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PREFACE 
Victoria Lee, Denis Melik Tangiyev, & Chau Truong, Department of Second Language Studies 
 
The 24th Annual Graduate Student Conference of the College of Languages, Linguistics & Literature (LLL) at the 
University of Hawaiʻi at Mānoa was held online on Saturday, April 18th, 2020. As in past years, this conference 
offered the students from its six departments, East Asian Languages and Literatures, English, Indo-Pacific 
Languages and Literatures, Languages and Literatures of Europe and the Americas, Linguistics, and Second 
Language Studies, the opportunity to come together and build a stronger community across the college by sharing 
their work with one another. This annual conference provides an opportunity for students to become socialized into 
academic practices, such as presenting at a conference and producing a paper for publication in these proceedings. It 
also allows graduate students to take on various roles in the academic community, as conference chairs, proceedings 
editors, coordinators, and volunteers. Even though we, like many, were hit by the uncertainty of COVID-19, it was 
an honor to pull together and quickly adapt as a community to an online format, accommodating for social 
distancing mandates while continuing our mission of providing this professional academic experience. 

As the twenty-fourth iteration of this conference, it was the perfect opportunity to celebrate all the outstanding 
achievements of LLL graduate students. This year’s conference did not have a specific theme to attest that one 
theme could not be enough to define the diverse, creative, and intellectual work that our students had done. Even 
though this may be the last conference under the College of LLL, we are confident that our work will keep 
contributing towards the goal of lifelong learning and enrichment.  

The conference opened with a heartfelt address from Dean Laura E. Lyons, followed by an eye-opening keynote by 
Dr. Atsushi Hasegawa, Assistant Professor of Japanese Language and Linguistics in the EALL Department, titled 
The “Relational Turn” in Applied Linguistics? Potentials and (Some) Caveats for Social Network Analysis, focusing 
on the socialization process of study abroad students. Similar to last year, we also featured talks by the annual LLL 
Excellence in Research award winners: Dr. Theres Grüter (SLS), Ph.D. candidate Sharon Joy Bulalang (LING), and 
Ph.D. candidate Haerim Hwang (SLS). Throughout the day, there were 22 graduate student presentations. 

The conference was chaired by Victoria Lee (SLS), Denis Melik Tangiyev (SLS), Tyler Miyashiro (EALL), Thu Ha 
Nguyen (SLS), Chau Truong (SLS), and Kristen Urada (SLS).  They were supported and advised by Jim Yoshioka 
(the Events Coordinator for the College of LLL), Dr. Han-byul Chung (Assistant Professor of Korean Language and 
Linguistics in the EALL department), and Karin Mackenzie (the Director of the Office of Community and Alumni 
Relations for the Colleges of Arts and Sciences).  Further support was provided by the College of LLL, the Colleges 
of Arts & Sciences Alumni Association, the Francis and Betty Ann Keala Fund of the Colleges of Arts & Sciences, 
and the National Foreign Language Resource Center. Student volunteers from various departments in the College of 
LLL helped make the conference a success by giving their time to help organize, plan, and run the conference, 
including moderating presentations, and providing technical support for the presenters. 

We would like to give a big mahalo to all of the student volunteers and everyone who participated in both the 
conference and the compiling and editing of the proceedings. Of the 22 student presentations at the conference, 7 
presenters submitted their papers for publication in the proceedings. We are grateful for the help of our copyeditors 
who worked over the summer to provide feedback for the papers in these proceedings: Bonnie Fox, Shirley Gabber, 
R.L. Hughes, Sara King, Michelle Kunkel, Jordan Luz, Lauren Nishimura, Agnese Scaturro, and Jing Wu. 

We hope you enjoy the papers in these proceedings, which represent a diverse and rich scholarly community. We 
are glad that our work can help unite the College of LLL and that through the conference and proceedings a stronger, 
trans-departmental academic community is built. 

Honolulu, August 5, 2020 
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PLENARY HIGHLIGHTS 
 
The “Relational Turn” in Applied Linguistics? Potentials and (Some) Caveats for Social Network Analysis 
Dr. Atsushi Hasegawa, Department of East Asian Languages & Literatures 
 
 
 
ABSTRACT 
 
The relevance of interpersonal relationships, group dynamics, communities, and other social entities in the 
investigation of language use and learning has been recognized in various social theories, such as Vygotskyan 
sociocultural theory (i.e., activity theory), Lave and Wenger’s situated learning theory, language socialization, 
complexity dynamic systems theory, and ethnomethodological conversation analysis. However, such “relational” 
aspects of language use and learning have gained only marginal attention in past studies and have rarely been 
reflected in their analytical frameworks. In order to better understand the dynamic configuration of sociality that 
intricately structures our social lives, we need to place more emphasis on “relations” in applied linguistics. In this 
presentation, I will explore how social network analysis (SNA)—a sociological paradigm that examines structural 
properties of relations (Scott & Carrington, 2011)—may expand the scope of applied linguistics research in 
productive and meaningful ways. SNA has proven useful in various disciplinary fields, including social psychology, 
anthropology, economics, organizational science, communication, political science, and geography. To illustrate my 
point, I present examples from my own research on the socialization process of study-abroad participants in Japan. 
In addition to various possibilities of SNA, I will also discuss some challenges that may be involved in the use of 
SNA. 
 
 
Dr. Atsushi Hasegawa 

Atsushi Hasegawa is an Assistant Professor of Japanese Language and Linguistics at the University of Hawai‘i at 
Mānoa, where he teaches undergraduate and graduate courses on Japanese language, sociolinguistics, and applied 
linguistics. He earned his Ph.D. in Second Language Acquisition from the University of Wisconsin-Madison. His 
research interests encompass language pedagogy, classroom interaction, and language socialization in various 
multilingual contexts. He has published on these topics in journals such as Modern Language Journal, International 
Review of Applied Linguistics in Language Teaching, and L2 Journal, as well as in edited volumes. One recent 
publication is a book-length monograph titled “The Social Lives of Study Abroad: Understanding Second Language 
Learners’ Experiences through Social Network Analysis and Conversation Analysis,” in which he examined the 
socialization processes of short-term study-abroad participants, using social network analysis and conversation 
analysis as central analytical frameworks. 
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Dr. Theres Grüter 

Theres Grüter is an associate professor and graduate chair in the Department of Second Language Studies, and the 
director of the eye-tracking and second language and bilingualism labs in the college’s Language Analysis and 
Experimentation laboratories. A native of Switzerland, she studied English (University of Zürich), linguistics 
(McGill University), and psychology (Stanford University), and found her home at the intersection of these fields, as 
a psycholinguist.  
 
Grüter’s research seeks to understand how language learners of all kinds (child, adult, monolingual, multilingual) 
make sense of language at the astonishingly rapid speed that they do. Using a variety of experimental methods, from 
written story continuations to visual-world eye-tracking, Grüter’s research has been supported by the National 
Institutes of Health and the National Science Foundation. She has also been published in journals 
including Cognition, Bilingualism: Language and Cognition, and Applied Psycholinguistics, for which she recently 
served as associate editor. 
 

Sharon Joy Bulalang 

Sharon Joy Bulalang is a Ph.D. candidate in linguistics and a native Subanon of Malayal, Sibuco, Zamboanga del 
Norte, the Philippines. Her dissertation, “A Grammar of Western Subanon,” is a comprehensive description of her 
mother tongue, a highly endangered indigenous Austronesian minority language. The dissertation covers the 
phonological, morphological, syntactic, and discourse structure of the language. 
 
Bulalang’s publications have appeared in Oceanic Linguistics, a premier journal for the study of the Austronesian 
languages, and in The Archive, a linguistics journal of the University of the Philippines, Diliman. She is a co-
compiler of the Subanon-English dictionary, which will be published in the near future. 
 
Bulalang earned her bachelor’s degree in elementary education from the Ateneo de Zamboanga University; her 
master’s in education from the University of the Philippines, Diliman; and her master’s in linguistics from 
University of Hawai‘i at Mānoa. She was a grade school teacher in her homeplace before she started her graduate 
studies at UHM. 
 

Haerim Hwang 

Haerim Hwang is a Ph.D. candidate in the Department of Second Language Studies. Her research interests are in 
second language acquisition and processing of syntax and natural language processing. 
 
In her dissertation, Hwang investigated first language acquisition, second language acquisition, and second language 
processing of the two constructions in English that look similar: “VP-ellipsis” and “Gapping.” She found that 
English-speaking children and (early and late) Korean-speaking learners of English succeeded in acquiring subtle 
grammaticality and interpretation contrasts between VP-ellipsis and Gapping, despite the fact that these contrasts are 
not derivable from input, and for the second language learners, the contrasts cannot come from their native grammar 
or language instructions. The processing study showed that adult Korean-speaking second language learners of 
English, like English native speakers, can process English Gapping sentences vs. VP-ellipsis sentences in a target-
like manner. Besides linguistics, Haerim loves music, travel, and snowboarding! 
 

 

.





 
 

HOMELESS OR HOUSELESS: TERMINOLOGY CHANGES FOR HOME 
OWNER AGENCY 
Jenniefer Corpuz, Department of English 
 
ABSTRACT 
 

Discussion of homelessness in Hawaiʻi is saturated with temporary fixes due to negative stereotypes of the 
homeless, preventing long-term solutions for homelessness from being carefully discussed. Although a work of fiction, 
Matthew Kaopio’s novel, Written in the Sky, offers a new perspective on homelessness in Hawaiʻi. In my paper, I 
discuss the importance of disrupting stereotypes by changing the terminology of the homeless to houseless in order to 
emphasize an active role in community. By tracing the etymology of “property” and its hegemonic connotations, I 
analyze how the terminology change to “houseless” gives agency to low income individuals and families. 

 
Homelessness is a topic frequently discussed in Hawaiʻi as we have one of the highest homelessness rates 

in the United States. Hawaiʻi’s history with colonization, statehood, and diaspora complicates the sense of “home” 
that can be established by its people. On the one hand, the term homeless is an inaccurate term to describe people 
forced to live on the streets of Hawaiʻi, as there are many who have a deep connection to the islands as their home 
but cannot keep a steady form of shelter. On the other hand, the term houseless disrupts the stereotypes of low-
income families and individuals, and reinforces the agency they have in their rights to a sense of home. Matthew 
Kaopio shares in the author’s blurb of his novel, Written in the Sky that the story draws on his experiences and 
observations while spending time in Ala Moana Park. The story is told through the perspective of ‘Ikau, a Native 
Hawaiian youth who had lost his home and sense of identity when his only family member passes away. Kaopio 
explores these differences of houses and homes through ‘Ikau’s experiences being houseless and interacting with the 
houseless community in the park. ‘Ikau’s reclaiming of his name, identity, and the home he’s chosen for himself 
signifies his assertion of agency through the denial of hegemonic stereotypes. In this paper I argue that the use of 
hegemonic stereotypes divides and demoralizes communities, taking away the agency of those with lower economic 
status. 

 
 The government system in Hawaiʻi currently works to limit the people’s agency through the enforcement of 
public mandates and policies regarding the use of land. The policies in place for the public suggest what proper 
behavior is, then uses punishments in the forms of fines or imprisonment if an individual does not adhere to what is 
proper. Stuart Hall describes stereotyping as an act that “divides the normal and the acceptable from the abnormal 
and the unacceptable” (247). These policies then justify a hierarchy within the state, where those who reinforce the 
western hegemonic system are more acceptable and proper than those who resist or do not comply with its 
hegemony. Instead of protecting the rights of citizens, policies like the sit-lie ordinance forbidding people from 
sitting or lying down in public spaces, directly targets houseless communities, marking them as unacceptable to the 
government’s ideals for society. Their status as unacceptable then causes others to be wary of interacting with 
houseless communities. By creating policies that measure the community’s complicity, “no one can truly exercise 
will freely, as one person’s expression of will is always the infringement of another’s, and so the state privileges the 
will of some at the expense of others” (Hong). Community building becomes increasingly complicated due to the 
hierarchy that state laws establish. The state’s targeting of the low-income and houseless assigns them stereotypes of 
being improper and unacceptable, preventing them from connecting with the larger community. 
 

The negative connotations of the houseless and low-income households have the power to impact the 
public taxpayers’ views of welfare funding and support. Welfare programs exist to assist low-income communities 
in maintaining necessities; however, welfare recipients in the United States are constantly viewed as lazy or 
unmotivated individuals taking advantage of this assistance. The US government indirectly supports these 
stereotypes of welfare recipients through rigid requirements and conditions placed on welfare support. On December 
5th, 2019, the Trump administration ruled to pass new requirements for obtaining and retaining Food Stamps — the 
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government vouchers used to relieve food budgets of low-income individuals. The new requirements mandate that 
young, able-bodied individuals without children must work 40 hours a week, with only the exception of pregnant 
individuals (Fadulu). These new requirements do not take into account the individuals’ circumstances, and bar many 
from accessing this assistance, thereby making it easier for them to fall into houselessness. Agriculture secretary 
Sonny Perdue stated in a response to the federal ruling on Food Stamps requirements that “we need to encourage 
people by giving them a helping hand but not allowing it to become an indefinitely giving hand.” (Fadulu). Perdue’s 
statement supports the stereotype of able-bodied welfare recipients being, either unmotivated to work, or taking 
advantage of government assistance. These negative connotations work to dissuade low-income households from 
seeking assistance. Using paid work hours as the measurement of need disregards the unpaid work hours that 
individuals with multiple caretaker roles within their households must provide.  

 
 The western hegemonic system of measuring materialistic productivity is used by the US to assert their 
rights to the land, and justify the removal of problematic communities. Property is a term used to describe an object, 
space, or creation belonging to someone (Merriam-Webster). Property is usually used as a modifier to specify roles 
in a hierarchy of ownership. More frequently, the term is used in legal documents that mandate the priority of rights 
within this hierarchy. Steve Pejovich writes that “property right[s] are defined as the behavioral relations among 
men that arise from the existence of scarce goods and pertain to their use. … People enter into contractual 
agreements expecting higher satisfaction” (391). By measuring only the profit value of land, the US often finds 
reason to replace spaces for agriculture and houses with commercial establishments. Although those lower on this 
hierarchy of property rights, such as the public, often do more work to benefit the growth of Hawaiian land, they are 
given almost no rights to make the decisions that impact the land they care for. Profit-based viewpoints of the land 
disregard the community-profit of individuals having a home and exerting their agency to care for it. 
 

Western ideas of property ownership functions to remove the community from taking an active role in the 
care of the land through contractual relationships of renting and leasing. In the article “Property and Ownership,” 
Jeremy Waldron quotes British lawyer A.M. Honoré’s definition of ownership as “those legal rights, duties and 
other incidents which apply, in the ordinary case, to the person who has the greatest interest in a thing admitted by a 
mature legal system.” Honoré’s definition is widely accepted as a general summary of the duties and qualifications 
of landowners, but it is problematic to the actual treatment of Hawaiian lands under the United States’ ownership. 
Honoré’s definition of ownership emphasizes that the property owner has the best interests in mind for the property 
itself. Looking at the United States’ treatment of Hawaiʻi, their interests laid with profiting militarism and military 
training grounds over the needs of the people. Many citizens of Hawaiʻi protested the military establishment of the 
Pohakuloa Training Area that would destroy the environment in order to assist in the training of the new Japanese 
Defense Force (Kajihiro 183). Many Kanaka Maoli questioned why it was their land that was sacrificed for a cause 
that would not directly benefit their own communities. Although they did not own any legal rights of the land, 
“houseless Kanaka Maoli joined the protest [of the military’s Pohakuloa Training Area], pointing out the fact that 
Kanaka Maoli die waiting for houses while the military bombed Hawaiian Home lands” (184). Although they are 
not granted legal ownership of the land, the houseless community recognizes specific spaces as their homes and 
work to protect and take care of that home. 

 
The western idea of thinking of home and houses causes many of the US houselessness relief programs 

from being ineffective. In the novel Written in the Sky, ‘Ikau recalls his good deed towards a diabetic houseless man 
before he meets a houseless haole man from Seattle who shares with ‘Ikau that he had been “given a free one-way 
trip to Honolulu. Because the climate was harsh there, the street vermin were often sent to warmer locations where 
they could fare better. Unbelievable! the boy thought. People thrown out like last night’s trash for someone else to 
pick up” (104). In this case, instead of taking responsibility for the citizens of their own state, Seattle moved their 
problem to another. Looking at Seattle’s justification according to the haole man, Seattle was only looking after the 
man’s physiological survivability on the streets, and not his emotional or personal well-being. After helping the 
diabetic man on the verge of death, ‘Ikau’s sense of responsibility and connection to the people of his community 
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picks up. He doesn’t receive a reward, recognition or repayment for his good deed, but he feels a sense of 
accomplishment from it anyway. His comment of Seattle being unbelievable comes from his inability to 
comprehend how people can just treat others like trash to be thrown away and out of sight. Although Kaopio’s text 
is a work of fiction, there are houseless programs on the mainland that do move the houseless away from their cities 
and onto others. 

 
In the western hegemony of capitalistic profit, unemployment and houselessness rates serve as proof of a 

state’s shortcomings, so in an effort to decrease these undesirable rates, many states in the mainland US do their best 
to get rid of undesirable communities regardless of the ethical problems. According to a study by The Guardian in 
2017, at least 16 continental US major cities have been found to offer free one-way bus tickets to houseless 
individuals to relocate somewhere else (Gee). From within the hierarchy of property rights and profit production, the 
houseless community does not contribute enough to be given an equal status to compared to others, and are therefore 
viewed as expendable to these states. These programs function on the idea that the houseless are not in their home 
cities, and so they arrange transportation to send them back to blood-related family. However, these programs do not 
consider that the houseless are in the state because the houseless individuals consider those areas their home, and 
often times, the houseless individuals find their way back to their own established homes.  

 
In contrast to these state-driven approaches, establishing community accountability to the care of the land 

would allow people to assert their own rights and agency of the space. In Kaopio’s text, he titles the chapter where 
‘Ikau discovers his friend Hawaiian’s relationship with Gladness as “Home is Right Up the Road” (104). In this 
chapter, ‘Ikau learns that Hawaiian regularly helped Gladness with her yard work in exchange for $10 and a 
friendship that extended beyond payment. This reciprocity could only be obtained by taking an active role in caring 
for the space in order to give back to others in the community, instead of being motivated by monetary profit. ‘Ikau 
leaves that day telling Gladness that being with her and at her home was “the first place that has felt like home to me 
in a long time” (111). Both Hawaiian and ‘Ikau’s work on Gladness’s yard would not have counted as enough paid 
hourly labor in the eyes of the government; however, they both gained a sense of home in caring for the area and 
connecting with Gladness. Gladness is able to provide a sense of home with Hawaiian and ‘Ikau because unlike 
Perdue, she sees them as hard workers and is able to communicate with them to figure out their needs and the 
assistance she can provide them, such as allowing them to use her address for mail, or her landline for phone calls. 
Community relationships do not cost the government anything, while ineffective homelessness policy enforcements 
take up taxpayer resources. The hegemony functions on stratification within communities to retain their rights to 
property profit.  

 
‘Ikau’s willingness to spend his day cleaning and caring for his home environment juxtaposes Perdue’s 

stereotyping of able-bodied youths working less than 40 paid hours a week. Walking through the area, ‘Ikau picks 
up litter and sorts them into rubbish-rubbish or treasure-rubbish when “one Japanese man asked if he was doing 
mandatory community service. [‘Ikau] laughed. He said he was just bored and wanted to do something to beautify 
the neighborhood” (106-107). ‘Ikau could have chosen to leave the rubbish-rubbish where he finds it and focus only 
on the treasure-rubbish that could be redeemed for prizes; however, he does what he thinks is right and cleans up all 
the litter he passes. The Japanese man who asks if ‘Ikau is being forced to clean is an example of how the property 
hierarchy has distanced people from thinking of ways to help each other without some kind of incentive or mandate. 
Since the property profit hierarchy values working for wages, vital work like cleanup efforts are not counted when 
measuring a person’s contribution to the capitalistic society. Although the community recognizes the need to do 
these acts of care for the land, they focus too much on incentives and instead commend others like ‘Ikau for doing 
what they won’t. 

 
The state of Hawaiʻi insists on assuming the houseless population are criminals, which prevents any 

productive discussions on how to meet their needs. For example, in January 2019, the CEO and board chairwoman 
of the Hawaiʻi Children’s Discovery Center complained about the houseless population in their community using the 
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words such as “drug dealing, intimidation, violence, crime, filth and an overriding disregard for others,” further 
implying that they were the cause of the drop in attendance of the Center (Nakaso). Making surface assumptions, the 
CEO did not consider the circumstances of the houseless community, and only saw their presence as a hinderance to 
business. In response, the houseless organization, Hui Aloha “extend[ed] their weekly cleanup efforts to the area 
around the center. They also asked the houseless people camped around it to move away, so they would not interfere 
with its business” (Nakaso). Recognizing the importance to the community that the Hawaiʻi Children’s Discovery 
Center provided, the houseless community took the CEO’s complaints and took it upon themselves as fellow 
stewards of the space to act in the best interests of the community. 

 
While there are other states with lower tax and housing rates than Hawaiʻi, many houseless refuse to move 

away due to their connection with the land itself as their home.  Laura E. Lyon tracks the genealogy of Hawaiʻi as a 
state in her essay “Dole, Hawaiʻi, and the Question of Land under Globalization.” From a subsistence economy to a 
capitalistic economy based on sold images of Hawaiʻi and tourism, entrepreneurs pushed for Hawaiʻi’s statehood, 
and marked the forced change in people’s relationship to the land. Lyons also brings attention to a flaw in the 
paradigm of movement in globalization in which moving to new places “foreclose[s] on the claims of people, 
especially a number of indigenous people, who have not all moved, do not all fantasize about moving, and whose 
aspirations, their sense of their present and future survival, frequently are predicated on connections to quite specific 
land(s)” (70). Hawaiʻi has become home to many, but when existing inhabitants resist moving to make room for 
newcomers, they are labeled as unreasonable. Again, the idea of being reasonable is grounded in the western 
hegemony of capitalist survivability and the idea of proper individuals. 

 
‘Ikau resists western hegemonic views on what the proper living conditions for a young boy is by asserting 

his agency and right to choose his home. Throughout the novel, ‘Ikau tries his best not to be taken in by authorities 
for fear of being turned over to social services. Although he feels lost from the beginning of the novel, he has always 
had this agency to resist being told where home is. Towards the end of the novel, ‘Ikau is given the chance to call 
blood-related family: 

 
Before he left, [Gladness] gave him a message from the nice Southern lady he’d spoken to on the phone. 
Apparently, the Kaua‘i branch of his family was trying to get a hold of him. They had found out about his 
grandmother’s death and were concerned for his welfare. Gladness encouraged him to call, and he said that 
he would think about it. But he really thought, I don’t know them. So he continued to sleep at the park. 
(146) 
 

‘Ikau asserts his agency here as he refuses to secure a suitable housing situation with distant relatives. ‘Ikau’s lie that 
he will consider calling his family shows his knowledge of how improper his decision may seem to others, because 
he is denying himself shelter. However, his decision emphasizes that home is made from the relationships you make 
with the people and land you become familiar with, not the relationships made for you. From a capitalistic viewpoint, 
‘Ikau is living a day-by-day life, making him a liability to the state’s taxable working class. In addition, living in the 
park with other houseless individuals may not seem proper to the physiological growth of ‘Ikau, but he learns to be 
resourceful enough to care for himself and the new family around him. His blood relation to his family is also all 
that ‘Ikau knows of these people. Instead of relying on the unknown, he chooses to nurture the family he’s made 
himself. Although he is given the opportunity to reconnect with family, ‘Ikau doesn’t know them, and so there is no 
relationship to reconnect.  
 

Having a sense of ownership over a space to cultivate community bonds and a connection to the land is a 
form of resistance to the hierarchy of the state. Hegemonic stereotypes work to dissuade individuals in need of help 
from acquiring assistance as the people who deserve assistance are figured as lacking, improper, or worse. A 
reciprocal relationship among the people and the land would benefit the environment and the houseless rates in 
Hawaiʻi as people get the assistance and support they need before falling into houselessness; however, the property 



 
6  Jenniefer Corpuz 

 

profit value and production holds is viewed as too valuable to the state apparatus. In his analysis of the evolution of 
property rights and its correlation to social change, Pejovich’s findings show that causes for change can happen 
internally (within the legal system) or externally (outside the legal system), but the changes will always affect 
everyone involved in some way that is agreed upon eventually (386). Changing societal views of the houseless 
community is an external change that may affect the support and reliance on profit values that our state functions on. 
If ideas of what constitutes the value a person contributes to society from a community viewpoint are adopted, state 
apparatuses will need to change their policies to address the needs to the people they govern. 

 
 Hegemonic stereotypes and labels may seem like trivial things when trying to resolve a social issue like 
houselessness; however, these stereotypes demoralize communities and impede community building and solutions. 
Written in the Sky covers issues of homeless and houselessness, unequal citizen and property rights, and the flaws of 
profit values. The state apparatus relies on monetary profit for their survival, and so they compel the public into 
contributing and complying with the hegemonic system through their power over laws, policies, and restrictions to 
government assistance. To motivate the public from breaking off from this paradigm, rigid standards of who is a 
valued citizen through a hierarchical scale of property rights are purposely set in place. Although Kaopio does not 
explicitly write about ‘Ikau’s assertion of agency, his story telling depicts little deeds that resist the western ideas of 
proper individuals. Instead, ‘Ikau is shown to take ownership of his own actions and life in the choices he makes that 
benefits the community and not just himself. By deconstructing the hierarchy of property ownership and returning to 
indigenous practices of cultivating a relationship with the land and the community, changes can be implemented. 
The terminology change of homeless to houseless would establish a more equal relationship among the different 
economic classes allowing for communication and productive discussion on houselessness solutions for the future.  
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POSITING A HYBRID EXEMPLAR MODEL FOR L2 INTONATION 
Bonnie J. Fox, East Asian Languages and Literatures 
 
ABSTRACT 
 

There have been an increasing number of studies looking into exemplar-based modelling of language 
processing, however, there has been comparatively less work looking into how second language (L2) speech and 
intonation factor into this type of model. This paper therefore seeks to determine what a model of exemplar theory that 
includes L2 intonation might look like and what the predictions such a model would make are. An exemplar model of 
L2 intonation broadly predicts the continual updating of the L2 intonation and that intonational contour exemplars will 
be stored in exemplar cloud aggregates and tagged specifically as L1 versus L2 intonational instances.  

1.0. INTRODUCTION 

Since its induction into linguistic theory beginning with Nosofsky (1988), there has been a growing body of 
experimental and theoretical literature on Exemplar Theory and its applications to language processing. This paper 
explores the features of an exemplar model that explicitly includes second language intonation. Work looking into 
exemplars (or stored instances of language use) in language processing in the first language (L1) has continued 
garnering interest, but work looking into how second language (L2) speech and intonation factor into this model has 
been comparatively lacking. Given that exemplar theory predicts that all instances of language use are stored 
categorized by weighting, frequency, saliency etc., L2 use and intonation are predicted to fit into the model, but have 
yet to be explicitly included in model conceptualizations. This paper therefore seeks to determine what a model of 
exemplar theory that includes L2 intonation would look like and what the predictions such a model would make are. 
An exemplar model of L2 acquisition broadly predicts the continual updating of the L2 intonation and that 
intonational contour exemplars will be stored in exemplar cloud aggregates which are then tagged specifically as L1 
versus L2 intonational instances. Assumptions of the model which can then be tested experimentally include the use 
of highly individualized speech patterns based on L2 user experience, greater weighting on exemplar context 
dependencies due to the comparative dearth of exemplars in L2 versus L1 language use, and a perception-production 
feedback loop which uses tagging based on interactional feedback to assign higher or lower weighting to exemplars 
as belonging in constantly updating categories. With this model of L2 intonation, we can now test the predictions of 
such a model through future experimental work, ideally focusing on cases of L2 intonation at different stages of 
acquisition which rely exclusively on intonation as the variable factor of intelligibility. 

The first section of this paper will explore a few of the most pervasive and relevant L2 acquisition models, 
intonation models, and exemplar models to synthesize necessary features of an exemplar model of L2 intonation in 
the second, third, and fourth portions of this paper. The second portion will focus specifically on L2 acquisition and 
exemplars, the third on intonation and exemplars, and the fourth on synthesizing them all into one specifically 
targeted exemplar model of L2 intonation. Uses for this model and general conclusions then follow. 

2.0. MODELS OF L2 ACQUISITION, INTONATION, AND LINGUISTIC EXEMPLAR THEORY 

2.1. Models of L2 Acquisition 

Since Exemplar Theory predicts for interactions between production and perception, the traditional models 
of L2 phonology acquisition that are most relevant to compare are twofold, where one has an additional sub-model 
created as a supplement to accommodate for intonation learning. The two major models of L2 acquisition that 
predict for both perception and production are the Speech Learning Model (SLM) (Flege, 1987, 1995, 2005; Yeni-
Komshian & Flege, 2000) and the Interlanguage Hypothesis (Selinker, 1972; Tarone, 2006). In addition to these two 
models, the L2 Intonation Learning Theory (LILt) (Mennen & de Leeuw, 2014; Mennen, 2015) was created to 
append to the SLM to test intonation acquisition specifically. Looking at the predictions these models make can lead 
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to understanding the broader trends within the L2 intonation acquisition process as well as illuminate aspects of this 
process which might be better dealt with under an Exemplar Theory framework. In the following sections, 
foundational aspects and aspects which are illuminating to transference to an exemplar account will be discussed.  

2.1.1. The Speech Learning Model (SLM) (Flege, 1987, 1995, 2005; Yeni-Komshian & Flege, 2000) 

First, the Speech Learning Model (SLM) focuses equally on perception and production, linking them 
together. The goal in creating the Speech Learning Model (SLM) originally was to account for how much variation 
there is in the accuracy of produced and perceived utterances found in L2 acquisition (Flege, 1995; 2005). The SLM 
assumes that an L2 can be learned to a native level given optimal circumstances, rejecting the idea of a critical 
period for language acquisition (Yeni-Komshian & Flege, 2000; Flege, 2005). However, the SLM finds that cross-
language differences are not filtered out and may be the cause of inaccurate phonetic productions and perceptions, 
leading to the inability to have native level L2 speech (Flege, 1995; 2005). One of the earlier findings in work within 
the SLM framework was that the phonetic space of adult L2 users is reconstructed during L2 learning from looking 
at the production of new and similar phones in an L2 (Flege, 1987) which indicates that the L1 and L2 systems are 
not isolated systems and can interact and affect each other (Flege, 1987; 1995; 2005). The SLM also assumes 
separate phonetic representations, and not direct mapping, for perception to production with complex links mapping 
onto one another (Cutler, 2005). 

 There are four key premises of the SLM along with several hypotheses the model predicts. The premises of 
the SLM are as follows. First, L2 users can learn to perceive and produce L2 speech sounds accurately. Second, 
production is guided by perceptual representation in the long-term memory. Third, L2 users can develop new 
phonetic categories to accommodate the L2 phonology and remain accessible throughout the user’s lifetime. And 
fourth, the L1 and L2 phonology exist in a common phonological space and mutually influence each other (Flege, 
1995; 2005). Among the hypotheses the SLM predicts, one is particularly relevant to predictions within an exemplar 
framework. The SLM hypothesizes that the greater the perceived dissimilarity there is between an L2 sound and the 
closest L1 sound, the more likely a new category will be formed (Flege, 1995; 2005). This is particularly relevant 
due to the relationship between how intonational pattern meaning associations may be formed when looking at the 
effects of perceived salience of a pattern compared to a person’s L1. 

2.1.2. The Interlanguage Hypothesis (Selinker, 1972; Tarone, 2006) 

Second, the Interlanguage Hypothesis (Selinker, 1972; Tarone, 2006), unlike the SLM, adds an extra layer 
to the cognitive model of second language learning. In creating the Interlanguage Hypothesis, Selinker (1972) 
noticed that learners produce speech aiming for a Target Language (TL), but that the productions are not identical to 
that of a native speaker, but are also not errors produced directly as a result of L1 interference. This fact led to the 
construction of a theory that L2 speakers have an entirely different system they rely on to process the L2 from a 
native speaker, called the interlanguage (IL) (Selinker, 1972). The Interlanguage is thus considered broadly as a 
continuum from the NL (native language) to the TL, leading to three parts of the conceptualization of L2 acquisition: 
the NL, the IL, and the TL (Selinker, 1972). The IL is fundamentally different from the TL and the NL, but it is still 
considered connected to both at the same time (Tarone, 2006).  

In the Revised Interlanguage Hypothesis, the Interlanguage is expanded to account for the phenomena of 
children in immersion settings displaying nonnative tendencies (Tarone, 2006) and as such also rejects the critical 
period hypothesis for learning a second language, similar to the SLM. A central characteristic of an Interlanguage is 
that it fossilizes, or simply stops developing at some point short of fully becoming the TL (Selinker, 1972). This 
fossilization phenomenon helps explain why adults learning a new language rarely achieve native-like fluency, 
unlike bilingual children (Tarone, 2006). Fossilization was initially thought to be both inevitable and permanent, 
however many researchers of IL now disagree on the extent of fossilization and believe it may not be as inevitable 
or permanent as originally assumed. High motivation is postulated as being able to prevent permanent fossilization 
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from occurring (Tarone, 2006). As such, in the revised hypothesis, the interlanguage involves a process of continual 
fossilization and updating, where some fossilizations can become almost permanent, and some update themselves in 
the learning process (Tarone, 2006).  

Another prediction made in the IL is that errors will be highly individualized to the learners, but will be 
mitigated by the NL. IL additionally assumes that successful second language learning is the reorganization of 
linguistic material from an IL to identity with a particular TL (Selinker, 1972). In the Revised Interlanguage 
Hypothesis, the predictions expand to include that there will be varying degrees of fluency which depend on social 
context – in that learners may be more native-like and fluent in one context than another – and that learners will 
display variance in fluency at a given point in the learning process depending on different factors such as topic, 
focus on form, interlocutor, etc. (Tarone, 2006).  

2.1.3. The L2 Intonation Learning Theory (LILt) (Mennen & de Leeuw, 2014; Mennen, 2015) 

  Finally, the L2 Intonation Learning Theory (LILt) (Mennen & de Leeuw, 2014; Mennen, 2015) was 
developed specifically to address intonation acquisition from an Autosegmental-Metrical (AM) perspective as a 
complement to the SLM. This theory focuses heavily on cross-linguistic similarities and dissimilarities and how 
these affect the difficulty of L2 intonation acquisition. The LILt predicts that the production of L2 intonation should 
show traces of the L1 due to limited exposure and should eventually become finely tuned enough that it no longer 
resembles the L1 at all and is closer to the TL. It also holds that the L1 and the L2 share the same mental space and 
that cross-linguistic effects have the potential to emerge as dissimilation or polarization, while allowing for the 
testing of what speaker-based factors contribute to the governance of system influence.  

 The LILt assumes that intonation systems between languages can vary across four critical dimensions. 
These are categorizational dimensions in which intonation of two languages can be similar or different, and 
dimensions are not considered strict categories and can interact with and affect each other. The dimensions are as 
follows: the Systemic Dimension, which refers to the inventory and distribution of categorical phonology; the 
Realizational Dimension, which refers to the phonetic implementation of these categorical elements; the Frequency 
Dimension, or the frequency of use of the categorical elements; and the Semantic Dimension, or the functionality of 
the categorical elements or tunes. The Semantic Dimension is unique to this theory as intonation is critically tied to 
semantic meaning unlike other aspects of phonology and this dimension must be referred to for determining 
perceptual similarity of intonational patterns. 

2.1.4. Other factors in modelling L2 acquisition 

  Outside of specific models of L2 acquisition, there are several other factors and phenomena which should 
be accounted for. First, since an L2 user’s production abilities cannot be directly inferred from perceptual ones and 
the social consequences for an accent are higher in production than perception (Llisterri, 1995), in an Exemplar 
Model, higher weight could end up being placed on articulating sounds accurately despite being unable to perceive 
the acoustic differences between sounds. Second, looking at the influences of context and semantics, according to 
Cutler (2005), L2 users have been found to have inaccurate phonological perception, but significantly better lexical 
perception. In addition, L2 users also draw from a variety of sources for their language perception outside just the 
information received from the spoken word forms. Thus, for the L2 user, context, be it phonological or higher, is 
key to comprehension. Third, work looking in bilingual speech has noted that the Cognate Effect leads to the 
assumption that there is overlap of languages in the bilingual memory & that lexicons are interconnected (Amengual, 
2012; Costa et. al., 2005). Amengual (2012) specifically found that bilingual speakers have fine-grained, detailed, 
word-specific knowledge of a language’s phonetics and lexicon with regards to cognates, and thus proposed that 
bilinguals store cognates in the same exemplar cloud which is then associated with factors such as meaning or 
orthography.  
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2.2. Modelling Intonation: Autosegmental-Metrical (AM) Theory and the ToBI Annotation System (Arvaniti 
& Fletcher, 2016; Jun, 2000; Jun, 2014; Ladd, 2008; Pierrehumbert & Hirschberg, 1990) 

Autosegmental-Metrical (AM) Theory has been the dominant theory of intonation for the lion’s share of the 
last several decades. AM prosody is fundamentally abstract and temporal, operating on a separate tier from segments 
and AM attempts to explain how abstract representations are phonetically realized. In this theory, intonation is 
defined as the post-lexical uses of pitch. AM assumes intonation is phonologically organized into a sequence of 
tonal units (High and Low and their combinations) where tones may be bitonal or even multitonal (Arvaniti & 
Fletcher, 2016; Jun, 2000; Jun, 2014; Pierrehumbert & Hirschberg, 1990). Tones are assumed to be a representative 
string of autosegments independent from vowels and consonants and these tones may be bitonal or even multitonal 
which then become strings of tonal autosegments which associate with structural positions in metrical structure. 
Tones are considered as targets defined along f0 scaling and temporal alignment (Arvaniti & Fletcher, 2016). There 
are four basic tenants of AM theory. First, tones are sequential. Second, there is a distinction made between pitch 
accent and stress. Third, pitch accents are analyzed in terms of level tones (or pitch targets). And fourth, there are 
local sources for global trends – scaling factors are individualized (Ladd, 2008). AM is therefore a fundamentally 
abstractionist account of intonation. 

ToBI, on the other hand, is a set of transcription systems based in this AM theory for intonation patterns for 
specific languages (Arvaniti & Fletcher, 2016; Jun, 2000). Key units in ToBI systems are the Intonational Phrase, 
intermediate phrase, Accentual Phrase, and the Prosodic Word. Boundary tones are an important unit of the 
Intonational Phrase. Moving from largest intonational unit to the smallest, an Intonational Phrase (IP) is defined by a 
boundary tone on the right or sometimes left edge of the phrase, final lengthening, and an option pause afterwards. 
Boundary tones are realized on the last tone bearing unit (TBU), which is typically the final vowel of a phrase 
though it is possible to span over the last few syllables of a phrase, thus marking the end of an IP. An Intermediate 
Phrase (ip) is usually a phrase consisting of a few words and indicates a pitch reset from down-stepping with a 
smaller amount of final lengthening than an IP. The Accentual Phrase (AP) is slightly longer than a word and is 
marked by and edge tone or melody and there is usually no final lengthening. The Prosodic Word (PW) typically 
aligns with a single lexical item, and often an AP consists of only one PW. The structures described using the AM 
and ToBI systems are useful in describing the patterns of intonation, and as will be discussed later in this paper, I 
argue that they can be revised and flipped from pure intonational abstractions into aggregated targets in an exemplar 
account. Indeed the terms used to describe the basic units of intonation permeate even work on prosody from 
exemplar-based perspectives.  

2.3. Exemplar Models 

2.3.1. Hybrid Exemplar Models (Cutler, 2005; Pierrehumbert, 2002; Pierrehumbert, 2016)   

Now that L2 and intonation abstractionist frameworks have been broadly explained, it is necessary to more 
explicitly discuss Exemplar Models and their distinctions from these other theories. Exemplar Theory is a collection 
of models within the connectionist view attempting to parse through how the memory helps build language 
generalizations. In an Exemplar Model, when an exemplar is stored, all information associated with the exemplar is 
indexed, such as sociolinguistic information, environment information, speaker information etc. and exemplars of 
the same type of utterance are stored together to form an exemplar cloud. These exemplar clouds are a space where 
every language experience maps onto the memory and builds densely or sparsely, and thus the phonological 
categories in an exemplar model consist of a very redundant set of constantly updating utterances (Cutler, 2005; 
Pierrehumbert, 2002; Pierrehumbert, 2016).  

Exemplar models fall into two categories: purely episodic and hybrid. Purely episodic models include no 
abstractionist portions whatsoever and rely purely on experienced episodes of speech for production and perception 
targets. Hybrid models take aspects of both episodic and abstractionist accounts. Since listeners are able to 
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generalize over large amounts of variance in speakers and environments and long term representations of words 
include a massive amount of phonetic detail (Pierrehumbert, 2002; Pierrehumbert, 2016), I argue that purely 
episodic accounts and purely abstractionist models are inadequate, in line with Cutler (2005) and Tenpenny (1995), 
to account for the full range of speech use. In addition, more so than perception, production seems reliant on some 
level of abstraction or generalization, and additionally, L2 learning in a form of interlanguage leads to 
generalizations of learned language patterns. Thus, this paper argues for the hybrid account of Exemplar Theory. A 
hybrid model links generalizations, or abstractions, to episodes of speech. This type of model should have two levels: 
an abstract and a detailed level. Abstract representations contain generalizations generated from statistics on 
different types of episodes or exemplars. Detailed representations then contain all the information associated with 
every utterance episode.  

2.3.2. Mechanisms of Exemplar Models (Johnson, 2007; Pierrehumbert, 2001; 2002; 2006; Wedel, 2006) 

There are six major mechanisms of an Exemplar Model, as seen in Figure 1: the production-perception 
feedback loop, frequency, ceiling-effects, saliency, weighting, and resonance. All these mechanisms interact and 
overlap with each other in intricate ways to form the generalizations and production-perception targets within a 
hybrid exemplar-based phonology.  

 

Figure 1. Broad Conceptualization of the Interactions between the Mechanisms of Exemplar Models. 

Within the production-perception feedback loop, perception leads to the activation of previously heard 
similar exemplars, strengthening them while the reserve of perceived exemplar variants from perception are used to 
produce new variants (Wedel, 2006). According to work by Pierrehumbert (2001; 2002; 2006), the more memories 
of an utterance, the more exemplars there are for it, and thus the larger the exemplar cloud becomes, and the effects 
of this frequency are modelled by taking more frequent categories as having greater cognitive representation. 
Additionally, utterances which are too similar activate the same exemplar, however this does not necessarily result 
in greater exemplar strength, and can thereby mitigate the effects of frequency. These phenomena are referred to as 
ceiling-effects (Pierrehumbert, 2006). The saliency mechanism functions as an overwrite of sorts to high frequency 
utterances, allowing for greater weighting of less-frequent, but more informative or unique utterances (Drager & 
Kirtley, 2016). Additionally, due to the decay of old memories, exemplars of recent utterances are more salient than 
old ones. Weighting then is a driving factor in classification. The aggregated target for production will be more 
heavily influenced by the more weighted exemplars, although this link is not one-to-one (Pierrehumbert, 2002). 
Finally, resonance works in a loop that activates the exemplar memory similar to that of an utterance just heard, 
providing a stronger weight to that exemplar (Johnson, 2007).  
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3.0. L2 ACQUISITION AND EXEMPLARS 

Looking at aspects specific to an exemplar model of L2 phonology acquisition, there are five main 
predictions to consider. There will be 1) continual updating of the L2 mental representations, 2) resonant 
interactions within the L1-L2 storage, 3) L2 users will exhibit highly individualized speech, 4) interactional, 
perceptual and social information will be incorporated into the perception-production feedback loop, and 5) there 
will be a heavy dependency on context or semantics.  

In such a model, an adult’s ability to reach native level fluency would hinge on sufficient useful input to 
accurately update the weighting in the exemplar clouds, there would be no implicit predictions about the difficulty 
of achieving native-like fluency beyond obtaining enough input. The process from the NL to the IL to the TL can be 
conceptualized as the constant updating of exemplars, clouds, and targets, thus leading to the continual updating of 
the L2 mental representations. Additionally, all sounds should exist stored together on the same mental plane and be 
tagged with all levels of contextual information (such as which language the exemplar is from, who the speaker is, 
the context in which the utterance is said, etc.). Due to this storage together, it is expected that there should be some 
inaccurate filtering between the L1 & L2. Given that even L1 native speech is highly individualized by what a 
speaker has and has not experienced in an exemplar account, the highly individual experience also bleeds into the 
predictions for an L2. However, in an L2 individualized speech effects are predicted to be exacerbated by input 
shortages comparative to the available L1 input amount.  

With regards to the perception-production feedback loop, perceptual cues are predicted to help inform 
production targets, but will not map one-to-one onto each other. A system of information tagging based on 
interactional feedback should lead to weighting differences in production targets, despite a potential dearth of skills 
to distinguish distinct abstract categories. Pronunciations tagged with higher social importance would thus lead to 
more accurate production via positive/negative feedback. In an exemplar account, all information about an exemplar 
or episode is stored and activated with each subsequent episode addition to an exemplar cloud. However, given that 
there is a smaller cloud of exemplars to draw on for the L2, contextual and semantic factors are predicted to be 
relied on more heavily than conceptual targets. Abstract categories for L2 users simply would not be able to have as 
fine-grained a representation and cloud as those in the L1 due to a lack of sufficient input to build one, although this 
could be reversed given enough L2 exposure and limited L1 exposure (leading to L1 attrition). Thus, in an L2 
exemplar account, the reason many speakers “fossilize” or never quite achieve native speech would be due to the 
high saliency and weight of old, (potentially inaccurately) indexed exemplars, or due to a lack of sufficient input to 
allow for a native like exemplar cloud. 

4.0. INTONATION AND EXEMPLARS 

  Moving on to intonation, looking past the purely abstractionist conceptualization of intonation of AM 
theory, there have been a number of studies which attempt to find exemplar-like effect in prosody of L1 speakers. 
However, the effects found in these studies have been marginal at best and focus on the connections of prosody to 
specific lexical items, broadly eschewing the intonational tune. Overall, there was evidence found indicating that an 
exemplar model stores tonal information with every episode encountered, the frequency of accent type and word 
pairing impacts production, there is lexicalized storage of pitch, language experience shapes pitch processing, the 
variability in pitch accent production decreases when the relative frequency increases, unfamiliar contours inhibit 
speech processing and slow the processing down across the board, and also that unfamiliar contours hinder lexical 
access which indicates that intonation could affect lexical access directly.  

Schweitzer and Mobius (2004) found some evidence that an exemplar model stores tonal information with 
every episode encountered of a specific lexical item. Words and accent types that appear together frequently resulted 
in a larger amplitude of that accent with that word (Schweitzer and Mobius, 2004). Subsequent works found that the 
frequency of accent type and word pairing impacts speaker production (Schweitzer & Mobius, 2004; Schweitzer et. 
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al. 2010a; Schweitzer et. al. 2010b; Schweitzer et. al. 2015). In addition, Vigario et. al. (2006) found that acquisition 
of the PW is frequency driven. Pitch accent production was found to not be independent of lexical item, indicating 
that it is not completely post-lexical in Schweitzer and Mobius (2004), Schweitzer et. al. (2010a, 2010b; 2015), 
Daelemans et. al. (1994), and in Braun et. al. (2011). Braun and Johnson (2011) found that Dutch speakers are 
sensitive to intonation contours but not lexical tone as they are integral in Dutch, and that Mandarin speakers are 
sensitive to lexical tone but not intonation contours which is integral to Mandarin, indicating that language 
experience shapes pitch processing.  

Based on this limited work in L1 prosody, the most prominent tokens are posited to have the greatest 
activation in the memory and thus is more likely to be chosen as a production target (Schweitzer et. al., 2010b). In 
addition, perceptually familiar productions (ones that are heard as intended) will be more likely to be similarly 
produced by L2 users. Also, since Schweitzer et. al. (2010b) found indications that the variability in pitch accent 
production decreases when the relative frequency increases, it can be posited that more frequent tunes will be 
produced more similarly to each other than less frequent tunes. Evidence from Schweitzer et. al. (2015) indicate that 
a word’s intonational contour and pragmatic function are stored together if they co-occur frequently enough. 
Additionally, based on evidence from Braun et. al. (2011), an unfamiliar contour is postulated to inhibit speech 
processing and slow the processing down across the board while unfamiliar contours also hinder lexical access 
which indicates that intonation could affect lexical access directly. So to extrapolate into an L2 context, less frequent 
contours may cause more L2 errors especially in perceiving differences between phrases only distinguishable by 
intonation. 

There is, however, no inherent need to throw the baby out with the bathwater in crafting an exemplar 
account of intonation. The abstractionist AM model says nothing about frequency, but the episodic exemplar theory 
says nothing about intonation aside from predicting it theoretically should be stored along with other linguistic 
information (Schweitzer et. al., 2015). These are, however, mutually necessary aspects of a conceptualization of a 
hybrid exemplar account. We could turn the abstract tonal targets of AM on their heads and imagine them as instead 
being built up from exemplars instead of being an entity unto their own. In fact, AM does not explicitly specify what 
mechanisms are used to generate the abstract forms, AM simply states that they exist and are on a separate post-
lexical level. We could thus impose a hybrid exemplar model on intonational theory, and turn the abstract tonal 
targets of AM from holistically abstract representations, where production and perception target the same idealized 
representation, into exemplar cloud aggregates or targets that add to the perceptual aggregate with each new instance 
and update the set of targets used for production. This would then create a few predictions. First, perceptually 
familiar productions (those that are heard as intended) will be more likely to be similarly produced by L2 users. 
Second, frequent tunes will be produced more similarly to each other than infrequent tunes. Third, a word’s 
intonation contour and pragmatic function would be postulated to be stored together if they co-occur frequently 
enough. Fourth, the most prominent tokens would be posited to have the greatest activation in the memory and thus 
is more likely to be chosen as a production target. And fifth, more infrequent contours will lead to an increase in 
especially L2 errors, particularly in perceiving differences between phrases only distinguishable by intonation. 

5.0. EXEMPLAR-BASED L2 INTONATION ACQUISITION  

A clearer picture of L2 intonation acquisition forms when the predictions just made of an exemplar account 
for L2 acquisition and for intonation are combined. An exemplar model of L2 intonation broadly predicts the 
continual updating of the L2 intonation and that intonational contour exemplars are stored into exemplar cloud 
aggregates, which are tagged specifically as L1 versus L2 intonational instances in tangent with other linguistic and 
sociolinguistic information. Since exemplars catalogue and tag detailed and sociolinguistic information relating to 
an episode of speech (Drager & Kirtley, 2016) it must be assumed that information relating to the perceived 
language (L1 or L2) is also catalogued. How specific this tagged information may be is yet unclear, however the 
model predicts that all information would be catalogued and subsequently strengthened with each additional episode 
to a cloud. Therefore, information as broad as ‘which language’ to as specific as ‘perceived dialect or status of the 
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speaker’ or the ‘specific context of an utterance’ should be stored at some level. This stored information is then used 
to update categorical information about a specific intonational pattern, expanding or narrowing its use based on its 
aggregate information. The assumptions of this model which can then be tested in future experimental works thus 
include the use of highly individualized speech patterns based on L2 user experience, greater weighting on exemplar 
context dependencies due to the comparative dearth of exemplars in L2 versus L1 language use, and a perception-
production feedback loop which uses tagging based on interactional feedback to assign higher or lower weighting to 
exemplars as belonging in constantly updating categories.  

For example, an L2 user who is only exposed to the L2 in a classroom setting with limited native speaker 
interactions and low exposure to natural speech would catalogue all the intonational patterns of their instructor’s as 
L2 speech, classroom speech, and speech specific to their instructor, however, due to limited exposure to external L2 
input, would be unlikely to put weight on the latter two tags and would generalize their instructor’s classroom 
speech as simply the standard L2 pattern. This phenomenon has been at least anecdotally noted with cis-male 
learners of L2’s where the majority of instructors are cis-women such as in Korean or Japanese Foreign Language 
learning contexts (M.-j. Park, October 5, 2020, personal communication). In this situation it can be postulated that 
the cis-male learners who place high weighting on instances of their instructor’s speech patterns then go on to 
imitate the cis-female intonational patterns as there is no salient enough input to indicate that these patterns cannot 
be generalized over genders. Learners who then gain exposure to the differences between cis-male and cis-female 
patterns then may or may not categorize the new information as salient and then may perhaps over-value the 
minimal new input as now in a separate category (now with tagging for gender) to rebalance the overall intonational 
phonology.  

To give another example focusing on the effects of saliency (Drager & Kirtley, 2016), L2 learners that are 
categorizing more information more consciously will be inclined to specifically heavily weight patterns that are 
unique from the L1 to the L2 regardless of frequency simply due to their uniqueness. Each instance of this 
particularly salient intonational pattern will encode the degree of TL uniqueness and thus be ideal intonational 
targets for use when the L2 user is producing speech in a context where they intend to lose as much of their L2 
speaker status as possible. Patterns which are frequent but similar to the NL will be unlikely to be encoded as 
extremely TL in this manner and thus be unlikely patterns for an L2 user attempting to differentiate themselves to 
use.  Each use of the saliently TL pattern that is perceived by the L2 user to have been well received by a TL native 
speaker will then add to the overall weight of the intonational pattern, leading this pattern to be selected more 
frequently. However, once the L2 user receives enough tagged feedback (from increased and more nuanced 
exposure to TL intonational patterns or from salient negative feedback from a native TL speaker) that this 
perceptually unique pattern is not accurate to the contexts the L2 user have been over-generalizing to, the speaker 
will then adjust the scope of the tags on the pattern. The model in this paper predicts that the pattern will remain 
salient, but with more accurate tagging to the contexts it is appropriate in and the L2 user will gradually use the 
pattern more in line with its actual TL frequency. These over or under-generalizations could also lead to the 
encoding of patterns learned from other L2 speakers and even potentially lead to an echo-chamber of sorts should 
the exposure to varying speakers be limited to the same cohort of instructors and students without significant input 
from TL media or other outside the classroom speech samples. This would be a good place to look for future work 
testing this model. 

With this expanded model of L2 intonation, we can now test the predictions of such a model through future 
experiments. It is recommended to focus initial works on cases of L2 intonation which rely exclusively on intonation 
as the variable factor of intelligibility and to look at how this is encoded at different stages of acquisition. For 
example, in Korean, wh-questions are ambiguous with statements without context and punctuation in writing or 
prosody in speech (Sohn, 1999; Jun & Oh 2000) and subjects are frequently dropped (Sohn, 1999). This leads to a 
three-way ambiguity phenomena in Korean where a phrase such as “mweo haesseyo” (lit. ‘what did’ pol.) can be 
interpreted as a wh-question (‘What did you do?’), a statement (‘I did something.’), or a yes/no-question (‘Did you 



 
16  Bonnie J. Fox 

 

do something?’) depending solely on the intonation of the phrase. Without any context, the only factor listeners have 
to disambiguate the utterance is the intonational contour.  This pattern is not often explicitly taught in the Korean L2 
classroom, thus provides an excellent opportunity to test the saliency of intonation in context at different stages of 
Korean L2 acquisition.  

6.0. CONCLUSIONS 

In conclusion, though exemplar theory is gaining popularity in L1 psycholinguistic studies, it is still a 
relatively newer theory in linguistics, and thus has yet to branch out as far as the theory predicts it can. This paper in 
particular investigated the ways L2 intonation can fit into the theory and extrapolated the predictions its inclusion 
would make theretofore for the purposes of future experimental studies. An exemplar model of L2 intonation 
predicts that the interactions of the various mechanisms of exemplar models will work in juxtaposition to 
continually create and update the informational relations within and among exemplar clouds of L1 versus L2 
episodes of intonational patterns. The predictions made by this model should next be tested to see whether exemplar 
theory can really expand to include L2 intonation in this manner or not.  
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A LOOK AT PROSODY IN NASAL 
Jacob Hakim, Department of Linguistics 
 
ABSTRACT 

This paper presents a phonological description of basic intonation contours in Nasal, an Austronesian 
language spoken in Sumatra, with a focus on boundary tones. Data in this paper is based on fieldwork and experiments 
carried out in November 2019. This research represents the first step in a long-term project to document the 
intonational phonology of Nasal, and serves as an example for documenting intonation in endangered language 
research. Acoustic data were collected in a dialogue task with four native speakers of Nasal. Recordings were annotated 
using Praat scripts and the data were analyzed using the Praat pitch tracker. 

1.0. INTRODUCTION 

 This paper represents the first study of the intonational phonology of Nasal, an Austronesian language 
spoken in Sumatra, Indonesia. This study is part of the first project to create a complete, robust and archivable 
documentation of the Nasal language; still, it is also rare in that intonation is a rarely studied aspect of endangered 
languages, and Indonesia is certainly no exception.  

 The goal of this paper is to present the results of a pilot experiment carried out in the Nasal villages in 
October and November of 2019, particularly regarding the system of boundary tones. The organization of the paper 
is as follows: Section 1 will present background and demographic information about the Nasal language, as well as a 
summary of relevant previous research; Section 2 will present in detail the methods used in the design of the pilot 
experiment and data collection; Section 3 will summarize the results, focusing on the inventory of boundary tones in 
Nasal intonation; Section 4 will present issues that arose during the study and directions for future research.  

1.1. Previous Research 

 Intonational phonology as a descriptive subfield of linguistics is relatively young compared to other aspects 
of linguistic description, especially as it relates to the description of minority languages. Though segmental 
phonology was a significant field of study represented in linguistic literature since the 19th century, intonation was 
given little attention until the mid-20th century at the earliest (see Pike (1979) for an early description of the 
intonation of American English). Even then, the study of intonation was restricted largely to the study of English 
(especially American English). Gussenhoven (2004) covers the basics of the acoustics of tone and intonation, and 
Jun (2005) and Jun (2014) include many seminal articles covering topics that range from the history of transcription 
to the most updated publications on intonational typology to date. 

 The study of intonation in American English led to one of the most significant contributions to the field to 
date: the ToBI transcription framework. This system, based in the Autosegmental-Metrical theory of phonology (see 
Arvaniti (in press) for a recent summary of this theory as it pertains to the study of intonation) was first developed 
between 1991-1994 at a series of meetings involving academics from various fields of study, including psychology, 
computer science, and phonetics (Beckman et al., 2005). Originally designed to provide a reliable, easily understood 
system of transcription for American English, the ToBI framework, which is designed around marking acoustic cues 
such as tonal targets, tone boundaries, and disjuncture between words, quickly spread and was used to describe 
various other languages. Because of its general applicability to the transcription of acoustic phenomena that are 
prosodically relevant, ToBI is still widely used as the main mode of transcription in almost all prosodic descriptions 
(see Hualde & Prieto (2016) for a discussion of an “International Prosodic Alphabet (IPrA), a prosodic analogue to 
the Internatinoal Phonetic Alphabet (IPA)). 

 There are still issues with ToBI, and best practices for intonational description are frequently discussed and 
improved upon. There have been many recent publications that aim to address these issues: Frota (2016) discusses 
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the importance of consistency in describing surface and underlying structures within and across languages, and 
Cangemi & Grice (2016), from the same volume, address the implications of what they call a “distributional 
approach” to intonational analysis on intonational transcription. Thus, ToBI is both well-established and always 
evolving, and will be extremely useful in the transcription of Nasal intonation. 

 Though intonational description was, for most of the history of the study, reserved for already well 
described and widely used languages, there has been a recent movement toward the study of the intonational 
inventories of underdocumented and endangered languages. This shift is very recent, especially in the study of 
Austronesian languages; Austronesian prosody has been largely overlooked in favor of the description of 
morphosyntactic phenomena, especially symmetrical voice. For instance, it has been the long-time assertion of most 
Austronesianists that Indonesian languages, for the most part, feature penultimate stress (Himmelmann, 2005; Blust, 
2013). However, this analysis may have been purely impressionistic, as more recent studies, such as van der Hulst et 
al. (2010) and Kaland (2019), have called this assertion into question by reanalyzing Indonesian languages with 
carefully collected acoustic evidence. Thus it is clear that there is a wider need for thorough prosodic analysis in the 
study of Austronesian languages (and Indonesian languages in particular). This effort is already underway, and can 
be seen in a few prosodic descriptions of endangered Austronesian languages that have been published recently (for 
example, Vicenik & Kuo (2010) for Tongan and McDonnell & Turnbull (2018) for Besemah). 

 There have also been various publications focused specifically on describing fruitful methods of data 
collection for intonational description and analysis. Jun & Fletcher (2014) provides an extremely detailed 
description of various strategies for eliciting and analyzing intonational structures (especially relevant are the 
elicitation templates described for languages with different types of word-level prosody), though the article does 
have some limitations. For example, the methodologies described are intended for data collected in a laboratory, 
limiting their relevance for linguists hoping to collect data in the field. There is a section about intonational 
fieldwork, though it is decidedly less helpful for fieldworkers, as it is mostly composed of anecdotes detailing how 
previous attempts at intonational fieldwork have met with little success, rather than an organized set of 
methodologies, as in the first section. Himmelmann & Ladd (2008), however, addresses these issues specifically, 
and is designed to aid fieldworkers in the collection of useful prosodic data. This article is extremely useful, as it 
provides a detailed summary of any relevant prosodic information a researcher might need, making it easier for 
fieldworkers whose work focuses on other aspects of language documentation and description to collect prosodic 
data and include an informed analysis of that data in their descriptions. It also posits an effective workflow for 
collecting and analyzing prosodic data in undocumented languages that includes planning, analyzing word-level 
prosody, conducting effective production experiments, and designing and analyzing the results of perception 
experiments. 

1.2. Background 

 This project represents the first attempt at a robust documentation and description of Nasal ([ˈnasal]; ISO 
639-3: nsy), a previously undocumented language of the Malayo-Polynesian branch of the Austronesian language 
family. Nasal is spoken in the Kaur Regency of Bengkulu Provinces in three villages, Taǌung Betuah, Taǌung 
Baru, and Gedung Menung, with an estimated speaker population of around 3000 (Eberhard et al., 2019). The first 
descriptions of Nasal were published in an SIL survey and consisted of a wordlist and analysis of the probable proto-
forms of Nasal words (Anderbeck & Aprilani, 2013). There has been very little description or analysis of Nasal so 
far, and no analysis of its prosodic features (indeed, there has been very little effort toward the description of the 
prosody of any languages of Sumatra so far). 

 Having learned from the successes and shortcomings of the aforementioned publications, I aim to create a 
robust and useful description of the prosodic structure of Nasal. With this description, I seek out multiple objectives: 
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1. First and foremost, the creation of a useful document that describes the prosodic systems of Nasal, which is 
also easily accessible to native speakers; 

2. The foundation of my doctoral dissertation, which will also form a significant part of a planned published 
grammar of Nasal;  

3. A step forward in the study of intonation in minority/endangered languages, especially in Indonesia. 
 

This project will begin to fill a void of knowledge regarding the prosodic inventories of the languages of Sumatra 
(and Indonesia at large). Building on analyses of local languages, including grammatical (Nababan (1981) for Toba 
Batak, Walker (1976) for Lampung) and prosodic (e.g. McDonnell & Turnbull (2018) for Besemah, which is also 
spoken in the Nasal community), the description of the Nasal phonological inventory will form a significant part of 
the documentary effort. This project is designed to highlight the importance of intonational analysis and 
documentation in the conservation of endangered languages. 

2.0. METHODS 

 All of the data in this study were collected as part of controlled experiments conducted during a fieldwork 
trip with my advisor, Bradley McDonnell, for two weeks in October and November of this year. As the duration of 
our stay was so short, and my knowledge of the language was very scant, the preparation for the experiment was 
quite limited. That is, before arriving to Tanjung Betuah, all that had been prepared were a series of English 
sentences, divided by sentence type, which featured content that might be culturally relevant. The six sentence types 
were: 1) declarative statements; 2) Wh- questions; 3) polar (yes/no) questions; 4) lists; 5) exclamations; 6) 
commands.  

 The experiment consisted of three dialogues between two speakers, labelled A and B; A was usually the 
person asking questions, and B usually only answered. The dialogues were designed in collaboration with two native 
Nasal speakers and members of our long-term research team, Johan Safri and Wawan Sahrozi (who were also 
recorded for the experiment). After explanation of the main ideas behind the dialogues, Johan and Wawan quickly 
composed dialogues in three situations: one in which A meets B on their way to work; one in which A talks to B 
(who is a family member) at home about going to the market, and one in which A meets B after they’ve just returned 
from a journey.  

 Originally, the sentences in the dialogues were very short; this reflected a more naturalistic speech style, as 
Nasal speakers rarely give long answers, and argument dropping is the norm. Below is an example of the original 
Dialogue 1: 

(1) A:  Hago dipo kau? 

  `Where are you going?’ 
 B:  Hago kebun.  
  `To the fields.’ 
 A:  Nakhuk api di kebun? 

  `What do you grow in the field?’ 
 B:  Nakhuk bacih, gegulaian, jekhing. 
  `I grow peppers, vegetables, jekhing.’                   (BJM02-004) 
 

For the purposes of an intonational study, the data are more useful if there is more material in each utterance, and 
therefore more ground for an intonational phrase to cover. Thus it was necessary to extend the lines in the dialogue, 
which Johan and Wawan also did with ease. Below is the final version of the same sentences from Dialogue 1: 
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(2) A:  Hago dipo kiyo kau?  
  `Where are you going?’ 
 B:  Nyak hago ilung kebun Wawan.  
  `I’m going to Wawan’s field.’ 
 A:  Nakhuk api kio Wawan di kebun ni ganto?  
  `What does Wawan grow in his field?’ 
 B:  Iyo nakhuk bacih, gegulaian, khan nilam di kebunnyo.  
  `He grows peppers, vegetables, and patchouli in his field.’                 (BJM02-013) 
 

Note that the translation of A’s first line is identical despite the addition of the word kiyo; this is often the case, as 
there were many sentences which were extended with the use of particles which did not alter the meaning (such as 
the use of the polite interrogative particle here). There was an attempt to control for microprosodic interference, such 
as by replacing the word jekhing, which features a uvular fricative (transcribed as kh), with nilam, which is 
composed entirely of sonorants. However this was only possible in a few instances.  

 It should also be noted that there is not an equal number of tokens for each sentence type. Because of the 
nature of naturalistic dialogue, the data are made up overwhelmingly of Type 1 (declarative) and Type 2 (Wh- 
question) sentences.  

2.1. Data Collection 

 The data for this experiment are comprised of two recordings, recorded on different days, with two pairs of 
speakers. The first pair of speakers was Johan and Wawan, who were involved in the creation of the dialogues. Both 
are male native Nasal speakers in their 30s. It may be worth noting that they had practiced the dialogues a few times 
in previous sessions. The second pair of speakers was Een and Nera, two female native Nasal speakers in their 20s. 
Speakers were compensated with a monetary reward for their participation in the experiment. 

 High-fidelity recordings were made using a 4-channel TASCAM DR-701D audio recorder in WAV format 
at 128kHz, 32 bit, and high-quality video was recorded during both of the sessions using a Canon XA30, which has 
an external audio input, set up on a tripod. Camera audio was recorded using a Røde NTG2 shotgun microphone 
connected through the camera's external audio input. Video was recorded in AVCHD format at 30fps with 1920 x 
1080 resolution. Speakers wore Shure SM35 headset microphones to capture individual utterances, and a shotgun 
microphone was placed on the floor. Speakers read dialogues from a word processor on a laptop while I scrolled the 
page for them as they read. In the case of Een and Nera, each speaker read every dialogue twice, once as both A and 
B for each dialogue. Johan and Wawan only read each dialogue once. This resulted in 171 total individual tokens.  

 All of these recordings are in the process of being archived in the PARADISEC archive alongside all other 
recordings made throughout the duration of this project.  

2.2. Analysis 

 First the recordings were edited so that each reading of any one dialogue by a single speaker was saved as 
an individual .wav file using Audacity. This resulted in eighteen recordings (three recordings of each role in each 
dialogue). Each of those recordings was imported into Praat, where a script was used to generate a .TextGrid file for 
each recording, which automatically segmented to silences (and marked the silences with a code) and added three 
interval tiers for the words in the Intonational Phrase (IP), sentence type, and token number. Sometimes 
the .TextGrid generator was inaccurate, so the script allowed the user to adjust the intervals before the next step, 
which filled the empty intervals with labels from previously created .txt files. Thus the script automatically 
generated .TextGrid files and annotated them.  
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 Next, two point tiers were added to label tones and breaks in intonational transcription. Using these, the 
intonational contours of all utterances were transcribed with an ad hoc system (tentatively called NasToBI – Nasal 
Tones and Break Indices).  

 After the data were transcribed, tokens were compared between speakers and between sentence types 
(namely declaratives and interrogatives) to form a preliminary hypothesis about salient prosodic cues in Nasal.  

2.3. Transcription 

 The aforementioned NasToBI system was essentially developed simultaneously as the .TextGrid files were 
being hand-coded. Since there is no intonational transcription system for Indonesian (which is the largest and best-
research related language), the basic elements of the MAE-ToBI system were used, namely: numbers to indicate 
breaks, H and L to refer to high and low points in the pitch contour, and % for boundary tones.  

 Originally, only the numbers 1, 2, and 3 were used to mark boundaries, as at first I only perceived word 
boundaries (1), some sort of phrase accent (2) and an IP boundary (3). However, by the time I had coded all the files 
I realized there were phenomena that couldn’t be accounted for with just these labels, and the system was redesigned. 
The current system of marking breaks is outlined below, though it will continue to be modified as the phenomena of 
Nasal’s prosodic cues become better understood.   

    0 – no boundary  
    1 – word boundary 

    2 – phrase-medial lengthening without tonal accent 
    3 – phrase-medial lengthening and accent 
    4 – IP boundary 
 

Even after coding the files twice, the presence and patterning of phrase accents was still unclear, so they are vaguely 
marked with H for a high tonal target (so far, no evidence of a low phrase-medial tonal target has been found).  

 In Nasal, most of the intonational information seems to be coded in boundary tones, which are transcribed 
as follows: 

    L% – falling boundary tone 

    H% – rising boundary tone 

    LH% – fall-rise boundary tone 

    HL% – rise-fall boundary tone 

    HLH% – rise-fall-rise boundary tone 

    H!HH% – rise-dip-rise boundary tone 

    HLHL% – rise-fall-rise-fall boundary tone 
 

This system also includes a hyphen (-) which is used to label boundary tones that spread over multiple syllables and 
occur before the phrase-final syllable. For instance, if a HLHL% boundary tone is spread over two syllables, it will 
be labelled as HL- at the nucleus of the first syllable and HL% at the end of the utterance. This system does not 
match general ToBI transcription in which the hyphen is used to indicate intermediate phrase (ip) tone targets, so 
this method of transcription for Nasal will most likely be altered in the future. 

 These labels will be explained in greater detail in Section 3. 
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3.0. RESULTS 

3.1. Boundary Tones 

 Here the various types of intonation phrase boundary tones will be exemplified and described (in the 
greatest detail possible).  

3.1.1. L% falling boundary tone 

 

  

Figure 1. ‘I’ll go look for him now.’ 

This boundary tone type is very common and is mostly associated with basic declarative statements. It is 
characterized by a flat intonation contour over the duration of the utterance followed by a drop in pitch at the very 
end of the IP (Intonation Phrase).  

3.1.2. H% rising boundary tone 

 

  

Figure 2. ‘I didn’t see him earlier.’ 
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This boundary tone is found in statements, though it rarely occurred in this study. The meaning of this 
boundary tone (as opposed to statements with a L% boundary tone) is unclear, but it is clearly distinct, as it was used 
in one token by multiple speakers. 

3.1.3. LH% fall-rise boundary tone 

 

  

Figure 3. ‘There’s eggplant, long beans, spinach, kale...’ (list). 

This pattern is used in primarily lists and features a fall on the penultimate or final syllable of the IP with a 
late rise on the final syllable. 

3.1.4. HL% rise-fall boundary tone 

 

  

Figure 4. ‘Where did you get snails?’ 

This boundary tone is by far the most numerous, and is the default boundary tone for questions, regardless 
of whether it is a “wh-” or “polar” question. This boundary tone is characterized by a rise to a high tone target 
followed by a steep fall. 
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3.1.5. HLH% rise-fall-rise boundary tone 

 

  

Figure 5. ‘Quite a few.’ 

This boundary tone occurs only in statements, and is associated with emphasis and agreement, especially 
with the emphatic particle do. It is characterized by a sharp rise, followed by a sharp fall, followed by a final sharp 
rise.  

3.1.6. H!HH% rise-dip boundary tone 

 

  

Figure 6. ‘What were you doing there?’ 

This rarely used boundary tone has only appeared so far in questions. It is characterized by a sharp rise and 
a slight dip, then a rise back to the same height as the first rise. It is distinct from the rise-fall-rise boundary tone in 
that the dip in the H!HH% pattern is far less drastic than the fall to a low tonal target in an HLH% boundary tone 
pattern (that pattern is also used only in statements). ] 
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3.1.7. HLHL% rise-fall-rise-fall boundary tone 

 

  

Figure 7. ‘I wanted to look for a Scoopy.’ 

This boundary tone is used in statements with narrow focus, and is characterized by a rise followed by a 
steep drop, followed immediately by a second rise with a (usually) slightly lower target than the first, followed again 
by a drop to a low final tone target. 

 The tone targets of the sequence of H L H L tones do not always align the same way; for example, in 
Figure 7 above, the first low target aligns with the second syllable, though in other examples the first high and low 
targets align with the penultimate syllable while the second high and low targets align with the final syllable. This 
topic will be further explored in future studies of Nasal intonation. 

3.2. Prominence Marking 

 So far prominence marking is the most loosely understood aspect of Nasal intonation. This study has 
focused mainly on the qualities of boundary tones; in order to more fully explore and define prominence marking, 
definite acoustic correlates must first be identified. However, based on impressionistic judgments, prominence 
marking in Nasal has been basically defined as: one syllable/word in the utterance that receives tonal prominence as 
well as significant lengthening (thus patterning with “head-marking” languages as defined in Jun (2005)). At present 
it is unclear what tonal targets are available for marked syllables; for now, it has been hypothesized that H is the 
only valid target. If length is truly a correlate of this prominence marking, it will not be difficult to identify and 
measure in a future study.  

4.0. RESULTS 

 Though this descriptive study does shed light on a few salient phenomena that form part of Nasal prosody, 
the results lead to more questions than answers. For example: typologically, languages that mark polar questions 
with falling intonation are the exception rather than the norm. Does Nasal really use falling intonation as a cue for 
all interrogatives? What features (if any) influence the alignment of boundary tone and accent targets? What is the 
intonational hierarchy in Nasal, and how does prominence marking work? These are only a few of the questions that 
will direct upcoming prosodic experiments. 

 During the next fieldwork trip to Nasal, this study can be repeated, but with a variety of dialogues which 
feature topics and speaking styles that are culturally relevant to both men and women, and which have also been 
better controlled for microprosodic interference. In the future, other types of projects may prove fruitful, such as a 
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map task or the type of controlled exercises described in Jun & Fletcher (2014). The latter may be especially helpful 
in determining the patterns and conditions of prominence marking in Nasal, which is a crucial next step in 
understanding the basic tunes of Nasal intonation. This study presents an inventory of boundary tones, but without 
an understanding of what happens inside the phrase, the tune is only half finished. Finally, a truly robust description 
of the intonational phonology of Nasal would include acoustic analyses of each aspect of the phonology, ideally 
based on a corpus of naturalistic speech. These are the goals that will guide the direction of this project over the next 
several years. 
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FLYING IN ENGLISH 
Michaela Nuesser, Department of Second Language Studies 

ABSTRACT 

The world is a symbiosis of animate beings and the environment. Still, to make sense of the world, humans 
filter their surroundings according to their needs: one item is considered food, another one is not. This kind of 
categorization makes phenomena salient to us. Nevertheless, learning is not simply memorizing categories, they must 
prove beneficial in action. Flying in English is the application of a distributed approach to language teaching: students 
turn the classroom into an airplane, experiencing what it is like to be on an American domestic flight. Which language 
will be used? What might be the learning processes?  

1.0. INTRODUCTION 

The entire environment around humans affords for perception (meaning-making) and action. By growing 
up in a certain culture, humans build up a meshwork of experience to which they can always refer back and that they 
can share with others. The process of building up this meshwork is what we consider learning. Learning to live. 
Looking at it that way, even grammar can be seen as a “theory of experience” (Halliday & Matthiessen, 2006). As 
this is a relatively recent train of thought, its implications for foreign language teaching in classrooms has been 
researched even less. Thus, several questions arise for language teachers: 1) How can we offer these opportunities 
for perception (below being called affordances) in the target language? 2) How do we offer them despite limited 
places to go to? 3) Which phenomena might need special attention because of differences in native culture 
experiencing? While the first two questions are targeted repeatedly throughout this paper, the third one cannot yet be 
answered fully at this point.  

This chapter proposes a study creating an imaginative holistic situation of languaging. A classroom is 
turned into an airplane for two weeks in a German high school’s English class. Each student will play a role in that 
imaginative situation, ranging from pilot to passenger. The project is to be seen as the very starting point for 
answering the third research question. Its purpose is merely to investigate students’ natural experience and 
categorization processes of language by observing their language categorization without being given any 
(grammatical) rule. The findings of this are supposed to launch ideas about which phenomena might need special 
attention and how to encourage the formation of these in the learner. Since the study has not been conducted yet, 
there are no results at this point. 

2.0. THEORETICAL FRAMEWORK 

The Distributed Language (DL) movement grounds symbols in embodied, embedded, extended, enacted, 
and ecological languaging taking place while coordinating with others and the surrounding world (Zheng, 2012). In 
order to learn in this world, the human mind takes things apart to categorize them. Consequently, each category is 
filled with holistic (embodied, embedded, extended, enacted, and ecological) parts of the world that we experience 
with all our senses. This can easily be seen in everyday life: a certain smell can easily bring back memories from the 
past; thinking of your favorite food, you can almost taste it as if you had just eaten it; when I think back to some 
days in Waikiki this spring, I can still feel my hair being blown around my face, slapping my skin and making it 
difficult to see; and when my friend told me about her surfing class in California, she told me about how she had to 
“shuffle her feet” in the sand, even did the motion with her hands, and using the English phrase she had heard 
uncountable times in California, even though we had been speaking German the whole time. 

All these phenomena show how cognition, even the categories that we establish, go beyond what happens 
in our mind and beyond interaction with others. They are inherently linked to our outside environment. They are 
distributed in it. We categorize phenomena to make sense of them and eventually use them in a non-local manner. 
Yet, the links to the holistic situation remain. In fact, if we cannot associate a category with its embodied, embedded, 
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extended, enacted, and ecological situation, a category merely is a label to us and its content (metaphorically 
speaking) difficult to grasp: Any complex medical term, even given its definition, is difficult to understand and 
make use of for a layperson, and most of my German friends who lived abroad for a longer time agree with me on 
how English tense categories had never fully made sense until we got to see them being used in real life.  

Based on these observations, the research questions, and the effort to argue for the consideration of 
Cognitive Science findings within the DL movement, the two assumptions making up the theoretical framework of 
this paper are a) that learning is enskilment in holistic environments and b) that learning is categorization. At this 
point, it is important to mention that even though categories are usually conceptualized as boxes with clearly defined 
walls, this can rarely if ever be the reality. Therefore, there are overlaps and links even between the two assumptions, 
making them more difficult to distinguish than can be assumed at first glance.  

2.1. Learning Is Enskilment in Holistic Environments 

This claim can be seen as the basis of (DL) scholarship which divides languaging into two main constructs: 
first-order languaging and second-order language. First-order languaging, as defined by Love (2004) is “a real-time, 
contextually determined process of investing behaviour or the products of behaviour (vocal, gestural or other) with 
semiotic significance” (p. 530). It includes all biological and social conditions that allow humans to produce 
language. It assumes that languaging happens while experiencing the need or will to do so, emerging out of each 
situation, just like any other activity in life. Second-order language, on the contrary, is the construct that results from 
human metalinguistic reflection, that is reflection on first-order linguistic activity, treating first-order activity to be 
repeatable in order to share experiences (van den Herik, 2019).   

Learning, within this DL framework of first-order languaging and second-order language, is treated as 
enskilment. This refers to observations of traditional learning processes like that of docking a boat (Hutchins, 1995). 
While it is an action that takes about an hour if done correctly, merely watching an hour-long instruction video or 
having someone explain how it works does not suffice to perfect the action. Commonly, it requires life-long learning, 
actually being on a boat and experiencing the need to dock it for entering a harbor. In addition, people learning how 
to dock their boat are not the first people to ever do so. In fact, their learning process is fueled by learning from 
others who learned it from others, as well, resulting in the transfer of knowledge that has been acquired for more 
than 300 years. Of course, only that knowledge that is still needed for the specific situation is actually used. The 
same is true for using language: while languaging is seemingly simple, it takes a whole life to acquire. Even the 
knowledge of a common 6-year-old cannot simply be transferred to someone by mere explanations or showing an 
instructional video. The learner has to actually be in a languaging situation and realize the need to use it. Similarly, 
the language learning process is fueled by learning from others who learned from others, as well, resulting in the 
transfer of knowledge that has been acquired for ages. And again, of course, only the knowledge that is still needed 
for the specific situation is actually used. That way, treating learning as enskilment also makes use of another 
concept close to DL. The learned skill is not only a combination of all actions acquired in the given situation but in 
fact more complex than the mere sum of the constituent processes. This phenomenon is referred to as emergence 
(van Lier, 2004). 

Several other notions that are part of the DL framework will only be introduced briefly in the following. 
One of the major components of distributed cognition is seeing the world as offering an infinite repertoire of 
affordances, action potential, so to speak. The term affordance was originally coined by James Gibson (1979) but 
has been used within the ecolinguistic framework. One example is van Lier (e.g. 2004), who put semiosis and 
ecolinguistics together. Van Lier’s contributions are of great impact to the Distributed Language movement to this 
date. Being defined as action potential, affordances are opportunities for perception and interactivity in the 
environment. They induce meaning-making and, in contrast to what the term input usually refers to, action-taking. 
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They are a symbiosis of each individual’s perception, their relatability, and the holistic environment’s composition 
(van Lier, 2004).  

While those affordances can be as simple as a chair affording a human to sit on it, the environment also 
always affords humans to take action according to what they care for and what they want to achieve in a very 
specific moment. This phenomenon is called values-realizing. It refers to humans constantly analyzing and 
evaluating a situation in order to achieve the outcome they value as the best. This constant balancing of values is 
dynamic since each value, quickly coming up in specific situations, is in tension with another one, one being more 
important at a given time and the other becoming as important if conditions change slightly. Hodges (2019) refers to 
this as values being “mutually constraining” (p. 293). A commonly quoted example is that of driving a car where 
drivers must constantly modify their driving styles to react to the ever-changing demands of the road. Driving fast 
might be the most important value when passing on a highway, but safety might come in as an important value at 
another point, when slowing down for a school bus (Hodges, 2019), for instance. In any situation, even when 
languaging, similar processes govern human action, always induced by the interplay between an individual and its 
environment, animate and inanimate components alike.   

The last concept important to the understanding of DL (and the difference to traditional Cognitive Science) 
is the fact that since language is distributed in the environment rather than situated in the mind, understanding and 
knowledge have to be redefined. To DL scholars, understanding is not an inner process. It is viewed as a 
consequence of social interactivity, i.e. action-taking and balancing dynamic values, all based on outer criteria 
(Cowley, 2019). Similarly, an utterance is not viewed as a label for a phenomenon but “a skillful way of directing 
ecological attention” (van den Herik, 2019, p. 88).  

While this chapter cannot go into any further detail, the description of languaging (as opposed to abstract 
language) needs to be much more extensive to fully pay tribute to it, starting with Maturana and Varela’s The Tree 
of Knowledge (1987), as Cowley (2019) continuously draws on their work, coming to the conclusion that “human 
beings happen in language” (p. 2).  

For pedagogical use, DL has several implications. The first major assumption of this term paper, that 
learning is enskilment in holistic environments, implies that not only learning environments but also instruction has 
to foster distributed cognition; it has to foster learners to “happen in language”, as Cowley (2019, p. 2) says. Thus, 
language learners need to learn how to use a word or an abstract structure rather than learn about the word or the 
structure—However, since it implies a larger effort, the number of words and structures acquired can seem low 
compared to those (seemingly) acquired in other classes. In order to offer opportunities to learn using a word, 
instructors need to provide opportunities for both meaning-making and action-taking. Thus, they need to provide 
affordances for each student. These affordances can only be perceived as such by the learners if they offer values-
realizing opportunities, something purposeful that the students care about. In language learning apps like Mondly, 
which situate learning in situations and therefore seem promising at first, opportunities for action-taking are limited 
and values-realizing opportunities are missing fully, thus potentially making the learner feel bored. Furthermore, 
values-realizing and affordances do not only offer ways to act, but also to purposefully coordinate events within a 
community. This community, in classroom situations, goes beyond the number of students. The teacher is just as 
much a part of the community as the students are. Who is teaching and who is learning is dynamic and can change 
from situation to situation. In addition, if both instruction and learning environments want to be informed by DL, 
and teachers do not offer task after task for their learners to work on, the created learning environment has to attune 
(a term coined by Gibson, 1969) a learner to their environment instead. 

Previous studies of DL and language learning have shown the efficiency of attunement, treating languaging 
as experiential, and placing learning in the interaction between learners and their holistic environment. In order to 
overcome the problem of limited possibilities to go outside of the classroom, Augmented- and Virtual Reality (AR 
and VR) have been proven to provide many opportunities: when learning takes place in VR, the types of learning 
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range from reading and writing to self-steered problem-solving and taking meaningful actions. Since learners are left 
to their own judgement and pacing, they often develop meaningful translanguaging and an understanding for the 
relationship between their actions and their surrounding (e.g., Zheng, et al., 2009, 2018, 2019). For schools with less 
tech-based options, simple role-play can be used similarly if not based on fixed scripts and role descriptions and 
offering the same amount of freedom for self-steered problem-solving and meaningful action-taking. The end of this 
chapter provides a detailed example of a role-play like this.   

2.2. Learning Is Categorization  

As several of the previous examples show, categorization seems to be an essential ingredient of 
experiencing. According to Rosch (1999), the items we perceive are kept in our mind in terms of how prototypical 
they are. The more often humans perceive something, the more prototypical it is to them. Thinking of a bird, 
Germans might mostly think of a blackbird while people growing up in Hawaii will likely think of a completely 
different one. While peripheral cases (referring to a penguin as a bird, for instance) are not always easily agreed on 
within a society, the more prototypical cases are. This provides another argument for why learners need holistic 
experiences for learning. Students from different cultures will need to make similar experiences to that of native 
speakers if they want to understand what are the prototypical phenomena referred to by people. When bird does not 
entail the same in Germany as it does in Hawaii, we can assume that there are several more concepts that entail 
something different in different cultures. This phenomenon extends even further. In English, there are certain things 
associated with the word draw and when using the German translation malen, I often refer to the same concept. In 
certain cases, however, malen is color or paint rather than draw and in other cases, draw is zeichnen rather than 
malen. What sometimes is called painting in English is strictly called streichen in German. As confusing as this 
might seem, even knowing the differences, I still use my German categories and category boundaries rather than the 
English ones as they are enskiled in our perception rather than merely a linguistic phenomenon. This does not only 
advocate for using holistic experiences instead of mere language input when teaching language, but it also shows 
that students might need help paying attention to these phenomena. This might be because sticking to our learned 
way of paying attention (or not paying attention) to category boundaries of the world seems to be the first thing we 
do, as will be explained in more detail in the next section. 

In another cognitive concept, embodiment, experience is construed as an interplay of everything we 
perceive with our bodily senses. Johnson (2017) and Taylor (2018) offer detailed insights into this phenomenon. 
According to them, human motions are just as much part of experience as our taste, the sounds we hear, the objects 
we see, the emotions we have, the norms that constrain us, the colors we perceive, and the tastes and smells we 
recognize. When looking at a picture of a lemon, it is likely that we make associations to its taste or the motions we 
do when biting into it. When smelling a smell from our past, we might feel like we travelled back in time seeing the 
world in our views from the past for a few seconds, and when we see our favorite restaurant, we know exactly what 
it smells like inside, what kinds of foods are going to be served, and how it tastes. What cognitivists do not mention 
is the notion of affordances. However, we can clearly see how all these factors that make up our bodily experiences 
are (parts of) holistic affordances to us. Sticking to that theory, learning, hearing, and using language only makes 
sense if done in the environment where it can be shaped by each individual’s (and its society’s) needs.  

An extension of embodiment theory is Conceptual Metaphor as brought forward by Lakoff and Johnson 
(1999). The theory describes how abstract concepts in our language are metaphors of concrete concepts that relate to 
our bodily experiences. If our bodily experiences differ among cultures, our languages might use different concepts 
to explain more abstract phenomena. If we simply are confronted with the language but not with the culture’s 
experiencing, those abstract phenomena might make less sense to us. This is especially true for collocations (in the 
widest sense possible, in terms of an indefinite number of words or concepts being commonly used together).  
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Other important theories in Cognitive Science are schema and frame theory, two related theories brought 
forward by Carrell and Eisterhold (1983) (based on Rumelhart, 1980) and Fillmore (1982). Both theories claim that 
humans organize their experiences in frames following certain schemata, constructed (and continuously redesigned) 
as they experience their world, which eventually helps them interpret the language they encounter using their 
background knowledge of these frames. Accordingly, when humans enter a restaurant, all the actions that are likely 
to happen are already part of the respective cognitive frame and scheme, making the actions associated with it easy 
to access. We likely already know what to order, what to expect the waiters to say, that we want to ask for extra salt, 
how the food of the people next to us is going to smell, and that the child of the owner is going to cry at some point, 
for example. Humans build up numerous of these schemata, scripts, so to speak, throughout life which makes 
dealing with situations easier and easier as we grow older. As Goffman (1959) puts it, humans learn scripts in order 
to know how to perform in the theater of life. When you just moved to a new country, getting your groceries can 
take up a whole day while it will be a matter of half an hour with much less nervousness once you are accustomed to 
the script. This is due to the strengthening of cognitive links between and within experiences. What is interesting is 
that once those links are established well enough they get strengthened even if they are not encountered. Prejudices 
seem to be forming well with the help of this process. When we hear and see a lot about robberies going on at night 
in small side streets and certain ethnicities are being mentioned frequently in the same context, we build up the links 
between everything involved. Once that has happened, even being in a small side street at night and seeing people of 
that certain ethnicity can evoke and strengthen the link to a robbery that might not even happen. Still, you might 
think you barely escaped, and you will tell your friends to not go there at night. This theory also allows us to explain 
why not to teach a list of similar items (like the words for body parts or grammar paradigms) together as the links of 
association between the items will be strengthened every time they are used, making them stronger than the links to 
their situation in which they would commonly be used, and eventually leading to mix ups across the items.   

Not surprisingly, assumption b) also has severe implications for foreign language classroom learning. What 
has to be considered at all times is that even though learning is categorization, it is categorization in a holistic 
environment based on each individual’s needs. Even if in societies, humans commonly take over categories from 
others, the respective category needs to prove efficient for the individual and cannot merely be accepted without any 
relation to individual experiences. Therefore, students cannot profit from reading category labels and learning about 
their definitions. Instructors need to offer environments in which learners feel the need to act, the need to categorize 
the new environment, and the need to take over given categories.  

In general, when growing up, humans learn how to categorize their surroundings based on what society and 
life attunes them. These categories that are created are powerful as they shape human thinking as can be seen in the 
section above. However, they are not universal, which makes it difficult for students to suddenly pay attention to 
new phenomena and establish category boundaries between phenomena they have always perceived as belonging to 
one and the same category (and vice versa). Simply learning about these categories does not suffice for learning. 
This proves just as important considering that the categories that the target society agrees on are based on their 
people’s embodied experiences in the world and then are used metaphorically to explain more abstract phenomena 
in a language. If categories differ among languages, those conceptual metaphors do. Goatly (2007) offers a wide 
variety of examples: EMOTION IS PLANT is much more extensive in Chinese than it is in English, for example, 
showing that slight differences in the concepts EMOTION and PLANT can lead to great differences in their 
productivity as conceptual metaphors. For instance, speakers of English might have difficulties understanding 花心 
[hua xin] (literally “flower heart”, metaphorically “inconsistency in love, a change of heart”) (Goatly, 2007, p. 265) 
when used to seeing the world, plants, and emotions from an American point of view. The same is true for directions 
as conceptual metaphors. Even though English has a small number of instances in which status is referred to as 
position or direction, it seems to be more common in Chinese, especially regarding viewing IMPORTANCE as 

EAST as in ӳ家 [dōng jia] (literally “the person in the East”, metaphorically “master, landlord, boss” (Goatly, 2007, 

p. 266). Interestingly, these conceptual metaphors do not only differ from language to language but also within 
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language. As Lakoff (2010) points out, saying THE NATION IS A FAMILY in the United States can either refer to 
a strict family in which the father takes the lead, making the nation a (conservative) rule-governed institution of 
patriarchy, or a nurturing family with two parents of the same power, leading to see the nation as a (liberal) place to 
grow for every individual. Goatly (2007) offers many more examples, including the construal of time in Chinese and 
English (p. 264), emotions in different cultures (p. 257f), and how the perception of house affects languages around 
the world (p. 275). Two last examples that should be pointed out are the two languages Russian and Blackfoot that 
Goatly mentions. They show that categorizing phenomena does not only affect single words and their collocations, 
metaphors, and idioms but also more abstract structures, usually referred to as grammar. In Blackfoot, speakers 
mainly construe and perceive the world as a conglomeration of processes instead of items. Thus, their grammar 
almost exclusively makes use of what we usually call verbs and verb inflections. In Russian, the other example, 
speakers rarely think about phenomena in terms of possessing them and therefore do not have a straightforward way 
to express possession. Consequently, this construction is not as productive as it is in English, a language in which 
ideas can be possessed just as much as actions like lodging or a will (Goatly, 2007, p. 329).  

However, simply letting students experience the given environment can only work if the learner can 
overwrite their existing way of paying attention to certain phenomena (like the category boundaries between 
zeichnen, streichen, and malen when growing up in Germany) and not paying attention to others (like the category 
boundaries between draw, paint, and color that are commonly used in English and differ greatly from their German 
counterparts). This process of overwriting assumedly takes a long time, especially if the learner spends most of their 
time in their native environment in which their native way of categorization keeps being enforced. This paper 
therefore attempts to start working on a way to speed up this process, possibly by drawing attention to unknown 
category boundaries. Still, this can only be done within a holistic and dynamically evolving environment (animate 
and inanimate alike) offering meaningful values-realizing, meaning-making, and action-taking opportunities to the 
learner. 

3.0. METHOD 

The research project is a small study to be conducted at a German school. Students will be taught according 
to the two main assumptions of this paper based on DL and Cognitive Science and their implications. Their behavior 
will be observed and evaluated in order to find out more about learners’ categorization processes in school contexts. 
It is the beginning of a larger project that aims to find out how to encourage categorization of phenomena placed in a 
holistic environment. Since there has not been much research on this before and it is still unclear how category 
formation actually happens, a research design with the least preconceptions about language grammar as possible was 
needed.  

The participants will be a class of high school students, commonly made up of 25 to 30 students, at a 
German high school, which means that they are between 5th and 10th grade and started learning English in 1st grade. 
The group would have to be split into two 15-person groups. Because of the current pandemic, it seems unlikely that 
I will find a way to conduct the study. However, it might be possible to find a group of 15 students of different 
classes that can come together for participating in this project. At this point, I do not know whether this study will 
offer trustworthy and substantial results. However, we discussed it in class several times which led me to adjust it 
slightly. Any flaws detected when carrying out this study can be targeted in future projects. 

In this study, a classroom is turned into an imaginary airplane and its students occupy the roles of the pilots, 
flight attendants, and passengers. Behavior and languaging on planes have been shaped by generations of 
experiences, varying among cultures, and therefore offer great opportunities for enskilment, not only in life but to a 
limited extent also in the classroom. The students’ previous experiences likely differ immensely. The introduction of 
the planned lessons includes the students' familiarization with the topic by watching videos of flight situations and 
brainstorming first ideas for the simulation of the situation. The teacher will try to find out about the students’ 
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previous experiences by casually chatting with them about the trips they have taken before. Based on this, the 
teacher decides which materials to present before the actual activities in order to get everyone on the same page.  

The overall goal of Flying in English is to simulate cognition in the wild (referring to Hutchin’s, 1995, 
notion of it). This means, students should encounter and use language while (pretending to be) in the situation in 
which you would normally find the language to be learned. Thus, students are able to learn how to use language, not 
merely learn about language. The created scenario has to offer affordances that initiate meaning-making and action-
taking, meaning that it has to offer holistic opportunities for embodied action and languaging. It also has to offer 
values-realizing, make learners think about what they care for most in each specific situation. Only then, languaging 
is holistic and only then, enskilment can happen. What is learned should be cognitively and perceptually linked to 
the experience of the corresponding situation and the function the language has in that situation. In fact, learning to 
deal with one situation can help in dealing with a similar one (Thibault, 2007). For that reason, Flying in English 
does not consist of individual tasks, each with a set solution or answer. The possible outcomes are infinite and each 
event, coming into existence out of the students’ interactivity with each other and their whole surrounding, not the 
task itself, governs what is going to happen next. In contrast to common classroom practice, the role of the instructor, 
other than offering help whenever a student asks for it, is merely to limit the possible affordances by constraining 
the material to one type of situation, an American flight, in this case. The language structures learned are not 
predetermined. It is not the linguistic structure that determins the story told but the story told that determins the 
linguistic structures used. Cognition in the wild is assumed to include categorization processes used by animate 
beings to make sense of the world. Since the nature of these processes is still largely unknown, this activity will 
leave the categorization up to the students while encouraging it with targeted reflection activities.  

The whole classroom unit consists of two weeks, each week having an action (first-order languaging) and a 
reflection (second-order language) phase. The first-order languaging part will afford opportunities to use language in 
order to achieve goals within a community. The second-order language part will afford opportunities for reflection, 
which is important for several reasons: First, learning processes when playing games are often less obvious than 
when studying vocabulary lists or grammar rules, for example. Reflection about what is learned is supposed to help 
raise awareness of these learning processes. When playing a sport, you enjoy, you often only realize, with some 
surprise, that you are sore afterwards, while a 30-second plank hold makes you think you will have to be sore for 
days, which is most likely an overestimation. Second, it is likely that there is a phenomenon referred to as closure 
that describes human desire for looking back on experiences to make sense of them (Kermode, 2000). Third, as 
speakers of other languages, students are used to one way of categorizing experiences, the way their native 
language/culture does. This lesson plan attempts to make students aware of the differences in construal (Achard, 
2008). It is still to be identified, though, in which way speakers commonly categorize and how much of it we want 
students to notice.  

The first week of the unit serves as a preparation week to spark interest, to familiarize the students with the 
type of activity, and to increase imagination opportunities since the students create their role-play flying situation 
and its setting on their own. The second week is the actual execution of what was planned before. This does not only 
include acting out the actual role-play but also acting out the reflection.  

When constructing the imaginative situation, there are several aspects I want to consider. One of the 
aspects is that the given situation should include something that is interesting to the students, something for each 
individual to care about. This is based on the assumption that languaging is always a values-realizing activity 
(Hodges et al., 2012). Another related aspect is that, in addition to the students’ improvisation during the role-play, I 
want them to be responsible for creating and scripting the situation themselves. They will decide on their own which 
realia to bring, which problems are going to become conversation starters, and where the flight should go. This is 
not only to increase the chance of the students to get involved with the situation but also to help their immersion into 
the imaginative situation. The last aspect that is a key factor for creating the situation is the interactivity of the 
participants. This is not only important because of the interactive nature of language and action itself but in this 



 
Flying in English  37 

 

 

context it seems especially crucial because each individual student will likely remember different language units and 
can therefore share what they learned within their community. 

On the very first day, students are split into groups of 10 to 15 students (which typically accounts for 2 
groups in a German class). At the beginning of the lesson, each group will be presented with the key data of the 
simulation: there will be 2 pilots, 4 flight attendants, and 9 passengers, among them 2 colleagues on a work trip, a 
family of 4, 2 friends on vacation, and 1 exchange student. The students will negotiate with each other who will 
occupy which role, to which airline the plane belongs, and where the flight will go. After this initial large group 
phase supported by the teacher who is always available for advice, the students will split up into groups and pairs of 
members with the same role. Within these groups, they will be given videos, texts, and audio-data of people 
occupying their role in society. Examples are in-flight magazines, movie scenes set on a plane, websites created to 
help with nervousness or anxiety before flying for the first time, websites that are collections of airplane meal and 
menu card pictures, or newspaper articles about a list of things pilots know about flying that passengers do not. 
YouTube also offers a rich collection of video material including vlogs about travel days of families or exchange 
students, videos following pilots or flight attendants through their workday, and several security announcement 
videos made by a great variety of airlines. The students are then asked to prepare for the role-play situation using the 
data they are provided and their own experiences of flying. The “pilots” will prepare their announcements and flight 
route, the “flight attendants” their security announcements and food serving conversations, and the “passengers” 
questions to ask and possible problems or issues that can start conversations with each of the other participants. The 
teacher can also decide to have students find their own material online depending on how well they are doing and 
how fast they are working and how much guidance they need. Furthermore, not every video or text is equally 
applicable or usable to each group of students, so the students will need to figure out how much to watch, how fast 
to click through the links, or which ones to read or watch more than once. The individual groups will not know what 
each group has planned (in order to generate more unanticipated affordances) but the teacher will assist to make sure 
that no planned episodes are repetitive or exclude one another. The end of the activity will be the teacher checking in 
with everyone and asking whether they feel prepared for the actual role-play for the next lesson. They will also be 
asked to look back into their material to adjust their ideas and notes for the simulation one last time.  

The activity following this one will be another preparation activity, this time being the preparation for the 
reflection. It will include a brainstorming activity about language and linguistic function and eventually asking the 
students to design a table or list in which they enter interesting repeated words and phrases they heard and saw in the 
material, whether and how they plan to use them, the situation and function of the phrase, and what the original user 
was doing while uttering it. For that, they will look at (transcripts of) all texts with which they are and will be 
working (flight announcements, movie excerpts from planes, on-board magazines, for example). For example, if 
students realize that there are two sentences both starting with do, they will write them underneath each other. If 
they see two sentences that use the word flight attendant, they will do the same. For each pair or group they identify, 
they will fill out all other columns of their table. The teacher and other students can provide help, for instance if a 
person has difficulties putting the function into words. If done over a longer time period, students can add new 
language from similar units to these lists rather than always making new ones. 

The second week will be the actual simulation of the situation: the role-play. Students will bring in the 
realia they planned to integrate, perform their announcements, and react to each other, the objects, within commonly 
known societal rules, as activity theory suggests. The materials used will encourage the imaginative creation of an 
airplane and provide affordances similar to those you can find on board of a plane: chairs as plane seats, an item 
similar to a catering cart, airplane-style food, a picture of what passengers see in front of them while sitting on a 
plane (projected onto the board), actual safety cards in the target language, a microphone for the flight attendants to 
use for announcements, neck pillows, or prints of a picture looking out of a plane shaped like an airplane window. In 
this case, technology (microphones, speakers, pre-recorded audio data, projector) will support the authenticity of the 
situation to help imagination. The beginning of the role-play could be having the students entering through the door, 
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passing the check-in point where the flight attendants check their boarding passes on the way, etc. The pilots can 
play some take-off audio after their announcements. The students in this class will have to work as a community, 
divide their labor to produce something bigger, and are encouraged to work together instead of individually while at 
the same time being allowed to create their learning environment themselves and choose the role that fits them best. 
They will choose which objects to bring and use these objects based on their meaning in the respective situation. 
The activity will be constrained by two types of rules, the common rules of the simulated airplane situation and the 
rules within the classroom to which the students are used. 

The first day will be used entirely for the role-play situation (first-order languaging) that will be recorded 
should all students and parents consent. On the second day, the students will continue, and finish the role-play (first-
order languaging) and, right after, immediately reflect (second-order language) on whether they used or heard any of 
the linguistic features they identified the week before. The very last day of the second week there will be another 
reflection, an analysis of the recording of the role-play. Here, the students will add any occurrences of such features 
to their lists. The teacher will serve as a guide in case of a lack of ideas and as a corrective instance in case of 
mistakes that would lead to major meaning problems. I do not know if I should ask the students to reflect on 
situations in which they could have but did not use the applicable feature. In the end, those students who wish for it 
can ask the teacher for more example sentences or look up corpora to add to their lists. Others can ask the teacher for 
explanations of the phenomenon they observed or for certain terms that can be Googled or looked for in grammars. 
Another option would be adding to the list by listening to or watching more related audio-, video-, or written 
material. The students can choose themselves and, in future projects, try out different methods.  

Even though there is one designated preparation- and one claimed execution week, the whole unit is shaped 
by constant preparation, action, and reflection by the students and encouragement by the teacher.  

In order to assess the learning outcomes, after the unit, each student can share their summary and reflection 
of the whole situation and compare it to the students sharing what they already know about flying before the lessons. 
The unit of analysis for assessment has yet to be distinguished. 

Possible additions to the lesson plan might be immediate and delayed feedback, memorization units, and as 
already suggested above, more explicit categorization rules based on the results of further research. Speaking in 
Second Language Acquisition terms (even though they rarely speak of rules that are functionally driven and 
organize the categorization of experience), these should be given inductively and deductively. In addition, they 
should be given multiple times and at different points in time as we cannot assume that every student will benefit 
from learning a rule once at a set time defined by the teacher. Indeed, it is more likely that students will pick up the 
rule whenever they deem it important, whenever paying attention to the rules has value to them, and according to 
whatever method (inductive or deductive) suits the context of their learning best. Some students might need an 
explicit rule as an overview that they can use to organize their future experiences. Some students might need it 
towards the end to make sense of what they experienced before. Some students might need implicit guidance at one 
point. Some might not need it at all. The learning of language rules in this sense is part of learning and cognition in 
the wild and making sense of it. 

4.0. CONCLUSION 

This term paper is constructed around three research questions: 1) How can we offer these perception 
opportunities in the target language? 2) How do we offer such opportunities despite limited places to go to? 3) 
Which phenomena might need special attention because of differences in native culture experiencing? To answer the 
first and third questions, from a theoretical point of view, this paper has argued for two major assumptions from 
Ecolinguistics and Cognitive Science to be combined for distributed and holistic classroom language learning. More 
specifically, a) learning is enskilment in holistic situations and b) learning is categorization. The second research 
question was targeted by the proposal of a role-play unit designed for two weeks in an English language classroom.  
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From a practical point of view, the study presented in this paper attempts to answer the three research 
questions by providing first ideas about how to practically make use of the theoretical framework in the classroom. 
The first and second research question are addressed by creating the role-play situation, and the third research 
question by the reflection part of the role-play. The foreign language class unit suggests turning the classroom with 
the help and imagination of the learners into an airplane using material artifacts, sound effects, and video clips. The 
students play different roles, bring a variety of realia, prepare conversation starters and possible events in groups, 
and then carry out the unscripted role-play in which periods of silence and misunder-standings are just as natural as 
completely overlapping utterances. The whole classroom simulates an environment common to air travel to afford 
opportunities to be perceived and acted upon. Students can make their way through the activity led by what matters 
to them and all learning happens within a holistic and dynamically evolving environment of animate beings and 
inanimate phenomena offering meaningful values-realizing, meaning-making, and action-taking opportunities to the 
learner. In summary, language learning in Flying in English happens while experiencing. It is part of cognition in the 
wild by offering languaging to be embodied, embedded, extended, enacted, and ecological.  
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SUBTITLED VIDEOS AS A LEARNING TOOL IN AN L2 CLASSROOM  
Lucía Camardiel Sardiña, Department of Languages and Literatures of Europe and the Americas 

ABSTRACT 

This is a comprehensive literature review on the use of subtitled videos in the fields of education and the 
acquisition of a foreign language, it provides a classification of the different types of subtitles that exist in language 
teaching. This paper will review the pros and cons of using subtitling in the classroom, the correlation between types of 
subtitles and student levels, the audiovisual material used in the classroom and the competences that will be enhanced 
with the subtitled videos. It should be noted that the use of subtitles in a classroom is novel and still has certain 
limitations. 

1.0. INTRODUCTION 

This paper will review the existing literature on the role of audiovisual translation in learning a foreign 
language, i.e., if it helps to learn a language more efficiently or if on the contrary it only complicates learning. The 
rational approach to language learning presented by Krashen and Terrel (1983; as cited in Talaván Zanón, 2012) 
maintains the need to teach new language in the same way as the L1 (Caimi, 2006). It is therefore of critical 
importance to examine the methods for improving L1 learning and the types of activities and environments that have 
a beneficial impact on the learning process. Language acquisition evolves from childhood to adulthood, serving 
communicative purposes that are consistent with human development towards maturity. Watching TV or videos 
nowadays can be among the most common experiences that influence the way people think, speak, or behave. Even 
when subtitles are added to films and TV programs, these continue being entertainment albeit with a touch of 
purposefulness that turns them into effective devices aimed at enhancing opportunities for L2 learning (Caimi, 2006). 

According to Talaván Zanón (2012), subtitles have been considered an element of distraction in language 
teaching and have even been described as an element that slows the development of skills such as oral 
comprehension. However, a number of recent studies have ratified the benefits of subtitles as a teaching element. 
One of the first authors to study this pedagogical method and expose the benefits of subtitles was Vanderplank 
(1988; as cited in Talaván Zanón, 2012). He argued that subtitles are beneficial for learning an L2 and that “far from 
being a distraction and a source of laziness, [they] might have a potential value in helping the learning acquisition 
process by providing learners with the key to massive quantities of authentic and comprehensible language input.” 

 On top of that, according to King (2002; as cited in Talaván Zanón, 2012) learning an L2 through the 
different subtitled media (such as movies or videos), “brings the language to life” (p. 24) With this in mind, this 
review tries to understand how much learning of an L2 can be attributed to the help of subtitles. Should the use of 
subtitled audiovisual material be encouraged to foment learning an L2 inside and outside the classroom? When is it 
best to use these videos, at beginner, intermediate or advanced levels? Although there is not much bibliography or 
studies on the subject, in the last 30 years, there has been a noticeable interest in this pedagogical method and very 
interesting proposals based on scientific research have been developed (Talaván Zanón, 2011). This review will 
include studies conducted in classrooms with different L2s. 

2.0. THEORETICAL FRAMEWORK 

  Before getting to delve into the use of subtitles videos as a tool for L2 classrooms, it is important to 
understand that subtitles are, in fact, a type of translation called audiovisual translation. Orrego (2003; as cited in 
Terreno Anguiano, 2016)  describes this type of translation as “a translation that is responsible for transferring 
multimodal and multimedia products from one language and culture to other,” which means that this is a type of 
translation that deals with transferring not only multimodal products but also multimedia products from one 
language and culture to another. It is important to understand that this type of translation has its own restrictions 
depending on their purpose, and because of that, there are different types of subtitles. 
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Since the whole point of this literature review is to understand if subtitled videos are a resourceful tool for 
an L2 classroom, the subtitles this paper will focus on will be the linguistic perspective subtitles. It is essential to 
take into account that the European Union, within its educational framework and intercultural dialogue, proposes the 
use of subtitles. In 2007 it stated that “Subtitling is a spectacular tool for helping people learn languages easily and 
enjoyably. A series of meetings will therefore take place in order to exploit this potential of the media with regard to 
language learning” (European Comission, 2007). 

Nevertheless, since this memorandum, there continues to be a substantial debate about the use of this new 
material since many teachers who use a communicative approach do not agree with it. It is worth mentioning that in 
the past this method was considered an obstacle for the learning of an L2 given that it was thought students did not 
pay attention to the audio since and just read the captions. However, there are several studies that have dismantled 
this belief by demonstrating the advantages of using subtitles, especially for improvement in oral comprehension. 

3.0. SUBTITLED VIDEOS INAN L2 CLASSROOM 

One of the first researchers to prove that subtitles were a valid and useful teaching material for an L2 
classroom was Robert Vanderplank (1982), who emphasized the need for input in an L2 classroom. Vanderplank 
soon related his hypothesis to Krashen’s (1982; as cited in Talaván Zanón, 2012) two principles: the hypothesis of 
input and the hypothesis affective filter. This paper is based mainly on the research by Talaván Zanón (2012) who 
discusses the didactic possibilities of subtitles based not only on empirical research but also on the following four 
theories: 

- Krashen’s Second Language Acquisition Theory (1983) 
- Mayer’s Cognitive Theory of Multimedia Learning (2003), who also mentioned Krashen hypothesis  
- Paivio’s  Dual Coding Theory (1991) 
- Wang and Shen’s Information Processing Theory (2007) 

According to Krashen, language learners should be given optimal input, and the four conditions required to 
achieve optimal input is that it should be: comprehensible, interesting and appropriate, non-form-focused and 
quantitative. All these conditions can be found in subtitled videos. The Cognitive Theory of Multimedia Learning 
highlights the ability to process information that arrives from two different channels, such as the eye and the ear 
(Talaván Zanón, 2012).  Wang and Shen (2007; as cited in Talaván Zanón, 2012) state that with the use of a third 
channel (the subtitles) “not only are the possibilities of information expanded, but the previous knowledge is 
activated by making the input information more accessible” (p. 25). According to Jones and Plass (2002; as cited in 
Talaván Zanón, 2012):  

When students listened to an oral passage, they understood the narration better and 
learned more vocabulary when they selected from the pictorial and written annotations 
that were available for keywords in the narration than when they selected only one type 
of annotation or none. (p. 25) 

It follows that learning and understanding the input information obtained through these subtitles is much 
more effective when it is coded through more than one channel since it is easier to process and absorb  (Talaván 
Zanón, 2012). Therefore, these communicative situations become what Krashen, with his affective filter hypothesis 
(1985; as cited in Talaván Zanón, 2012), called “comprehensive input or understandable input information” (p. 25). 
The Double Coding Theory holds that information that is understood and stored simultaneously the visual and verbal 
system of the human brain, which is why subtitles help students process information easily. Verbal information 
accompanied by images is easier for students to understand because they are able to make connections between the 
two forms. 
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The Information Processing Theory alludes to the three structures for storing information that the brain has: 
sensory records, short-term memory, and long-term memory. Talaván Zanón (2012) states that through the subtitled 
audiovisual material used didactically, the information goes through all levels of information in the human brain to 
finally reach long-term memory, as this is the most relevant. According to Wang and Shen (2007; as cited in Talaván 
Zanón, 2012), “both visual information and phonemic coding are the important modalities of learning, especially 
learning a language” (p. 26). In other words, the first “filters” of information that are retained in long memory are 
sensory (especially image and sound). The fact that subtitles are beneficial as a teaching methodology of an L2 is 
because they access the visual channel. Information linked to the sound or visual channel becomes long-term 
memory (Figure 1). 

 

Figure 1. L2 Learning Theory Through Audiovisual Material with Subtitles. (Wang & Shen, 2007; as cited in 
Talaván Zanón, 2012) 

 As Talaván Zanón (2012) explains about Figure 1, subtitled videos transmit “input information that appeals 
to the different senses but becomes only into echoic (oral) o iconic (visual) information to be perceived by sensory 
memory. Thus, this information can be moved to short-term memory, and hence, stored and passed to long-term 
memory” (p. 27). According to Verde (1995; as cited in Talaván Zanón, 2012), the most important thing when 
learning an L2 is the need to activate the largest number of areas of the brain, doing it in a “multisensory” way. 
Using Garza’s words (1994; as cited in Talaván Zanón, 2012), “captioning may serve as a valuable aid in bringing 
our students to the level of proficiency needed to understand and more fully appreciate authentic television 
broadcasts, movies and documentaries” (p. 27). This means that since subtitles must be written on a screen, and they 
have their own rules, they usually remove many of the ambiguities of the common dialogue. Moreover, subtitles 
help the student to better understand what is happening as “they do not appear so quickly and tend to stay a little 
longer on the screen” (Baltova, 1999; as cited in Talaván Zanón, 2012). 

In order to ensure that subtitles serve as a teaching resource for an L2, it is not enough for students to 
simply read what they hear, but they should include, and aim at improving some particular skill (oral comprehension, 
lexicon, pronunciation, etc.). For this, Díaz-Cintas (2012) provides a summary of the two types of subtitles to be 
used as teaching material (plus two other types suggested by Talaván Zanón in 2011), which will be explained in the 
following sections. 
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3.1. Interlinguistic Subtitles 

In interlinguistic subtitles or traditional subtitles the audio is in the L2 and the subtitles are in the L1. A 
number of teachers whose methodology focuses on communication argue that the use of these subtitles in the 
classroom is not good for the students. They argue that the students simply read in their own language and forget or 
do not pay attention to the L2. They have even come to be considered an obstacle in the learning of L2. Due to these 
prejudices arising from what they call as an “anti-communicative” method. Nevertheless, other studies and authors 
such as Pavakanun and D’Ydewalle (1992) or De Bot (1986), have pointed out and demonstrated the advantages of 
using these subtitles as a didactic method in an L2 classroom. 

3.2. Intralinguistics Subtitles 

These subtitles are those that appear in the same language as the audio. They can also be called bimodal 
subtitles (Terreno Anguiano, 2016) and are the most commonly used in the area of teaching L2. They are often 
known to be used in SDH (Subtitles for the Deaf and Hard-of-Hearing) and include paralinguistic information to 
warn the viewer of everything that is happening, from the conversation to the back noises. According to Talaván 
Zanón (2011), intralinguistics subtitles are not marked by the reduction and condensation typical of AVT 
(audiovisual translation) which can cause some frustration on the part of the students if they do not have the 
appropriate reading level. Wherefore, Talaván Zanón (2012) states that, although these subtitles have certain 
advantages, a possible disadvantage may be their use at lower levels. What this means is that their use is not 
recommended by beginners or younger learners in order to avoid frustration and consequent demotivation. However, 
this type of subtitles has long been used as a learning method for an L2. According to Caimi (2006; quoted in 
Talaván Zanón, 2012), positive results have been observed in different areas of learning, such as oral and written 
comprehension, and lexicon development. 

3.3. Inverse Subtitles 

These subtitles are also called reverse subtitles, in this case the audio is in the L1 and the subtitles are in the 
L2, basically in the opposite order of how traditional subtitles work. Allegedly, at first glance, these subtitles have 
little or no teaching utility, but contrary to popular belief, they can be useful in developing a better knowledge of 
certain aspects of the L1. Although they are not as commonly used in L2 teaching, there are a number of authors 
who have looked at the didactic possibilities of these subtitles.  

3.4. Combined Subtitles 

In recent years, due to all the studies that have been published on the subject, several proposals have been 
put forward that defend the possibility of the use of different types of subtitles in the curriculum of the L2 classroom. 
In order to provide step-by-step support in scaffolding, Mackenzie argues (1999; quoted in Talaván Zanón, 2011) 
that increasing or decreasing their use can help students feel comfortable watching authentic videos without the need 
for subtitles as support. 

4.0. PEDAGOGICAL USES AND STUDIES OF SUBTITLES IN A L2 CLASSROOM 

This study is based on the collection of information by authors such as Vanderplank (1988), Garza (1991), 
Talaván Zanón (2012), or Danan (1992), who have managed to demonstrate both the benefits and the inconvenience 
of using subtitles in an L2 classroom. This section would attempt to demonstrate the benefits of using subtitled 
videos in an L2 classroom by compiling of these studies over the years, plus the attempt to clarify which type of 
subtitles are better for each learning skill the students wants to improve. 
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4.1. Intralinguistics Subtitles 

As mentioned before, intralinguistics subtitles, where both the audio and the subtitles are in the L2, are the 
most commonly used type of subtitles in language teaching. A significant number of authors have studied their 
possibilities. One of the first to conduct a study of this type of subtitle was Vanderplank. In 1988, he conducted a 
study where he qualitatively sought to analyze their potential benefits in terms of language learning. In his study, 15 
European high-intermediate and post-proficiency level learners of English watched nine hour-long sessions of BBC 
television programs with CEEFAX (world’s first teletext information service) English language subtitles. These 
programs were viewed with as few interruptions as possible; the results showed that the subjects reported that they 
found the subtitles useful and beneficial to their learning development. However, although the study was not too 
conclusive as the number of subjects was very small, it was the first study ever published on the topic. 

The first study to have a great impact on bimodal subtitled studies was conducted by Garza in 1991. Garza 
verified the positive effect of this pedagogical resource in terms of improvement in the oral comprehension of 
advanced Russian learners of English and Americans with English as a second language. The subjects were exposed 
to video activities with intralinguistics subtitles, while other control groups carried out these same activities without 
the subtitles. The test was basically five open-captioned (subtitles that are always in view and never turn off by the 
viewer) Russian video segments and five open-captioned American English video segments 16 and 18 minutes long 
respectively. While the control group had identical videos without the subtitles, both groups were administered a 
multiple-choice test to check the language content of each segment. According to Talaván Zanón (2012) “by 
providing students with the graphic and familiar (i.e., understandable) representation of a sentence, the students 
started to build, gradually, oral comprehension in relation to its written counterpart” (p. 269). 

Neuman and Koskhien in 1992, conducted a study where they tried to understand if captions can help 
students with word recognition and vocabulary building, focusing specifically on comprehension. For nine months, 
they studied 129 seventh and eighth grade advanced L2 English students. Students watched 5-8 minute long 
segments of a video from an American child-oriented science program and were given a series of increasingly 
complex tests, which eventually demonstrated the beneficial effects of captions. These tests included weekly word 
recognition exercises, which involved recognizing composed target words, as well as nonword distractors or 
sentence irregularity testing word comprehension in context (Neuman & Koskhien, 1992). 

Borrás and Lafayette (1994), meanwhile, analyzed the use of bimodal subtitles to improve oral 
communication skills, especially those related to speech. For this task, they used what they called the designated 
factor 2x2, which is basically videos with and without subtitles, created just for this study. For the study, they had 44 
American L2 French students divided into two levels (advanced-intermediate and advanced levels) and compared 
the same task at each level with and without subtitles. It is essential to mention that this study did not have a control 
group. The subjects were randomly assigned to one of the following groups; a) subtitled video during the oral task 
practice with a lower-level task;  b) un-subtitled video during the oral task practice with a lower-level task; c) 
subtitled video during oral task practice with a higher-level task; d) un-subtitled video during the oral task practice 
with a higher-level task. The results indicated a very significant difference in terms of improving both speech and 
oral comprehension in groups that used bimodal subtitles. The study concludes that “far from being detrimental, 
fully duplicating intra-lingual subtitles have potential value in helping the learner to not only better comprehend 
authentic linguistic input but also to produce comprehensible communicative input” (Borrás, I & Lafayette, R, 1994, 
p. 69). According to Danan (2004), “they also seem to be clearly motivational since in the experiment set up by 
Borras and Lafayette (1994), students using captions spent more time working on higher-level tasks than all the 
other groups” (p. 75). 

In 1998, Gant Guillory created the hypothesis that if students have to read less (key captions), then better 
results can be obtained without diminishing the level of understanding. With two groups of French L2 English 
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students, Gant used two different videos with different subtitles. Gant Guillory explains that students are less likely 
to encounter an overload of information or difficulty derived from speed reading. This proposal is beneficial 
especially when the students are not very familiarized with subtitles, and they are not able to listen to truly relevant 
information. Either because they do not have time to read all the subtitles or because they are not used to selecting 
only keywords (Gant Guillory, 1998). While the first group watched complete bimodal subtitles videos, the second 
group watched condensed bimodal subtitles videos or, what Gant called, key captions videos. Both groups had the 
same video sequence and the same activities afterward. The results showed that the second group, the one with the 
keywords, showed a considerable improvement in understanding in contrast to  the first group. Nevertheless, there is 
a drawback to this particular type of subtitles, and that is the time and work that the teacher needs to create them.  

It is interesting to note a large number of studies on bimodal subtitles that have been conducted in Japan 
with L2 English students. Kikuchi (1998; cited as in Talaván Zanón, 2012) reviewed bimodal subtitles from 1988 to 
1997 (with a total of 37 studies on the subject) and has continued studying the subject. Although a majority of these 
texts are written in Japanese, however, from the information available in English, the following results stand out: a) 
the use of subtitles highly improves the oral comprehension of students; b) these subtitles are beneficial for learning 
L2 at all levels; c) subtitles not only promote motivation but can be used to develop L2 reading speed and 
vocabulary (Talaván Zanón, 2012, p. 207). 

Markham in 1999 (cited as in Talaván Zanón, 2012) sought to determine the effects of captioned television 
videos on the listening comprehension of L2 college English students. With 76 students at beginner, intermediate 
and advanced levels at an American university, Markham tested two different videos, one 2 minutes and half long 
and the other 4 minutes and a half long, sometimes with captions sometimes without them. These videos were 
sketches of an educational TV series. Markham used a multiple-choice comprehension test based on the vocabulary 
and syntax of the videos to analyze the results. The results showed that within each level, responses were more 
accurate when captions had been available for the students. Therefore, captions helped students perform beyond 
their level of proficiency. 

Bird and Williams (2002) defended the use of bimodal input, arguing that the simultaneous presentation of 
the written text and soundtrack improve recognition of heard words and can benefit the learning of new lexical 
elements. The experiments they carried out were concerned with testing the effects of different presentation modes 
on implicit and explicit memory. Bird and Williams (2002) divided the study into two different experiments: a) 16 
English native speakers and 16 non-native English speakers and b) 24 advanced English learners. The two studies 
were divided into three different phases with videos in which a specific target vocabulary was presented, each with 
40 words initially constructed from a dictionary search. The first study, as mentioned earlier, was divided into 3 
phases: 1) there was a three-second blank interval between the offset of one item and the presentation of the next 
item; 2) this phase would be identical to phase 1, except that all the stimuli would be presented as sound-only with a 
1-minute break; 3) the students were told that a list of words would be presented in the sound modality. 

The task this time was to judge whether the item itself had been presented in Phase 1 of the experiment 
(Bird & Williams, 2002). In the second study the phases were similar: 1) the video, which had no subtitles, was 
viewed three times; 2) the task in this phase was repeated; the presentation of the subtitled video during phase 1 
(Bird & Williams, 2002) .The two experiments produced somewhat different results. The first study showed the 
repetition of the preparation of the auditory words was not heightened by the addition of text. The second study, on 
the other hand, showed that bimodal input increased implicit learning of the nonwords compared to sound only. 
According to Bird and Williams (2002):  

Bimodal presentation beneficially affected implicit memory only when new phonological forms 
needed to be encoded. These results suggest that the effect of text is limited to cases where the 
phonological form of the input cannot be reliably established on the basis of the sound alone. (p. 19) 
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These authors also explain that this type of subtitle can be very helpful in visualizing the auditory clues 
through the text channel, which makes students more confident in the proper understanding of the information 
received (Talaván Zanón, 2012). Hence, students were able to create a mental picture of the words they heard more 
accurately and later identify identical sounds without any textual help. 

Stewart and Pertusa in 2004, examined improvements in vocabulary comprehension from intermediate 
students viewing Spanish films with English subtitles and those viewing the same video with Spanish subtitles. 
Seven intact classes watched two full-length Spanish movies, 53 students watched with Spanish subtitles and 42 with 
English subtitles. The research was quite disorganized according to Talaván Zanón (2012), and the results were 
varied. Students experienced the movie in 3 parts, and the seven classes were all given a short multiple-choice 
vocabulary test in Spanish before and after the viewing. The length of the parts shown seems to have an effect, as the 
shorter the part, the greater the improvement, which indicates its incidence on short-term memory. Stewart and 
Pertusa (2004) indicated that bimodal subtitles are more effective in improving the comprehension of vocabulary 
(Stewart & Pertusa, 2004). 

Another proposal to highlight is the one presented by Caimi in 2006. She suggests that the subtitles should 
be as close as possible to the original soundtrack, since the opposite would, as Caimi (2006) claims, lead to confusion 
due to the fact that students would not find the expected correspondence between the oral and written text. Caimi has 
defended the use of subtitles in an L2 pedagogical environment, arguing that this is one of the means through which 
students manage to overcome their difficulties in terms of oral comprehension. The students were involved in a 
number of pre-viewing activities, based on language explanation and problem-solving. In addition, some after-view 
activities whose main objective was to evaluate their responses in terms of memory storage of the integrated 
communicative systems to which they were exposed, and language retrieval were to be administered to the students. 
Although the proposal is very promising, no concrete data could be drawn since the study was never completed. 

The most recent studies included Santiago Araujo’s work in 2008. The author analyzed how subtitled 
captions influenced  Brazilian English students at an intermediate and advanced level. Over the course of six 
semesters, Araujo (2008) studied the possible improvements that this tool could offer with regards to oral 
comprehension and expression. However, Santiago Araujo admits that the results were not as beneficial as she 
predicted in regard to both skills  (Santiago Araújo, 2008).  

The last study written about this type of subtitles is the one carried out by Mitterer and McQueen in 2009. 
With from a subject pool of 121 participants they created with native speakers of Dutch studying English as L2, they 
showed them either a 25-minute episode of “Kath & Kim” (season 1 episode 5) or a shortened 25-minute version of 
Trainspotting (a Scottish movie) after which they do a two-question test (Mitterer & McQueen, 2009).  

First, Mitterer and McQueen tested whether audiovisual exposure allowed the students to adapt to an 
unfamiliar foreign accent–since the show is an Australian comedy, it is not the regular accent they are used to 
hearing. In the second test, the intention was to see if subtitles could influence comprehension. The final results of 
this study showed that the participants who had heard and seen the subtitles in both 25-minutes videos  before the 
showing could, hence, have performed better than the other participants because of word-specific learning (Mitterer 
& McQueen, 2009) To test the possible role of word-specific learning, Mitterer and McQueen (2009) calculated the 
item-specific benefits of the no-subtitled group over the control group as well as the group with the subtitles. 

4.2. Interlinguistic Subtitles 

Interlinguistic subtitles, or traditional subtitles as they are also known, are those in which L1 subtitles 
accompany an oral track in the L2. One of the first studies about these specific subtitles was by De Bot et al. in 1986. 
These authors investigated the possibilities of using foreign TV programs to improve the L2 of the students with 
non-equivalent bilingualism, that is, who do not have a similar level in both languages. The results of the study 
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suggested that these programs help maintain language skills through the language processing that takes place on the 
part of the students (viewers), even though they are often unaware of it (De Bot et al., 1986). However, because this 
unconscious processing of the oral track can create anxiety among the students who want to understand absolutely 
everything they hear, it is necessary to make them realize that what is important is that they receive the maximum 
exposure to authentic input as possible, since the brain takes care of a large part of the learning on its own.  

In 1992, Pavakanun and D’Ydewalle conducted several studies to measure the effects of these subtitles on 
L2 learning outside the educational environment, with mostly high school and university students. D’Ydewalle and 
Pavakanun analyzed the effects of the subtitles on skills like the improvement of vocabulary, syntax and 
morphology in two different L2s. With 327 Dutch students, aged 8 to 12, whose L2 was either French or Danish, 
they studied the influence of these subtitles by showing them a video with four different viewing conditions: 1) 
French audio with Dutch subtitles; 2) Dutch audio with French subtitles; 3) Audio in Danish and subtitles in Dutch; 
4) Audio in Dutch and subtitles in Danish. A 5th (control) condition made use of Dutch both in audio and subtitles. 
In terms of vocabulary acquisition, the traditional subtitles were more effective support than the reverse condition in 
both languages. An improvement of the L2 in terms of morphology could be appreciated with these types of 
subtitles, while the performance of the syntax test did not provide evidence of improvement of the L2. The 
conclusion drawn was that there was an acquisition of greater vocabulary in the group that watched the programs 
with traditional subtitles. In other words, these types of subtitles, thanks to the mediation they created between the 
two languages, are of great value in the process of acquistion of foreign lexicon (Pavakanun & D'Ydewalle, 1992). 

Koolstra and Beentjes in 1999 worked with Dutch primary school students who were exposed to subtitles 
on television to analyze the level of acquistion of lexical elements of the L2 (Koolstra & Beentjes, 1999). The 
study’s 246 participants were divided into three groups who watched the same 15-minute clip of an American 
documentary shown twice with and without the subtitles. This clip was showed in three different ways to each group: 
1) in English with English subtitles; 2) in English with no subtitles; 3) in English with Dutch subtitles. This last 
group was their control group. Although the first two groups (English with Dutch subtitles and English without any) 
showed significant lexical acquistion, the group that was exposed to the inter-linguistic subtitles had the greatest 
improvement in terms of both lexical acquistion and word recognition.  

In 2001, Van de Poel and D’Ydewalle also analyzed the influence of these subtitles. They compared the 
level of understanding of a series of television programs with traditional subtitles and without the subtitles. Van de 
Poel & D’Ydewalle (2001) had three groups with different exercises for each group: 1) episodes with subtitles in the 
L1 and audio in the L2 (that was the control group); 2) episodes with subtitles and audio in the L2; 3) espisode 
without subtitles. The results showed that, in terms of vocabulary acquisition, traditional subtitles were a more 
effective support (Van de Poel & D'Ydewalle, 2001). 

In 2006, Kusumarasdyati conducted a study with the use of movie videos as an L2 teaching tool with 
undergraduate students from the English Department at the State University of Surabaya in Indonesia. 
Kusumarasdyati (2006) used movies and a handout as support materials for this study, which consisted of a 
worksheet and an answer sheet that the students had to fill in before, during and after the showing of the DVDs. The 
films chosen were about issues that draw the students’ interest positively, affecting their motivation to learn the L2. 
According to Kusumarasdyati (2006), “Their capacity to arouse the learners’ motivation and their potential to 
engage the learners in a variety of fruitful activities related to aural perception in the target language can scarcely be 
denied” (p. 10). This means that students learned the L2 and improved their listening skills while were they are 
entertained and without actually realizing they are learning.  

Santiago Araújo in 2008 conducted a longitudinal study focusing not only on bimodal but also on 
traditional subtitles. The bimodal subtitles were used at the intermediate and advanced levels, whereas the traditional 
subtitles where used at the beginner levels. In the case of the traditional subtitles, as in the case of the bimodal, the 
study was conducted over six semesters in Brazil for both undergraduate and graduate students. Oral comprehension 
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and expression skills were tested in this semi-experimental study. And even though the author acknowledges that the 
findings are not entirely definitive and that further research is required (Santiago Araújo, 2008), Santiago Araújo’s 
work demonstrates the great usefulness of traditional subtitles to strengthen diverse language skills at the beginner 
levels.  

4.3. Inverse Subtitles 

As mentioned before, in the field of pedagogical use of subtitles, when the oral track is in the L1 and the 
written track in the L2, these subtitles are usually known as reverse subtitles. Throughout the field of language 
teaching, the use of reverse subtitles may seem of little use. However, these subtitles, while not widely used, proved 
to be genuinely useful in the development of different aspects of the L2..  

The first study that looked at the use of this type of subtitles in the L2 classroom was conducted by Lambert 
in 1981. Lambert (1981) confirmed that combining written text and dialogue, had a greater effect than when one 
channel was used. Lambert (1981) explored new ways of using the media for education, especially for L2 instruction 
by asking two questions:  

Can printed script be added to conventional educational televisions or radio productions in such a way 
as to enhance comprehension and memory of the material presented? In particular, how might written 
script be coordinated with spoken dialogue for courses in second or foreign languages? (p. 136) 

With a study of 136 English students studying French as their L2 (enrolled in 2 different grades of primary 
education), in which subjects did not watch videos with subtitles but read the text on a screen while listening to the 
dialogue on a cassette tape, Lambert (1981) concluded that the reverse subtitles were the most effective, followed by 
the bimodal and traditional ones. Apart from the control group with the silent reading in the L2, the students had to 
go through 1 of 9 conditions consisting of various visual/auditory combinations followed by 1st and 2nd language 
comprehension tests. Lambert (1981) had 2 hypotheses about why the reverse subtitles were more effective than the 
other ones: subjects were able to process the L1 content automatically through the auditory canal, so they had more 
time to focus on the L2 subtitles. With this combination, the students confronted the L2 with a series of expectations 
arising from the knowledge of the context and the main ideas provided by the dialogue in the L1. Students who 
received both (script and audio) did much better than those who only recived the audio (control group). In essence: 
reverse subtitles have a much higher didactic potential than one would expect. Lambert (1981) also believed that to 
use this subtitling technique it is necessary to be at an intermediate level, thus no beginners.  

In 1997, in a similar study to their previous one in 1992, but on a larger scale, Pavakanum and D'Ydewalle 
focused especially on vocabulary retention. With 839 Dutch high school students aged 16-17, they tried to 
demonstrate the effect of subtitles. Van de Poel and D'Ydewalle used L2 subtitles in nine different languages and 
compared various combinations of subtitles: bimodal, traditional, reverse, audio only in the L2, audio only in the L1, 
L2 subtitles only, L1 subtitles only, and videos without any subtitles at all. The results showed a significant 
advantage in terms of L2 acquisition for students using reverse subtitles (Pavakanum & D’Ydewalle, 1997).  

Grgurovic and Hegelheimer in 2007 used an interactive listening exercise featuring an academic lecture 
video to compare the impact of L2 subtitles and lecture transcripts on reading comprehension. It turned out that 
students preferred subtitles and made more use of them than transcripts (Grgurovic & Hegelheimer, 2007). Given 
the results described in the various studies, it is possible to conclude that inverse subtitles are very useful for L2 
development, especially for reading comprehension and vocabulary acquisition. If combined with a reviewing of the 
same clip using other types of subtitles and accompanied by appropriate activities, these can also help develop other 
skills as will be mentioned below. 
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4.4. Combined Subtitles 

Finally, as Talaván Zanón (2012) mentioned, there are proposals that advocate for the combined use of 
different types of subtitle, in order to provide a staggering support in the form of scaffolding (McKenzie, 1999; 
quoted by Talaván Zanón, 2012), which can be increased or decreased until students become comfortable with 
viewing authentic video without any support.  

In 1984 Holobow et al. followed the experiment conducted by Lambert in 1981, and tried to determine if 
the intial advantage of listening to L1 dialogue while reading L2 would continue over time, and if the bimodal L2 
input procedure gained efficency through use. The study consisted of an 11 week period with a control group that 
was a matched group of students who simply read the input passages in French, referred to in the study as the “L2 
script-only” group. The other groups were made up of 77 5th graders and 59 6th graders at a public shool, 
participating in a French “immersion” program. The tests were 20 different stories, 10 for each grade, designed for 
comprehension, contextual meaning. The study was divided into three different groups: 1) reversed subtitling 
condition, in which the students, listenend to dialogues in the L1 while reading the subtitles in the L2; 2) bimodal 
input condition, in which the students listened to dialogues in the L2 while reading in the L2 too; 3) “L2 script-only” 
condition, in which no oral dialogues were available and the students simply read the L2 version of the script 
(Holobow, Lambert, & Sayegh, 1984). It was this study that demonstrated the promising potential use of both 
inverse and bimodal subtitles to enhance understanding and comprehension of contextual meaning in an L2. In this 
study, however, the reverse subtitles were not considered a distraction but a way to process the input information 
better than just silent reading. 

Danan in 1992 studied the effects of subtitling during video-based listening activities. This was formed by 
150 L2 learners in their 2nd and 4th year of Arabic, Chinese, Spanish or Russian. The students watched three short 
videos with and without subtitles in a randomized order. The L2 Spanish learners made up two additional groups 
given their greater number; one watched the videos twice with no subtitles, while the other watched them twice with 
subtitles. The combination of the viewings was in the following order: 1) 1st phase: recognition of new terms; 2) 2nd 
phase: the same scene with bimodal subtitles (easier recognition); 3) 3rd phase: scene without subtitles (Danan, 
1992). Danan (1992) proposed that an initial video exposure with reverse subtitles would allow students to identify a 
set of new words that would be easier recognized in the second phase by watching the same scene with bimodal 
subtitles. This bimodal phase would prepare students for a 3rd phase without subtitles in which they interpreted the 
scene. 

Mariotti in 2002 tried to analyze the best sequence to learn an L2 through subtitled videos for which he 
proposed the following combination of viewings: 1) without sound and subtitles; 2) two views with audio and 
without subtitles; 3) a view with bimodal subtitles; 4) a view with traditional subtitles (Mariotti, 2002; quoted by 
Talaván Zanón, 2011). A strong limitation of this strategy is that students will get bored of watching too much of the 
same scene continuously. A first viewing without subtitles may be demotivating due to the abundance of genuine 
feedback which is difficult to comprehend and the same may happen with a first viewing with bimodal subtitles 
depending on the language level (Talaván Zanón, 2012). 

In 2004 Bayon proposed the use of multiple subtitles at the same time through a system of dual subtitles 
called “DualSubsView.” The study was created by using “DualSubViews” with two languages (L1 and L2) subtitles 
as the video played, enabling users to become more acquainted with the L2 vocabulary they wished to learn (Bayon, 
2004). In 2009 Sakunkoo and Sakunkoo, designed a program with subtitles where the students could access to L2 
words and their L1 explanation. They studied the usefulness of GliFlix’s (a subtitling program) increased subtitles 
with ten students where they tested four forms of subtitles: control (traditional), parallel, in-sentence highlight and 
out-of-sentence highlight (Sakunkoo & Sakunkoo, 2009). 
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Zarei (2009) investigated the effect of 3 modes of subtitling on vocabulary recognition. The study was 
composed of  97 BA students from 19 to 26 years of age at Imam Khomeini International University (IKIU) in Iran. 
Zarei (2009) compared the vocabulary comprehension of the participants with one of the ways ANOVA performs. 
Zarei (2009) used nine episodes of a 30-minute long British TV sitcom, and at the end of the class tested their 
vocabulary recall with a 40-item multiple-choice vocabulary subtest and a 100-item multiple-choice vocabulary test. 
Results showed that while there was no statistically significant difference between the bimodal and standard groups, 
both groups were significantly stronger than the reversed subtitling group (Zarei, 2009). Also, according to Zarei 
(2009), the study proved that subtitling is an important factor affecting vocabulary recognition and recall.  

In 2010, Loing started a study for where she was trying to understand if “subtitling helps to acquire a new 
language by watching pictures and listening to their description in L2  […]it helps to find out whether the language 
of subtitles made a significant difference when learning a completely new language” (p. 13). With 24 students at 
Radboud University in Nijmegen, the study was divided into 3 phases and the students were divided into two groups: 
1) students learning Indonesian with Dutch subtitles and 2) students learning Indonesian with Indonesian subtitles. 
Both experimental groups benefited from the learning method used: after one learning phase, each student who 
participated in the experiment could apparently translate more words than expected at each level, and after a second 
learning phase, they even understood more words. Loing (2001) even mentioned that:  

Although more research is necessary to find significant results for the effects we found here, our 
findings show much promise for the development of new language learning methods using same-
language subtitling for novice language learners. They also show that, while dubbed television does not 
stimulate second language learning, watching television with the audio in the second language does. (p. 
14) 

5.0. CONCLUSION 

The prevailing subtitling seems to have a strong impact on the L2 skills of L2 learners in various European 
countries and the United States. Subtitles can indeed be considered a natural language acquisition experience that 
can favor language learners of any age. Audiovisual documents and their subtitled translation provide a rich and 
diverse source of true, communicative language. Rich because the resources are counted in millions and complex 
due to the fact that languages are constantly changing. The best way to represent them as they are is to use recent 
material  

According to Zarei (2009), Wilson in 2002 (as cited in Zarei, 2009) argues that subtitled movies allow 
students to actively identify new vocabulary and idioms and, as such, have the ability to promote the learning of 
vocabulary without distracting students (p. 70). After reviewing all the studies presented in this paper, it is clear that 
this assertion is completely true.  Subtitles, regardless of the type, help students improve several L2 skills. Based on 
the above studies, it can be inferred that the subtitling style is also an important factor. Concerning vocabulary recall, 
bimodal subtitling is substantially better than traditional subtitling, which in effect is much better than reversed 
subtitling. The discrepancy between reversed subtitling and the other two types can be as Zarei (2009) affirms 
“accounted for by the hypothetical superiority of L1 phonological data to L2 orthographical data for processing” (p. 
82). In other words, students cannot feel the need to read the subtitles when the soundtrack is in their native 
language simply because comprehension is already accomplished without the need of subtitles. They don’t learn 
new words because they don’t understand the subtitles. Based on the studies mentioned above, it can be concluded 
that reverse subtitles are very useful in improving reading comprehension and vocabulary acquisition in particular. 
Combined with watching the same video, using other types of subtitles, and accompanied by suitable activities, they 
may also be used as mentioned below for the development of other skills.  

With proper guidance, subtitles (either traditional, bimodal, reverse or even mixed subtitles) will provide 
students with the help they need to take advantage of these new technical resources better, making them feel more 
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confident and engaged in their L2 learning process. Furthermore, this tool can also benefit in terms of vocabulary 
recognition, learning, retaining and producing linguistic (verbal, at the lexical level) and paralinguistic (non-verbal: 
gestural, pragmatic, etc.) elements, both new and familiar to the student. Nevertheless, the collection and execution 
of the correct subtitled movies and videos may have a significant impact on both comprehension and recall 
vocabulary in L2. Vocabulary learning (both receptive and productive) is a complex activity.  Also, it would be 
important for teachers to take into account the level of their students in the L2 since, as the studies mentioned above, 
the lower levels usually have more trouble with this method. For this reason, it is recommended that this specific 
tool be used with more advanced levels, from intermediate to proficiency levels.  
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AN INTERACTIVE ANALYSIS ON INDIRECT CONVERSATIONAL 
CLOSING STRATEGIES IN CHINESE 
Yunhe Sun, Department of East Asian Languages and Literatures 

ABSTRACT 

This study seeks to investigate types of indirect conversational closing strategies in Chinese with corpus data 
from a recent Chinese TV drama. The finding shows that there are ten types of indirect conversational closing 
strategies in Chinese, and there are also certain patterns of how of these strategies interact with each other in 
conversations. 

1.0. INTRODUCTION 

The concept of face plays an important part during socialization. Sociologist Erving Goffman re-
characterizes it as “the positive social value a person effectively claims for himself by the line others assume he has 
taken during a particular contact,” and “an image of self, delineated in terms of approved social attributes” (Goffman 
1967, p. 5).  

Brown and Levinson derived the notion of face from Goffman (1967) and further defined the two related 
aspects of face: negative face, “the basic claim to territories, personal preserves, rights to non-distraction,” and 
positive face, “the positive consistent self-image or ‘personality’ claimed by interactants” (Brown & Levinson, 1978, 
p. 61). They also defined the acts that intrinsically threaten face as ‘face-threatening acts (FTA).’ Therefore, 
politeness is achieved by maintaining or, in case of FTA, saving other’s face during socialization. In order to be 
regarded as ‘polite,’ interlocutors will usually adapt the following four types of politeness strategies (Brown & 
Levinson, 1978): 

(1) Bald on record strategy, where the addresser wants to do the FTA with maximum efficiency more than 
s/he wants to satisfy the addressee’s face. (p. 95) 

(2) Positive politeness, where the addresser shows respect to the addressee’s positive face, or her/his desire. 
(p. 101) 

(3) Negative politeness, where the addresser shows respect to the addressee’s negative face: s/he wants to 
have her/his freedom of action unhindered and her/his attention unimpeded. (p. 129) 

(4) Off record strategy, where the addressee provides a number of defensible interpretations for the 
addressee to decide in order to avoid the responsibility of an FTA. (p. 211) 

One of the occasions that the politeness strategies are most frequently used is at the end of a conversation. 
As Schegloff and Sacks (1973) point out, conversations do not just end but must be closed through a certain process, 
which tends to involve at least four lines of discourse, and usually even longer in actual interpersonal contexts. 
Cameron (2001) further explains that moving to end a conversation may be interpreted to mean that one does not 
wish for the conversation to continue; therefore it can also be seen as an FTA, which potentially leads to damage the 
(positive) face of the interlocutors. As a result, conversation ending strategies are employed to neutralize the threat 
of damage. 

Coppock (2005) summarized the different types of conversational closing strategies used in English: 

Positive strategies 

(1) Positive comment: to state or imply that the conversation was enjoyable, therefore negating the possible 
implication that the other is boring or annoying, e.g., “It was nice talking to you” (p. 3). 
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(2) Excuse: to provide an alternative motivation or explanation for one’s wish to end the conversation, e.g., 
“I better get back to work” (p. 3). 

(3) Imperative to end: to imply that the conversation must end, e.g., “It looks like our time is up” (p. 3). 

 

Combined positive and negative strategies 

(4) Blame: to ascribe the need to leave to the other interlocutor, e.g., “I know you’re busy, so I’ll let you get 
back to what you were doing” (p. 4). 

(5) Goal: to state that the goal of the conversation has been reached, therefore the conversation needs to 
move towards the end, e.g., “I think we’ve talked long enough” (p. 4). 

(6) Summary: to summarize the preceding discussion, usually in such a way as to indicate that the 
conversation has been successful and is therefore complete, e.g., “This is all very interesting” (p. 4). 

(7) Thanks for the conversation: to express gratitude to the conversation partner, implying that the 
conversation was worthwhile and perhaps enjoyable, e.g., “Thanks for calling” (p. 4). 

 

Solidarity strategies 

(8) Plan: to make arrangements or reinvoke earlier-made arrangements, e.g., “Talk to you later” (p. 5). 

(9) General wish: to show that one wishes good things for the other, e.g., “Have a nice day” (p. 5). 

 

Coppock (2005) also points out that the conversation ending strategies tend to be organized in a certain 
sequence. By studying the Switchboard corpus, she finds that nearly every conversation involves a Positive 
Comment, and four positive politeness strategies (Goal, Excuse, Imperative to End, and Summary) tend to occur 
before the Positive comment, while two negative politeness strategies (Plan and General Wish) and Thanks for the 
Conversation usually occur after the Positive Comment. She further explains that this organization may be iconic to 
the temporal organization of events, as the positive face strategies are often involved in conversation endings related 
to the past, while the solidary and negative face strategies are usually used in conversation endings related to the 
future. 

2.0. LITERATURE REVIEW 

Previous studies point out that Conversational Closing Strategies (hereafter referred to as CCS) in Chinese 
are different from those in English (Bi, 1997; Lin, 2016; Tian, 2017). Bi (1997) concludes that CCS in Chinese 
focuses on the expressions of caring and respect, while those in English emphasize appreciation and good wishes. 
Lin (2016), Liu and Liang (2012), and Tian (2017) used TV dramas as corpus materials to compare and contrast the 
difference in CCS between Chinese and English, and found that conversational closings in Chinese are more 
dependent on contexts, while in English are more fixed. 

Regarding the categories of CCS in Chinese, Bi (1997) simply categorized them as direct CCS and indirect 
CCS. Direct conversational closings mean that the speaker directly expresses the expectation of ending the 
conversation, e.g., zaijian 再见 ‘see you next time’, gaoci 告辞 ‘take leave’, wo gai zoule我该走了 ‘I have to go’, 



 
An Interactive Analysis on Indirect Conservational Closing Strategies in Chinese 57 

 

 

etc. Indirect conversational closings means that the speaker expresses the expectation of ending the conversation 
without using explicit statements. Li (2003) summarized that there are nine different CCS in Chinese according to 
the motivation of the speaker: (1) direct farewell, (2) excuse, (3) request, (4) gratitude, (5) apology, (6) advise, (7) 
comfort, (8) reflection, and (9) good wish. Liu and Liang (2012) analyzed different CCS usage depending on the 
relationship between the speakers, such as strangers, family members, friends, etc. 

Studies on CCS in Chinese also have strong practical implications. Grant and Starks (2001) point out that 
the structure of the closing in SL/FL textbooks is often simplified and cannot reflect language usage in authentic 
contexts. Zhang (2014) reviewed several studies on Chinese textbooks and concluded that Chinese text-books failed 
to provide the learners with two major components of social interaction: (1) entry into and (2) exit from ordinary 
conversations. Therefore, a clear categorization of CCS would benefit language learners by enhancing their 
pragmatic competence.  

This study seeks to investigate types of CCS in Chinese using Brown and Levinson’s (1987) framework by 
examining the data collected from a selected Chinese TV drama. The research questions are: 

RQ1: What are the types of indirect CCSs in Chinese according to Brown and Levinson’s politeness 
framework? 

RQ2: In what patterns do different types of CCSs interact with each other in conversations of Chinese 
speakers? 

3.0. METHODOLOGY 

In order to investigate types of indirect CCSs in Chinese, this study uses data from a Chinese TV drama All 
is Well (都挺好). Other research has already been using films, dramas, and other media as a corpus, including 
several studies mentioned in the literature review. There are other rationales for using them in this study: 

(1) Accessibility. Compared to currently available corpus databases, TV dramas are more accessible 
considering the purpose of this study. Few corpus databases provide ways to filter usages of CCS from their data, 
nor do they include supplemental information to identify the subtle conversational closing cues. Instead, many 
Chinese TV dramas can now be purchased and viewed online, and they usually come with embedded subtitles, 
which can greatly facilitate the transcription process. 

(2) Authenticity. Toolan (2011) describes the nature of TV dialogue as ‘an artfully-constructed selective 
simulation of natural realistic speech’ (p.181). Though the conversations in TV dramas are partly artful creation, yet 
they are also created with the purpose of imitating real life daily communication. Therefore, in this study it is 
assumed that the conversation in TV dramas could maintain a certain level of authenticity, and a test is conducted to 
confirm it. 

(3) Multimodal data. Baumgarten (2008) points out that TV narratives are multimodal texts which utilize 
and exploit not only language, but also visual communication, body language, kinesics, or proxemics. More 
importantly, the TV drama can also provide contextual information to help understand the underlying meaning in 
conversations, yet few existing corpus databases can provide enough information from this perspective. 

The TV drama All is Well is produced by Daylight Entertainment and was first aired on Zhejiang 
Television and Jiangsu Television in 2019. The 46-episode drama depicts the conflicts and struggles of a normal 
family to explore relevant issues in contemporary China, and the story line features: 
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The Su family collapses instantly with the sudden death of Mother Su thus revealing unexpected and 
hidden dangers. The problem of caring for the non-assertive but selfish and stingy Father Su, disrupts the 
peaceful life of his children and their families. (…) The family helps each other through continuous crises. 
Ultimately, the members of the Su family realize communication between them cannot be ignored, and the 
family is once again filled with love. (“All Is Well [TV series]” on Wikipedia, n.d.) 

Other main characters include the three children of the Su family: the first son, Su Mingzhe and his wife Wu Fei, 
who live in the United States at the beginning of the story; the second son, Su Mingcheng and his wife Zhu Li; the 
daughter, Su Mingyu, who is the youngest of the three and now works in a large enterprise; Shi Tiandong, a master 
chef and the boyfriend of Su Mingyu; President Meng, Sumingyu’s boss and mentor. 

Although the story setting is in the city of Suzhou, all the main characters speak standard Mandarin due to 
China’s strict control over the usage of dialects in TV dramas (National Radio and Television Administration, 2009). 
Therefore, it can be assumed that the conversations in the show can well represent the language usage of standard 
Mandarin speakers in contemporary China. 

The show received mainly positive reviews and has a rating of 7.8/10 on Douban, a major social 
networking website which focuses on ratings and reviews of media. It is also praised for its “realistic plot and acting” 
by reviewers and critics. (The Economist, 2019). According to such receptions, it may be suggested that the 
language use could be close to ‘real’ language, as the authenticity of acting can be partially attributed by the actors’ 
natural language usage. 

The show has been examined for conversational scenarios containing the use of CCSs, and these scenarios 
have been transcribed into a corpus using Microsoft Excel. All the chosen scenarios were selected based on the 
following criterion: 

(1) There must have been a conversation taking place. The scenarios containing only simple farewells are 
excluded from the data according to this criterion. 

(2) Scenarios are chosen as long as at least one of the interlocutors has shown the desire to end the 
conversation through both verbal and/or non-verbal expressions. Whether the conversation actually ends is not a 
necessity in this criterion so the unsuccessful attempts of CCSs can be included, since they are as interesting as the 
successful ones in this research. 

(3) The conversations in the scenarios must be face-to-face rather than through telephone or internet 
communications. The first reason for this decision is that telephone and internet communications are significantly 
different from face-to-face communications from many aspects (Schwarz, 2008, Lee et al., 2011); hence it is more 
appropriate to analyze them separately. The second reason is that the occurrences of telephone and internet 
communications are relatively rare in this drama, and more importantly, they are usually incomplete in the sense that 
only one of the interlocutors can be seen and heard on the screen. 

The end product of transcription is a corpus containing 215 scenarios of conversation containing CCSs. The 
corpus has both Chinese and English versions: the Chinese version is accurately transcribed from the original 
episodes, and the English version is based on the embedded English subtitles of the show. 

One of the concerns about the data in the corpus is how close they are to the natural language production in 
daily life. What if they are merely artificial lines created by the screenplay writers? In response to this concern, a test 
of authenticity has been carried out before proceeding with further analysis. Two Native Mandarin Speakers are 
invited to test the authenticity of the data. Both of them speak standard Mandarin, and neither of the two has 
watched the show before. They are asked to read through the transcription of the scenarios, and after reading each 
scenario, to rate how likely the conversation would happen in real life on a 3-point scale: Unlikely, Maybe, and 
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Likely. When the two raters finish their rating, their results are compared to decide the authenticity of the scenarios. 
The results show that the two raters agree that 208 out of the 215 scenarios are rated Likely (to happen in real life), 
while the other seven rated Maybe by at least one of the raters. No scenario has been rated as unlikely by any of the 
raters. The problematic scenarios are discarded to ensure the overall authenticity of the data. 

4.0. RESULTS 

It is possible that one scenario may contain more than one usage of CCS. Each time when a CCS usage in 
the corpus is found, it is counted as one ‘occurrence’. After such an occurrence is identified, it is first examined to 
decide whether it belongs to direct or indirect CCSs, and then labeled according to Brown and Levinson’s (1978) 
politeness framework. Each politeness type is then analyzed and divided into subcategories. The number of 
occurrences of each subcategory in the data has also been calculated. Table 1 shows the result of the categorizations: 

 

Table 1. Types of CCSs in Chinese. 

 Politeness type Subcategory Occurrence 

Direct CCSs Bald on record Command to leave 75 
Declaration to leave 71 

Direct farewell 35 
Imperative to end 37 

Indirect CCSs Positive politeness Gratitude 23 
 Excuse 40 

Negative politeness Advice 83 
 Blame 10 
 Reassurance 46 
 Invitation 2 

Off record Request 40 
 Plan 28 
 Good wish 2 
 Repetition 35 

No CCS used N/A N/A 27 
 

It is not surprising to discover that there are occasions where no CCS is used. In such situations, one of the 
interlocutors ends the conversation using only non-verbal expressions, such as leaving the site where the 
conversation happens, using body language to signal the ending of the conversation, or creating a physical barrier 
between the interlocutors, like closing the door, or the window of a vehicle. Most of the time, this kind of actions 
will be considered politeness, and usually happen when conflicts arise between the interlocutors. 

The Direct CCSs are used when the speakers directly express their desire to leave the conversation, and 
they all belong to Bald on record type in the politeness framework. The subcategories of this type include Command 
to leave, e.g., chuquba出去吧 ‘go out’, Declaration to leave, e.g., wo zoule 我走了 ‘I am leaving’, Direct farewell, 
e.g., manzou 慢走 ‘watch your step’, and Imperative to end, e.g., wo bu gen ni shuole 我不跟你说了 ‘I am finished 
talking with you’. 

The Indirect CCSs can be divided into three larger categories according to the politeness framework 
(Brown & Levinson, 1978) and then additionally into ten subcategories. The subcategories will be discussed 
thoroughly in the next section. 
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5.0. TYPES OF INDIRECT CONVERSATIONAL CLOSING STRATEGIES 

5.1. Positive Politeness 

When using Positive Politeness strategies, the speakers increase the positive face on the other party by 
emphasizing their positive self-image, such as being kind, generous and/or considerate. 

5.1.1. Gratitude 

The addresser shows her/his gratitude to the addressee’s kindness, generosity, or considerateness. It’s worth 
noting that this strategy is different from Coppock’s (2005) Thanks for the conversation strategy in English, as in 
Chinese, the addresser tends to express gratitude to certain assistance already provided or to be provided by the 
addressee. For example: 

(1) 蒙总： 你的母亲过世这么大事情，怎么连我也不说？还当我是不是师父？ 
 Pres. Meng: Your mother passed away. Why didn’t you tell me? Do you take me for your mentor? 
 苏明玉： 这事，主要跟工作也没关系。我主要是怕我说了会给别人添麻烦。 
 Su Mingyu: It doesn’t have anything to do with work. I was afraid that after I said it would cause 

trouble for others. 
 蒙总： 我是别人吗？拿着。回去好好休息，什么事都不要管了。 
 Pres. Meng: Am I an outsider? Take it. [Gives Mingyu a deposit card] Get some rest. Don’t worry about 

a thing. 
 苏明玉： 谢谢师父。 
 Su Mingyu: Thank you. (Gratitude) 

(Episode 5, 23:28) 

In this scenario, Su Mingyu’s mentor, President Meng gave her condolence money for her mother’s funeral 
before they depart from each other. Therefore Su Mingyu responded with xiexie 谢谢 (thank you), both as an 
expression of gratitude, and a polite closing of the conversation. 

5.1.2. Excuse 

The addresser indicates that her/his motive for ending the conversation is a result of some inevitable 
reasons rather than just for being bored or unsatisfied by the conversation itself, and expect forgiveness and 
understanding from the addressee. For example: 

(2) 老聂： 我就不明白了，你为什么怕你儿子呀？ 
 Lao Nie: I don’t get it. Why are you afraid of your son? 
 苏大强： 我不是怕他，说来话长。要不咱俩找个地方吃点饭，我慢慢跟你说。 
 Father Su: That’s not it. It’s a long story. How about we go eat something? I’ll explain it to you slowly. 
 老聂： 今天不行，我女儿跟我外孙子回来了，我得陪他们呀，从国外回来的，你说我能 
   不陪着吗？今天我只能陪你到这了。 
 Lao Nie: I can’t today. My daughter and my grandchild are back. I need to spend time with them. 

This all I can do for you today. (Excuse) 
 苏大强： 走吧。 
 Father Su: Go then. 
 老聂： 对不起啊。好，再见。 
 Lao Nie: Sorry. Bye. (Excuse) 

(Episode 27, 16:40) 



 
An Interactive Analysis on Indirect Conservational Closing Strategies in Chinese 61 

 

 

In this scenario, Father Su invited Lao Nie to have lunch together, but Lao Nie had other personal business 
to attend to. In order to leave the conversation, Lao Nie explained the reason why he had to leave, and also 
apologized for it. 

5.2. Negative Politeness 

Contrary to the Positive Politeness strategies, the speakers show their generosity, kindness, and/or 
considerateness to the territories, claims, and/or personal desires and rights of the other party, therefore increasing 
either their own positive face or the other party’s negative face. 

5.2.1. Advice 

This is one of the unique CCSs in Chinese. The addresser urges the addressee to take care or to be aware of 
potential danger in order to show her/his care and considerateness to the addressee. This strategy can also be 
observed in Sample Scenario (1): 

(1) 蒙总： 我是别人吗？拿着。回去好好休息，什么事都不要管了。 
 Pres. Meng: Am I an outsider? Take it. [Gives Mingyu a deposit card] Get some rest. Don’t worry about 

a thing. (Advice) 
 

The use of Advice strategy is very natural and also reasonable in the scenario. It aligns with the previous 
topic of Mingyu’s loss (her mother died recently), and it fits the role of President Meng as Mingyu’s mentor. 

5.2.2. Blame 

The addresser expresses her/his concern that the continuation of the conversation may be against the 
willing or benefit of the other party, therefore attributing the end of the conversation to the other party. For example: 

(3) 苏大强: 小石，理财，过这村可没这店啦。 
 Father Su: Xiao Shi, it’s your last chance at investing. 
 小石： 不，大叔…… 
 Xiao Shi: Uncle… 
 老聂 行了行了，你别耽误人小石工作了，你先出去。 
 Lao Nie: Enough. Don’t keep Xiao Shi from his work. Let’s go now. (Blame) 
 苏大强： 小石，那你就好好工作吧。 
 Father Su: Xiao Shi, then you keep on working. 
 小石： 好。 
 Xiao Shi: Okay. 

(Episode 12, 35:34) 

In this scenario, before Lao Nie and Father Su left, they contributed the reason to end the conversation to 
Xiao Shi’s work, showing their considerateness, and increasing Xiao Shi’s negative face. 

5.2.3. Reassurance 

This strategy is not mentioned in the afore reviewed studies on CCSs. The addresser reassures the 
addressee that their request will be fulfilled, or that their advice and/or suggestions will be taken. For example: 

(4) 蒙总： 小蒙的事，那就拜托你了。 
 Pres. Meng: I am leaving Xiao Meng to you then. 
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 苏明玉： 放心吧。 
 Su Mingyu: Don’t worry. (Reassurance) 
 蒙总： 讲好了啊，别反悔啊。走了。 
 Pres. Meng: That’s settled, no backing out. Bye. 
 苏明玉： 好嘞。您慢点啊，师父。 
 Su Mingyu: Okay. Take care. (Reassurance) 
 蒙总： 好。 
 Pres. Meng: Okay. (Reassurance) 

(Episode 33, 33:10) 
 

Before this scenario, President Meng and Su Mingyu were discussing the internship of Xiao Meng, the son 
of President Meng, and Su Mingyu reassured President Meng that he did not have to worry about it before they end 
the conversation. The Reassurance strategy is used here as a response to the Request strategy, which will be 
mentioned in the following category. 

5.3. Off Record 

According to Brown and Levinson (1978), the speakers use the Off Record strategies by providing a 
number of defensible interpretations for the addressee to decide in order to avoid the responsibility of an FTA. 

5.3.1. Invitation 

The newly found Invitation strategy is not mentioned in previous studies of conversational closings either. 
By using this strategy, the addresser invites the addressee to an activity which s/he assumes the addressee would 
deny, therefore placing the impetus to leave on the addressee. For example: 

(5) 苏大强： 走吧，小石，带你泡温泉去。 
 Father Su: Come on, Xiao Shi. Let’s go for a soak in the hot spring. (Invitation) 
 小石： 我还有事得回去，你自己泡吧。 
 Xiao Shi: I have to head back. You can soak on your own. 
 苏大强： 那行，那行。那回头咱们爷俩，下回再一起泡。 
 Father Su: Okay, then. We’ll have a soak together next time. 
 小石： 好，你注意啊。 
 Xiao Shi: Be careful. 

(Episode 28, 23:10) 

In this scenario, Xiao Shi took off work to help Father Su to find a place to stay. Knowing that Xiao Shi 
had to go back to work, Father Su still invited Xiao Shi to join him and have fun. Xiao Shi understood it 
immediately and decided to end the conversation on his behalf. This scenario is a very representative application of 
this strategy. 

5.3.2. Request 

By using the Request strategy, the addresser reemphasizes a request that has been mentioned previously. It 
can also be observed in Sample Scenario (4): 

(4) 蒙总： 小蒙的事，那就拜托你了。 
 Pres. Meng: I am leaving Xiao Meng to you then. (Request) 
 苏明玉： 放心吧。 
 Su Mingyu: Don’t worry.  
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 蒙总： 讲好了啊，别反悔啊。走了。 
 Pres. Meng: That’s settled, no backing out. Bye. (Request) 
 

As mentioned previously, President Meng and Su Mingyu have already discussed the internship of Xiao 
Meng, and he reemphasis the request again as a conclusion of the discussion and a signal to end the conversation. 

5.3.3. Plan 

The Plan strategy in Chinese is the same as Coppock’s (2005) in English. It can also be found in Sample 
Scenario (5): 

(5) 苏大强： 那行，那行。那回头咱们爷俩，下回再一起泡。 
 Father Su: Okay, then. We’ll have a soak together next time.  (Plan) 
 

Before Xiao Shi left, Father Su proposed an arrangement in the future as the closing of their conversation. 

5.3.4. Good Wish 

This is also the same as Coppock’s (2005) General Wish category. For example: 

(6) 苏明成： 爸老了，爱耍小脾气，以后，会越来越闹。你，多担待。 
 Su Mingcheng: Father is old. He likes to throw tantrums. In the future he’ll get worse. Just…be patient with 

him. 
 苏明玉： 知道。那你明天一路平安。 
 Su Mingyu: I know. Have a safe journey tomorrow. (Good Wish) 

(Episode 45, 35:10) 
 

In this scenario, Su Mingcheng was leaving for Africa the next day, so Su Mingyu used the Good Wish 
strategy as the closing of their conversation, and also a farewell before the trip. 

5.3.5. Repetition 

This is another one of the newly found strategies that is not reported in previous research. This strategy is 
unique compared to the others, as it does not focus on what is said but how it is said. Repeated expressions are used 
by the addresser to emphasize the outcome of the conversation, therefore offering the decision of ending the 
conversation to the addressee. For example: 

(7) 邻居： 这么晚了，你们能不能小点声？ 
 Neighbor: It’s so late, can you quiet down? 
 苏大强： 实在，实在对不起呀，对不起，对不起。 
 Father Su: I’m so sorry. I am sorry. I am sorry. (Repetition) 
 邻居： 你们家孩子有病啊？你怎么管的？ 
 Neighbor: Is something wrong with your kid? Are you doing anything about it? 
 苏大强： 是，我的责任，我的责任。实在是抱歉，实在是抱歉。谢谢，谢谢，谢谢。 
 Father Su: Yes, it’s my mistake. My mistake. I’m so sorry. So sorry. Thank you. Thank you. Thank 

you. (Repetition) 
(Episode 26, 19:04) 
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In this sample scenario, Su Mingcheng, Father Su’s second son, was playing a video game with high 
volume around midnight. Their neighbor was irritated by the noise and went to the door of the Su family to 
complain. Father Su answered the door, but could not do anything to make his son stop. In order to appease the 
neighbor and make her leave, he could only adopt a passive attitude and repeat meaningless apologies in the hope 
that she would stop complaining. 

6.0. MEANINGFUL INTERACTION BETWEEN CONVERSATIONAL CLOSING STRATEGIES 

When a participant of a conversation wishes to end it by using CCSs, it is not guaranteed that the 
conversation will end as desired. In order to avoid potential FTA, one has to wait for the other participant(s) to also 
express the willingness to end the conversation. It can be expected that the other participant (s) will also use CCSs in 
response to the initial attempt. This kind of interaction of CCSs may continue for one or more turns before a 
conversation can be eventually concluded. In many cases, the CCSs of choice are not random, but carefully selected 
according to the meaning and functions of the previous CCS used by the other party. The data has been examined to 
look for the patterns of interaction between different CCSs, and the following interactions are found. 

6.1. Positive Politeness Strategies in Response to Negative Politeness Strategies 

Positive politeness strategies, or more specifically, the Gratitude strategy is often used to respond to 
negative politeness strategies, namely Advice (5 occurrences), Blame (1 occurrence) and Reassurance (4 
occurrences), as illustrated in the following sample scenarios: 

(1) 蒙总： 我是别人吗？拿着。回去好好休息，什么事都不要管了。 
 Pres. Meng: Am I an outsider? Take it. [Gives Mingyu a deposit card] Get some rest. Don’t worry about 

a thing. (Advice) 
 苏明玉： 谢谢师父。 
 Su Mingyu: Thank you. (Gratitude) 
 
(8) 柳总： 小新，这都下班了，你怎么还不走呢？你不能总被明总这么压榨呀。赶紧回去吧， 
   男朋友该等着急了。 
 Mr. Liu: Xiao Xin, the work day is over. You can’t keep letting Manager Ming use you up. Hurry 

home. Your boyfriend must be worried about you. (Blame) 
 苏明玉： 你下班吧。 
 Su Mingyu: You can leave. 
 小新： 谢谢明总，谢谢柳总。 
 Xiao Xin: Thank you, Manager Ming. Thank you, Mr. Liu. (Gratitude) 

(Episode 4, 28:32) 
 

(9) 苏明玉： 发给联盟的所有人看一遍，没有异议的话，就发给所有的高层和领导，包括蒙总 
   的家人。 
 Su Mingyu: Send it to everyone in the alliance. If they’re okay with it, send it to all the higher-ups and 

vice chairman, including Chairman Meng’s family. 
 小新： 好。上次让我准备的礼物已经买好了，就在桌上。 
 Xiao Xin: All right. I purchased the gift you asked me to prepare. It’s on your desk. (Reassurance) 
 苏明玉： 嗯，小新。辛苦了。 
 Su Mingyu: Xiao Xin, thanks. (Gratitude) 

(Episode 18, 5:20) 
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One reason for this pattern is perhaps the pragmatic function of the two types of politeness strategies. When 
the participant A decides to use Negative Politeness Strategies, s/he aims to maintain the negative face of B. In other 
words, because of B’s personal desires or needs, it is a reasonable choice for B to accept this good intention and 
express thankfulness using Gratitude strategy. 

6.2. Reassurance Strategy in Response to Advice, Plan, and Request Strategies 

Reassurance strategy can be often found to respond to Advice (10 occurrences), Plan (2 occurrences), and 
Request (9 occurrences) strategies, possibly due to their mutual focus on the addressee’s future action. E.g. 

(10) 朱妈妈： 丽丽，怎么了？这么晚了出什么事了？ 
 Mother Zhu: Li Li, what’s the matter? What’s happened so late at night? 
 朱丽： 没事，妈，我回去一趟。 
 Zhu Li: It’s nothing, Mom. I’m heading back. 
 朱妈妈： 那有事来电话啊。 
 Mother Zhu: Call if anything happens. (Advice) 
 朱丽： 知道了，你赶紧睡觉吧。 
 Zhu Li: I know. Go back to bed. (Reassurance) 

(Episode 21, 9:50) 
 
(11) 苏明玉： 多说无益，我们也只能用下个月的销售业绩来替自己说话。 
 Su Mingyu: It’s no use to say more. We can only use the sales performance for the next month to prove 

it. 
 孙副总： 好，那我们就拭目以待。 
 Mr. Sun: Okay. We’ll then wait and see. (Plan) 
 苏明玉： 请领导们放心。 
 Su Mingyu: May you all be at ease. (Reassurance) 

(Episode 6, 9:22) 
 
(12) 吴非： 办好了，快进去吧。 
 Wu Fei: It’s all done. Go on in. 
 苏明哲： 你的包。非非啊，最近几天辛苦你了。你照顾好小咪。 
 Su Mingzhe: Your bag. Fei Fei, it’ll be hard on you for the next few days. Take care of Xiaomi. (Request) 
 吴非： 放心吧，快进去。自己注意安全。注意啊。 
 Wu Fei: Don’t worry. Go. Be safe. Be careful. (Reassurance) 

(Episode 1, 5:30) 
 

6.3. Excuse Strategy to Respond Invitation Strategy 

The Invitation strategy illustrated in Sample Scenario (5) is a unique one when considering its interaction 
with other strategies. 

(5) 苏大强： 走吧，小石，带你泡温泉去。 
 Father Su: Come on, Xiao Shi. Let’s go for a soak in the hot spring. (Invitation) 
 小石： 我还有事得回去，你自己泡吧。(Excuse) 
 Xiao Shi: I have to head back. You can soak on your own. 
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Excuse strategy is indeed the only appropriate response available for the addressee to avoid FTA, and the 
addresser who uses the Invitation strategy is actually expecting the addressee to respond with Excuse strategy in the 
first place. This exclusive interaction is unique to the interactions between other strategies, as there can be multiple 
options to respond to other strategies, and usually no specific expectation would be placed on any of the available 
options. 

6.4. Transferable Politeness Type in Interaction 

Though different strategies belong to their own politeness type in Brown and Levinson (1978), they are not 
always fixed. For example, when the Command to Leave strategy is used to respond to the Excuse strategy, its 
politeness type will change accordingly, as in Sample Scenario (2): 

(2) 老聂： 今天不行，我女儿跟我外孙子回来了，我得陪他们呀，从国外回来的，你说我能 
   不陪着吗？今天我只能陪你到这了。 
 Lao Nie: I can’t today. My daughter and my grandchild are back. I need to spend time with them. 

This is all I can do for you today. (Excuse) 
 苏大强： 走吧。 
 Father Su: Go then. (Command to Leave) 
 老聂： 对不起啊。好，再见。 
 Lao Nie: Sorry. Bye. 

 
According to the politeness framework, Command to leave strategy belongs to the Bald on record 

politeness type, where the addressee’s face is not considered. Yet in the Sample Scenario (2), Lao Nie has expressed 
his willingness to end the conversation by using the Excuse strategy; therefore Father Su’s Command to leave 
strategy admitted the personal desire of Lao Nie, and practically maintained his negative face. The Command to 
leave actually transferred to the Negative politeness type in this case. 

This finding may indicate that the politeness type of CCSs can transfer from one to another when used in 
certain interactions. 

6.5. The Continuous Interaction of the Strategies 

In a lot of cases, the interactions of strategies continue for several turns before the conversation actually 
ends. Each strategy can be responded to by another strategy, forming a continuous sequence of strategies, as 
illustrated in Sample Scenario (5): 

(5) 苏大强： 走吧，小石，带你泡温泉去。 
 Father Su: Come on, Xiao Shi. Let’s go for a soak in the hot spring. (Invitation) 
 小石： 我还有事得回去，你自己泡吧。 
 Xiao Shi: I have to head back. You can soak on your own. (Excuse) (Advice) 
 苏大强： 那行，那行。那回头咱们爷俩，下回再一起泡。 
 Father Su: Okay, then. We’ll have a soak together next time. (Reassurance) (Plan) 
 小石： 好，你注意啊。 
 Xiao Shi: Okay. Be careful. (Reassurance) (Advice) 
 

In this example, though several different CCSs have been exchanged between the two interlocutors, the 
whole sequence of strategy interaction still follows the original topic of “have a soak in the hot spring” which was 
started by the Invitation strategy at the beginning. Another example can be found below: 
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(13) 苏明成： 那最低多少？ 
 Su Mingcheng: What’s the lowest you can go? 
 周姐： 那也得三十万吧。 
 Ms. Zhou: I still need 300,000 yuan. 
 苏明成： 也不少啊。 
 Su Mingcheng: That’s a lot too. 
 周姐： 别人都五十万呢。 
 Ms. Zhou: Everyone else is putting in 500,000. 
 苏明成： 明白，我去筹钱。 
 Su Mingcheng: I understand. I’ll go get the money together. (Excuse) 
 周姐： 你抓紧点啊。 
 Ms. Zhou: Try to be quick. (Request) 
 苏明成： 好。 
 Su Mingcheng: Okay. (Reassurance) 
 周姐： 谢谢啊。 
 Ms. Zhou: Thanks. (Gratitude) 

(Episode 17, 36:24) 
 

Su Mingcheng and Ms. Zhou were discussing a recent investment, and Su Mingcheng left the conversation 
to collect money. Their interaction of CCSs still focuses on the topic of getting ready for the investment until the end 
of the conversation. Their sequence of interaction follows the aforementioned patterns of interaction, such as 
Request – Reassurance, and Reassurance – Gratitude. 

The two examples demonstrate how participants of the conversation could interact with CCSs in a 
continuous sequence. A longer sequence of interactions may suggest that the participants have stronger emphasis on 
face over efficiency, usually due to their status, relationship, attitude towards each other, etc. 

7.0. CONCLUSION 

This study investigates the categories of indirect CCSs in Chinese by using the politeness strategy 
framework by Brown and Levinson (1978). The episodes of a recent Chinese TV drama have been examined as 
corpus materials. The current study proposes that there are ten subcategories of indirect CCSs in Chinese, which 
belong to three different politeness types respectively. There are also certain patterns on how these CCSs can 
interact with each other in conversations, and their politeness type may be subject to change depending on the 
context. 

Due to the limited length of the episodes, the data in this study cannot cover all the aspects of daily 
language use. Therefore the study may not be able to fully illustrate all the possible categories of indirect CCS. 
Future studies may use a more comprehensive corpus to achieve a better understanding of the issue. 

The findings of this study may contribute to understanding the politeness and conversational closing 
strategies in Chinese, and also provide references for teaching and learning pragmatics of the Chinese language. 
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EMERGING PHENOMENA ON EPISTEMIC MARKER -KETUN IN KOREAN 
CONVERSATIONS  
Boeui Woo, Department of East Asian Languages and Literatures  

ABSTRACT 

The study investigates emerging phenomena and new functions of -ketun in naturally occurring 
conversation by applying conversation analysis. The results present that -ketun functions as a facilitator of 
interaction as well as making an epistemic stance. In addition, -ketun is deployed to show feelings and emotions 
especially for affiliation and disaffiliation toward the counterpart in conversations. 

 

1.0. INTRODUCTION 

In daily conversation, people use linguistic devices such as grammar and lexicon to deliver their 
knowledge, intention, emotions, and so on. Such conversations are closely related to social actions considering that 
speakers exchange their ideas and interact with each other. More particularly, -ketun is used to denote giving 
information and reasons to the recipient and marks an epistemic stance of the speaker in talk-in-interaction. In 
addition, -ketun shows various meanings and usage depending on contexts in daily conversation, and thus scholars 
and researchers have explored -ketun in previous studies (Choe, 1998; Kim, 1999; Kim & Suh, 2010; Park & Sohn, 
2001; Shin, 2000).  

Nevertheless, there is still room for improvement: as most previous research uses written or spoken data 
without audio or video recording, it has been limited in identifying new functions of -ketun. In this respect, the study 
aims to find undiscovered, emerging phenomena and new functions of -ketun by applying conversational analytic 
tools from the perspective of interactional linguistics in naturally occurring conversations. Specifically, conversation 
analysis (CA) is a set of methodologies that explores data from social interactions containing 1) audio or video 
recordings of natural conversations, 2) transcription of data, 3) observation of relevant phenomena, 4) data 
collections made up of various examples of the phenomenon, 5) strict methodology for data analysis, and 6) rigorous 
standards for the validation of arguments (Couper-Kuhlen & Selting, 2018). Therefore, in this study, new functions 
of -ketun will be analyzed, with a focus on sequence organization, turn-taking organization, and preference 
organization by applying CA. 

Vis-à-vis data, naturally occurring conversations from two different sources are used in the study: 
Language Data Consortium of the University of Pennsylvania (LDC) and the Korean television talk show called 
“Curious Start Show Hopakssi.” LDC contains 100 telephone conversations between Korean native speakers, each 
lasting up to 30 minutes, and aims to assist language-related research and education by creating and sharing 
linguistic data. Curious Star Show Hopakssi is a talk show program dealing with the uncovered lives of celebrities in 
the show. It was broadcasted from 2015 to 2016 along with 70 sessions on TV Chosun. Since telephone 
conversation data does not fully show all situations, especially in confrontational situations, I have included the TV 
program, which offers one to three minutes clips as a supplementary source of data. Transcriptions in the study 
follow Yale romanization and additionally, conversations are labeled morpheme by morpheme (see Appendix). 

 The rest of the paper is organized as follows: first, I analyze and present findings from data focusing on 1) 
-ketun as an epistemic marker, 2) -ketun as a facilitator of interaction, 3) -ketun as an expression of modality in 
Korean conversations; and I will end with a summary of key findings in a conclusion that includes discussions of the 
implications of the study, research limitations, and areas for the future research. 

2.0. -KETUN IN NATURALLY OCCURRING CONVERSATIONS 
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2.1. -KETUN as an Epistemic Marker 
 

Since -ketun plays a role in denoting information and accounts (Kim & Suh, 2010), -ketun marks 
epistemic stances in Korean conversations. In CA, the epistemic stance describes the positions of participants 
with regard to knowledge and how knowledge stances change during the conversation. If A has more knowledge 
compared to B, A is positioning [K+] while the position of B is [K-]. Moreover, epistemic congruence is 
generally achieved when unknowing (K-) speakers ask questions, and relatively knowing (K+) speakers make 
assertions (Couper-Kuhlen & Selting, 2018). -Ketun utterances in daily conversation frequently indicate the 
speakers’ epistemic stances since background information, new information, and extra information are expressed 
with -ketun. An example can be seen in the following excerpt, which is from a telephone conversation between 
two friends who are talking about one of the friend’s headaches. A is worried about B’s health condition resulting 
from her busy schedule. 

 
 
(1) “My headache” (LDC Data) 
  

01  A:    에, 너무 무리하지 말지 headache은 어때요? 
ey::, ne::mwu mwuliha-ci mal-ci >HEADACHE< un ettay-yo::,=  
oh very overwork-COMM stop-COMM headache-TC be how-POL  
Don’t be so hard. How’s your headache, are you okay? 

 
02  B:    Headache이요?     

=HEADACHE-i-yo? 
      headache be-POL 
      Headache?  
   
03  A:    예. 

yey.  
      yes 
      Yes.  
 
04  B:    요즘 음식도 조절하고 좀 그랬더니 괜찮았는데, 

yocum umsik-to cocelha-ko com >kulay-ss-te-ni kwaynchanh-ass-nuntey,<   
these days food-too control-CNJ a little do that-PST-RT-CNJ be fine-PST-CNJ  
Now it’s been much better as I ate less, 

  
05  A:    예. 

yey.  
      yes 
      Yes.  
 
06  B:    내일 모레 시험 큰 거 놔 두고서는 

(.) nayil moley sihem:: >khu-n ke nw-a twu-kose-nun= 
the day after tomorrow exam big-RL thing put-CMP keep-CNJ-TC 

 
07         너무 요즘 며칠 동안 힘들었거든요. 

=nemwu< (.) yocum< (.) myechil tongan >himtul-ess-ketunyo,= 
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very these days a few days during be difficult-PST-ENDER 
I have had a hard time for a few days ahead of an important exam two days later.  

 
08      그러더니 또 headache이 약간 올려고 그러는데? 

=kuleteni< tto headache-i yak:kan o-l-lyeko kule-nuntey?, 
then again headache-NM a little come-PRS-CNJ be like that-CNJ 

     Then headache is about to hit me again?  
 
09  A:    으. 

u:: .hhhh 
uh  

     Well. 
 

In the first pair part, A is asking about whether or not B’s headache is fine (line 1). B initiates repair by the 
way of partially repeating the prior turn with the question (line 2). B makes a confirmation (line 3) and B explains 
that her headache was much better because of a diet (line 4) and B felt difficulty due to an important exam and she 
regards the exam as a reason for her headache (line 6). In line 7, B further gives extra information using -ketun as a 
parenthetical insert. Since B elaborates on her condition, it can be said that B’s position is more knowledgeable, 
while A’s position is less knowledgeable, making this exchange a “B-event” (Labov & Fanshel, 1977, p. 100). B 
gives extra information using the -ketun utterance and helps A’s understanding by providing more detail on her 
headaches. 

2.2. -KETUN as a Facilitator of Interaction  

Naturally occurring conversations are co-constructed in that the speaker holds the turn, the recipient reacts 
to the utterances, the next speaker takes the turn, and further extends turns and “turn-constructional units” (TCUs) 
(Sacks et al., 1974, p. 701). Particularly, data from LDC indicates that -ketun utterances increase and activate 
interaction between interlocutors leading to reactions and increases in the length of conversations. The following is 
one of the examples from a conversation between friends displaying -ketun utterances. C and D are talking about ski 
resorts from different places in Korea and their experiences in the resorts. C is asking D regarding the name of the 
resort that D went to and D is assessing the resort. 

(2) “Ski resorts” (LDC data) 
 

01 C: 어디 갔는데? 
=e::ti:: >ka-ss-nuntey.<  
where go-PST-Q 
Where did you go? 

 
02  D:    양지.  

YANGCI 
yangci 
Yangji. 

 
03  C:    양지는 못 가 봤어.  

Yang:ci-nun mos ka pwa-ss:-e. 
yangci-TC not go look-PST-INT 
I haven’t been to Yangji yet. 
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04  D:    아이 꾸져. 가지 마.  
ai kkwucy-e, ka-ci ma. 
aw be bad-INT go-COMM stop-INT 
It sucks. Don’t go there. 

 
05     (0.3)  

 
06  D:      아유, 걍 가까운 우리 분당에서 가까와서 갔거든.  

ayu:: <kyang kakkawu-n- wuli pwuntang-eyse kakkaw-ase ka-ss-ketun?> 
aw just close-RL our pwuntang-to be close-CNJ go-PST-ENDER 
It’s just close- we went there because it is close to Bundang. 

 
07  C:    형은 용평하고.  

hyeng-un yongphyeng-hako::,      
older brother-TC Yongpyong-and 
I’ve been to Yongpyong and. 

 
08  D:    용평은 저번에 가 봤으니까.  

◦yongphyeng-un cepen-ey ka pwa-ss-unikka 
Yongpyong-TC last time-at go look-PST-ENDER       
I’ve been to Yongpyong last time. 

 
09  C:     현대 성우 리조트라고 하나 생겼그덩. 

.hh ↑hyentay sengwu licothu<-lako hana sayngky-ess-kuteng?>  
Hyundai Seongwoo resort-QT one be formed-PST-ENDER      
There’s a new place called Hyundai Seongwoo Resort. 

 
10  D:    우리 거기 예약 해 놨는데.  

WUli KEki YEYyak ha-y nwa-ss-nuntey::,      
we there reserve-CMP put-PST-ENDER 
We made a reservation there. 

 
11  C:     어.  

e::.  
yes 
Yeah. 

 
12  D:    우리 이모때문에 못 갔어.  

wuli imo-ttaymwuney mos ka-ss:-e,=  
we aunt-because of not go-PST-INT 
We couldn’t go there because of my aunt. 

 
13        우리도 이 박 삼 일 거기 해 놨거든.  

=<wuli-to i pak sam il keki ha-y nwa-ss-ketun?>  
we-too two CL three day there do-CMP put-PST-ENDER 
We made a reservation for 2 days and 3 nights.  
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14  C:    응.  
◦ung 
Yes 
Yeah. 

 
For C’s question in the first pair part, D answers where he went in the second pair part (line 2). In terms of 

Yangji resort, C is less knowledgeable given that he has not gone there (line 3). Instead, D’s position is K+ and thus, 
he assesses the resort and does not recommend going there based on his experience (line 4). D further gives a reason 
that he went there using -ketun (line 6). In line 9, C mentions the new resort, which D has not experienced, using -
kuteng, a colloquial form of -ketun. Thus, the epistemic position of C is K+ while D is less knowledgeable compared 
to that of C. D gives a reason that he was not able to go to the newly built resort (line 12) and -ketun is deployed to 
give extra information about the reservation he made (line 13). As C and D give extra information or reasons using 
the -ketun utterance in “transition-relevance places” (Sacks et al., 1974, p. 703), they take the turns back and forth. 
There were no indications of turn competition, silence, or delay in conversation. Rather, turn-taking is smooth and 
turns are expanded continuously and finally they achieve congruency in the conversation. In this respect, -ketun 
utterances play a role in increasing and boosting interaction between interlocutors in the conversation. 
 
(3) “My muffler” (LDC data) 
 

01  E:    딱 보- 되게 보들하면서 그 망사로 된 거 있지. 
ttak (.) po- toykey potulpotulha-myense ku mang:sa-lo toy-n ke iss-ci::, 
 just soft- very be soft-CNJ that mesh-by become-RL thing be-COMM 
There is the thing that is made by mesh and this is just soft- very soft. 

02  F:    음 
um:: 
um 
Yeah. 

 
03  E:    망산데 되게 막 부드럽고 막- 막 그런 거 있어. 

mangsa-ntey toykey mak pwutulep-ko mak- mak kule-n ke iss-e::,     
mesh-CNJ very just be soft-CNJ just just that kind of-RL thing exist-INT      
There is just- just like a thing that’s made of mesh, and very soft. 

        
04  F:    응. 

ung::= 
yes 
yeah.  

         
05  E:   근데 이게 원래 칠십 불인가 그랬거든. 

=kuntey ikey wenlay (.) chilsip pwul-inka >kulay-ss-ketun?,< 
by the way this thing-NM originally seventy dollars-be-Q be like that-PST-ENDER 
I thought it was like $70.  
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06     팔- 아 팔십 불. 
=phal- a phalsip pwul.  
eight- um eighty dollars  
No, 8- $80. 

 
07  F:    응. 

yes  
ung  
yeah.  

        
08  E:    근데 그게 칠십 불로 내려오더니, 

kuntey kukey chilsip pwul-lo >naylyeo-te-ni,< 
but that thing-NM seven dollars-to come down-RT-CNJ  

 
09      (0.2) 
         
10  E:    그 칠십 불 할 때 살까 그러다가  

ku:: chilsip pwul ha-l ttay sa-lkka?, >kuletaka<  
the seven dollars do-RL when buy-Q and then  

    
11         그 다음날 갔었거든. 어제. 

ku taumnal ka-ss-ess-ketun?, ecey? 
the next day go-PST-PST-ENDER yesterday 
But the price came down to $70, So I was thinking of buying it when it was $70, then the next day 
went there. Yesterday. 

 
12  F:    응.  

ung 
yes   
Yeah. 

 
In “multi-unit turns” (Schegloff, 1996, p. 60), -ketun utterances are frequently used for increasing 

reactions of the recipient as well. Excerpt (3) from a telephone conversation between two friends shows talk-in-
interaction in a multi-unit turn. E and F are talking about items that E bought in a store, and he describes the 
material of the item (line 1) and how soft it is (line 3). E is positioning K+ and so, E gives further information 
regarding the price of the item using -ketun (line 5) and initiates self-repair with lexical, cut off and non-lexical a 
(line 6) while F displays an ung utterance indicating an understanding of the prior turn (line 7).  As the price goes 
down, E describes that he was deciding whether he would buy the item (line 10) and -ketun is deployed to give extra 
information regarding when he drops by the store (line 11). In the conversation, E gives extra information related to 
the item that he bought using -ketun and F acknowledges with ung in a multi-unit turn presenting accepting the 
information. Finally, interlocutors achieve epistemic congruence. In this sense, -ketun utterances lead to a better 
understanding of the speaker’s remarks and boost interaction between interlocutors. 
 
2.3. -KETUN as an Expression of Modality 
 

In daily talks, interlocutors answer the previous utterance using preferred responses or dispreferred 
responses. According to Couper-Kuhlen and Selting (2018), the terms “preferred” and “dispreferred” indicate two 
alternatives for responding to social actions. These reactions for social actions (e.g., requests, offers, invitations, and 
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assessment) are either preferred responses that display acceptance and agreement or dispreferred responses which 
are refusal and disagreement. Furthermore, preferred responses are generally related to affiliation, while dispreferred 
responses are relevant to disaffiliation (Heritage, 1984)1. The following excerpt is from a conversation between 
interactants in the TV show. In the previous sequences, a reporter said what she heard from a real estate expert about 
the house that Swuk Kim bought in Jeju island. Swuk Kim was embarrassed after hearing the opinion of the real 
estate expert. 
 
(4) “A gold toad” (Curious Start Show Hopakssi) 
  

01  YC:    오늘 금두꺼비네. 금두꺼비  
       ↑onul ↑kumtwukkepi-ney ↑kumtwukkepi.= 
       today gold toad-ENDER gold toad 

       Today, you are a gold toad. A gold toad. 
 

02  SK:    그럼요. 예, 제 얼굴 욕하시면 

=kulemyo. [yey:: cey elkwul yokha-si-myen]= 
of course-POL yeah my face course-SH-CNJ 
Right, if you say something bad about my face. 

 
03  HP:                   금을 부르겠다.  

[       ◦kumul    pwulukeyssta::,       ]=       
gold-AC call-PRS-DC 
You will collect gold. 

 
04  SK:   (진짜) 노주연 선생님 화내십니다. ((looking at audience)) 

=>(cincca)< nocwuyen sensayng-nim hwa[nay-si-pnita.                                   
really NAME teacher-HT get angry-SH-DC 
Mr. Cwu-Yen No will get mad at you. 

 
05 AU:     [(hhhhhhhhhhhhhhhhh)= ((laughing)) 

06  KK:   노주연 씨가 왜 화를 내요? 
=nocwuyen ssi-ka way [      hwa-lul nay-yo.     ]  
NAME HT-NM why angry-AC make-POL                                                                              
Why would Mr. Cwu-Yen No get mad? 

 
07 YC:                                             다 연결되는구나::, 

[  ↑ta ↑yenkyeltoynun  ][kwu:na::,                                          
all be connected-ENDER                  
All connected. 

 
08 SK:                          네. 선생님이랑 

[ney >sensayngnim-ilang<= 
 yes, teacher-HT-with 

 
09       닮았거든요. 

=talm-ass-ketun:yo  
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resemble-PST-ENDER 
Yeah. Because I look like him. 

 
10  KK:    같은 두꺼비 상이에요? 

=kathu-n twukkepi sang-i- eyyo =                                            
same-RL toad figure-be-Q 
Same toad face? 

 
11  SK:    예. 예. 

=yey yey 
yes yes 
Yeah.Yeah. 

 

Figure 1. Kim, Swuk’ Talk (line 4).                  Figure 2. Audiences’ Laughing (line 5). 
 

In excerpt (4), Yun-Ceng Cang assesses the look of Swuk Kim saying that Swuk Kim looks like a gold 
toad given that she wears gold clothes (line 1) and Swuk Kim displays her agreement with her assessment using 
kulemyo and yey showing affiliation (line 2). Furthermore, Swuk Kim connects her face with that of Cwu-Yen No 
making the conversation more intriguing (line 4). As seen in figure 1, Swuk Kim denotes that Cwu-Yen No will 
get angry if others judge her face by looking at the audience confidently but not aggressively. As seen in line 6 and 
line 7, Kwu-La Kim asked the reason that Cwu-Yen No will get angry and Yeng-Lan Cang makes a comment on 
that. In the second pair part, Swuk Kim uses a -ketun utterance with a falling tone displaying the preferred response 
and affiliation with interlocutors (line 9). In the conversation, the epistemic stance of Swuk Kim is K+, participants 
are K-, and achieve epistemic congruency in the end. In this respect, the -ketun utterance of the second pair part in 
the conversation is used to indicate preferred responses and showing affiliation toward the recipient. 
 
(5) “It is not a compliment” (Curious Start Show Hopakssi) 
 

01  TS:    그때만 해도 내가 참 곱상했었어.  
ku-ttay-man hay-to nay-ka cham:: kopsanghay-ss-ess-e::,= 
that time-only do-CNJ I-NM very be sweet-PST-PST-INT 
I was so sweet at the time. 
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02  US:    에. 
=ey:: 
yes 
Yeah. 

 
03  TS:    음. 근데. 

um::[            kun:tey       ]            
umm by the way 
Umm. Well. 

 
04  CT:          지금도 곱상해요 

[↑CIkum-to kopsang]hay:-yo::, 
now-too be sweet-POL         
You’re still sweet. 

05  AU:   hhhhhhhh[hhhhhhhh] 
 
06  TS:            너 지금 이건 칭찬 아니거든 

[ne:: cikum] i-ken CHINGchan ani-ke:tun?= 
you now this-thing-TC compliment not-ENDER 
It is not a compliment. 

 
07  AU:  =[(hhhhhhhhhhhhhhhhhhhhhhhhh) 
 
08  CT:    곱상하다고 그랬어.  

=[◦kopsangha-ta-ko kulay-ss-e.= 
 be sweet-DC-QT do that-PST-INT 

I said you are sweet. 
 
09  AU:    = [(hhhhhhhhhhhhhhhhhhhhhhhhhh) 
 
10  CT:    곱상. 곱상하다는 걸, 

=[kopsang- kopsanghata[nun kel]=                
sweet be sweet-DC-RL thing-AC 

 
11  TS:                     아이씨. 

=[  aissi  ]=                                                                                                                                       
Ah                                                                                         
Ah. 

 
12  CT:    험상궂다고 얘기하는게? 

=HEMSANGKWUCtako yayki[hanunkey?]  
 be ugly-DC-QT tell-RL-thing-NM 
Should I say that being sweet- sweet is ugly?  
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13  TS:          야 여가 야가 이렇게 깐죽거려.   
[       ya-    ] ye-ka- ya-ka >ileh-key< KKANcwukkely-e::,                                                                
he he-NM he-NM like this be smirky-INT 
He- He- He is smirky, like this. 

 
 

 
Figure 3. Song’s Non-Verbal Expressions (line 6). Figure 4. Song’s Talk Looking at the Host (line 13). 

 
Although a -ketun utterance in questioning and answering is deployed to show affiliation, -ketun can also 

signal disaffiliation. For instance, excerpt (5) is from a conversation between participants on the TV show. In the 
previous sequences, Tay-Kwan Song described how he met his wife for the first time and he talked about the 
episode related to the date. His wife stood him up and then he received a phone call from her. Tay-Kwan Song 
assesses his look and gives a reason that he got a phone call from his wife (line 1). Cin-A Thay reassesses the 
appearance of Tay-Kwan Song in the side sequence (line 4). Tay-Kwan Song denies the assessment of Cin-A Thay 
by using -ketun with a rising tone; at the same time, he expresses his feelings and emotions toward Cin-A Thay 
displaying a dispreferred response as well as disaffiliation (line 6). As seen in Figure 3, Tay-Kwan Song conveys 
his feeling through not only a linguistic device, -ketun, but also non-verbal expressions. Particularly, Tay-Kwan 
Song stares fiercely at Cin-A Thay and even points his finger at Cin-A Thay showing how he gets angry with Cin-
A Thay’s assessment.  

 
Even though Tay-Kwan Song’s epistemic stance is relatively K+ compared to that of Cin-A Thay, Cin-A 

Thay did not accept the previous turn and he reports what he said, arguing that his statement was a compliment (line 
8). In addition, he emphasizes his statement, asking Tay-Kwan Song (line 10 and line 12). As such, they did not 
accomplish congruency; the relatively unknowing recipient does not accept the statement of the relatively knowing 
speaker.  In line 13, Tay-Kwan Song initiates self-repairing and assesses Cina-A Thay’s behavior. As seen in figure 
4, Tay-Kwan Song blames Cin-A Thay by looking at the host and expresses his negative feeling towards Cin-A 
Thay. Accordingly, -ketun utterance in a confrontational situation, functions as an expression of modality which 
presents the speakers’ negative attitudes, feelings, and emotions toward the counterpart. 

 
3.0. CONCLUSION   
 

This study explores the functions of -ketun in naturally occurring conversations. The data indicates that -
ketun functions in establishing an epistemic stance and acts as K+ in conversations, given that -ketun utterances are 
used in giving information. Moreover, -ketun plays a key role in facilitating interactions between interlocutors in 
daily conversation, helping the recipient’s understanding and leading reactions from the recipient. In addition, -ketun 
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functions as showing affiliation and disaffiliation, displaying preferred and dispreferred responses in conversations. 
Especially, in a confrontational situation, the speaker delivers emotional and affective statements. For future 
research, it is necessary to elucidate features of the -ketun utterance from various perspectives. Especially, as non-
verbal expressions such as intonations, facial, and body expressions influence the meaning and functions of 
linguistic resources. Thus, the relationship between prosody, multimodality, and -ketun needs to be investigated. 
 
 
NOTES 
1. In some cases, the speaker may minimize the disaffiliation impact even though he or she reacts with 

dispreferred responses. For example, if the speaker turns down an invitation, the speaker delays a response and 
provides a reason that he or she is not able to accept it. By doing so, he or she builds, maintains, and reinforces 
social solidarity (Anna & Marja-Leena, 2013). 
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APPENDIX 
 
Abbreviation 
 
 
AC  Accusative particle 
AD  Adverbial suffix: adverbializer 
ADM  Admonitive 
AH  Addressee honorific 
APP  Apperceptive sentence-type suffix 
BLN  Blunt speech level or suffix 
CAS  Causative suffix 
CL  Numeral classifier 
CMP  Complementizer suffix 
CNJ  Conjunctive suffix 
COMM  Committal 
DC  Declarative sentence-type suffix 
DEF  Deferential speech level 
DR  Directional particle 
EM  Emphasizer 
ENDER  Sentence/clause ender 
EX  Exclamatory suffix 
FML  Familiar speech level or suffix 
GN  Genitive particle 
hon.  Honorific word 
HT  Honorific title 
IM  Imperative sentence-type suffix 
IN  Indicative mood suffix 
INF  Infinitive suffix 
INT  Intimate speech level or suffix 
NM  Nominative case particle 
NOM  Nominalizer suffix 
PAS  Passive suffix 
PL  Plural suffix or particle 
PLN  Plain speech level or suffix 
POL  Polite speech level, suffix, or particle 
PR  Propositive sentence-type suffix 
PRM  Promissive sentence-type suffix 
PRS  Prospective modal suffix 
PST  Past tense and perfect aspect suffix 
Q  Question marker, i.e., interrogative sentence-type suffix 
QT  Quotative particle 
RL  Relativizer (or adnominal modifier) suffix 
RQ  Requestive mood suffix 
RT  Retrospective mood suffix 
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SH  Subject honorific suffix 
SUP  Suppositive mood suffix 
TC  Topic-contrastive suffix 
TR  Transferentive suffix 
VOC  Vocative particle 
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