






iii 

 

 

 

TABLE OF CONTENTS 

 

Chapter One:  Introduction ................................................................................................. 1 

Motivation for this Study ............................................................................................. 3 

The Plateau: Climbing and Resting ............................................................................. 3 

Guiding Questions & Summary ................................................................................... 8 

Chapter Overviews ...................................................................................................... 9 

Chapter Two:  Literature Review ..................................................................................... 10 

Fossilization and Stabilization ................................................................................... 10 

Motivation, Acculturation and Identity ..................................................................... 17 

Independent Language Learning ............................................................................... 20 

Diary Studies ............................................................................................................. 29 

The Gap ..................................................................................................................... 35 

Research Questions .................................................................................................... 36 

Summary .................................................................................................................... 37 

Chapter Three:  Methodology ........................................................................................... 38 

Mixed Methods Research Design .............................................................................. 39 

Data Collection .......................................................................................................... 43 

Procedures .................................................................................................................. 46 



iv 

 

Data Analysis ............................................................................................................. 56 

Verification of Data ................................................................................................... 57 

Ethics ......................................................................................................................... 58 

Summary .................................................................................................................... 58 

Chapter Four:  Results ...................................................................................................... 59 

Findings from the Diary ............................................................................................. 60 

Assessing my Language Progress .............................................................................. 89 

Summary .................................................................................................................... 92 

Chapter Five:  Conclusions ............................................................................................... 93 

Major Findings........................................................................................................... 93 

Limitations ................................................................................................................. 99 

Implications ............................................................................................................. 100 

Further Research ...................................................................................................... 106 

Appendix A:  Estimate of the Author's Korean Vocabulary Size (prior to study) ......... 108 

Appendix B:  Details of the Topik test (old format) ....................................................... 109 

Appendix C:  Self-directed Language Learning Program .............................................. 112 

Appendix D:  Communicative Assessment Interview Questions ................................... 113 

Appendix E:  Communicative Assessment Materials ..................................................... 115 

References ....................................................................................................................... 118 

 



v 

 

 

 

LIST OF TABLES 

 

Table 1:  TOPIK Test Scores .............................................................................................90 

Table 2:  Communicative Assessment Scores ...................................................................91 

 

 

 

 



 1 

 

 

CHAPTER ONE:  INTRODUCTION 

 

When I first came to Korea seven years ago, I was excited to learn the language, 

and studying and practicing the language socially was one of my main pastimes.  

However, as one year in Korea became two and two became six, my study habits, 

motivation to learn, and my language progress all petered to a near halt.  I could attribute 

this to multiple situational factors, but the overall transition could be generalized as this: 

the young graduate embarking on an adventure on the other side of the world, excited to 

learn the language, make new friends and be immersed in the culture became an older 

man, an owner of a retail shop in Korea, settled in his routine, satisfied with his circle of 

expat friends, and comfortable navigating the familiar surroundings of his now not-so-

foreign home away from home—in short, a fossilized expat in Korea.  My linguistic 

fossilization seems just a natural extension of the more general stabilization or stagnation 

of my lifestyle and identity here in my second home of Korea.  But I am still relatively 

young and energetic and am ready to start exercising my universal grammar muscles 

again.  I kept telling myself that I would begin studying again after I finish my degree, 

and now it seems a perfect chance to do both at the same time by focusing on the process 

of "pushing past the plateau" for my capstone research.  This chapter explains the 

background and motivations of the researcher and introduces some of the topics relevant 

to this study.  
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Fossilization is a term that has been thrown around a lot as a catch-all for 

cessation of progress, but as discussed in the next chapter, it is a controversial term and 

may not be applicable in my case.  Further, as a learner, the analogy to million-year-old, 

harder-than-stone dinosaur bones is less than encouraging.  On these grounds, I have 

chosen to adopt the more colloquial term plateau and the more technical term 

stabilization (discussed in chapter 2) and use them interchangeably.  However, I will 

continue to use the term fossilize when appropriate, to refer to a more permanent state.  

To me, plateau paints a positive analogy of language learning as a journey up a 

mountain, with periods of steep accent gained through concerted effort, followed by 

periods of relative ease or rest.  There is a large body of research in general psychology 

concerning memory consolidation (e.g., Dudai, 2004), a process in which newly acquired, 

unstable information is stabilized, enhanced, and integrated into a more stable, permanent 

memory (Stickgold, Hobson, Fosse & Fosse, 2001).  This is seen as an "off-line" form of 

processing that occurs while the mind is no longer consciously focusing on the new 

information or task but engaged in other activities or at rest—especially during sleep.   

Having not studied actively for several years, I had plenty of time to integrate 

what I had previously learned and become very familiar with the terrain.  Though my 

ability was quite limited, and Korean was in many ways still a very foreign language, in 

other ways, my own personal interlanguage (IL) was very comfortable and familiar to me.  

The question then became, could I leave the comfort and familiarity of my IL, to push 

past my plateau?    
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Motivation for this Study 

One motivation for this study was that plateauing seems to be a very common 

experience.  Many of the people I know and work with here in Korea have a similar story 

as mine: They embarked on their teaching abroad adventure with high interest in learning 

the language, but most learned no more that the basic survival phrases they need to get 

around.  Some, who were more committed in their study, got to a conversational level, 

but very few people I know have reached advanced levels, let alone near-native ability. 

Another motivation for this study was the simple and obvious fact that I live here 

and am a language teacher.  My original plan was to come to Korea and teach for a year, 

then go back home.  At first, it was easy to be neither a good language teacher nor good 

at the Korean language.  Originally, any modest attempts at using Korean were met with 

surprise and praise: "Oh, you speak Korean so well" people would say.  However as time 

went on, and my status here began to morph into one less transitory, expectations 

accordingly changed, "Oh, you've been here six years; you must speak Korean very 

well." to which I must admit, "No, not that well."  However, mostly it was my own 

expectations.  As my time here stretched on and teaching became a profession, I felt that 

my ability to understand my students and the language of my host country must also 

progress. 

The Plateau: Climbing and Resting 

Plateauing is a useful metaphor as it describes an experience that seems to be 

universal to all learning endeavors, growth, and life in general. In this section, I describe 
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my background situation, potential factors that may have contributed to my language 

stabilization, and my language learning background. 

Background and Factors Surrounding Language Stabilization 

 After living in Korea for three years, I went back to America for a year to start 

my degree.  When I decided to return to Korea, I became excited to continue studying 

Korean.  However, after a couple months, I did not seem to be making visible gains.  I 

felt I was putting the time and the effort in, but that the language wasn't sticking; I didn't 

seem to be progressing.  I had packed up camp and headed for the peak, but the view 

didn't seem to be changing.  Then, because I was working on my degree and teaching 

full-time, I stopped studying.   

Besides these situational factors, a changing orientation toward Korea and my 

identity in it seemed to play a role in my stabilization.  On my return trip to Korea, the 

culture and people were no longer so fresh and interesting, and my orientation as a 

curious visitor—getting to know the people and language—began to change, and my 

identity as an expat—living in, but not of my adopted country—began to take hold.  

Finally, my motivations for learning the language have no doubt undergone significant 

changes over the course of my time here, and this was likely a significant factor in my 

language stabilization.  

Language Learning Background 

In accord with diary study procedures as outlined by Bailey and Oschner (1983), this 

section presents an account of the learner's personal language learning history.  In high 

school I took two years of Spanish to fulfill the language requirements for university 
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entrance.  I gained a more personal interest because my family ended up hosting an 

exchange student from Spain.   After one year of Spanish class, I went to Spain for the 

summer to stay with him.  I don't recall speaking much Spanish then, but I'm sure it gave 

me a lot of exposure, more interest, and a handful of swear words.  

I had no classes or further exposure to Spanish in college, but after graduating I 

was able to use Spanish on a trip through Central America. I tried to brush up on my 

Spanish before I left, and ended up feeling pretty good about my ability to understand and 

be understood in basic survival situations during my trip.  From my experience with 

Spanish, I felt I was a capable language learner, but I never made it past a certain 

beginner-level barrier.  I always felt on the "outside" of the language looking in.  For 

example, I could never understand much of a conversation in a Spanish film—just 

fragments of recognizable words here and there. 

My motivation for studying Korean was different.  I had a strong intrinsic interest 

in the language and language learning process, as well as a strong integrative motivation 

to immerse myself in the culture.  I was excited to learn the alphabet and a few of the 

most basic words and grammar structures before going to Korea.  When I arrived, my 

mind was prepared to absorb the language that surrounded me—reading signs, looking up 

words in my dictionary, trying out survival phrases in daily life, and sending text 

messages to friends in Korean.   

However, listening comprehension was a long, slow progression.  Those 

wonderful cognates in Spanish and other European languages—not fully comprehensible, 

but comfortably familiar—are entirely absent in Korean (though, a prevalence of English 
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loan words is one source of accessibility).   As with Spanish, I had never made it past that 

barrier of feeling outside the language.  A conversation between strangers next to me in a 

coffee shop was mostly incomprehensible.  However, in my own exchanges, because of 

the understood context, I couuld usually follow pretty well, despite large gaps. 

My general learning method was to learn vocabulary, grammar structures, or set 

phrases and commit them to memory with flash cards—being sure to try to use them in 

real-world situations as much as possible.  Once the pattern was well in my head, I could 

extend it to new situations.  I enjoyed this style of learning, and looked forward to 

studying during any bits of free time on the subway or at coffee shops on the weekend.    

At the outset of this study, based on the ACTFL Proficiency Guidelines 2012 

(Swender, Conrad, & Vicars, 2012), I judged my Korean speaking and listening ability to 

be at the "Novice High" or "Intermediate Low" level.  Borrowing words from the 

guidelines, I could use the language to accomplish uncomplicated tasks and conversation 

on familiar topics related to personal information, daily activities, preferences, and 

common survival situations.  I relied heavily on combining and recombining what I knew 

and heard from my interlocutors to get my point across.  I used short discrete statements 

and questions that included frequent pauses, ineffective reformulations and self-

corrections, and which may have been filled with hesitancy and inaccuracies.  I was 

usually able to get my point across, possibly after some reformulation or circumlocution 

(p. 8).  My listening ability was quite limited except for situations in which the context 

was familiar or clear.  Even then, there may have been large gaps in my understanding, 

but I felt that I could adequately navigate interactions by guessing meanings, eliciting 
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restatements or glossing over what I thought was not important.   I believed that due to 

my limited amount of formal study but ample real-world practice, my productive 

vocabulary size was at the novice level, and my actual communicative ability closer to 

intermediate level.  Though I believe reading and writing skills are important, my overall 

language learning goals were primarily oral communication, so unless otherwise stated 

that is the general focus of this study. 

Prior to this study, I had had a long period of rest with continued exposure to the 

language.  During this time, I didn't have many in-depth interactions in Korean, but I 

used and was exposed to the language every day.  My experience convinced me that 

without explicit study and practice, my Korean ability would improve very little.  I felt 

that explicit practice was necessary to improve, and in assessing my own language needs, 

vocabulary acquisition seemed to be of primary importance going into this study.   

I was very interested in Jones's (1994, 1995) proposition that once a core 

vocabulary of about 2,000 "word families" (a cluster of words with the same lexical root-

e.g. simple, simplify, simplicity, etc.) has been gained, through studial (textbook-

centered) strategies, authentic materials become accessible sources of input.  This is not a 

new idea.  Browne, Culligan, and Phillips (2013) estimate that their list of 2,683 high 

frequency word families cover 92% of general English texts.  Hirsh and Nation (1992) in 

looking at the amount of vocabulary needed for pleasurable reading of novels, 

substantiated that the most frequent 2,000 word families would cover 90-95% of an 

average unsimplified text, but concluded that this is not enough for pleasurable reading 

and concluded that a vocabulary size of 5,000 of the most common word families was the 
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threshold for pleasurable reading of a novel leveled for teenagers, giving 98-99% 

coverage.  

Assuming that similar numbers will carry over into Korean, I decided to 

investigate my Korean vocabulary size.  Based on a list of the 6,000 most common 

Korean words (National Institute of Korean Language, n.d.), I estimated that I knew 

approximately 2,700 out of the 6,000 words and that my vocabulary size was between 

3,000-5,000 words (see Appendix A) if words not found on the list are included.    

Though a vocabulary of 3,000 words seems substantial and should get one in the 

range to access over 90% of common spoken and written language, from my experience, 

I did not seem to be close to that.  A children's picture book would have been a real 

challenge for me, and a Korean movie, novel or newspaper, would have been mostly 

inaccessible.  This mismatch suggested to me that there were large gaps in either the 

breadth or the depth of my basic vocabulary, and it was hoped that this study could shed 

some light on this. 

Guiding Questions & Summary  

The purpose of this study was to explore self-directed language learning in the 

naturalistic immersion environment of my host country, Korea.  I had lived and taught 

English in Korea for six years and acquired the language to a level that let me 

comfortably navigate my daily life.  However, my language learning had stabilized for 

several years and seemed in danger of permanent fossilization.  With this in mind, I 

wanted to explore the process of getting back into language learning and moving beyond 

my plateau to benefit my own language learning as well as my ability to help my students 
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improve their language learning.  My primary guiding question was What factors are 

important in my language learning experience? with a more specific focus on how to 

move past my plateau and transition from the beginner to intermediate level.  I kept a 

diary to record my ongoing experience learning Korean and factors important to language 

learning as they emerged over the course of the study.  My hope was to provide insight 

for other language learners and add to the body of research in this area of second 

language acquisition (SLA). 

Chapter Overviews  

In this chapter, I explained my motivations for this study, described my 

background and the context surrounding it, and introduced some of the topics relevant to 

this study.  Chapter two reviews the literature relevant to this study and identifies gaps in 

the existing literature.  Chapter three outlines the diary study research design and 

methodology of this study, as well as specifics of the language learning plan and methods 

of assessment used over the course of the study.  Chapter four presents the results of the 

study, describing how the research plan unfolded, extracting themes from the diary 

entries, and revisiting the research questions in light of the data collected.  Chapter five 

concludes by summarizing the major findings, discussing implications and limitations of 

the study, and making suggestions for further research.   
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CHAPTER TWO:  LITERATURE REVIEW 

 

The purpose of this study was to explore self-directed language learning in the 

naturalistic immersion environment of my host country, Korea.  I wanted to learn about 

the experience of moving beyond my plateau and transitioning from the beginner to 

intermediate level. 

In this chapter, I review literature related to several SLA topics relevant to the 

present research including fossilization, motivation, acculturation, identity, and 

independent language learning.  I then give an overview of some significant and relevant 

existing diary studies. I conclude by arguing for the need for more diary studies that 

probe into the specifics of the individual language learner's experience, and positioning 

this study within the existing body of research.   

Fossilization and Stabilization 

Fossilization 

The present study was motivated by the author's stagnated L2 learning, which 

raises the topic of fossilization.  In Selinker's seminal paper (1972) he coined several 

terms that have become cornerstones of the field of SLA, chief among them 

interlanguage and fossilization.  

Interlanguage can be conceptualized as a changing bridge between the first 

language (L1) and the target language (TL): a personal pidgin that borrows from both L1 
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and TL yet has elements found in neither. Interlanguage begins with learners' knowledge 

of their LI and continually evolves until, ideally, it matches the TL as used by its native 

speakers.  

However Selinker (1972) estimated that only about 5% of adult language learners 

reach the the level of near-nativeness.  Though this figure has been debated and never 

substantiated, it is often quoted in the general recognition that adult learners fail to reach 

native proficiency far more often than they succeed (Han, 2004a). To account for this, 

Selinker (1972) proposed the concept of fossilization, which can generally be defined as 

the phenomenon in which a leaner's interlanguage and/or specific aspects of it cease to 

develop despite positive motivation, opportunity and exposure to the language.   

Fossilization has been observed to exist on a global scale, in which an individual's 

entire IL ceases development, or on a local level, in which a particular feature or features 

fossilize while others continue to develop (Han , 2004b).  Further, fossilization can 

manifest in all aspects of language competence, for example, phonological, 

morphological, syntactic, or semantic (Wei, 2008).   

Causal Explanations 

A wide range of explanations for the causes of fossilization have been suggested 

by numerous researchers in this field. Han (2004b) categorizes proposed explanations 

into the following categories: external, environmental factors and internal, cognitive, 

neuro-biological, and socio-affective factors.  A few of the explanations more relevant to 

the present study are mentioned here.   
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Environmental factors, such as the absence of instruction or corrective feedback 

are notions commonly held by language learners and instructors alike.  Though modern 

communicative teaching methods have generally moved away from overuse of corrective 

feedback, some researchers (e.g., Higgs & Clifford, 1982; Valette, 1991; Vigil & Oller, 

1976), maintain the common view that a lack of correction can result in fossilization of 

incorrect forms. 

To the extent that fossilization is a phenomenon of adult SLA in contrast to L1 

and childhood L2 acquisition, many researchers have focused on cognitive and neuro-

biological explanations, especially related to potential maturational constraints of age.  

For example, Schachter (1996) suggest that adults lose access to the universal grammar 

mechanism, while others take a less strict stance, saying adults do not lose access to 

universal grammar, but may fail to reset certain parameters (Eubank,1995).  Similar to 

this view is the view that we lose sensitivity to language data with age (Schnitzer, 1993), 

or that there is a decrease of cerebral plasticity for implicit acquisition (Paradis, 1994).  A 

final line of thinking is that a host of L1 influences negatively impact L2 acquisition, 

including the idea that the neural entrenchment of the L1 resists restructuring for the L2 

(Ellis, 2002 as cited in Han, 2004b). 

Finally, a number of socio-affective factors have been indicated in the literature.  

Several (Higgs & Clifford, 1982) have pointed out that in situations of authentic 

communication, there is a natural tendency to utilize various communication strategies to 

overcome shortcomings in L2 ability, and that successful use of these strategies may have 

the unfortunate result of actually inhibiting acquisition.  Similarly, a number of 
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researchers (Corder, 1978; Ellis, 1985; Selinker & Lamendella, 1978; Schumann, 1978b) 

agree that a frequent contributor to fossilization is the satisfaction of one's 

communicative needs. In other words, when most of one's basic needs for the L2 have 

been met, many learners will have no motivation to continue developing further, and their 

IL will fossilize.  Klein (1986) further hypothesizes that some learners may even be 

aware of non-target forms in their IL, but make no attempt to modify them because they 

and adequately serve their needs.  In Schumann's acculturation model (1978b, 1986) 

learner's social and psychological distance from the L2 culture is tied to their acquisition 

of the language, and fossilized language forms are closely linked with a cessation of 

acculturation..  Preston (1989) shares Schumann's view and further distinguishes a 

sociolinguistic factor in which the learners' will to maintain their native identity leads to a 

deliberate failure to progress at the L2.      

Debate 

Despite the ubiquity of the term fossilization in the field of SLA, its theoretical 

position, scope, and even its definition remain unclear.  This phenomenon has been 

referred to by other names: plateau, fossilized variations, permanent optionality, endstate, 

incompleteness and so forth (Han, 2004a) but fossilization is the term that stuck and is 

most widely used.  Selinker's own definition has changed over time.  His original 

conception of fossilization (1972), focused on individual fossilized structures (i.e., 

linguistic items, rules, etc.) that are persistent and resistant to change.  Later his view 

widened to a global and permanent cessation of learning (Selinker,1978), and then still 

more to an inevitable and global cessation of learning among all adult language learners  
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(Selinker 1996 as cited in Han, 2004a, p. 216).  Besides Selinker's various definitions, 

variations abound in the literature.  Lowther (1983), characterizes fossilization as the 

"inability [emphasis added] of a person to attain native-like ability in the target language” 

(p. 127).  The most common notion is that fossilization refers only to non-target-like 

forms; however, some (Ellis, 1985; Vigil & Oller, 1976) suggest that target-like 

structures as well as non-target structures can undergo fossilization.  In other words, 

correct language forms can fossilize too.  

Long (2003) talks at length about the ambiguities of definition and methodology 

in the fossilization literature, and points out that a major unresolved discrepancy is that 

fossilization is sometimes used as explanandum (the phenomenon to be explained), 

sometimes explanans (the explanation for the phenomenon), and sometimes both.  Han 

(2004a) sums up the central issues of conceptual diversity that have emerged: (a) whether 

fossilization is global or local; (b) whether L2 ultimate attainment is isomorphic with 

fossilization; (c) whether fossilization is a product or a process; (d) whether stabilization 

and fossilization are synonymous; and (e) Should empirical studies of fossilization span 

five years or more? (p. 204) 

This discussion may be of theoretical interest, but may not be of practical 

importance to the educator or language learner.  Yet, the phenomenon of fossilization 

(i.e., cessation of further progress) is of primary importance for any language learner, 

whether it occurs in a formal educational setting or informal independent learning.  The 

literature indicates that almost every language learner will experience fossilization at 
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some stage in their learning.  However, maybe the idea of fossilization as permanent 

cessation is less useful to the learner than the more familiar idea of plateaus in a journey. 

Stabilization 

Stabilization, a term first proposed by Schumann (1978b) and used by Selinker 

(1993), is distinguished from fossilization by describing a temporary stalling of learning.  

If a learner's interlanguage is stabilized long enough, it can be described as a more 

permanent fossilization.  As such, stabilization and fossilization can be seen stages along 

the same process with stabilization being a precursor to fossilization.  As Long (2003) 

points out, stabilization is an observable and largely uncontroversial phenomenon; 

however, fossilization is essentially an untestable proposition.  First, after how long does 

stabilization become fossilization?  Five years has often been cited, but this and any other 

threshold seem arbitrary.  Second, in order to observe and confirm the phenomenon of 

fossilization, in theory, one would need to observe a stabilized language structure until 

the learner's death to be sure destabilization did not occur (Jung, 2002). 

Though Long (2003) does not deny the possible reality of fossilization, he 

concludes that fossilization, as a theory, is beset with methodological difficulties and that 

researchers would do better to focus on the phenomenon of stabilization as a more fruitful 

avenue of inquiry.  Following this position, my use of the more metaphorically evocative 

term plateau should be seen as equivalent to the term stabilization which is more 

common in the SLA literature.   
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Preventing and Overcoming Plateau 

Though much has been written about fossilization/stabilization, the focus has 

largely been on describing, defining, and explaining the symptoms, but little has focused 

on preventing or overcoming language fossilization/stabilization.   

Valette (1991) argues that a significant factor in fossilization is inaccurate input 

and uncorrected output at early stages of instruction and therefore it is critical to 

providing accurate and appropriate input at these stages.  This agrees with Higgs and 

Clifford (1982) and Nord's (1998) contention that the focus placed on communication 

over accuracy may do more harm than good.  Nord (1998) calls for careful and 

systematic exposure to listening input, and Higgs and Clifford (1982) propose an output 

hypothesis analogous to Krashen's (1982, 1985) input hypothesis, stating that 

communicative tasks should be leveled just above student's ability to avoid too many 

inventive communicative strategies that can lead to fossilized inaccuracies.    

More pertinent to the current study is research that looks at overcoming 

stabilization once it has set in.  Richards (2008) provides some detailed suggestions for 

how to do this particularly for learners plateaued at the intermediate level.  Some of his 

suggestions include the need for learners to add more complex language to their 

repertoire, to learn to monitor their own language and to notice the gap between their own 

language and that of more advanced users, and continue to develop their vocabulary in 

the 5,000 to 6,000 word range.  Richards also suggests that classroom environments 

should seek to incorporate more explicit treatment of grammar, focus on form activities 

to raise consciousness about grammatical features of input or output, and activities that 
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require learners to expand and restructure their grammatical system through increased 

communicative demands.   Johnson (1992) outlines a procedure that she calls the "Tennis 

Clinic Strategy" in which students are led to identify personal needs while the teacher 

acts as a coach giving guidance on those specific needs. 

In focusing on fossilized pronunciation, Acton (1984) outlines an approach and 

method to help otherwise proficient users of English as an L2.  This somewhat 

unorthodox multidisciplinary approach relies heavily on modifying rigid beliefs and ideas 

of self that may stand in the way of change.    

Motivation, Acculturation and Identity 

Motivation  

 Motivation has been a major topic in SLA for five decades.  Much of the 

foundation for the study of motivation in SLA was laid by Gardner and Lambert (1972).  

Their work argued that motivation was a significant variable of language learning success, 

independent of ability or aptitude.  Furthermore they theorized that the motivation to 

learn a language is distinct from other types of learning motivation by a number of social-

psychological factors.  Language learners are not just expected to acquire knowledge 

about the language but to identify with the target language community, the culture, and 

its distinct behaviors of speech and interaction.  As such, learners' attitudes toward the 

target language community will greatly influence their degree of success at learning the 

language.  Gardner and Lambert (1972) proposed two motivational orientations that have 

proved to be seminal in the field of SLA integrative motivation and instrumental 

motivation.  
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Integrative motivation refers to the degree of one's desire to integrate with the 

target language community; for example, interact with, become similar to, and be 

accepted among members of the community.  Instrumental motivation is related to the 

practical benefits that might be gained by learning the language, such as wanting 

language for educational, economic, or other benefits.  

Alternate Approaches 

Of these two, the integrative construct is the most influential and most specific to 

the field of SLA.  While it remains widely cited, it has fallen out of the spotlight of 

research in the past few decades, being replaced by alternate or more inclusive theories.  

In the 1980s the focus of research shifted to cognitive perspectives on motivation. 

Possibly the most influential approaches to emerge from this time are Self-determination 

theory (Deci & Ryan, 1985), Attribution theory (Weiner, 1992).  

Others have directly challenged the viability of the concept of integrative 

motivation and as Dörnyei (2009) points out, SLA motivation is being "radically 

reconceptualized" (p. 1)  in light of the the increasingly complex context of globalized 

English, world Englishes, and widespread bilingualism.  Dörnyei (1990) argues that the 

term integrativeness may not make sense in contexts where no target language 

community is present and where there is no real or even potential integration involved, 

citing Chinese learners studying English as a school subject in mainland China as an 

example.  As English speakers becomes a more global, abstract community, for many, it 

may not be meaningful to consider English acquisition akin to membership in an external 

community, but rather, an internal representation of oneself (Ushioda, 2006).  This has 
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lead to a currently popular movement to discuss SLA motivation in terms of possible 

selves and the related ideal self and ought-to self (Dörnyei, 2005; 2009; Higgins, 1987; 

Markus & Nurius, 1986) 

Acculturation Model 

For many English language learners, the importance of integrative motivation in a 

globalized context has become complex, possibly untenable (as previously discussed). 

However, for many others living within the target language community, this concept is 

still a salient issue, especially when the target language is closely linked to a definable 

community and culture, as is my situation in Korea.  The significance of the language 

learner's relation to the TL community is the focus of Schumann's (1978a; 1986) 

acculturation model, another historically important social-psychological model of SLA 

motivation. 

Similar to the integrative orientation, the basic premise of the acculturation model 

is that learners' success will be proportional to the degree to which they acculturate with 

the L2 community; in other words, the degree to which they are willing to modify their 

attitudes, knowledge, and behavior towards the L2 community.  According to this model, 

the degree of acculturation is dependent on the degree of social distance and 

psychological distance.  

Identity and Investment 

One more take on motivation is worth noting, as it probes deeper into the 

complexity of the individual's orientation to the culture and society of their target 

language.  Based on a longitudinal study of five immigrant women living in a dominant 



 20 

 

 

L2 setting (Canada), Peirce (1995) argued for a reconceptualization of the individual in 

SLA.  Closely observing how and under what conditions these immigrant women created, 

responded to, and/or resisted opportunities to speak English, Peirce observed how 

inequitable power relationships affect interactions between learners and target language 

speakers, and she introduced the concept of investment as an alternative to integrative or 

instrumental motivation.  She argues that this conceptualization more accurately reflects 

how a learner's identity and motivations are not fixed attributes, but ever changing and 

include a complex social history and multiple desires.  As such, learners will invest more 

or less effort into acquiring the L2 based on perceived returns, social or situational factors, 

and a fluid identity. 

Independent Language Learning 

With globalization and the increasing ability for people to travel and live all over 

the world come the need for many individuals to learn new languages that may not have 

been part of their original formal education.  For a variety of reasons, many of these 

individuals choose or have no other option but to learn a language on their own, without 

the guidance of a teacher or classroom setting.  However, for many, language learning is 

not intuitive, there is often confusion about how to proceed at learning a language, and 

there are few resources available to guide the independent learner.   

Independent Language Learning, Autonomy and Self Direction  

Over the past decades, language education has experienced a shift away from the 

teacher's role and onto student-centered learning.  One outcome of this focus on the 

student's role in education is independent language learning (ILL) and the related 
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concepts of learner autonomy and self-direction which became active areas of discussion 

in SLA in the late 1970s (e.g., Dickinson, 1979; Holec, 1979, 1981).  Independent 

learning is generally based on the philosophy that each learner best knows what he or she 

needs and if given some control over the direction and method of learning will be more 

motivated and learn more efficiently.  Little (n.d.) suggests a further rationale specific to 

language learning.  As the complex procedural knowledge needed for successful 

spontaneous communication can be developed only through using the language, a degree 

of autonomy will aid the learner in seeking out opportunities for real-life language 

interactions.     

In the literature, there seems to be a lack of consensus as to the relationship 

between independence and autonomy.  Lamb and Reinders (2006) even state that a 

definitive definition of either ILL or autonomy is impossible and White (2008) point out 

that the two terms are often used as synonyms or near synonyms.  However, the 

distinction between autonomy and self-direction seems to be clearer.  As described by 

Holec (1985), autonomy is the capacity or potential to successfully conduct one's own 

language learning, while self-direction refers to the skills or knowledge of how to realize 

that potential.  

Autonomy is essentially an ideal state in which autonomous learners have the will, 

means, and ability to carry out their learning independent of outside direction.   

Considering the increasing diversity of learning contexts (e.g., continuing education, self-

access, distance learning, and online learning) the creation of autonomous learners has 

become increasingly important.   In order to realize this ideal state of autonomy, learners 
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need some skills and knowledge of how to direct their own learning: Learners need to be 

able to define and adjust intermediate as well as ultimate objectives; select appropriate 

and motivating content; indentify available materials and select those most appropriate; 

choose the best time and place for learning; and self-assess the language acquisition and 

the learning program itself, and make appropriate adjusts to the program (Holec, 1985).  .   

Self-Access Learning and Self-Access Centers  

Attempts at creating learner autonomy have most often been through the 

implementation of self-access resource centers, which began appearing at various 

institutions in the late 1960s and early 1970s. (Benson & Voller, 1997).  Generally, these 

centers are in essence language focused libraries, in which students have access to a wide 

variety of resources ranging from language dictionaries to photocopied exercises to 

multi-media listening practice to supporting tutors or advisors.  Though self-access 

centers generally have autonomous learning as their philosophical underpinning, they do 

not automatically translate to self-directed learning, and may often be used as resource 

centers for teacher-direct work (Reinders, 2000, p. 17).  Gremmo and Riley (1995) point 

out that the major challenge to the success of these centers is in providing adequate 

learner-training. 

Similarly, the aim of self-directed learning in general is hardly a laissez faire "let 

the students do what they want" approach; as Holec (1985) points out, learners are often 

not innately good at directing their own learning, and need to "learn how to learn" (p. 

182).  As such, most of the literature in this area is directed at researchers or educators, 

with the aim of helping teachers and administrators foster more autonomous learners and 
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educational environments.   However, for me and others learning a language truly 

independent of teacher or classroom, these resources are often too theoretical or academic 

to provide much practical direction in the language learning process.  

Successful Language Learners and Learning Strategies   

One vein of research related to ILL which is of more direct practical value to the 

independent learner, is the investigation of the strategies utilized by learners in ILL 

situations.  An example of one such study is Rowsell and Libben's (1994) investigation of 

ILLs and their independent learning behaviors outside the classroom environment, in 

particular how they got communicative practice in isolation.  Rowsell and Libben found 

that high achievers used more of what they termed communication making and content 

making activities; for example, they created imaginary partners or settings to converse 

with and in so doing treated language as a tool of communication rather than just a 

subject to be memorized. 

Cognitive learning strategies.  Such research naturally leads to the question of 

what distinguishes successful learners from less successful ones.  This is the focus of 

Rubin's (1975) study in which Rubin states that good language learning depends on three 

variables: aptitude, motivation and opportunity.  Similar to Rowsell and Libben (1994), 

she concludes that if any of these variables is lacking, a good learner will utilize cognitive 

strategies to compensate.  Rubin identified a number of these good language learner 

strategies, such as being a willing and accurate guesser, having a strong drive to 

communicate, and looking for opportunities to practice the language.  More recently there 

have been a number of attempts at developing more comprehensive lists of such 
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strategies, notably O'Malley and Chamot's (1990) list of cognitive, metacognitive, and 

socio-affective strategies and Oxford's (1990) Strategy Inventory for Language Learning 

(SILL).  .  

Different learning styles.  Stevick (1989) also focused on the variety of strategies 

and tactics used by a number of successful learners.  His book highlights that learners' 

various learning styles influence their preferred strategies and that what works for one 

may not be suitable to another's learning style.  These lists of good-learner strategies can 

be quite useful for the would-be ILL, but still more direction is needed.   

Guides for the Independent Learner 

Language specific materials.  In the absence of the structure provided by a class 

or teacher, independent language learners generally need some sort of direction.  Most 

commonly an independent learner will go to the published materials available for their 

respective TL, for example grammars, dictionaries, phrasebooks, and audio CDs.  These 

are certainly invaluable resources for most ILLs, but are still limited.  First, in the case of 

less commonly learned languages, published materials may be scarce or limited in 

selection.  Second, many for-sale materials may make large claims about their speed and 

efficacy; however, it is unlikely any single reference or system can successfully guide a 

learner from beginning to advanced or even intermediate ability.  Further, from the array 

of materials available, knowing which materials to choose and how to appropriately 

utilize them can be challenging for an inexperienced language learner.  There is still the 

need for information that can help the learner become an autonomous learner, to describe 

the ins and outs and stages of language learning in general, prepare them for the 
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challenges and pitfalls that may come, and suggest useful strategies, methods, and 

resources.   

General language learning guides.  The body of academic literature on SLA is too 

large and conflicting for most would-be learners to wade through and draw useful 

conclusions from.  There are a few published books that aim to describe the language 

learning process to general readership, for example, Rubin and Thompson's book, How to 

be a More Successful Language Learner (1994), which is more grounded in academic 

research but possibly short on nuts and bolts strategies.  Conversely, How to Learn a 

Foreign Language (Fuller, 1987) is a more entertaining read, but anecdotal and lacking in 

research-based backing.   Other examples include Ellis and Sinclair (1989), Farber (1991), 

Lewis (1999), and Pimsleur (1980). 

Computer-assisted language learning (CALL) resources.  Computer technology is 

becoming an invaluable tool for ILL, allowing easy access to a growing number of free 

and paid resources available as computer software, online applications or smartphone 

apps.  Often these do little more than replicate conventional hard copy materials (e.g., 

dictionaries and phrasebooks); however, others provide capabilities unique to the 

electronic medium.  A few notable examples include the following: 

 Social networking sites.  These sites allow language learners from around the 

world to come together and get help from native speakers of their respective TLs.  

Examples include Livemocha (http://livemocha.com/), Lang-8 (http://lang-8.com/), 

and Rhinospike (https://rhinospike.com/).  
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 Text-based vocabulary trackers.  These applications allow you to find or input 

your own texts from your respective TL.  They provide unique features to 

highlight and track words as either newly encountered, well known, or partially 

known.  Examples of these applications include LingQ (http://www.lingq.com/) 

and Learning with Texts (http://lwt.sourceforge.net/). 

 Spaced repetition software (SRS).  These are essentially electronic-based 

upgrades of traditional flashcards, but use an algorithm to optimize memorization 

by increasing the intervals of time between subsequent review of previously 

learned material.  Also many of these applications allow flashcard data to be 

audio or image files.  Examples include Anki (http://ankisrs.net/), Mnemosyne 

(http://mnemosyne-proj.org/), and SuperMemo (http://www.supermemo.com/) 

 Multimedia. There are many online sources for language-specific multimedia, 

such as subtitles for movies and TV shows, transcripts for movies and shows, 

audio podcasts, videos, news articles, cartoons, and games.   

 VELA.  Another interesting computer-based resource aimed directly at the 

Independent learner is the system is known as the Virtual English Language 

Advisor (VELA).  Developed at the Hong Kong University of Science and 

Technology in conjunction with over a dozen other universities, VELA is an 

interactive online system that aims to give individualized advice to learners based 

on their specific needs, preferences, abilities and objectives (Oxford, 2008).  The 

obvious short-coming of this system is that it is specific to English language 
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learning, however if found successful, it could conceivably be replicated in other 

languages.   

The Growing Participator Approach 

One very promising development in ILL is the work of Greg Thomson, as 

described in his various writings (e.g., A. Thomson, A. Thomson, C. Thomson, & G. 

Thomson, 1999; G. Thomson, 1992; 1993a; 1993b; 2011) as well as on his online 

informational website (https://growingparticipatorapproach.wordpress.com/).  Thomson's 

method, which has become known as the Growing Participator Approach (GPA), is not 

only a theoretical approach, but a systematic method with suggested techniques 

progressing through every stage of the language learning journey.   Possibly, because it is 

non-language-specific, freely available, and theoretically accessible to the average learner, 

it is growing in popularity among self-directed learners, especially those learning less 

common languages with fewer commercially available resources. 

The GPA relies primarily upon having a language nurturer (also known as a 

language informant or language resource person), a native speaker of the TL, who can 

essentially be an ambassador to the TL, guiding the learner in the ways of the culture and 

language.   Through a variety of activities involving realia, pictures, and real experiences, 

the nurturer provides large amounts of comprehensible input that can be tailored to the 

needs of the learner as their language develops.  The GPA draws heavily on Krashen's 

(1982, 1985) Input and Affective Filter hypotheses and Asher's (1977) Total Physical 

Response (TPR) method.  It is generally aligned with interactionist and sociocultural 
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theories of SLA with its emphasis on language learning as primarily a process of 

socializing with and participating in the TL community.  

Several diary studies, have explored Thomson's methods.  Caasi (2005) studied 

Indonesian for one month in the U.S. using Thomson's method, and recorded her 

experience of the process and what factors contributed to her success.  She successfully 

accomplished her goals for stage one of Thomson's method.  She reports that she learned 

over eight hundred expressions, was exposed to a wide range of lexical and grammatical 

features, worked at conversation around a number of situations and topics, and began a 

journey into a second culture through friendship with her Indonesian Language Informant.  

Caasi concluded that Thomson's method is an excellent option for the independent 

language learner.  She identified several aspects of Thomson's method that aided her 

learning: a relaxed and fun learning situation; becoming good friends with her language 

informant; controlled input; frequent repetition of target language; the gratification of 

immediate use of acquired language; and the freedom to progress at her own rate, 

according to her own desires. 

After six years living in the United Arab Emirates with limited success at learning 

Arabic, Krause (2012) also decided to try Thomson's GPA.   Krause also had a very 

favorable experience with Thomson's GPA and identifies two main advantages of the 

GPA.  First, it is very flexible and can be used at any time, in any place, and with any 

language—the one restriction being the necessity of finding a willing native-speaking 

nurturer with whom you can coordinate your schedule and needs.  Second, it is at once 

structured and adaptable.  The GPA provides a comprehensive and organized plan with 
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ready-made lessons for learners who lack the time, desire, or confidence to develop their 

own curriculum.  Yet, for those ready to take more control of their learning, the GPA and 

its lesson plans are easily adaptable to individual needs and contexts.  

Do it Yourself Language Learning   

There seems to be a growing movement of "do it yourself" language learning 

aided by a wealth of practical techniques and advice exemplified by Thomson's GPA 

(e.g., A. Thomson, A. Thomson, C. Thomson, & G. Thomson, 1999; G. Thomson, 1992; 

1993a; 1993b; 2011), and Peter Pikkert's (2013) Language acquisition for cross-cultural 

effectiveness (LACE).  This movement is further aided by online informational hubs such 

as Aaron Myers's Everyday Language Learner 

(http://www.everydaylanguagelearner.com/) and Benny Lewis's Fluent in 3 Months 

(http://www.fluentin3months.com/).  All of these sources are provide useful strategies, 

techniques, methods, and advice that are theoretically and practically accessible to 

independent learners of languages all over the world.  Though these sources and 

techniques are not a direct focus of the current study, they have no doubt informed my 

own ideas about language learning and influenced my self-directed learning. 

Diary Studies  

The diary study research design is a type of qualitative, case study that allows a 

detailed look at the specific and personal inner experience of the individual language 

learner.  This research design is discussed in more detail in chapter three.  Here I present 

an overview of previous language learning diary studies of historical significance or 

relevance to the current study.   
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Crystallization.  Over the course of this study my observations of my own internal 

processes and my readings of the literature have led me to hypothesize the existence of a 

cognitive factor that may contribute to language stabilization or fossilization.  I hesitate to 

so suggest that I am the first to describe this phenomenon, but since I have not been able 

to locate a clear description of it in the fossilization literature, I tentatively suggest the 

term "crystallization" to describe it.  I suggest crystallization as it is commonly used to 

describe how vague and malleable notions precipitate into a more crystallized idea.  I 

believe the IL forms in a similar way: New information in the form of words, grammar 

structures, and hypotheses about how the language work begin as vague and disconnected 

ideas that gradually precipitate into place creating more crystallized structures and sub-

structures.  Crystallization implies a process of becoming more defined, interconnected, 

rigid, and resistant to change—but does not necessarily imply permanence, nor non-

target-like .  Ideally, the IL will crystallize into target-like structures, but unfortunately 

the whole fossilization discussion centers around the observation that erroneous 

structures are commonplace.   There is nothing in this theory to suggest that faulty 

structures cannot be undone and corrected.  However, to the extent that language is a 

"complex hierarchical system" (Lightbown, 1985, p. 177) it would seem that the larger 

the IL becomes, the more crystallized it becomes.  Moreover, the longer erroneous 

structures go unchallenged, the more deeply they become embedded, and the more 

energy will be required to destabilize and restructure them—much as a mistake made in 

building a house, may be easily remedied if caught quickly, but much more difficult as 

the house expands in size and complexity.        
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If there is any validity to the prior discussion, the implications to language 

learning are clearly significant, but cannot be adequately covered here.  For Higgs and 

Clifford (1982) and Valette (1991) the implications are clear:  Namely that, approaches 

that emphasize fluency at the expense of accuracy are likely to lead to fossilization; 

therefore, accurate input and corrective feedback at early stages of learning are key to the 

prevention of fossilization.  But clearly this is a contentious position and they provide no 

experimental evidence to support their conclusions.   However, Higgs and Clifford also 

clearly state that they are not condemning communicative methodologies, but rather 

calling for a recognition of the appropriate role that linguistic accuracy plays in achieving 

communicative competence. I can only leave the question open for further research to 

investigate. 

Further Research 

Bailey and Ochsner (1983) point out that the diary study is a uniquely valuable 

research design for hypothesis creation, which proved to be true for me.   This study 

caused me to take a detailed look into the internal processes of my own language learning 

and the factors that seemed to be keeping me from improving my Korean language ability, 

and out of this introspection have come numerous observations, questions, and 

hypotheses that I believe to be worthy of further investigation.  In the implications 

section I highlighted two hypotheses that I believe carry the most significant implications 

and therefore are the most deserving of further research.   

Though I feel that these models are metaphorically appealing, they are purely 

hypothetical and may not actually reflect how we learn or how a language system is 
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developed and stored in our mind.  Certainly it would take further research and 

discussion to determine if they have any credibility or applicability to our understanding 

of L2 learning and fossilization.  To validate or invalidate these hypotheses, a more 

thorough search of the literature very well may uncover material that I have overlooked.  

And if these ideas have not been covered in the SLA literature, then it seems likely that 

they have been covered elsewhere in general theories of learning in the cognitive and 

neuro-sciences.    I regret that I do not have a background in these fields nor the time or 

space to investigate them here.  If these models do turn out to have any credibility and 

value, more thought would have to be put into how they can be refined and their 

methodological implication, both in the classroom and for the independent language 

learners around the world.      
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APPENDIX A:  ESTIMATE OF THE AUTHOR'S KOREAN VOCABULARY SIZE 

(PRIOR TO STUDY) 

 

 
The list was divided into sub-groups: the first 200 words, the next 200 words (i.e. 

201-400) and so on.  After the first 1,000 words, the list was grouped by 1,000 words and 

I took a random samplings of 200 words from each sub-group to arrive at the estimates 

represented in the chart. *The unexpectedly dramatic increase in sub-group 5,001-6,000 

seems to be due to the list containing a significant number of food, animal, and place 

names, which I am easily familiar with.  This seems to be due to a degree of topical 

organization occurring especially near the end of the list.  This would suggest that this is 

not a pure frequency list, but a recommended core vocabulary list.  
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APPENDIX B:  DETAILS OF THE TOPIK TEST (OLD FORMAT)  

The Test of Proficiency in Korean (TOPIK) is a Korean language test for people 

learning Korean as a foreign language: overseas Koreans who are learning Korean, those 

wishing to study at a Korean university, and for those who want to be employed at 

Korean companies in and outside of Korea. TOPIK is administered by the National 

Institute for International Education (NIIED) and offered several times per year in Korea 

and abroad. 

The format of the TOPIK changed in July 2014.  For this study I chose to use the 

old format for my study because of the greater variety and availability of study materials 

and past test papers.  Accordingly all of the details concerning the TOPIK test described 

here and in this study apply to the original format and may or may not be true of the new 

format.  Two versions of the test were offered: standard S-TOPIK and the business B-

TOPIK.  Only S-TOPIK is discussed in this study.  Further information about the new 

format can be found on the official TOPIK website (http://www.topik.go.kr/). 

 

The test offers official certification for foreigners wanting to work, study, or gain 

residency in Korea.  The old TOPIK has three different difficulty levels given as separate 

tests: Beginner, Intermediate and Advanced.  Each level is divided into two sub-levels for 

a total of six grades.  The levels and scoring are shown in Table 1.  To pass grades 1, 3, 

and 5, an overall average score of 50 percent or above and no less than 40 percent in any 

one test section must be achieved on their respective tests.  To pass grades 2,4, and 6, and 

overall score of 70 percent or above and no less than 50 percent in any one section must 

be achieved.   

 

Table 1:   

Levels & Passing Scores for TOPIK (old format) 

Level Grade Pass Thresholds 
Fail Thresholds (in 

any one section) 

Beginner 
1st Grade 50% 40% 

2nd Grade 70% 50% 

Intermediate 
3rd Grade 50% 40% 

4th Grade 70% 50% 

Advanced 
5th Grade 50% 40% 

6th Grade 70% 50% 

(Kim, Moon, Yoo, Lee, & Choi, 2012)           
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Table 2:   

TOPIK  Level Descriptors  
Beginner level 
1st Grade  Use of basic commands of Korean for survival, such as greeting, purchasing, 

ordering, etc. Expressing and understanding oneself in simple everyday 

conversation by making simple sentences from 800 basic words. 

2nd Grade  Discussion of familiar topics employing a vocabulary of about 1,500∼2,000 

words. Distinguishing correctly between formal and informal situations. 

Intermediate level 
3rd Grade  Carrying out transactions with people in public spaces and maintaining social 

relationships. Understanding the correct usage of words and speech.  Command 

of fundamental characteristics of Korean. 

4th Grade  Comprehension of news articles, general social issues and abstract topics with 

accuracy and fluency. Comprehension of Korean social and cultural contents 

relying on essential idioms and understanding of representative aspects of 

Korean culture. 

Advanced Level 
5th Grade  High fluency in using the Korean language in professional research or work. 

Understanding and discussing less unfamiliar topics in politics, economics and 

other fields. Usage of appropriate expressions, distinguishing formal and 

informal, written and spoken, by context. 

6th Grade  Absolutely fluent in the Korean language for professional research or work, 

Capacity to understand and express oneself without problem, although without 

the full fluency of a native speaker. 

Retrieved from http://www.topikguide.com/topik-overview 

 

The TOPIK test covers four areas divided into two sections (see Table 3). Ninety 

minutes is allowed to take each section with a 30 minute break in-between.  Except for 

several questions in the writing section, all question are multiple choice with 4 choices.  

Three to five of the writing questions require completing a sentence of paragraph.  The 

last writing question is a short essay between 150-300 letters on the beginner test, 400-

600 letters for intermediate, and 700-800 letters for the advanced test. 

 

Table 3:   

TOPIK Question Composition 

Section 1st Section 2nd Section Total 

Area 
Vocabulary/ 

Grammar 
Writing Listening Reading 4 Areas 

Type of 

Questions 

Multiple 

Choice 

Multiple 

Choice 

Written 

Answers 

Multiple 

Choice 

Multiple 

Choice 

Multiple Choice / 

Written Answers 

Number of 

Questions 
30 10 4-6 30 30 105-107 

Score 100 40 60 100 100 400 

(Kim, Moon, Yoo, Lee, & Choi, 2012) 
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Table 4 is a translated copy of the writing evaluation guidelines for the intermediate short 

essay question. 

 

Table 4: 

Scoring Rubric for Written Essay portion of Intermediate TOPIK  (old format) 

Category Scoring Criteria 
Scoring Division 

High Mid Low 

Content and Task 

Completion 

(9 points) 

1. Does the essay correctly answer the given topic? 

2. Do the essay contents address all of the points 

asked for? 

3. Is the essay's content varied and descriptive? 

 

9-6 5-3 2-1 

   

Essay Development 

& Structure 

(6 points) 

1. Is the beginning and end proper? 

2. Are the sentences structured in a proper and 

natural way? 

3.  Does each paragraph contain a proper amount 

of content? 

4. Are connections between paragraph close and 

natural? 

6-5 4-3 2-1 

   

Language Use 

(12 points) 

Vocabulary 

(4 points) 

Is a variety of intermediate level 

vocabulary used correctly?  
4 3-2 1 

   

Grammar 

(5 points) 

Is the essay composed using 

grammatically correct sentences? 
5-4 3-2 1 

   

Spelling 

(3 points) 

Are spelling, spacing, etc. correct? 3 2 1 

   

Formality 

(3 points) 

Does the essay contain appropriately formal 

vocabulary, grammar, and expressions, and not 

contain colloquial vocabulary, grammar, 

expressions, sentence endings , omitted particles, 

or sentence fragments?  

3 2 1 

   

TOTAL (30 points)   

Retrieved from http://www.topikguide.com/2013/04/topik 
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APPENDIX C:  SELF-DIRECTED LANGUAGE LEARNING PROGRAM  

 

 

 

Skills 
Weekly 

Schedule* 
Intermediary  Objectives Final Goals 

Reading 
 

8 passages  
(from reading section 
of test) 

I can quickly read and easily 

understand the reading 

passages on the Intermediate 

TOPIK test 

I can easily pass level 4 of the 

intermediate TOPIK test. 

Writing 1 essay  I can easily write a 400 

character essay on personal 

topics in 15 minutes. 

Listening 8 passages 
(from listening section 

of test) 

I can easily understand all of 

the listening passages on the 

intermediate TOPIK test 

Vocabulary 3 units  
(approx. 30 words per 
unit) 

I know all 2200 900 core 

vocabulary words from 

TOPIK vocabulary book 

(Kim, 2012) 
(plus additional vocab. from TOPIK 
tests) 

Grammar 4 units  
(approx. 3-6 grammar 
structures per unit) 

I know all 150 50 three-

star** grammar structures 

(passively) from TOPIK 

grammar book (Kim, 2010) 

 

Speaking 1 topic per 2 

weeks 

 I can easily have a conversation 

about these topics: 
1. Childhood, Family & Background 

2. Travel 

3. Life / Experiences in Korea  

* Schedule to finish studying 2 TOPIK tests, the vocabulary book, and grammar book in 2 months.  

** Grammar structures are rated from one to three stars based on importance/frequency on TOPIK test. 

deleted items represent original goals adjusted after found to be too ambitious. 
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APPENDIX D:  COMMUNICATIVE ASSESSMENT INTERVIEW QUESTIONS 

 

 
Topic #1:  Childhood, family, prior experiences, general background, etc.   8 questions 

 

1. What is the strongest memory of your childhood? 

1. 어린 시절의 기억 중 가장 기억에 남는 일(것)은?  

 

2. Briefly describe your family. 

2. 당신의 가족에 대해 간략하게 묘사(설명)해 보세요 

 

3. What were some positives and negatives about your university life? 

3. 당신의 대학생활 중 좋았던 것과 나빴던 것이 무엇이었나요? 

 

4. What event in your life has affected you the most? 

4. 당신의 삶에서 어떤 일이 가장 당신에게 영향을 많이 끼쳤나요? 

 

5. How did your mom and dad meet each other? 

5. 당신의 어머니와 아버지는 어떻게 만나게 되었나요? 

 

6. Describe your childhood home/hometown. 

6. 당신의 어린 시절 집이나 고향에 대해서 (묘사)설명해보세요. 

 

7. What do you think is the biggest difference between your childhood and the average Korean 

childhood? 

7. 당신의 어린 시절과 한국사람들의 어린 시절의 가장 큰 차이점이 무엇이라고 

생각하나요? 

 

8. What was your dream job when you were young? 

8. 당신은 어렸을 때 어떤 직업을 가지고 싶었나요? 

 

 

 

Topic #2:  Travel 

 

1. Describe your most recent travel experience. 

1. 당신의 최근 여행 경험에 대해서 설명해보세요 

 

2. What is the most interesting place you’ve ever visited? 

2. 당신이 방문했던 곳 중 어떤 곳이 가장 흥미로웠나요? 

 

3. What are some benefits of travelling to different countries? 
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3. 다른 나라로 여행하는 것의 좋은 점은 무엇일까요? 

 

4. What are the dangers of travelling in different countries? 

4. 다른 나라에서 여행할 때 위험한 점은 무엇일까요? 

 

5. Which country do you hope to travel to next? 

5. 다음 번에 어떤 나라로 여행하기를 원하나요? 

 

6. Do you prefer to spend vacations in Korea or in different countries? Explain why. 

6. 당신의 한국에서 휴가를 보내기를 원하나요? 아니면 다른 나라에서 보내기를 원하나요? 

그 이유가 무엇인지 설명해 보세요  

 

7. Describe some travel experiences you’ve had in the United States. 

7. 미국에서 여행을 했던 경험에 대해서 묘사해보세요 

 

8. What advice would you give to someone who was travelling alone for the first time? 

8. 처음으로 혼자 여행하는 사람을 위해서 어떤 조언을 해주고 싶은가요? 

 

 

 

 

Topic #3:  Life and experiences in Korea 

 

1. In what ways is Korea different from what you originally expected? 

1. 한국이 어떤 면에서 당신이 기대했던 것과 달랐나요?  

 

2. What is the most challenging thing about living in Korea? 

2. 한국에 살면서 가장 어려운 점은 무엇인가요? 

 

3. In what ways is life in Korea different from life in the United States? 

3. 어떤 면에서 미국에서의 삶과 한국에서의 삶이 다른가요? 

 

4. Describe your most interesting experience in Korea. 

4. 한국에서 가장 흥미로웠던 경험에 대해서 묘사(설명)해보세요 

 

5. What are some positive aspects of Korean culture, in your opinion? 

5. 당신이 생각하기에 한국문화의 좋은 점에는 어떤 것이 있나요? 

 

6. What are some negative aspects of Korean culture, in your opinion? 

6. 당신이 생각하기에 한국문화의 나쁜 점에는 어떤 것이 있나요? 

 

7. Describe an experience of culture shock in Korea. 

7. 한국에서 겪었던 문화충격에 대해 설명해보세요. 

 

8. What advice would you give to someone moving to live in Korea for the first time? 

8. 한국으로 이민 와서 처음 살게 된 사람에게 어떤 조언을 해주고 싶은가요?
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