MWUs. Overall, the findings of 

the studies (e.g., Conklin and Schmitt 2008, Jiang and Nekrasova 2007, Kim and Kim 2012, Lee 2021, Wolter and 

Yamashita 2018) seemed to support the idea that MWUs are stored in our brain as independent lexical units, and 



Shinwoong Lee                          The effect of frequency and L2 proficiency on the processing of the multiword 

units extracted from the Corpus of Contemporary American English 

 

© 2023 KASELL All rights reserved  272 

they are processed holistically. 

Conklin and Schmitt (2008) examined the effect of formulaic sequences by measuring the reading time of the 

text with idioms or formulaic sequences. They found that there existed processing advantages for the formulaic 

sequences over the nonformulaic ones, and both native and nonnative speakers of English appeared to have a 

processing advantage for the formulaic sequences. Also, Kim and Kim (2012) investigated the effect of frequency 

on the processing of L2 phrasal verbs drawing on a self-paced reading task with native and nonnative speakers of 

English in ESL settings. The results revealed a frequency effect on the processing of two-word MWUs in both 

groups. However, while the native speakers of English could process most of the MWUs as a chunk, the nonnative 

speakers of English could only process high-frequency MWUs holistically. The researchers attributed the results 

to the fact that even if most participants were advanced L2 learners, they spent a relatively short time in the U.S. 

Thus, the input they received was not adequate to make those MWUs processed holistically. The findings also 

implied that the formulaicity of MWUs may be related to how frequently they are used. 

Along the same line, Jiang and Nekrasova (2007) investigated the processing of MWUs by measuring the 

reaction time and the error rate on the formulaic and nonformulaic sequences with the native and the nonnative 

speakers of English in ESL settings. They found that the native speakers of English processed both formulaic and 

nonformulaic sequences significantly faster with a lower error rate than the nonnative speakers of English. Still, it 

was also revealed that both groups processed the formulaic sequences faster with fewer errors than the 

nonformulaic sequences. The results supported the holistic nature of the processing of formulaic sequences. They 

implied that the psycholinguistic reality of formulaic sequences might exist in the mental lexicon of both native 

and nonnative speakers of English. 

On the other hand, some of the studies (e.g., Schmitt Grandage and Adolphs 2004, Schmitt and Underwood 

2004, Underwood Schmitt and Galpin 2004) on the processing of MWUs did not seem to support the holistic 

nature of MWUs, especially with nonnative speakers of English. Schmitt, Gradage and Adolphs (2004) examined 

the corpus-derived MWUs to see whether they could be processed as a chunk drawing on an oral dictation task. 

The findings suggested that the nonnative speakers of English did not appear to process MWUs holistically. Along 

the same line, Underwood, Schmitt and Galpin (2004) investigated how formulaic sequences are processed by the 

native and the nonnative speakers of English drawing on an eye-tracking method. It was revealed that the nonnative 

speakers of English used fewer but not shorter fixation points at the last word of MWUs, implying that the data 

partially supported the automatic processing of the MWUs. As such, some of the findings of the studies on MWUs 

were somewhat inconclusive, especially with nonnative speakers of English. Jiang and Nekrasova (2007) argued 

that the conflicting results of those studies on the MWUs were due to the materials used in the experiments. They 

contended that some of the materials used in the experiments were not formulaic sequences and were possibly 

unknown to the nonnative participants. They further maintained that utilizing an oral dictation task or measuring 

reading times in a self-paced reading task might not be sensitive enough to capture a formulaic effect on the 

processing. Rather online grammaticality judgment would be more sensitive to detect it. 

In the meantime, some of the researchers attempted to examine how the frequency and the strength of the 

association between the words influence the processing of MWUs. For example, Durrant and Doherty (2010) 

investigated how the frequency of collocations and the strength of association measured by mutual information 

(MI) are associated with the processing efficiency of MWUs with native speakers of English. They found that even 

if the strength of association played a role in the efficiency of collocation processing to some extent, the frequency 

of collocations appeared to be a significant contributor to the psychological reality of the collocations. Similarly, 

Ellis, Simpson-Vlach and Maynard (2008) examined how the frequency of formulaic sequences and the strength 

of associations between the words would influence the recognition of formulaic sequences utilizing a multiple 

regression analysis. They found that the strength of association between the words measured by MI scores was 



Shinwoong Lee                          The effect of frequency and L2 proficiency on the processing of the multiword 

units extracted from the Corpus of Contemporary American English 

 

© 2023 KASELL All rights reserved  273 

more influential on the processing of formulaic sequences for the native speaker of English. In contrast, the 

frequency of formulaic sequences was more influential on the processing for the nonnative speakers of English. 

 More relevant to the current study, Wolter and Yamashita (2018) investigated the effect of frequency, L1 

congruency, and L2 proficiency on the L2 collocation processing with Japanese EFL learners. They found that the 

Japanese EFL learners processed the congruent L2 collocations faster than the incongruent ones in general, and 

there was a significant effect of collocation and word frequency on the processing of L2 collocations in all of the 

groups. Similarly, Lee (2021) examined the effect of L2 proficiency, collocation frequency, and L1 predictability 

on the processing of L2 collocations in EFL contexts by measuring the reaction time and the error rate. It was 

found that collocation frequency was the strongest factor that influenced L2 collocation processing, followed by 

L2 proficiency and L1 congruency. The findings suggested that L1 influence on L2 collocation processing wanes 

as L2 proficiency enhances. 

Even if a relatively large number of studies were conducted on the processing of L2 MWUs, many of them had 

only one group of L2 learners who were largely graduate or undergraduate students in English-speaking countries 

and who were proficient in English in general. Indeed, only a few studies (e.g., Wolter and Yamashita 2018) 

attempted to investigate the processing of MWUs with EFL learners with different English proficiency levels. 

Besides, as aforementioned, not many studies (e.g., Han 2019, Kim and Kim 2012) have attempted to investigate 

the processing of MWUs extracted from native corpora with EFL learners. Thus, it seems necessary to further 

examine the processing of L2 MWUs with diverse EFL learners drawing on various L2 MWUs. The followings 

are the research questions of the current study. 

 

1) How does L2 proficiency affect the processing of the L2 multiword units extracted from the COCA?   

2) How does frequency affect the processing of the L2 multiword units extracted from the COCA?    

3) Is there an interaction effect between L2 proficiency and frequency on the processing of the L2 multiword 

units extracted from the COCA? 

 

 

3. Research Method 

 

3.1 Participants and Settings 

 

There were 40 Korean EFL learners and 18 native speakers of English who participated in the current study. All 

of the Korean EFL learners were undergraduate or graduate students at a university located in Seoul, Korea. They 

were from 10 different departments at the university, and those who lived in English-speaking countries for more 

than a year were excluded from the experiment. Only the participants who went from the elementary school to the 

university in Korea were included to control the degree of exposure to English input. The native speakers were the 

instructors at the university who taught English presentation skills and academic writing or the instructors at a 

private language institute in Seoul. The Korean EFL learners were assigned to two groups according to their TOEIC 

(Test of English for International Communication) scores. Following the guidelines of ETS (Educational Testing 

Service), 20 EFL learners with scores above 910 were grouped as advanced EFL learners who can communicate 

effectively in any communicative situation. Meanwhile, 20 EFL learners who had scores between 750 and 850 

were classified as intermediate EFL learners who are expected to be able to meet social demands and work 

requirements in general according to the ETS guidelines. The average TOEIC score of the advanced EFL learners 

was 955, and that of the intermediate EFL learners was 815. The participants’ TOEIC scores were accepted only 

when they took the test within two years from the day of the experiment. The background information about the 
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participants is shown in Table 1 below. 

 

Table 1. Background Information about the Participants (Standard Deviation in Parentheses)  

Group Number 
Gender 

(male/female) 
Age TOEIC  

Onset of learning   

English (age)  

Duration of  

learning English (years) 

Native 18 8/10 38 (5.5) N/A N/A N/A 

Advanced 20 9/11 24 (2.8) 955 (21.5) 9.2 (2.3) 13.8 (2.1) 

Intermediate 20 10/10 23 (2.5) 815 (28.2) 10.3 (1.9) 12.5 (2.3) 

 

3.2 Material Development and Experimental Design 

 

In the current study, multiword units (MWUs) were defined as “three or four consecutive words that may have 

or may not have grammatical completeness but that have meaningful wholeness” (e.g., at the same time, take 

advantage of). In selecting the MWUs for the experiment, the 3-gram and 4-gram data from the COCA were 

utilized, and also some of MWUs were adopted from the materials used in the previous studies (i.e., Cortes 2004, 

Jiang and Nekrasova 2007). Still, the frequency of each MWU was obtained using the “search” function built in 

the COCA. The criterion of high-frequency MWUs was set at higher than 10,000 hits approximately in the COCA. 

Once the 30 high-frequency MWUs were selected, the low-frequency MWUs were constructed by replacing one 

of the words in the high-frequency MWUs (e.g., in other words vs. in other games). The mean frequency of the 

high-frequency MWUs was 16,229, and that of the low-frequency MWUs was 365. An independent t-test was 

conducted to see whether there existed a significant difference between them with the log-transformed frequencies, 

and a significant difference was found between the high- and low-frequency MWUs (t=19.52, p<.05). 

Also, when pairing the high-frequency MWUs and their counterparts (i.e., the low-frequency MWUs), it was 

attempted to minimize the difference in the frequencies of the individual words as much as possible. For example, 

the frequency of “forward” in the phrase “look forward to” was 78,035, and that of “similar” in the phrase “look 

similar to” was 78,722 in the COCA. The mean frequency of the different words in the high-frequency MWUs 

was 252,321 and that of the low-frequency MWUs was 246,693 respectively. An independent t-test was conducted 

with the log-transformed frequencies to see whether a significant difference existed between them, and no 

significant difference was found (p=.97). It was also attempted to match the number of the letters of the phrases 

as closely as possible. The average number of the letters of high-frequency MWUs was 11.5, and that of low-

frequency MWUs was 11.7. Additionally, an independent t-test was conducted to examine the difference in the 

length of the two types of phrases statistically, and no significant difference was found between them (p=.92). 

Regarding the experiment, the two stimulus lists were created. List 1 included the first half of the high-frequency 

MWUs and the second half of the low-frequency MWUs, and List 2 had the second half of the high-frequency 

MWUs and the first half of the low-frequency MWUs. In so doing, it was ensured that if a high-frequency MWU 

(e.g., in the middle of) was in List 1, then its low-frequency counterpart (e.g., in the space of) was assigned to List 

2 to control a repetition effect, while the same number of the high-frequency MWUs and the low-frequency MWUs 

were included in each list (See Appendix A). Also, an equal number of participants in each proficiency level (i.e., 

native, advanced, and intermediate) were randomly assigned to one of the two order sets (List 1 and 2 or List 2 

and 1). Half of the participants in each level were presented with List 1 first and then List 2, and the other half 

were presented with List 2 and then List 1 to minimize the order effect. Additionally, 50 ungrammatical phrases 

(e.g., when at of) were created, and 25 of them were used as the fillers in each stimulus set. 
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3.3 Experiment Procedures and Data Analysis 

 

The experiments were carried out in the researcher’s office room at a quiet time. Once the participants entered 

the office room, they were explained how the experiment would proceed and what they needed to do during the 

experiment. Then they had a practice session with 30 items in the same format as the experiment. This was intended 

to have the participants understand what they needed to do in the experiment clearly. After the practice session, 

the experiment was conducted with the test items, which were randomly presented at the center of the computer 

screen. There was a fixation point between each stimulus for 400 milliseconds, and the participants were asked to 

judge whether the phrase presented was appropriate or not and hit the assigned key (i.e., yes or no) as quickly as 

possible. 

Once they were finished with the experiment, they were asked if there existed any cases in which they hit the 

key mistakenly during the experiment. For example, some of the participants reported that they hit ‘yes’ even 

though they believed the phrase given was ungrammatical. This was partially due to the instruction that they should 

hit the key as quickly as possible, and such cases were excluded from the data analysis. Psychopy, a tool for 

psycholinguistic experiments and analysis, was used for the experiments, and the reaction time and the error rate 

for each item and person were calculated using the Excel program. In addition, the reaction times which were 

higher than 2.5 standard deviations away from the mean score of each participant were assumed to be outliers and 

thus excluded from the analysis. 

As for the statistical analysis, a 3 x 2 repeated-measures analysis of variance (ANOVA) was conducted and the 

effect of phrase frequency and participants’ English proficiency on the reaction time and the error rate was 

examined. In the analyses, the participants’ English proficiency was entered as a between-subject variable, and the 

frequency of the MWUs as a within-subject variable. Also, one-way ANOVAs and paired t-tests were conducted 

for finer analyses. 

 

 

4. Results 

 

4.1 Reaction Time 

 

As displayed in Table 2 below, the means and the standard deviations of reaction times of the three groups 

(native speakers, advanced EFL learners, and intermediate EFL learners) were calculated in the two types of 

MWUs (i.e., low-frequency and high-frequency MWUs). It was found that the native speakers processed both 

high-frequency and low-frequency MWUs faster than the advanced and intermediate EFL learners, and the 

advanced EFL learners processed them faster than the intermediate EFL learners. It was also revealed that the 

high-frequency MWUs were processed faster than the low-frequency MWUs in all groups (See Figure 1).   

 

Table 2. Reaction Time (sec) 

 

Native 

Speakers 

Advanced  

EFL Learners 

Intermediate  

EFL Learners 

Mean SD Mean SD Mean SD 

 

High-frequency MWUs .86 .16 1.02 .13 1.23 .29 

Low-frequency MWUs .99 .25 1.24 .31 1.45 .32 
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Figure 1. English Proficiency and Phrase Frequency on Reaction Time 

 

In order to examine the effect of English proficiency and phrase frequency on the reaction time statistically, a 3 

x 2 repeated-measures ANOVA was conducted. The participants’ English proficiency was entered as a between-

subject variable, and the frequency of MWUs as a within-subject variable. The results of the analysis are shown 

in Table 3 below. 

             

Table 3. Results of a 3 x 2 Repeated-measures ANOVA (Reaction time)  

 F sig. η2 

Between-Subject Variable    

English proficiency 19.01 .000* .41 

Within-Subject Variable    

Phrase Frequency  28.93 .000* .35 

Phrase Frequency x English proficiency .504 .607  

*p<.05 

 

As presented in Table 3, it was found that there existed a significant effect of the participants’ English proficiency 

(F=19.01, p<.05) and the frequency of MWUs on reaction time (F=28.93, p<.05), but no significant interaction 

effect between them was found (p>.05) suggesting that the effect of frequency on reaction time was not conditional 

upon the level of English proficiency. The effect size of English proficiency (η2=.41) was higher than that of phrase 

frequency (η2=.35), implying that the influence of English proficiency on reaction time was stronger than that of 

the frequency of MWUs. For a finer analysis of a between-subject variable, a one-way ANOVA between the groups 

was conducted at each level of frequency (i.e., high and low). It was found that there existed a significant difference 

in reaction time between the groups in both high-frequency (F=16.64, p<.05) and low-frequency (F=11.80, p<.05) 

levels as shown in table 4 below. 
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Table 4. Results of a One-way ANOVA Between the Groups in Each Level of Frequency (Reaction Time) 

 F sig. η2 

High-frequency MWUs 16.64 .00* .38 

Low-frequency MWUs 11.80 .00* .30 

*p<.05 

 

As a post-hoc procedure, Tukey’s HSD tests were also conducted between the groups at each level. As to the 

reaction time to the high-frequency MWUs, there existed a significant difference between the native speakers and 

the advanced EFL learners (p<.05), the native speakers and the intermediate EFL learners (p<.05), and the 

advanced EFL learners and the intermediate EFL learners (p<.05). Meanwhile, concerning the reaction time to the 

low-frequency MWUs, a significant difference was found between the native speakers and the advanced EFL 

learners (p<.05) and the native speakers and the intermediate EFL learners (p<.05), but no significant difference 

was found between the advanced EFL learners and the intermediate EFL learners (p>.05). 

In addition, a series of paired sample t-tests were conducted to examine whether a significant difference in 

reaction time existed between the high-frequency MWUs and the low-frequency MWUs in each group. It was 

found that a significant difference in reaction time existed in all of the groups (See Table 5 below), and the results 

indicated that not only the native speakers of English but also both groups of EFL learners processed the high-

frequency MWUs significantly faster than the low-frequency MWUs. 

 

Table 5. Results of Paired Sample t-tests Between the High-frequency MWUs  

and the Low-frequency MWUs in Each Group (Reaction Time) 

Phrase Frequency (high vs. low) t sig. 

Native Speakers 2.74 .01* 

Advanced EFL learners 3.37 .00* 

Intermediate EFL learners 3.30 .00* 

 *p<.05 

 

To recapitulate the findings of the experiments on the reaction time to the high-frequency MWUs and the low-

frequency MWUs, it was revealed that the native speakers of English processed both the high-frequency and the 

low-frequency MWUs significantly faster than both groups of the EFL learners, and the advanced EFL learners 

processed the high-frequency MWUs significantly faster than the intermediate EFL learners. Meanwhile, there 

was no significant difference in reaction time to the low-frequency MWUs between the advanced and the 

intermediate EFL learners. It was also found that not only the native speakers of English but also both the advanced 

and the intermediate EFL learners processed the high-frequency MWUs significantly faster than the low-frequency 

MWUs. The results of the experiment implied that both groups of EFL learners might be able to process the high-

frequency MWUs holistically as a chunk, even if their processing efficiency was not as high as that of the native 

speakers of English. 

 

4.2 Error Rate 

 

As presented in Table 6, the means and the standard deviations of error rates of the three groups (native speakers, 

advanced EFL learners, and intermediate EFL learners) were calculated for the high-frequency MWUs and the 
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low-frequency MWUs. It was revealed that the error rate of the native speakers was the lowest, followed by the 

advanced and the intermediate EFL learners in both the high-frequency and the low-frequency MWUs. It was also 

found that the high-frequency MWUs were processed with lower error rates than the low-frequency MWUs in all 

groups, which was similar to the result of reaction time (See Table 6 and Figure 2 below). 

 

Table 6. Error Rate  

 

Native 

Speakers 

 Advanced  

EFL Learners 

Intermediate  

EFL Learners 

Mean SD  Mean SD Mean SD 

 

High-frequency MWUs .020  .026   .035 .029 .065 .056 

Low-frequency MWUs .042 .031  .073 .041 .114 .060 

 

 

                

 

Figure 2.  English Proficiency and Phrase Frequency on Error Rate 

 

 

In order to examine the effect of English proficiency and phrase frequency on the error rate statistically, a 3 x 2 

repeated ANOVA was performed. As in the case of reaction time, the participants’ English proficiency was entered 

as a between-subject variable and the frequency of the MWUs as a within-subject variable. The results of the 

analysis are displayed in Table 7 below. 
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Table 7. Results of a 3 x 2 Repeated-measures ANOVA (Error Rate)  

 F sig. η2 

Between-Subject Variable    

English proficiency 15.61 .00* .36 

Within-Subject Variable    

Phrase Frequency 23.71 .00* .35 

Phrase Frequency x English proficiency 1.01 .34  

*p<.05 

 

As shown in Table 7, it was found that there existed a significant effect of English proficiency (F=15.61, p<.05) 

and phrase frequency (F=23.71, p<.05) on the error rate. However, similar to the findings in reaction time, no 

significant interaction effect between English proficiency and phrase frequency was found (p>.05), indicating that 

the effect of frequency on the error rate was not contingent upon the level of English proficiency. Meanwhile, the 

effect size of English proficiency (η2=.36) was similar to that of frequency (η2=.35), implying that the influence of 

English proficiency on the error rate was similar to that of the frequency of MWUs. 

In addition, a one-way ANOVA between the groups was conducted at each frequency level, and it was found 

that there existed a significant difference in the error rate between the groups in both the high-frequency (F=6.54, 

p<.05) and the low-frequency (F=11.64, p<.05) MWUs as shown in table 8 below. 

 

Table 8. Results of a One-way ANOVA Between the Groups in Each Level of Frequency (Error Rate) 

 F sig. η2 

High-frequency MWUs 6.54 .00* .20 

Low-frequency MWUs 11.64 .00* .30 

*p<.05 

 

Tukey’s HSD tests, as a post-hoc procedure, were also conducted between the groups at each level of frequency. 

As to the error rate on the high-frequency MWUs, there was no significant difference between the native 

speakers(NS) and the advanced EFL learners (p>.05), but existed a significant difference between the native 

speakers and the intermediate EFL learners (p<.05) and the advanced EFL learners and the intermediate EFL 

learners (p<.05) as well. Meanwhile, regarding the error rates on the low-frequency MWUs, a significant difference 

was not found between the native speakers and the advanced EFL learners (p>.05), but it was found between the 

native speakers and the intermediate EFL learners (p<.05) and the advanced EFL learners and the intermediate 

EFL learners (p<.05) which was similar to the result of the high-frequency MWUs. 

In addition, a series of paired sample t-tests were conducted to examine whether a significant difference in the 

error rate existed between the high-frequency MWUs and the low-frequency MWUs in each group, and a 

significant difference in the error rate was found in all of the groups as shown in Table 9 below.  
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Table 9. Results of Paired Sample t-tests Between  

the High-Frequency and the Low-Frequency MWUs in Each Group (Error rate) 

 (formulaic vs. nonformulaic) t sig. 

Native Speakers 2.51 .02* 

Advanced EFL learners 3.55 .00* 

Intermediate EFL learners 2.88 .01* 

*p<.05 

 

To summarize the findings of the error rate on the high-frequency and the low-frequency MWUs, there was a 

significant effect of English proficiency and phrase frequency on the error rate, but no significant interaction effect 

was found between English proficiency and phrase frequency. It was also revealed that the error rate of the native 

speakers was the lowest on both the high-frequency and the low-frequency MWUs, followed by the advanced and 

the intermediate EFL learners. However, the difference in the error rate between the native speakers and the 

advanced EFL learners was not statistically significant, while it was significant between the advanced and the 

intermediate EFL learners. Also, as to the difference in the error rate within the group, a significant difference was 

found in all of the groups, showing that they all processed the high-frequency MWUs with significantly fewer 

errors than the low-frequency MWUs. The findings were compatible with those of reaction time in that there 

existed an advantage for the processing of the high-frequency MWUs in comparison with the low-frequency 

MWUs in all of the groups.  

 

 

5. Discussion 

 

In the current study, it was found that not only the native speakers of English but also both groups of Korean 

EFL learners could process the high-frequency MWUs significantly faster with fewer errors than the low-

frequency MWUs although there existed a significant difference in the reaction time and the error rate between 

the groups. The results of the current study seem compatible with those of previous studies (e.g., Durrant and 

Doherty 2010, Kim and Kim 2012, Lee 2021, Wolter and Gyllstad 2013, Wolter and Yamashita 2018) in which the 

processing advantage of high-frequency MWUs was identified. It was also suggested that some of the high-

frequency MWUs extracted from the COCA in the current study could have been perceived as formulaic to both 

the advanced and the intermediate EFL learners, while most of the low-frequency MWUs were not. As several 

studies on the processing of the MWUs (e.g., Durrant and Doherty 2010, Ellis Simpson-Vlach and Maynard 2008, 

Kim and Kim 2012) suggested, the frequency could be one of the most critical factors in determining the degree 

of formulaicity of MWUs, especially to the EFL learners. Then, what may have happened in the current study 

would be that the EFL learners had to pay more attention to the low-frequency MWUs which were perceived as 

non-formulaic, inspecting their syntactic well-formedness and semantic appropriateness (Jiang and Nekrasova 

2007), whereas it was not a necessary step for the high-frequency MWUs which were perceived as formulaic.  

As such, the findings of the current study suggested that the nonnative speakers of English situated in EFL 

contexts might have some formulaic sequences stored in their mental lexicon, and appeared to support the results 

of some previous studies (e.g., Ellis Simpson-Vlach and Maynard 2008, Jiang and Nekrasova 2007) in which 

nonnative speakers of English were able to process formulaic sequences faster with fewer errors than nonformulaic 

sequences. However, it should be noted that those studies were mostly conducted in ESL contexts where nonnative 
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speakers of English were typically graduated students at a university in the U.S. and their English proficiency was 

relatively high, and they were supposedly exposed to a large amount of English input as they used English on a 

daily basis. In other words, the linguistic environment of those ESL learners who participated in the previous 

studies (i.e., Ellis Simpson-Vlach and Maynard 2008, Jiang and Nekrasova 2007) seemed very different from that 

of the participants in the current study. Then, the question would be what contributes to the holistic representation 

of MWUs in the minds of EFL learners in Korea, where English input is relatively scarce and the use of English 

is limited. In fact, not only the advanced EFL learners but also the intermediate EFL learners were found to have 

some degree of efficiency in processing the high-frequency MWUs in the current study. Considering the amount 

of time of formal English education at school in Korea, it is hardly attributable to the learning at school. Instead, 

the efficiency that Korean EFL learners in the current study showed in processing high-frequency multiword units 

may be related to the emergence of the various media platforms that are readily available on the Internet. For 

example, such media platforms as Youtube, Netflix, and Apple TV have enabled most EFL learners around the 

world to access English contents relatively easily. In other words, they can have access to such English contents 

as News, movies, and dramas through those media platforms at any time and any place as long as they are online. 

Indeed, the accessibility to English input has significantly increased with the help of online technology, and 

accordingly, EFL learners seem to have more opportunities to be exposed to a large amount of English input. 

Furthermore, since they can choose the contents of their own interests through multiple online resources, they can 

be intrinsically motivated to use them, being exposed to the type of English materials that they prefer for an 

extended period of time. 

Consequently, the use of online multimedia platforms seems to contribute to the enrichment of English learning 

environments in diverse EFL countries around the world, which is probably why the EFL learners in the current 

study showed a sensitivity to the high-frequency MWUs. In the meantime, it should also be noted that the 

intermediate EFL learners, in particular, in the current study showed significantly slower reaction times and higher 

error rates on the high-frequency MWUs than the other groups. This implies that an explicit introduction or 

teaching of the high-frequency MWUs in EFL classrooms would be necessary to make them more noticeable to 

EFL learners (Lee 2021). The very first step would be to unearth frequently used MWUs by referring to such 

general English corpora as the Corpus of Contemporary American English (COCA) or British National Corpus 

(BNC) since the frequency information of MWUs from such resources would be very conducive to deciding which 

MWUs should receive more attention than others. Once the frequently used MWUs are selected, EFL teachers can 

introduce or even teach them explicitly in the classroom so that EFL learners can pay selective attention to them. 

Furthermore, it would also be necessary to use those frequently used MWUs in the textbooks so that they become 

more salient to EFL learners, which should be considered at the beginning stage of the development of the 

textbooks or teaching materials. 

 

 

6. Conclusion  

 

The findings of the current study strongly upheld the holistic view of language processing in general, and they 

implied that not only native speakers of English but also EFL learners might have some English MWUs stored in 

their mental lexicon holistically as an independent lexical unit, which would facilitate their processing ultimately. 

As aforementioned, this kind of language processing efficiency that EFL learners have may be attributable to a 

significant enhancement of the accessibility to a large amount of diverse English input through online technology. 

Meanwhile, some limitations exist in interpreting the results of the current study. Most importantly, the frequency 

data of the MWUs extracted from the COCA may not adequately represent the degree of exposure in the minds of 
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Korean EFL learners because their experiences are largely shaped by the linguistic and cultural environments of 

Korea. Thus, some of the test items in the current study might be under- or over-represented in the minds of Korean 

EFL learners (Lee 2021). It should also be noted that the age of the native speakers of English was not controlled 

tightly, which might have introduced a bias to the findings of the current study. Therefore, the findings of the 

current study should be interpreted with some caution and not be directly generalized into other EFL contexts. 
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Appendix: Test Items 

  High-Frequency MWUs Low-Frequency MWUs 

 1 make it (easy) make it (real) 

 2 in the (middle) of in the (space) of 

 3 at the (end) of at the (side) of 

 4 in the (case) of in the (study) of 

 5 for the (rest) of  for the (role) of 

 6 on the (basis) of  on the (trail) of 

 7 in (relation) to in (respect) to 

 8 as (soon) as as (short) as 

 9 as a (result) as a (system) 

 10 the most (important) the most (different) 

 11 at this (point) at this (price) 

 12 on the (phone) on the (paper) 

 13 look (forward) to look (similar) to 

 14 by the (way) by the (day) 

 15 on the other (side) on the other (line) 

 16 around the (world) around the (school) 

 17 in the first (place) in the first (case) 

 18 all of a (sudden) all of a (piece) 

 19 fall in (love) fall in (value) 

 20 in other (words) in other (games) 

 21 get (rid) of get (hold) of 

 22 take (advantage) of take (photographs) of 

 23 for a (long) time for a (short) time 

 24 in (favor) of in (fear) of 

 25 for the first (time) for the first (year) 

Average number of frequency 

(phrase) 
 16,229 365 

Average number of letters    11.5 11.7 

Average number of frequency  

(the word in the blank) 
 246,693 252,321 
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The purpose of this study is to examine the role of language learning aptitude in the 

development of vocabulary breadth and depth of adult EFL learners with different 

proficiency levels. To this end, sixty Chinese EFL college students were divided into 

two proficiency groups of high and low and participated in three online tests of 

measuring vocabulary breadth, depth and aptitude. The results showed that high 

proficiency (HP) learners outperformed low proficiency (LP) learners in three 

subdivided aptitudes of rote memory, grammatical sensitivity and phonetic coding 

ability. HP also outperformed LP in vocabulary breadth at all frequency levels,  

indicating a positive relationship between language aptitude and vocabulary breadth. 

With vocabulary depth, HP produced more valid paradigmatic associations than LP. 

However, no difference was found based on the two proficiency group’s responses to 

syntagmatic and phonological associations of the vocabulary depth test. The results 

implicate that L2 learners’ vocabulary depth developed with a more paradigmatic 

tendency as their proficiency increased. No difference was found in syntagmatic 

associations between the two proficiency groups, indicating a possibility of it 

continuously posing a challenge for L2 learners. As with phonological associations, it 

seems that L2 learners rarely rely on phonological information when learning 

vocabulary. Among different aptitudes, rote memory strongly contributed to 

vocabulary breadth at all frequency levels and to paradigmatic and syntagmatic 

associations in LP learners. The contribution of aptitudes in HP was unclear. The 

findings show that rote memorization of vocabulary may be helpful for low proficiency 

learners, whereas additional factors may be at play in advanced level learners. Thus, 

further studies are needed in investigating additional factors that may contribute to 

vocabulary development as learners’ proficiency increases.  
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1. Introduction 

 

The inquiry into both ESL and EFL learners’ vocabulary learning has been emerging in the past two decades 

since a rich L2 vocabulary knowledge is considered a crucial component in L2 development (Clenton and Booth 

2021; Nation 2013). Developing vocabulary knowledge can be categorized into at least two dimensions of breadth 

and depth (Anderson and Freebody 1981). The breadth and depth of L2 learners’ vocabulary knowledge growth 

are both significant since the former is viewed as how large a size of vocabulary that learners achieve, and the 

latter is interpreted as how well learners know word associations (i.e., syntagmatic, paradigmatic, and phonological 

associations) (Meara 1983; Read 1993). Previous studies have provided evidence that the two show strong 

relationships with L2 leaner’s proficiency including listening comprehension ability (e.g., Wen 2014), reading 

ability (Choi 2013; Rashidi and Khosravi 2010; Şen and Kuleli 2015), speaking (Enayat and Derakhshan 2021) 

and writing (Johnson et al. 2016).  

Since the breadth and depth of vocabulary knowledge are significantly related to learners’ L2 proficiency, one 

of the key issues is in the investigation of contributing factors (Laufer and Hulstijn 2001). Lee (2020) argued that 

thus there are different factors involved in L2 vocabulary knowledge and called for more research to discover 

contributions of different factors to dimensions of L2 vocabulary knowledge. In fact, research on L2 vocabulary 

during the past two decades has examined the relationships between a range of factors (e.g., input quality, 

motivation, anxiety, and language aptitude) and vocabulary knowledge. For instance, Sun et al. (2015) concluded 

that learners’ L2 input quality and age of onset significantly affected their vocabulary knowledge. Also, the amount 

of L2 input was proved to be one of the individual difference factors to predict learners’ vocabulary breadth and 

depth (Unsworth et al. 2014). Besides, motivation, anxiety (Ortega 2009), and foreign language aptitude (Cha and 

Kim 2019, Yang and Cao 2020) have been found to be  potential factors that can influence L2 vocabulary 

knowledge.  

A significance of language aptitude on L2 learning has been demonstrated  in numerous recent studies. In L2 

vocabulary development studies, it was shown that language aptitude was significantly correlated with learners' 

vocabulary breadth and depth. For instance, it was demonstrated that language aptitude significantly influenced 

depth of vocabulary knowledge through collocations of words (Granena and Long 2012). Lee (2020) made a claim 

that different subdivided aptitudes (i.e., rote memory, phonetic coding ability, and grammatical sensitivity) 

positively had an impact on advanced L2 learners’ vocabulary breadth and depth. Additionally, Yang and Cao 

(2020) questioned whether language aptitude was associated with L2 learners’ initial vocabulary acquisition and 

concluded that learner’s L2 aptitude and vocabulary knowledge had only a moderate relationship.   

As mentioned above, the relationship between language aptitude and L2 learning, especially vocabulary 

development, is inconsistent. Further research examining a relationship between L2 aptitude and vocabulary 

learning is called for since the previous empirical studies have focused primarily on learners at the same L2 

proficiency levels. Very little research has been done on the comparison of different proficiency level learners of 

English (se Suárez and Gesa 2019) and most studies have only explored the role of language aptitude in vocabulary 

breadth and depth via receptive measurement (e.g., Lee 2020). Additionally, very little is known about the effects 

of different types of language aptitude (i.e., rote memory, phonemic coding, and grammatical sensitivity) on 

vocabulary knowledge. Hence, the purpose of the current study is to seek a more comprehensive interpretation of 

how the aptitude with its subdivided abilities function in affecting different  proficiency learners’ L2 vocabulary 

knowledge. This study aims to answer the following research questions: 

  

1.Are subdivided aptitudes (rote memory, phonetic coding ability, and grammatical sensitivity) effective 

predictors for vocabulary breadth and depth of Chinese EFL learners?  

2.If so, are there significant differences according to learners’ English proficiency?  
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2. Literature review 

 

2.1 Language aptitude 

 

Learners differ widely in terms of how quickly and effectively they learn a foreign or second language (Ortega 

2009). L2 researchers have generally described such differences in learning feature as L2 learners’ individual 

differences. In addition to motivation, anxiety, learning experience and strategy, language aptitude in the context 

of L2 learning refers to an individual's ability for both cognitive and perceptual learning (Carroll 1981, Ortega 

2009). It is often described as one’s talent for mastering new languages (Robinson 2005). Carroll (1962) divided 

language aptitude into four discrete and quantifiable abilities: rote memory, phonetic coding ability, grammatical 

sensitivity, and inductive learning ability.   

Language aptitude significantly influences learners' L2 development and accomplishment (Dörnyei 2005). It is 

viewed as a continuously tenacious individual feature that does not change significantly during the entire L2 

learning process, in contrast to other individual difference factors such as motivation, engagement and anxiety that 

are likely to alter across L2 learning stages  (Saito et al. 2019). According to Robinson (2013), students with higher 

aptitude  perform better in the process of L2 learning, and ultimately reach higher levels of L2 proficiency.  

Skehan (2016) stated that the segmented abilities of language aptitude can benefit L2 learning performance in 

several ways throughout the SLA process. For instance, L2 learners with stronger phonetic coding ability can 

successfully remember newly observed sounds and can absorb and analyze language details (Yilmaz and Koylu 

2016). That is, advanced phonetic coding ability permits L2 learners to use new languages more accurately and 

comprehend input. Additionally, learners with higher rote memory are also found to be capable of successfully 

mapping form-meaning associations by rapidly connecting target forms to recent learning terms as measured by 

the test of vocabulary breadth (Schneiderman and Desmarais 1988).  

Aptitude is known to have a predictive value in L2 learning outcomes. According to Li (2016), there is a strong 

association between learners' L2 proficiency and language aptitude as measured by the aptitude test. In this study, 

language aptitude was found to be responsible for approximately 25% of the variation in L2 learners’ overall 

proficiency. Furthermore, L2 learners' language aptitude was discovered to be predictable in a variety of 

characteristics of L2 learning (Li 2018). Specifically, composite aptitude scores were found to be significantly 

correlated in the order of  L2 grammar, listening, speaking, and vocabulary (r = .50). Yet, it is unclear as to precisely 

which components of aptitude is related to the process of L2 learning since multiple components form language 

aptitude.  Among different types of language aptitude, rote memory is defined as the capacity to not only store 

vocabulary information in memory but also to recall it later (Carroll and Sapon 1959). It is believed that learners 

with strong rote memory also have strong decontextualized learning capabilities for form-meaning correlations 

and better able to create associations in their memory and acquire new vocabulary quickly (Ortega 2009). Phonetic 

coding ability is defined as the capacity to recognize sounds, relate those sounds to their graphic symbols, and 

remember those sound-symbol connections. In other words, activating words’ sounds with corresponded sounding-

out symbols is the first step to master words’ meaning when learning a foreign language (Meara 2009). 

Grammatical sensitivity is defined as a specific aptitude for understanding how linguistic components fit together 

to form linguistic wholes (Ortega 2009). That is, it enables students to recognize how certain words are used in 

sentences. Strong grammatical sensitivity is a crucial component of language learning since it enables learners to 

recognize various grammatical patterns and utilize them correctly (Meara 2009).   

 Modern Language Aptitude test (MLAT), created by Carroll and Sapon, is the earliest language aptitude test 

created for L1 English speakers and assesses rote memory, phonetic coding ability and grammatical sensitivity. 

The LLAMA test, created by Meara (2005), is a language aptitude test extensively used in L2 acquisition studies 

today (e.g., Bokander 2020, Granena and Long 2012, Yang and Cao 2020) partly due to its language neutrality 

(Rogers et al. 2017). It is composed of four subtests: LLAMA_B (i.e., rote memory), LLAMA_D (i.e., inductive 
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learning ability), LLAMA_E (i.e., phonetic coding ability), and LLAMA_F (i.e., grammatical sensitivity).  Unlike 

the MLAT, the LLAMA test is freely accessible to teachers, students, and researchers and has been used in many 

L2 studies. Studies have found that the results are correlated (r = .40 to r = .60) with learners’ proficiency levels 

(Bokander and Bylund 2019, Rogers et al. 2017). Specifically, LLAMA_B, LLAMA_E, and LLAMA_F were 

found to be significantly correlated with students’ L2 proficiency and educational levels (r = .40 to r = .60, p  .01). 

However, LLAMA_D, measuring inductive learning ability did not significantly correlate with L2 proficiency (p 

> .05) (Rogers et al. 2017). 

 

2.2 L2 vocabulary knowledge and aptitude 

 

There have been multiple previous attempts to illustrate a significant association between L2 aptitude and L2 

vocabulary knowledge. Li (2016), a meta-analysis study on empirical studies of language aptitude explored over 

the previous five decades, concluded that overall aptitude as measured by the MLAT was positively associated to 

learners' L2 proficiency and achievement and suggested that a L2 learner with high proficiency level would have 

a stronger language aptitude and vice versa. However, L2 vocabulary learning was found to have a weak 

relationship with language aptitude.  Kim (2018) explored whether L2 aptitude impacted on vocabulary learning 

when paired with learners’ working memory capacity. In her study, 18 Korean EFL learners were asked to take a 

combined working memory test and two language aptitude tests administered by the overall MLAT and 

LLAMA_B subtest, respectively. The result showed that aptitude test correlated with working memory, but not 

with learners’ L2 vocabulary learning. The results from both studies claim that aptitude may play only a weak role. 

Li (2016) went on to claim a need for further studies using a test other than the MLAT since it was created for L1 

English speakers.  

There are other studies that have shown contrastive results with L2 aptitude and vocabulary, especially when 

they measure vocabulary in terms of its breadth and depth. Granena and Long (2012) investigated the development 

of vocabulary depth in 65 similar proficiency level Chinese L2 learners of Spanish, as well as the influence of 

language aptitude. Participants were designed to three groups based on their ages: three to six years old, seven to 

fifteen years old, and sixteen to twenty-nine years old. In their study, vocabulary depth was measured by 

collocations of words, and the LLAMA test was used for language aptitude. Results found that L2 aptitude, 

measured by the LLAMA test, was a significant predictor of L2 vocabulary depth in 16- to 29- year-old group.    

Additionally, a connection between language aptitude and vocabulary breadth was measured in Dahlen and 

Caldwell-Harris (2013), where 88 English speakers leaning Turkish as L2 participated. They found that aptitude, 

measured by MLAT, had a significant impact on L1 English speakers' capacity to learn Turkish as L2 of form and 

meaning word recall tasks. Cha and Kim (2019) found a significant correlation between language aptitude by 

LLAMA test and vocabulary breadth by young Korean EFL learners with similar proficiency levels. Suárez and 

Gesa (2019) study examined EFL learners in different proficiency levels by investigation the association between 

vocabulary learning, language aptitude, and captioned TV programs in EFL students. They discovered that low 

level students may rely on their L2 aptitude when learning vocabulary, whereas high level students may rely not 

only on language aptitude but on other factors such as learning methods. The studies here have attested at least 

some positive correlation with overall language aptitude and vocabulary breadth.  

In addition to the research on the overall language aptitude, researchers have explored the role of subdivided 

aptitudes in L2 vocabulary, mainly focusing on the role of rote memory. For instance, Kormos (2012) concluded 

that learners with strong rote memory skills may benefit from memorizing a broader repertoire of L2 vocabulary, 

resulting in a richer vocabulary size. Also, Bokander (2021) explained at least conscious memorization of words 

(i.e., rote memory) for acquiring an L2 vocabulary appears to exist. Hackl (2018) hypothesized that those with a 

high working memory capacity have a higher aptitude, especially stronger rote memory, for learning new words.  

Yet, no published studies have so far included a correlation between the other two subdivided aptitudes (i.e., 
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phonetic coding ability and grammatical sensitivity) and L2 vocabulary.  

So far, the previous studies mentioned here have indicated the following: First, overall language aptitude seems 

to be positively related to L2 learners’ vocabulary knowledge. Yet, some studies on examining subdivided aptitudes 

have mainly focused on rote memory. Second, most studies have focused on vocabulary breadth by measuring L2 

leaners’ size of vocabulary. Third, most studies have examined L2 leaners with same proficiency levels. Thus, 

there is currently no direct evidence to support the existence of these subdivided aptitudes' effects on the breadth 

and depth of L2 vocabulary especially with learners in different proficiency levels. It remains to be seen how 

different subdivided aptitudes function in affecting different proficiency L2 learners’ vocabulary breadth and depth 

in the current study.   

 

 

3. Method 

 

3.1 Participants  

 

Sixty Chinese EFL learners were recruited from several different colleges in China. Neither had previously lived 

nor studied in any English-speaking countries. They were divided into two groups of high proficiency (HP) and 

low proficiency (LP) based on their scores of the National College English Test (CET), which is a standardized 

English proficiency test in Chinese tertiary education set out to measure listening, reading, writing and translation. 

A total of 30 who scored above 520 out of possible 710 were assigned to the HP, whereas the other 30 who scored 

under 452 were grouped into the LP (N = 30). Table 1 shows that a significant difference existed between the two 

groups based on their CET test scores (t = 5.719,  p = .000).  

 

Table 1. Participants’ CET Test Scores 

Groups N M SD Range t Sig. 

HP 30 560.24 31.44 521-624 5.719 .000 

LP 30 413.65 40.57 309-452 

Note. HP = high proficiency, LP = low proficiency 

 

3.2 Materials 

 

 Three types of tests of Vocabulary Levels Test (VLT), Word Associates Test (WAT), and LLAMA test were 

conducted in this study. Firstly, a modified version of VLT by Webb, Sasao and Balance (2017) was administered 

to measure the participants’ vocabulary breadth. The test had been modified to include only the first five frequency 

levels from 1000 to 5000. Learners’ receptive vocabulary knowledge was measured by this test of 30 target words 

per level. Thus, VLT was composed of 150 questions (30 x 5 frequency levels). All test words were selected from 

Nation (2012)’s BNC/COCA headword lists, each of which contained an equal number of nouns, adjectives, and 

verbs. For instance, upon being provided with verb clusters such as ‘get ready’, ‘make a happy sound’, and ‘not 

remember’, they were provided with a list of options ranging from ‘drink’, ‘educate’, ‘forget’, ‘laugh’, ‘prepare’, 

‘suit’, and ‘I don’t know’. The participants then had to choose the most appropriate word for each verb cluster.  

 Additionally, the present study employed an open-ended version of WAT which had been modified from Read 

(1988) to measure EFL learners’ vocabulary depth (i.e., syntagmatic, paradigmatic, phonological, and non-related 

associations) via an open-questioned test to measure productive vocabulary knowledge. Here, the participants had 

to write down the words that first came to their mind upon being presented with the stimuli words. The stimuli 

words were taken from Lu and Lim (2021) which excluded the words that had been used in the VLT. Thus, a total 

of 18 stimuli words were used: two nouns, adjectives, and verbs were chosen from the first 1000, 2000, and 3000 

levels’ wors respectively. All descriptions of the questions were presented in Chinese except for the stimuli words. 
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The responses were collected and classified by the researchers into four categories of syntagmatic, paradigmatic, 

phonological and non-related.  

Finally, the study employed the LLAMA test (Meara 2005) to measure the participants’ different types of 

language aptitude and operated by using the program of PsychoPy (2021), which is an application for creating 

experiments in behavioral science (Peirce et al. 2019). The original LLAMA test is composed of a 40-item and 4-

section downloadable questions to assess L2 learners’ aptitude levels. However, one of the sections, specifically 

LLMA_D, was excluded from this study since it was known to be not significantly correlated with learners’ L2 

proficiency and educational levels (Rogers et al. 2017). Thus, the modified version used in this study was 

composed of three tests of LLAMA_B, E, and F of measuring rote memory, phonetic coding ability and 

grammatical sensitivity respectively and constituted a total of 25 test items. 

In LLAMA_B, where it measured how efficiently EFL learners could remember the names of unfamiliar objects 

in learning a foreign language, they were shown a series of 10 unusual objects and asked to learn their names 

within a minute. Then, the objects were shuffled and presented to the participants asking to identify the objects. 

For each correctly identified object, 1 point was awarded, with a score ranging from 0 to 10. LLAMA_E tested 

the ability to match familiar sounds to a new unfamiliar writing system. Participants were given 1 minute and 20 

seconds to explore and learn the association between 16 unfamiliar sounds and symbols. Every symbol consisted 

of a number and an unfamiliar alphabet of a single syllable. The participants were then asked to listen to a new 

association sound that involved two syllables to choose the corresponding associations of the symbols. Again, 1 

point was awardee with a score ranging from 0 to 7. LLAMA_F examined how efficiently EFL learners could 

learn the grammar rules of a foreign language. To this end, they were shown nine pictures of certain objects and 

shapes, and a sentence describing each picture. They had to  figure out the similarities and differences in these 

pictures with their corresponding sentences in two minutes. During the test, eight pictures and four different 

choices for each picture were presented. The total score of this test was 8.  

  

3.3 Procedure 

 

 The experiments were conducted via one-on-one online experiment session using Zoom with cameras on to 

ensure the participants’ full attention to the tasks. The entire process took approximately an hour including a tutorial 

session. The participants who completed all tests received a monetary reward. The procedure in timetable is listed 

in Table 2.   

 

Table 2.  Task Procedure 

Timing Task Duration 

1 
Pre-experiment instructional session 1   

  Practice session 
            2 min.  

2 
Vocabulary Levels Test (VLT)              30 min. 

Word Associates Test  WAT)               5 min. 

3   Break               5 min. 

4 
Pre-experiment instructional session 2                                              3 min. 

  Practice session 

5 LLAMA Test                                                                                     15 min 

 

3.4 Data Analysis  

 

Regarding the results of vocabulary depth, the researchers classified the participants’ responses from WAT, based 

on Fitzpatrick (2006) and Meara (2009). Paradigmatic associations included synonym (e.g., autumn – fall), 

antonym (e.g., dirty - clean), and context-related responses of superordinate, subordinate, and coordinate (e.g., 

liquid- water, article - paraphrase). Syntagmatic associations included collocation, where the responses and the 
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stimuli words can be put together or become phrases (e.g., native - speaker, borrow - money, combine - with). As 

for non-related associations, no apparent relationships existed between the stimulus and the response (e.g., native 

- young, delay - dirt). Phonological association consisted of two different subcategories: morphophonology and 

similarity in form. Morphophonology represented that the stimuli words and the responses had the same root but 

with different affix (e.g., electric - electricity, soft - softly). Similarity in form refers to responses that only shared 

the similar forms with the stimulus (e.g., cake and fake, fiction and friction). Additionally, some responses 

presented two or more types of associations simultaneously. Responses such as chocolate-cake presented both 

paradigmatic and syntagmatic associations since both were food and chocolate cake represented a kind of cake 

flavor. Electric-electrical were also a combination of paradigmatic and phonological associations since they had 

the same root and shared the similar meaning.  

Next, a series of statistical analyses were conducted. Firstly, descriptive statistical analyses were conducted with 

the results of L2 aptitude and vocabulary measured by breadth and depth. Independent samples t-tests were also 

utilized to see if there were any significant differences between the LP and HP. Pearson correlation analyses were 

then performed to determine the relationships between vocabulary breadth, depth, and L2 aptitude. Following the 

establishment of the correlation, multiple regression analyses were conducted to examine the role of L2 aptitude 

(i.e., rote memory, phonetic coding ability, and grammatical sensitivity) in the development of vocabulary breadth 

and depth.    

 

 

4. Results 

 

4.1 Descriptive Statistics 

 

4.1.1 Descriptive Statistics of Vocabulary Breadth: VLT  

 

The VLT was a five-level test with ten cluster-questions each with the maximum possible score of 150. The 

descriptive statistics of the vocabulary breadth from each group are shown in Table 3, where the two groups 

differed significantly in terms of the vocabulary breadth at all levels. The mean score of VLT of HP was 118.33 

out of 150 (SD = 14.57). The first 1000-level test showed the highest mean accuracy of 29.46, with the 5000-level 

test showing the lowest mean accuracy of 25.26. Additionally, as the vocabulary level increased, SDs increased 

accordingly (i.e., 0.77 for 1000-level to 6.13 for 5000-level). The result of LP shows that the mean was 76.6 out 

of 150 (SD = 31.12), indicating a large individual difference within the group when compared to the HP. Again, 

LP learners showed less accuracy as the difficulty level increased.    

 

Table 3. Descriptive Statistics of Vocabulary Breadth, by Group 

VLT 
HP (n=30) LP (n=30) 

t p 
M SD M SD 

Overall 118.33 14.57 76.6 31.12 6.652 .000*** 

1000-level 29.46 0.77 25.26 6.06 3.764 .001** 

2000-level 27.13 2.59 18.9 7.66 5.571 .000*** 

3000-level 25.53 3.22 15.33 8.49 6.151 .000*** 

4000-level 19.86 4.91 10.26 6.52 6.440 .000*** 

5000-level 16 6.13 5.83 5.54 6.739 .000*** 

Note. **p.01, ***p.001  
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4.1.2 Descriptive Statistics of Vocabulary Depth: WAT 

 

HP provided 540 actual responses whereas LP provided 465 out of possible 540 since they did not provide any 

responses to 65 stimuli. Additionally, 3 responses from HP and 10 from HP were excluded due to incorrect 

spellings that led to difficulty in understanding. Minor spelling errors were disregarded. The final valid responses 

were 537 from HP and 465 from LP, which then were classified into paradigmatic, syntagmatic, phonological and 

non-related. Some responses were classified into two or more associations; Overall, HP and LP provided 61 and 

30 of such associations respectively. Specifically,  HP and LP answered 38 and 21 responses, respectively, of a 

combination of the paradigmatic and syntagmatic association. The number of responses that had a combination of 

paradigmatic and phonological association from HP and LP were 17 and 7, respectively. In both groups, the third 

combinations of syntagmatic and phonological associations were 6 and 2. Thus the total number of valid 

associations were 598 for HP and 495 for LP.  

During the WAT analysis, HP (N = 598) provided more valid associations than LP (N = 495), indicating that HP 

had a greater vocabulary depth than LP. Similarly, paradigmatic associations accounted for the greatest proportion 

of responses in both groups (HP, 54%; LP, 40%). In HP, the second most common response was syntagmatic 

associations (25%), followed by non-related (12%) and phonological associations (9%). In contrast to HP, 

participants in LP created comparable proportions of syntagmatic (28%) and non-related associations (25%). 

Furthermore, responses with phonological association (7%) were less frequent in both groups than other 

associations. The t-test was employed to determine the differences between two groups. As presented in Table 4, 

two groups performed differently. HP produced significantly more responses than LP (t = 4.037, p = .000). 

However, the two groups' vocabulary depth measured by the WAT was inconsistent. Among the four association 

types, responses from paradigmatic (t = 5.043, p = .000) and non-related associations (t = -2.484, p = .017) showed 

significant differences between the two groups. There were no significant differences with responses from 

syntagmatic and phonological associations.  

 

Table 4. Descriptive Statistics of Vocabulary Depth, by Group 

Association Types 
  HP (n = 30)   LP (n = 30) 

t p 
N % M SD N % M SD 

Overall 598 100 19.93 1.01 495 100 16.5 4.54 4.037 .000*** 

Paradigmatic 323 54 10.77 2.15 199 40 6.63 3.94 5.043 .000*** 

Syntagmatic 149 25 4.97 2.08 138 28 4.6 2.84 0.571 .570 

Phonological 52 9 1.73 1.46 35 7 1.17 1.58 1.444 .154 

Non-related 74 12 2.47 1.85 123 25 4.1 3.09 -2.484 .017* 

 

4.1.3 Results of Language Aptitude: LLAMA 

 

In terms of the language aptitude measured by the LLAMA test, a significant difference between the two groups 

were also found. Table 5 shows that HP outscored LP by 6.3 points in the overall LLAMA test (t = 7.149, p = .000). 

The two groups differed significantly in each subdivided test. HP scored considerably higher than LP (t = 5.938, p 

= .000) in LLAMA_B, implying that learners with higher English proficiency have better rote memory. In the 

LLAMA_E, HP consistently scored higher than LP (t = 6.966, p = .000), suggesting that high proficiency L2 

learners tend to have stronger phonetic coding ability. HP also outperformed LP (t = 4.412, p = .000) in the 

LLAMA_F test, indicating a better grammatical sensitivity than LP.  
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Table 5. Descriptive Statistics of LLAMA, by Group 

LLAMA test 
HP (n = 30) LP (n = 30) 

t p 
M SD M SD 

Overall 15.63 3.34 9.33 3.49 7.149 .000*** 

LLAMA_B 7.77 1.5 5.03 2.03 5.938 .000*** 

LLAMA_E 3.37 1 1.5 1.07 6.966 .000*** 

LLAMA_F 4.53 1.68 2.8 1.35 4.412 .000*** 

Note. ***p.001 

 

4.2 Results of Correlation Analyses   

 

4.2.1 Correlations of Language Aptitude and Vocabulary Breadth  

 

To see if there were any correlations between all measurements in the two proficiency groups, a series of Pearson 

correlation analyses were conducted. Firstly, the vocabulary breadth of the high proficiency group was compared 

to their subdivided aptitudes as determined by the LLAMA test. As indicated in Table 6, each level of the VLT 

were correlated with three aptitude tests. Rote memory measured by LLAMA_B was found to be significantly 

correlated with 1000 (r = .511, p  .01) and 5000 levels (r = .371, p  .05) of vocabulary breadth, but not with 

2000, 3000, and 4000 levels. Furthermore, LLAMA_F was only found to be significantly correlated with 1000 

level (r = .438, p  .05) of vocabulary breadth. However, no significant correlation was found between LLAMA_E 

and each level of vocabulary breadth. 

 

Table 6. Correlation between L2 Aptitude and Vocabulary Breadth, HP 

 
HP (n=30) 

1000-level 2000-level 3000-level 4000-level 5000-level 

LLAMA_B .511** .291 -.002 .225 .371* 

LLAMA_E .261 .206 .141 .348 .248 

LLAMA_F .438* .356 .233 .160 .292 

Note. LLAMA_B: rote memory; LLAMA_E: phonetic coding ability; LLAMA_F: grammatical sensitivity; *p.05, **p.01 

 

Further, the Pearson correlation analyses were conducted with LP and their language aptitude and vocabulary 

breadth  (see Table 7). First, there was a significant correlation between the LLAMA_B and each level of the VLT 

in LP, with the 2000 level showing the closest correlation (r = .658, p  .001), followed by 1000 (r = .611, p  .01), 

3000 (r = .477, p  .01), 4000 (r = .467, p  .01), and 5000 (r = .397, p  .05) levels. The weakest correlation was 

found with the 5000 level. In contrast, a weak correlation was only found between the LLAMA_E and 5000 level 

(r = .362, p  .05) of the VLT. Additionally, it was discovered that the 1000 (r = .567, p  .01) and 2000 (r = .548, 

p  .01) levels of the VLT had a positive correlation with the LLAMA_F. 

 

Table 7. Correlation between L2 Aptitude and Vocabulary Breadth, LP 

        
 LP (n=30) 

1000 level 2000 level 3000 level 4000 level 5000 level 

LLAMA_B .586** .658*** .477** .467** .397* 

LLAMA_E .164 .299 .17 .28 .362* 

LLAMA_F .567** .548** .337 .308 .221 

Note. LLAMA_B: rote memory; LLAMA_E: phonetic coding ability; LLAMA_F: grammatical sensitivity; *p.05, **p.01, 

***p.001 
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4.2.2 Correlations of Language Aptitude and Vocabulary Depth  

 

No significant correlation was found between vocabulary depth and each aptitude from HP. Thus, a Pearson 

correlation analysis was conducted only with LP, to analyze the relationship between L2 aptitude and vocabulary 

depth in that group. Table 8 provides the results. The LLAMA_B was found to have a significant correlation with 

paradigmatic (r = .438, p  .05), syntagmatic (r = .477, p  .01), and non-related (r = -.441, p  .05) associations.  

However, no significant correlation was discovered between the LLAMA_E and four association types, or between 

the LLAMA_F and the four associations. 

 

Table 8. Correlation between L2 Aptitude and Vocabulary Depth, LP 

 
LP (n=30) 

Paradigmatic  Syntagmatic  Phonological Non-related 

LLAMA_B .438* .477** .246 -.441* 

LLAMA_E .134 .079 .132 .026 

LLAMA_F .316 .312 -.032 -.045 

Note. LLAMA_B: rote memory; LLAMA_E: phonetic coding ability; LLAMA_F: grammatical sensitivity; *p  .05, **p  .01 

 

4.3 Results of Regression Analyses  

 

Firstly, a series of Cronbach’s tests were conducted to ascertain the reliability of further tests. The Cronbach’s 

alphas for three subdivided aptitude tests, five language breadth tests, and four language depth tests were .864, .831, 

and .861 respectively. Thus, to investigate whether the three subdivided L2 aptitudes had a predictive power on 

the development of vocabulary breadth and depth, a series of multiple regression analyses were performed with 

the data where significant correlations were found. The dependent variables were the vocabulary breadth in five 

levels and vocabulary depth in four association types. The three independent variables were: (1) rote memory (i.e., 

LLAMA_B), (2) phonetic coding ability (i.e., LLAMA_E), and (3) grammatical sensitivity (i.e., LLAMA_F).  

 

4.3.1  Language Aptitude and Vocabulary Breadth 

 

Since no significant correlations were found between the three subdivided aptitudes and the vocabulary breadth 

along with 2000, 3000, 4000 levels in HP, the multiple regression analyses were conducted to further identify three 

subdivided abilities’ predictive power of 1000 and 5000 levels of vocabulary breadth only.   

 

Table 9. Multiple Regression Analyses for Aptitudes and Vocabulary Breadth, HP 

    
 HP (n=30) 

 B SE Beta t adj. R2 R2 Change F 

LLAMA_B 

1000 

.264 .084 .511** 3.146** .235** .261** 
9.896** 

 

 

LLAMA_E .096 .133 .124 .722 - - 

LLAMA_F .093 .094 .222 .994 - - 

LLAMA_B 

5000 

1.515 .717 .371* 2.113* .107* .138* 

4.466* LLAMA_E .940 1.131 .153 .832 - - 

LLAMA_F .327 .809 .123 .404 - - 

Note. LLAMA_B: rote memory; LLAMA_E: phonetic coding ability; LLAMA_F: grammatical sensitivity; Dependent variables: 

1000 level, 5000 level of vocabulary breadth;  **p . 01, *p < . 05 
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As shown in Table 9, HP’s rote memory accounted for 26.1% of the variance in 1000 level of vocabulary breadth 

when it was entered (R2 = .235, F (1, 28) = 9.896, p < .01). As a result of the regression coefficient test on rote 

memory, it was found that HP’s rote memory had a statistically significant effect on the 1000-level of vocabulary 

breadth (t =3.146, p < .01). In addition, the beta value of rote memory (β = .511) indicated that the stronger the 

rote memory, the better the performance on the 1000-level of vocabulary breadth. However, phonetic coding ability 

(β = .124, p = .477) and grammatical sensitivity (β = .222, p = .330) did not account any variance to the 1000-level 

of vocabulary breadth when the two variables were considered as indicated by the p values.  Table 9 further presents 

the results for LLAMA_ B, LLAMA_E, and LLAMA_F in 5000 level of vocabulary breadth. The Model showed 

HP's rote memory explained 13.8% of the variance at the 5000 level (R2 = .107, F(1, 28) = 4.466, p < .05). It also  

revealed that HP's rote memory had a statistically significant influence on the 5000 level of vocabulary breadth (t 

= 2.113, p < .05). According to the beta value of rote memory (β = .371), the performance on the 5000-level of 

vocabulary breadth improved with stronger rote memory. However, phonetic coding ability (β = .153, p = .413) 

and grammatical sensitivity (β = .123, p = .569) did not account any variance to the 1000 level of vocabulary 

breadth. 

Based on the correlation analyses mentioned above, a series of the multiple regression analyses were also 

administrated in LP to explore three L2 aptitudes’ predictive power in vocabulary breadth with each level, as is 

evidenced in Table 10.   

 

Table 10. Multiple Regression Analyses for Aptitudes and Vocabulary Breadth, LP 

LLAMA 
 LP (n = 30) 

 B SE Beta t adj. R2 R2 Change F 

LLAMA_B 

1000 

1.755 .717 .586** 3.828** .320** .344** 10.685*** 

 

 

LLAMA_E -.166 .929 -.029 -.178 - - 

LLAMA_F 1.713 .771 .381* 2.221* .385* .105* 

LLAMA_B 

2000 

2.489 .539 .658*** 4.618*** .412*** .432***  

LLAMA_E .683 1.086 .096 .629 - - 21.323*** 

LLAMA_F 1.585 .932 .289 1.700 - -  

LLAMA_B 

3000 

1.998 .696 .477**     

LLAMA_E .135 1.413      

LLAMA_F .813 1.269      

LLAMA_B 

4000 

1.502 .538 .467** 2.791** .190** .218**  

LLAMA_E .874 1.079 .144 .810 - - 7.789** 

LLAMA_F .339 .975 .096 .348 - -  

LLAMA_B 

5000 

1.086 .474 .397* 2.288* .127* .158*  

LLAMA_E 1.343 .927 .261 1.448 - - 5.236* 

LLAMA_F -.100 .839 .027 .132 - -  

Note. LLAMA_B: rote memory; LLAMA_E: phonetic coding ability; LLAMA_F: grammatical sensitivity; Dependent variables: 

1000 to 5000 levels of vocabulary breadth; ***p  .001, **p.01, *p.05 

 

Table 10 shows LP’s regression analyses for rote memory, phonetic coding ability, and grammatical sensitivity 

in the 1000 to 5000 levels of vocabulary breadth. The results show that rote memory can significantly explain 34.4% 

of the variance in the 1000-level of vocabulary breadth (R2 = .320, F(1, 28) = 14.657, p  .01). Grammatical 

sensitivity accounted for 10.5% of the variance (R2 = .385, F(1, 26) = 4.935, p  .05). Additionally, the regression 

coefficient of rote memory (t = 3.828,  p  .01) and grammatical sensitivity (t = 2.221, p  .05) confirmed this. 

The beta values indicated that rote memory and grammatical sensitivity both had significant effects (β = .586; β 
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= .381) with possibly a stronger effect of rote memory. However, phonetic coding ability (β = -.029, p = .137) did 

not provide any variance to the  vocabulary breadth. With 2000 level of vocabulary breadth, it was shown that rote 

memory can significantly predict 43.2% of the variance in the 2000 level of vocabulary breadth (R2 = .412, F(1, 

28) = 21.323, p  .001). The beta value of rote memory (β = .658) displayed that rote memory strongly influenced 

LP’s performance on the 2000 level’s vocabulary breadth whereas phonetic coding ability (β = .096, p = .534) and 

grammatical sensitivity (β = .289, p = .080) did not predict any variance.  For 3000 level, LP’s rote memory 

accounted for 22.7% of the variance in their vocabulary breadth (R2 = .200, F(1, 28) = 8.277, p < .01). The 

regression coefficient test of rote memory revealed that LP's rote memory had a statistically significant effect (t = 

2.868, p < .01). The beta value of rote memory (β = .477) indicated that LP participants with stronger rote memory 

mastered more vocabulary at the 3000-level. However, phonetic coding ability (β = .017, p = .925) and grammatical 

sensitivity (β = .128, p = .659) did not predict any variance for the 3000 level in LP since no valid values were 

found. With 4000 level of vocabulary breadth, only rote memory significantly predicted 21.8% of the variance (R2 

= .190, F(1, 28) = 7.789, p < .01). The beta value (β =.467) revealed that LP participants with greater rote memory 

showed better learning in this level.  However, phonetic coding ability (β = .144, p = .425) and grammatical 

sensitivity (β = .096, p = .629) did not predict any variance at this level. The rote memory significantly contributed 

to LP’s performance on the 5000 level of vocabulary breadth, accounting for 15.8% variance (R2 = .127, F(1, 28) 

= 5.236, p < .05). LP's rote memory had a statistically significant effect on their performance on the 5000 level of 

vocabulary breadth (t = 2.288 and p < .05). The beta value (β = .397) also showed that the stronger one’s rote 

memory, the larger one’s vocabulary size at the 5000-level. However, phonetic coding ability (β = .261, p = .159) 

and grammatical sensitivity (β = .027, p = .896) did not predict any variance. Overall, rote memory provided 

significant contribution to LP’s vocabulary breadth at most levels whereas grammatical sensitivity only exerted a 

limited contribution to LP’s vocabulary at 1000-level.  

      

4.3.2 Language Aptitude on Vocabulary Depth 

 

Since no correlations were found between language aptitude and vocabulary depth with HP, regression analyses 

were not conducted with this group. The regression analyses showing the predictive value of three subdivided L2 

aptitudes in LP's vocabulary depth are shown in Table 11.   

 

Table 11.  Multiple Regression Analyses for Aptitudes and Vocabulary Depth, LP 

 
 LP (n = 30) 

 B SE Beta t adj. R2 R2 Change F 

LLAMA_B 

Paradigmatic 

.852 .331 .438* 2.575* .163* .192*  

LLAMA_E -.032 .671 -.009 -.048 - - 6.633* 

LLAMA_F .388 .603 .127 .637 - -  

LLAMA_B 

Syntagmatic 

.667 .233 .477** 2.869** .200** .227**  

LLAMA_E -.223 .470 -.085 -.474 - - 8.234** 

LLAMA_F .249 .423 .094 .482 - -  

LLAMA_B 

Non-related 

-.673 .259 -.441* -2.604* .166* .195*  

LLAMA_E .544 .514 .189 1.058 - - 6.779* 

LLAMA_F .483 .456 .241 1.238 - -  

Note. LLAMA_B: rote memory; LLAMA_E: phonetic coding ability; LLAMA_F: grammatical sensitivity; Dependent variable: 

WAT (i.e., vocabulary depth); *p  .05 

 

Multiple regression analyses were performed to see the effect of three subdivided abilities on each association 
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type of vocabulary depth. In Table 11, LP’s rote memory accounted for 19.2% of the variance in participants’ final 

valid responses with paradigmatic association (R2 = .163, F (1, 28) = 6.633, p < .05). That is, participants with 

stronger rote memory produced more valid responses with paradigmatic association (t = 2.575, p < .05). 

Additionally, the beta value of rote memory (β = .438) shows that LP’s rote memory significantly explained their 

numbers of paradigmatic responses. However, when phonetic coding ability (β = -.009, p = -.048) and grammatical 

sensitivity (β = .127, p = .637) were entered, no significant variance was found.  

The variance in participants' final valid responses with syntagmatic connection was explained by LP's rote 

memory in 22.7% of the cases (R2 = .200, F (1, 28) = 8.234, p < .01). LP learners with better rote memory can 

generate more reliable syntagmatic association responses (t = 2.869, p < .01). Additionally, the rote memory of LP 

significantly and favorably explained their quantities of syntagmatic associations, as evidenced by the rote 

memory's beta value (β = .477). However, with phonetic coding ability (β = -.085, p = .639) and grammatical 

sensitivity (β = .094, p = .633), no significant variances were found to predict the numbers of responses on 

syntagmatic association. Regarding non-related responses, rote memory significantly predicted 19.5% of the 

variance in LP’s responses with non-related association (R2 = .166, F (1, 28) = 6.779, p  .05). That is, better rote 

memory contributed to LP’s fewer production of non-related association responses (t = -2.604, p < .05). In addition, 

the beta value (β = -.441) showed that rote memory had a significantly negative impact on LPs' responses with 

non-related association in their vocabulary depth. However, no predictive powers were observed with both 

phonetic coding ability (β = .189, p = .299) and grammatical sensitivity (β = .241, p = .226).  

 To summarize the findings of regression analyses, LP's rote memory was responsible for 34.4%, 43.2%, 22.7%, 

21.8%, and 15.8% of the positive differences in their vocabulary breadth at all frequency levels. Additionally, it 

was discovered that 10.5% of their grammatical sensitivity predicted vocabulary breadth at the 1000-level. With 

vocabulary depth, rote memory was found to be positively predictive in valid responses from LP participants for 

19.2% and 22.7% with paradigmatic and syntagmatic associations. Furthermore, rote memory had 19.5% negative 

predictive power of the numbers of response from the LP that had non-related associations, showing higher rote 

memory predicted less non-related responses.  

 

 

5.  Discussion and Conclusion 

 

This study investigated the role of language aptitude in Chinese EFL learners’ vocabulary knowledge. 

Specifically, it examined the relationship between language aptitude and L2 vocabulary breadth at different 

frequency levels, and the relationship between language aptitude and L2 vocabulary depth categorized into four 

main association types. It also examined how subdivided aptitudes function in affecting different proficiency 

learners’ L2 vocabulary breadth and depth.  

First, the results showed that participants in the two proficiency groups differed in their performance on language 

aptitude and vocabulary breadth and depth, with HP outperforming LP in all three. Regarding vocabulary breadth, 

HP had a larger vocabulary size in each level test than LP.  Regarding vocabulary depth, participants in HP 

produced more valid associations than LP in the vocabulary depth test thereby showing that HP’s vocabulary depth 

outperformed that of LP. The findings suggest that L2 proficiency has a considerable impact on both vocabulary 

breadth and depth performance, as was claimed in Meara (2009). Specifically, HP produced more valid 

paradigmatic associations than LP, as was also attested in previous studies (Lu and Lim 202, Meara 2009, Read 

1993). It seems that as learners develop their vocabulary depth, their paradigmatic associations develop. Regarding 

syntagmatic association, no difference was found between the two proficiency groups’ responses. It is possible 

that syntagmatic association continues to pose challenges for EFL leaners even when their proficiency increases. 

Additionally, considering that syntagmatic association is generally created when learners encounter less frequent 

words (Meara 2009), the result from this study may have been found since its stimulus words had been selected 
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from the first three most frequent levels of the BNC/COCA headword list. Thus, familiarity may be the possible 

reason that both HP and LP have rarely exhibited syntagmatic associations. Further research by incorporating 

words beyond the high frequency levels may substantiate the claim that syntagmatic association is less likely to 

be observed with high frequency vocabulary. Lastly, in the present study, the two proficiency groups produced the 

least phonological associations during the vocabulary depth test. The finding is in partial agreement to those of 

Read (1993) and Meara (2009) who found that L2 adult learners’ response is rarely based on phonological 

association, unlike L2 child learners who tend to ignore meanings to produce phonological association such as 

cook-coke, go-goat, and hum-him (p.7). It is unclear whether the age alone is responsible for this difference, but it 

seems to be the case that phonological associations disappear as they are replaced by paradigmatic associations. 

To further substantiate the claim, learners in different age ranges need to be incorporated in future studies.   

Regarding language aptitude, HP outperformed LP in both overall language aptitude and three subdivided 

aptitudes tests, supporting the previous studies in that L2 proficiency is significantly and positively related to one’s 

performance on language aptitude (Dörnyei 2005, Robinson 2013). In the present study, rote memory was found 

to be most strongly correlated with L2 vocabulary among the three subdivided aptitudes. Here, it can be claimed 

that LP learners with stronger rote memory might have strong decontextualized learning capabilities for form-

meaning correlations, as was claimed by Ortega (2009). Specifically, results of LP in the study suggest that except 

for 1000- and 2000-levels, predictive power decreased linearly with as frequency decreased. In other words, 

vocabulary breadth is more significantly predicted by rote memory skills in low level learners with more frequent 

levels of vocabulary.  

LP’s  language aptitude was correlated significantly and positively with vocabulary depth. Specifically, it was 

positively correlated with valid responses of paradigmatic and syntagmatic associations and negatively correlated 

with the non-related association. A possible explanation might be that LP learners with strong rote memory are not 

only better at increasing vocabulary size, but also better at creating more valid word associations (i.e., the largest 

proportion for paradigmatic followed by syntagmatic and non-related for the least) as claimed by Ortega (2009).  

The finding partially supports Granena and Long’s (2012) study where L2 aptitude was a significant predictor of 

L2 vocabulary depth in the adult group. Yet, their study did not divide participants based on proficiency levels.  

In terms of HP in the present study, no significant relationship was found between  language aptitude and 

vocabulary depth. Similar to the results of HP in vocabulary breadth, it is also possible that their vocabulary depth 

was affected by factors other than aptitude. Such a claim is substantiated by HP results where the rote memory 

was shown to account for 26.1% and 13.8% of the positive variations in their vocabulary breadth only at the 1000 

and 5000 levels. Thus, the role of rote memory remains rather unclear for HP. Since no positive variation was 

observed in 2000 to 4000 levels for HP, there is a possibility that more skills may be needed when L2 proficiency 

as well as vocabulary size increase (Lee 2020, Suárez and Gesa 2019). In other words, high-proficiency L2 learners’ 

vocabulary learning may not be explained solely by language aptitude; it is possible that other factors such as 

learning strategy, motivation, and L2 exposure (cf. Lee 2020) are at play, rather than only language aptitude that 

the low-level learners generally rely on. Another possibility is that advanced-level learners' aptitude, as mediated 

by motivation and strategy use, can contribute to their L2 learning results, as was demonstrated by Winke (2013). 

The aptitude of advanced-level L2 Chinese learners was investigated in this study to determine its impact on L2 

learning in reading, listening, and speaking. As a result, learners' aptitude had an indirect effect on their L2 learning, 

which was mediated by strategy use and motivation. In order to investigate this mediation effect, future studies 

need to include factors such as strategy and motivation as variables in examining learners at different proficiency 

levels.   

Overall, learners in the present study seemed not to have activated phonetic coding ability to recognize the 

written words during the aptitude tests. Yet, LP had a higher proportion of phonological association than HP. 

According to Schmitt (2000), L1 children exhibit more phonological association and a tendency to shift to more 

paradigmatic association in their vocabulary development. It may be that learners in the present study show a 
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similar pattern. Since phonological association in both LP and HP exhibited the least proportion, the absence of 

statistical significance may have resulted due to small amount of data, so the above claim cannot be substantiated 

here. Future studies thus need to examine the exact effects on lower frequency words (i.e., words frequency that 

over 5000 level) to find out a comprehensive understanding of the relationship between phonetic coding ability 

and L2 vocabulary.   

Regarding grammatical sensitivity,  LP’s grammatical sensitivity predicted 10.5% variance of vocabulary 

breadth at the 1000 level unlike in HP. According to Skehan (2002), different subdivided aptitudes perform 

different roles based on the following four L2 learning stages: the first stage being the beginning of L2 acquisition 

when learners start to realize or input new language knowledge (i.e., Noticing), the second stage (i.e., Patterning) 

where learners are expected to summarize some knowledge such as grammar rules. Unlike the first and second 

stages, the third stage (i.e., Controlling) where an upper level for further developing proficiency from low to the 

top, and the final stage (i.e., Lexicalizing) where learners output language fluently without errors. The reason that 

grammatical sensitivity is not correlated with HP’s but LP’s vocabulary breadth may be because it is considered 

to only play its role at the beginning of the second stage. In other words, learners higher than the beginning level 

may not use the grammatical sensitivity to develop their vocabulary depth. It can be claimed that HP learners 

administer some other cognitive abilities such as working memory and attentional processing, as claimed by Kim 

(2018) and Skehan (2002). Similarly, Robinson (2005) and Artieda and Muñoz (2016) claimed that cognitive skill 

(i.e., aptitude) alone might not be predictive of advanced learners’ L2 acquisition and the current language aptitude 

assessments are not sensitive to the cognitive skills that are relevant at higher levels of L2 development. In line 

with their claims, HP in this study may possess abilities that LP do not have to develop their vocabulary knowledge. 

To summarize, this study discovered that the development of high-frequency words such as those in the first 

1000-frequency level in their isolated forms was significantly predicted by rote memory. This suggests that for 

less-skilled EFL learners, practicing vocabulary by rote memorization can help them recognize and recall words 

at least in their early stages. However, because lower-frequency words were not as susceptible to rote memorizing, 

educators should keep in mind that rote memorization is not as helpful in developing more advanced vocabulary. 

As for the advanced learners, stronger language aptitude may not be enough for their vocabulary development. 

Therefore, educators may wish to help learners find additional ways to develop their L2 vocabulary. They may 

need to provide various opportunities to improve learner motivation and engagement inside and outside of the 

classroom. In addition to classroom input, extracurricular L2 exposure made available via offline and online 

settings should be useful for vocabulary development.  

There are some limitations to the present study. First, in terms of high-proficiency learners, language aptitude 

might yield stronger effects by including additional cognitive skills such as working memory and attentional 

processing. Thus, future studies may need to explore additional factors rather than aptitude alone to find out the 

abilities that are relevant at higher levels of L2 development of vocabulary. Second, in terms of the function of 

phonetic coding ability, increasing frequency levels of vocabulary may provide a more comprehensive 

understanding of its influence. Third, in terms of the participants, the role of language aptitude at different L2 

proficiency should be varied. Future studies may include more diverse levels of participants (e.g., low, intermediate, 

high, and near-native levels) to discover the relationships between language aptitude and its effect on L2 

vocabulary more precisely.    
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This study investigated how English as a lingua franca (ELF) learners use their 

intercultural discourse and pragmatic strategies in the translation of children’s stories. 

English as an international language has blurred the boundary between English as a 

foreign language (EFL) and English as a native language (ENL), defining the concepts 

of intercultural communication skills and pragmatic strategies as being more vital. This 

study analyzed the translations of Korean university students in a translation workshop 

aimed at improving their English and translation skills. The findings indicate that the 

translation of ELF learners is a complex process of meaning negotiation that involves 

the use of intercultural pragmatic strategies. Intercultural pragmatic competence 

involves the integration of complex elements of pragmatics from two languages such 

as interlanguage. The study shows that intercultural pragmatic strategies were used for 

meaning-based translation rather than structure-based translation. The ELF learners’ 

unique intercultural pragmatic strategies did not result in errors but reflected their 

developmental stage of intercultural pragmatic competence. This study discusses 

further implications for enhancing intercultural pragmatic strategies.  
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1. Introduction 

 

The purpose of this study is to examine the extent to which ELF learners use their intercultural pragmatic 

strategies in the translation of children’s storybooks. As English has become the most prominent international 

language (Crystal 2006, 2018), it is imperative to reconsider assumptions about English proficiency, language 

communities, and norms that are used in teaching. The pedagogy of teaching English as an international language 

should not be based solely on the norms of inner circle English speakers (Kachru 1985), but rather on the norms 

negotiated by intercultural speakers on both sides of boundaries, considering their communication background and 

purpose (Canagarajah 2013). Kramsch (2014) emphasizes the significant role of intercultural pragmatic 

competence in negotiating meaning in a multicultural communication context, rather than knowledge of English 

pragmatics, as the boundaries of grammatical, lexical, and discourse between EFL and ENL are becoming blurred.  

After reading and writing, which have been defined as dynamic meaning negotiation processes, translation has 

been defined as a complex meaning negotiation process enhanced by pragmatic strategies. In the realm of English 

teaching, the focus has shifted from developing mechanical translation skills based on grammatical equivalences 

to developing pragmatic strategies in multilingual communication. Translating into English as an international 

language requires intercultural pragmatic competence as much as language competence. It means that there should 

be research focusing on how translators co-construct their intercultural pragmatic strategies that combine elements 

of the translators’ L1 and L2 cultures in a context of time and space of translation (Kecskes 2014). The purpose of 

this study is to examine the use of intercultural pragmatic strategies employed by ELF Korean learners in a 

translation workshop designed to enhance their writing and translating skills in English. 

 

 

2. Literature Review 

 

2.1. English as a Global Language 

 

The increase in the use of ELF now requires intercultural communicative competence in ELF communication, 

which differs from EFL to communicate with native English speakers (Jenkins 2015). The research focusing on 

the process of intercultural communication and how speakers use their resources to negotiate meaning in a certain 

context challenges us to reconsider previously establish assumptions about linguistic norms, community, and 

language competency (Seidlhofer 2011). For example, the notion of pragmatic failure (Kasper 2000) which means 

a failure to interpret or convey intended meaning in a native English-speaking social context has become a 

challenge. Process-oriented research argues that socially appropriate linguistic behaviors cannot be defined as 

fixed or predetermined prior to communication. In particular, in intercultural communication, speakers negotiate 

not only with English competence and their own expectations which come from their first language experience but 

also with interlocutors to establish a common ground. Correspondingly, since L2 learners have become exposed 

to two language systems, they develop a hybrid pragmatic competence that presupposes the notion of interlanguage 

(Kecskes 2014). These intercultural speakers co-construct norms of interaction based on their unique 

communication contexts rather than the norms derived from the native English-speaking community. For example, 

pronunciation features such as avoiding consonant deletion at the beginning of words happen frequently in ELF 

interactions. Therefore, the traditional definition of native versus nonnative speakers is no longer useful in ELF 

pragmatic analysis (DeCapua and Dunham 2007, Gimenez, Calvo, and El Kadri 2015, Taguchi 2021). However, 

this new concept of intercultural pragmatics has not yet been the focus of much research on translation as a practice 
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in using ELF. Taguchi (2021) suggested there should be an extension of ways of investigating pragmatics for 

learning and teaching beyond the traditional approaches. 

 

2.2. Intercultural Pragmatics 

 

Given the increased attention towards studies on ELF and intercultural communication, significant research 

focusing on revealing the change of norms in phonology, morphology, and syntax of ELF has been carried out 

(Jenkins 2000), yet pragmatics has received attention in research (Kaur 2011, 2017, Pietikäinen 2018) on ELF 

much later (Kasper 2011). Since the definition of language competence by Bachman (1990) and Thomas (1983) 

includes pragmatic competence, it needs to be focused on more than now. In early research, pragmatic competence 

was defined as the ability to communicate speakers’ intended meaning in any socio-cultural context and to interpret 

the interlocutor’s intended meaning. According to Bachman and Palmer (1996), pragmatic knowledge consists of 

two components which are functional (the knowledge of form-function mappings) and sociocultural (the form-

function mappings to contexts of use) knowledge. The research of L2 pragmatics investigates learners’ 

understanding of the relationship among linguistic forms, function, and context of use based on their pragmatic 

competence.  

However, Young (2011) criticizes the concept of pragmatic knowledge in the previous research because it is 

viewed as stable and fixed. This concept cannot explain aspects of the dynamic and interactive nature of the 

meaning-making process. He argues that process-oriented interactional pragmatics takes the view that individual 

speakers co-construct new hybrid norms based on their “third culture that combines elements of each of the 

speakers’ L1 cultures in novel ways” (Kecskes 2014, p.13). Thus the concept of pragmatic competence has shifted 

to the ability to negotiate meaning in a flexible and adaptive manner for co-constructing a communicative act. This 

new view of pragmatics also impacts ELF education which now looks at the process of translation in a new way. 

Thus, as Taguchi (2021) points out, “L2 learners use their own understanding of form-function-context mappings 

from their L1, but their prior knowledge becomes shared knowledge and new norms of interactions emerge during 

intercultural communication” (p. 616). Pinto and Raschio (2007) show empirical data in their study on heritage 

learners that L2 learners use distinct pragmatic strategies which are not completely in line with L1 and L2. These 

come from their experiences in the two speech communities. Along with these shifting identities between two 

different communities, they use their unique profiles as L2 learner pragmatics (Taguchi and Roever 2017). 

Although several studies on the intercultural impact on pragmatic performance have been carried out in applied 

linguistics, intercultural pragmatics has not received much focus in regard to using translation as a way of teaching.  

 

2.3. Intercultural Pragmatics and Translation  

 

2.3.1 Intercultural Pragmatics in Translation Practice  

 

Since translation is highly interdisciplinary in nature, it interacts with other areas. The translation studies 

interacting with pragmatics date back to the 1990s. The early research mostly focused on the interplay of 

pragmatics and translation. In particular, researchers studied cross-cultural transfer (Hatim and Mason 1990) in 

discourse texture, the illocutionary force of utterances, speech acts, coherence or cohesion, and interpretation. 

They dealt with how pragmatic issues may shift across cultural contexts and how pragmatic equivalence may be 

achieved across cultural contexts in translation practice. The next period of translation research (Hickey 1998) 

elaborated more on pragmatic phenomena in translation practice such as politeness and translation (House 1998), 
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new and old information in translation (Knowles 1998), presupposition in translation (Fawcett 1998), and deixis 

in translation (Richardson 1998). 

The focus of this research moved more to translational context than to fixed pragmatic norms and rules. Baker 

(2006) discussed the importance of translator-mediated events where translation was seen as recontextualization 

(House 1998). Since it adapts the intercultural view of pragmatic competence which is the ability to co-construct 

a communicative act, most of this research highlights the use of intercultural pragmatic strategies in translation 

practice.  

Therefore, translating now can be defined as an act of meaning negotiation with analysis of the source text 

message and of the communicative situation of the target language to re-create the proper condition of reception 

for the target text message. Meaning negotiation in translation occurs recursively; for example, translators move 

backward to the information supplied by the source language text and forward to the target reader-supplied 

information.  

 

2.3.2 Translation of the Children’s Story and Intercultural Pragmatics 

 

As the purpose and context of communication play a significant role in creating meaning in communication, 

the purpose and the context of writing a story are very important in translating. Skopos theory (Nord 1998), which 

holds an important position in the translation of a children's story, also emphasizes that translating a text is 

producing an appropriate product to be comprehended by the reader because all human beings create something 

with a purpose.  

Since a children’s storybook has educational content and a message within the story upon which young readers 

may build good characteristics, a translator needs to have a purpose in producing an appropriate translation product 

for children. This leads to the manipulation of the source text for the acceptability of the reader (Kim 2020). Since 

the translation of a children’s story is relevant to a certain age group of readers, a translator also needs to consider 

the choice of words and sentence structure based on the level of understanding and culture. 

For acceptability, how faithful the way translating source text to the target text has been considered as the main 

difficulty, particularly when a text involves culture-specific terms and ideas. To fulfill the faithfulness of the 

translation, a translator has to choose one of two translation strategies - domestication or foreignization. The 

foreignizing translation retains the foreignness and cultural otherness of a foreign text even if it alienates the target 

language and cultural norms by literal translating. On the other hand, the domesticating translation known as the 

free translation has no equivalent traces of the source language in words, structure, and pragmatics if it preserves 

naturalness for the target audience. In order to raise acceptability in the translation of children’s stories, a translator 

needs intercultural pragmatic competence to negotiate meaning enhanced these strategies for the potential readers. 

Specifically, in the early translation research for children’s stories, literal translation was dominant to achieve 

equivalence between the source text and target text. Translation strategies mostly focus on only the level of the 

word, grammar, syntax, and structure of the source language. It expands later for acceptability (Baker 1992) with 

the concept of theme and rheme in functional linguistics. In this viewpoint, a sentence consists of theme and rheme 

and theme refers to the first element in the sentence. It represents “the starting point for the message” (Halliday 

and Matthiessen 2004). On the other hand, rheme refers to the component that comes after the theme that represents 

the remainder of the message. Since theme controls the flow of information the author intends, it is highly related 

to the coherence of the whole text. The lack of coherence in translation is derived from the mistranslation of theme 

and rheme although there is no ungrammatical sentence (Kim, Choi, and An 2011). To extend the scope of 

acceptability into the pragmatics aspect, it needs not only a micro-level of analysis of the texts aiming at the 

identification of their functions in their corresponding culture but also a macro-level of analysis including the 
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global organization of the text. 

 

 

3. Research Method 

 

3.1 Data Collection 

 

This study analyzes the translation of texts in a translation workshop whose aim was to improve the English 

proficiency and translation skills of Korean university students. To investigate the use of intercultural pragmatic 

strategies in the translation process, the translations of children’s stories by Korean university students and a native 

English-speaking instructor were collected.  

The workshop consisted of lectures by a native English-speaking instructor and a translation practice as a 

process of writing by the students. The nine hours of lectures covered the effective use of genre knowledge and 

pragmatic strategies in translating a children’s story during one week. Then, students worked in pairs to choose a 

children’s book, which they translated from English into Korean and then back into English over the four weeks. 

The back translation method has been suggested as a tool to reinforce vocabulary, grammar, and writing skills 

(Cheon and Hwang 2020). After the instructor reviewed the first draft, the students rewrote the final version every 

two weeks during the workshop. Finally, the instructor translated all of the stories to provide a different version of 

the translation for the students to compare their translations with the original author and that of the English-

speaking instructor.  

 

TABLE 1. Participants and Materials 

Name & Year 
Purpose of participating 

in the workshop 

Language proficiency 
Titles of picture books 

Sebastian 
To teach TOPIC 120 

(Level 3) 
All five books 

Yeajin (2) 

Hyaein (2) 

To improve translation 

skills 

TOEIC 820 Piggybook 

Browne (1986). 

Kyungju(2) 

Yunjong(4) 

To improve English 

proficiency 

TOEIC 750 Zoo 

Browne (1992). 

Subin(2) 

Juyun(2) 

To improve translation 

skills and English 

proficiency 

TOEIC 780 
Millions of Cats 

Gág (1929) 

Jungbin(1) 

Yealin(4) 

To improve English 

proficiency 

TOEIC 820 Into the Forest 

Browne (2004). 

Yuana(4) 

Hyunju(3) 

To improve translation 

skills and English 

proficiency 

TOEIC 790 
The Tunnel 

Browne (1989). 

 

The L2 participants had an intermediate level of English proficiency, with a TOEIC score ranging from750-

800. The instructor was a native English speaker who has been teaching at Korean universities for over ten years 

and was proficient in Korean at a TOPIC level 3 (with a score of over 120). The names of the participants were 

kept anonymous to maintain the confidentiality of individual participants. 
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3.2 Data Analysis  

 

The methodology used for this study was discourse analysis. This qualitative research method focused on 

exploring various intercultural pragmatic strategies to translate an equivalent meaning in two languages. The 

analysis mostly focused on how participants co-construct their intercultural pragmatic strategies that combine 

elements of the translators’ L1 and L2 in a context of time and space of translation for a children’s story.  

This study uses the framework of pragmatic analysis as you see in Table 2 with a modification of Yule’s (1996) 

framework. In particular, the data analysis focuses on providing a descriptive account to reveal the process of co-

constructing intercultural strategies with their experiential outcome rather than simply evaluating whether the 

participants adhere to the prescriptive rules based on English pragmatics. 

 

TABLE 2. A Framework of Pragmatic Analysis 

Categories Items 

Deixis and distance 

 

 Personal/ social deixis and social distance 

 Exclusive vs. inclusive 'we' 

 Psychological distance 

Reference and inference: New and old information  Attributive use of reference 

 Referential use of reference 

Speech act: 

The illocutionary force of utterances 
 Direct vs. indirect speech act 

Implicature 

 

 Hedges (Marked expression) 

 Particularized conversational implicature 

Politeness and interaction 
 

 Social power distance 

 Face-threatening  

 

The researcher carefully reviewed the translated text multiple times to categorize the data and .generate the 

study’s findings. In order to increase the validity of the study, a native English-speaking researcher reviewed the 

analysis.  

 

 

4. Results  

4.1 Translation Based on Intercultural Pragmatics  

 

The results of this study show that translation is a complex meaning negotiation process utilizing different 

intercultural pragmatic strategies. It occurs in a recursive manner, whereby participants move both backward to 

the source text and forward to the target reader-supplied information. The participants use a unique hybrid 

pragmatic knowledge based on their mother tongue and the target language to translate a text similar to the way 

L2 learners use their interlanguage. They employ intercultural pragmatic strategies primarily to translate implicit 

meaning (Larson 1984) rather than focusing solely on linguistic meaning. The utilization of specific strategies, 

such as those aimed at enhancing acceptability and speakerbility, can be influenced by the genre of a text as is the 

case with children’s stories.  
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4.1.1 Translation as a Complex Meaning Negotiation  

 

The comparison of the four texts in the following excerpt demonstrates that the different use of intercultural 

pragmatic strategies can lead to the different levels of rudeness exhibited by the boys. The observation that the 

native English-speaking instructor translated the story differently from the original version reveals the importance 

of intercultural pragmatic competence and the effective use of pragmatic strategies, in addition to linguistic 

proficiency, in the translation process. 

In the original text, a directive speech act has been used with an imperative sentence structure which indicates 

a strong request with face threats. In the source text in Korean, even though it still keeps the same force a speech 

act with an imperative structure, the pragmatic meaning of strong command has been mitigated using the honorific 

suffix “-요” and “-습니다”.  

 

Original Text by the Author: 

“Hurry up with the meal, Mom,” the boys called every evening when they came home from 

their very important school. 

Source Text in Korean:  

“ 엄마, 빨리 밥 줘요.” 아이들은 아주 중요한 학교에서 돌아와 저녁마다 외쳤습니다. 

Native English Speaking Instructor: 

Every evening when Simon and Patrick got home from their very important school, they 

would shout: “Mom, make us some dinner!” 

Korean Students: 

“Mom, Give me some food quickly.” The children shouted every evening after coming back 

from their very important school. 

From Piggybook (Browne 1986) 

 

Both the Korean participants and the instructor understand the rudeness in the message of the boys which is 

delivered with a direct speech act and global coherence throughout the source text. However, the instructor creates 

a mitigated pragmatic expression based on his hybrid intercultural pragmatic knowledge rather than one based on 

Korean or English pragmatics. The instructor sets an adverbial clause in the first part before the imperative 

sentence which shows the rudeness of the boys. The selection of this strategy moderates the pragmatic meaning of 

rudeness. 

Even though the Korean participants keep the imperative sentence structure in the first part but translate the 

text literally using the addresser, Mom, in the imperative sentence, it also moderates the rudeness of the boys 

because the existence of the addressee in the first part of the imperative sentence tends to reduce a certain degree 

of the social distance than if it started with a verb.  

It shows that they use various hybrid intercultural pragmatic strategies to deliver the meaning that they 

negotiated with the source text. Furthermore, it reveals that the nature of intercultural pragmatic strategies is 

idiosyncratic since they are cultivated from a hybrid of L1 and L2 pragmatics. 

 

4.1.2 Intercultural Pragmatic Strategies for Acceptability  

 

The participants endeavor to translate the implied meaning in language taking into account the acceptability of 

a symbol when two different symbols cannot correspond one to one. This is because both pragmatics and 

translation aim to promote communication by analyzing the function of language based on semiotics. Therefore, 
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the use of pragmatic strategies is crucial in ensuring the acceptability of a translated text, particularly in cases 

where metaphors containing cultural presuppositions and implicatures shared by members of specific societies are 

being translated.  

The following excerpt provides an example of the translation of a metaphoric expression. In the source text, 

교통지옥 (traffic hell) is used to express traffic jam, as this phrase is not commonly used in Korean in the context 

of traffic. For the back translation, the Korean participants and the instructor first comprehend the meaning of 교

통지옥 through words and pictures in the story, and then utilize their intercultural pragmatic strategies to align the 

expression with the implicit meaning of traffic jam, despite the different linguistic meanings of the two phrases. 

As argued, in cases where it is challenging to find an equivalent meaning for jokes in the target language, 

domestication strategies such as modification, addition, and deletion were employed to bridge the gap between the 

different cultural contexts of the two languages. 

 

Original Text by the Author: 

“What kind of jam do you get stuck in?” asked Dad.  

Source Text in Korean:  

“우리가 만난 지옥이 어떤 지옥인 줄 아니?” 

Native English Speaking Instructor: 

Suddenly Dad asked, “Do you know what kind of jam we are in right now?” 

Korean Students: 

“Do you know what jam we meet?” asked Dad. 

From Zoo (Browne 1992) 

 

4.1.3 Intercultural Pragmatic Strategies for Speakerbility 

 

The participants in the translation of a children’s story consider not only acceptability but also speakerbility 

since children’s stories are meant to be read aloud. Onomatopoeia is one of the important figures of speech to 

increase speakerbility in children’s stories as it creates a rhythmical effect with repetition of the same sound or 

similar sounds. However, translating onomatopoeia from Korean to English can be problematic, as it is more 

complex and used more frequently in Korean than in English (Shin 2005). To overcome this, fruitful 

onomatopoeias are often translated into idioms or rhythmical expressions that fit the rhetorical system of the target 

language. This exemplifies how translation with intercultural pragmatic strategies takes into account implicit 

meaning to find equivalent expressions. 

The following excerpt shows an example of an intercultural pragmatic strategy used to adapt a repetitive 

expression for speakerbiltiy while considering the purpose of the text and conveying the implicit meaning of 

continuous fighting.  

 

Original Text by the Author: 

Whenever they were together they fought and argues noisily. 

Source Text in Korean:  

둘은 얼굴만 마주치면 티격태격 다투었어요. 

Native English Speaking Instructor: 

There was never a minute of peace between them.  
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Korean Students: 

When they were together, they fought and fought.  

From The Tunnel (Browne 1989). 

 

The source text adds the expression, 티격태격 to vividly translate the idea of fought and argues noisily using 

onomatopoeia in the Korean language. The participants also employ intercultural pragmatic knowledge of how a 

delicate sense of meaning can be delivered in another language in back translation. The instructor substitutes the 

onomatopoeia with a descriptive sentence such as never a minute of peace while the Korean participants employ 

an alliteration strategy by repeating the words fought and fought to convey the rhythmic effect of the 

onomatopoeia. 

 

4.1.4 Intercultural Pragmatic Strategies for Implicature 

 

The participants in this study aim to translate the text to communicate with possible readers who are children 

in various countries of the world instead of only native English-speaking children. Thus, the purpose of translation 

is not identically the same as the original text. They try to translate implicated meaning using intercultural 

pragmatic strategies related to implicature. Since the reader can infer additional meaning from the linguistic form 

and structure as well as from the meaning the words themselves are intended to convey, the effective translation 

of implicature relies on the translator’s level of communicative competence in both languages and their use of 

intercultural pragmatic strategies utilizing a global organization of the text. 

The following excerpt illustrates how the Korean participants use their intercultural pragmatic strategies to 

paraphrase the implicated meaning rather than translating the sentence literally. The Korean participants place the 

result at the beginning of the sentence knowing that the result usually comes first in the cause and result structure 

in English. As a result, the translated text emphasizes the sense of loss and wonder in the situation.  

 

Original Text by the Author: 

We hadn’t got a map of the zoo so we just wandered round. 

Me and my brother wanted to see the gorillas and monkeys, 

but we had to see all these boring animals first. 

Source Text in Korean:  

우리는 동물원 안내 지도가 없어서 무턱대고 돌아다녔다. 

나랑 해리는 고릴라와 원숭이를 구경하고 싶었지만, 재미없게도 다른 동물들부터 봐야 했다.  

Native English Speaking Instructor: 

We didn’t have a map of the zoo so we just wandered around. 

Korean Students: 

We just wandered around, not knowing where to go because we didn’t have a map of the zoo. 

From Zoo (Browne 1992) 

 

On the other hand, the instructor and the author of the original text use the conjunction so to emphasize the 

cause of the event, showing the sequence of events in the timeline and placing the cause phrase at the beginning 

of the sentence. In the context of the entire text, it is natural that the cause of wondering be presented first to 

maintain coherence with the subsequent sentences, which describe how the boys were unable to watch what they 
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wanted to watch initially.  

Additionally, the following excerpt provides an example of implicature. In both the original text and the source 

text in Korean, the fight between baboons reminds the mother of two squabbling boys. However, the sentence 

does not explicitly state this connection, instead referring to someone. In the source text in Korean, a domesticating 

strategy is used to comment on what surrounds the fighting rather than on the person. 

 

Original Text by the Author: 

Two of them had a fight. 

“They remind me of someone,” said Mum.  

“I can’t think who.” 

Source Text in Korean:  

개코원숭이들이 싸우자, 엄마가 말했다. “어디서 많이 보던 모습이구나. 어디서 봤는지는 모르지만” 

Native English Speaking Instructor: 

Whenever the baboons started fighting, Mom said, “I’ve seen something like this before, but I’m 

not sure where…” 

Korean Students: 

“I’m used to seeing them. They remind me of my boys when they fight”, said Mum. 

From Zoo (Browne 1992) 

 

In this case, the Korean participants clarify the implicature of the sentence by using explicit words, such as my 

boys, to convey the author’s intention clearly. This proves that they understand that the source text has applied a 

domesticating strategy. The Korean participants attempt to re-domesticate the sentence into the target language by 

clarifying its implicature rather than translating it literally. They explain a temporal situation when the boys fight 

using a temporal adverbial phrase. On the other hand, the instructor attempts to translate this sentence literally, 

focusing on the place mentioned in the source text, despite it breaking the coherence of the text.  

 

4.2 Intercultural Pragmatic Strategies for Dialogue 

 

The analysis of the translation of children’s stories reveals the use of strategies related to speech acts. This is 

because dialogues play a significant role in developing plots in children’s stories that are appropriate for young 

readers. In particular, when the participants translate speech acts that include information on formality, politeness, 

and a character relationship, they employ intercultural pragmatic strategies. They do not always translate speech 

acts one to one correspondently because there are different norms of speech acts between Korean and English. The 

use of intercultural pragmatic strategies is a complex process because interlocutors share “knowledge of roles and 

status of participants, knowledge of formality level, knowledge of domain determining the register of a language” 

(Levinson 1983, p. 23) when a speaker uses speech acts to force the interlocutor’s action. 

 

4.2.1 Intercultural Pragmatic Strategy Related to Speech Act  

 

In this section, the results of data analysis demonstrate how the participants utilize intercultural pragmatic 

strategies to translate the level of formality in requests, degree of expression of emotions, and interpersonal 

closeness. According to Yule (1996), speech acts refer to the fact that an utterance can state a certain fact but also 

force one’s interlocutor to perform a specific action. These speech acts can be performed directly or indirectly, 
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depending on how meaning is conveyed. Direct speech acts have a direct relationship between form and function 

while in indirect speech acts, the form does not directly relate to its functional use. Indirect speech acts are often 

problematic in translation because they have implied meaning beyond what is explicitly said, and they are also 

particularly culturally bound. 

 

4.2.1.1 A Level of Formality 

 

The following excerpt provides an example of how participants utilize intercultural pragmatic strategies to 

translate formality. They use different levels of directness when making requests based on their intercultural 

pragmatic competence. In the original text below, the expression If only we had a cat! is an indirect speech act. 

The old woman expresses her desire for the old man to get a cat for her using a hypothetical statement. The sentence 

describes her wish literally but the illocutionary act of the sentence is an informal request. In English, speech acts 

used for requests are often indirect speech acts with consideration of the politeness principle to avoid threatening 

the interlocutor’s face. In Korean, direct speech acts can be used without face threatening due to a sophisticated 

honorific suffix system. However, in the source text in Korean, an indirect speech act is still used to preserve the 

style of the original text’s speech act.  

 

Original Text by the Author: 

“If only we had a cat!” sighed the very old woman.  

...   

“I will get you a cat, my dear,” said the very old man. 

Source Text in Korean:  

하루는 할머니가 한숨을 푹 내쉬었어요. “고양이라도 한 마리 있으면 좋으련만!”  

Native English Speaking Instructor: 

One day the old woman sighed and said, “Wouldn’t it be nice if we had a cat?” 

Korean student:  

One day, the old lady sighed. “I wish we had a cat!” She said.  

From Millions of Cats (Gág 1929) 

 

The instructor's translation is slightly more formal than the original text. Even if it appears to be a direct speech 

act because it is translated from the exclamatory sentence into an interrogative sentence, it is actually an indirect 

speech act because it is not a straightforward request for information. The instructor’s translation expresses a 

hypothetical situation of owning a cat and wondering whether it would be nice or not. It is not a direct request for 

a cat, but rather an expression of a desire to have one. The use of the hedge wouldn’t it be nice makes the sentence 

more polite and less demanding. In order to translate the level of formality, the instructor uses intercultural 

pragmatic strategies related not only to indirect speech acts but also to hedges.  

On the other hand, the Korean participants try to translate it with a slightly more direct expression compared 

to the original text. I wish we had a cat is a more direct expression because it clearly states the speaker's desire to 

have a cat, unlike the expression if only we had a cat which suggests that the speaker is merely imagining what 

life would be like if they had a cat. It does not clearly state the speaker's desire to have a cat. The Korean 

participants’ request is the most direct, while the instructor's request is the most indirect. This shows that the 

participants use their unique intercultural pragmatic strategies to translate the levels of formality, which are derived 

from the hybrid pragmatics of the two languages. 
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4.2.1.2 Degree of Emotion  

 

The findings of this study indicate that changing the level of (in)directness in translation can affect the conveyed 

nuance of meaning. In particular, the findings in the following excerpt show how the use of an exclamatory 

sentence with an implied subject and a verb, as opposed to a declarative sentence with a subject and a verb, as well 

as the addition of reporting words, can impact the translation of the pragmatic meaning of a sentence. These 

findings demonstrate the importance of employing intercultural pragmatic strategies based on the integration of 

different levels of literal and pragmatic meaning in order to accurately convey the intended message in a given 

context.  

 

Original Text by the Author: 

“Daylight robbery!” Dad snarled. 

Source Text in Korean:  

“이런 날강도 같으니라고!” 아빠는 버럭 소리를 질렀다.  

Native English Speaking Instructor: 

“This is daylight robbery!” Dad shouted. 

Korean Student 

“Highway Robbery!” Dad muttered. 

From Zoo (Browne 1992) 

 

In the above excerpt, the original text uses the expression, Daylight robbery!, as a direct speech act to illustrate 

the exasperated feelings of anger by omitting the implied subject. However, in the instructor’s translated text, the 

pragmatic meaning of anger is diminished by using a declarative sentence, which is slightly less direct than the 

subject-omitted sentence. The addition of this is makes it more of a statement of fact rather than a direct expression 

of emotion. The use of the verb is also shifts it to be more of a descriptive sentence, with a focus on the object of 

the emotion rather than on the emotion itself. Moreover, the choice of reporting verb shouted in the translated text 

conveys a meaning different from the original text. While the reporting word snarled suggests a strong sense of 

anger and frustration with an aggressive tone of voice, the use of shouted implies an emphasis on the injustice of 

the situation with a loud and forceful manner of speaking.  

On the other hand, the Korean participants attempt to maintain the same structure as the original text but employ 

a figurative sense of idiomatic expression to describe situations that are being taken advantage of. However, their 

use of the intercultural pragmatic strategy of figurative idiomatic expression makes the expression more indirect 

since it takes time to discern the figurative meaning. Moreover, the choice of reporting verbs snarled and muttered 

conveys different levels of anger and intensity. The reporting verb muttered softens the pragmatic meaning of the 

sentence by implying that Dad is speaking in a quieter and more subdued manner, in contrast to the verb snarled, 

which conveys a higher level of anger and intensity.  

 

4.2.1.3 Interpersonal Relationship 

 

The following excerpt demonstrates how the change in the level of directness can influence interpersonal 

relationships in translation. The original text used a subject-predicate inversion strategy to convey a direct 

command and emphasize the mother’s irritation. Since the use of a declarative sentence structure for giving a 
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command is interpreted as an indirect speech act requesting something according to the pragmatics of English, the 

author changed the sentence structure to a strong direct speech act with a subject-predicate inversion structure. In 

the source text in Korean, a direct speech act is used without the honorific suffix clearly demonstrating the rigid 

hierarchical relationship between the mother and the children.  

When the participants attempt a back translation, the instructor uses a declarative sentence structure without a 

subject-predicate inversion. This demonstrates that while the concept of the horizontal relationship between 

children and parents remains the same as in the original text, the delicate sense of anger of the mother and the 

force of commending were reduced. This makes the expression You two go outside and play nice! less direct and 

authoritative than the expression Out you go together.  

On the other hand, the Korean participants attempt to use a subject omission strategy to make a direct speech 

act to show the authority of the mother and the rigid interpersonal relationship between them. However, even 

though they follow the rules of the direct speech act mechanically, the pragmatic meaning of the sentence by the 

Korean participants is not as strong in terms of conveying the direct command and rigid interpersonal relationship 

as the original text. This is because the inversion of the phrasal verb out you go conveys a stronger sense of giving 

a command than just deleting a subject to make an imperative sentence. This demonstrates the importance of 

intercultural pragmatic competence in translation. 

 

Original Text by the Author: 

One morning their mother grew impatient with them. “Out you go together,” she said 

Source Text in Korean:  

어느 날 아침, 엄마가 보다 못해 화를 냈어요. “둘이 같이 나가서 사이 좋게 놀다 와!”  

Native English Speaking Instructor: 

One morning, Mom was angrier than usual. “You two go outside and play nice!” 

Korean Student 

One morning, Mother got angry and said 

“Go out and play with each other!” 

From The Tunnel (Browne 1989) 

 

Another example of changing an interpersonal relationship by using different speech acts can be found in the 

following excerpt. The author of the original text uses a direct speech act by choosing an interrogative sentence to 

show the blunt and authoritative characteristics of the father. However, in the source text in Korean, the sense of 

authority of the father is mitigated by the use of the suffix –아니? in the interrogative sentence. This suffix form is 

less strong than – 아냐? which shows a stronger sense of authority by the speaker. 

 

Original Text by the Author: 

“What kind of jam do you get stuck in?” asked Dad.  

Source Text in Korean:  

“우리가 만난 지옥이 어떤 지옥인 줄 아니?” 

Native English Speaking Instructor: 

Suddenly Dad asked, “Do you know what kind of jam we are in right now?” 

Korean Students: 

“Do you know what jam we meet?” asked Dad. 
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From Zoo (Browne 1992)  

 

The Korean participants and the instructor use indirect embedded questions to convey a mitigated authoritative 

tone influenced by the source text in Korean, such as Do you know what kind of jam we are in right now? or Do 

you know what jam we meet? Although the strong authority of the father is consistent throughout the story in the 

original text, there is less coherence in the back translation because the participants did not utilize domesticating 

strategies to translate from Korean to English. This supports the importance of not only the level of linguistic 

competence but also intercultural pragmatic competence in translation.  

 

4.2.1.4 Involvement of Action 

 

The results of the study reveal the challenges of translating speech acts across different pragmatic systems in 

languages. The following excerpt demonstrates that one-to-one translation of speech acts is not always feasible 

because different languages have distinct pragmatic systems. As an example, the expression -하자 in Korean is 

categorized as an apropositive speech act, but its correspondent expression Let’s– in English is considered an 

indirect speech act. This difference is due to the absence of an apropositive speech act category in English.  

 

Original Text by the Author: 

“I’ll swap it for that sweet fruity-cake in your basket,”  

Source Text in Korean:  

“젖소랑 네 바구니에 있는 맛 좋고 달콤한 케이크랑 바꾸자.”  

Native English Speaking Instructor: 

“I’ll trade you the cow for that delicious cake you’ve got in your basket,”  

Korean Students: 

“Let’s exchange this cow for your sweet, delicious cake in your basket.”  

From Into the Forest (Browne 2004) 

 

This study illustrates that even when the Korean participants translate -하자 directly to Let’s- in English, the 

result of the translation is an indirect speech. The apropositive speech act by Let’s- implies that both interlocutors 

will carry out an action together in the future. Conversely, the instructor translates the expression as an indirect 

speech act, I’ll trade you the cow … suggesting that the subject will initiate an action in the future. Even if the 

participants use the same indirect speech act category, their intended levels of involvement an action could be 

different. The use of Let’s- implies a collaborative decision making process, while I'll implies a one-sided proposal. 

This finding highlights the importance of understanding the implied meaning of the text, as intercultural pragmatic 

strategies are not solely based on the category of speech act, but also on the ability to recognize the context and 

intended meaning of the message. 

 

 

4.2.2 Intercultural Pragmatic Strategies Related to Deictics  

 

In this section, the results of data analysis demonstrate how the participants use their intercultural pragmatic 

strategies related to deictics which is an important element to maintain the coherence of text. To achieve a faithful 

translation, it is important to deliver referential or attributive use of deixis because it has a role in interpreting 
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speech in a context. Furthermore, this study highlights the significant role deixis plays in controlling the authority 

of the speaker and in facilitating politeness in a speech act. 

 

4.2.2.1 Coherence with Pronouns  

 

The following excerpts provide an example of using intercultural pragmatic strategies to maintain coherence 

through the use of pronouns. Pronouns are used to keep coherence not only at the local sentence level but at the 

global structure of the text. While proper nouns and common nouns are used to represent new information, old 

information that has already been mentioned in the text is replaced with pronouns that agree in numbers and gender 

with the nouns they refer to.  

In this following excerpt, in the original text, the pronoun it replaces the old information chocolate in the 

second sentence. However, in the source text in Korean, chocolate is used again instead of a pronoun due to the 

characteristic of the Korean pragmatic system. This reflects the use of a domesticating strategy in Korean. 

In the back translation, it is important to consider whether the use of nouns instead of a pronoun is for emphasis 

or is a result of adopting a domesticating strategy. The use of chocolate by the Korean participants reflects their 

adaptation of Korean pragmatics to convey the explicit meaning of the object. This demonstrates their level of 

applying intercultural pragmatic strategies, rather than any insufficiency of their language proficiency. 

 

Original Text by the Author: 

Mum had brought some chocolate and Harry and I were starving. 

“Can we have it now?” I asked.  

Source Text in Korean:  

나랑 해리는 몹시 배가 고팠다. 엄마가 초콜릿을 챙겨 온 게 생각나서 물었다. “초콜릿 먹어도 돼

요?” 

Native English Speaking Instructor: 

Me and Harry were really hungry. Mom had bought some chocolate  

so we asked if we could have some. 

Korean Students: 

Mum had brought some chocolate and Me and Harry were starving. 

“Can we have some chocolate?” I asked. 

From Zoo (Browne 1992) 

 

4.2.2.2 Coherence with Deictics for Referential or Attributive Use 

 

The results of the study indicate that the participants consider reference not only as a means of referring to an 

object in the world of utterance but also as a way to classify the function of an indicator into a reference use and 

an attribute use.  

 

Original Text by the Author: 

“No,” I said. (Why would I want a cow?) 

Source Text in Korean:  

“아니.” 내가 대답했죠. (도대체 내가 왜 젖소를 사고 싶겠어요?) 

Native English Speaking Instructor: 
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“No,” I said. (Why on earth would I want to buy a cow?) 

Korean Students: 

“No.” I said. (Why would I ever want to buy a milk cow?) 

 

From Into the Forest (Browne 2004) 

 

In the sentence Why would I want a cow? as shown in the above excerpt, the term, a cow does not indicate the 

aforementioned a nice milky cow but refers to cows in general that have the property of being able to be milked in 

general. It shows that the Korean participant and the instructor employ intercultural pragmatic strategies based on 

their knowledge of the attributive use of deictics. This demonstrates that the use of intercultural pragmatic 

strategies is not solely dependent on linguistic competence, but also on pragmatic competence, as shown in their 

ability to understand that the indicator, a cow, reflects that the speaker had no reason to want a milking cow. 

 

4.2.2.3 Coherence of Relationship With Deixis  

 

The results of the study demonstrate that the choice of deixis can imply the relationship between characters in 

a story. It is because a dialogue includes clues to indicate the hierarchical relationship among characters even if 

there is no explicit explanation. Deixis in a dialogue can convey the age, the social position, and the closeness of 

the speaker to other interlocutors. Since the meaning of deixis is contextual and subject to change, intercultural 

pragmatic strategies related to deixis play a crucial role in achieving equivalent translations that convey 

communicative meaning rather than the literal meaning of the words. 

In the following excerpt, in the original text, the father asks a question using the second person pronoun you. 

This direct question creates an atmosphere in which the listeners are compelled to engage in the conversation.  

 

Original Text by the Author: 

“What animal can you eat at the zoo?” asked Dad.  

Source Text in Korean:  

아빠가 물었다. “동물원에 있는 동물 가운데 먹을 수 있는 것은?” 

나는 투덜거리 듯 말했다.  

Native English Speaking Instructor: 

Dad said, “You know what there is to eat at the zoo?” 

Korean Students: 

“What animal at the zoo can we eat?” Dad asked. 

From Zoo (Browne 1992)  

 

On the other hand, the Korean participants use the first-person plural pronoun we in the question. In English 

pragmatics, the usage of we can be divided into two categories: inclusive and exclusive. The Korean participants 

use the inclusive we to address not only to the interlocutor in the dialogue but also the readers of the text, 

emphasizing a sense of community. When determining the omitted subject for the back translation, the Korean 

participants choose the inclusive we to emphasize this sense of community with the interlocutors. In contrast, the 

instructor uses the second-person pronoun you to convey a sense of authority and strong involvement. The use of 

intercultural pragmatic strategies related to deictics creates a different relationship among characters in the story, 

as shown by the participants’ choice of pronoun.  



Young Mi Kim    A Study of Intercultural Pragmatic Strategies of  

ELF Learners in Translation  

 

 

©  2023 KASELL All rights reserved  319 

 

4.2.3 Intercultural Pragmatic Strategies Related to Politeness 

 

This study highlights the importance of intercultural pragmatic strategies related to politeness in translation. 

Leech (1983) points out that effective translation requires attention to politeness principles, which are ways of 

demonstrating consideration for one’s face. The principles of politeness vary across different languages.  

The following excerpt shows an example of the use of an intercultural pragmatic strategy related to politeness. 

Since politeness principles apply to all social relationships, whether close or distant, a distant relationship is 

represented as a form of respect, while a close relationship is represented as a level of intimacy that is highly 

related to a relationship among interlocutors.  

In the original text, the author uses pragmatic strategies to depict the relationship between Mr. Piggott and Mrs. 

Piggott. In the story, Mr. Piggott refers to his wife as an old girl, which appears to break the politeness principle. 

However, the author intentionally uses the expression old girl to convey the psychological distance between Mr. 

Piggott and his wife; this implies that Mr. Piggott disrespects his wife. In the source text in Korean, the expression, 

old girl was translated as 아줌마 to convey this implied meaning. 

 

Original Text by the Author: 

“Hurry up with the meal, old girl,” Mr. Piggott called every evening when he came home from his 

very important job. 

Source Text in Korean:  

“어이, 아줌마, 빨리 밥 줘.” 피곳 씨도 아주 중요한 회사에서 돌아와 저녁마다 외쳤습니다. 

Native English Speaking Instructor:: 

Every evening when Mr. Piggott got home from his very important job, he would shout: “Hey, 

make me some dinner!” 

Korean Students: 

“Hey, give me some food quickly.” Mr. Piggott shouted every evening after coming back from his 

very important company. 

From Piggybook (Browne 1986) 

 

However, the Korean participants and the instructor face difficulty in translating the implied meaning when 

they translated it back into English. The face-threatening expression old girl is deleted as it violated the general 

politeness principle in English. They may have deleted it after considering its acceptance as it is a children’s story. 

However, the deletion of face-threatening expressions without considering the intentional violation of the 

politeness principle leads to a reduction in translation of the implied meaning. 

The following excerpt also highlights how the politeness principles reflect the social values related to 

relationships in a particular society. The level of politeness is expressed based on the characters’ social position 

and the social relationship between the speaker and the listener. In Korean society, it is relatively natural for a 

mother to give orders to her children in a hierarchical social context instead of asking them. That is why the Korean 

participants and the instructor use the expression told instead of asked in the following excerpt, based on the norm 

of politeness influenced by Korean pragmatics. 

 

Original Text by the Author: 

The next day Mum asked me to take a cake to Grandma, who was poorly.  

Source Text in Korean:  
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다음 날, 엄마가 말했어요. 할머니가 아프시니 케이크를 갖다 드리라고요.  

Native English Speaking Instructor: 

The next day, Mom told me that Grandma was sick, and that I needed to take some cake to her.  

Korean Students: 

The next day Mom told me, Grandma is sick so I should take her a cake.  

From Into the Forest (Browne 2004) 

 

However, the instructor uses the word need and the Korean participants use the word should to emphasize the 

concept of request or obligation using their intercultural pragmatics. In Western culture, a child has the option to 

accept the mother’s request so the instructor translated it as need. Conversely, in a Korean context, the child is 

expected to accept the mother’s request, so they translated it as should. Both groups of participants attempt to 

translate using their unique intercultural pragmatics to convey the pragmatic meaning that the linguistic structure 

alone could not convey. 

 

 

5. Discussion and Conclusion 

 

As English has become an international language, translation has become a common social act that bridges 

two cultures and languages in everyday life. This study demonstrates the use of intercultural pragmatics strategies 

to find equivalent intended meaning in translating. Intercultural pragmatics can be defined as an intrinsic pragmatic 

system that emerges when learners utilize all available data from both their L1 and L2, resulting in an idiosyncratic 

intercultural pragmatic system that is distinct from either language (Corder 1971, Gass and Selinker 1994). Since 

the intercultural pragmatic strategies of the participants come from a hybrid pragmatic knowledge system of their 

L1 and L2, translation can be defined as a more complex meaning negotiation process.  

This study shows that the participants attempt to translate the implied meaning of the text using their unique 

intercultural pragmatics, rather than simply matching linguistic structures in the source text with the target text. In 

particular, the translation of the connotative meaning in a culture-specific context is reliant on the intercultural 

pragmatic competence of translators. Participants focus on translating metaphoric expressions based on the 

equivalence of implicit meaning, rather than solely on linguistic meaning, for acceptability. In translating a 

children’s story, the participants use intercultural pragmatic strategies to consider both the acceptability and 

speakerbility of the text. The consideration of acceptability and speakerbility for young children demonstrates that 

the intercultural pragmatic strategies of the participants are influenced by the genre knowledge of a text.  

Since the participants focused on the intended meaning of the text in translation they did not consider 

translating speech acts in the same way as the authors of the source text or the original text have done. Their use 

of intercultural pragmatic strategies related to speech acts impacts them as they create a certain degree of anger 

and politeness, the social power relationship, and the coherence of meaning throughout the whole text. 

Translations do not need to have the same purpose as the original text. Rather, they could be defined as the co-

construction of pragmatic meaning for the target audience of the translated text in a particular social and temporal 

context. It supports the expansion of the scope of pragmatics beyond cultural boundaries to also encompass specific 

time periods. Since translations involve adapting to a new target audience, the meaning of particular expressions 

should be understood not only in the cultural context of the original text but also in the current society. It also 

changes the concept of translation in the context of this study. Translations are not stable concepts anymore but 

they are visibly different depending on the relationship, the degree of shared knowledge, and the social power 
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between the speakers and listeners in a certain social context. Therefore, the translation act does not just involve 

finding equivalent language structures in a target language but it is a process of creating equivalent meaning based 

on the pragmatic context in the target language by analysis of the micro and macro levels of meaning.  

The implications of this study are twofold. One is that this study provides a new perspective on translation 

practice in ELF. It is a false myth that L2 learners who translate in exactly the same way as the original author are 

better translators, as even the instructor who is a native-speaking English speaker may use different expressions 

from the original story. This false myth, which leads L2 learners unconsciously to feel inferior, should be debunked 

because the different expressions from the original story in back translation are not due to the lack of language 

competence, but due to different levels of using intercultural pragmatic strategies based on the specific context, 

including time and space.  

The other implication is that it is necessary to increase meta-pragmatic strategies, as Taguchi (2021) proposed 

since both the Korean participants and the instructor use not only linguistic knowledge but also pragmatic features 

when engaging in translation activities (Park 2000). The study of intercultural pragmatic strategies should not 

solely focus on checking L2 learners’ language errors, which may hinder their language competence. Instead, it 

should be viewed as a strategic and creative pragmatic effort for the use of ELF in a global context. Developing 

intercultural pragmatics can help L2 learners overcome mental blocks associated with failure and inferiority in 

learning English and enhance their ability to communicate effectively in diverse contexts.  

To develop effective meta-intercultural pragmatic strategies, it is essential to understand L2 learners’ 

intercultural pragmatics using a wide range of data, rather than solely emphasizing the norm-focused legitimacy 

of native-speaker English pragmatics. When teaching English through back translation, instructors should guide 

L2 learners to become aware of their meta-pragmatic knowledge. They can compare the reasons for using specific 

expressions in their translation as this study did, rather than solely focusing on correcting their mistakes related to 

English pragmatics.  

Although this study has the limitation of subjectivity due to the use of discourse analysis as a research method, 

it is significant in that it presents a new perspective and norms of translation by highlighting intercultural pragmatic 

strategies as a newly hybridized field. For the practice of translation in ELF, the analysis of the data of this study 

provides a useful sample of how to analyze these intercultural pragmatic strategies in practice. Further studies 

should examine this issue using a combination of quality and quantity research methods and focus on further 

developing and refining this as a teaching method in detail. 
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ABSTRACT 
Jin, Haeyun. 2023. Lexical frames and errors in the use of English definite 

article in L2 academic writing: A case of English placement test. Korean Journal 

of English Language and Linguistics 23, 324-341. 

 

The purpose of this study was to investigate the use of lexical frames in L2 academic 

writing across writing skill levels focusing on both the target-like frames and 

ungrammatical frames due to article errors. Writing samples were academic essays 

(N=991) composed of two levels from the corpus of the English Placement Test (EPT) 

compiled at a Midwestern US university. The 20 realized academic writing frames 

(referred to as AW-frames) were searched for in the lower- and higher-level sub-

corpora and compared in three aspects. First, the differences in the overall frequencies 

of the frames were explored based on normalization and chi-square tests. Then, the 

variability and predictability of the retrieved frames in the two levels were compared 

using Gray and Biber’s (2013) framework. Lastly, the cases of errors in the definite 

article were analyzed for both the realized and unrealized frames. The results 

suggested meaningful differences in the AW-frames identified in lower versus higher-

level writing. First, higher-level learners employed AW-frames more frequently 

compared to lower-level learners. Second, higher-level learners tended to employ 

highly variable AW-frames in an unpredictable manner whereas less proficient 

learners incorporated the same inventory of frames in a comparatively fixed and 

predictable way. In terms of the misused frames, regardless of levels, L2 learners 

produced extensive errors in the definite article, particularly having a problem using 

the non-nominal head for the definite article within realized frames. Taken together, 

by applying the lexical-frame approach to L2 phraseology, this study helps us gain a 

better understanding of how L2 learners’ productive use of multiword expressions 

differs across writing skill levels. It also provides implications for the teaching of AW-

frames to improve L2 academic writing.  
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1. Introduction 

 

The present study investigated the use of lexical frames in L2 academic writing focusing on analyzing both the 

target-like and ungrammatical use of frames due to article errors. Lexical frame, as one approach to identifying the 

recurrent combination of lexical items, refers to the discontinuous sequences of words, which is composed of a 

frame of words surrounding a variable slot (Gray and Biber 2013). Researchers have investigated the concept of 

multi-word sequences with an intervening open slot using various terms such as collocational frameworks (Renouf 

and Sinclair 1991), phrase-frames (Fletcher 2011, Garner 2016, Römer 2010, Stubbs 2007), and lexical frames 

(Gray and Biber 2013). Regardless of the specific labels, lexical frames can be distinguished from lexical bundles, 

the continuous sequences of fixed words in that it deals with non-contiguous lexical sequences that allow for item-

internal variation (Biber 2009, Garner 2016, Römer 2010). For instance, the lexical bundles, the beginning of the, 

and the case of the can be regarded as the variants of the lexical frame, the * of the. While extensive research 

efforts have been concentrated on L2 learners’ use of continuous sequences of words, such as lexical bundles (e.g., 

Ä del and Erman 2012, Chen and Baker 2010, Paquot and Granger 2012), not many studies have explored lexical 

frames in the context of L2 academic writing. Besides, little research focused on the accuracy of L2 formulaic 

language documenting frequently attested types of errors.       

In response to such a research gap, the current study focused on analyzing academic-writing frames (AW-frames), 

namely, the lexical frames that were identified as frequently occurring in academic prose by Gray and Biber (2013). 

As already indicated by their study, lexical frames in academic prose are typically function word frames composed 

only of function words such as articles and prepositions while conversation relies predominantly on verb-based 

frames. The present research examined these AW-frames focusing on the frames that include definite article the. 

More specifically, the following research questions are addressed: 

 

1. With what frequencies do L2 learners use academic writing frames (AW-frames) across levels? 

2. With what variability and predictability are these AW-frames used across levels?   

3. What type of errors do the learners produce in the use of the definite article embedded in the realized and 

unrealized AW-frames1?  

 

The first and the second research questions take the traditional Contrastive Interlanguage Analysis (CIA) 

approach (Gilquin and Granger 2015) to describe the variation in the use of the identified AW-frames (referred to 

as the realized AW-frames) between the learners placed into different levels. More specifically, the first question 

concerns the variation of use in terms of the overall frequencies of the realized frames. The second question delves 

into the variability and predictability of these frames and explores how they vary across the levels. The last question, 

on the other hand, centers on examining the misused AW-frames focusing both on the errors in the realized frames 

and unrealized frames due to article errors. The types of errors and more qualitative patterns in those errors were 

also analyzed. The ultimate goal of this investigation was to reveal the patterns of use of the lexical frames across 

L2 writing skill levels, as well as to document the non-target-like use of those frames focusing on the errors in the 

definite article. 

                                           
1 Realized frames refer to the frames that were successfully realized and retrieved as the list of frames. Unrealized frames, on the other hand, 

refer to the frames that were attempted but fail to be realized as lexical frames due to errors. The third research question focuses on the case 

of misuse in both realized and unrealized frames.  
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2. Literature Review 

 

With growing interest in multiword expressions as an important component of fluent L2 academic writing, many 

researchers for the last decades have centered on the aspect of L2 phraseology in written production. These earlier 

studies mostly investigated the use of lexical bundles in L2 writing (Ä del and Erman 2012, Chen and Baker 2010, 

Paquot and Granger 2012, Reppen 2009, Staples et al. 2013) while very few researchers have shown emerging 

interests in lexical frames or the phrase-frame approach (Garner 2016). Most of these existing studies have taken 

the Contrastive Interlanguage Analysis (CIA) approach (Gilquin and Granger 2015) to describe L2 phraseology 

by comparing the overall frequencies, structural, and functional distributions of formulaic language in L2 learner 

writing compared to the native norm, or between writings produced by different L2 learner population (e.g., 

different L1s). For instance, Garner (2016) investigated the use of lexical frames (in their terminology, p-frames) 

by German EFL learners across five proficiency levels using the samples from the EF-Cambridge Open Language 

Database (EFCAMDAT). They analyzed the most frequent frames employed by learners at different levels in 

terms of quantitative and qualitative aspects. The results revealed that higher-level L2 learners overall employed 

more function word frames when compared to lower-levels. Additionally, p-frames used by lower proficiency 

learners tended to be more variable, less predictable, and structurally and functionally more complex.  

When it comes to the accuracy of formulaic language, little research focused on exploring frequently attested 

types of errors in L2 academic writing. As already noted by some researchers, it is possible that formulaic language 

is not as salient in L2 writing because the way L2 learners produce it is inaccurate (Shin, Cortes and Yoo 2018). 

In the data-driven methodologies for identifying multi-word sequences, any attempted sequence of formulaic 

language with an erroneous constituent would not be retrieved automatically. In particular, researchers have noted 

that English articles, a crucial component of English phraseology in academic prose (Gray and Biber 2013), can 

be notoriously challenging to use accurately for L2 learners given its extensively complex system and usage 

patterns (Dulay, Burt and Krashen 1982, Liu and Gleason 2002). Despite this fact, however, few scholars have 

verified this assumption within multiword units. There is one study by Shin et al. (2018) that aimed to fill this gap 

by investigating the errors in the use of English definite article in L2 academic writing using lexical bundles. Using 

a corpus of L2 English academic writing samples produced by Korean first-year undergraduate students (N= 2454) 

in an English placement test, they analyzed the frequencies of lexical bundles, their core expressions, and the types 

of definite article errors embedded within the lexical bundles. This study revealed L2 learners’ extensive 

production of article errors, suggesting that infrequent use of lexical bundles may be due to the learners’ attempted 

yet inaccurate use of bundles. However, since their research was based on the retrieved list of fixed bundles, there 

is the possibility that this approach may have failed to capture the errors in the common but more variable and less 

predictable lexical frames that are not associated with the common bundles (Gray and Biber 2013). 

Thus, the current study attempted to address this gap by investigating the use of English definite article using 

lexical frames, which allows for an item-internal variable slot. It was expected that using the lexical frame approach 

would allow for locating a more complete list of errors in the use of the definite article within formulaic language 

as well as exploring the productivity of L2 phraseology more effectively. Additionally, given that previous 

research on L2 learners’ article errors was mostly based on the bottom-up approach relying on the manual 

identification of individual instances of errors, the present approach using phraseology was expected to systematize 

this process and yield valuable insights to inform the teaching of L2 English grammar as well as for the 

improvement of L2 academic writing. 
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3. Method 

 

3.1 Corpus 

 

The focus of the current study was to examine L2 learners’ use of AW-frames in academic writing as well as 

article errors within those frames. Given this aim, I chose the corpus of L2 academic essays compiled in the 

university-wide English Placement Test (EPT) administered to incoming international students at a Midwestern 

US university (Release 2.2, January 2018). The corpus is composed of 991 academic essays totaling 363,341 words. 

The essays were written by undergraduate and graduate L2 English learners with various L1 backgrounds and with 

different writing skill levels2 from Spring 2016 to January 2018. These students were required to take this test 

because they did not meet the exemption criteria set by the university. In terms of English proficiency, their test 

scores were in the range of 71-100 for TOEFL iBT, 6-7.5 for the IELTS Academic test, or 48-72 for the PTE 

Academic. To describe the variation of use across levels, two sub-corpora were built according to the placement 

levels assigned at the operational setting of the EPT. Lower-level (LL) sub-corpus is composed of the essays 

originally assigned Levels B, C, and D in that these essays were written by the students who did not pass the test 

and required additional support in academic writing. Higher-level (HL) sub-corpus is composed of the essays 

assigned Level Pass (exempted from taking additional ESL writing courses). By reorganizing the existing 

placement levels into two levels, I intended to explore how incoming university students who needed additional 

writing support are distinguished from those who passed the test. The description of the two sub-corpora is 

presented in Table 1 below. 

 

 

Table 1. Description of the Two Sub-Corpora 

 Number of Texts Number of Words Average Text Length 

Lower-Level (LL) 657 229,999 350.07 

Higher-Level (HL) 334 133,342 339.23 

Total 991 363,341  

 

In terms of task types, the essays were written for two different types of tasks, one summary and one 

argumentative essay. After reading two passages expressing contrasting positions on a current issue, they wrote a 

one-paragraph (100-150 words) summary contrasting the positions expressed in the two reading passages 

(summary essay) and a four-paragraph essay (300-350 words) making an argument on the topic of the readings 

using information from the texts and their own experiences (argumentative essay). However, since the distinction 

of task types was not the main interest of the present study, the samples for analysis were not separated by task 

types (i.e., text in Table 1 thus refers to the combined response of the two essays). Besides, since the distinction 

between undergraduate and graduate levels was not the target of the study, the samples were not separated by 

students’ academic status. 

 

                                           
2 In the operational setting of the EPT, students are assigned one of the three placement levels (Levels B, C/D, or Pass). Graduate and 

undergraduate students who earn Level B, the lowest level, are considered as requiring substantial support in writing and are placed into an 

ESL writing course focusing on grammar and paragraph-level writing. Undergraduate students who receive Level C are placed into a course 

focusing on basic academic writing skills. Graduate students who receive Level D are placed into a course focusing on research writing. 

Lastly, graduate and undergraduate students with Level Pass are exempted from taking any additional ESL writing courses. 
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3.2 Data Preparation and Analysis 

 

The data preparation and analysis procedures in response to the three research questions are summarized in 

Table 2.  

 

Table 2. Research Questions, Data Preparation, and Analysis 

Research Questions Data Preparation Data Analysis 

1. With what frequencies 

do L2 learners use 

AW-frames across 

levels? 

Realized AW-frames 

 Extract the occurrences of 

AW-frames in each sub-

corpus using the original 20 

most frequent AW-frames 

with one variable slot (e.g., in 

the * of). 

 Manually inspect the cases of 

errors in the 18 realized yet 

misused frame types with 

cataphoric the. 

 Compute the overall frequencies of the 

realized frames in each sub-corpus and 

compare quantitative patterns across levels 

 Conduct chi-square tests 

2. With what variability 

and predictability are 

these realized AW-

frames used across 

levels? 

 Compute the variability and predictability 

measures for each frame in each sub-corpus 

 Classify each frame into the categories of 

variability and predictability  

 Compare the two levels in terms of the 

proportion of frames by the degree of 

variability and predictability 

3. What type of errors do 

the learners produce in 

the use of the definite 

article embedded in the 

realized and unrealized 

AW-frames? 

Unrealized AW-frames 

 Extract the occurrences of 

AW-frames in each sub-

corpus using the three most 

frequent frames with an 

additional variable slot for 

the definite article the (e.g., 

in * * of). 

 Manually inspect the cases 

of errors in the unrealized 

frames.  

 Compute the overall frequencies of the 

misused frames in each sub-corpus 

 Classify the error types and compute the 

frequency of each type  

 Qualitatively analyze the cases of misused 

frames 

 

The data preparation was composed of two steps. First, to extract the instances of the realized AW-frames (i.e., 

successfully realized and retrieved as the list of frames) in each sub-corpus, the essay files of the two sub-corpora 

were uploaded separately into the AntConc Tools package version 3.5.2 for Windows (Anthony 2018). The list of 

20 most frequent AW-frames including the article the from Gray and Biber’s (2013) framework (see Appendix for 

the full list) was searched for in each sub-corpus and the output was saved as two separate Excel files. They are a 

set of four-word frames with a one-variable slot that occurred more than 200 times per million words in the 

academic writing corpus in their study. The retrieved lists were used to address the first and the second research 

questions on the contrastive description of the realized AW-frames across levels. Then, the cases of realized yet 

misused AW-frames were manually inspected to address the third research question about the types of article 

errors within the frames. In identifying the errors in the definite article, the current study focused only on the 

cataphoric use of the definite article (i.e., definite reference established by the expressions following later in the 

text) (Biber, Conrad and Leech 2002) for several reasons. First, definite article the in eighteen out of the 20 target 

AW-frames has a cataphoric function, with the noun phrase followed by a prepositional phrase (e.g., the N of-

phrase, the N in-phrase). For the comparability of these frames, the error analysis focused on cataphoric use only. 

Second, many previous studies have noted that cataphoric use can be identified in a more straightforward manner 

compared to other functions of the definite article such as anaphoric (phrases with the referring back to a previously 

mentioned item) or situational use (phrases with the referring to an entity known from the situation) (Liu and 
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Gleason 2002, Chrabaszcz and Jiang 2014). For the reliability of the error coding and the scope of the current 

study, the identification of errors focused only on the cataphoric function.     

Second, to identify the cases of unrealized AW-frames (i.e., attempted yet failed to be realized as lexical frames) 

due to article errors, the occurrences of AW-frames in each sub-corpus were first extracted using the three most 

frequent frames (i.e., the * of the, in the * of, with the * of) with an additional variable slot for the definite article 

the. All possible variants of this frame were searched for in AntConc. For instance, to identify the misuse of the 

frame in the * of, the two variants with one or two open slots (i.e., in * of, in * * of) were searched for in the corpus 

instead of the original frame. Once these lists of frames were generated, they went through further manual 

refinement. Given that only the non-target-like forms are the focus of this question, target-like idiomatic use such 

as in favor of were manually inspected and excluded from further analysis. Because the identification of errors is 

not always straightforward, this step was conducted by referring to the semantic/pragmatic framework of article 

use by Bickerton (1981) as well as former empirical studies on article errors in L2 writing (Liu and Gleason 2002, 

Chrabaszcz and Jiang 2014, Crosthwaite 2016, Shin et al. 2018). The prepared set of data was then used to address 

the third research question on the quantitative and qualitative aspects of the misused frames. 

The data analysis was composed of eight steps (see Table 2). First, to address the first research question, the 

overall frequency of the instances of the realized AW-frames was calculated for each sub-corpus and compared 

across the two placement levels. The frequency rates were normalized to 100,000 words to compensate for the 

different sizes of the two sub-corpora. Then, chi-square tests were conducted to decide the statistical significance 

of the frequency differences.  

To address the second research question on the distribution of these frames, the variability and predictability of 

each frame from the retrieved list were computed using the same measures from Gray and Biber (2013): computed 

variability through type-token ratio (TTR) and measured predictability through the predictability score defined as 

“the percentage of all occurrences of a frame in which the most frequent filler occurred” (p.114). Then, all frames 

were classified into one of the four categories based on their TTR (Table 3) and placed into four categories 

according to the predictability score (Table 4). The original frameworks of variability and predictability from Gray 

and Biber (2013) were modified to account for the small corpus size of the current study. The variability framework 

with three categories was broken down into four categories to better reflect the difference between the two levels. 

Similarly, the scales for each of the four categories of predictability were modified given that the frames in this 

learner corpus are overall highly unpredictable. The distribution of the 20 frames in the two sub-corpora was 

compared in terms of the proportions of the frames by the degree of variability and predictability.  

 

 

Table 3. Categories for the Degree of Variability 

TTR Categories 

≤. 30 Highly Fixed 

.30 - .50 Fixed 

.50 - .70 Variable 

≥ .70 Highly variable 
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Table 4. Categories for the Degree of Predictability 

Predictability Score Categories 

≥ 40% Highly predictable 

25% - 40% Predictable 

10% - 25% Unpredictable 

≤ 10% Highly unpredictable 

 

Lastly, to address the third research question, the overall normalized frequencies of the realized yet misused 

frames were calculated for each sub-corpus. Then, sub-types of misuses were identified in an exploratory manner 

with reference to the previous framework identified by Shin et al. (2018) (Table 5). The cases of misused frames 

were first analyzed quantitatively in terms of the normalized frequencies of each error type. Then, more qualitative 

analysis was conducted on the misused frames with respect to the extended grammatical constructions of these 

frames. The same procedure was followed for the unrealized and ungrammatical frames.    

 

Table 5. Previous Framework for the Misuse of Frames (Shin et al. 2018) 

Types Explanation Example 

Omission Use of zero article where the is required in Ø  beginning of 

Misformation Use of indefinite article a/an where the is required in a beginning of 

Addition Use of definite article the where zero article is required the one of the main 

 

 

4. Results and Discussion 

 

4.1 Overall Distribution of the Realized AW-frames  

The current section addresses the first research question regarding the overall frequencies of the AW-frames 

identified in L2 learner writing (i.e., the realized AW-frames). Normalized frequencies per 100,000 words were 

calculated for the 20 target frames searched for in the LL and the HL corpus and compared across the two corpora 

to elucidate the differences across the levels. Table 6 summarizes the overall frequencies of the 20 realized AW-

frames and the frequencies of the top 10 most frequent frames for the lower versus higher levels.  

Overall, higher-level learners employed significantly more AW-frames in their writing compared to lower-level 

learners with a small effect size (χ2=58.75, df=1, p<.001, V= .18) (See Table 6). The 10 most frequent frames also 

show significant differences across the two levels, with significantly more frames identified in higher-level writing, 

although the size of the effect associated with the level difference was small (χ2=36.08, df=1, p<.001, V= .16).  

 

Table 6. Overall Frequencies of the Realized AW-Frames across Levels 

 Lower-Level (LL) Higher-Level (HL) χ2 value Cramer’s V 

All frames 434.35 620.96 58.75*** 0.18 

Top 10 frames 343.48 472.47 36.08*** 0.16 

Note. All frequencies were normalized per 100,000 words and rounded to two decimal points. 
***statistically significant (p<.001) 

 

At a first glance, this result seems to contradict the trends revealed in the previous studies on L2 phraseology in 
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that less proficient L2 learners are generally found to show a tendency to overuse multiword expressions such as 

lexical bundles (Reppen 2009, Staples et al. 2013) or lexical frames (Garner 2016) compared to more proficient 

learners. For instance, Garner (2016) indicated a general decline in the overall frequency of the lexical frames with 

increased proficiency levels in German EFL writing. In fact, it is generally agreed that the heavy reliance on 

formulaic language is usually attested in lower-level writing (Ä del and Erman 2012, Chen and Baker 2010, Reppen, 

2009, Staples et al. 2013). However, the retrieved inventories of the frames in the two studies are not equivalent 

in nature, which needs to be considered in interpreting the overall trends. While Garner’s study took an exploratory 

approach to identify all four-word lexical frames, the current study focused on retrieving only the function word 

AW-frames that were already identified as most frequent in academic prose. In fact, the majority of the frames 

identified in Garner’s study were verb-based frames, which are much more common in conversation rather than 

in academic writing (Biber 2009, Gray and Bibe 2013). In terms of the function word frames, Garner also showed 

that learners employed slightly more function word frames at higher proficiency levels, which aligns with the 

current finding. Given the highly focused inventory of the target frames for the current study (i.e., the most frequent 

function word AW-frames including the), higher-level learners’ more frequent uses of AW-frames revealed in this 

study can be understood as a manifestation of more academic nature of the language used in higher-level writing. 

Previous studies on the use of lexical bundles in L2 academic writing have noted a similar tendency that less 

proficient learners tended to have issues in using register-appropriate bundles, showing underuse of academically 

appropriate bundles (Adel and Erman 2012, Chen and Baker 2010, Paquot and Granger 2012). The present study 

demonstrated such a tendency in L2 learners’ use of lexical frames, confirming that more proficient learners 

showed more characteristics of the phraseology of academic writing compared to their less proficient counterparts. 

It is important to note, however, that though statistically significant, the sizes of such differences were not large 

based on the small effect sizes.   

 

4.2 Variability and Predictability of the Realized AW-frames 

 

This section addresses the second research question regarding the internal variability and predictability of the 

realized AW-frames. To compare the variability of the AW-frames across levels, type-token ratios (TTRs) were 

calculated for the 20 AW-frames identified in the first research question. They were then categorized into four 

categories based on the TTR. Figure 1 visualizes the distribution of the AW-frames that are highly fixed, fixed, 

variable, or highly variable for the two placement levels displayed by the proportion of distinct frame types. 

 

 

Figure 1. The Proportion of Frames by the Degree of Variability 
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First, in terms of the variability distribution of all 20 frames, the lower and higher-level learners display similar 

overall trends. In both levels, highly variable frames (e.g., the * and the) are the most frequently attested type 

followed by variable frames (e.g., of the * of). These two categories account for around 80% of all frame types in 

both levels indicating a tendency that both levels of students relied primarily on relatively variable frames. This 

overall trend is not surprising given the register characteristic of the corpus as academic writing. As already 

documented by Gray and Biber (2013) in their investigation of register variation of lexical frames, academic 

writing typically relies on lexical frames that are highly variable and predominantly composed of function words 

compared to conversation. Given the fact that all 20 target frames in this investigation are function word frames 

including the definite article the, the current result confirms the previous finding on the variability of AW-frames. 

However, it is also noteworthy that the preponderance of variable frames is slightly more pronounced in higher-

level writing. While none of the frames used by higher-level learners are categorized as highly fixed, lower-level 

students used some highly fixed frames (that the * of), which accounted for 5% of all frame types. Such a level 

difference is further elucidated if we look at the individual AW-frames focusing on the most frequent 12 frames3 

sorted by the variability (i.e., TTR). Figure 2 displays the distribution of the top 12 most frequent AW-frames 

sorted by the degree of variability.  

 

 

Figure 2. Distribution of Top 12 Frequent Frames by the Degree of Variability 

 

As illustrated at the right end of the red line (see the graph on the right in Figure 2), five frame types in the HL 

corpus are concentrated in the high TTR area (i.e., TTR over .70). We can also see that the maximum TTR value 

in the HL corpus (i.e., a value close to 1) is much higher than the maximum TTR of the frames in the LL corpus 

(graph on the left in Figure 2). This result suggests higher-level learners’ tendency to rely on highly variable frames. 

In contrast, the LL corpus does not include as many frames with high TTR, as can be seen at the right end of the 

blue line (Figure 2). With regard to the relatively fixed frames with low variability, the minimum TTR value in 

the LL corpus is much lower than its counterpart in the HL corpus. This result indicates that the fixed frames in 

lower-level writing are, in fact, more fixed than those in higher-level writing (e.g., at the * of), although they were 

                                           
3 The frame types in the lower end in terms of the rate of occurrences were excluded from this further analysis to make the analysis of 

variability more meaningful.  
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both categorized as fixed frames in the analysis above. Thus, this figure shows that in terms of the most frequently 

employed frames, the degree to which the fixedness and the variability of the frames vary across the two levels is 

greater, which was not as salient in the categorical analysis of the overall distributional trends shown in Figure 1. 

That is, unlike lower-level learners who tended to rely on a few fairly fixed frames (e.g., with the * of), more 

proficient learners employed the frames with a wider variety of fillers occupying the variable slot.   

The noted trends in the level differences are consistent with the previous findings showing that formulaic 

language in L2 writing is generally more variable, concomitant with the increased learner level. For instance, 

Garner (2016) also indicated that advanced German EFL learners tended to rely on the phrase-frames with higher 

variability compared to less proficient learners, suggesting that higher-level learners can employ phrase-frames 

more productively. The two placement levels analyzed in the current analysis did not show as striking differences 

as those revealed in Garner’s study, presumably due to the small corpus size and more focused inventory of the 

target frame types. However, the performance of the L2 learners in the present study still aligns with the general 

trend that L2 learners employ lexical frames more productively with increased writing skills.  

In terms of the predictability of the frames across levels, the predictability measures were calculated for the 20 

AW-frames. They were then categorized into four categories based on the predictability score. Figure 3 

summarizes the distribution of the AW-frames that are highly predictable, predictable, unpredictable, or highly 

unpredictable for the two placement levels displayed by the proportion of distinct frame types.  

 

 

Figure 3. The Proportion of Frames by the Degree of Predictability 

 

First, the predictability distribution of all 20 frames displays a similar overall trend across levels as in the 

variability analysis above. In both levels, unpredictable and highly unpredictable frames account for around 80% 
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that L2 learners in both levels tended to rely on unpredictable frames, although the tendency to rely on more 

unpredictable frames was slightly more prominent in higher-level writing.  

The predictability distribution of the 12 most frequent frames points to a similar trend across levels as displayed 

in Figure 4. In Figure 4, we can see that the blue and the red lines (for the LL and HL corpus, respectively) generally 

follow similar distributional patterns within the score range of around 10% to 30% except for one frame in the LL 

corpus (i.e., with the * of).  
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Figure 4. Distribution of Top 12 Frequent Frames by the Degree of Predictability 

 

One interesting finding that deserves further attention concerns the frame with the * of. From Figure 4, it can be 

seen that lower-level learners employed this frame in a fairly predictable manner as indicated by the highest 

predictability score among the 12 most frequent frames (i.e., predictability of around 40%). In contrast, in the HL 

corpus, the same frame shows a comparatively lower predictability score suggesting that higher-level learners did 

not use this frame in as predictable manner. At a first glance, this result would seem to contradict the variability 

distribution discussed in Figure 3 because this frame was found to be the most fixed frame among the top 12 

frames in higher-level writing. In a logical sense, we would expect a fixed frame to be generally more predictable. 

In fact, in Garner’s (2016) study, the distribution of the predictability of the frames across levels generally aligned 

with the results for the variability indicating that with increased proficiency, the variability of the frames tended 

to increase while the predictability tended to decrease. Interestingly, however, for several frequent frames in the 

higher-level writing in the present study, the variability and the predictability measures did not align.  

A closer qualitative analysis of the list of fillers occupying the variable slot for the frame with the * of and the 

extended context following the frame demonstrates that lower-level learners predominantly relied on one frequent 

filler, development (underlined in examples (1)-(2)), while higher-level learners employed this frame with several 

equally frequent fillers (i.e., development, help, use) (underlined in (3)-(4)). Another notable difference relates to 

the noun phrase that follows the frame (italicized in (1)-(4)). Interestingly, in the LL corpus, the phrase with the 

development of is typically followed by a fixed set of noun phrases (e.g., either artificial intelligence or technology), 

suggesting that these phrases were presumably used as a memorized chunk or a borrowed phrase from the prompt 

rather than as a genuine production of the frame with the * of. On the other hand, in the HL corpus, the noun phrase 

following the frame comes from a much wider range of inventories (e.g., various applications in (3), internet in 

(4)), mostly occurring only once. This finding suggests that higher-level learners tended to use this frame more 

productively by varying the fillers as well as the following noun phrase based on their communicative needs in the 

discourse context (Römer 2009).     

         

(1) With the development of artificial intelligence, robots can do more work that human cannot do. [LL] 

(2) With the development of technology, life becomes more leisure. [LL] 

(3) With the help of various applications, learning how to use an ipad is very quick and easy. [HL] 

(4) With the use of internet, my village is now able to learn new things and use social media. [HL]  
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The noted qualitative finding aligns with the previously found developmental sequence in L2 phraseology (Ellis 

2002) that lower-level L2 learners tend to rely heavily on memorization and highly fixed expressions, gradually 

moving toward more native-like self-constructed language with increased proficiency. Ellis noted that there exists 

a clear developmental process in which “learners move from fixed formulaic phrases to limited frame patterns to 

fully productive patterns” (Garner 2016, p. 33). While the variability and predictability measures of the frames fail 

to capture notable differences between the two levels quantitatively (i.e., both levels employed AW-frames in a 

generally variable and unpredictable manner), qualitative analysis demonstrates that the two levels were clearly 

differentiated in terms of the ability to use lexical frames as a productive scheme for constructing language. 

Considering that productive use of lexical frames in various contexts entails the ability to understand and 

deconstruct the underlying structure of the frame (Myles, Hooper and Mitchell 1998), L2 learners from the current 

study demonstrate differences in terms of this cognitively demanding and complex ability.   

 

4.3 Erroneous Uses of the Definite Article within AW-frames 

 

The current section addresses the third research question regarding the errors in the use of the definite article 

embedded within the AW-frames. The first section deals with the errors found in the realized frame types. The 

next section discusses the unrealized AW-frames due to article errors focusing on the three most frequent frame 

types as target frames.  

 

4.3.1 Realized yet ungrammatical frames  

 

Table 7 presents the normalized frequencies of the overall instances of the realized yet misused frames as well 

as the frequencies of those misused frames categorized into three types of errors in the use of the definite article.  

 

Table 7. Frequencies of the Realized Yet Misused AW-Frames across Error Types and Levels 

Error Types Lower-Level (LL) Higher-Level (HL) χ2 value Cramer’s V 

Omission 17.4 7.50 6.01* 0.19 

Addition 1.74 7.00 6.36* 0.19 

Non-nominal head 37.40 13.50 16.85*** 0.32 

Total 56.54 28.00 14.93*** 0.30 

Note. All frequencies were normalized per 100,000 words and rounded to two decimal points.  
***statistically significant (p< .001), * (p< .05) 

 

In Table 7, it is first noticeable that lower-level learners overall produced significantly more article errors within 

the realized frames, compared to higher-level learners with a moderate effect size (χ2=14.93, df=1, p<.001, V= .30). 

This result suggests that particularly for the less proficient L2 learners, the fact that the AW-frames were realized 

in writing does not necessarily mean that they were in target-like forms. This finding yields meaningful insight 

into the existing literature of L2 phraseology given that previous research mostly investigated underuse or overuse 

patterns in multiword expressions assuming that successfully retrieved expressions are grammatical. For instance, 

when Garner (2016) compared the frequencies of phrase-frames across proficiency levels, the accuracy of these 

frames was not taken into consideration. The current finding suggests that L2 learners may, in fact, produce 
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extensive errors within lexical frames. Since they were successfully retrieved as a frame, such non-target-like 

forms may go undetected. 

The retrieved list of misused frames was categorized into three sub-types of errors; omission, addition, and non-

nominal head errors, as exemplified in (5)-(7), respectively. First, the realized frames missing the obligatory 

definite article are categorized as omission errors. The phrase and majority of the in (5) is a realization of the frame 

and * of the. Since the learner failed to provide the obligatory definite article before majority, it is marked as a 

case of an omission error. The second type, addition error is the opposite case of omission error in which definite 

article the is supplied within the frame where zero article is grammatical. The phrase is the one of in (6) is a variant 

of the frame is the * of. However, since placing definite article is ungrammatical in this context, it is categorized 

as an addition error. Lastly, non-nominal head error refers to the case when the non-nominal element such as a 

verb or an adjective follows the definite article. This is an indirect type of error in that the presence or absence of 

the definite article itself is not problematic. In (7), the phrase the efficient of the, which is a realization of the frame 

the * of the is marked as this error type since the adjective efficient should be replaced by the noun efficiency.  

     

(5) Elizabeth Woyke did a survey and Ø  majority of the student find it comforting to use them regularly. 

[LL] [and * of the, Omission] 

(6) Text two is the one of samples. [LL] [is the * of, Addition] 

(7) So, the iPad increase the efficient of the study and made the study get more interesting. [LL] [the * of 

the, Non-nominal head] 

 

In terms of the distribution of the three error types across levels (Table 7), lower-level learners produced 

significantly more omission (χ2=6.01, df=1, p<.05, V= .19) and non-nominal head errors (χ2=16.85, df=1, p<.001, 

V= .32) than higher-level learners. What is particularly noticeable in this table is that lower-level learners produced 

an extensive number of frames with a non-nominal head when compared to their higher-level counterparts, 

associated with a moderate effect size. This result points to a meaningful finding that placing a nominal element 

after the definite article in the cataphoric the-phrase (the-phrase followed by an of-phrase modifier, e.g., the * of 

the), which is assumed to be quite basic grammatical knowledge, can be challenging for less proficient L2 learners. 

It is also noteworthy that this is the most prominent type of error in both levels accounting for over 50 percent of 

the errors in the realized frames. This result indicates that L2 learners tend to have the problem of using a non-

nominal head for the definite article in this particular structure regardless of levels. Interestingly, this error type 

has not been documented, to the best of my knowledge, in previous studies that investigated the errors produced 

by L2 learners in the formulaic language (e.g., lexical bundles) (Huang, 2015; Shin et al. 2018). For instance, Shin 

et al. (2018) investigated article errors embedded in lexical bundles focusing only on the attempted yet unrealized 

bundles, but failed to capture this error type. Huang (2015) explored more general errors embedded in the use of 

lexical bundles by L2 learners, but have not identified this error type. Therefore, the current finding provides 

valuable insight as to the additional aspects to focus on in the teaching of AW-frames for L2 learners, namely the 

appropriate use of nominal head after definite article, in addition to the types of errors already identified in previous 

studies.       

 

4.3.2 Unrealized frames due to article errors 

 

This last section discusses unrealized frames due to the errors in the definite article. As already mentioned, the 
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article errors discussed in this section focus only on the errors in the cataphoric use of the4. Table 8 summarizes 

the normalized frequencies of the attempted yet unrealized AW-frames in the LL and HL corpus for the three most 

frequent target frames (i.e., with the * of, the * of the, in the * of).    

 

Table 8. Frequencies of the Unrealized AW-Frames across Levels 

Target Frame Lower-Level (LL) Higher-Level (HL) χ2 value Cramer’s V 

with the * of 9.57 7.50 0.41 0.05 

the * of the 26.96 14.25 6.12* 0.19 

in the * of 8.26 15.75 4.30* 0.17 

Total 44.78 37.50 1.07 0.08 

Note. All frequencies were normalized per 100,000 words and rounded to two decimal points. 
*statistically significant (p < .05)  

 

As can be seen in Table 8, the overall frequencies of the unrealized frames are not significantly different across 

levels (χ2=1.07, df=1, p >.05, V= .08) although lower-level learners produced slightly more errors compared to 

higher-level learners. This result should be interpreted with caution since only a subset of the target frames was 

analyzed for the scope of the present study. In terms of the individual frames, the frequency of the unrealized frame 

for the * of the is significantly higher in the LL corpus compared to the HL corpus with a small effect size (χ2=6.12, 

df=1, p <.05, V= .19), while the opposite pattern was observed for the frame in the * of (χ2=4.30, df=1, p <.05, 

V= .17).   

One question of interest, however, is whether these frames were unrealized due to similar types of errors. Further 

analysis of the sub-types of errors in the unrealized frames reveals different types of errors from what was 

discovered in the realized frames above. Table 9 displays the distribution of the three types of errors that emerged 

from the unrealized frames by the normalized frequency of each error type across levels.  

 

Table 9. Frequencies of the Unrealized AW-Frames across Levels 

Error Types Lower-Level (LL) Higher-Level (HL) χ2 value Cramer’s V 

Omission 37.39 33.75 0.31 0.05 

Misformation 5.22 3.00 0.94 0.08 

Non-nominal head 2.17 0.75 1.03 0.08 

Total 44.78 37.50 1.06 0.08 

Note. All frequencies were normalized per 100,000 words and rounded to two decimal points. 

 

First, as Table 9 shows, learners produced three types of errors in the use of the definite article, omission, 

misformation, and non-nominal head errors. As the results of the chi-square tests and Cramer’s V effect sizes 

indicate, no statistically significant differences were found in the frequencies of each error type across levels. 

                                           
4 Thus, in the case of the frame the * of the, I focused on finding the errors related to the first definite article, but not the second definite 

article.  
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Examples (8)-(10) illustrate each error type.  

 

(8) On the other hand, Ø  author of the second text sees many disadvantages concerned about iPads. [HL] [the 

* of the, Omission]  

(9) As we all know, most people are always in a state of depressing as they have to do the work they dislike 

to earn more money. [LL] [in the * of, Misformation] 

(10) That would leave humans with Ø  lose of drive and identity which would be total chaos. [HL] [with the 

* of, Non-nominal head] 

 

One notable difference from the errors identified in the realized frames is that learners produced misformation 

errors using indefinite articles a or an in the place of the definite article, as illustrated in example (9). The phrase 

in a state of is presumably attempted as a variant of the frame in the * of but failed to be realized due to the 

ungrammatical use of an indefinite article. Another noticeable aspect in the frequencies of each error type is that 

the omission of the obligatory the is the most salient type of error at both levels as indicated by the highest 

frequencies among the three types (Table 9). This result suggests that both lower- and higher-level learners’ 

attempts to use AW-frames failed most likely due to the use of zero articles when the definite article is required.  

This result echoes previous findings that zero articles tend to be overused in the place of the definite article by 

L2 English learners, in particular, by those learners whose L1 does not have the article system (Chrabaszcz and 

Jiang 2014). However, the current literature is still inconclusive about the effect of article-less L1 on the correct 

use of English definite article. In terms of article errors within multi-word expressions, Shin et al. (2018) found a 

similar tendency that almost all cases of unrealized lexical bundles were due to the omission of the obligatory 

definite article. Thus, the current finding generally confirms previous findings of article errors and gives additional 

insight that correct placement of obligatory definite article within lexical frames can be challenging to achieve for 

L2 learners. However, this statement is still inconclusive since the current study focused only on the cataphoric 

function of the definite article using only a subset of the target frames.  

 

5. Conclusion 

 

The present research investigated the use of recurrent, discontinuous frames in L2 academic writing focusing 

on analyzing both the target-like and ungrammatical use of academic writing frames. By applying the lexical frame 

approach to L2 phraseology, which allows for an item-internal variation (Biber 2009), this study helps us gain a 

better understanding of how L2 learners’ productive use of multiword expressions differs across writing skill levels.  

The results of the first research question showed that higher-level learners employed AW-frames more 

frequently compared to lower-level learners. This finding is in line with the findings from Granger (2016), which 

showed that German L2 English learners employed more function word frames at higher proficiency levels when 

compared to lower-levels. This result echoes similar tendencies noted in the previous studies on the use of lexical 

bundles in L2 academic writing: less proficient L2 learners tended to have problems in using register-appropriate 

bundles, showing underuse of academically appropriate bundles (Ä del and Erman 2012, Chen and Baker 2010, 

Paquot and Granger 2012). Overall, the present finding can be understood as a manifestation of the more academic 

nature of the phraseology of higher-level writing compared to their less proficient counterpart.  

In terms of the variability and predictability of the frames, the results of the second research question 

demonstrated that higher-level learners tended to employ highly variable AW-frames in an unpredictable manner 

whereas less proficient learners incorporated the same inventory of frames in a comparatively fixed and predictable 
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way. The noted level differences are consistent with Garner’s (2016) finding although the two levels in the current 

study showed less striking differences presumably due to the small corpus size. Garner also found that concomitant 

with the increased L2 proficiency, learners tended to rely on more variable frames in a less predictable manner. 

Overall, findings from the current study serve to confirm the developmental sequence of L2 phraseology (Ellis 

2002), highlighting that L2 learners move from highly fixed expressions to more self-constructed language with 

increased proficiency. By applying the lexical frame approach, the present study attested that the command of 

skillfully using lexical frames as a productive scheme for constructing language can be a signaling factor of a 

competent L2 English writer.  

In terms of the misused frames, regardless of levels, L2 learners produced extensive errors in the use of the 

definite article within both realized and unrealized frames. This finding yields meaningful insight into the literature 

of L2 phraseology, which mostly investigated multiword expressions assuming that successfully retrieved 

expressions are grammatical. It was shown that particularly for the less proficient learners the fact that the frames 

were successfully realized does not necessarily mean that they were in the target-like forms. More specifically, L2 

learners showed the problem of using a non-nominal head for the definite article within realized frames, which is 

a meaningful finding that has not been documented in the literature. In terms of the unrealized frame due to an 

article error, both levels of learners predominantly produced omission errors, which parallels previously noted 

findings on article errors within formulaic language that suggested that L2 learners whose L1 does not have the 

article system tended to use zero articles in the place of definite article the (Chrabaszcz and Jiang 2014, Roberston 

2000, Shin et al. 2018). For instance, Shin et al. (2018) revealed that almost all cases of unrealized lexical bundles 

produced by Korean English learners were due to the omission of definite article. The present study adds to the 

literature the finding that correct placement of obligatory definite article within lexical frames can be challenging 

to achieve for L2 learners.    

Taken together, the present study offers novel insights into what constitutes article errors in both realized frames 

and attempted yet unrealized frames for L2 learners. Unlike previous studies on article errors that mostly focused 

on analyzing the placement of the article itself, the current investigation found that the use of a non-nominal head 

within frames can be problematic, particularly for lower-level learners, by taking the lexical frame approach. This 

finding also provides valuable implications for the aspects to focus on in the teaching of AW-frames to L2 learners, 

namely the appropriate use of a nominal head after the definite article, in addition to the types of errors already 

identified in the previous literature. 

Several suggestions for further research are derived from the limitations of the present study. First, due to the 

small sample size, the categorical analysis of the variability and predictability of the frames failed to capture 

meaningful quantitative differences between the two levels. The original frameworks of variability and 

predictability from Gray and Biber (2013) were modified to account for the small corpus size. Therefore, a 

replication study using a larger corpus is recommended to address this issue. In addition, due to practical 

constraints, the error analysis of the unrealized frames focused only on the cataphoric use of the definite article, 

based on only a subset of the target frames. The current findings herein could be supplemented by future research 

that adds the exploration of the errors in other functions of the definite article such as anaphoric or situational use. 
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Examples in: English 

Applicable Languages: English 

Applicable Level: Tertiary 

 

 

 

Appendix 

List of 20 Most Frequent AW-frames from Gray and Biber (2013) 

 

the * of the 

in the * of 

of the * of 

the * of a 

to the * of 

and the * of 

on the * of 

of the * and 

for the * of 

at the * of 

with the * of 

a * of the 

by the * of 

that the * of 

the * and the 

and * of the 

is the * of 

the * in the 

the * of this 

of * in the 
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