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국 문 초 록

영어 어휘학습에서 과업관여도와 영어 능력 한국의 성인영어 학습자를 중심으로:

박 현 규

지도교수 김 경 자

조선대학교 영어교육학과

언어 학습과 관련하여 심리학의 개념이 도입된 것이 처리수준 (levels or depth of

이론이다 와 는 기억은 처리의 깊이와 관련이 있으processing) . Craik Lockhart(1972)

며 깊이 있는 정교화 된 처리는 장기기억을 향상시킨다고 보았다 어휘의 발음 철, . ,

자 문법 의미 다른 단어와의 의미적 관계 정도에 따라 단어를 기억할 수 있는 가, , ,

능성은 높아지지만 처리수준의 정도가 명확하게 구별되지 않는 문제점을 가지고 있,

었다 이런 처리수준 정도의 애매모호함을 와 는 관여도. Laufer Hulstijn(2001)

의 개념을 도입하여 관여도 수준 가설(involvement) (Involvement Load Hypothesis)

을 제안하였다 관여도는 인지적 측면을 반영한 평가 와 검색 동. (evaluation) (search),

기부여 측면을 반영한 필요 의 성분으로 구성된다 각 성분은 보통(need) . (moderate)

과 강함 의 단계로 세분화 되어 단계별 구성 성분의 조작을 통해 처리수준(strong) ,

정도를 정량적으로 조절 가능하게 하여 관여도 수준 정도를 조절할 수 있게 하였다.

기존 실험 연구들에서는 중 고등학생 혹은 대학생을 대상으로 한 것이 대부분이었으·

며 학습자의 관여도 수준이 높을수록 새로운 어휘 정보에 대한 장기기억을 향상시,

키고 있다는 것을 뒷받침하고 있다.

본 연구의 목적은 다른 관여도 수준을 가지는 읽기 과업 빈칸 넣기 과업 문장, ,

완성 과업이 한국 성인 학습자의 단기적 어휘 습득과 장기적 어휘 보유에 끼치는 영

향을 분석하고자 하였다 또한 다른 관여도 수준을 가지고 있는 세 과업들이 다른.

영어 능력을 가지고 있는 한국 성인 학습자들에게 어떤 영향을 끼치는 지에 관하여
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조사하였으며 시기별로 어휘성취도의 변화를 조사함으로써 성인 학습자의 단어습득,

에 시기별로 효과적인 과업이 무엇인지 분석되어 졌다.

본 연구의 실험을 위하여 전체 명의 성인 학습자들이 참여 하였으며 이, 55 EFL ,

학습자들은 낮은 영어 능력에 해당하는 세 개의 하위그룹과 높은 영어능력에 해당하

는 세 개의 상위그룹에 속해있다 각 그룹의 소그룹 간의 동질성을 증명하기 위하여.

사전 어휘 평가 결과가 분석되어 졌으며 사전 어휘 평가 결과는 개의 목표 어휘, 10

에 대한 연구 참여자들의 사전 지식을 확인하기 위한 수단으로도 사용되어졌다 각.

그룹의 한 개의 소그룹은 다른 관여도 수준을 가지고 있는 과업을 수행하였으며 각,

과업이 성인 학습자의 목표 어휘에 대한 단기기억과 장기기억에 끼치는 영향을 측정

하기 위하여 실험 활동 직 후에 치러진 첫 번째 사후 어휘 평가와 주일 후에 치러2

진 두 번째 사후 어휘 평가가 진행되어 졌다 어휘성취도의 변화를 조사하기 위하여.

사전 어휘 평가 첫 번째 사후 어휘 평가 그리고 두 번째 사후 어휘 평가의 결과가, ,

비교 되어졌다.

본 연구의 결과는 다음과 같다 다른 수준의 관여도는 하위그룹에 속해 있는 학생.

들의 어휘 단기기억 학습에 중요한 요소로써 확인되어 졌지만 장기기억에 유지되는,

데 있어서는 관여도 수준 가설을 완전히 뒷받침하고 있지 않았다 즉 더 낮은 관여. ,

도 수준을 가진 빈칸 넣기 과업이 가장 높은 관여도 수준을 가진 문장 완성 과업보

다 더 효과적이었기 때문이다 상위그룹에 속해 있는 학생들의 경우 역시 같은 결과.

가 보여 졌다 다른 관여도 수준을 가진 과업들은 오직 단기기억 학습에서 유의미하.

게 증명되었으며 빈칸 넣기 과업이 가장 효과적으로 장기기억에 영향을 끼쳤다, .

본 연구의 결과를 바탕으로 영어 어휘 교수 방법의 시사점은 다음과 같다 이론적.

으로 관여도 수준이 높더라도 과업의 유형이 어휘 습득에 영향을 미친다는 점을 고

려해야 한다 뿐만 아니라 성인 학습자의 경우 영어 능력에 상관없이 어휘 단기기. , ,

억에 효과적인 과업과 장기기억에 효과적인 과업이 다르다는 점에서 적절한 과업을

통한 지도가 필요 되어 진다.
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CHAPTER I
INTRODUCTION

1. Statement of the Problem

It has been highlighted in the literature that vocabulary knowledge should be at the

forefront in learning a second or foreign language (L2). Rivers (1981) placed high

emphasis on vocabulary learning with the fact that L2 learners cannot acquire a target

language without vocabulary. With an increased awareness of the significance of L2

vocabulary learning, L2 vocabulary learning methods have received much attention by

researchers (Alemi & Tayebi, 2011; Hamada, 2009).

Some studies have suggested two representative instruction methodologies; intentional

and incidental vocabulary learning (Pikulski & Templeton, 2004; Read, 2004; Schmitt,

2000). According to Hulstijn (2001), intentional vocabulary learning is the result of any

activity aiming at acquiring words explicitly, whereas incidental learning is the

by-product of any activity in which the learner could learn inadvertently. However,

many researchers, including Krashen (1989), have indicated that learners in incidental

learning contexts achieve much better results than learners in intentional learning

contexts. In L2 teaching environments, though many teachers attempt to teach new

vocabulary, it seems to be challenge for them to allocate time to vocabulary-only

activities or tasks in the classroom (James, 1996). Thus, the task-based incidental

vocabulary learning method (Prabhu, 1987) has been used in extension activities in

which learners are naturally faced with new vocabulary and acquire it thereby. Since

the advent of this learning method, reading tasks have been widely utilized for

incidental vocabulary learning. Nation (2001) suggested providing glosses and looking

up words in a dictionary as helpful activities while performing reading task, because

learners can concentrate on the connection between the form and meaning of target

words (Hulstijn, 1992; Laufer & Shmueli, 1997; Paribakht & Wesche, 2000; Pulido,
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2009). In addition to reading task, some research showing the effectiveness of writing

tasks for L2 vocabulary learning began to appear. For instance, in the studies

conducted by Hulstijn and Laufer (2001), and Webb (2005), it was demonstrated that

retention of new vocabulary was longer for learners who performed a composition task

than for learners who performed a reading task.

Numerous studies on the effectiveness of task-based vocabulary learning aroused

curiosity of teachers and researchers regarding the degree of effectiveness of different

tasks. Many researchers investigated what types of tasks are the most efficient in

helping learners incidentally acquire new vocabulary, and culminate in durable L2

lexical learning (Allen, 1983; Knight, 1996; La Fuente, 2006; Nation, 2001; Newton,

2001). To elucidate how new vocabulary can be retained longer and what types of

task affect vocabulary retention, Craik and Lockhart (1972) explored learners’ memory

processing, raising the new perspective that retentive abilities of human are a function

of the depth of processing imposed on the input materials. In other words, memory is

closely related to depth of processing, and deeper levels of processing can improve

long-term retention. However, the ‘Depth of Processing Hypothesis’ (DOPH) was

criticized (Hulstijn & Laufer, 2001) on the grounds that both the definition of the

concept and the measurement method were ambiguous. Consequently, Hulstijn and

Laufer (2001) proposed the ‘Involvement Load Hypothesis’ (ILH) for L2 vocabulary

learning. They defined involvement as “a motivational-cognitive construct which can

explain and predict learners’ success in the retention of hitherto unfamiliar words” (p.

14) and proposed three components (need, search, evaluation) that may or may not

exist in a vocabulary learning task. This means that the more deeply words are

processed in a task depending on presence or absence of the three components, the

more successfully the words can be retained in learners’ memory (Keating, 2008).

Since the introduction of ILH, a number of researchers have sought to verify the

effectiveness of the task-induced involvement load.

However, despite a large number of empirical studies concentrating on the ILH,

some studies examine the effect of involvement load only in learners’ long-term
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retention. Only a few studies have confirmed the ILH in both short-term and long-term

recall. Furthermore, although there have been some studies on the effectiveness of

different tasks with different levels of involvement load for different proficiency of

learners, the research findings are not mixed. For example, in Keating’s (2008) study,

a writing task was less effective than a reading task for vocabulary learning, whereas

Kim’s (2008) study showed that a writing task had the greatest positive effect on

vocabulary retention for EFL college students. Thus, more verification of what task

type is the most effective for learners at each different proficiency levels is required.

Lastly, though numerous research have examined the effects of the task involvement

load on vocabulary retention, the target learners of most previous studies have been

college or high school students who might be exposed to diverse pedagogic methods

for vocabulary learning beyond those used in the studies. That is, it is rare to find

research examining the effect of the task involvement load on vocabulary retention

specifically targeting adult learners, to the present author’ knowledge.

Given the abovementioned shortcomings in the literature, the present study attempts

to investigate the effects of involvement load on vocabulary learning for Korean adult

learners studying in a private institute with different levels of English proficiency.

Moreover, how each different task affects short-term and long-term memory of adult

learners in different proficiencies is also analyzed. The data provided by this study can

help English teachers by supporting their students with vocabulary instructional tasks

more effectively, and by targeting different English proficiency levels separately.

2. Purpose of the Study

The primary aim of this study is to examine whether the different levels of

involvement load induced by three vocabulary learning tasks (Reading, Reading with

Gap-filling, and Unscrambling sentences) affect short-term learning and long-term

retention of adult learners in low and high proficiency groups. Furthermore, this study

examines changes in vocabulary retention by time periods from pre-test to post-test 1
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(immediately after task), post-test 1 to post-test 2 (two weeks after task), and pre-test

to post-test 2.

3. Significance of the Study

The findings of this study offer both theoretical insights and practical implications.

Theoretically, this study will help researchers comprehend the brain process for

memory and the effects of the ‘involvement load’ on short-term vocabulary learning

and long-term vocabulary retention of EFL adult learners. No empirical research on

these factors for EFL adult learners has been explored to the present researcher’s

knowledge. Therefore, this study will contribute to a deeper understanding of L2

vocabulary learning processes of the adult learners. Furthermore, this study also divides

the proficiency of the adult learners into two groups (low and high) to clarify the

effects of the ‘involvement load’ depending on their proficiency level.

In terms of practice, this study will provide guidelines on vocabulary teaching for

adult learners through tasks utilized in this study. An understanding that there are

differently effective tasks with different levels of ‘involvement load’ depending on

adult learners’ proficiency, will help L2 instructors to facilitate efficient acquisition of

L2 vocabulary for the adult learners. Furthermore, the instructors’ proper and practical

task use for different level of adult learners can facilitate effective teaching methods

and the development of relevant curricula.

In addition, it should be noted that most studies on the ILH for vocabulary learning

have focused on college or high school students. Therefore, the present study in an

EFL setting will contribute to vocabulary teaching and learning for L2 adult learners in

Korea.
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4. Organization of the Study

In Chapter II, the theoretical background considered in this study is presented. It

reviews the literature on incidental vocabulary learning as well as intentional

vocabulary learning, and also examines the core concepts of this study, DOPH and

ILH. In addition, this chapter also reviews task-induced vocabulary learning, along with

previous studies thereon. Chapter III describes the methodology employed in the

present study. It contains five sections: information about the participants, the data

collection instruments, study procedure, data sources and collection procedures, and

methods of data analysis. Chapter IV describes the results of the study statistically in

relation to the three research questions. In this chapter, interpretation and explanation

of issues is undertaken to support the findings. Finally, Chapter V summarizes the

research findings and provides teaching implications, as well as limitations of the

study. Some suggestions for further studies are also covered in the final chapter.
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CHAPTER II

LITERATURE REVIEW

In this chapter, the theoretical background for the current study is elucidated. In the

Section 1, two representative vocabulary learning methods are introduced: intentional

and incidental vocabulary learning, and the effects of the latter are reviewed. In

Sections 2 and 3, the theoretical frame works integrated in the current study, DOPH

and ILH, are discussed respectively. In Section 4, task-based vocabulary learning is

examined over three subsections, covering a vocabulary learning through reading task,

reading plus another task and enhancement factors for vocabulary retention, and

vocabulary learning through writing tasks. Finally, various previous studies, divided into

research targeting foreign EFL learners and Korean EFL learners, are examined as

empirical evidence of the ILH regarding vocabulary achievement.

1. L2 Vocabulary Learning

1) Intentional Vocabulary Learning

Teaching methods to help learners acquire vocabulary are largely divided into two

methods, ‘intentional’ and ‘incidental’ depending on vocabulary learning purpose. The

concept of intentional and incidental learning originates in the field of psychology;

intentional learning is based on the premise that being conscious of something means

focusing on vocabulary more intentionally in learning. The definition of intentional

vocabulary learning by Hulstijn (2001, p. 271) is “any activity geared at committing

lexical information to memory”. Thus, for effective intentional learning, Schmidt (1994)

proposed teaching students directly for attention toward a specific learning target with

various activities such as analysis on the form of each word, grammar translation, and

rote memorization of new words on a list in a certain book.
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However, Huckin and Coady (1999) insisted that except for the fundamental and

most common words, intentional vocabulary method is less effective than the incidental

vocabulary method. This is because, intentional vocabulary learning is a

teacher-centered method in which learners deliberately commit to memory new words

along with grammatical words after a teacher’s explanation (Brown, 2007). Thus,

intentional learning can only be applicable to factual or grammatical knowledge that

the teacher explains, while abstractive and declarative knowledge are also necessary for

vocabulary acquisition. Furthermore, according to Coady (2001), little vocabulary can

be acquired during classes through intentional learning as not only are class hours

restricted, but other task activities also should be pursued.

2) Incidental Vocabulary Learning

Hulstijn (2001) defined incidental learning as learning that is a by-product of the

main learning activity (e.g., while learning through a reading task, the main focus of

the learners’ attention is on reading a text not on the vocabulary). It is commonly held

in the SLA literature that much of L2 vocabulary is acquired incidentally. Furthermore,

a much larger volume of SLA research has discussed incidental learning, especially on

vocabulary acquisition. Coady (2001) and Liu (2004) indicated that the 1980s saw a

major breakthrough from intentional learning to incidental learning. Since then, many

researchers have begun to recognize the significance of incidental learning because

most human learning can reasonably be regarded as incidental, based on empirical data

concerning the normal functioning of memory processes. To support this, Laufer and

Hulstijn (2001), who proposed the ILH, gave an explanation in detail; in the incidental

learning condition, learners are generally asked to perform a task without being told in

advance that they will later be tested on their recall of that information thus,

replicating normal memory processes. The term incidental vocabulary learning has also

been given a more general and educational meaning, referring to the learning without

the intent to learn (Schmidt, 1994).
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It is undoubted that words in such large quantities cannot have been learned solely

by means of intentional word-learning activities, because every unknown word cannot

be “picked up” during listening, reading and writing activities (Schmitt, 2000). Saragi,

Nation, and Meister (cited in Hulstijn, 2003) conducted research on incidental

vocabulary learning and concluded that incidental learning accounts for a large

proportion of vocabulary growth among L2 learners.

3) Effects of Incidental Vocabulary Learning

The benefits of incidental vocabulary learning have been advocated for by a number

of studies. For example, Jenkins, Stein, and Wysocki (1984) investigated the effects of

incidental vocabulary learning from context with young native speakers of English.

They compared the vocabulary learning outcomes of two groups: one receiving

pre-teaching of new words, and another learning new words from context; a noticeable

positive effect was found from the group experiencing incidental learning. In addition,

Jenkins, Matlock and Slocum (1989) conducted a study with two groups: one group

was trained to guess target words from context, and the other received direct teaching

from native speakers. The learners who inferred the meaning of new words from

context outperformed those who had direct instruction.

In accordance with the research findings on incidental vocabulary learning, Huckin

and Coady (1999) summarized the advantages of incidental vocabulary learning using

the following three points. Firstly, it provides learners with a contextualized condition

by which they can achieve more fluent use of a word and its meaning. Secondly, it is

efficient, since learners can perform two tasks simultaneously. For example, they can

learn new words while reading or writing. Lastly, it gives learners more individualized

and learner-based learning environments, because they can select their own reading

materials.
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2. The Depth of Processing Hypothesis

Before the 1960s, many studies on learning and retention were announced; yet these

studies had been criticized because of lack of a global theory to account for why

people remember some things better than others and how people remember. On that

account, Craik and Lockhart (1972) attempted to approach this in psychological

perspective and developed the DOPH. According to the framework of the DOPH

suggested by psychologists (Selfridge & Neisser, 1960; Sutherland, 1968; Treisman,

1964), processing can occur in two different stages; the shallow processing stage,

which is related to the physical or sensory, and the deep stage, in which meaning is

processed and extracted. In specific, shallow processing takes two forms; 1) structural

processing (appearance), which is when people encode only the physical qualities of

something (e.g., the typeface of a word or how the letters look), and 2) phonemic

processing, which is when people encode sound. Deep processing involves cognitive

and semantic processing, which happens when we encode the meaning of a word and

relate it to similar words with similar meaning.

Based on the processing to memory ability proposed by Craik and Lockhart (1972,

p. 672), there are three stages of memory as shown in Table 1, in which shallow

processing leads to fairly short-term retention of information against deep processing

leading to long-term retention.

TABLE 1
The Three Stages of Memory

Sensory Register Short-term Store Long-term Store

Format of
information literal copy phonemic or visual semantic

Capacity small very small infinite

Trace duration 2 seconds up to 30 seconds minutes to years

Retrieval readout temporal or
phonemic cues retrieval cues
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Sensory register is the first stage of memory which gives brain time to process the

incoming information, though sensory memory is not consciously controlled. In order

that information to be retained for longer, the format of information should be

considered as important. This is because new information in long-term memory is not

retained in the amount of time allotted in short-term memory (Craik & Lockhart,

1972). Thus, semantic information, which makes human’s to think in depth, can cause

the memory to be retained longer and to be easily accessed, whereas phonemic

information, which only presents the surface of something, can be retained for

short-term, meaning it soon decays and is forgotten. They also pointed out the

difference between short-term and long-term memory processing as the relation between

storage and retrieval of information. In the case of short-term memory, information is

stored and retrieved sequentially, and it can be maintained by continued attention.

However, in long-term memory, information is stored and retrieved by association,

meaning that the information already organized in memory can be maintained for

minutes to years.

To evaluate if a memory remains, two factors were added: 1) Maintenance

Rehearsal; the process of repeatedly verbalizing or thinking about a piece of

information; 2) Elaborative Rehearsal; a memory technique to analyze the new

information and link it to prior knowledge in a deeper semantic way. It is concluded

that only long term memory is elaborative rehearsal. The same results had also been

shown in various experiments that tested depth of word processing by comparing

maintenance and elaboration (Eysenck, 1979; Glenberg, 1977; Hyde & Jenkins, 1973;

Williams, 2004). Although the DOPH had been broadly accepted in the field of

memory research, it was challenged (Baddeley, 1978, 1997; Craik & Tulving, 1975;

Eysenck, 1978, 1982, 1993; Nelson, 1977) because it did not specify what consisted of

a level of processing, nor did it explain how different levels of processing operated

and were to be measured. In the example provided by Hulstijn and Laufer (2003),

three simple tasks with the word “assess” are provided to learners: (a) look up its

meaning in a dictionary and write a sentence using the word; (b) look up the
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meanings and explain the difference between “assess”, “valuate”, and “stimulate”; and

(c) try to infer its meaning from a sentence context when four alternatives are

presented by the teacher. With the three tasks, it is hard to define criteria by which

we could grade the three tasks in terms of the depth of processing they require and to

know which task is more effective than another.

Thus, to cope with the various shortcomings as the global theory, Laufer and

Hulstijn (2001) proposed the ILH, which has been fairly rigorously tested and has

received both supporting and challenging evidence. The hypothesis has important

pedagogical implications, since it allows manipulation of task features and prediction of

what tasks will be more effective.

3. Involvement Load Hypothesis

The core notion of ILH is fundamentally affected by that of DOPH: vocabulary

learning and retention can be accomplished in accordance with how elaborately

cognitive efforts are that learners put into a given task. However, as Gray (2007)

observed, information-processing of humans cannot be progressed without motives and

emotions in that human beings reside in a socio-cultural environment. Thus, Hulstijn

(2001) completed the basic concept of ILH by including a motivational factor in the

established cognitive constructs like processing or elaboration.

Motivation, in the field of L2 pedagogy, has been considered an effective factor that

promotes learners’ achievement or success (Brown, 2007). At the learning situation

level, Dornyei (1994) connected motivation with the need for achievement in terms of

goal-orientedness of learners. In the experiments of Brown (2007), and Gardner and

Macintyre (1991), the importance of both external and internal motivation was proved;

students who could be rewarded $10 if they succeeded in learning new words showed

significantly better performance that others who were just asked to memorize the

words. Further, students who were asked to memorize new words with an upcoming

test showed longer vocabulary retention compared with others learning new words
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without purpose. Accordingly, the notion of ‘involvement’ can be comprehended as

‘mental efforts’ that learners undertake based on their cognitive ability and motivation

when processing new vocabulary information (Laufer & Hulstijn, 2001).

The ILH states that the potential for learning and retaining unfamiliar words is

dependent upon the degree of involvement in processing these words (Laufer &

Hulstijn, 2001). The degree of involvement can be measured by three components:

need, search and evaluation.

TABLE 2

Three Components of Involvement

*The involvement index for each category is indicated in parentheses: the absence of a factor is
marked as 0, a moderate presence of a factor as 1, and a strong presence as 2.

As shown in Table 2, adapted from Kim (2008, p. 288), need is the motivational

component; it relates to the need that a task imposes upon a learner. According to

Laufer and Hulstijn (2001), need exists in three levels: absent (0), moderate (1) and

Components Need Search Evaluation

Feature
motivational,
non-cognitive
involvement

cognitive dimension of
involvement

cognitive dimension
of involvement

Operationalization

need for
knowing word
for the task

attempt to find
meaning of unknown
words

comparison of given
words with other words
to assess whether
a word does or does
not fit its context

attempt to identify the
appropriate L2 form
for a particular
concept

comparison of a specific
meaning of a word with
other meanings

Categories*

absent (0)
vs. present:
moderate (1)
or strong (2)

absent (0) vs. present
(1)

absent (0) vs. present:
moderate (1) or
strong (2)
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strong (2). Need is absent when a learner simply does not need to know a word;

moderate and strong need are differentiated according to whether it is necessitated by

external or internal motivation, respectively. The need to know is moderate when it is

imposed externally (e.g., when a teacher asks a student to fill in a word in a

sentence); and strong when it is generated internally; (e.g., when a student decides to

look up the meaning of a new word in a dictionary in writing composition).

Search relates to making an attempt to find the meaning of an unknown L2 word;

for instance, in a dictionary or from other sources such as teachers and peers. Search

cannot be hypothesized as the relative degree of cognitive processing. Thus, there are

only two levels; it is present when it is necessary to look up the meaning or

translation of a word, for example by the use of a dictionary; and is absent when the

meaning or translation is provided (Laufer & Hulstijn, 2001).

The third component, evaluation, entails the comparison of a new word with other

words in order to assess its suitability for a given context. Evaluation can be absent,

when there is no requirement to compare new terms with new contexts; moderate,

when comparisons have to be made with words for which the context is provided (for

example, a gap filling activity); or strong when evaluation requires a decision as to

how additional words will fit with new words in self-made, original sentences (Laufer

& Hulstijn, 2001).
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TABLE 3

Task-Induced Involvement Load

Note. The two symbols, (+) and (-) indicate ‘presence’ or ‘absence’ of each component
respectively. The sum of the number of each symbol displays the involvement index for each
task. For example, task 1 does not require any involvement load because it has only (-)
symbols. In the case of task 7, it requires a total of five as the involvement index since it has
five (+) symbols. A single (+) shows a ‘moderate’ degree and a double (+) signifies a ‘strong’
degree.

1) Depending on word and context, the involvement load of evaluation can be ‘absence’ (-) or
‘presence’ (+) according to the type of word and the context the word is used in. If a new word
has only one meaning, and learners are able to infer the meaning of the word directly from the
context, no evaluation (-) is required. However, if the word has more than one meaning, and
learners have to think and decide which meaning is suitable in the context, the involvement index
for evaluation (+) is needed (i.e., a moderate degree of evaluation).

Task Status of Target words Need Search Evaluation
1. Reading &
comprehension
question

glossed in text but irrelevant to
task

- - -

2. Reading &
comprehension
questions

glossed in text and relevant to
task

+ - -

3. Reading &
comprehension
questions

not glossed but relevant to task + +
-/+1)

4. Reading &
filling gap

relevant to reading at the end of
text listed with glosses

+ - +

5. Writing
original
sentences

listed with glosses + - ++

6. Writing a
composition

concepts selected by the teacher
(and provided in L1);
the L2 learner-writer must look
up the L2 form.

+ _ ++

7. Writing a
composition

concepts selected (and looked up)
by L2 learner-writer

++ + ++



- 15 -

Task 3 is an adapted task-induced involvement load from Laufer and Hulstijn (2001,

p. 18). They argued that the sum of scores of the three components (need, search, and

evaluation) determines the involvement load that learners would have when they

perform a given task. They called each value an “involvement index”, as shown in

Table 3. For example, the absence of a factor is marked as 0, a moderate presence of

a factor as 1, and a strong presence of a factor as 2. Therefore, the total value of an

involvement index of any task ranges from 0 to 5. In short, Laufer and Hulstijn

(2001) claimed that learners will acquire vocabulary better if they have higher values

of the involvement index (i.e., the task is more effective) than lower values of the

involvement index (i.e., the task is less effective).

4. Task-Induced Vocabulary Learning

It is essential to define what ‘task’ means and how it can be efficiently used prior

to the literature review on the different tasks that will be used in this study. Breen

(1987) defined a task as a part of classroom activities that determines what learners

are going to do as a guideline during classes, while their attention should be

principally focused on meaning rather than form. In academic settings for language

learning, he also presented a definition of tasks as complex and lengthy activities.

According to Nunan (1989), a task can be analyzed in terms of its components: goals,

inputS, activities, teacher role and learner role. Briefly, the task process needs to be

divided into three steps: (1) Learners perform a task itself on the basis of goals and

inputs, provided by a teacher; (2) While performing a task, input can be delivered to

the learners, which they focus on; and (3) Then, the result as goals can be produced.

With consideration for the nature of the tasks based on the above definitions, the task

in the present study is defined as a part of L2 learning process, which provides

learners opportunities to do learner-led activities and complete their goals.

Task-induced vocabulary learning is based on the incidental vocabulary learning

method through tasks. ‘Task-induced’ refers to motivative and cognitive components
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(need, search, evaluation) of vocabulary being imposed upon a learner in order to

complete a task. Accordingly, the commonly used effective tasks for class activities

will be introduced below, and which components determining involvement load are

imposed in each task will be also explained.

1) Vocabulary Learning through Reading Task

In the last few decades, a number of SLA researchers have highlighted the effects

of reading task on L2 vocabulary learning. In particular, Hulstjn (1992) argued that

vocabulary can be incidentally acquired if a learner correctly infers unknown words’

meanings during reading tasks. He also mentioned that the words incidentally learnt by

inferring can be remembered better than words intensively explained by synonyms. In

the study of Pitt, White, and Krashen (1989), the effects of incidental vocabulary

learning through reading was proved; learners who approached specific vocabularies

through the reading text were significantly superior to learners who studied them

without the text. In this respect, Ellis and Nation (2001) claimed that extensive reading

can be a practical method for developing vocabulary ability inside and outside the

classroom.

Some empirical research on tasks and incidental vocabulary learning through reading

points to various factors affecting retention of words (Cho & Krashen, 1994; Horst &

Meara, 1999; Marsh, Roediger, & Bjork, 2007). As the factors for better vocabulary

retention, Cho and Krashen (1994) suggested learners using a dictionary and teachers

adding glosses in the text margin, the effectiveness of which was demonstrated in their

study. Based on the notion of the ILH, as shown in Table 3, different amounts of the

motivational and cognitive components (absence, and moderate, strong in presence) can

be imposed upon a learner by use of a dictionary and glosses while reading. For

instances, when a learner decides to look up a word in an L1-L2 dictionary, ‘need’ is

present by intrinsically motivated. Continuously, ‘search’ is the attempt to find the

meaning of an unknown L2 word, or if glosses are provided, the learner can use it to
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continue with a reading text. Namely, these added factors can result in better

vocabulary retention. In addition, in a survey study of Laufer (2003), he found reliable

evidence that diverse word-focused or -related tasks while reading a text enable

learners to consistently gain word knowledge. For example, the multiple-choices

questions related with words following a reading text make learners consciously focus

on the words, and help extend retention. Han (2004) suggested teachers choosing an

appropriate level of text as a prerequisite for reading comprehension and incidental

vocabulary learning. This is because learners, regardless of their English proficiency,

have low motivation to undertake reading activity.

To sum up, it is guaranteed that L2 learners acquire vocabulary with the help of

dictionaries and glosses, and additional tasks like multiple-choice questions, can also

contribute to incidental vocabulary learning and vocabulary retention.

(1) Effectiveness of Dictionary Use for Vocabulary Retention

Grabe and Stoller (1997) mentioned that a broad variety of factors can affect

successful retention of vocabulary through incidental acquisition, and particularly

pointed out the use of dictionary during a reading task. Other researchers showed

similar results, that learners who utilized a dictionary performed better in retention of

new words than those who did not (Cho & Krashen, 1994; Knight, 1994; Luppensku

& Day, 1993). Cho and Krashen’s (1994) study showed that the number of acquired

words of learners who had used the dictionary in the whole class was much greater

than the other learners who had not used at it at all or only for a while. The learners

in the experimental group acquired seventeen out of thirty-four words, whereas the

learners in the controlled group acquired only seven to eight. This study proves that

the use of dictionaries as a self-imposed activity results in better retention of

vocabulary. As a supporting idea, Scharle and Szabo (2000) insisted that learning can

only happen if learners are willing to contribute.

In addition to verifying the effects of using a dictionary, it is essential to clarify
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that words in the text can interact with the words in the dictionary. This means that if

the meaning of a word found in the dictionary cannot be matched with that of the

word in the text, learners could be very confused.

(2) Effectiveness of Glosses for Vocabulary Retention

Beyond the emphasis on using a dictionary, there are also many studies pointing out

the use of glosses as the textual aids for better reading comprehension and vocabulary

retention. In particular, Hulstijn, Hollander, and Greidanus (1996) summarized the

advantages of offering glosses in three points: a learner-friendly method, plenty of

lexical input, and attention drawers.

Watanabe (1997) stated that providing glosses to readers makes them feel more

comfortable, and also plays a role against reluctance to read a text. Secondly, glosses

can give learners plenty of lexical input and content information at the same time

(Rott, 2007). Jacobs, Dufon, and Hong (1994) also demonstrated this finding that

learners reading a Spanish text with glosses outperformed other learners who were not

provided with any glosses. Lastly, glosses are considered facilitative because they work

as attention drawers. This means that reading a text with glosses can help learners

concentrate on textual factors such as the form and the meaning of target words,

which result in elaborate processing for better retention (Pulido, 2009).

Another debatable issue had drawn researchers’ concern regarding the use of L1 or

L2 glosses. Though many results among relevant studies on L1 or L2 glosses showed

no significant differences in the effectiveness of each gloss for enhancing incidental

vocabulary learning (Jacobs et al., 1994; Chen, 2002), there were other studies

displaying different results. According to Miyasako (2002), and Swain and Lapkin

(2000), L2 glosses can be more effective when targeting students at an advanced level

and in an L2 speaking environment (ESL), whereas L1 glosses enables students who

are at lower level and learn in non-English speaking environment (EFL) to achieve

longer vocabulary retention. Thus, the present study gave L1 glosses to all participants
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as appropriate to their realistic English level and studying environment.

In spite of the previous in-depth investigations into the use of dictionaries and

glosses, respectively, little research has considered simultaneous use of both. In this

respect, the present study could be worthy in that both enhancement factors, dictionary

and L1 glosses, were utilized, and EFL teachers could employ them appropriately

along with reading activities.

(3) Effectiveness of Multiple-Choice Reading Task for Vocabulary Retention

As a commonly used task after reading activities, many researchers mentioned

‘multiple-choice’ question and investigated the effectiveness thereof on lexical retention

(Tavakoli & Gerami, 2013). In a study by Rott and Cameron (2002), new words could

be retained longer when learners were asked to guess their meaning from the context

by selecting the correct meaning from multiple choice options. Min (2008) presented a

similar result and ascribed it to the fact that solving multiple-choice question offers the

learners retrieval practice. This activity can expose learners to the target word more by

repeating the word while selecting the correct answer, and by making the learners

concentrate on the word.

2) Vocabulary Learning through Writing Tasks

All learners seeking language acquisition are different in their intelligence and have

different preferred learning methods; therefore, an appropriate learning strategy for the

learners should consider these characteristics (Ho, 2000). However, it seems that, when

compared to the relevant studies with vocabulary learning through reading tasks, there

is not much research studying the effects of learning vocabulary through writing tasks.

Nevertheless, the researchers who mentioned writing tasks in their studies demonstrated

the superiority of writing tasks to non-writing tasks for vocabulary retention (Hulstijn

& Trompetter, 1998). The writing tasks in the ILH induce an ‘evaluation’ component
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which is not imposed in reading tasks. According to Hulstijn and Laufer (2003),

‘evaluation’ entails a decision of a word that fits best in the specific context (as in a

gap-filling task with words provided). Furthermore, evaluation that requires a decision

regarding how words will combine with a new word in an original sentence or text is

referred to as strong evaluation (as in a writing composition task).

(1) Effectiveness of Gap-filling Task for Vocabulary Retention

One of writing tasks utilized in a majority of researches is ‘gap-filling’ (Folse,

2006). The popularity of this method for vocabulary learning can be explained in two

aspects. At first, learners, who have lack of each target word’s grammatical information

and have insufficient information to establish contextual knowledge, can guess an

appropriate word with clues located around the blank (Gu & Johnson, 1996). Secondly,

indicators such as underlining words, writing words in bold and leaving blanks can

attract learners’ attention and make them aware of what words should be focused on,

because the indicators play a significant role to give notice to the learners (Jourdenais,

Ota, Stauffer, Boyson & Doughty, 1995).

There are more studies confirming that the gap-filling task is efficient. According to

Paribakht and Wesche (1999), and Zimmerman (1997), learners who write target words

after or while reading can remember the words longer than others who approach the

target words through only continuous reading tasks.

Laufer (2003) and Webb (2005) conducted similar experiments by comparing reading

and writing tasks to verify which has the greatest effect on vocabulary learning for

ESL learners: reading target words with glosses in three sample sentence and writing

target words in the context. The result demonstrated that the writing group had much

longer vocabulary retention, compared to the reading group.
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(2) Effectiveness of Unscrambling Sentence Task for Vocabulary Retention

As insisted on most previous researches, learning strategy should be differentiated

depending on learners’ proficiency. Accordingly, in the most recent research conducted

by Sung (2013), the “unscrambling sentence” task is suggested, especially targeting

learners with high proficiency. The sentence unscrambling task, developed by Srull and

Wyer (1979), requires that the learners should not only know how the sentence is

made but also know the language in terms of grammar and meaning, because this task

induces a deeper level of processing (Laufer & Hulstijn, 2001) Moreover, in a

follow-up interview with a learner with low proficiency, participating in Sung’s (2013)

study, she said that sentence unscrambling seemed to be helpful in terms of vocabulary

retention, but it put pressure on her. Thus, this task is worth being utilized for both

learners in low and high proficiency in the context of this study.

3) Empirical Evidence of the ILH on Vocabulary Achievement

(1) Previous Research Targeting Foreign EFL Learners

Since the ILH was proposed by Laufer and Hulstijn (2001), there have been

consistent efforts toward verifying this hypothesis in the field of L2 incidental

vocabulary acquisition. The first direct test of the hypothesis was conducted by Laufer

and Hulstijn (2001). The study investigated the effects of Task-Induced Involvement in

a parallel experiment involving advanced level EFL college students in two separate

countries (Dutch and Hebrew). The aim of the investigation was to test whether the

success rate of vocabulary acquired was contingent upon task involvement load. Three

tasks of varying involvement loads were selected and each task was administered to

different groups of students. The task with the lowest involvement load was a reading

comprehension task with marginal glosses (Task 1). In this task, ten target words

whose understanding was relevant to the task were chosen. These words were then
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glossed into the margin. Participants were required to simply read the text and answer

the comprehension questions. In Task 2, participants were assigned the same text as

the students in group one, but the ten target words were deleted from the text. These

ten words were then printed onto the margin with their L1 translations. In order to

complete this task, participants had to read the text and fill in the blanks with the

correct vocabulary words from the separate sheet. In Task 3, participants were only

provided with the target words and their L1 translations and were asked to create an

original composition in the form of a formal letter. As shown in Table 4, in each of

the tasks, the involvement load variable of need was held constant. According to the

index, need was held at moderate (1) to all tasks because need was induced by the

task. However, search was absent (0) in all tasks since the glosses or vocabulary items

were supplied. Holding these components constant meant that evaluation could be

isolated as the only variable in the three tasks. Thus, Task 1 had only the need

component of Involvement load, meaning that the index of Task 1 was 1 because the

other components were absent. In Task 2, there was moderate evaluation (1), so the

total of index was 2 (need=1 and evaluation=1). In Task 3, the total of the index was

3 with strong evaluation (2) because the words had to be written by learners in

original contexts.

In order to measure the participants’ short-term learning and long-term retention, two

post-tests were administered, asking the participants to write the L1 translation or

English explanations: once immediately after the treatment, and one 7 days after the

treatment. The findings of each experiment were not identical. The result of the

Hebrew-speaking group confirmed the ILH, meaning that the composition group

showed the best performance compared with the gap-filling and reading groups, and

the gap-filling group performed significantly better than reading group in both

post-tests. On the other hand, the Dutch-speaking group only partially confirmed the

ILH, resulting in significantly better performance after the composition task, whereas

the reading group showed significantly better result than the reading group in both

post-tests.
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Two years after the first experiment, Laufer (2003) also examined the effects on

vocabulary acquisition through three experiments (see Table 4). The target participants

were high school students whose L1 was Arabic, and in the first and second

experiments, Laufer compared reading comprehension with marginal glosses

(involvement index=1) and two different writing tasks (involvement index=3): writing

original sentences in experiment 1, and writing a composition in the experiment 2.

Lastly, in experiment 3, the participants were asked to complete three tasks inducing

the same amount of involvement (3): reading comprehension and looking up unknown

words in a dictionary, writing sentences implementing target vocabulary, and filling in

sentences in the context with target words after looking up the meanings in a

dictionary. In the results, although the ILH was confirmed in experiments 1 and 2,

only partial support was offered in experiment 3. Specifically, the reading group was

the lowest in the both post-tests by a significant margin, whereas there were no

significant differences between the sentence writing group and completing sentence

group in the immediate post-test. However, the delayed post test showed that the

completing sentence group retained words longer than the sentence writing group. In

this respect, it could be seen that Laufer’s (2003) study partially confirmed the ILH.

Since the experiments described above, there have been other approaches regarding

the effects of the ILH on vocabulary gains, but on learners whose target language is

not English. Representatively, Keating (2008) tested the ILH with 79 beginning learners

of Spanish speaking English as L1. The participants in this investigation were first

year university students studying Spanish as part of a compulsory general education

requirement. The study was a replication of Laufer and Hulstijn (2001), in which each

subject was asked to complete one of three different tasks inducing different amounts

of involvement: reading comprehension with marginal glosses (involvement index=1),

reading comprehension plus fill-in tasks (involvement index=2), and writing original

sentences using target words (involvement index=3). The results also mirrored the study

of Laufer and Hulstijn (2001): the lowest word retention rates came from the tasks

with the lowest involvement load and the highest word retention rates came from tasks
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with the highest involvement loads. The results thus confirm that tasks with a higher

involvement load enable learners to acquire vocabulary more effectively.

In another study that empirically tested the ILH on incidental vocabulary learning

through a reading task, Xiaohui (2010), studied 125 EFL learners with English

proficiency levels. Four tasks were used, and each task was provided to a group:

reading comprehension with glosses (Task 1), reading comprehension plus sentence

making with glosses (Task 2), reading comprehension without glosses while using a

dictionary (Task 3), and reading comprehension without additional aid (Task 4). The

results showed that students performing high involvement loads remembered the target

words longer in both post tests; in particular, the result of the delayed test was

intensely clear. Therefore, the findings of that research are congruent with the claim

proposed by Laufer and Hulstijn (2001).

(2) Previous Research Targeting Korean EFL Learners

Several Korean researchers also have shown strong interests in the ILH for

successful vocabulary acquisition. As distinctive from the previous studies above,

Korean researchers have placed greater emphasis on learners’ proficiency level as an

important factor.

First of all, Kim (2008) conducted two experiments to verify the ILH; the first

experiment was conducted as the same way that Hulstijn and Laufer (2001) carried

out. However, a difference was introduced, as she divided the participants into two

levels of proficiency according to their enrollment status and paper-based TOEFL

scores: 34 undergraduate students with TOEFL scores above 520, and 30 students in

an Intensive English Program with TOEFL scores between 420 and 520. Thus, a total

of six subgroups were created, three for each proficiency level, by using three tasks:

reading comprehension with marginal glosses (involvement index=1), reading

comprehension plus fill-in (involvement index=2), and writing a composition using the

target vocabulary (involvement index=3). Three subgroups of each different level of
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proficiency categories were randomly assigned one of the three tasks. Unlike Hulstijn

and Laufer (2001), Kim gave a restriction on task time of 40 minutes because of the

assumption that different amounts of time could affect the research results. The result

of the first experiment confirmed the ILH, meaning that the highest performance in

both post-tests was shown when the participants carried out the composition task,

whereas the lowest word retention happened from a task with the lowest involvement

(only reading task). On the other hand, different levels of proficiency of the students

did not show a relation with the learning outcomes.

In the second experiment, Kim (2008) narrowed down the investigation by

comparing two different writing tasks (writing a composition and writing individual

sentences using given words) with the same level of involvement load. The design of

this experiment came from the insistence during her personal conversation with Laufer,

that though writing a composition seems to induce a deeper level of learners’

involvement than that of writing individual sentences using given words, the

involvement load for the two tasks is the same. Another 40 students (20 undergraduate

students and 20 Intensive English Program), who had not participated in the first

experiment but were selected by Kim, and four subgroups by proficiency and writing

tasks were assigned. As Laufer had asserted, the two writing tasks resulted in identical

effects in short and long term vocabulary retention. However, the proficiency did not

show any significant difference.

Kim and Na (2010) attempted to investigate the role of task types and proficiency

levels of participants in vocabulary learning. In order to verify the two factors, the

researchers conducted vocabulary learning tasks with 97 Korean EFL college students.

The participants were divided into three proficiency levels based on their TOEIC

scores and were assigned to one of three vocabulary learning tasks that were different

in terms of the degree of the involvement load. The three tasks used in their study

were a reading task (involvement index=1), a gap-fill (involvement index=2), and a

writing task (involvement index=3). To measure the participants’ short-term learning

and long-term retention of 10 target words, an immediate post-test after the completion
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of the tasks and another after four weeks were administered. In relation to the effects

of involvement load, the results confirmed the hypothesis in general, revealing that the

writing group showed better learning outcomes than the gap-fill group, who

outperformed the reading group. However, unlike the results of the immediate post-test,

those of the delayed post-test did not demonstrate any significant differences. With

reference to proficiency level, contrary to the findings of Kim’s (2008) study, the

participants’ proficiency levels gave rise to significant differences in short-term learning

as well as in long-term retention of words.

Recently, Sung (2013) designed research to examine whether the effects of the

involvement load differ among Korean EFL high school learners depending on their

English proficiency levels when they perform vocabulary learning tasks with different

involvement loads. The fundamental study procedure was similar with the previous

Korean studies, but with high school learners and one revised task. In this experiment,

the total number of participants was 207 (106 students from J boy’s high school and

97 students from H girl’s high school), and the proficiency of the female students was

comparatively higher than male students. In the previous studies by Kim (2008), and

Kim and Na (2010), a sentence writing task (involvement index=3) was carried out,

whereas Sung (2013) revised this task because of strong opinions from teachers

working in both schools, that it is difficult for the high school learners to complete

the writing task. Thus, the learners completed the unscrambling sentence task instead,

inducing the same amount of involvement load (involvement index=3). In the result,

the ILH was confirmed in both the immediate and delayed post-tests. However, the

learners’ proficiency affected only long-term retention, and task involvement level did

not affect long-term retention.
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TABLE 4

Previous Studies on Involvement Load Hypothesis

Researcher Participants Task used Result

Hulstijn &
Laufer
(2001)

-225 EFL University
students
-Advanced level
-Two Experiments
in Israel and
Netherlands
Dutch(L1) : 97
Hebrew(L1): 128

1) Reading
comprehension
with glosses

2) Reading
comprehension
plus fill-in

3) Writing
a composition
using target words

-Results confirmed
the ILH on the
delayed posttest

Laufer
(2003)

-90 EFL High
school students
-Advanced level
-Three Experiments
Arabic (L1)

Experiment1
1) Reading
comprehension
with glosses

2) Sentence writing
using target words

Experiment2
1) Reading
comprehension
with glosses

2) Writing
a two-paragraph
composition

Experiment3
1) Reading
comprehension
and looking up
unknown words
in a dictionary

2) Sentence writing
using target words

-Experiment 1 and 2
confirmed the ILH.
-Experiment 3 partially
confirmed the ILH :
‘reading group’
recalled significantly
fewer words than
‘sentence writing’
group and
‘sentence completing’
group on both
post-tests. However,
‘sentence completion’
group outperformed
the ‘sentence writing’
group on the delayed
post-test
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3) Completing
sentences with target
words after looking
up meaning

Keating
(2008)

-79 University
students
-Beginner level
-Native speakers of
English learning
Spanish

1) Reading
comprehension
with glosses

2) Reading
comprehension
plus fill-in

3) Sentence writing
using target
words

-Results of the passive
recall on the two post
test confirmed the
ILH. However, active
knowledge on the
delayed test did not
confirm the ILH :
task 2 was superior
to task1, but task 3
was not effective
than task1 or task2

Xiaohui

(2010)

-122 EFL

University students

of non-English major

-4 Groups of the

same proficiency

level

1) Reading

comprehension

with marginal

glosses

2) Reading

comprehension

plus sentence

making with

target words

with glosses

3) Reading

comprehension

without glosses

while using

dictionary

4) Reading

comprehension

without glosses

-Results confirmed

the ILH on the

delayed posttest.
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Kim (2008)

-64 University
students
-Two Experiments
-Two different
proficiency levels
based on the
TOEFL scores
1)34 Undergraduate
students
(Proficient)
2)30 Students of
Intensive English
Program
(Less proficient)

Experiment1
1) Reading
comprehension
with glosses

2) Reading
comprehension
with gap-fill

3) Writing
a composition
using target words

Experiment2
1) Writing
a composition
using target words

2) Sentence writing
using target words

-Experiment 1
confirmed the ILH,
and the learners’
proficiency levels did
not affect their
learning outcomes.
-Experiment 2
confirmed the ILH

Kim & Na
(2010)

-97 EFL University
students of English
major
-Three different
proficiency levels
based on the
TOEIC scores
(Beginner,
Intermediate, &
Advanced)

1) Reading
comprehension
with glosses

2) Reading
comprehension
with gap-fill

3) Sentence writing
using the target
words

-Results on the
immediate post-test
confirmed the ILH,
and the same
tendency
(no significant
difference) was
found from the
delayed post-test.
However, the
learners’ proficiency
levels caused
significant differences
of word gain
in both post-tests.

Sung
(2013)

-207 High school
students in Korea
-Two Experiments

1) Reading
comprehension
with glosses

-Results on the
immediate and
delayed post-tests
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As shown in Table 4, participants of the previous studies were mainly college or

high school students. Thus, this study attempted to demonstrate more effective methods

to gain lexical knowledge for EFL adult learners by investigating the different levels

of task-induced involvement and also identifying which task was more effective for

adult learners in different proficiency levels. Therefore, this study examined changes in

vocabulary retention by time periods from pre-test to post-test 1, and post-test 1 to

post-test 2. To achieve the purpose of this study stated above, it is guided by the

following three research questions:

1) How does the difference in task-induced involvement load affect the short-term

vocabulary learning of Korean adult learners in low and high proficiency groups?

2) How does the difference in task-induced involvement load affect the long-term

vocabulary retention of Korean adult learners in low and high proficiency groups?

3) How does Korean adult learners’ vocabulary achievement change over time?

-Two different
proficiency levels
based on the CSAT
scores
1)106 J Boys’ high
school students
(Less Proficient)
2)97 H Girls’ high
school students
(Proficient)

2) Reading
comprehension
and gap-filling

3) Unscrambling
sentences

confirmed the ILH
However, the learners’
proficiency affected
only long-term
retention and task
types did not affect
long-term retention.
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CHAPTER III

METHODOLOGY

The data types for this study are mixed (quantitative and qualitative). In the

quantitative research phrase, statistical data identifies specific results numerically. Thus,

qualitative data is needed to support interpretation and explanation of the quantitative

results (Creswell & Clark, 2007). Thus, a mixed method for this study was

implemented in a definite sequence. Figure 1 is visual diagram of this research. This

diagram is a modified version of Rogers, Day, Randall, and Bentall (2003). For this

research, the participants were divided into two head groups (Low and High), each of

which was subdivided into three experimental subgroups for group-group comparisons.

There were two distinctive phases to measure outcomes. The first phase was

quantitative. In the quantitative phase, after questionnaires from the participants were

collected, a pre-test was performed. Then, after the participants performed a task

administered by an instructor, the results of post-test 1 (immediately after the

treatment) and post-test 2 (two weeks after post-test 1) were collected. For qualitative

data as the second phase, after measurements of each test, one-on-one semi structured

interviews with participants were performed. Finally, overall results were analyzed, and

then the research findings were interpreted.
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⬇

⬇

FIGURE 1
Procedures of Mixed Research Design

1. Participants

The participants of this study were 55 EFL adult learners (age range from 20 to 54,

averaging 39 years old; 37 female learners). They had studied in M institute located in

A city of Korea, where a number of major institutes are clustered close together. M

private institute was chosen so as to give distinction from other previous studies

targeting students belonging to school or college. According to the information gained

from the questionnaire (Appendix 1), regarding English learning, a number of

participants (n=30, 54.54%) had studied in the private M academy more than four

months and only one participant (1.81%) had studied over one year. Moreover, a

majority of participants had no experience in either studying or attending a school in

an English-speaking country, and had no regular interaction with native speakers of

English for learning English, except one participant (1.81%) who had studied in an

English-speaking country and two participants (3.63%) who regularly interacted with

native English speakers. In the case of the average time devoted to English each day,

Quantitative Phase
Questionnaire before treatment

⬇
Pre-test measure

⬇ (Treatment)
Two post-tests & Follow-up measures

Qualitative Phase
Interview with the participants after post-test 2

Overall results and interpretation
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most of the participants (n=34, 61.81%) spent less than two hours studying English

and other participants (n=22, 40%) invested less than one hour for studying English.

In addition, based on the self-rating English proficiency in the questionnaire as

shown in Table 5, 13 rated ‘good’ or ‘excellent’ in the listening section, and 19 in

the reading section. This implies that most of the participants evaluate themselves as

having a low proficiency level in English (85.45%).

TABLE 5

Participants’ Self-Rating on English Proficiency

* Each number indicates how many participants selected that level.

The level of English proficiency followed the institute’s assessment criteria by a

placement test, which has been officially used when placing learners in an appropriate

class. Furthermore, because of the situation, that they already checked in the

questionnaire, most of the participants did not need to take academic English tests as

they studied English for trips, self-development, or hobby activity; their proficiency

replied on the assessment criteria of the institute.

To investigate the effects of three different tasks with different involvement loads,

three different classes were chosen for each low and high proficiency group. Both low

and high groups in Class A performed Task 1, reading comprehension with L1 glosses

(here after “Reading”). Both low and high proficiency groups in Class B performed

Task 2, reading comprehension with gap-filling (here after “Gap-filling”). Both groups

in Class C performed Task 3, an unscrambling sentence (here after “Unscrambling”).

Table 6 shows the participants’ gender and age range of each class in the low and

Excellent Good Moderate Low Very Low Total

Listening 1* 12 17 21 4 55
Speaking 0 0 9 42 4 55
Reading 4 15 28 9 3 55
Writing 0 0 19 26 10 55
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high groups. As mentioned, more female learners participated in the study. When

comparing age range of the low group with that of the high group, it was found that

the majority of the participants were in the thirties and forties in each, meaning that

there was no age bias between groups.

TABLE 6

The Gender and Age Distribution of Each Class

Plus, to verify their homogeneity for English proficiency, the pre-test was analyzed

in detail and, the following Tables 7, 8 and 9 demonstrate that all three classes in

each of the two proficiencies were homogeneous in terms of their performance on the

pre-test.

TABLE 7

Descriptive Statistics and One-way ANOVA for Low Proficiency Classes

Class n M SD F p
A 6 1.83 1.16
B 7 2.14 1.06 .34 .72
C 7 2.28 .75

Class Gender Proficiency Age Range Proficiency
Low High Low High

A
Female 4 5 20-29 0 0

30-39 2 7

Male 2 4 40-49 4 2
over 50 0 0

B
Female 6 4 20-29 2 1

30-39 3 3

Male 1 10 40-49 2 9
over 50 0 1

C
Female 4 8 20-29 2 2

30-39 4 3

Male 3 4 40-49 1 6
over 50 0 1
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The descriptive statistics for the pre-test of 20 adult learners in the low proficiency

group are displayed in Table 7. To prove the homogeneity of the classes, one-way

ANOVA analysis was utilized, demonstrating that there was no significant difference

for the three low classes [F=0.34, p=.72]. That is, the proficiency levels of each class

can be seen as the same.

TABLE 8

Descriptive Statistics and One-way ANOVA for the High Proficiency Classes

Table 8 illustrates the descriptive statistics for the pre-test of 35 adult learners,

assigned to the high proficiency group. In the same vein, one-way ANOVA was

utilized so as to clarify homogeneity of classes in the high proficiency group; resulting

that there was also no significant difference for the three high classes [F=2.10, p=.14].

Thus, the level of each class can be considered as the same.

TABLE 9

Descriptive Statistics and t-test between Low and High Groups

To sum up, the learners participating in this study belonged to one of two groups

depending on their English proficiency. As shown in Table 9, to compare proficiency

level between two groups, t-test2) was conducted, demonstrating that there was a

2) Although pre-test contents of Low and High Groups were different, t-test was conducted to clarify
the level difference between two groups.

Proficiency n M SD t p

Pre-test
Low 20 2.10 .96

-5.87 .001
High 35 5.42 2.41

Class n M SD F p
A 9 4.11 1.45
B 14 6.14 2.93 2.10 .14
C 12 5.58 2.06
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significant difference in the pre-test scores for low group (M=2.10, SD=0.96) and high

group (M=5.42, SD=2.41), with the t-value of -5.87.

2. Instruments

This research, following the fundamental methods that Sung (2013) used for her

study, is a cross-sectional and experimental study, employing given number of

participants, tasks, and analyses. It was designed as a quantitative study to explore

whether the difference of involvement load induced by the three tasks for incidental

vocabulary learning affects the short-term learning and long-term retention of

vocabulary for Korean adult learners depending on their proficiency (High and Low).

To examine the learning outcomes through the three different tasks for incidental

vocabulary learning, selecting the target words was important. Thus, the reading

material and 10 target words will be introduced below, and four instruments to

measure short-term learning and long-term retention of the target words will be also

explained.

1) Questionnaire

As shown in Table 10, the questionnaire consisted of 24 questions. The first half of

the questionnaire concerned the participants’ demographic and educational backgrounds,

English learning experience, number of hours spent studying English per day, number

of study hours spent on the four English language skills, and participants’ self-ratings

regarding four English skills per day.

The questions in the second half of the questionnaire were designed to obtain more

specific information regarding participants’ vocabulary learning. The questionnaire was

based on five-point Likert scale (1=Strongly disagree, 2=Disagree, 3=Neutral, 2=Agree,

1=Strongly agree) items.
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TABLE 10

Summary of the Questionnaire for Participants

2) Materials for Tasks and Target Words

Following Kim (2008), Kim and Na (2010), and Sung (2013), three different tasks

were used in the current study and varied in involvement load. As shown in Table 11,

each task-induced involvement load is different: reading (involvement index=1),

gap-filling (involvement index=2), and unscrambling sentence (involvement index=3).

Categories
Question
numbers

Contents

General questions
on
English studying

1-8
Participants’ general information and their English
learning background

10 Self-rating of English proficiency

9-11 Current status of devotion to English skill

12-13 Skills needed most to improve general English ability

14 Skills needed most for academic test

Specific questions
on
vocabulary learning

15 Current status of devotion to vocabulary learning

16-17 Self-evaluating of the current vocabulary learning way

18 Attitude toward vocabulary learning

19-20 Support from classes on vocabulary learning

21-24 Individual learning behaviors on new vocabulary
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TABLE 11

Task Involvement Load Index and Target Words

Among them, the source of the reading passage for reading with L1 glosses and

gap-filling came from Test of English for International Communication (TOEIC)

textbooks published by ETS (Educational Testing Service). The reason why TOEIC

textbooks were chosen as the task material is that the adult learners participating in

this study attend English classes in order to improve practical English skills and they

sometimes take TOEIC in order to check their practical English proficiency. However,

the Test of English as a Foreign Language (TOEFL) test requires academic knowledge

and specialized information.

As shown in Table 11, the texts were differentiated between low and high

proficiency groups; a TOEIC reading book for learners under 500 points and a TOEIC

reading book for learners of 700 points and above. The topic of the passage for the

low proficiency group was selected from a TOEIC Start reading book, ‘Announcement

for workers’, and for the high group, ‘Safety Regulation’ was selected from a TOEIC

reading book.

To examine the participants’ performance with three different tasks and the learning

Task
Involvement load

(Index)
Target words

Low Group (10) High Group (10)

Reading

Moderate need
No search

No evaluation
(1) compile, continue to,

ensure, emissions
regulation, measure,
municipality, register,

take place, take
toward, threaten

designate, dispose
durability,

equipment, file,
high-visibility vests,
inquire, inspection,
maintenance work,

vary

Gap-filling

Moderate need
No search

Moderate evaluation
(2)

Unscrambling

Moderate need
No search

Strong evaluation
(3)
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outcomes through three tests progressed in sequence, it is important to select the target

words carefully. When selecting the target words, two aspects were considered and

discussed with another teacher. The teacher was in charge of the two classes of the

total of six classes participating in the current study. First of all, which words were

relevant and necessary for reading comprehension was considered so that more than 10

words were identified, that were relevant to the understanding of the text contents for

low and high groups. However, in most previous research on task-induced vocabulary

learning, commonly 10 target words were selected for experiments. Thus, to reduce the

number of words to 10 words, the part of speech was also considered. According to

target-word selection criteria (Laufer, 1990; Ludwig, 1984), nouns and verbs should be

a high priority because of learning difficulty and their important role in context. Thus,

the different 10 target words for each group, satisfying both aspects, were selected.

After the 10 target words were selected, the teachers spoke with other learners of

similar levels who did not participate in the current study to check whether the words

were unknown to them.

3) Pre-test

In the pre-test, all participants in both low and high proficiency groups were

provided with 20 words, of which were 10 target words, and 10 were randomly

selected from the text given for the tasks. The participants were required to write

down Korean equivalents of these words. The reason why the total of 20 words were

provided is to prevent the situation that the participants perceived the 10 target words.

The core purpose of this test was to confirm the prior knowledge regarding the target

words. The pre-test was administered to identify the words that were not mostly

known by the participants in order to be further used in the study. Moreover, the

pre-test played a significant role as the starting point from which to measure

effectiveness of the three different tasks.

When scoring, although the total questions provided to the participants were 20, only
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10 words, used as the target words, were given one point each. Thus, the maximum

score can be 10 points.

4) Two Post-tests: Post-test 1 and Post-test 2

In the post-tests 1 and 2 phases, the same simple tests were provided, in which the

participants wrote the meaning of each given 10 target words, and used as the

assessment tool for this study. The way to score the questions is the same as the

method of the pre-test (i.e., each correct answer got one point, allowing a maximum

of 10).

Post-test 1 was conducted to measure the participants’ short-term learning of the

target words. Namely, this test is to investigate whether the difference of involvement

load affects the short-term vocabulary learning of the participants. Post-test 2 was

conducted to examine the effect of the involvement load on the target-word retention.

5) Interviews with the Participants

As the qualitative method to support the quantitative data, semi-structured interviews

were used. Follow-up interviews with two participants in each of two different levels

in the six different classes (a total of 12 participants) were interviewed to find out

how they had learned the vocabulary, and to get their feedback on the tasks they

performed. In addition, by comparing the responses from different proficiency levels,

the relation between each task and proficiency levels was explored.
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3. Study Procedure

1) Treatment with Three Different Tasks

The task time for each task was approximately 20 minutes regardless of proficiency.

As shown in Table 12, each one class from each of low and high groups performed

the same task to examine the effects of task involvement on each proficiency group.

TABLE 12

Task Distribution to Classes in Low and High Proficiency

*indicates involvement load.

(1) Treatment with Task 1 (Reading)

Figure 2 shows an example task of reading in which the participants were required

to read the given text. Half of the target words were highlighted in bold print, and

corresponding Korean glosses of the words were also provided. After reading the text,

the learners gave answers for five multiple choice questions as the accompanying

comprehension questions (see Appendix 3 for a full version of Task 1) on the other

page, which are relevant to the target words.

Task 1 Task 2 Task 3
Low A High A Low B High B Low C High C

Treatment Reading (1)* Gap-filling (2) Unscrambling (3)
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FIGURE 2

An Example Task of Reading

(2) Treatment with Task 2 (Gap-filling)

As shown in Figure 3, the participants in this task were asked to read the same text

as the Task 1 group, but they had to fill in 10 gaps (Appendix 4), because the 10

target words were deleted from the original text unlike the Task 1 group. An example

is given in Figure 3.

FIGURE 3

An Example Task of Gap-filling

명 지방 자치제 명 배출 가스 규제municipality ( ) : emissions regulation ( ) :• •
동 계속하다 동 을 취하다continue to ( ) : . take toward ( ) : ~ .• •

동 보장하다 동 위협하다ensure ( ) : . threaten ( ) : .• •

Air pollution threatens both public health and the environment. However, the air in
the city of Havertsford is clean and fresh. Our strict emissions regulations have
contributed a lot to this over the last 20 years. The introduction of these laws was
the first step we took toward environmental health. We took on this plan in
advance of other municipalities in this state, and we continue to find innovative
ways of ensuring that our air is safe to breathe.

명 지방 자치제 명 배출 가스 규제municipality ( ) : emissions regulation ( ) :• •
동 계속하다 동 을 취하다continue to ( ) : . take toward ( ) : ~ .• •

동 보장하다 동 위협하다ensure ( ) : . threaten ( ) : .• •

Air pollution a.( ) both public health and the environment. However, the
air in the city of Havertsford is clean and fresh. Our strict b.( ) have
contributed a lot to this over the last 20 years. The introduction of these laws
was the first step we c.( ) environmental health. We took on this plan
in advance of other d.( ) in this state, and we e.( ) find
innovative ways of f.( ) that our air is safe to breathe.
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(3) Treatment with Task 3 (Unscrambling)

As shown in Figure 4, Task 3 (Appendix 5) participants were not provided a

reading task. Instead, they had to rewrite a sentence by putting scrambled words in the

correct order, as explained in the previous section. One target word along with its

meaning in Korean was presented in each question. Thus, with the information given,

the participants had to place scrambled words in the right order to make an English

sentence that matched the meaning of the Korean sentence.

FIGURE 4

An Example Task of Unscrambling

4. Data Sources and Collection Procedures

Table 13 shows the data collection procedure and the purposes of each phase. To

gain the results of the three vocabulary tests for discussions of the two research

questions, scores of the pre-test and two post-tests were gathered by the teacher in

charge of each class. In addition, answers from the questionnaire and response notes

from the follow-up interviews with participants from each of the six groups were also

collected as supplementary data.

동 편집하다 작성하다ex) compile ( ) : . .

손님목록은 선착순으로 작성 될 것입니다.•

___________________________________________________________________________⟶

the guest list, on a first-come and first-served basis, be compiled, will
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TABLE 13

Data Collection Procedure and Purposes

All of the participants who agreed to participate in this study received the

questionnaire, and 20 minutes were provided to complete it according to reports from

the teachers who conducted the survey. A week after the survey, two different tests

(pre-test and post-test 1) were taken. The participants took the pre-test about the ten

target words used in the three vocabulary tasks before task activities began, whereas

post-test 1 was given immediately after the task activities. Two weeks later from the

post-test 1, all of the participants took the post-test 2 without notice before classes.

After collecting pre-test and two post-tests, the interviews lasted three days, because

interviewees have their own jobs so that schedules needed to be managed. After

arranging the interview time, each of them was invited to an empty classroom, each

interviewee responded the questions in Korean for approximately 15 to 20 minutes.

The responses were recorded and translated into English by the researcher.

Procedure Purposes Date

Survey

-Demographic information
-The educational backgrounds and English learning
experiences
-Ways to study new words

July 18, 2016

Pre-test -Prior knowledge to check July 25, 2016

Post-test 1
-The short-term learning of the target words
depending on their proficiency

July 25, 2016

Post-test 2
-The long-term retention of the target words
depending on their proficiency

Aug 8, 2016

Interview

-Comparison for which task was most helpful for
vocabulary retention
-Check what different ideas regarding tasks the
participants from different proficiencies were shown

Aug 10-12, 2016



- 45 -

5. Data Analysis

In this study, the three research questions were provided to ask whether the different

levels of task-induced involvement have an influence on the short-term and long-term

vocabulary learning of Korean adult learners. In addition, the research questions also

asked how vocabulary achievement changes over time.

The research questions examined two independent variables: levels of involvement

load and learners’ proficiency levels, and: three sets of scores from the pre-test, and

the post-tests 1 and 2 as dependent variables. However, whether the proficiency affects

or not cannot be measured overall because the level of the proficiency is divided. In

order to test the three research questions, the following methods were used:

1) Descriptive Statistics (means, standard deviations) were used to analyze the

participants’ characteristics and central tendencies of vocabulary tests in both short-term

and long-term vocabulary learning.

2) t-tests were performed to examine the homogeneity of subgroups based on

proficiencies.

3) One-way ANOVAs, using the Statistical Package for the Social Sciences (SPSS)

version 22.0, were conducted to compare the efficiency of the three tasks performed

by the participants of different proficiency levels. When significant results were found,

post-hoc comparisons were used to locate significant differences among pairs of

subgroups.

4) Paired samples t-tests were conducted to check the changes in vocabulary

achievement by proficiency.

5) The responses to questionnaire and the transcripts of interview were also examined

and discussed in that a comprehensive analysis entails making sense of all the data

collected (Mertler & Charles, 2005).
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CHAPTER IV

RESULTS AND DISCUSSION

1. Effects of Task Involvement Load and Proficiency Level on Short-term

Vocabulary Learning

The first research question asked whether the level of task-induced involvement has

an effect on the short-term vocabulary learning of EFL adult learners from two

different proficiency levels. Thus, for statistical analysis regarding the effects of

involvement load by proficiency level, the current research utilized a set of one-way

ANOVA for the post-test 1 data.

1) Results of Post-test 1 for Low Group

Table 14 shows the descriptive statistics of the participants’ task performance on

post-test 1. According to the result of the post-test 1, the low group’s mean scores

were 4.00 for Task 1 (Reading), 4.57 for Task 2 (Gap-filling), and 5.29 for Task 3

(Unscrambling), demonstrating that the performance of Task 3 was the highest. Figure

5 also shows that the mean scores from the three tasks consistently increased in order

of increased involvement load. However, ANOVA showed a non-significant main effect

of involvement load on vocabulary learning [F=1,99, p=.17]. This result could be

because the sample size of the current study was very small, as it is hard to find

English educational institute targeting only adult learners. In addition, private

educational institutes limit the number of learners to 10 to 15 in a class, and adult

learners prefer a class with a small number of learners.
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TABLE 14

Descriptive Statistics and One-way ANOVA for Post-test 1 for Low Group

FIGURE 5

Mean Comparison among the Three Tasks for Low Group

Involvement Load n M SD F p

Short-term

Task 1 (Reading) 6 4.00 .89

Task 2 (Gap-filling) 7 4.57 1.39 1.99 .17

Task 3 (Unscrambling) 7 5.28 1.11

Total 20 4.65 1.23
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This finding contrasts to the study of Sung (2013). In her study, the first grade of

the high school students assigned to the low proficiency group could not perform Task

3 (Unscrambling) well, but Task 2 (Gap-filling), inducing lower involvement load was

the most effective for short-term learning. Sung’s and the present studies used the

same Task 3, but with a difference in task design. For example, in Task 3 used in

Sung’ study, every single word was randomly disordered without any syntactic support

(e.g., “that, her, has, of, money, a, indicates, car, she, lot”), whereas Task 3

(Unscrambling) used in the present study was modified, based on their English level.

For example, words provided in Task 3 were bounded in groups as syntactical units

(e.g., “on August 18, will take place, the event, at City Hall”). In other words, Task 3

designed by Sung (2013) might be more difficult to complete successfully for high

school students. Furthermore, the other previous studies (Kim, 2008; Kim & Na, 2010)

used sentence writing as Task 3 which seems more complicated than the unscrambling

task used in the present study. However, the ILH was supported in that the learners

assigned to the low proficiency group in their studies not only were all university

students, but also had strong TOEFL scores (470-520) or majored in English. In other

words, they might have had the benefits from a writing task inducing the highest level

of involvement load. According to Paas, van Merriënboer and Adams (1994), when

designing a task for vocabulary learning, cognitive level, which can be imposed on

learners’ cognitive system while they perform a certain task, should be carefully

considered.

2) Results of Post-test 1 for High Group

As shown in Table 15, the high proficiency group shows the same aspect as the

low proficiency group with the mean scores; 6.44 for Task 1, 7.14 for Task 2, and

8.08 for Task 3. It is also easily confirmed through Figure 6 that the learners

performing the task with higher involvement load remembered approximately one more

word in the short-term.
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TABLE 15

Descriptive Statistics and One-way ANOVA for Post-test 1 for High Group

FIGURE 6

Mean Comparison among Three Tasks for High Group

In addition, unlike the low proficiency group, there was significant difference among

task subgroups [F=3.76, p=.03]. While performing Task 1 (Reading) induced with only

the motivational component (need) of involvement, the learners did not have to use

complicated brain processes as L1 glosses were also provided. Thus, it seems that the

Involvement Load n M SD F p

Short-term

Task 1 (Reading) 9 6.44 .88

Task 2 (Gap-filling) 14 7.14 1.51 3.76 .03

Task 3 (Unscrambling) 12 8.08 1.50

Total 35 7.29 1.48
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learners did not make any efforts on the target words. The subgroups performing the

Tasks 2 and 3 induced with one more component (evaluation), had to concentrate

more on the target words to fill in the blanks and unscramble the sentences,

respectively. Moreover, Task 3 induced with strong evaluation (involvement index=2),

could encourage the learners to be more aware of the target words than in Task 2,

induced with moderate evaluation (involvement index=1).

In specific, to examine significant difference among the tasks for the post-test 1,

performed by the high proficiency group, a post-hoc comparison test was conducted.

As shown in Table 16, it was found that there was only significant mean difference

[d=-1.64, p=.03] between Task 1 and Task 3. This data proves that Task 3 inducing

higher involvement load yields better retention on new vocabularies than Task 1

inducing lower involvement load. However, the finding that there were no significant

differences between Task 1 and Task 2, and between Task 2 and Task 3 merits

discussion.

TABLE 16

Post-hoc Test for High Proficiency Group

Based on the ILH (Laufer & Hulstijn, 2001), Task 2 (Gap-filling) induces the

moderate motivational component (need), which is imposed when learners need to

know appropriate words for the blanks, and the moderate cognitive component

(evaluation), which is imposed when comparison activity is made by learners with

words for which the context is provided. However, for the high proficiency group, it

(I) Task
Type (J) Task Type

Mean
Difference

(I-J)
Std. Error p

Short-term

Task 1
(Reading)

Task 2
(Gap-filling) -.70 .59 .47

Task 1
(Reading)

Task 3
(Unscrambling) -1.64 .61 .03

Task 2
(Gap-filling)

Task 3
(Unscrambling) -.94 .54 .21
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seems that Task 2, involving a vocabulary comparison activity while reading a text,

required more complicated brain process than proposed by Laufer and Hulstijn (2001).

For instance, the learners in the high proficiency group, performing Task 2, commonly

mentioned the lack of time due to complexity of the task. One of the participants

commented “I had to do two activities at once, such as matching the words with the

blanks and understanding the reading text” (John)3). It is an obvious fact that a

particular task containing more than two activities requires learners to have higher

knowledge of the target language for effective performance (van Merriënboer &

Kirschner, 2012). Furthermore, this could be closely related to the time spent on

performing a task. In the comment from another learner, Brian in the high proficiency

group, performing Task 2, felt time pressure because he spent much time on reading

the text, and also had to fill in the blanks in the limited time. Although the adult

learners had never taken a TOEIC test before, the type of tasks was divided. Reading

part of the TOEIC test was separated: filling in the black in a long sentence (Part 6)

and reading comprehension with multiple-choice questions (Part 7). Thus, the

participants in the Task 2 subgroup might feel difficulty more than in the other tasks

which required the other learners to focus on only either reading or writing. As the

evidence of this, the mean score of pre-test of the learners performing Task 2 was the

highest (M=6.14), whereas the mean score of post-test 1 was 7.14. The mean

difference between pre-test and post-test 1 was the smallest. In other words, though the

learners belonging to the Task 2 subgroup showed the highest score in pre-test, Task 2

seems ineffective for the high proficiency subgroup to learn vocabulary incidentally.

In the meantime, the ILH between Tasks 1 and Task 3 confirmed short-term

vocabulary learning. The effect of Task 2 for short-term learning is not verified.

However, although the differences between Tasks 1 and 2 and between Tasks 2 and 3

were not significant, the ILH on short-term learning seems efficient.

3) The participants’ names are pseudonyms.
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2. Effects of Task Involvement Load and Proficiency Level on Long-term

Vocabulary Retention

The second research question asked whether the level of task-induced involvement

has an effect on the long-term vocabulary retention of EFL adult learners from two

different proficiency levels. Thus, with the same analysis method for the post-test 1, a

set of one-way ANOVA was also performed for post-test 2.

1) Results of Post-test 2 for Low Group

The results of the descriptive statistics for post-test 2 are shown in Table 17. There

was significant difference [F=9.59, p=.002] among the tasks in post-test 2. In specific,

comparing with the results of the scores of the post-test 1, there are remarkable

differences in the low proficiency group. The outcome from the Task 2 was the

highest mean (M=5.29) among the three tasks. The learners in the low proficiency

group, performing Task 3 (Unscrambling), achieved better scores than those performing

Task 1 (Reading).

TABLE 17

Descriptive Statistics and One-way ANOVA for Post-test 2 for Low Group

Involvement Load n M SD F p

Long-term

Reading (1) 6 3.17 .75

Gap-filling (2) 7 5.29 1.11 9.59 .002

Unscrambling (3) 7 3.43 .98

Total 20 4.00 1.33
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FIGURE 7

Mean Comparison among Three Tasks for Low Group

The mean scores can be also easily found with Figure 7 showing the visible mean

differences between Task 2 and Task 1 (M=3.17), and Task 3 (M=3.43). This results

indicate that Task 2 most significantly affected long-term vocabulary retention, and

indicates that Task 2 for the low proficiency subgroup seems to have served as a

more efficient role in promoting retention than Tasks 1 and 3. The effect of Task 2

can be also proved when compared with the mean scores of post-test 1 (see Table

13). The low-level gap-filling subgroup recalled more of the vocabulary items

(approximately one) in post-test 2, whereas the reading subgroup recalled fewer

vocabulary items (approximately one) and unscrambling subgroup also recalled fewer

vocabulary items (approximately two). Thus, it can be inferred that for low proficiency

learners, Task 2, induced with moderate evaluation of involvement, might help the

learners make better brain processes than Task 3, induced with strong evaluation,

which could cause a complicated cognitive process. Subsequently, to examine the

significant mean differences among the three tasks, a post-hoc comparison test for the

low proficiency group was conducted.
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TABLE 18

Post-hoc Test for Low Proficiency Group

As shown in Table 18, there were significant differences [d=-2.12, p=.003] between

Task 1 (Reading) and Task 2 (Gap-filling), and [d=1.86, p=.006] between Task 2

(Gap-filling) and Task 3 (Unscrambling). There can be one disputable issue from the

results regarding the difference between Task 1 and Task 3, and Task 2 and the other

tasks. The result that there was no significant differences between Task 1 and Task 3

can cause curiosity. The results can be inferred that Task 1 and Task 3 groups belong

to one subset, and that the Task 2 group belongs to another. As was the case

concerning long-term vocabulary retention, Tasks 1 and 3 were the same in terms of

effectiveness in vocabulary learning, but Task 2 was different in eliciting learning

outcomes regarding long-term retention.

One possible reason for the result that the mean score of Task 2 was higher than

that of Task 3, against the ILH, might be the lack of English competence. According

to Sweller (1988), fundamental English knowledge is closely related to long-term

memory, because it plays a significant role to retain the new information. The reason

is that high level of fundamental knowledge is essentially a mental framework for

understanding and remembering new information (Sweller, 2003). For example, when

learners perform a complicated task like Task 3, more English knowledge is needed.

Otherwise, their working memory has limitation and new information can be more

easily forgotten as time goes by, because the learners’ brains, with only superficial

(I) Task
Type (J) Task Type

Mean
Difference

(I-J)
Std. Error p

Long-term

Task 1
(Reading)

Task 2
(Gap-filling) -2.12 .54 .003

Task 1
(Reading)

Task 3
(Unscrambling) -.26 .54 .879

Task 2
(Gap-filling)

Task 3
(Unscrambling) 1.86 .52 .006



- 55 -

syntax and vocabulary knowledge of English, cannot process continuously for memory

retention. In other words, though Task 3 was the most effective for the learners in the

low proficiency group for short-term learning, it seems it is difficult to retain the

target words for the learners in the low proficiency group because of lack of English

knowledge. As the evidence, some learners among low-level proficiency could not

reach a certain level of English proficiency required to receive benefits associated with

high involvement load provided by Task 3 for long-term vocabulary retention. The

result of self-rating on English proficiency from the questionnaire (see Table 5, p. 36)

shows that none of the low proficiency participants marked ‘good’ or ‘excellent’ in the

writing section. The number of participants marking ‘moderate’ was 19, but 5 out of

19 belonged to the low proficiency group. The remaining 15 low proficiency learners

self-assessed their writing skill as ‘low’ or ‘very low’. Furthermore, in the interview,

the low proficiency learners commonly mentioned difficulties while performing Task 3.

One leaner of the participants commented on Task 3 “It was hard to find the relation

of each given word in a grammatical way, so some of words were continually left,

even after I finished unscrambling words to make a sentence” (Min). The previous

research (Sung, 2013) also showed the similar results for post-test 2, that the low

proficiency group performed better on gap-filling task than unscrambling and reading

tasks. The students in her research, who belonged to the lowest band, could be

incapable of performing the unscrambling task.

With the above assumption relevant to the threshold level which is “a certain

minimum level of competence in a second language” (Cummins, 1979, p. 227). As

described in the introduction of the participants in Chapter 3, the classification of

proficiency levels for the participants relied on the institute’s assessment criteria by

means of a placement test. In other words, it can be inferred that most of the learners

with low-level proficiency did not reach the required level for Task 3. The data for

the study were not collected to analyze the threshold hypothesis. Thus, further research

on effect of the ILH in terms of threshold for EFL adult learners is needed by

providing the standard of English competence for adult learners.
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2) Results of Post-test 2 for High Group

As shown in Table 19, the result of the post-test 2, the high proficiency group’s

mean scores of Task 1 were 5.22, 6.79 for Task 2, and 6.08 for Task 3,

demonstrating that the performance of Task 2 was the highest among them, followed

by that of Task 3, and then Task 1. The mean difference among three tasks can be

easily checked through Figure 8, showing that the learners performing Task 2 retained

vocabulary longer. In addition, the result of one-way ANOVA for the high proficiency

group shows no significant difference [F=2.80, p=.076]. This finding, which seems to

reject the ILH, can be interpreted in the same vein as the finding in low proficiency

group, because there was the same vocabulary learning trend in high involvement

induced in task for adult learners in low and high proficiency groups. Before designing

Task 3 for the learners in the high proficiency group, the period of studying in the

institute (see Appendix 1) was considered: 17 out of 35 in the high proficiency group

had studied in the institute over 8 months, and the rest 18 studied over 4 months,

whereas a majority of learners in low proficiency group studied less than 4 months.

Thus, a more complicated unscrambling task (i.e., you, immediately, the items, dispose

of, replaced, should, bin, a, in) was provided than for the low proficiency group (i.e.,

we, the laws of, took on, other municipalities). As seen in the example task sentences,

not only was the sentence subdivided, but another part of speech (like adverb) was

added. Thus, though the learners in the high proficiency group had more syntax and

vocabulary knowledge of English than those in the low proficiency group, Task 3

might require higher a cognitive level such that vocabulary was not successfully

learned.
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TABLE 19

Descriptive Statistics and One-way ANOVA for Post-test 2 for High Group

FIGURE 8

Mean Comparison among Three Tasks for High Group

3. Changes in Vocabulary Achievement of Each Proficiency Group

As distinctive from the previous studies, this study provided different reading texts

and chose different vocabulary items from the two different texts, corresponding to the

participants’ proficiency levels; a TOEIC Start reading book and a TOEIC reading

book. It is easy to expect that the higher leaners’ proficiency is, the better the results

Involvement Load n M SD F p

Long-term

Reading (1) 9 5.22 .97

Gap-filling (2) 14 6.79 1.81 2.80 .076

Unscrambling (3) 12 6.08 1.56

Total 35 6.14 1.63
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are, if learners in both proficiency levels study vocabulary from the same text. Thus,

this result can be more reliable as a means to confirm the effects of learners’

proficiency.

Next, paired samples t-test was used to compare scores before-after treatments, and

the score of post-test 2 administered two weeks after treatment. The results will be

described by proficiency in that the learners in this study performed the three tasks to

learn different vocabularies incidentally from different texts. By using the paired

samples t-test, it can be statistically concluded whether or not involvement load

induced by the three tasks affected short-term vocabulary learning and long-term

vocabulary retention.

1) Changes in Vocabulary Achievement of Low Proficiency Group

Table 20 shows the results of the descriptive statistics for the three different time

periods. The low proficiency level subgroups performing Task 1 and Task 3 showed

the same tendency in the change of mean scores. In post-test 1, Task 1 subgroup

(M=4.00) and Task 3 (M=5.28) showed the highest mean scores, whereas both scores

were decreased, to 3.17 (Task 1) and 3.43 (Task 3) in post-test 2. On the other hand,

the mean changes of Task 2 showed a different aspect: the mean score had increased

as time went by. As distinctive from the other tasks, the highest mean score of Task

2 was post-test 2 (M=5.29), followed by post-test 1 (M=4.57), and then pre-test

(M=2.14). Figure 9 also illustrates the mean changes of the three tasks, and it shows

that though the mean score of Task 2 was lower than that of Task 3 in post-test 1,

the mean score of Task 2 in post-test 2 surpassed that of Task 3 and Task 1. This

indicates that Task 2 was the most efficient activity for vocabulary a long-term

retention for the low proficiency group.
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TABLE 20

Descriptive Statistics of Three Tests for Low Proficiency Group

FIGURE 9

Mean Comparison of Three Tests for Low Proficiency Group

Task (Index) Pre-test Post-test 1 Post-test 2
M SD M SD M SD

Reading (1) 1.82 1.17 4.00 .90 3.17 .75

Gap-filling (2) 2.14 1.07 4.57 1.40 5.29 1.11

Unscrambling (3) 2.28 .755 5.28 1.11 3.43 .98
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TABLE 21

Descriptive Statistics and Paired Samples t-tests for Low Proficiency Group

*The number indicates both Task and Involvement Index.
**d=mean difference
***SE=Standard error

To examine the effect of each task on short-term learning and vocabulary retention

specifically for the low proficiency group, paired samples t-test was conducted. As

shown in Table 21, the paired t-test shows three pairs which compare the within group

mean differences. For more accurate confirmation for the long-term retention, another

pair comparison was added, which shows whether or not there was significant

difference between the pre-test and post-test 2. The result shows that the involvement

load inducing the three tasks (Reading, Gap-filling, Unscrambling) affected the learners’

short-term learning significantly. In other words, the significant mean differences were

shown in first pair of Task 1 (d=-2.17), Task 2 (d=-2.43), and Task 3 (d=-3.00).

Thus, it can be inferred that all tasks successfully induced the vocabulary learning

process for short-term retention.

For long-term vocabulary retention, Task 3 (Unscrambling) had significant effects on

the learners’ vocabulary acquisition; the second pair (p=.011) and the third pair

(p=.030). Although the result of the second pair of Task 2 (Gap-filling) showed no

significant difference between post-test 1 and post-test 2, the third pair proved that

Task 2 affected long-term retention (p=.002). In addition, when comparing mean

Task d** SE*** t p

Reading (1)*
Pre-test - Post 1 -2.17 1.32 -3.99 .010
Post 1 - Post 2 .83 .98 2.08 .093
Pre-test - Post 2 -1.33 1.63 -2.00 .102

Gap-filling (2)
Pre-test - Post 1 -2.43 .79 -8.17 .001
Post 1 - Post 2 -.71 1.80 -1.05 .334
Pre-test - Post 2 -3.14 1.57 -5.28 .002

Unscrambling (3)
Pre-test - Post 1 -3.00 .58 -13.74 .001
Post 1 - Post 2 1.86 1.35 3.65 .011
Pre-test - Post 2 -1.14 1.07 -2.83 .030
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difference of the third pair of Task 2 with that of Task 3, it can be verified that Task

2 (d=-3.14) was more effective than Task 3 (d=-1.14), with a large mean difference.

Thus, it can be confirmed that Tasks 2 and 3 (but not Task 1) were effective for the

learners to remember vocabulary longer, and Task 2 was the most effective for low

proficiency learners’ long-term vocabulary learning.

Task 1 (Reading) helped the adult learners in the low proficiency group remember

the target words for short-term, whereas Task 1 was not effective to retain the words

longer. This can be inferred with the situation that a majority of learners in the low

proficiency group (17 out of the total of 20) were company workers (see Appendix 1),

and the content for reading mostly dealt with an announcement notice from a

company. This implies that the learners might have sufficient background knowledge

and feel familiar with some of the target words in Korean. According to Paas, Renkl,

and Sweller (2003), prior knowledge is essentially a mental framework for

understanding and remembering new information. Thus, the learners’ background

knowledge in the low proficiency group could be easily associated with the target

words. A possible reason for the non-significant effect on long-term retention of Task

1 could be the other words that were not target words, but included in the reading

content. Namely, in spite of semantic support from an L1 glossary, the low proficient

learners focused on the other words whose L1 glossary did not exist, so that Task 1

could not affect long-term retention.

With regard to the highest effect of Task 2 on long-term learning for low

proficiency adult learners, they had to approach the target words by several processes.

For example, the learners placed an effort on finding contextually appropriate words

for the blanks (evaluation). In this process, they repeatedly substituted words provided

in glosses for each blank, and also reread the sentence to confirm that the word

inserted in the blank was meaningfully well matched. Although Task 2 had lower

involvement, with moderate need and moderate evaluation, than Task 3 with moderate

need and strong evaluation, more cognitive processing seems to have taken place while

the low proficiency learners were performing Task 2. Thus, the target words could be



- 62 -

retained longer in their memory so that a better vocabulary learning outcome was

shown.

On the other hand, Task 3, asking structural knowledge, seems to be challenging to

the learners in the low proficiency group. Regarding the learners’ English level, though

the sentence ordering task was provided to the low proficient learners, the task was

also based on writing activity that requires grammatical knowledge. For example, the

scrambled sentences which required basic grammar structure (i.e., both public health

and the environment, threatens, air pollution) could be unscrambled by the learners,

even though they did not know exact relations among the word groups in grammatical

ways. However, the other scrambled sentences which required more complicated

grammar rules and cognitive level (i.e., anyone, should register, wishing to attend, the

event) could make the learners’ brain processing exceed their limits. The learners who

had basic English knowledge could unscramble them, based on the form,

subject+verb+object, resulting in ‘Anyone should register the event’. This means that

the learners might give more focus on the remaining words group ‘wishing to attend’

to find its location, though the target word is ‘register’. As a result, not only did their

concentration on the task activity become decreased, but also one of the involvement

components, the motivation to complete the task, was gradually decreased.

2) Changes in Vocabulary Achievement of High Proficiency Group

As shown in Table 22, there is the same tendency of all tasks shown in the change

of mean scores by test. In post-test 1, Task 1 subgroup (M=6.44), Task 2 (M=7.14)

and Task 3 (M=8.08) showed the highest mean scores, and all scores were decreased

to 5.22 (Task 1), 6.79 (Task 2) and 6.08 (Task 3) in post-test 2. With the visualized

data, Figure 10 illustrates that there were slight increases and decreases in the mean

changes of Task 2, implying that there were no significant mean score changes.
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TABLE 22

Descriptive Statistics of Three Tests for High Proficiency Group

FIGURE 10

Mean Comparison of Three Tests for High Proficiency Group

Task (Index) Pre-test Post-test 1 Post-test 2
M SD M SD M SD

Reading (1) 4.11 1.45 6.44 .88 5.22 3.05

Gap-filling (2) 6.14 2.93 7.14 1.51 6.79 .70

Unscrambling (3) 5.58 2.07 8.08 1.51 6.08 3.02
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TABLE 23

Descriptive Statistics and Paired Samples t-tests for High Proficiency Group

In order to examine the effect of each task on short-term vocabulary learning and

long-term vocabulary retention specifically for the high proficiency group, paired

samples t-tests were also conducted. As shown in Table 23, Tasks 1 and Task 3

significantly affected short-term vocabulary learning of the learners in the high

proficiency group. This result can be confirmed with the mean differences: Task 1

(d=-2.33) and Task 3 (d=-2.50).

For long-term vocabulary retention, there were significant differences in the second

pairs of Task 1 (p=.016) and Task 3 (p=.012). These results mean that Task 1 and 3

had an effect on vocabulary retention of the learners in the high proficiency group.

Furthermore, the smaller p-value of the second pair of Task 3, compared with that of

Task 1, could confirm the effect of the ILH between Task 1 and Task 3 on long-term

vocabulary retention.

On the other hand, in the case of Task 2, there was no significant difference

between pre-test and post-test 1, meaning that Task 2 did not affect short-term learning

for the learners in high proficiency subgroup. Regarding long-term vocabulary retention,

the increased mean score (d=.36) in the second pair of Task 2, seemed to affect

long-term vocabulary retention for the learners in high proficiency subgroup. In

Task d SE t p

Reading (1)
Pre-test - Post 1 -2.33 1.59 -4.43 .002
Post 1 - Post 2 1.22 1.20 3.05 .016
Pre-test - Post 2 -1.11 1.05 -3.16 .013

Gap-filling (2)
Pre-test - Post 1 -1.00 2.83 -1.32 .209
Post 1 - Post 2 .36 1.90 .70 .496
Pre-test - Post 2 -.64 2.59 -.93 .370

Unscrambling (3)
Pre-test - Post 1 -2.50 1.73 -5.00 .001
Post 1 - Post 2 2.00 2.30 3.02 .012
Pre-test - Post 2 -.50 1.93 -.90 .389
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specific, the learners performing Task 2 remembered more of the target words

(M=6.79) than those performing Task 1 (M=5.22) and Task 3 (M=6.08) in spite of the

results of the second pair (p=.496). Though non-significant difference in the second

pair of Task 2 was found, the score of post-test 2 was slightly increased from the

pre-test. It means that Task 2 was the most effective to retain vocabulary longer for

high proficiency learners.

In comparing with the findings from the results of the low proficiency group, there

are two different aspects. First, Task 1 was effective for long-term retention for the

high proficiency learners, whose 85.7% (30 out of the total of 35) worked in a

company (see Appendix 1). The difference between two groups that might influence

the result is that the learners in the high proficiency group had more vocabulary

knowledge than the low proficiency group, meaning that they did not have difficulty

with working on non-targeted words in sentences. The learners in the high proficiency

group were rather motivated successfully with support from the L1 glossary, and their

background knowledge became more easily associated with the target words. As a

result, they could retain the target words for longer. In addition, Task 2 was not

effective for the learners in the high proficiency group to remember the target words

for short-term, though Task 2 significantly affected long-term retention. In fact, the

learners in the high proficiency Group might feel difficulty while performing Task 2,

based on their comments. Thus, it was confirmed that Task 2 was not influential for

short-term learning. However, the learners performing Task 2 retained almost the same

number of words in post-test 2 (d=.36), meaning that all the target words acquired

through Task 2 were better processed in their brain compared to the other tasks. As a

result, more target words could be retained longer in the learners’ memory.
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TABLE 24
Effective Tasks for L2 Vocabulary Learning

Table 24 is the summary of effectiveness of task for short-term vocabulary learning

and long-term vocabulary retention. Regardless of proficiency, for short-term learning,

Task 3 was the most effective method for adult learners to learn English vocabulary.

However, for long-term retention, effectiveness of Task 2 was the most significant for

adult learners in both proficiency groups.

Based on the summary, more effective task should be utilized by the goals of the

learners in both proficiency groups. Specifically, there are diverse types of

examinations such as mid-term, final test, and university entrance test. Learners’

short-term goal is set to achieve a high score on mid-term and final tests, and the

long-term goal is set to achieve a high score on a university entrance test. Thus,

learners in different proficiency levels need to choose the more effective tasks for

better vocabulary acquisition.

Low Group High Group

Short-term Long-term Short-term Long-term

Task 3 Task 2 Task 3 Task 2
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CHAPTER V

CONCLUSION

1. Summary of the Research Findings

There have been a number of studies on the effects of the task-induced vocabulary

learning (Folse, 2006; Hulstijn & Laufer, 2001; Keating, 2008; Kim, 2008; Kim & Na,

2010; Sung, 2013). However, most of the previous studies conducted experiments with

high school or college students who receive instructional support for vocabulary

learning. Thus, the present study attempted to examine the effects of ILH on

short-term vocabulary learning and long-term retention of adult learners in EFL setting.

In addition, this study sought to demonstrate more effective methods to gain lexical

knowledge for EFL adult learners by investigating the different levels of task-induced

involvement and also identify which task is more effective for different proficiency

levels of adult learners.

In the research, 55 EFL adult learners from six different intact classes participated.

Three classes belonged to the low proficiency group, and three classes belonged to the

high proficiency group: Reading (Task 1), Gap-filling (Task 2), and Unscrambling

(Task 3). Each class in Low and High proficiency groups performed pre-test before the

treatments and post-test 1 right after the treatment. Then, post-test 2 was performed

two weeks after the treatments. For the research purposes, the data collected from the

test results were analyzed by using descriptive statistics, one-way ANOVAs, t-tests, and

paired samples t-tests.
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TABLE 25

Support of ILH for Vocabulary Learning

As shown in Table 25, for short-term vocabulary learning and long-term vocabulary

retention, the ILH was a significant factor for Low Group in short-term learning,

whereas the ILH was partially supported for long-term retention, because Task 2 was

the most influential rather than Task 3. For High Group, the same results from Low

Group were revealed. Though the ILH among three different tasks was supported for

short-term vocabulary learning, Task 2 most significantly affected long-term vocabulary

retention. For long-term retention, the ILH partially affected the learners’ vocabulary

learning in both Low and High Groups. Thus, effective tasks based on the results

presented above should be appropriately utilized for each level of adult learners.

2. Teaching Implications

As for the implication to the Korean EFL situation for adult learners, the extensive

use of the tasks introduced in the current study is suggested in EFL classes. However,

as summarized in the previous sections, there existed different results based on the

learners’ proficiency level in terms of ILH (Laufer & Hulstijn, 2001). In addition, the

most effective task for short-term and long-term learning goals was also different.

For short-term learning for both proficiency groups, Task 3 (Unscrambling) was most

significantly effective. However, in the interview, it was commented that Task 3 was

difficult to perform because of lack of syntactic knowledge. So, the instructor in the

class should utilize Task 3 with the supportive grammar instruction to help learners

complete the task without difficulty. The guided structure before performing Task 3

can lead learners to put the knowledge into practice appropriately. Furthermore, it is

Low Group High Group

Short-term vocabulary learning Yes Yes

Long-term vocabulary retention No No
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also important to design the right level of task, when a difficult task like Task 3,

which requires complicated brain processing, is provided to the adult learners. For

example, a task that requires a number of syntactic knowledge could lower their

motivation to complete the task, because their cognitive level is insufficient to solve

the task.

In addition, for a more efficient Task 3 activity, it seems to be necessary to provide

several word groups, such as phrasal verbs and prepositions which can be entailed by

noun. As the learners in the high proficiency group commented in the interview, it is

one of the most confusing syntactic rules which they cannot solve by themselves.

Moreover, while performing Task 3, group work is recommended to avoid pressure

from complexity of the task and to encourage more achievable activity. In the study

by Jang (2015), collaborative group or pair work is strongly suggested in performing

complicated task. In particular, group work can be more successful when learners who

are involved in intermediate or upper level perform a task which requires complicated

brain process.

For long-term vocabulary retention for the learners in both proficiency groups, Task

2 (Gap-filling) was also assessed as the best learning method. Thus, to provide better

gap-filling task to retain the vocabulary in the learners’ memory longer, it is suggested

that more blanks for target words should be used to make learners repetitively exposed

to them in various contexts. However, according to Stahl (2003), this does not mean

mere repetition or drill of the word, but seeing the word in different and multiple

contexts. Namely, learners with more opportunities to encounter target words repeatedly

in more than one context can retain the words longer.

3. Limitations

Although this study was designed and conducted so as to exclude any unexpected

variables, there were some limitations. The first limitation in this study is the number

of the participants: 55 participants are not enough to assert the significance of the
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study. In spite of the support with qualitative data like the interview, the smaller

number of subgroups, divided in low and high proficiency, might have caused

unexpected results.

Another possible limitation of this study is related to reliability and validity.

Golafshani (2003) mentioned that taking measurements after many experiments plays a

pivotal role in minimizing the chance of malfunction and maintain reliability. Then, the

reliability will determine validity of a scientific experiment, and it can also enhance

the strength of the results. However, the current study analyzed task-induced

involvement after single task performance by the learners as the previous studies (e.g.,

Kim, 2008; Kim & Na, 2010; Sung, 2013) had done. For more reliable and valid

data, the treatment period of the study before measurement should be longer.

Lastly, as distinctive from target L2 learners in the previous studies, EFL adult

learners, who do not have clear aim to study English, participated in this study. This

implies that the learners might not focus on task activities and following tests so that

unexpected result could be created. In this respect, more unexpected variables for this

study could affect the research results.

4. Suggestions for Further Studies

As implied by the limitations of the current study, the following factors are

recommended for further studies. First of all, it is essential that the number of

participants should be increased for better quantitative research result. By increasing the

number of participants, the research reliability can be improved, and levels of

participants’ proficiency can be broader, such as low, intermediate, and high. Namely,

outnumbered participants in subdivided proficiency levels (low, intermediate and high)

will make more reliable results. Furthermore, mixed quantitative and qualitative data

conducted from a broader range of proficiency level will play a significant role as

mediator which gives more detailed data information for further studies.

Second, researchers who have interest in the ILH should consider the measurement
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period. Though the current research examined the effectiveness of ILH with one

task-induced vocabulary learning performance, longer period enables participants to

perform more times, then the results can be utilized as better practical data in teaching

environment.

Third, other possible variables that might affect learners’ vocabulary learning should

be considered. For example, as stated by Zimmerman (2009), repeated exposure to

target words plays a significant role for vocabulary acquisition. In other words, in the

period to investigate the participants’ retention of the target words after the treatment,

they could be exposed to the words in other areas or situations, meaning that it would

not be the result of pure retention. Thus, various factors related to specific target

learners should not be ignored, and appropriate certain experiments should be carried

out for further studies.

Finally, the experiment with other types of tasks such as matching true-false, error

identification, and positioning information, is needed. It is easy to find a number of

different English textbooks including various types of tasks requiring different English

skills. Thus, these factors possibly affect vocabulary learning and appropriate task can

be distinguished for specific target learners.

Undoubtedly, the importance of vocabulary has been focused on as the fundamental

factor to improve all English skills including speaking and listening. Thus, more

effective vocabulary teaching methods for specific target learners will lead to better

English learning environment and foster leaning efficiency.
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APPENDICES

Appendix 1

Questionnaire

수업 성별 이름1. : ________________ : ________________ : __________________

연령대는 한국식2. ( )?

세 세 세 세 세 이상10~19 20~29 30~39 40~49 50➀ ➁ ➂ ➃ ➄

나는 영어권 국가 미국 영국 호주 뉴질랜드 등 에서 살거나 학교 어학원을 다닌 적이 있3. ( , , , ) /

다.

있다 년 개월 국가명 이유_________ ( ) & _________________________

없다 _________

대학생이거나 대학전공 공부를 해보았다면 전공은4. ?

English Humanities Science/Engineering Others_____ No experience➀ ➁ ➂ ➃ ➄

영어공부를 하는 목적은5. ?

이민 유학 승진 회사업무 자기개발 여행 취미생활/➀ ➁ ➂ ➃ ➄ ➅

현 학원에서 영어수업을 들은 기간을 선택한다면6. ?

개월 이상 개월 이상 년 이상 년 미만 기타4 8 1 2 ___________➀ ➁ ➂ ➃ ➄

나는 학원수업이외에 영어공부 개인수업 온라인강좌 등 를 하고 있다7. ( , ) .

그렇다 __________

아니다 __________
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나는 영어공부를 위해 정기적으로 원어민과의 교류가 있다8. .

있다 없다__________ __________

학원수업을 제외하고 내가 하루에 평균 영어공부에 쓰는 시간은9. ?

시간 이하 시간 시간 시간 시간 이상1 1~2 2~3 3~4 4➀ ➁ ➂ ➃ ➄

내가 스스로 평가하는 나의 영어실력은10. ?

매우잘함 잘함 보통 보통이하 매우부족

듣기 5 4 3 2 1

말하기 5 4 3 2 1

읽기 5 4 3 2 1

쓰기 5 4 3 2 1

영어의 가지 영역 중 현재 내가 공부하는데 시간을 많이 소요하는 순서대로 번호를 매11. 4

겨보면?

듣기 말하기 읽기 쓰기( ) ( ) ( ) ( )

영어의 가지 영역 중 내가 가장 잘하고 싶은 순서대로 번호를 매겨보면12. 4 ?

듣기 말하기 읽기 쓰기( ) ( ) ( ) ( )

내가 생각하기에 영어를 잘하기 위해 가장 필요하다고 생각하는 두 가지를 고르고 그 순13.

서를 매긴다면?

(1) _______________________ (2) ________________________

문법 단어 영어독해 영어듣기 영어말하기 영어작문( ) ( ) ( ) ( ) ( ) ( )

시험을 대비하여 가장 많이 시간을 써야 하는 두 가지를 고르고 그 순서를 매긴14. Academic

다면?

(1) _______________________ (2) _________________________

문법 단어 영어독해 영어듣기 영어말하기 영어작문( ) ( ) ( ) ( ) ( ) ( )
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나는 회사평가나 시험 대비를 위한 영어공부를 할 때 단어암기를 위해 따로 시15. Academic

간을 쓴다.

그렇다 주당평균소요시간_________ _________________

아니다 _________

현재 친숙한 어휘학습방법이 있다면 서술하고 그 방법이 효과적인지를 생각해 본다면16. , ?

어휘학습방법________________________________________________

효과적이다 그렇지 않다( ) ( )

위 질문 중 효과적이지 않다고 답변하였지만 그 방법을 고집하는 이유는17. ?

______________________________________________________________________

예 익숙하다 보편적인 방법이다 다른 방법을 알고 있지 않다) . . .

나는 영어 단어학습은 결국 스스로 하는 것이라고 생각한다18. .

매우 그렇다 그렇다 보통이다 거의 그렇지 않다 절대 그렇지 않다

5 4 3 2 1

나는 영어 단어학습에 대해 학원수업에서 충분히 도움을 받는다고 생각한다19. .

매우 그렇다 그렇다 보통이다 거의 그렇지 않다 절대 그렇지 않다

5 4 3 2 1

나는 영어 단어학습에 대해 학원수업에서 더 많은 도움을 받기 원한다20. .

매우 그렇다 그렇다 보통이다 거의 그렇지 않다 절대 그렇지 않다

5 4 3 2 1
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나는 교재나 혹은 다른 읽기지문을 읽을 때 모르는 단어가 나오면 바로 사전으로 뜻을21.

찾고 그때그때 암기하려고 한다.

매우 그렇다 그렇다 보통이다 거의 그렇지 않다 절대 그렇지 않다

5 4 3 2 1

나는 선생님이 단어시험을 본다고 하셔서 단어공부를 하게 되면 시험 때 뿐 아니라 그22.

이후에도 그 단어들에 대한 기억이 오래간다고 생각한다.

매우 그렇다 그렇다 보통이다 거의 그렇지 않다 절대 그렇지 않다

5 4 3 2 1

나는 단어시험을 따로 보지 않는 한 새로운 단어들을 바로 암기하지 않고 시간이 지나면23.

서 그 단어들이 다시 반복해서 나올 때마다 자연스럽게 익히는 편이다.

매우 그렇다 그렇다 보통이다 거의 그렇지 않다 절대 그렇지 않다

5 4 3 2 1

나는 새로운 단어들을 바로 암기하지 않고 시간을 두고 그 단어들이 다시 반복해서 나올24.

때마다 자연스럽게 익히는 것이 그 단어들에 대한 기억이 오래 간다고 믿는다 .

매우 그렇다 그렇다 보통이다 거의 그렇지 않다 절대 그렇지 않다

5 4 3 2 1
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Appendix 2

Pre-test for Low group

반 이름_________________ ________________

아는 단어의 의미를 적어주세요.●

1. Pollution: 18. Register:

2. Threaten: 19. Take place:

3. Continue to: 20. Compile:

4. Emissions regulation:

5. Hold:

6. Reduce:

7. Contribute to:

8. Take toward:

9. Innovative:

10. Measure:

11. Produce:

12. Mayor:

13. Municipality:

14. Ensure:

15. Public:

16. State:

17. Deadline:
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Pre-test for High group

반 이름_________________ ________________

아는 단어의 의미를 적어주세요.●

1. Equipment: 19. Maintain:

2. Undamaged: 20. Bin:

3. Durability:

4. Inspections:

5. Vary:

6. Routinely:

7. High-visibility vests:

8. Occur:

9. File:

10. Supervisor:

11. Replace:

12. Maintenance work:

13. Torn:

14. Inquire:

15. Remain:

16. Dispose:

17. Official:

18. Designated:
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Appendix 3

Task 1 for Low Group (Reading)

성 별 이 름Class _________ _________ _________

아래의 공지문을 읽고 다음에 나오는 문제들을 풀어 보세요.※

동 편집하다 작성하다 명 지방 자치제compile( ): . . municipality( ):• •
동 계속하다 동 등록하다continue to( ): . register( ): .• •

동 보장하다 동 개최하다ensure( ): . take place( ): .• •
명 배출 가스 규제 동 을 취하다emissions regulation( ): take toward( ): ~ .• •

명 수단 조치 동 위협하다measure( ): , threaten( ): .• •

Air pollution threatens both public health and the environment. However, the air in the city
of Havertsford is clean and fresh. Our strict emissions regulations have contributed a lot to
this over the last 20 years. The introduction of these laws was the first step we took
toward environmental health. We took on this plan in advance of other municipalities in this
state, and we continue to find innovative ways of ensuring that our air is safe to breathe.

Next month, the city will hold a ceremony to honor Havertsford businesses that have
adopted measures to reduce the pollution they produce. It will take place at City Hall on
August 18, starting with a 12:30 P.M. luncheon. Anyone wishing to attend may register for
the event at www,havertsford.gov.com/home/events. Space in the banquet area is limited to
500 guests. Therefore, the guest list will be complied on a first-come, first-served basis. The
deadline to register is August 1.

We hope to see you there.

Office of the Mayor - Havertsford
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Reading Comprehension Questions

이글은 무엇에 관한 공지입니까1. ?
환경오염에 관한 정책a.
배출가스에 관한 혁신적인 대처수단b.
정부에서 주최하는 축하행사참여 공지c.
오염을 줄이기 위한 행사 알림d.

배출가스규제 정책은 얼마나 진행되어 왔습니까2. ?
년a. 5
년b. 10
년c. 20
년 이상d. 20

공지에 따르면 손님을 받는 기준은 무엇입니까3. , ?
환경오염에 관심이 있는 사람a.

년 이상 환경보호에 공헌한 사람b. 20
선착순으로 지정된 사이트에 등록한 사람c.
이벤트에 참여하길 바라는 사람d.

배출 가스 규제는 어떻게 만들어 졌습니까4. ?
다른 지방자치제에서 이용해운 법을 가져옴a.

년이 넘는 노력을 통하여b. 20
지방자치제에 참여하는 사람들의 안건으로c.
순서대로 제안된 안건을 통하여d.
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Task 1 for High Group (Reading)

성 별 이 름Class _________ _________ _________

아래의 공지문을 읽고 다음에 나오는 문제들을 풀어 보세요.※

명 장비 동 철하다 정리하다equipment( ): file( ): . .• •
명 높은 가시성 조끼 동 알아보다high-visibility vest( ): inquire( ): .• •

명 내구성 명 보존 작업durability( ): maintenance work( ):• •
동 서로 다르다 동 배치하다vary( ): . dispose( ): .• •

명 점검 동 지정하다inspection( ): designate( ): .• •

SAFETY REGULATIONS
Personal Protective Equipment (PPE)

Items of personal protective equipment (PPE) such as face shields, safety glasses, safety
shoes, and high-visibility vests should not be used if they are in good, undamaged
condition. While the durability of PPE items varies from three months to two years, most
items used by TBNC personnel remain in good condition for up to six months. TBNC
routinely conducts inspections of every PPE item twice a year, but an item must be
replaced as soon as it is torn or damaged, even if that occurs before one of the official
inspections.

Whenever you need to replace a PPE item, you should file a request for a new one with
your supervisor. The supervisor will inquire about the nature of your work (nighttime work,
repaving, maintenance work, etc.) to make sure you are being provided with the proper
PPE item or items. Once you have received a replacement PPE item, you should dispose
of the item that is being replaced in one of the specially designated bins. These are
located in room 2B of the main office. Please do your part to maintain the company's
excellent safety record!
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Reading Comprehension Questions

이글은 무엇에 관한 공지입니까1. ?
보호 물품에 관한 정책a.
점검을 위한 작업장을 준비하는 방법b.
새로운 유형의 의류품 지정c.
작업관리자 양성하기d.

얼마나 자주 점검은 시행됩니까2. ?
개월마다a. 3
개월마다b. 6

매년c.
년마다d. 2

공지에 따르면 어떤 정보를 관리자는 요청할 것 입니까3. , ?
의류품을 위해 필요 되는 크기a.
직원들이 수행하는 일의 유형b.
지난 점검날짜c. PPE
지원들이 평소에 일하는 근무시간d.

공지에 따르면 직원들은 더 이상 사용될 수 없는 물품을 어떻게 해야 합니까4. , PPE ?
예정된 다음 점검까지 보관하기a.
물품세척 후 재활용하는 곳으로 보내기b. ,
관리자에게 보내기c.
본사에 가져가기d.
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Appendix 4
Task 2 for Low Group (Gap-filling)

성 별 이 름Class _________ _________ _________

아래의 공지문을 읽고 아래의 주어진 단어들로 빈 칸을 채워주세요.※

동 편집하다 작성하다 명 지방 자치제compile( ): . . municipality( ):• •
동 계속하다 동 등록하다continue to( ): . register( ): .• •

동 보장하다 동 개최하다ensure( ): . take place( ): .• •
명 배출 가스 규제 동 을 취하다emissions regulation( ): take toward( ): ~ .• •

명 수단 조치 동 위협하다measure( ): , threaten( ): .• •

Air pollution a.( ) both public health and the environment. However, the air in the
city of Havertsford is clean and fresh. Our strict b.( ) have contributed a
lot to this over the last 20 years. The introduction of these laws was the first step we c.(

) environmental health. We took on this plan in advance of other d.(
) in this state, and we e.( ) find innovative ways of f.( ) that our air
is safe to breathe.

Next month, the city will hold a ceremony to honor Havertsford businesses that have
adopted g.( ) to reduce the pollution they produce. It will h.( ) at City Hall
on August 18, starting with a 12:30 P.M. luncheon. Anyone wishing to attend may i.(
) for the event at www,havertsford.gov.com/home/events. Space in the banquet area is

limited to 500 guests. Therefore, the guest list will be j.( ) on a first-come,
first-served basis. The deadline to register is August 1.

We hope to see you there.

Office of the Mayor - Havertsford
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Task 2 for High Group (Gap-filling)

성 별 이 름Class _________ _________ _________

아래의 공지문을 읽고 아래의 주어진 단어들로 빈 칸을 채워주세요.※

명 장비 동 철하다 정리하다equipment( ): file( ): . .• •
명 높은 가시성 조끼 동 알아보다high-visibility vest( ): inquire( ): .• •

명 내구성 명 보존 작업durability( ): maintenance work( ):• •
동 서로 다르다 동 배치하다vary( ): . dispose( ): .• •

명 점검 동 지정하다inspection( ): designate( ): .• •

SAFETY REGULATIONS
Personal Protective Equipment (PPE)

Items of personal protective a.( ) (PPE) such as face shields, safety glasses, safety
shoes, and b.( ) should not be used if they are in good, undamaged
condition. While the c.( ) of PPE items d.( ) from three months to two
years, most items used by TBNC personnel remain in good condition for up to six months.
TBNC routinely conducts e.( ) of every PPE item twice a year, but an item must
be replaced as soon as it is torn or damaged, even if that occurs before one of the official
inspections.

Whenever you need to replace a PPE item, you should f.( ) a request for a new one
with your supervisor. The supervisor will g.( ) about the nature of your work
(nighttime work, repaving, h.( ), etc.) to make sure you are being provided
with the proper PPE item or items. Once you have received a replacement PPE item, you
should i.( ) of the item that is being replaced in one of the specially j.( )
bins. These are located in room 2B of the main office. Please do your part to maintain the
company's excellent safety record!
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Appendix 5
Task 3 for Low Group (Unscrambling)

성 별 이 름Class _________ _________ _________

아래의 개의 단어들을 이용하여 한 문장씩 만들어 보려고 합니다 우리말 해설기준으로10 .※
제시된 단어들을 순서대로 배열하여 완전한 문장을 만들어 보세요.

동 편집하다 작성하다1. compile( ): . .
손님목록은 선착순으로 작성 될 것입니다.•

___________________________________________________________________________→

동 지속적으로 하다2. continue to( ): ~ .
우리는 지속적으로 혁신적인 방법들을 찾아낼 것 입니다.•

___________________________________________________________________________→

동 보장하다3. ensure( ): .
우리의 안전을 보장해 줄 혁신적인 방법들.•

___________________________________________________________________________→

명 배출 가스 규제4. emissions regulation( ):
우리의 엄격한 배출 가스 규제는 지난 년이 넘도록 많은 일에 기여해왔다20 .•

___________________________________________________________________________→

the guest list, on a first-come and first-served basis, be compiled, will

we, find, ways, innovative, continue to, find

innovative ways, our, ensuring, safety, of

a lot, our strict emissions regulation, over the last 20 years, have contributed
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명 수단 조치5. measure( ): ,
그들이 생산한 오염물을 줄이기 위한 조치.•

___________________________________________________________________________→

명 지방 자치제6. municipality( ):
우리는 다른 지방 자치제의 법을 채택하였다.•

___________________________________________________________________________→

동 개최하다7. take place( ): .
그 행사는 월 일 시티 홀에서 개최될 것 이다8 18 .•

___________________________________________________________________________→

동 을 취하다8. take toward( ): ~ .
그것은 우리가 취한 첫 번째 조치이다.•

___________________________________________________________________________→

동 등록하다9. register( ): .
그 이벤트에 참여하기를 바라는 사람들은 등록을 해야 한다.•

___________________________________________________________________________→

동 위협하다10. threaten( ): .
공기오염은 대중의 건강과 환경 둘 다를 위협한다.•

__________________________________________________________________________→

measures, they produce, the pollution, to reduce

we, the laws of, took on, other municipalities

on August 18, will take place, the event, at City Hall

the first step, it was, we took toward

anyone, should register, wishing to attend, the event

both public health and the environment, threatens, air pollution
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Task 3 for High Group (Unscrambling)

아래의 개의 단어들을 이용하여 한 문장씩 만들어 보려고 합니다 우리말 해설기준으로10 .※
제시된 단어들을 순서대로 배열하여 완전한 문장을 만들어 보세요.

명 장비1. equipment( ):
개인 보호 장비 제품들은 상태가 훼손되지 않은 경우에만 사용될 수 있다.•

___________________________________________________________________________→

명 높은 가시성 조끼2. high-visibility vests( ):
안면가리개 안전유리 안전신발 그리고 높은 가시성 조끼와 같은 제품들이 구매되어 졌다, , , .•

___________________________________________________________________________→

명 내구성3. durability( ):
제품들의 내구성은 개월에서 년까지 유지된다PPE 3 2 .•

___________________________________________________________________________→

동 서로 다르다4. vary( ): .
즉 제품들의 내구성은 에서 사용되어지는 제품과 비교했을 때 다르다, PPE TBNC .•

___________________________________________________________________________→

should, items, personal, of, be, if, in, condition, undamaged, protective, items,
equipment, they, should, used, are, condition

face shield, high-visibility vests, were, items, such as, safety glasses, safety shoes,
purchased

PPE items, from, to, the, 2 years, 3 months, remain, durability, the, of

namely, the, durability, in comparing with, TBNC, vary, used, by, of, (PPE)items
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명 점검5. inspection( ):
따라서 는 정기적으로 년에 번씩 모든 제품의 점검을 실시한다, TBNC 1 2 PPE .•

___________________________________________________________________________→

동 철하다6. file( ): .
새로운 제품에 관한 요청사항을 당신의 관리자와 정리해야 합니다.•

___________________________________________________________________________→

동 알아보다7. inquire( ): .
확실히 하기위해서 관리자는 너의 본질적인 일에 관해 알아볼 것 이다, .•

___________________________________________________________________________→

명 보존 작업8. maintenance work( ):
직원들은 야간근무 재포장 보존 작업과 같은 다양한 업무를 담당하고 있다, , .•

___________________________________________________________________________→

동 배치하다9. dispose( ): .
당신은 대체되어진 제품들을 즉시 박스 안에 배치해야 합니다.•

___________________________________________________________________________→

thus, twice a year, PPE items, inspections, routinely, of, conduct, every, TBNC

you, file, for, with, supervisor, a request, should, a new one, your

will, your, about, nature, of, make, inquire, sure, the supervisor, the, work, to

the employees, such as, repaving, nighttime work, works, a variety of, are in charge
of

you, immediately, the items, dispose of, replaced, should, bin, a, in
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동 지정하다10. designate( ): .
하지만 거기에는 관리자에 의해 지정된 박스가 있습니다.•

___________________________________________________________________________→

however, are, there, bins, designated, the supervisor, by
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Appendix 6
Post-tests 1 and 2 for Low Group

성 별 이 름Class _________ _________ _________

다음 단어들의 뜻을 우리말로 쓰세요.※

동1. threaten( ):

명2. emissions regulation( ):

동3. take toward( ):

명4. municipality( ):

동5. continue to( ):

동6. ensure( ):

명7. measure( ):

동8. take place( ):

동9. register( ):

동10. compile( ):
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Post-tests 1 and 2 for High Group

성 별 이 름Class _________ _________ _________

다음 단어들의 뜻을 우리말로 쓰세요.※

명1. equipment( ):

동2. file( ):

명3. high-visibility vest( ):

동4. inquire( ):

명5. durability( ):

명6. maintenance work( ):

동7. vary( ):

동8. dispose( ):

명9. inspection( ):

동10. designate( ):
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