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Elementary School Pupils’ Motivation and Affective Variables in Foreign
Language Activities as Related to-Annual Hours of English Instruction

Rieko Nishida

Graduate School, Kansai University
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1. Background

It has been announced by the Ministry of Education, Culture, Sports, Science and
Technology (MEXT), that foreign language activities will be officially introduced to public
elementary schools in Japan in the year 2011. The main purpose of these activities is to
ensure that language education at the elementary school level should be enjoyable: overall
objectives are to foster communication ability through foreign languages, to deepen the
understanding of language and cultures and to familiarize students with the sounds and
basic expressions of English (MEXT, 2008b). The emphasis is on affective factors relating
to students’ willingness to communicate and/or interest in foreign cultures which will be
promoted through foreign language activities. In order to adopt teaching in line with this,
at the time of implementation of foreign language activities, it is suggested that homeroom
teachers (HRT). work collaboratively with language specialists including Japanese teachers

of English (JTE) and assistant language teachers (ALT) whose native language is English



(MEXT, 2008a);:and eventually HRTs are expected-to prepare materials-and lesson plans
by themselves to<make. the activities enjoyable. -Although: it-is: suggested that; HRTs
team-teach with JTEs and ALTs, the number of hours per week and/or semester that
schools are visited by language specialists differs from school to school even in the same
prefecture (Abe, 2009): this point clearly needs further attention, as there has been no
clarification of issues such as the differences between classrooms where homeroom
teachers teach with both JTEs and ALTs and those in which they teach with ALTs alone.
Although foreign language activities are to be introduced, empirical studies associated
with Japanese elementary school pupils. are still limited and there is an urgent need for
further research. In this connection, the present research is concerned with investigating
students’ motivation as well as affective variables, including willingness to communicate
(WTC) and interest in foreign- countries “-" fostering- a -positive attitude: toward
communication and. deepening’ the understanding -of ‘cultures are among the objectives
announced by MEXT and these factors are closely associated with motivation. Motivation
will be emphasized in this study, in addition to other associated factors including anxiety,
perceived competence, as well as a social factor, classroom atmosphere, as previous
research concerning these variables in'language learning indicates they are dssociated with

WTC and interest in foreign countries.

2. Previous Research’ ST L

Motivation and affective .variables, including language anxiety, perceived
competence, willingness to. communicate, attitude and'interest, have been-the subject of
much interest in the field of L2 studies, as they may be predictors of ultimate success in
language learning. Accordingly, there have been decades of extensive research conducted
in‘this area. In a Japanese context, similarly, motivation and affective variables including
willingness to communicate and interest in foreign countries are among the objectives of
‘MEXT, which places an emphasis 'on -communication and deepening the understanding of
another language and culture. '

-+ Conventionally, motivation -has been a subject. of interest in the field-of language
learning studies since the 1960s as it has been found to significantly. influence individuals’
language learning (e.g., Dérnyei, 1990, 1994; Gardner, 1985, Gardner et al; 2004; among
others). Early work was conducted' by-Gardner: and associates ‘in. Canada.. -Gardner
(1985) - conceptualized - the socio-educational model, which . -focuses .on integrative
motivation - the desire to.learn a foreign language in:order to meet-and communicate with
members of the target ‘language community. . Integrativeness includes -integrative

orientation, interest in‘ foreign countries and attitudes. toward.the second ‘language (1.2)



community. Instrumental motivation, on the contrary, is known to be related to more
pragmatic reasons including getting a good job and/or good marks in class, and this
integrative-instrumental dichotomy has, been used. for research in L2 learning (e.g.,
Gardner, 2001, Yashima, 2000; among ~others). . :

. In more recent years, willingness to communicate (WTC) has garned attention in.a
Japanese -context . as the guidelines for . language ‘education . have shifted toward
communication,. focusing, among -other- things, on WTC. Willingness to communicate,
which is defined as “the intention to initiate communication, given a choice”: (Maclntyre,
Baker, Clément & Conrod, 2001, p.369); has become a focus of research and been inclgded
among affective variables concerning L2 learning. Originally, the WTC model proposed
by. Maclntyre, Clément,. Dﬁrnyei, and Noels (1998) postulated that intergroup and
individual differences, motivational propensities as well as situational variables all affect
individuals’ tendency to use L2. In a Japanese context, Yashima (2002) and Yashima,
Zenuk-Nishide and Shimizu (2004) found that international posture affected motivation
that in turn influenced L2 proficiency. In addition, 12 learning motivation affected 1.2
communication competence that.in turn had an influence on L2 WTC. In a study focusing
on children, Kunimoto (2007) reported that the. fifth graders who showed ~greater
enjoyment of time spent in English also scored high in L2 WTC and perceived competence
in L2.

Perceived communication competence is known to be another major factor gaining
attention in L2 learning. Perceived competence refers to “the overall belief in being able
to communicate in the L2 in an adaptive and efficient manner” (Maclntyre, et al., 1998,
p.551).. Perceived communication competence includes two-main components, cognitive
~ and affective, and the latter corresponds to language. anxiety, especially, uncomfortable
experiences when using a second language. In a foreign language context, perceived
competence -has been shown to have a direct influence on L2 WTC, (Yashima, 2002,
Yashima et al. 2004; Nishida and Yashima, 2009a), and is the single most important
influencing factor. , _

In language learning, language anxiety is another major factor consrdered to be
related to language performance in language learning (Horwitz, Horwitz & Cope, 1986; '
Gardner, Day, & Maclntyre, 1992; MacIntyre & Gardner; 1989, 1991, 1994). Maclntyre
" and Gardner, (1991) conceptualized different anxieties specified as trait anxiety, situation
anxiety.-and  situation-specific anxiety (situation-specific anxiety refer.s to .anxiety
experienced-in various.defined situations including public speaking, taking examinations,
participating in foreign language activities, .etc.), -and anxiety was incorporated in a

numbers of studies to measure affect in language learning in domestic studies (Motoda,



2000, 2005; Matsumiya, 2006).

’ Lastly, group dynamics receives attention as the classroom is the place where
students spend most of their time, learning and making friends. It is an inextricable part of
children’s everyday life and language learning, and classroom atmosphere is closely
connected to group cohesion and norms (Dérnyei, 2001). When the classroom is
comfortable, with students showing enthusiasm and enjoyment without hostility or strong
cliques, they are prbbably willing to express themselves and- enjoy L2 lessons.
According to Clément, Dornyei and Noels (1994), group cohesion relates positively to
learning activities that promote learner self-confidence. In a Japanese language classroom,

the homeroom teacher, language specialists (including JTEs and/or ALTs) and the students

~ themselvescreate the classroom atmosphere; ensuring a good classroom atmosphere is a

vital factor as it forms an integral part of language learning for children.

3. Objectives of the Study

To investigate how home-room teachers team-teaching with ALTs alone and with a
combination of JTEs and-ALTs influence motivation and affective variables including
interest in foreign countries, willingness to communicate and other associated factors:
anxiety, perceived competence and perceived classroom atmosphere. The objectives of the

study are:

1) To examine how differences in the annual study hours of English with a combination
of JTE and ALT, and ALT alone influence interest in foreign countries, willingness to
communicate, motivation, perceived competence, and perceived classroom atmosphere

among students learning English.

2) To briefly describe the interest in foreign countries, willingness to communicate,
motivation, perceived competence, and perceived classroom atmosphere among

students learning English according to students’ age and gender.

4. The Study Context

Before introducing the current study, the environment of the study context needs to be
introduced. It must be noted that the study site had started up English activities involving
JTEs' in the year 2006. During the year 2007-2008, when the present study was conducted,
the schools were trying to integrate more hours of English instruction with JTEs; ALTs
have been visiting the middle and upper grades twice annually for nearly 10 years at public

elementary schools in this city.



4.1. The Environment
" The city where the research was carried out has eight public elementary schools and of
these, two elementary schools (School A and School B) were actively involved in

team-teaching with JTEs in addition to the context described in the current study.

Table 1: Demographic Information regarding Annual English Hours

School A ) School B
< 10 Hours Annually > <2 Hours Annually>>
3rd HRT +ALT (2 hours)/ HRT + JTE (8 hours) HRT +ALT (2 hours)
4th HRT +ALT (2 hours)/ HRT + JTE (8 hours) HRT +ALT (2 hours) N
Sth  HRT +ALT (2 hours)/ HRT + JTE (18 hours)* HRT +ALT (2 hours)/ HRT + JTE (8 hours)*
6th HRT +ALT (2 hours)/ HRT + JTE (7 hours) HRT + ALT (2hours)

*Fifth grades were excluded from the analysis as they had different curricula.

4.2. Team-Teaching Style

As shown in Table 1, in School A, an HRT was team-teaching with JTEs for between
approximately 7 and 18 hours annually, and team-teaching with an ALT only twice
annually. In School B, the HRT was team-teaching with the ALT only twice annually. In
the class, some HRTs were actively involved in teaching English, while others. were
observing and learning English from these specialists. Throughout all lessons in the
classroom, the homeroom teachers (HRT) were responsible for classroom control and

language specialists (JTE and ALT) were responsible for language content.

4.3. Curricula Design

The annual curricula and lesson plans that were prepared were based on the
developmental stages of children and followed the guidelines from MEXT and discussions
between the Board of Education of the City and homeroom teachers. The lesson plans
included 15 lesson plans for the middle and upper graders totaling 30 lessons: schools were
not fully ready to integrate 35 hours. Regarding School A, JTEs brought the contents,
which included animals, countries of the world, at school, and what you can do (abilities)
for the 6™ grade. For the 5% grade, they conducted a musical project (see, Nishida &
Yashima, 2009b, Nishida & Yashima, 2010). As the 5" grade was using a different
curriculum, they were excluded from the analysis of the current study. For the
middle-graders, the contents included food, animals and Christmas. For each lesson, lesson
plans focused on word learning, songs, and games such as pelmanism, and listening games
using an electronic whiteboard that allowed students to touch the panel to answer questions.
For word learning, PPT materials were applied with animations using the electronic

whiteboard as a visual aid, to stimulate students’ intellectual curiosity and attention. For



School B, the fifth grade had a special curriculum with the JTE (Nishida, 2008), so the
fifth grade was excluded from the analysis:  For both School A and School B, the ALT
brought the same materials: Alphabet for the upper graders and animals for the middle
graders. - For each lesson, lesson plans focused on word and sentence learning, a song and
games. For upper-graders, the alphabet game called “’U’ are OUT” was included, and
students learned how to say the alphabet by repeating this game. For the middle-grades,
students played a game called “open the window”. The ALT made animal sounds and

tried to explain the differences between Japanese and English sounds.

4.4. Ethical Considerations . _

The questionnaire was carefully structured by the researcher and all items were verified
as suitable by the Board of Education of the City and the school principals. All the items
were worded in a short and precise manner appropriate for -the students’ age and
understanding. Taking into consideration the burden of the questionnaire on' students,
approximately 20-25. items were allowed to be administered to the students. -Students
were told that the questionnaire was not a part of an examination, answers were kept

anonymous and I expressed my thanks to the students on the questionnaire.
5. Method
5.1. Participants

A total of 552 students participated in the study. A detailed breakdown is shown below.

Table2: Demographic Information regarding Schools, Grades, and Gender?

Grades Gender N Grades Gender N’
3 Boys 72 3 Boys 23
Girls 66 ' Gitls 35
" Total 138 _ | Total 58
4 Boys 62 4 Boys 41
’ Girls 69 Girls 31
School A - Total 131 School B Total 72
6 Boys 44 6 Boys 29
‘Girls - 55 Girls - 25
Total 99 Total 54
Total Boys 178 Total Boys 93
Girls 190 Girls 91
Total 368 Total 184

5.2. Procedure
A questionnaire including questions on the learners’ interest in foreign countries,

motivation, willingness to communicate, perceived competence (CANDO), anxiety and



perceived classroom atmosphere® was prepared. The questionnaire was administered by

HRTs in their homerooms.

5.3. Material |

The questionnaire included the following scales: motivation (5 items), interest in
foreign countries (5 items) and anxiety (5 items) modified and developed by Nishida
(2008)4; CANDO (4 items) taken from Butler and Lee (2006) but modiﬁed by Nishida and
Yashima (2009a); scales assessing classroom atmosphere (2 items) were added (Nishida &
Yashima, 2009a) and 2 items measuring WTC were adapted from Yashima (2002) and
Yashima, et al. (2004), (see APPENDIX A). Cronbach’s alpha was as follows: motivation
(0=.85), interest in foreign countries (0=.83), CANDO (0=.72), WTC (0=.82), Anxiety

(0=.60), and classroom atmosphere (0=.71).

6. Analysis and Results

“In order to investigate the objectives of the present study, descriptive statistics and 2
x 2 x 3 Multivariate analysis of variance (MANOVA) were estimated using SPSS ver.16
(see, Table 3 for MANOVA, Table 4 for :descriptive statistics, Graph 1-9 for mean
comparisons). MANOVA was employed in order to address the objectives of the present
study: (1) to examine how annual study hours would influence interest in foreign countries,
willingness to communicate, motivation, perceived competence, and perceptions of
classroom atmosphere among students learning English. As Table 3 indicates, motivation,
interest in foreign countries, anxiety, CANDO, WTC, and classroom atmosphere were
entered as dependent variables to investigate interactional and main effects of schools,
grades and gender. A significant main effect was shown for Séhool A and School B.
Table 3 shows the main effect on most of the variables, and especially strong effects were
shown on CANDO (F(1,540)=81.92, p<.001, multivariate #’ = .13) and WTC
(F(1,540)=38.34, p<.001, multivariate #°=.07)°. CANDO and WTC, as well as the rest
of the variables, including motivation, interest, anxiety, and classroom atmosphere, showed
statistical significance. =~ The interactional effect of school x grades on classroom
atmosphere showed statistical significance: (F(2,540)=16.20, p<.001, multivariate #°=.06).
As interactional effect was observed, an analysis was made for simple main effects of
school and grades on classroom atmosphere. There was no simple main effect for school,
but for grades, statistical significance was observed: (F(2,553)=14.58, p<.001, multivariate
#°=.06). Tukey’s multiple comparison technique for post hoc tests was computed and
revealed -that third and fourth grades showed a statistically higher level of perceived

classroom atmosphere (third, fourth > sixth, p<.001).



Table3: MANOVA: Effects of Schools, Grades and Gender

Independent Dependent Independent Dependent
Variables  Variables df F 'S Variables  Variables df F a°
Schools Motivation 1 9.58* 017 Schools x ~ Motivation 1 2.32 .004
Interest 1 1099* .020 Gender Interest 1 0.05 .000
Anxiety 1 4.48 .008 . Anxiety 1 249  .005
CANDO 1 8192% 132 CANDO 1 0.05 = .000
WTC 1 3834% 066 WTC 1 026  .000
Classroom 1 0.01 000 : Classroom 1 0.18 .000
Grades Motivation 2 947* 034 Grades x Motivation 2 3.74 .014
Interest 2 758%™ 027 Gender Interest 2 1.85 007
Anxiety 2 693" 025 ! Anxiety 2 087  .003
CANDO 2 9.45% 034 CANDO 2 0.88 003
WTC 2 6.25* 023 WTC 2 1.53 .006
Classroom 2 6.96** 025 Classroom 2 2.52 .009
Gender Motivation 1 18.52** 033 Schools x  © Motivation 2 1.67 .006
Interest 1 1.96 004 Grades x Interest 2 0.12 .000
Anxiety 1 1052* 019 Gender Anxiety 2 1.05 004
CANDO 1 16.47* 030 CANDO 2 0.01 .000
WTC 1 0.37 .001 WTC 2 1.36 .005
Classroom 1 8.93* 016 Classroom 2 1.65 .006
Schools x  Motivation 2 5.68* .021 Errors Motivation 540
Grades Interest 2 1.62 .006 Interest 540
Anxiety 2 3.52 013 ] Anxiety 540
CANDO 2 1.18 004 CANDO 540
WTC 2 1.92 007 WTC 540
Classroom 2 16.20** 057 ‘Classroom 540
**<.001 *<.01
Table 4: Descriptive Statistics of School A and School B
Schools Gender | Average " sd Schools Gender Average sd
Boys - 3.43 0.95 ) Boys 3.28 0.99
SchoolA  Girls 3.65 0.94 SchoolA Girls 3.63 0.90
o Total 3.54 0.95 Total 3.46 0.96
Motivation Boys 3.05 os0 | CANDO Boys 256 084
' SchoolB  Girls | = 3.50 0.78 ScthoolB  Girls 287 091
Total .3.27 0.82 Total 2.71 0.89
Boys 3.50 0.98 Boys 3.79 1.07
SchoolA  Girls 3.63 0.95 SchoolA Gifls 3.90 1.09
Interest : Total 3.57 0.96 WIC ) Total 3.85 1.08
Boys 3.24 0.96 Boys 3.23 115
SchoolB  Girls 8.34 0.90 SchoolB ~ Girls 3.19 115
Total 3.29 0.93 Total 3.21 1.15
Boys 2.72 0.89 Boys 3.17 1.21
SchoolA Girls 3.05 0.78 School A Girls 3.42 1.20
Anxiety ) Total 2.:89 0.85 Classroom .- Total 3.30 121
Boys 2.97 0.89 Boys 3.15 1.07
SchoolB  Girls '3.09 0.78 School B Girls 3.42 1.0
Total 3.03 0.84 ) Total 3.28 1.04

*Note: Interest = Interest in Foreign Countries, Classroom = Classroom Atmosphere




Graphs 1-9 show gender and grade comparisons of School A and School B in detail.

Graph1 : Comparison Between School A and
School B
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Graphs1-7: Differences in Motivation, Interest in Foreign Countries, Anxiety, CANDO,
WTC and Classroom Atmosphere between School A and School B




Graph 8: Gender Comparison (Boys) Between School Aand
School B
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MANOVA as well as mean comparisons were carried out in order to address the
objectives of the present study: (2) to briefly describe the interest in foreign couhtries,
willingness to communicate, motivation, perceived competence, and perceptions of
classroom atmosphere among students learning English according to age and gender.
Regarding gender and age differences with respect to motivation, interest in foreign'
countries, anxiety, CANDO, WTC and classroom atmosphere, significant differences were
observed as shown in Table 3. However, the effect sizes were rather weak. Graph 10
shows mean comparisons of grades: the fourth graders showed the highest motivation
(4">3">6™), interest in foreign countries (4">3">6) as well as CANDO (4> 6">3™), the
third graders showed the highest anxiety (3’d>6th 4™) and the highest score for classroom
atmosphere (3>4">6"), and the sixth graders showed the highest WTC (6">4">3").
Gender comparison (Graph 11) revealed that girls showed higher motivation, interest in
foreign countries, CANDO and WTC.

7. Discussion

The current research has yielded some findings regarding differences between the
school having more hours with a JTE and ALT and the school having less hours with an
ALT only, as well as gender and age differences in elementary school students’ motivation,
interest in foreign countries, anxiety, perceived competence (CANDO), WTC and
classroom atmosphere. In particular, the results showed that perceived competence
(CANDO) rose significantly in School A: perceived competence was previously reported
to influence L2 WTC (Yashima, 2002, Yashima et.al, 2004, Nishida and Yashima, 2009a).
Moreover, WTC was higher in School A, so it can be said that increasing annual hours of
English study would seem likely to enhance students’ positive attitudes toward
communication. In School A, in which English study hours were greater and teaching
involved a combination of JTEs and ALTs, students’ affect including motivation, interest in
foreign countries, WTC, and perceived competence rose, while their anxiety seemed to be
lower compared with School B, which had fewer English study hours. As MEXT
recommends that homeroom teachers team teach with language specialists such as ALTs
and/or JTEs, the results shown above indicate that students at schools having more hours
with the combination of JTEs and ALTs will benefit from enhanced motivation, interest in
foreign countries, WTC, and perceived competence, and will feel more comfortable in their
classrooms (classroom atmosphere) as well as having lower anxiety.

The study also showed that the third and fourth grades exhibit higher percelved
classroom atmosphere than the sixth grade. This is perhaps because the younger students

in elementary schools tend to be more excited in the language class which may create a

11



more comfortable classroom atmosphere. However, this point needs further investigation
into why perceived classroom atmosphere differs according to age and in what way the
older students in elementary schools perceive classroom atmosphere in the language
classroom, as perceived classroom atmosphere is a crucial factor for elementary school
students in language learning (see more for Nishida and Yashima, 2009a).

I was also interested in the role of gender and age differences in motivation, anxiety,
interest in foreign countries, and perceived competence, as well as classroom atmosphere.
In a pilot study conducted during 2007-2008, motivation and interest in other countries
were seen to decline with age and girls showed higher motivation and interest. As School
A and School B participated in the study, I was interested in whether or not the data
showed consistency. When compared with the pilot study, similar results were obtained:
the middle graders (3" and 4") showed generally higher motivation and interest. Similarly,
according to Carreira (2006), the study showed decline in students’ intrinsic motivation,
interest in foreign countries, and instrumental motivation according to students’ age
regarding the third, fourth, and sixth grades. The sixth graders had the lowest level of
intrinsic motivation, less instrumental motivation, and were less interested in the third and
fourth grades. Further study is needed in order to clarify why students’® motivation and
affect declined as well as how to motivate students in language learning despite their age.
Though some factors showed decline, the results concerning WIC were particularly
interesting as one of the goals outlined by MEXT is to enhance positive attitude toward
communication, targeting 5 and 6™ grades. In this study, the 6 grades showed the highest
WTC among the three. Although further investigation is needed to clarify this point, the
results seem to be hopeful. '

Regarding gender comparison, girls tended to show higher motivation, interest in
foreign countries, perceived competence, WTC, anxiety as well as feeling comfortable in
the language classroom. Regarding gender differences, similar results were obtained in
previous studies. According to Koizumi and Matsuo (1993), girls achieved higher scores
in attitude and motivation in the 7® grade. ~Carreira (2006) also showed that girls revealed
higher scores in intrinsic motivation, instrumental motivation and interest in foreign
countries than boys. The tendencies in gender differences seem to be consistent among
studies, and perhaps this is because girls become more self-conscious than boys during
elementary school. This means that practitioners need to take special care with boys (see
Nishida 2009 for further studies), as well as some of the other students in the class as they

may not be enjoying and/or feeling comfortable in the language classroom.
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8. Summary

As mentioned earlier, foreign language activity will be officially introduced in the
year 2011, and the goals place great emphasis on motivation and affect, including fostering
communication ability through foreign languages, and deepening the understanding of
languages and cultures. In order to introduce the activities into public elementary schools,
it is recommended that homeroom teachers work collaboratively with JTEs and ALTs to
conduct 35 annual hours of English study, although elementary school teachers will be
expected to teach foreign language activities by themselves at a future date. It is thus
timely to examine how combinations of study hours with JTEs and ALTs with HRTs would
influence students’ affect, and accordingly I conducted this study to show the general
tendencies among public elementary school students. The current study yielded
interesting findings, suggesting that increasing annual hours with the collaboration of the
language specialists including both ALTs and JTEs can enhance motivation and affect

among Japanese elementary school children.

Notes

1) Currently, (in the year 2010), team-teaching with a combination of JTEs and ALTs is
still being carried out by schools under the jurisdiction of the City Board of Education
involved in this study.

2) Results concerning students at School A who have been included in this data had
already been published in Nishida & Yashima (2009a), but are included here to
re-analyze the data for the sake of the research questions in this study.

3) The questionnaire originally included personality factors, however, items for
personality factors were intended for use in examining the inter-relationships among
affective variables, so they were excluded from analysis in this study.

4) Some of the items were confirmed by factorial analysis conducted during the year of
2007-2008 for the pilot study.

5) The effect sizes (°) were estimated and interpretations of the eta squared are:
moderate effect (0.06) and large effect (0.14) according to Cohen (1988, as cited in
Pallent, 2001).
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APPENDIX A : Items of Questionnaire : “X T DT T ATDNWTDOLDHA”

(Motivation)

W, ZOLWhDESTT,

ZNTENLERDTEE, ETHEOLNTY,
ANTERLZLD LTS EEL, BT TnBEEBBNET,
ANTEERRIER, EEFESNL DTY (reversd),
ANTOY I AN E L RNE ST ERAIZ D F T (reversal),

(Interest in other countries)

EMINDLIZIZDNT, LASEBLNET,
ZNTHENRAUELEDTHIER, ENEDTY,

B, ZAnELEIZAT, ANIRETHZWEDTT,
ANTREHESLWF Y L PROT, EWEDTY.
MAZRIZTATHENDT, ANTE2ERRIERFZNWEDTY,

(Anxiety)

ANTOUMNAITELN S ThHEIZL 8 Alreversal),
ANTOUMAKEABNZBTENDE RERFLET.
ZANTOUDAITEARBNRARIZEN S TR A NSRRI E, FFRFLET,
ZNTOUNA. CRADSTEHITEDIE. BTHLNWTT,
ANZOUMAVIERFRFLTET, BASXDTNTLENET,

(CANDO)

CRADRERE. ANT TS TENTEET,

CRADERANIIDNT, ZNTTNIZENTEET,

ANTOUDAITRS /DS S T EINTEXT.
ZOFEADANTOUMAIZRS o/ & (rE AT WAREDIRD) 23T EMNTEET.

(Willingness to communicate : WTC)
BEbEbEXILSBIIRLELET.

P EADBELRELEBEIRBRLELET,
(Classroom atmosphere)
ZNTDYFTADIANEFTZNNEBHNET,
ZNTTIREATVWRZOLWTT,
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B =

FERRICBOTHLEFBOERIEBVWTHLEEEOLY —IRERERERNTHD
TEEEEISERENDLIERY ., BLOMAPBI 2O TETWVD, €D
—5T, FEHEOCY —T7RBEOLICHREN, ELERERITDZLBHDD
B LWV ROV TRIEVHELMICENTHARY, FRINTEAROEEE s
BRFE BEOTHEOWEILLD L. REMIETOFMT 66 ik, GHKE
D & —RBEHEARITN 90%) BV TERFEICHMEREZITV,
R - EREER B LOREALRBA~OBE L | XEFTBRIC @fa%gﬁm@
LOBRIE OV TREShEREREZBET 5, AEOKR., toHBEmCE
EEREHHRNAEVEY, KFEFECBVWTHILDT D ERENL LT, n
alazmh—vaiZBboREN. BlAEY— %/&%ﬁwigﬁ%ﬁ<ﬁﬁ%é
BRIZH D Z LW DhoTz, IHIZAEIOREMRZICEAL T, VA=UFFR b
DBRENTZECBOTIDOL S RADHEKER (backwash effect) 23X VIME S Z
EWGyirots, LLEDOREREZT, ZRHIMIC #5%3%%«@%&%%@@#
BEOCY —T7HRICHEEEZODT L, it%nm¢%ﬁﬁm6@%ﬁ
#%ﬁ@l%‘ﬁ% TBOWTEETHDZ L EET S,

1. Introduction

Learner beliefs have been recognized to bear a significant influence on the process of
learning as well as its achievement (see Bernat' & Gvozdenko, 2005 for a review).
Researchers investigated numerous variables in relation to those beliefs. Recent studies have
examined learner beliefs about language learning for their relationships to factors such as
strategy use (Oxford 1989, Yang 1999), expectations (Yang 1999, White 1999), motivation
(Dérnyei 1990), learner autonomy. (Wenden 1991), achievement (Schommer 1990), language
proficiency (Peacock 1999), personality traits (Ddrnyei 2005) and so on. These factors are
considered as learners' attributes. While the studies have produced important insights about
the nature of those beliefs, they also came to be considered as context dependent (Bernat
2006, Gabillon 2005). For example, Dérnyei (1990)'s study on learner motivations toward
the target language discusses differences of motivation formation between Second Language
Acquisition (SLA) context and Foreign Language Learning (FLL) context, the latter involves
a community in which one or two languages are taught in school as an academic subject and
many. students develop proficiency in them without being much exposed to the target
language community. Similarly, Horwitz (1999) 's study comparing the data of English
learners beliefs from some different cultural environments highlighted several salient
intergroup differences, although she mentions that within-group differences likely account
for as much variation as the cultural differences. The findings of such studies suggest that the
beliefs should be looked into with considering the circumstances in which they are formed,
and that a context-specific approach is important.

This paper focuses of the impact of university entrance exammatlons on learner behefs
in Japan, a typical FLL context. Japanese universities administer selective entrance
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examinations in which English is usually one of the main subjects. In Japan, there exists a
strong and widespread notion that entering top-ranking universities entails achieving a higher
social and economic status. Competitions for entering universities are therefore quite severe,
especially for upper-level students. It is not unusual that the candidates for competitive
universities (most of them are high school students) study English hard especially for the
entrance examinations, for periods that can last for more than a year. This experience may
influence the students' beliefs about English learning. However, although it is often said that
such entrance examination systems distort secondary education in Japan, little empirical
research has investigated to what extent those examinations influence students’ learning.

Watanabe (1993) is one of the studies that examined the backwash effects of entrance
examinations—in other words, how the examinations influenced students' learning.
Comparing the students who entered one college by taking the exam and those who were
excused to take the exam, he reported that the former students had significantly more
frequent use of learning strategies. Berwick and Ross (1989), on the other hand, reported the
negative backwash effects. They investigated university students' motivational aspect toward
English learning and concluded that the students' motivation for English learning hits a peak
in the last year of high school and decreases after the examination.

The content focus of the English examination set by Japanese universities is usually on
grammar and translation from English to Japanese, that is, relatively narrow aspects of
English proficiency with the least communicative value. This tendency has remained
unchanged for decades despite criticism from educators, perhaps because of the ease of the
administration of such tests. However, in English classrooms of higher education, it is often
seen that when students have to read an English text, some students first try to translate it
into Japanese in order to catch its meaning. Such an excessive and ineffective use of
translation strategies in English learning seems partly comes from their experience of
university entrance examinations, although no empirical research has investigated this point
yet.

Why the lack of this line of research? Part of the reason for this seems to be that
numerous studies have measured learner beliefs by the BALLI—Beliefs about Language
Learning Inventory—developed by Horwitz (1985, 1987, 1988). This 34-item questionnaire
has been considered reliable and consequently quite often used for Japanese learner beliefs
research (cf. Sakui and Gaies 1999, H{Lj 2005 and many others). In BALLI, several aspects
of learner beliefs about the language learning process are examined. The primacy of
translation is one of those aspects, expressed by the question if the most important part of
language learning is learning to translate from their native language to their target language.
Interestingly, BALLI contains no. question which asks the opposite way of translation, i.e.
translation from the target language to the native language of the learners. The studies using
BALLI have therefore never investigated to what extent translating from English to Japanese
is regarded as important for the participants.

This paper reports on a study which investigated how learner beliefs about English
learning process are related to the learners' attitudes toward the entrance examination of one
of the top-ranking universities in Japan. The English examination conducted by the
university mainly requires students to translate from English to Japanese and vice versa. As
the university is highly-selective with respect to its admission policy and the pattern of the
abovementioned exam has not been altered for more than thirty years, a number of books
recommending methods to pass the exam have been published, thus before entering the
university, candidates usually study English thoroughly with the help of these books to pass
the examination. For these several years, candidates for two of the ten faculties have also
been required to take a listening test in addition to the translating test.
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On the basis of this tendency, we have prepared the following three research questions:
1) Does the students' attitude toward the exam relate to their beliefs about English learning
process?
2) Are there any differences about learning beliefs between the students who had to take only
the translation tests in this exam and of those who also took the additional listening test?
3) Apart from the entrance examination, under what conditions do the students regard
listening comprehension and oral fluency as relatively more important than other skills in
English learning process?

2. Hypothesis

The current study was designed to respond to the following four hypotheses, of which
the first two correspond to the research question 1, the 3rd to the research question 2, and the
4th, the research question 3.

1) The more the time required for preparing for the English exam, the more the students will
adapt to the examination, in other words, they will Iike the examination.

2) The more the time required for preparing for the English exam, the students will lend
lesser importance to oral fluency and listening comprehension that are not tested in the exam
and least required to attain marks in the translation test.

3) The students who had to take the additional listening test will lend greater importance to
listening comprehension than do the students who were only required to take the translation
test.

4) If the hypothesis 2 is confirmed, the students who have some experiences of English use
other than preparation for the exam will lend more importance to oral fluency or listening
comprehension. '

3. Method
3.1 Participants

A total of 99 students from all the faculties of the university participated in the study.
After eliminating seven clearly incomplete and/or unclear responses and five responses from
junior or senior students, the remaining 87 responses were adopted for this investigation.

The distribution of the participants was as follows: 26 (30%) belonged to the two
faculties which required candidates to take the additional listening test, and 61 (70%) were
from the rest of faculties. With regard to the students' majors, 67 (77%) students majored
humanity course, and 20 (23%) science course. The distribution between sexes was almost
equal: 44 of the students were female and 43 male. Ages range from 18 to 23 (mean=19.1),
but all of the participants were freshmen (67%) and sophomores (33%).

Because the full range of majors was covered, the 92 participants in the study account
for the majority of the students in the university at the time of the data collection.

3.2 Instrumentation ‘

This study involved a questionnaire designed and developed by the researcher. The
questionnaire covers the students' overall attitudes toward the entrance examination,
including questions about whether they favored the exam and why, the time required for
preparing for the English exam, their previous experiences with English use, and their beliefs
on the skills they consider as important when learning English. It consisted of two types of
questions: five-point Likert scales, and closed sets of categories (see Appendix.)

The questionnaire was designed to determine the students' self-awareness of the
following aspects;

(1) Attitudes toward the entrance examination
The time required for preparing for the exam, the students' perception of how their English
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skills had improved by the experience; as well as whether or not they liked the exam and
the reasons why. - ' ‘

(2) Students' beliefs about English learning process
Their beliefs about six English skills in English learning process, expressed through the
question in which they had to rank according to importance they lend to each skill, as well
as their beliefs about acquiring appropriate pronunciation in English learning process.

(3) Their previous experiences with English use :

Their experiences other than studying English at high school or for preparation for the
exam; for example, watching TV or films in English, interacting with NSs, going to an
English Conversation Schools, etc. : S

Prior to carrying out this survey, an earlier version of the questionnaire was
pilot-studied for the twenty-three freshmen from the same university, who are not the
respondents of the present study, followed by an interview about the questionnaire. The pilot
study was performed during 29-30 March, 2010. The results showed that some questions
were constructed in a misleading fashion. For instance, the question “Select the skills you
think are important when learning English.” was intended to measure their beliefs about the
priority of each English skill that should be focused on the English learning process. Most
students, however, marked only the skills they wished to improve at the time of answering
the questionnaire. The question was then rephrased as “Rank the English skills listed below
according to how much you regard them as being important when learning English. Rank
them on a scale from 1-6.” in order to ensure that the participants selected not only some of
the skills they were interested in at the time of the data collection, but all the skills, in order
to examine their beliefs about the importance of each of the skills.

3.3 Procedure

Data was collected during the first two weeks of the first semester at the university. The
final version of the questionnaire was administered to the participants by the researcher at
three English classes that the students were required to take by the university. Data was also
collected from some students recruited by the researcher. General instructions were
announced, including how to answer the question items. They were instructed to provide
answers to all the questions within 15 minutes.

5. Results ;
5.1. Attitudes toward the entrance examination

The first 5 questions asked the students' attitudes toward the entrance examination. In
terms of the length of preparation, 40 (47%) students prepared less than 6 months for the
entrance examination, whereas 47 (53%) more than 6 months. The majority of the
participants (94.3%) answered that their English proficiency has improved because of the
experience. Only a weak correlation (+=+0.25) was found between the time they spend
preparing for the exam and their self-assessment of improvement. Students' liking for the test
was measured by the third question "How much do you agree with the following statement?
The English test of the entrance exam of this University is a good one". If they strongly
agreed or agreed with this statement, then it means that they liked the English test. In order to
assess the hypothesis 1, data was divided into two groups according to the period spent for
preparation; less than 6 months and 6 months or more. Because the population did not follow
the Gaussian distribution, a non-parametric test, namely, Fisher's exact test, was applied for
the analysis (two-sided p values were used). After conducting a Fisher exact test, a
significant difference in terms of liking for the test was found between the two groups, as is
shown in Table 1. The results suggest that if the time for preparation is more, the more likely
they adapt to the examination. Thus the hypothesis 1 was confirmed.
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Table 1: Length of preparation and the students’ liking for the English exam

Length of preparation | liked the English exam disliked the English exam

6 Months - 26 (76.5%) 8 (23.5%)

6 Months or + 33 (94.3%) 2 (5.7%)

Fisher's exact test p<0.05

5.2. Students' beliefs about English learning process
5.2.1. The skills the students regard as important in the learning process

The question was divided into six categories pertaining to English skills (reading
comprehension, translating from English to Japanese, translating from Japanese to English,
writing, oral fluency, listening comprehension), which the students were asked to rank on the
basis of the importance they lend to each skill when learning English. The six skills contains
four items that are officially emphasized at the secondary education (oral fluency, listening
comprehension, reading and writing skills) in addition to the both directions of translation
skills that obviously are needed in order to pass the entrance examination. This question was
designed in a matter that ensured that the respondents did not rank every skill as being
equally important because the importance of each skill is not independent, particularly when
preparing for the entrance exam in a limited period of time.

Results to this question are presented from Tables 2 to 7. The ranking was divided into
two groups; top 3 ranks, meaning that the category was put greater importance, and bottom 3
ranks, less importance. This arbitrary distinction was unavoidable for investigating the subtle
differences of learner beliefs. The values in the tables represent the frequency of the students.

According to Fisher's exact tests, no relation ‘was found between the length of
preparation and the students’ relative importance for the translation skills. On the other hand,
the relative importance lent to oral fluency was found to be significantly less for the group
that had longer period of preparation (p<0.05). The hypothesis 2 was hence partly confirmed:
the more the time required for preparing for the English exam, the students will lend lesser
importance to oral fluency that is not tested in the exam and least required to attain marks in
the translation test.

Table 2: Translation from English to Japanese

Length of preparation | Bottom 3 ranks | Top 3 ranks

6 Months - 33 (80.5%) 8 (19.5%)

6 Months or + 31(67.4%) 15 (33.6%)

Fisher's exact test non-significant

Table 3: Translation from Japanese to English

Length of preparation | Bottom 3 ranks | Top 3 ranks

6 Months - 36 (90.0%) 4 (10.0%)

6 Months or + 37 (78.7%) 10 (21.3%)

Fisher's exact test non-significant

. Table 4: Oral fluency

Length of preparation | Bottom 3 ranks | Top 3 ranks

6 Months - 7 (17.5%) 33 (82.5%)

6 Months or + 19 (40.4%) 28 (59.6%)

Fisher's exact test p <0.05
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Table 5: Listening comprehension

Length of preparation

Bottom 3 ranks

Top 3 ranks

6 Months -

9 (22.5%)

31(77.5%)

6 Months or +

18 (38.3%)

29 (61.7%)

Fisher's exact test non-significant

Table 6; Writing

Length of preparation | Bottom 3 ranks | Top 3 ranks
6 Months - 20 (50.0%) 20 (50.0%)
6 Months or + 22 (46.8%) 25 (53.2%)

Fisher's exact test non-significant

Table 7: Reading comprehension

Length of preparation

Bottom 3 ranks

Top 3 ranks

6 Months -

13 (32.5%)

27 (67.5%)

6 Months or +

14 (24.6%)

33 (76.4%)

Fisher's exact test non-significant

5.2.2. The influence on the beliefs about English learning process by the additional
listening test ‘

As mentioned in the section 1, the candidates for two faculties of the University are
required to take an additional listening test. It is expected that those who had to prepare for
the listening test will lend greater importance to listening comprehension than do the students
who were only required to take the translation test. That was our hypothesis 3.

Tables 8-13 show the differences of the beliefs between the students who took the
additional listening test (ALT) and the students who did not take the listening test. Contrary
to the expectation, no significant difference was found with regard to the relative importance
of listening comprehension, which means that the hypothesis 3 was not confirmed. However,
interestingly, it was found that the students with the additional listening test lent greater
importance to translation skills. Further, an extremely significant difference was found with
regard to oral fluency, suggesting that those who took the ALT lent lesser importance to
acquiring oral fluency than did the students without the listening test.

Table 8: Translation from English to Japanese

Additional Listening Test (ALT) | Bottom 3 ranks | Top 3 ranks
Without ALT 49 (80.3%) 12 (19.7%)
With ALT 14 (53.8%) 12 (46.2%)

Fisher's exact test p <0.05

Table 9: Translation from Japanese to English

Additional Listening Test (ALT) | Bottom 3 ranks | Top 3 ranks
Without ALT 55 (90.2%) 6 (10.8%)
With ALT 18 (69.2%) 8 (30.8%) .

Fisher's exact test p <0.05
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Table 10: Oral fluency

Additional Listening Test (ALT) | Bottom 3 ranks | Top 3 ranks
Without ALT 11(18.0%) 50 (82.0%)
With ALT 19 (63.3%) 11 (36.7%)

Fisher's exact test p <0.001

Table 11: Listening comprehension

Additional Listening Test (ALT) | Bottom 3 ranks | Top 3 ranks
Without ALT 18 (29.5%) 43 (70.5%)
With ALT 9 (34.6%) 17 (65.4%)
Fisher's exact test non-significant
Table 12: Writing
Additional Listening Test (ALT) | Bottom 3 ranks | Top 3 ranks
Without ALT 25 (41.0%) 36 (59.0%)
With ALT 17 (65.4%) 9 (34.6%)
Fisher's exact test p <0.10
Table 13: Reading comprehensioh
Additional Listening Test (ALT) | Bottom 3 ranks | Top 3 ranks
Without ALT 22 (36.1%) 39 (63.9%)
With ALT 14 (29.8%) 33 (70.2%)

Fisher's exact test non-significant

5.3. Previous experiences with English use

The students' previous experiences with English use were expressed by the eighth
question of the questionnaire. Among various experiences, their having been going to
English conversation schools was found to influence the students' beliefs about English
learning process. The results in Tables 14—16 suggest that compared to the students who had
never been to such schools, those who had been to the schools were likely to consider oral
fluency and listening comprehension to be relatively more important, although the data was
not strong enough to provide statistically significant differences between the two groups. On
the other hand, a highly significant difference was found in terms of reading comprehension
between the two groups, indicating that those who have been to such school regarded reading
comprehension less important than other skills.

Table 14: Oral fluency

English conversation schools | Bottom 3 ranks | Top 3 ranks
Yes ' 2 (11.8%) 15 (88.2%)
No 24 (34.3%) 46 (65.7%)

Fisher's exact test p <0.10

Table 15 Listening comprehension

English conversation schools | Bottom 3 ranks | Top 3 ranks
Yes 2(11.8%) 15 (88.2%)
No 24 (34.3%) 46 (65.7%)

Fisher's exact test p <0.10
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Table 16 Reading comprehension

English conversation schools | Bottom 3 ranks | Top 3 ranks
Yes 10 (58.8%) 17 (41.2%)
No ’ 17 (24.3%) 33 (75.7%)

Fisher's exact test p <0.01

6. Discussion & Conclusion

The purpose of this study was to provide a case-study that examines how learner beliefs
about English learning proeess are related to the learners' attitudes toward a highly selective
entrance examination. By means of a questionnaire, some interesting findings were shown.
First, the students' attitudes toward the entrance examination were approached. From the
results 5.1, we have found that the time spent for preparing for the exam affects students'
liking for the English examination, in other words, students' adaptation to the
translation-oriented test. Also, from the results 5.2, it was found that the time required for
preparing for the exam correlated with the students' beliefs about English learning process: if
the time spent for preparing for the exam was more, acquiring oral fluency was given
relatively lesser importance than other English skills.

These results are of importance in two disciplines: one of them concerns issues about
articulation of secondary and higher education. Considering the fact that the Japanese
National Curriculum for English, which has powerful impact on teachers in Japan, has
stressed on developing students' communicative competence during secondary education for
those ten years, and that oral fluency is one of the most important skills for the competence,
the results represent the negative backwash effect by the university entrance examination.
The findings may provide an empirical reason to state that there is much room for
improvement in this system.

The second discipline is learner beliefs research: the findings suggest that the students’
adaptation to the entrance examination affects their formation of their beliefs about the
English learning process. As we have seen, it was found that the longer the students spend
for preparing for the exam, the more they had to adapt to the translation test, by which most
of them feel their English skills to have improved. For the candidates who had to study
especially for the exam for a longer period, the relative importance of oral fluency decreased.
It is reasonable to assume that, for them, oral fluency was only a skill that did not contribute
to passing the English examination. In other words, the university entrance examination
system has channeled those learners' beliefs about English learning into a narrower
instrumental focus. : ,

The study then investigated whether the additional listening test functions to reduce the
abovementioned negative backwash effects. The results 5.3 showed, however, that the
relative importance of listening comprehension was neither increased nor decreased for the
students with the additional listening test. Further, when other skills of English were
concerned, those students lent greater importance to. translation skills, the skills needed to
pass the entrance examination, and relatively lesser importance to acquiring oral fluency. The
additional listening test seems to have inclined the students to lent greater importance to the
translation. It must be noted here that the additional listening test has been said to be
considerably difficult. As the test has been only recently added and no reference materials
has been available, which train students to clear the test. Information about the scores that
can be gained from this section is also unknown. Therefore, it is reasonable to speculate that -
the candidates for the test were aware of the difficulty to build up a lead on the ALT, so that
they put more effort in improving their translation skills, for which a number of ways of
training is available, in order to surely attain marks in the examination. There could be many
plausible explanations for the findings, but this interpretation was supported by some

26



students who experienced the examination, in personal communication.

The most important implication from the findings is that an additional listening test may
not necessarily make the candidates believe that acquiring listening comprehension matters
in English learning process. Considering ‘the significant relationships between learners
beliefs and learners use of strategies which have been claimed by numerous studies (Yang,
1999 and many others), it is inferable that the additional listening test might also have
shortened the students' selection of strategy use. The finding that most of the students felt
their English skills have improved because of the translation-oriented test seems to support
the inference. It seems natural that those students try to continue practicing translation when
they learn English after entering the university, believing that their English skills will
improve by translating. However, further empirical research about how translation is actually
carried out by these students and its effects on their learning are required before any
generalization is made.

Finally, we investigated the conditions in which the students believe that listening
comprehension and oral fluency to be relatively more important than other English skills.
Results 5.3 suggest that the negative backwash effects on oral fluency and listening
comprehension might be avoided for the students who have been to English conversation
schools, although reading comprehension was considered of much less importance by those
students. Leaving aside the fact that those who have been to such schools are originally
motivated into oral conversation, it is still suggested that taking practicing conversations as
guided at such schools may encourage students into acquiring communicative competence of
English, despite longer period of preparation for the translation-oriented test. However,
further research is obviously required as well. :

7. Limitation of the study

The students participated in this study was freshmen and sophomores. Although they
usually did not declare that they had any difficulty remembering their experiences of
preparation for the entrance examination, the time elapsed since the examination to when
they conveyed their responses differed among participants, from a few months to more than a
year. It should be noted that a survey that targeted only freshmen might have produced more
accurate data.

Note

1) I would like to thank the anonymous reviewers for their valuable comments and useful
suggestions. All remaining errors and omissions are of my own.

2) This is a slightly revised version of a paper presented at 50th commemorative conference
of the Japan Association for Language Education & Technology, Yokohama Science Frontier
High School, Yokohama, 3-5, August 2010. ~
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Appendix: The Questionnaire

1. When you were preparing for the entrance exam, how long did you intensively studied
English especially for the entrance exam of this University?

(note: "intensively study English especially for the exam" means for instance taking special
courses for the exams of this University at preparation schools, studying the past exams of
this University, etc.)

-Less than a month
-2 to 3 months

-3 to 6 months

-6 to 12 months
-More than a year

2. By the experience mentioned in the question No.1., how much do you believe your skills
of English have improved?

-Very much

-Much

-Neither much nor little
-Little

-Very little

3. How much do you agree with the following statement? The English test of the entrance
exam of this University is a good one.

-Strongly Agree

-Agree

-Neither Agree nor Disagree
-Disagree

-Strongly Disagree

5. If your answer to question No. 3 is Strongly Agree or Agree, which is the reason for that?

a) Because it tests general English skills

b) Because it tests both the English and the Japanese skills

c) Because it tests how much the candidates are educated

d) Because it tests the candidates' ability to think )

e) Other ( )

5. If your answer of question No. 3 is Neither Agree nor Disagree, Disagree or Strongly
Disagree, which is the reason for that?

a) Because it tests only limited parts of English skills

b) Because it test the Japanese skills

¢) Because it tests how much the candidates are educated

d) Because it tests the candidates' ability to think

e) Other ( )
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6. Rank the English skills listed below according to how much you regard them as being
important when learning English. Rank them on a scale from 1-6.

Reading comprehension

Translating from English to Japanese
Translating from Japanese to English
Writing

Oral fluency

Listening comprehension

SN N N N N
R W 2 N

7. Have you ever lived in a foreign country?

Yes (Country: period: when you were  years old.)
No

8. Have you ever engaged in the following activities?

a) Interacting with Native Speakers (The period: )
b) Reading books and press in English (Title : ) _
¢) Watching TV and films in English (Title : ‘ )
d) Going to English conversation schools (The period :
)
¢) None
Your faculty: ( )
Academic Year: ( )
Age: ()

Gender: Male Female
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- Use of Listening Strategies in an Academic Setting by Japanese
University Students of EFL

Michiko UEKI (Graduate School,: Kansai. University)
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1. Introduction

Studies on listening are now attracting growing interest due to drastic changes taking
place in the Japanese national curriculum for foreign languagé teaching. Since the Ministry
of Education, Culture, Sports, Science, and Technology (MEXT) announced an “Action Plan
to Cultivate Japanese with English Abilities” (MEXT, 2002), teachers of English at
secondary schools have been encouraged to use English as a medium of instruction in
classrooms. Also, with a rapid globalization in Japanese tertiary education, college
instructors have been encouraged to use English as a medium of instruction in their classes.
These changes have kindled interest in studies not only on the process of EFL listening
comprehension, but also on the students’ use of strategies in listening.” However, studies on
the latter issue are still scarce, and among them, those focusing on academic settings are very
rare (Flowerdew & Miller, 1995).

This paper thus attempts to describe the use of listening strategies by Japanese
university students of EFL in an academic setting. The research consists of two studies: 1)
Study 1, in which the use of listening strategies is to be examined in an academic setting by
looking at strategy types and the purposes of their use, according to participants’ proficiency

levels; and 2) Study 2, in which the use of listening strategies is to be examined with a
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material that is more difficult than that used in Study !, to confirm material difficulty

influences strategy use.

2. Literature Review
2.1 Review of research on listening comprehension process

Listening comprehension has received considerable attention from applied linguists
since listening plays a critical role in language learning (e.g., Feyten, 1991). It is generally
understood today that there are two principal processing models for listening comprehension.
A first processing model was presented by Anderson (1983). He proposed three interrelated
and recursive processes: perceptual processing, parsing, and utilization. Based on this
three-stage language processing model, O'Malley, Chamot, and Kupper (1989) described a
hierarchical order of listening strategieé. Although several studies (e.g., Goh, 1998) share this
perspective, recent research has posed a question to it (Graham & Macaro, 2008). In their
study, Graham and Macaro (2008) claim that listening comprehension is a more complex
process than the linear process proposed by Anderson (1983).

A second processing model is a combination of top-down and bottom-up processing.
In top-down processing, learners use background knowledge to understand the meaning of a
message. In bottom-up processing, on the other hand, learners use linguistic knowledge, such
as lexical and grammatical knowledge, to understand the meaning of a message. However,
recent studies revealed that listening comprehension is neither top-down nor bottom-up
processing, but consists of interactive processes where listeners use both background
knowledge and linguistic knowledge interchangeably in understanding messages (e.g., Field,
2004).

In addition, both processing models suggest that the process of listening
comprehension process deeply involves the human memory mechanism. Therefore, it is
assumed that knowing how to manage one’s own memory capacity has a significant role in

listening comprehension (Vandergrift, 1999).

2.2  Review of listening strategy research
2.2.1 Listening strategy research and learning context

Although research has expanded in recent years, the number of studies on listening
comprehension has been relatively small, and the range of studies on listening strategies is
even more limited (Macaro, Graham & Vanderplank, 2007). Furthermore, L2 listening
strategy studies are heavily SL-oriented. Although studies conducted in FL settings have
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increased recently (Chien & Wei, 1998; Graham & Macaro, 2008), their small number is still
conspicuous. The same is true with the Japanese EFL context. Studies on listening strategies
conducted in the context are limited. Moreover, what studies we have focused mainly on
listening strategy training (Mizohata, 2003; Ozeki, 2000), and the strategies taught to
learners in these studies were selected based on the results of previous studies conducted in
SL settings or on the researchers’ own teaching experiences. However, note that the
strategies used by Japanese EFL learners are considered to be different from those used by
SL learners, since strategy use is heavily affected by cultural differences and the context of
learning (e.g., Takeuchi, 2003). Thus, it is a less than ideal situation for Japanese EFL

learners to be taught strategies that are proved to be effective in SL settings.

2.2.2 L2 proficiency levels and listening strategy use

As Gu (1996) points out, strategy use varies according to a learner’s age, gender, L2
proficiency levels, learning style, motivation, cultural differences, learning contexts, and the
given language tasks. Among these factors, learners’ proficiency levels in L2 are considered
to be the most influential factor on their strategy use in listening (e.g., O’Malley et al., 1989;
Young, 1997). The majority of listening strategy studies thus has compared strategy use by
highly proficient learners with that of less proficient learners and showed that highly
proficient learners use metacognitive strategies and a wider range of strategies than do less
proficient learners (e.g., O'Malley & Chamot, 1990). It has also been reported that highly
proficient learners tend to employ strategies in combination (e.g., Field, 2004). In contrast,
less proficient learners tend to use fewer metacognitive strategies and fewer strategies in
combination (e.g., Vandergrift, 1998). These notable characteristics, however, are reported
mostly by the studies conducted in SL settings (e.g., Vandergrift, Mareschal, Tafaghodtari.,
2006). Studies thus should be conducted in FL settings, too.

Another important point is that most listening strategy studies use conversational
materials in order to examine learners’ strategy use. However in academic settings, there is a
possibility that learners employ strategies which are different from those used in
conversational settings as Flowerdew and Miller (1995) imply. Therefore, more listening

strategy studies focusing on academic settings need to be conducted.

2.3 Data collection procedures for listening strategy research
Since most of listening strategies are unobservable, collecting data has been a

challenge to researchers. Some listening strategy studies have adopted a think-aloud
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procedure for data collection. In the think-aloud procedure, a researcher stops the tape being .
listened to in the middle of listening and asks participants to verbalize their thoughts
(Vandergrift, 2003). Although this procedure has been used at the outset in identifying
strategies (e.g., O'Malley et al., 1989; Vandergrift, 1998), Ericsson and Simon (1987) claim
that “think-aloud procedure is an unsuitable method, especially for studies involving
listening” (p.244). The reason is that the think-aloud procedure requires not only real-time
attention demands for processing, but also additional attention for verbalization. Therefore,
the data are said to be collected in an unnatural environment with this method. Macaro et al.
(2007) also argue that learners cannot perform the task well or use strategies successfully
since the procedure is a highly demanding cognitive activity for learners. It is thus safe to say
that the think-aloud procedure has crucial limitations in studies on listening strategies.

Because of the limitations of the think-aloud procedure, alternative methodology, such
as the retrospective interview (e.g., Chien & Wei, 1998), questionnaires (Mizohata, 2003;
Ozeki, 2000) and diaries (Fujiwara, 1990), were introduced. With these methods, data is
collected after listening. Learners are thus able to provide data without interruptions.
However, the data collected through those methods have often been criticized for lower
reliability due to the time lag between listening and reporting (Macaro et al., 2007).

Although Cohen and Scott (1996) suggest that every data collection method contains
both advantages and disadvantages, the data collection methods that have been employed in
the field of listening strategy research seem to have more disadvantages than advantages. It is
thus necessary to introduce an alternative procedure in order to offset as many disadvantages

as possible.

3. Studyl
3.1 Purpose of Study 1

The purpose of Study 1 is to examine the use of listening strategies by Japanese
university students of EFL in an academic setting. More specifically, the author first
examines the participants’ purposes for strategy use. She then closely investigates the use of

strategy, according to the purpose of strategy use and the participants’ proficiency levels in
English.

3.2 Definition of listening strategies

The author would like to broadly define listening strategies as below by integrating the
definitions proposed by O’Malley and Chamot (1990) with those proposed by Cohen (1998)
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and Takeuchi (2003): “Listening strategies are all of the actions consciously taken by
learners, i.e., planning and optimizing methods that address input in a specific listening
task.” In this definition, neither the use of social strategies nor affective strategies is included.
This is because both strategies were rarely reported by the participants in the pilot study.
Therefore, social and affective strategies are excluded from the definition of listening
strategies for the present study.
To categorize listening strategies reported by the participants, the author adopted the
taxonomies by O’Malley and Chamot (1990) and Oxford (1990):
a) Cognitive strategies: strategies which operate on processing and manipulating input in
listening tasks (e.g., reviewing, inferencing, elaborating, and L1 translating)
b) Metacognitive strategies: strategies which function beyond, beside, or with cognition, to
coordinate and regulate the learning process (e.g., planning, selective attention, and

comprehension monitoring).

3.3 Participants

Eight Japanese university EFL students (four males and four females) participated in
Study 1. They were divided into two groups of four people: the higher-proficiency (TOEIC®
800-900) and the lower-proficiency (TOEIC 300-400) groups. No participants had been

abroad to study English for more than three months.

3.4 Material

The material used for this study was one of the lectures from Academic listening
strategies—A guide to understanding lectures (2005) published by the University of
Michigan Press. The lecture, “English in today’s research world,” was selected as the
material for Study 1 according to the following three criteria: (a) the recording is authentic;
(b) none of the participants has much prior knowledge about the topic; and (c) there are not
any noticeable accents in the lecturer’s English. In order to measure the difficulty of the
material (the difficulty of the text of the lecture), the Flesch-Kincaid readability and words
per minute were calculated (readability=75.8; WPM=66). Furthermore, the text’s difficulty
was subjectively measured on a five-point Likert Scale by the participants. The results of the
questionnaire showed that the text level was easy for the higher-proficiency group (average
score=1.25). On the other hand, the text was relatively difficult for the lower-proficiency

group (average score=3.5).
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3.5 Data collection

As mentioned in 2.3, several limitations have been identified with regard to data
collection methodologies in previous listening strategy studies. To offset these limitations, a
stimulated recall procedure (Gass & Mackey, 2000) was introduced in this study. The
theoretical foundation for a stimulated recall relies on the information-processing approach,
where the use of and the access to memory structures are enhanced, if not guaranteed, by a
prompt that aids in the recall of information. A checklist and the notes taken by each
participant were used as cues in the interviewers to stimulate the participants to recall what
strategies they had used, and how and why they had used them during the listening task. The
checklist consisted of 24 items, and developed by the author based on the strategies collected
through literature review and the result of the pilot study. Another stimulus was the notes
which had been taken by each participant during the listening task. The participants were
encouraged to take notes, either in L1 or L2, during the task.

After the listening task, participants were asked to fill out the checklist. Then, a
stimulated recall interview in L1 was conducted with each participant, with the cues
mentioned above being provided by the author. All the interviews were recorded and later
transcribed by the author. In the participants’ protocol data, a total of 335 comments were
identified as listening strategies according to the definition in 3.2. These strategies were first
categorized into the following four groups according to the purpose of the strategy use as

identified in the interviews:

Category A) Strategies used for a compensatory purpose: strategies used for making up for
gaps in learners’ understanding

Category B) Strategies used for a confirmatory purpose: strategies used for. confirming

learners’ understanding or comprehension

Category C) Strategie.é used for an elaborative purpose: strategies used for deepening the
learners’ understanding of the contents, such as connecting information with
their prior knowledge.

Category D) Strategies used without any specific purpose: strategies lacking any specific

intention for their use
To minimize the effects of subjectivity in categorizing data, the inter-rater reliability

was confirmed: The inter-rater reliability for this coding was 86.5%. Strategies under each

category were then divided into two types, following the taxonomy system by O’Malley and
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Chamot (1990) and Oxford (1990): Metacognitive and cognitive strategies. They were also
analyzed in terms of the combinations of these two strategy types. The inter-rater reliability
for this coding was 88.8%.

3.6 Results & Discussion
3.6.1 General findings

Table 1 shows the percentages of strategy use according to both (a) the four categories
of the purposes and (b) two types of strategies and their combinations. The results indicate
that the participants often chose to use a single type of strategy, especially cognitive
strategies in Categories A and D. At the same time, they often chose to use more than one
strategy in Categories B and C. These results show that the purposes of the strategy use seem

to have influenced the choice of strategy types and their combinations.

Table 1.
Percentages of strategy use (HP and LP groups combined) according to the four categories
of purpose and the two types of strategies and their combinations. ‘

Category A: Category B: Category C: Category D:

Compensatory ~ Confirmatory ~ Elaborative Without any
purpose purpose purpose specific purpose
Cog (single) 7 56.9% 18.1% 14.6% o 61.0%:
Meta (single) TTSRAY 19.1% 9.4% “30.5%
Cog-Meta (combination) 0% 37.9% - AL T% 3.4%
Cog-Cog (combination) 18.6% 19.1% 19.8% 5.1%
Meta-Meta (combination) 0% 6.4% 14.6% 0%

Note. Cog = Cognitive strategies; Meta = Metacognitive strategies

In order to investigate the influence of the purposes of strategy use and the
.participants’ proﬁcienc’y levels, the author categorized strategies by their purposes and by the
participants’ proficiency levels in English. Table 2 shows the comparisons between the
higher-proficiency (henceforth HP) group and the lower-proficiency (henceforth LP) group
in the numbers and the percentages of the strategies serving each purpose. A chi-square test
was conducted on the frequency of stratégy use between the HP group and the LP group for
each purpose. In order to control for Type 1 error, the Bonferroni adjustment was applied to
the analysis. The analysis revealed that significant diﬁerences existed between the HP and
the LP groups in the use of strategies in Categories A-D. Similarly, the effect size (Cramer’s
V) was large enough to support the existence of the differences. These statistical findings
indicate that the HP group used strategies more often for confirmatory purpose (Category B)
and elaborative purpose (Category C), while the LP group used strategies more frequently for
a compensétory purpose (Category A) and without any specific purpose (Category D).
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Table2. , : .
The Comparisons of the Frequency of the Strategies in Each Purpose Between the HP and
the LP Groups

HP group LPgroup  x? Cramer's V*
Category A: Compensatory purpose 22 (12.5%)  64(40.2%)  33.7 2.05
Category B: Confirmatory purpose 63 (35.8%)  31(19.5%) . 11.0" . 1.17
Category C: Elaborative purpose 79 (44.9%)  17(10.7%) 47.8" 2.44
Category D: Without any specific purposes 12 (6.8%) 47(29.5%) 29.8  1.93

Notes. ﬁp <.01 with Bonferroni adjustments, ® The effect size was estimated
For further investigation, in the following four sections, the author examines the

strategy use for each purpose.

3.6.2 Strategy use in the compensatory-purpose category

Table 3 shows the frequency of strategy use for the compensatory purposes by the
participants of the HP and the LP groups. The data indicate that the participants in the LP
group used strategies more often—especially those belonging to the cognitive
category—than did the participants in the HP group. Moreover, participants of the HP group
did not use strategies for this purpose very often. These findings corroborate the findings

reported in 3.6.1.

Table 3.
The Frequency of Strategy Use in the Compensatory-Purpose Category by the HP and the
LP Groups

HP group (n =4) LP group (n=4)

_Cog
Elaborating ' 4 (18.2%) 11 (17.2%)
Inferencing 2 (9.1%) 6 (9.4%)
Highlighting : . 3(13.6%) 2 (3.1%)
L1 Transferring 0 4 (6.2%)
L1 Translating ‘ 0 4 (6.2%)
Omitting(i.e., skipping unknown L2 words or phrases) 0 7 (11.0%)
Rehearsaling(i.e., repeating a word or phrase in one’s mind) 0 6 (9.4%)
Meta
Selective attention : L 6 (27.3%) 4 (6.2%)
Self-concentration monitoring 1 (4.5%) 10 (15.6%)
~Cog — Cog | ’
Elaborating — Reviewing , 4 (18.2%) 4 (6.2%)
Elaborating — Omitting 0 5 (7.8%)
Inferencing — Reviewing 2(9.1%) 1 (1.6%)
Total 22 64

Note. Cog = Cognitive strategies; Meta = Metacognitive strategies

An analysis of interview protocol data showed several differences between the two
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proficiency groups. For example, “elaborating” was the most popular strategy among the
participants both in the HP and the LP groups. The method for using the strategy, however,
seems to be different between the two groups. As shown in Excerpt 1, Participants in the HP
group used “elaborating” by connecting information with the contents from previous parts of
the lecture. The participants in the LP group, in contrast, used “elaborating” very often by
connecting information with their own background knowledge (see Excerpt 2) which

corresponds to previous research findings (e.g., Field, 2004).

Excerpt 1: I tried to understand the content that was unclear by recalling the
first part of the lecture. |

Participants HP-T6 (Translation is mine)

Excerpt 2: [ tried to search for something in my memory whenever I was

unclear on points.

Participant LP-N10 (Translation is mine)

Another finding is that certain strategies belonging to the cognitive category, such as
“L1 transferring,” “L1 translating,” “omitting” and “rehearing” were found only in the data
of the LP participants. This finding is in line with the previous L2 research findings (e.g.,
Young, 1997). Excerpt 3 shows a well-described example of the use of “omitting” in the LP
group.

Excerpt 3: I was too busy to cope with every unclear thing I heard. So, I... 1
sometimes ignored some of them on purpose. Otherwise, I would not have
been able to keep up with the listening task.

Participant LP-O12 (Translation is mine)

As can be seen in Excerpt 3, participants in the LP group had difficulty in handling all
of their problems at the same time. A major reason behind this difficulty may be that the
cognitive resources of the participants in the LP group were used up for processing L2 input
from listening, since a lot of input had come at them continuously.

Overall, a small number of the use of compensatory strategies was reported by the
participants of the HP group. Considering the text difficulty level that was used in Study 1, it
is reasonable to say that HP participants did not have much chance to use strategies to
compensate for their lack of understanding, since it was easy for the participants in the HP

group to comprehend the material (see 3.4).
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3.6.3 Strategy use in the confirmatory-purpose category

Table 3-4 shows the frequency of confirmatory strategy used by the participants in the
HP and the LP groups. The data indicates the participants in both the HP and the LP groups
often used more than one strategy in combination for this purpose. Also, as Table 3-4 clearly

shows, the participants in the HP group used strategies for this purpose more often.

Table 4.
The Frequency of Confirmatory Strategy Use by the HP and the LP Groups
) HP group (n=4) LP group (n=4)

_Cog

Reviewing 5(7.9%) 4 (12.9%)

Elaborating 4(6.3%) 3(9.7%)

L1 Translating 1 (1.6%) 0

Meta

Comprehension monitoring 5 (7.9%) 3 (9.7%)

Selective attention 7 (11.1%) 3 (9.7%)
_Cog — Meta / Meta — Cog

Elaborating < Comprehension monitoring 8 (12.7%) 4 (12.9%)

Inferencing <Comprehension monitoring 6 (9.5%) 3(9.7%)

Comprehension monitoring — Reviewing 6 (9.5%) 3(9.7%)

Comprehension monitoring — L1 Translating 5(7.9%) 0
Cog > Cog

Elaborating — Reviewing 3 (4.8%) 2 (6.4%)

Inferencing — Reviewing 2 (3.2%) ~ 1(3.2%)

L1 Translating — Reviewing 3 (4.8%) 0

Highlighting — Reviewing 2(3.2%) 2 (6.4%)

Highlighting — Using Imagery 0 3 (5.7%)

Meta — Meta

Real time assessment of input — Selective attention 3 (4.8%) , 0

Comprehension monitoring — Selective attention 3 (4.8%) 0

Total 63 31

Note. Cog = Cognitive strategies; Meta = Metacognitive strategies

It is true that the LP group did sometimes report on using the same strategy as that
used by the HP group, but their way of using strategies seems to be less orchestrated. For
example, “reviewing” was the most popular cognitive strategy among the participants in both
the HP and the LP groups. As can be seen in Table 4, however, the participants in the LP
group often used “reviewing” as a single strategy. On the other hand, the paricipants in the
HP group were more inclined to use “reviewing” by combining it with other cognitive
strategies such as “inferencing” or metacognitive strategies such as “comprehension
monitoring.” These characteristics of strategy use correspond to the previous SL research
findings, in which skillful language learners tend to use strategies in combination (Goh,
2002; Vandergrift, 2003).
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Another interesting characteristic found is the use of nonverbal or paralingual
information. The participants in the HP group sometimes “infer” the contents by using the
lecturer’s intonation. Similary, there are some comments which describe the use of
“inferencing” by watching the facial expressions and gestures of the lecturer. Participants in
the HP group said in the interviews that using nonverbal or paralingual information helped
them guess easily whether the lecturer was saying something important, or what would
happen next. The participants in the LP group, on the contrary, rarely reported on the use of
“inferencing” from nonverbal or paralingual information. Participants in the LP group

explained why they did not use this kind of “inferencing”, as described in Excerpt 4.

Excerpt 4: (Why did you not pay attention to the lecturer's intonation?)
Paying attention to the lecturer s intonation is the last thing that I would do.
How could I handle that stuff? I did not even think about that until you asked
me. '

Participants LP-O22 (Translation and parenthesis are mine)

Concemning a reason behind this characteristic, King (1994) states that trying to use a
speaker’s nonverbal or paralingual information could cause cognitive overload for listeners,
especially for those who are less skillful or less experienced.

The author also found another interesting patterns of strategy use by the participants in
the HP group: they tended to combine “comprehension monitoring” with other strategies

such as “elaborating,” “inferencing,” “revewing” and “ L1 translating.” This finding is in line

with that of previous studies such as Vandergrift (2003) and Vann and Abraham (1990).

3.6.4 Strategy use in the elaborative-purpose category

Table 5 shows the frequency of elaborative strategy use by the participants in the HP
and the LP groups. The data indicate that the participants of the HP group used elaborative
strategies more often than did the LP group. Compared with other purposes, more strategy
combinations were found in the elaborative purpose category. Furthermore, an analysis of
protocol data provided by the HP participants shows several unique characteristics in strategy
use for this purpose. First, participants in the HP group used a wider variety in the fypes of
combinations than those in the LP group did. Second, some differences were seen between
the elaborative-purpose and the confirmatory-purpose categories in the combination of

cognitive and metacognitive strategies.
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Table 5. : , v
The Frequency of Strategy Use in the Elaborative-Purpose Category by the HP and the LP
Groups

HP group (n=4) LP group (n=4)

Cog :

Reviewing : 2(2.5%) - 2 (11.8%)

Elaborating 4 (5.1%) 0

L1 Translating ' 2(25%) 0

Highlighting 1 (1.3%) 3 (17.6%)

Meta v .

Comprehension monitoring 3(3.8%) 0

Selective attention ’ 6 (7.6%) 0
_Cog — Meta

Comprehension monitoring — Elaborating 12 (15.2%) 4 (23.5%)

Comprehension monitoring — L1 Translating 9 (11.4%) 0

Real time assessment of input — L1 Translating 5(6.3%) 2 (11.8%)

Selective attention — Inferencing 5 (6.3%) 3(17.6%)
—Cog > Cog

Highlighting — Elaborating 5(6.3%) 0

Elaborating — Reviewing 4 (5.1%) 0

Highlighting — Using Imagery 2 (2.5%) 0

Reviewing — Using Imagery 2 (2.5%) 0

Elaborating — Using Imagery 3 (3.8%) 3 (17.6%)

Meta — Meta

Real time assessment of input — Selective attention 8 (10.1%) 0

Comprehension monitoring — Selective attention 6 (7.6%) 0

Total 79 17

Note. Cog = Cognitive strategies; Meta = Metacognitive strategies

For example, the participants in the HP group tended to combine metacognitive strategies
with “L1 translating” for the elaborative purpose. It is widely recognized that the use of “L1
translating” was often characterized as a strategy used by less skillful language learners in
the SL literature (e.g., Chien & Wei, 1998; Vandergrift, 1998). However, HP participants in
the present study reported that using L1 translating was useful when they need to deepen
their understanding. Although listening strategy research has not confirmed the effectiveness
of using L1 translation yet, some strategy studies have confirmed the advantages of using L1
translation as a means of promoting a learner’s thinking process (e.g., Kobayashi & Rinnert,
1992). Third, combination of more than one metacognitive strategy, those including
“selective attention,” were often used by the participants in the HP group. Using “selective
attention” could be recognized as a very useful strategy for learners, because learners have to
pay attention to a stream of speech that is not under their control. In order to follow the

stream, learners have no other choice but to select information to which they pay attention in
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listening.
Overall, a small number of elaborative strategy uses was reported by the participants
of the LP group. Considering the text difficulty level used in Study 1, which was too higher
 for the participants in the LP group to cope with, it is reasonable to say that LP participants

could not afford to use strategies to deepen their understanding.

3.6.5 Strategies used without any specific purpose category

Table 6 shows the frequency of the use of strategies without any specific purpose
reported by the participants in the HP and LP groups. The data obviously indicate that the
participants of the HP group rarely used strategies without any specific purpose. On the
contrary, the participants of the LP group very often reported on using a strategy in this

category.

Table 6.

The Frequency of the use of Strategies without any Specific Purpose by the HP and the LP
Groups

HP group (n =4) LP group (n =4)

Cog

Elaborating 2 (16.7%) 4 (8.5%)

Highlighting 5 (41.5%) 7 (14.9%)

L1 Translating 0 3 (6.4%)

Rehearsaling 0 9 (19.1%)

Using Imagery 3 (25%) 3 (6.4%)

Meta

Selective attention 0 3 (6.4%)

Self-concentration monitoring 2 (16.7%) 13 (27.6%)
_Cog — Meta

Self-concentration monitoring — Rehearsaling 0 2 (4.2%)
“Cog— Cog ~

Using Imagery — Highlighting 0 2 (4.2%)

Elaborating — Using Imagery 0 1(2.1%)

Total 12 47

Note. Cog = Cognitive strategies; Meta = Metacognitive strategies

Excerpt 4 shows that one of the participants in the LP group employed “rehearsaling.”
His first intention in using the strategy was to follow the listening material provided.

However, eventually, he failed to use “rehearsaling” as was originally intended.

Excerpt 5: I was repeating what the lecturer said. (Why you did that?) Well...
my first intention for repeqﬁng was to keep up with the listening material

provided. But, in fact, I totally forgot about it while I was listening because I
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was very busy repeating.

Participants LP-U41 (Translation and parenthesis are mine)

The comments in Excerpt 5 showed that the participant LP-U seems to have failed to use
“rehearsaling” according to his original purpose because he was so busy using the strategy.
Losing or forgetting the purpose of the strategy was found not only when they used
“rehearsaling,” but also when they used other strategies such as “highlighting.” One possible
factor that caused them to lose or forget the purpose of the strategy was their limited
cognitive resources: the LP learners’ cognitive resources were used up just in employing the
strategy itself and thus it was extremely difficult for them to use it as was originally planned.
As VanPatten (1990) points out, “the amount of the conscious attention available for the
processing of the incoming data is limited because human’s cognitive capacity is limited” (p.
295). Given the complexity of the listening process and limited cognitive resources, it is easy

to understand why the participants of the LP group used strategies without any specific
purpose.

3.7 Conclusion of Study 1

The results of Study 1 reveal that learners use different strategies and their
combinations according to the purposes of the strategy use. The participants often chose to
employ a single strategy for Categories A (confirmatory) and D (without any specific
purpose). On the other hand, they frequently combined strategies for Categories B
(confirmatory) and C (elaborative). Moreover, the results indicate that the participants in the
HP group often used strategies for confirmatory and elaborative purposes, while those in the
LP group used strategies mainly for a compensatory purpose or without any specific purpose.
Also, it is true that participants of the LP group did use the same strategies as those used by
HP participants, but LP participants used them differently.

Note that, in Study 1, the perception of the difficulty level of the text is different
between the HP and the LP groups. This indicates that HP participants might use
confirmatory and elaborative strategies effectively because the difficulty level was relatively
low for them. As for those in the LP group, the difficulty level was so high that they could
use strategies only for a compensatory purpose and/or without any specific purpose. To the
best of the author’s knowledge, however, no research so far has confirmed this interpretation.

In study 2, thus, the author would like to test whether the interpretation is right or not.



4. Study 2
4.1 Purpose of Study 2
The purpose of Study 2 is to examine whether the material (text) difficulty perceived

by learners influences listening strategy use in academic settings.

4.2  Participants
The participants in Study 2 were four Japanese university EFL students (two males and

two females) who belonged to the HP group in Study 1.

4.3 Material

" The lecture, “An overview of the American healthcare system,” was selected from the
same resource book used in Study 1 (see 3.4). In order to measure the difficulty of the
material, the Flesch-Kincaid readability and words per minute were calculated
(readability=52.4; WPM=124). Furthermore, text difficulty was subjectively measured on a
five-point Likert Scale by the participants. The results of this questionnaire showed that the
text was more difficult for the participants (average score = 3.5) than that used in Study 1
(average score = 1.25). This means that the material required a higher cognitive load for
them than did the material used in Study 1. Note that participants’ perceptions of text
difficulty in this study are on the same level as that reported by the LP participants for the

material used in Study 1 (see also 3.4).

4.4  Data collection

The same data collection procedure used in Study 1 was utilized in Study 2. In the
participants’ protocol data, a total of 159 comments were identified as listening strategies.
These strategies were first categorized into four groups according to the purpose of the
strategy use. The inter-rater reliability for this coding was 95.4%. Strategies under each
category were then divided into two strategy types (i.e., metacognitive and cognitive). They
were also analyzed in terms of the combinations of strategy types. The inter-rater reliability
for this coding was 89.7%.

4.5 Results & Discussion
4.5.1 General findings
Table 7 shows the percentages of strategy use according to (a) four categories of

purpose and (b) two categories of strategy use and their combinations. The results indicate

45



that the participants chose to use a single strategy type in Categories A and D, while they
often chose to use more than one in Category C. In Study 2, the text difficulty level was
different from that of Study 1, but the author obtained very similar results as those obtained
from the LP group reported in Study 1. That is, participants tended to use one single category
for Categories A (compensatory) and D (without any specific purpose), while they tended to
use more than one strategy for Categories B (confirmatory) and C (elaborative). These results
indicate that the purposes of strategy use played a significant role in the choice of strategy
and their combinations, irrespective of the difficulty levels of the material used. To examine
the relationship between the purposes of strategy use and text difficulty levels, the author
then tabulated the strategies by purpose and by study. Table 8 shows the comparisons of the
numbers and the percentages of the strategies for each purpose between Study 1 (HP group
only) and Study 2. Note that participants in Study 2 were the same learners that participated
in Study 1 as HP learners and that the major difference between the two studies was the

perceived difficulty of the materials used.

Table 7. .
Percentages of strategy use according to the four categories of the purpose and the two
categories of strategies and their combinations

Category A: Category B: Category C: Category D:
Compensatory Confirmatory Elaborative Without any
purpose purpose purpose specific purpose
Cog (single) 37.3% 23.5% -9.5% 42.2%
Meta (single) 33.9% 17.6% 9.5% 33.3%
Cog-Meta (combination) 11.9% 26.5% 42.8% 13.3%
Cog-Cog (combination) 16.9% 23.5% 33.3% 11.1%
Meta-Meta (combination) 0% 8.8% 4.8% 0%

Note. Cog = Cognitive strategies; Meta = Metacognitive strategies

A chi-square test was conducted on the frequency of strategy use between Study 1 (HP
group only) and Study 2 for each purpose. In order to control for Type 1 error, the Bonferroni
adjustment was applied to the analysis. The analysis revealed that significant differences
existed in each purpose between the two studies. Similarly, the effect size (Cramer’s V) was
large enough to support the existence of the differences. These statistical findings indicate
that the participants used strategies for a confirmatory purpose and an elaborative purpose in
Study 1 (where the material used was perceived as easy), while they turned to using
strategies for a compensatory purpose and without any specific purpose in Study 2 (where
the material used was perceived as difficult). This finding shows that strategy use was clearly

influenced by the perceived difficulty of the material used.
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Table 8.
The Comparisons of the Frequency of Strategies for Each Purpose Between Study 1 (HP
group only) and Study 2 in the HP Group '

Study 1 Study 2 x 2 Cramer's V*
Category A: Compensatory purpose 22 (12.5%)  59(37.1%) 276" 1.86
Category B: Confirmatory purpose ' 63(35.8%) . 34(214%) 84 1.03
Category C: Elaborative purpose 79 (44.9%) 21 (32.0%) 40.07 2.24
Category D: Without any specific purposes 12 (6.8%) 45(283%) @ 21.3 1.85

Notes. . p <.01 with Bonferroni adjustments, * The effect size was estimated

For further investigation, in the following three sections, the author examines the

strategy use for each purpose.

4.5.2 Strategy use in the compensatory-purpose category
Table 9 shows the frequency of compensatory strategy use by the participant:

participants often chose to use a single strategy type in the compensatory category.

Table 9.
The Frequency of Strategy Use in the Compensatory-Purpose Category
N=4

Cog .
Elaborating 10 (16.9%)
Inferencing 9 (15.2%)
Highlighting : 2 (3.4%)
Omitting 1 (1.7%)
Meta
Selective attention 11 (18.6%)
Self-concentration monitoring 2 (3.4%)
Comprehension monitoring 7(11.9%)
Cog — Meta
Real time assessment of input — L1 translating 4 (6.8%)
Real time assessment of input — Omitting 3 (5.1%)

Cog > Cog
Elaborating — Reviewing v 5 (8.5%)
Elaborating — Omitting 2 (3.4%)
Inferencing — Reviewing 3 (5.1%)
Total 59

Note. Cog = Cognitive strategies; Meta = Metacognitive strategies

Table 9 also indicates that the participants often used strategies, especially those belonging to
the cognitive category, such as “elaborating” and “inferencing” in Study 2. In Study 1, they
employed the strategy of connecting “the information they had obtained from the earlier
parts of the lecture” with “what they were currently listening to.” In Study 2, however, they

turned to using strategies of connecting “background knowledge” with “what they were
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currently listening to,” as shown in Excerpt 6.

Excerpt 6: I tried to apply my knowledge of the Japanese health care system
as much as possible [Cognitive “elaborating”’]. But, sometimes the system of
Japanese health care was very different from American health care, so
sometimes it was unreasonable to do so, but I had no other choice.

Participant HP2-K8 (Translation and parentheses are mine)

The excerpt revealed that the participant HP2 employed “elaborating” by using their
background knowledge. In Study 1, this feature was observed among the participants of the
LP group, but not among participants of the HP group. It also should be noted here that
participants of the HP group in Study 1 used “elaborating” by connecting information they
had obtained from the earlier parts of the lecture (see 3.6.2). Bacon (1992) and O’Malley et
al. (1989) showed, however, connecting information that learners had obtained earlier with
what they were listening to is more difficult than connecting it with their background
knowledge. Thus, it is reasonable to think that the participants turned to using background

knowledge more often when they encountered the more difficult material in Study 2.

4.5.3 Strategy use in the confirmatory-purpese category

Table 10 shows the frequency of strategy use in the confirmatory-purpose category. In
contrast with Study 1 (HP group), less strategy use was reported for the confirmatory purpose
in Study 2.

Table 10.
The Frequency of Strategy Use in the Confirmatory-Purpose Category
N=4

_Cog

Reviewing 5 (14.7%)

Elaborating 3 (8.8%)

Meta

Comprehension monitoring 3 (8.8%)

Selective attention 3 (8.8%)
_Cog — Meta

Elaborating — Comprehension monitoring 4 (11.8%)

Comprehension monitoring — Reviewing 5(14.7%)
_Cog — Cog

Elaborating — Reviewing 2 (5.8%)

L1 Translating — Reviewing 3 (8.8%)

Highlighting — Reviewing 3 (8.8%)

Meta — Meta

Real time assessment of input — Selective attention 1 (2.9%)
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Table 10.
The Frequency of Strategy Use in the Confirmatory-Purpose Category (continued)

Comprehension monitoring — Selective attention - 2 (5.8%)

Total 34
Note. Cog = Cognitive strategies; Meta = Metacognitive strategies

The most prevalent cognitive strategy in this category was “reviewing.” It was frequently
chosen not only for single strategy use, but also for the combination with other cognitive
strategies such as “elaborating,” “L1 translating,” and “highlighting.”

The most often used metacognitive strategy in Study 2 was “comprehension
monitoring;” It was used both as a single strategy and in combination with other strategies.
Participants combined “comprehension monitoring” with cognitive strategies such as
“glaborating” and “reviewing,” and other metacognitive strategies such as “selective
attention.” It is notable that the general tendency of strategy use in this category was similar
to that in Study 1 (HP group). However, the frequency of strategy use decreased
overwhelmingly in Study 2. Moreover, the use of nonverbal or paralingual information was
somewhat different between the two studies. In Study 1, the participants of the HP group
actively utilized nonverbal or paralingual information such as facial expressions, gestures,
and intonations of the lecturer when they used “elaborating” and “inferencing.” In Study 2,
meanwhile, participants reported little use of nonverbal or paralingual information. One

reason behind this might be cognitive overload stemming from the text difficulty in Study 2.

Excerpt 7: I couldnt use more information in Study 2. I didn't even try it
because listening was much more difficult this time... Since- I-struggled to
follow the lecture, I couldn t pay attention to those little things.

Participants HP2-K21 (Translation is mine)

The excerpt supports the author’s assumption: participants had difficulties in following the
lecture in Study 2 due to the cognitive overload produced by the text difficulty. This, in turn,

limited participants’ use of nonverbal or paralingual information.

4.5.4 Strategy use in the elaborative-purpose category
Table 11 shows the frequency of strategy use in the elaborative-purpose category by
the participants. Participants reported the strategies belonging to this category least frequent

among the four categories in Study 2.

49



Table 11.
The Frequency of Strategy Use in the Elaborative-Purpose Category

N =4

Cog . P .

Elaborating : . . 2(9.5%)

Meta . '

Selective attention 2 (9.5%)
~Cog — Meta / Meta — Cog .

Elaborating < Comprehension monitoring 4 (19.0%)

L1 Translating ¢> Comprehension monitoring 3 (14.3%)

Real time assessment of input — L1 translating 2 (9.5%)
—Cog — Cog

Highlighting — Reviewing ’ 1 (4.8%)

Elaborating — Reviewing 3(14.3%)

Reviewing — Using Imagery 2 (9.5%)

Elaborating — Using Imagery - - : <1 (4.8%)

Meta — Meta

Comprehension monitoring — Selective attention 1 (4.8%)

Total : : 21

Note. Cog = Cognitive strategies; Meta = Metacognitive strategies

For the elaborative purpose, participants kreported mostly on combined use of strafegies.
In those combinations, they often put “comprehension monitoring” together with cognitive
strategies such as “elaborating” and “L1 translafing.” Most participants' additionally claimed
that it was hard to use strategies for this purpose, since they were busy comprehending the
lecture. Note that the author obtained similar comments as to why participants had difficulty
in using strategies in this category from the LP group in Study 1. Participants mentioned that
text difficulty (vis-a-vis their proficiency) increased their cognitive load and eventually they
became unable to use elaborative strategies due to the overload. The sharing of this tendency
between Studyl and 2 suggests that text difficulty has a tremendous influence on the

selection of strategies and their utilization.

4.5.5 Strategy use without any specific purpose category

Table 12 shows the frequency of strategy use without any specific purpose. In Study 1,
participants of the HP group rarely used strategies without any specific purpose. However, in
Study 2, the same participants frequently reported on using strategies without any specific

purpose.
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Table 12. ‘
The Frequency of Strategies Without any Specific Purpose Category

N=4
Cog :
Elaborating 6 (13.3%)
Highlighting 4 (8.9%)
1.1 Translating 1(2.2%)
Using Imagery 8 (17.8%)
Meta
Comprehension monitoring : 4 (8.9%)
Selective attention 5(11.1%)
Self-concentration monitoring ' 5(11.1%)
Real time assessment of input 1(2.2%)
_Cog — Meta
Real time assessment of input — L1 Translating - 2(4.4%)
Self-concentration monitoring — Highlighting 3 (6.7%)
Selective attention — Using Imagery 1 (2.2%)
_Cog — Cog
Using Imagery — Highlighting 3 (6.7%)
Inferencing — Elaborating 2 (4.4%)
Total 45

Note. Cog = Cognitive strategies; Meta = Metacognitive strategies

In this category, most of the strategies that the participants reported on were single uses of a
cognitive strategy or metacognitive strategy. For example, “using imagery” was the coghitive
strategy most often selected in this category. However, it did not work well against
participants’ original purpose for using the strategy. It is also worth noting that this tendency
among participants in Study 2 is similar to the tendency found in those of LP group in Study
1. A reason behind this phenomenon might be, again, heavy cognitive load resulting from
high text difficulty. '

~ Another interesting phenomenon was observed in this category: Excerpt 7 suggests
that a participant suddenly remembered a similar situation that she had encountered in Study
1 during the listening task. Sincé the participant HP2-T had a successful experience for the
strategy use of “using imagery” in Study 1, she applied the same strategy to the new situation
as well. However, this time, her strategy use did not provide the success that she had

expected.

Excerpt 7: I'm not sure whether I had a specific purpose for the strategy use,
but “drawing a picture in my mind” went well in Study 1. So, I used the same
strategy this time as well. (How did it go?) Um.... I think.... it didn't work
like in Study 1.

Participants HP2-T39 (Translation and parentheses are mine)
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Similar findings to those reported above were illustrated by Ichikawa (2000). He reported
that when learners are struggling with a problem during a learning task, they tend to recall
similar situations in which they had successfully solved a certain problem. In such a case,
learners tend to employ the same strategy to solve the problem they are facing, hoping that
the strategy will be successful once again. However, Ichikawa argues that this behavior does
not always work well; similar situations sometimes include different factors and conditions
that might cause the failure of the strategy use. In this regard, Paris, Lipson, and Wixson
(1983) proposed the concept of conditional knowledge. Conditional knowledge is knowledge
regarding when and why strategies are effective. The findings in this category seem to
indicate that conditional knowledge is also essential in selecting listening strategies

effectively.

4.6 Conclusion of Study 2

In Study 2, the author examined whether perceived text difficulty influences the
purposes of strategy use and the selection of strategy types. The results suggest that the text
difficulty is strongly and consistently related to the selection of strategy types and the
purposes of strategy use. In particular, concerning the selection of strategy types, participants
in this study rarely used strategies in combination, which required a lot of cognitive
resources. The influence of text difficulty is also related to the purpose of strategy use. More
specifically, participants often used strategies for a compensatory purpose and without any
. specific purpose. A reason for this may be that since participants experienced difficulty in
keeping up with the listening material in Study 2, they seemed to have no choice but to give
up on confirming or elaborating strategy use. These findings demonstrate that when learners
feel the text is difficult, they tend to limit the purposes of strategy use and are unable to use
strategies flexibly. The last finding is that the selection of strategy types and the purposes for
strategy use showed similarities between the LP participants in Study 1 and those in Study 2
who ‘were the HP participants in Study 1. These similarities can be explained in terms of the
limitation of cognitive resources available. As Vann and Abraham (1990) point out, when
learners need to attend to a difficult task, their cognitive resources are massively consumed.
Since LP participants in Study 1 and participants in Study 2 felt the material was of the same
level of difficulty in each study (see 3.4 and 4.3), it is only natural that they consumed a
similar amount of cognitive resources and that this resulted in similar patterns in the

selection of strategy types and the purposes of strategy use.
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5.  Conclusion and Implications

Before concluding, some limitations of the present study should be noted. Although
the level of learners’ background knowledge about each topic was confirmed to be the same
by the researcher and by the participants, the learners’ depth of background knowledge could
have been different for each study: This difference might have affected the results obtained.
Also, the present study did not deal with social and affective strategies, as the use of social
and affective strategies were notl reported by the participants in the pilot study. However, due
to the influence of socio-cultural approaches, the use of social and affective strategies has
garnered greater attention (e.g., Graham & Macaro, 2008). Future research, therefore, should
investigate not only the use of cognitive and metacognitive strategies, but also the use of
social and affective strategies.

With these limitations in mind, the author would like to conclude this article by
presenting major findings and the implications derived from them. There are two major
findings:

a) Learners selected the types of strategies and their combinations according
to their purposes of strategies. Also, participants sometimes used strategies
even when they did not have clear purposes for doing so.

b) The purposes of strategy use and the selection of strategy types are

affected by the text difficulty vis-a-vis the proficiently level of learners.

The findings of the present studies also indicate that teaching learners conditional
knowledge of strategy use by showing specific examples in a situation is important.
Providing knowledge about when and how a certain strategy is used could be effective
means of enabling learners to select strategies depending on the situations they are in. Lastly,
the author would like to note the effectiveness of the stimulated recall procedure in listening
strategy studies. The stimulated recall procedure ensures relatively natural data collection,
which is rare in listening strategy research. The author thus argues that adopting the

stimulated recall procedure can greatly expand the possibility of 1istening strategy research.

* Studies on speaking are also attracting interest due to the same reasons (Ozeki, 2000)
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Abstract

This paper focuses on examining the situations of teaching English pronunciation in elementary and
junior high schools. A questionnaire was devised to gather the data from the teachers. The data
revealed that teachers didn’t spend much time on teaching pronunciation in elementary and junior high
schools. In case of elementary school teachers, this result can be attributed to the teachers’ lack of
knowledge and confidence, as well as their focus more on communication activities instead of
pronunciation itself. In the case of junior high school teachers, the reasons are limited time, students’
shyness, and limited knowledge. The data also revealed that elementary and junior high school teachers
did not have enough training to teach English pronunciation before getting their jobs. Once employed,
they did not have time to spare for this training. To improve pronunciation teaching in English education
in Japan, effective teacher training programs and time management to allow them to attend the training
are needed. ‘
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MR ST, BHD 1006V EE DD, TEEEIE R ST, AN 100%EBX HEENH B,

R31L, HRICLHREACTHEL TT OFER, EEOHMERLTND, ZIT, BZD
BT HBBOBEOES REECHE Lo T TT ROFEEEME (& Cl)
BRIRDINE I DEF~T, BEENDIY, FEERELEF /BRE T2 2HARRIT, TTh
(CEIEEDBENTEBIOENE L2 DEAV (ALT £ =1 8A  b~BHEEK =48RS
VR DB HDDE D INERENDT, TORE, TTRBRI2WVEER L, BENTOEMAE
DG & > TR D72 P OB THEEEIE % LI2BB 0T —F Zotignbi L, BE
EFRE (63), HERERH (/,20) OREOERZHE LT, Mann-Whitney O U REDHE
R, ZO2BECIIFEHNCEEREIR O Neh o, U=62200,ns, EHODORETHIH
BROEIEED TALT BERE) LEIELTERY, B0 L ALT 33EET5), BadE
&1, TALT 2%3HEILBO03EMET 5] OlEIcke<, MEREXEFL LT THLHERELLT
WTh, TT EEOHRIIFHEBA TROOND Z L TIRNEWS Z Lddbnb,

*4.
REHCHHE Bl) CEETOHFEAESE ) oo (N, %)

praU—  epses CDOPEEXE CHBOLEXE

FoEEE AR

AASE 3R
HEEF 30(33) 46 (51) 8(9) 1) 85 (94)
EHLLTHRN 41 (38) 52 (48) 11(10) 2(2) 106 (97)
HERE 7(23) 15 (50) 5317 1(3) 28(93)

SMESNEVE S TeTedD, B 100%IZH7- 2V a1 B,
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* 417, RENERGE LEELEHED, BETOERSHTCOVWTOEM
C2) Tk BEEON R Lz, F5 B CaHlC & > TEE TORGEFERFER R 5
BHEARLO, TECBAE = 1RV b b [HIEGE =4RA 2 b DEIITTEE
fEFISERE A BXR L L, Mann-Whitney O U REZIToToER, 0 2 BAZIIHEHICHEER
EZRXR SNt U=99550,ns, EHLDEETYH [FIL/ EH LML ERITRGE &
ALTWADIE, 12 S0HEITEE S, ¥EERTVEEREE L LI TRVEERY, #=
TOAI 2=y —a VEBEIEETT) Z L 2RI LTV D Z e nRNERBND,

#5.
REHCITHE B LEEMRACHVEZWEE (C3) oofi (N, %)
Fr7 ) — NS & EIL 2 Japalish B CAZREEETYH At
TEF 37(41) 45 (50) 6(7) 1(1) 89 (99)
EHBLTHARN 39(36) 59 (54) 5(5) 33) 106 (97)
HERE 18 (60) ey 0(0) 0(0) 29(97)

% NS =Native Speaker; EIL = English as an Intemational Language; Japalish = Japanese English
SRV ST o, GE 100%IZRE 272V EE R H B,

£ 5 IOREND & 51T, RESEBERECIINS BAAR 6 BITHEDITK LT, BEEFHTILS
B|DEEE R EIL EF & 720 TWD, 2T, BRAEMRIRID Tapalish ) & TEA
RRETH) OEBEMTOMEN DAL, NS & BB HRAZEAWREE
FHEBERCRERDDETNDIY, RERIToT, TOMRR, HECHEERIIHAVE
WREOEMICEEREIR LN -1, xX(1)=246,ns, FED ETIIREHEERN NS
RER L VFe L HICRZ A, FARETIE, BEOBFMEFICE ST NS ER/EL &
BOEBAREEHRC R D b TN E W FERIT R -T2,

6. \
REHTIHE Bl CRTREOCEE ) o (A, %)
AFAY— @ LARW HEYLRY BxT5 X<TDH #ETD L5t

REEF 1921) 36 (40) 29(32) 303) 1(1) 88 (98)
PHLTHARDN  25(23) 45 41) 30(28) 6(6) 1(1)  107(98)
RERE 2(7) 8(27) 10(33) 5(17) 3(10) 28 (93)

MEINEVE B a7, BRI 100%ITRET R EE BB D,

REHCIHE (B1) BT, EEPORTHEEOEE C4) biﬁfﬁém%ﬁ'}ﬁl\“ét&), r4
QLA = 1 BS M 25 18ETS =5 R b & UTHEEZREILL, (MEZTT
STRER, TR & BER OMCEEENRLNE, 1(114)=372,p<0l, DEY,
REPEEZLRUDEE M=296,SD=1.11) OEEITEFLRUDHEE M=222,5D=086)
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DEE LY BIRECHETREZTo TV D EEAD,

=7 : ,
FREHCIHE (Bl) SETHEDOEE (€5 5% (N, %)
AT Iy — N g R R K% AR
SRS : 26(29) 60(67) 2(2) 0(0) 88 (98)
EHHETHRND 43 (39) 54 (50) 76y 1) 105 ( 96)
TEE 18(60) 11(37) 0(0) 103) 30 (100)

MERIE A ST, B 100% RV EEH D,

BEEEFLRUIHBEB LEBELRUAIHEEORT, FEEIRSHELTOIREEMRE
# C5) ITOWTOEBNRERADFRRD D, ETHEEIWDRY B/ KE L)
EYEZDIRENOIN LI 2T, VNER] EWIEEEIZ T1) EWHTL, MR Y
HEVEREEWIEIRT M) EWHRIEIZ 2] L5 F~91%D1F, Mann-Whiney
D UREERITOTHR, BEENRONE, U=85000,p<01, D%V, Y57 2H~
5E, REBEHTIIMA3 ThotDIZH L, BEEFHTIILVEV 6262 LW ) $KiEE
RLTRY, REEFROFPEEOBEAN [ 12XV FoTHND 2 LB bhE 72
ol INFEHBOT CREIRET I B TR LT AEER DINEK & LE
ST Z BIZoWT, HEETCH, BB NEESREE LIRS 5 - L OREES L\ 5 e
PRCATCDS, RTIZEDRIT LRDIED D, FEEWEF LB HEEE ORI FE
TREIPER CTTANELLEZ TV BDITH LT, RERBE LT AEEEETILESE
AR N THRET B RE L EZ TWD I LD,

8.

EEEEOER (BHEED AN %)
EPEPE A %
ALT, CD, NET DHFEZEIVTY E—hE®3 24 28
CRERE TR &VETLIOICTS , 14 16
ToRR RN e A PRV g AZEEIED 12 14
BRORHORESRTD RERE - BEE LRV 7 8
LML, #iET 6 7
BLLEHEES 5 6
AAGEIZII RV B2 BRI TS 4 5
REREEGS - HEsoRA 3 4
Bz 2 EBVICEPED 2 2
ZDfth ' 8 9
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&O. .
EFREETH-TWA A (BEED) A %)
’ EENE A %
BADFEFIBEN 2V VERTIIRVOT, HEICRZERLD 31 52

BEREI I bR TR 5 8
BEOBEN (AL ALT, TRAVIERLA XY REERLY) 4 7
ALT, NETIZHELE 2% %70 4 7
EHEIREORERE L (RERFERHA2Y) 3 5
BBl DA 3 5
Z DA, 10 17

Bz, IEHEEDEE) & IFFBETH> QWA A 1KoV T O HBFEME~DEE %
LN B, EREISETEAZEVTOBAIIONT, FRDKENBIA T+ AL—H—
DEFETH-THRLE Th, LI EVETEMED DICHER S LWV I EERS T,
—%, BoTWBAIOWTH, ¥4E4 TBROREFICAENRV] L LT, THfEEc
FERBRL TG, OEEOHRICE, ERE UTREICTARES 5250 THAZNRL N
5 bOLEENTNS, 89 ICHET BEMEICH, ELE] MR LD L a%8h 2L,
NEZEEBIOBHE HIF, BTEREILIHE D NREBEIROEN D bOBH T,
44. F L

SEOFED B LNEEERND, [RE2oT/NEREENS I, 1. EFEH
STHERERET DT LHEF LT, 2. PFE- B RETLEERECTLHO72REE
EAYTRDN LIFE L TELT, 3. TOLEMEZBL TS, EEXbN5, i, SE
SEEEN~ DB MBOET & LT, JEERFOEERERICED ST, 4. TTIEEICHLALT
D DYHT, 5. BB HAMEBIC ISR HA T HEEIHEL, 6. 5 LInVWEEERTIC
SUNTIENS AL L BIL BRI ARIS NG, BERIC, ST, BERHCREREs
THEEIMES, 8 FBECHT 2RFEEIPHLTTo UELN LB TV HERNS
VS, T2 FITOWTH, ESERENERLRBRIZEBIBEL WD KO, oY, £
FREFLRUIHRIE ERFIPELER L TROT, HEITHLTToTELVERL
TWBEEXD, |

BRI R R EHEE 2/ N AT R TS 720 bi Tl s, EFELicaia
=hr—y 8 UEBORICREONE 2 &) 5 = LIITTRETH 5, HEN (FBEDETT L)
2720, X OIEEAREE~OEDY 2 E o LNTE D L 5 BFHEDTED HEEX HVE
BbHBESH,

5. MERBA~DOT Vo — MER

5.1. EEHITOWT ; : ‘
AT hr— NREICEE LR, MRINESE 37%), &iE 63%) T, BHE
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FECRS L 10 ELPRMBIIEIEE EH TS (FE 1), Fo, BFEORBRIL 85%0e<, &
SEIHEDRRERIY 54%08 T2 L) LEEL TV ((HRAD, ZEEFER (R A2) Ti% X
SRR AR D) FRKGE UTo SRR L S 25%, TERAERV A CWAEEESRE L) 0
%272 > THY, PEREEDIC LW B EESSHERI S5, Z ORI, Benesse (2006)
DRg IO BIDHEIZBIM L7 LS Lie) LRE SENTBER T2, 8% 5 <, Benesse D
TAERSREDEER (EE) THIDIH LT, AFEI LT~ EBY, BERE10
FELNBHE TH D Z LR EFREL S DIGERETHEIHE L TR 2 &2, Z0FE
CThHEEZLND, FERBED LML, BRE L TRERIChH oM, (EOMUTIE, TLE -
T OFOERE, BEREOSHE, FAEAR, A v¥—Fy MR, RFER - fEEoiERR
EDH o), MU Benesse (2007) TiE, FFEBEEIRHEFICEDNL TS Z L ERT
FT—E BB INTND, B RO B, BB EOHEIAETSH
B/ LT U e D2 VWEBEERENZ ) ok, ZICREBIREOIHLE LTRAZ L
BTED,

52. FEEREITBT B PR B OER

TITH, (1R B IEGERZICET2HB O I oVTHIT LT, BBOECH

ek MEEST) & RERESE) oW COESH EHEE) 2R5 L, BENIHTIL,
Fidel & QL] EFHHC, TFET) & [RER) 2, BIEROE 5D, BEIC
LTI BENP20%, EF129% Th-o7z (B, SMERMERE LTI, F(EHHEE
BEFLLTND, £z, PERCIIERECR O BN, RIS LWL~V ThHB T,
TR OB T2 TIIEET B & OFER/EIRICAL Z R > TW\WD X 5 TH B,

Wiz, T - BRI TR EEEE I LB ) WRLT, 7% TRRRES
KBTS ) DIOITHEETH T8, 3% T2/ HEY BV OXHIZEE
HI7Z2EIE Cholz (& B2), $7z, KETHIEMGRELZBEL TV AIZHEbLT, 56%
IRFRRIC O RRETIREL R & (£ /HE VBV LWHEENREEZ L
TWB, VL5 L, BREEOBREIIBV T, BERESHSICEEBS L TR
D, BESNTOTHBREBBEEMRERRICRSI LKL DI EHRTIIRNWZ L ZRLT
W3, Wiz, 31%0EEIT S EEE I - TR /FERICES ) L& LT, KET
RETRELZIT B, INFEREBRIEE VDI Re WL 7, —F, KEFEE®RD
BT ST, BB STHES S LD L 85D LV S EIVTIE, 80%4 2L
EEELTWD (1% B3), BRELT, & B4 IHD X DI THHEDOMENE| 122V T
i, 64%H3 R0/ D32y | MWELEIEL TV,

REWCEAL T, 88 FR-> T3 2 oW TaER-BBHEROH T, TALSDRFICH
A2 IR RN T DRV AR R THIT D T L A TE IRV AEEH D
TR THEEHE RN/ Vo =T EERFEROIF L A EX 0 & I FREBIZR > TS
R EORENRS ST, (AT 4T« A—I—D L ) IBEHEEHEN - T, b ¥ THEE
RERERFENHED] LWIEELHY, BEHOAROUEGEEL TOND I EMRZ
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%, BERRSEROERIE LT, EEHEC OV COHEDLEMDSHERE SV,

Bz, BEEOREICAEY T SEHHE, FERERES RS EEOBIRT, BE
fodR Pk HICERT By, REAEMITONTEEREEY EOW O BENIRE L PR
W LT SENRD D), LEERE (BT A NVF—) EEDIIICTITo0%, fale=
— RNB D ERRHHEN, SHUBIIRDETHS Y, —FI& LT, 77 ATRITHLL
THEAHERVEAEE L THD L, BEOHE L AED ARG (EHER ST& LR
STWHUE, BERORICRE - TR R T LB 18D, Flo, VWERVER
D> T—ATREET S 2 213, LDENRIERAH 0T, EARERANTOLSITNE
BB LD T, RAICBIEREL L, HEFL LTI FARBORTCREERTD LD
IEFEASUEIC 2D ThHA D, SHIT, FEOEADLRATE R TODMOERDOE TR
STEERTHTEMDIUE, FEHTZEORTMhLEE, KNEdEEshs, £,
THSE DGRV LY, KT L — P THLIALMNIRoTVDEY T, 5RO
L5170, ERALTHEY SERSERTIUL, BRIV THEEER>TUREICHOZ L
NTEBILITRDTHAD,

5.3 HEREOFEFMOBIR

AETIE, FHECICRTABICOVWTRAS, £, T4—b T4 —F7REALTO
EERDAIETIE, 98%ANEBR LT\ 528, FOEMERIT (3T ALT AR/ B85,
ALT 233EHE) DX 51T, 76%08 ALT WRFEL T\ A Z Ed¥bohofe (R Cl), ZHUZ, Al
ez L BY, (35 2 LIS A EFERAME OO D RN D B, [RIRRT, 1338
CEIERT A EECET AERICRT A EED #E Eh b EAESEE 2EbY
Th 15%ICEE-TNAZENDLD, FREOERENRA TS S (TR C2),

Wi, TEEERCAVEWRSS] 1I2OVWTH, 61%ANS DX 5 72%E, BANENNT
LRIER DT LICESR B EIL B 34%, FEEREOHICBSOREETHD BAGEOR
BoaE LIn\ O & BEVEN 3% o7 (K C3), NS OGFERFEMIIRIRN OO, EiR
ICESIMESTVBRE L OV IEREVWEBbRA, ZIT, fH& Bl &0 uREH
BLTHBE, 83 LMEE) LB LHED SO%XEILR, 13592 L2%EF) LE
5T BB 0D 64%I L NS FBIAEI Tl o 72 (3 10) . /IR, 8L E DB 72\ > Japanlish
B b [PAARRSETH) OERESIHENOITT LT ERIToTER, 59 2
L REFTHAIMBE THIMNC L BOMOEIR bIRTZ, 2 (1)=227,n5,

% 10.
554 OEDEHE B1) LIEBHIAVWEE (C3) oofi (N, %)
HT Y — NS # EIL % Japalish %! L AIRFETH &t
EER R 27(64) 14 (33) 1(2) ‘ 0(0) 42 (100)
EHELTHAN 25 (69) 10(28) 0(0) 0(0) 35(97)
HEIEE 5(36) 7(50) 2(14) 0(0) 14.(100)

MEIHEVE 2 eTe D, BEAN 100%ITTe 2V B R S 5.
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BEOPTREREE L EORER > TOBOMNIZOWTHHRC3 & C4% 7 o 2B U
0o, ThED L) HEIXEL BB£<, 3] i NS EROEMVEE THBZ LN
ot ’ ‘

#11.
FBEIRHCAWZWRE (C3) LREREEE &) o5 (N, %

HFFY— @ URY BEVLARY BxT3 kT3 &sETE . A%
NS £ 0(0) 5(9) 28(49) 1933 509 57(100)
EIL % 0(0) 8(25) 16 (50) 7(22) 13) 32(100)
Japalish ¢ 0(0) 0(0) 3(100) 0(0) 0(0) 3(100)
EARFEETDH 0(0) 0(0) 0(0) 0(0) 0(0) 0(0)

TEBEACI VoIS (C3) 28NS BAs BIL BIANC X o CEIEDERS B2 B ETH~5
W, INERDGE L FRRIBEE 25 RUb L, i REEIT o TR, BICEEER RO,
t (87) =226,p<.05, OFE Y, NSEMEE M=342,SD=0.78) OHEIL, ELEME M
=3.03,SD=078) OHBELY LB RERELTo OB LELS, Jhud, BILL B8
B, IIa=l—va ACKBOWCRIE L 2 AR EOBERE CIEEII+5Th 5 L LT
WHIZDIZ, REREIIDR 2503, NSEREI, &V BEETHD NS OREFITEST &
5 LT o, HBEEENEL 2o ThiEbV LEXTHBFHEMRS B,

RETEY C OB CTERT & EFRER T, TREBIIREVEN, Thbb,
INERETREREL T 52 L2 HRERANH D (1R C5), —F, /INFEREEOEE T,
IINEEECENAS 38%, TERICHEMN 55%T, WHRL TS, PEREEIL I TR
BOBRENEEZTNBDR, $< O/NFEREEIIF T OV TR b7 < Faiid
BLOOT, P CEETRETHB EELTNDELD ThHD, ZOR-ENS, WA
%%ﬁb:ou\fﬁﬁﬁ% LT3, FEHEEHDITTETOVRWEE XS,

BEIZ, BOREICOWTEBETL L, [X<T2 /8873 2/8bETH 79%0EH
LTWBZEWond (K C6), KiZ, BFReEEDHMIC W RN &, BHEETH
D0, [FEMRDOTD] B 67%THRHEL, RWT (RE—F 7/ REESE/ XFEDE
FLEREEZ T2 0B bE DT 5720 EOEMZREELTWS (& C7), REHERL
L, BELIFHEEORETHA D LHIIND, TOEAL, FEOFOLOZ A I

TEHEAVTODY (R C8) 1Tkt LT, HHEEERE LW HEIEN 71%E28H L TE
< ROTWBINEThHD, FHLSNDEEE LT, TWEREMRLEHE] Tholz,

C7 D 5EEHERR67%) DELEE C8 DEFHEEDH A IV VR EEL TR LHERDOZ A
22N THHBER) IS LT BN ERbND, TOT EbETHEER R BN
REREMTOI QNS LB X T2, THUTH LT, C7 OEFHEBED BT 3EIED S b,
WA TRRER & NAEREES TNAEE L LTELDDLE 81%LERD, ZDIENLE
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FodE L L TEBIEAERIOBIATOR TS L EX BIVD,

*12.
TRl HE (KSR (C7) L EFHeEDZ A I FOEESH (C8) (#HERE) (N)
vr—3F B BHH . NE
E]:) S s Bizs HOAER T4 b Fd  FOM
BEpER" 11 2 49 17 27 35 13 0
* =62

Benesse (2006) {ZBWNTh, FBEEE% 95.9%0T->TW\B LW EIZIZH LT, £0D%L
B ALT, CD ORICHOWTEIZRBEESRITE WD O T v iR L TS
(p.38), EEORETY, FEOBLEFIMN BTV EHERISN S,

6. /NI & PERED il
6.1 /INERHE & PR DER

AFEDBIEE Th D/NFERBHB DR, FTOERRRRIZBOTS, HAIWIIHEEET
BNTS [HEELHZ D] BHROFBHETEA TRV, ERRCIGEERIZEY LTW5
BETHD, UK LTHER#EHRIL, 7K & bBEGEPREUGD=®, FEEOHEME
xS [$5E8AS 0T a) ThD, /INEECOIFERRIDRENI A T, /N
HEOPITHEEDEIHEE IOV THBE LI TZRBROH HE B TND LIRS D
3, 2k LTI THD Y, FEEEBIINT DNy 7 75 0 NIV INFREER & PR
FEEHBEORERETHIN, FEORFIHELT, FRENLALNIRSTZIEZLUT
kB,

S - B RICHEEOREHISEE L 02 T L Bo TV B EY, /INFRER b L
HEL 1% LHELT, RHa72EEL TOBEIINEBEHER T 2%, TFREE TIE 4%
WL TW3, % BREEROBFICET 2822 RBROFTE OV TS, W
ERRL THYRTHS 5D, KEEFRIZOVTIE HoR2BERELZT TR &V
5 EIED, /INFREHE D 83%iTxt L THHREE T 56% L a2 T D, SHERET 2
O HEEENNEROISER] B Ti3/eh o InBE D/ MR OB GRS CREEER T 51
AT BHEEIR K THEETIRVD, RERBEORMRE, IBROIGEEEE 28K
T B CORTREZESENRN LWV FRITERIIRT D TROOTIE RS
550 FEEIERZ PSS, BEEOBRETEOX JITBETIII VO
T, RERET HHEEOEARHERT 51 BEC LWV ONb LR, #ERY
1L, FAT 4T« A= —D K 5 BT THRE L2 LEIE LB FEREE T 61%,
INFRETIZ AI%E L TR Y, HoRR SRR ST T d o 7edd, B TE7/UIRL,
EAE L BHENTREE L QOB FIREMER S B 5 242, THSOREFIZBERRV TREERDM
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2V L OB TREREICEEREA bR T, FEERBIERREOEIWMERIE & LT
IEGERIORO TESES NSV (1LIEF 2006, p.103) & XN TWAHH, SEIOHERESR
O 2 CHREREICE U THSICERY EF S5 TINROD TR E W S HERIDREL D 370,
o, LETE, BEEBECH L TROLNEZTFENE LT ERREETIHDD] &V
SHAMRDEERIN T LEHL TS (p.105), BEFFILEEREHEZEIICL
Db b, BIEOHERGERICBO T, TOCIMEENEZ SN TRV EEZ bR
D

¥, BEEBROTBOPHEME bR +0THH T &3, (H&B3, BADbbfExs, &
7o, BEEEBIZOVWTOHBBEHOImMV ML L LT, TRFAEEHEELU Bk L= b D)
WZDWTHERERE D 25%4% [avy] EEIELTWS, ANFEEIL 69%05 72 7273,

RIEER VA CODIGEEEE ) 2o\ TE58% [H2) LEELTRY, /MNERICkIT
DYGERRBIAE 2, HOHRECRA TS LHERISND (M A4, ZHUTxILT, TR
MO MATODIGEFE] B [hD) LEXTCPFBBRIT24%T, TRFEZELAFL
HKeE UT-BEESEEIEN2) L DRI 25% L BD LRVEEFTH D, H 2 ORERESRH
MO CHAITHFEIAN QOB EEXTHOENE, HDEWE, FOMOERICRE
AUTEHEABNZR 2 & & X H5, Benesse (2007) TV INFEEB D 46.5%, HFH
R D 413%0B 3 BBHENRZ T bRV A EIX TEY, E-BdHZEORHHs
FARTERRNE WD EIE IV INEREE T 90.7%, FHERHB T83.3%H Y, BBEyEDMt
BHAE, LB X TN D/ INEREE 65.5%, PEREE 68.7%& W O FERPH TS (p.127),
EEBS TIIHEREZRVZE LTHENBE LW THA S, [EEICSINTE 58HE) O
SEEDZENEERETH D,

HEFEROPIIE, TERETOFHEIIRHEIORE THD] EWVI i bbdY, BUEOH
BAROAFEL, EERICREINTODHHEOHAEN—T L TV VW & bfalxl, #E
ORFFRRZERL, SINTE 2PHEONBYUENHE TH D,

62 FEHEEIZBIT 5/

INERECOSNERERBEIOBIAIZ LYY, FEE T NERIRRIZA O D DIGE L HER LT £
FEICHGEREERIT O Z LIl d, DFEVIERD, 2ENFHILER N Tho7-teBEDREL
ERER INDBDTHD, £ODITIL, /N CTOINEREEIN KT 2B AFIRT
55D, Benesse (2006) Ti¥, FFERIGEHED R7%PFEEFHEICEL THRENLY <
723 (p.135) E/NERA~OEFERLTCND—HT, BRENO/NER T T TV 53GE
BENZOWTHIS TS L OEEIT485%IC L LE Y, THFEHLTOREOEARRSY
INERIZE R TEZLTWA] FEIL 135%ICTERNZ EAVRENTWS (p.134),

HEHE I CERL Y TIARE T, DFEEgcELT, NEEED 55%iTHFET,
PEREBE D 51% L NER TIFEORFHRE LT ONE THH LEELTWD (& C3),
OF D HEFHREIIOWT, /INEEOH TENED, EVNEFERFRT I & EEZL TN
B0 THY, IBEOERHEAIRAARIERIIOATWVD EE XD,
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9 L falgtt 2 EET 5 7 dicid & 0 k& B o/ B2 D DUEDRH D, TD
BITHONWT, SERREER S [NERSNEREEBRHES A K7 v 7] .2009) T, /PNHERTHR
SRS BB E D — DGR A ERITIR T A Z L RIRE LTS, INERITEET
DHEEEEN RIS E 2 - PEREEEO AFRREIC DN\, RN LML E L&
VErk LT3 | RO, ZD5ERE2EE LTI SNARETHS I, LnL, EE
I RELTYH, SR TRTELTLE Y &, HoTERPZTETERBRATT
ROENRH D, FETIIH N, EE—A— A OWTOFMETLIISDT, /INFRIC
BOTE-FEE 2T CHIFREEN R STV UE, PERTOEEELEXD, Hko
RIIZA DR D L Vo SR TE 2O TIIRVES I 5 BVIRLILRDH, INFERITER
VT BHNESEEEN R F DI~ DT BTeDITRD BN THODDIE, W DTEThHIVIFD
BCIEREENRE AL RENTND EWVWHIRIRDTHD,

7. BLVIZ

INESCOREEE ORI ST, PRUBROISEER bEELRD LN TND, EE
BTS2} A PR COREZE L T, N CHNEREEE A RBR L T & T AE
TR AIREOE L N E LT, BARIESNRENTHWAR, TREEBOBENEML,
BREEICED LT iz, i3 /INPEEOEEORERE L, HERIOEEE
DR, HSEHEANE LD OPHESBUKETHS H, DD, FREBRENBEZH
B THHEDBICE Y T2 L IR A R 2 L SRk bihd, F205ET 2HES~D
BIED, AFETIIDIeh>Toh, SHEENETHREL LT, RERE2SLHRED
HEIRDDNEOTHERIEL, 2L DBMELEDLITREENPROLNTVDEEE
2&9,

¥, B LOESESBEOFE L S5 2 EBSVEFEICOVT, ERUCRBIERCHE
WTER D A TN DA NER & LT, BEEEESDILRNI LR, R LY
RRTREAMI U, S51T, FOBRBTIRET_RENIOWT, WEREE & PR
EOBEIT TN DB 2 & HATES DHB Ui, BT, NERCOINERERENIIGEEE
TIARVDEND, BEOREREITETH S &5/ NEHREB OGS L, PHROIGE
HEORFIIIRERTISSHY, SHROMEERIRDGNOFETH D,

B
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Abstract

As a result of technological innovations during the last two decades, a new type of electronic dictionary,
namely, a handheld electronic dictionary (henceforth E-dictionary) has rapidly replaced a traditional
printed dictionary in the Japanese L2 environment. Thus, teaching strategies for making good use of
E-dictionary is needed. Koyama (2007; 2010) attempted to clarify how this strategy training has been
successful in English reading classes. The results of those studies suggested that while the reading task
with - dictionary strategy training over eight weeks might positively affect the participants’
comprehension of the texts, it did not seem that dictionary strategies and reference skills taught in
English reading class had been mastered. Based on these findings, the current study focused on
dictionary strategy training using E-dictionary with a small group of eight university students. In order to
internalize these strategies they adopted, the participants were asked to pay particular attention to these
strategjes while using their E-dictionary. Pedagogical suggestions will be made based on the findings.

1. SFROER

Nation (2008: 64) %, “Good dictionaries provide a wealth of information about words, and good
dictionary use involves using them to find the common underlying meaning of the word, to relate it to
already known words, to help fix its form in memory, and to gain some wider knowledge of its use.” b
SR EITRIT AREEDREEMAL T\ B, £/, Knight (1994) <° Luppescu & Day (1993)
L EELTER LRNG L2 0T XA b EFHe I L CREREEAMBESND EHEL TS,
ZDX 5z, MNEREFE R HFEEHEAOEEMILE OREA S TE TS

R HRANC AT, FEREOREEIERICHVEAEICIW T, FEEONT B0
HE (REF, 2006), S DTV ) nV—DFEL & bICFEEOBLEL L, HHET
B (T, BF8D 13 BRFES2EET I8\ THD, TR FETHEA I
Hid. FLVREASEME N, T VY RER UISENEERT S TWD, £LT
BIETIL. RFEEDHLLLTERES TN, SNERE 55 FEORCETHELHE OF
WIRD L HITZITIED HIVTND,

IO IIBIRNEERDH Y, EFRRC, SNEREFEICRT SEERROEEE (T
ziZ. Fan,2003; Gu & Johnson, 1996; Nation, 2001, 2008; Neubach & Cohen, 1988; Scholfield, 1997,
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Wingate, 2004 72 &) LIEEINTHBITHIO ST, ZOBREH LWT VHNVAT 4T
THABFFEENEZZ L > THHIEN IR EN TS L IXEVER O BIR23$ 5 (Tono,
2006), FDFERDOE-D>E LT, Tono (2001) 2MERT 2 L 912, BEERFBTITEH LR
TED BRSNS Z LTz, SRAASNEREEEICe O & O InfFEaiEns, 45
BIZRBWTHSIZ R ENTI R T2 ERNEZHND (Koyama, 2010),

FDO—FT, HIRFEE L ETREEICRT 2FEE ORFEATE & FEDROMEICOVLT,
—EOHEHFFEI T T E 2 (72 & 21E, Koyama & Takeuchi, 2003; 2004; 2005; 2007; Shizuka,
2003 72E), TNHLDFATHZTIL, 1) FREIIETFELGH, 2) EFFHELRHES &
B3 L REBEHOMEMT 2B RN, 3) EFFELHERLISBEDIZOI N, FHERR
T8 B0 SMRORE A BN S D Z LN TED, LHEIN TS, LinLiaiib,
FRHR L L TORBEFFROPRREST X X MFMEIZ WL, HREEE, ETHE0L
HHDBETHENRITEAEALN - (Koyama & Takeuchi, 2004; 2007), DF Y, &
TFEOFRETDITIEN LT RR2INERE G568 FBE1TH L, EFEHEEZAMC
ERT 3285 TI0ERS D LEZLND, ‘

% ZC, ‘Koyama & Takeuchi (2009) i, SNEREFEEMEDRRND, FGENIDORVFEE
OFEERFATENEEOICHN L, SNERE @58 FRIGDHRNWTHL LEZONDETHE
FERDOFREZ N DR LTV D, /MU (2007) & Koyama (2010)Tid, = 5 L7-FEEFEH
DFMED—EEIEIGIR Y T ARV T—EHHBEE L, TNOREDREESET LI X
7. FEEORGEP_ LI E ORESIREH - T O %R,

/M (2007) TEE. KREEEER L, 2 BIAE 10 A2 HRIC, KGO 7 2AOHEERIZE
WC, BIEE SICRCER SR D 2 L FERERAIS A BIR L72AS, 8 BEMEOEERER
TENTIIE S R O ieh oz, 2T, KFEFH 2 B4 14 £ %245 & L7z Koyama (2010)
T /ML 2007) &9 bEPREICEEEER O KRR R | FRIFIFIO 8 BT o7, ZORE
BiEL Lo — DIk [ETFREEDO Y ¥V THRe %o C, RAGEOEREERA TR
FELTIRNDZ L] & Uiz, MRE LT, FEEEAIMSIMRRICER LT ¥ R MNEREET
A PDRAThn, T 5 LiREE RSN I LIT-07e 3 5 WiReA AV RR ST
B, TMEDODINEL ALERLRNZ LBIRE SN,

Tid. ED X ITHEIAITZIE. BERCESETDHDTHA DD, Fraser (199) (L, B
MR TEN A R SN AREERFATENIES LER o), EBED A FBmETEtH b ¢
3 &I BN NETH D LTV, Hkd, BEAE-IFERERICRV T, £TK
HEEDREZRE SR GHER U7 %I FEE CRER S E D4 X7 &, BUREY 88D & TRY
BUATH Z ETRWEEENE LN L 2RE LT3, 72, Nyikos & Fan (2007) .
A B REEAER LTSI SHERE B IR Tho T L E LTV D,

2. BIBEOEE
AT, T ODOFITHENLEONT [HEIGHR 7 A TRICERSEHZ &742<
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Hh U7 BRI R (el NFE CRBUCRRETT 5 DA DR EEME AT MR
EE LN E WO MRE L LT, 1) FREERERTS, 2) FRIIROMRZHATD
72 &, Koyama (2010 T 7 ML 0 b & HICHIRHRIEED b &, 3) V—Z7—b
S L CEBEME R TEIZES - LN TE D L5 R4 ZRATEEZ I AN ER
Tol, FORE. EFHEOHRMERIENEDREEET D1 2WETHIL%H
B LTW5, FIRHT, — BRI G ORMEEDESRICRITT R
BT, ' :

3. EBR
3. BIE

IHRHCFTET 5 | BV 8 403 Z OFBCBIN LTz, BRI LI m—X7
2 @STEE) OFERIIEL. Thd, AaThb, BINFHLOEENIPRL I LEEX
BB, Eir. BEIOTEERI D, BNE DIIERER ) DETEHELIEEFE EH
LTCWAD, ZivE CICEEEFEROIMIIRE 21 7= = &3 oT,

#£1. 7o—X7FR MNOWEER
N Mean SD
8 23.38 424

32. (EFEGS L ETEEE

BB ER L Bbhid, Seeiio a7 AR & LICRFEARITOT ¥R
NCdhotr, E7-. EBROFIEICER L= Pretest. Post-test 1Z, FIBRORRE ERIE DT
DT, ZOEFHHDOT XA b HFHEFIRRTEA umxof:%;@fzig/vf:‘; £2. Gj:Pre test,
Post-test (= L7=7F 2 MERETRL TS, 28, ZO7F R ML, ERBMEC
> TREFENE S FEN TV,

F7-. Pretest, Posttest #2942 7T HEOEBICEEL T, BNE LIRIEALFAT OETH
ErFEAL

#2. THERAPOFEAT SO
‘ Pretest  Posttest
iz 660 642
Flesch Reading Ease 59.6 459
Flesch-Kincaid Grade Level 96 119
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33, BdRLT-EEEERANE
. B UTFEEEHAME 13 Koyama & Takeuchi (2009) TRV \7‘_ SNEHODH f) 1) #&
25| BCRAFEDOERE SR LHERIT 5, 2) FERIEHAHER %R, o W Rk
CBIEDIT D, 3) EENLIRCT BN AR LTHAFAZHERT S, 4) Bk
L. MTRELET LR (3. EFREEOEE %%ﬁﬁ)bxiﬁﬁﬁﬁmbf%
FELTHD, D42 LT,

Z 351, Hulstijn, Hollander, & Greidanus (1996)*‘?3 Laufer & Hulstijn (2001), ¥ 7= Nation (2001)
OOMEBL TV [BIEEREBIERRE & bITRVIRLEBIZTHZ L fan%me%mn%
ED] EWOSHRRICH E DN HLDOTHD, E72. Baddeley (1990) 512 X B ERELESEDEN
RBo, BIERBOGEEREROEOMIE LY, TOEDOES! L—#’ﬁ‘—-@—é EBHOLNTAS
T3,

34 FiE

FEREOBHNC, ETFEEL Eﬂﬂﬂﬁ%&ﬁﬁﬁ L BROFEETEI L EBDROE DI FEINTZ
EFHEED 2T b 2R BIE DICEMT L, BEEFEEICRWT L 4 S0 ABAERT D L
DEIMEEBHA LT, 0%, FEIIBAOT ¥ 2 b L EBREEmagRs— b (v—ri—
b 2R U CRARFEREEREIR Ui, S0 & REEIT 4 SOFEBINE HIZ
FERLTRET, ZOU—72—b (@E3. 2BBOI L) 122 XBME DB ES
LOBRRBRARE L= bDOT, BMESIZZOL— MNIREELTLE LIESERE -0
R L ETDER (ML BTRERERA. BE. AT A A L0OHFERL) ZE& LT
o7e, TO—HERHRIZIE, B D — MR SN ERER s BHEE T X 58 L,

25 LIl #Aaz s BREE L. ERERORY & Bkic, BTREER#HE-TTFXR b
POFEROEREESRIES B L, 7% 2 FOWAER S R 12 B CHER S /- BocaAER
RBEMRET DR OHRL (Predest, Posttest), ZOMF, FHNE /- EEERFTEIZ RS
17 BB OERHE Bk 238) REF LI, £72, Pretest & Posttest T H 2RI L7358
O—BEBROERE LT~ GERITE3. 2880 L),

F3. EENELFIR

pis| ERNE 0

1 O Pretest Eifi : £HOREL HBICES THAFLER TV no substitute for parenting
DE AL TR, L, FEE TR~ EORIL,
THR MRIZHIE OB L SR
HEERTITE o — MIEE

aZ AEGH, FEEEBIIRBWTHESHODE. v—ri—h
FFEESNTWD Z & 2IR%, 4 DD SR

® .

2 O Pretest OERET R MEME “ .. : Keep:the e-home fires burning

@
@ BEEN 4 DOHMEFR, FHEELRFEL, —RE
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B L BIAEEETA LT, BVWEENESTD

Nl o
BIETBER SN HEBEERL T, 7% A b
OfESEBE, oM. HEERFEECRANLY—2

T — MIEEEESL L LICREA

FEEEIIHEE LN b FRERART, g
DOOSHEEDER R Vi, o, ERERERE
BTE B EEEER

R Tt PR L BEARRIE LB, BIIEIISIE

e BEE L R L2 OARE
7 7 ASETEZEDY LR
FREE T—7 L — b &EIR

e ©

©e 6

®

@

RHED Y —2 — M iREl, v— hOREREEE S
FROCREBRE FOBRERZ T a0, SIER
HOMER .

A, DX ICHEEIN O ERYIRD
BIE B 4 SOHMEEEE. BEEMRE
FEEEE DS 4 DDA ER
BNEBF SN EEFREFEALT, 7FR b
OFETTEBRES, W T, PRl SRR AT,

TR, BEERRIGERORANTY — 7 v— NGRS

#]e L BHITERA

FEEE IR Lia 2 a2 T, B
NHOIHEEOER 2 Lzt BIE LOEER
RINR2 BT, fRE L AR DMER e
R & U L— b &[ElR

Teach English at the expense of
Japanese?
U—7i—Fh

4 3B LFEREOFEEE. BL. BNEOLHOOERTF. BEE
WRITE L RE S5,

Authorities must reverse decline in 3Rs
U— i~k

5 AMELFRROREL BL. HESEEZRY IR SN

FEDITFHFESED,

Technology amplifying established roles
J—y—F

6 S5iEH LRI

*Ethics classes teach preciousness of life

v—si—k

7 @
@

@

6 EHEDIRYIEY

Post-test 32 : 5B OFEEA Bl > Tl L 35&
DF AT HE, (B, BEETHRA BRSO,
TF A MZEZDIT B & H iR

BEERITEY T v — NIEE

Steps needed to control violent

schoolchildren

8  Posttest DERET A hEHE

4. FRERLBE
F4. 13, FEEFIRIEERITEIZIT o7 Pretest, Post-test DFfES]. MIFERESE DY)
BThHb, THFAMNOERESRET A FOAaTIXLELITHRATHDZ 00, SMELH

83



BBEICE UDIKRD AT Z LD (Posttest 1XERL 2. Z2ZBDT L),

BETREAL, R2. ITRLEX I, TR FOFEHIT Post-test (23 TEH TR0
HLOD, THABEOESEIIHE>TNBIZLINb LT, FEIT A FRORa 7@
UBRONET EThB, TIT, F—IEEER LT, 2235 2 M v 2 BED Wilcoxon
DB ENBNREZAT o TAER, AEENHERSN (Z=-1980,p<.048), Zhid, 7%
A hEEFRT B IO DOBINE b OFEERTEEERDS Posttest TIID L TNDH T & LB
HBHEBEZOLND, DV, 5 BHEIOFEBHERATISIRNL. SIEOTHE R _EIT-O7RD5
7o LHERIC & | FEERESHINUTRI I FHERIED X = 7 M BiZm Lk L7z Koyama (2010) 7>
LR LNTZAMREFET D,

F4. HEAIHCLIEL (1)

FAIEAE Pre-test Post-test

EREHRT A MRIT 8) 80 8.0

FMNT A R2T (12) 10.1 11.5*

e » 173 144

FREREE : 7.1 5.1

R (%) 412 356
*p<.05

Wiz, FEEMASMRIRIBEORTE T, RIGEOTEEEOTLA TR DT DITEN LR
FEEFRT A MR VR4, [TERLTWS, HilT A M Pretest, Post-test ZALZE410D
F¥ A bR L TV 55E8% antconc3 2. 1w ZER L CEEREY X M L72bDTH D, BN
EHIX. FRENDT R hO—@ERHRIZ, ZOFERD A "o, FANFEECRELLLE
PNEEROCTHEE L TSk, “OLE, BMELPERCHERTEERIL1 A%
Bz, #4. OERRI, BMEO FERTEEER % IERORE LEEEC) <o
TEHL TS, R LT, Posttest [ZBWTHRIEENRD LIZZ L bdh Y, REEBEOE
ERIFFEROEUIR N2> T, '

%5, SEFMIGRC LT (2)

PREER Pre-test Post-test
BT TRVERF = v 7 EBS A7) 438 64
RFTEVER B EREEE @ 3.0 35
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¥7-. 5 REOEEE SIS THERFATEN EO LD IR LIDh%E, 17THAD
AT (R5.), BONET—2hb, FREEUREERFITEIT ~TL, A%
TEEY Ul 4 SOREEEANE (G811 OBRWEER D 1, 5. 9. 122%%%) OMAT,
ETOEERROND, FRCHEEENHERSND ETILRELRP-Te (Z=1.703, p
<089), LMLZAE, /MU (2007) =2 Koyama (2010) 2>HRbNIEREHET DL, K
WIED & 5 BT T & CREEMERAMANEE T DRI VRR SN & W L D,

5. ¥&®

LIEORERND . A ¥ REEBI R AN BFEEEOHMIEERIT) 2 LT, FEEHEA
FRENERET D ARSI RIS &, %72, Koyama (2010) 2HIFDAVICER L ARk, #F
EHUHEET, REEENE L S ENIFHRA OB LICERKT 2 LB LD,

AL L Koyama (2010) DR X 2ABEAIL, 1) ETEHEOIMIEES, BEEIERT
BRELT, LOBRIAT oI b, 2) FIBEORR, 0 &5 ICEHELTIITIGET
BB TH DI EBMEIR VIR LERT DL OFE L2 L. 3) BEl BNELIC
A BBEEEHIE DD ENTEDL LD, BOOHERFITHERY BB ZRITITI L.
BB BRB, LaLAans, /Ml (2007) <2 Koyama (2010) (ZHS, ARFIEII SR
RIAMES . £7r. ERBIME LD TN -T2l B H~OERFEEL FTRETH -
77 v

=5 LIRS L AT R, ARIL. FEEDOA FFENE S OITEHESED T EMNTE,
o, BEBHHCER Q EATE AHESIMIEEARI L VK BERDH D, S I,
FEE AW LI B AR LRI AN D, 1) BEENORZR-TFBEERBRL
+5. 2) BIMEEEHEST. 3) BHRIOEES1TY. £, 4) Delayed-posttest 72 EH
i U CEERFRIET 5728, F—7OfEEEEZ L V@D T FETH D,

SATBIL. 2010 £E 8 B ITARERRRY A T R 70 LT 4 TSRO TR S iz, SNEREER
AF 474 (LET) 50 BERERSTONERRFIRCMNE  BEEZMRIHOTHD,

&

1 ABRETNS REEEAOIE Lk FEMEOMBED LT (Griffiths, 2008) ¥z HHRAHTE)
e PEST, XYV RALEEEEE RO O ITRIZ &Y,

2. /NLET2006). SMNEREFE L EBFHE AT ATHbI BB bE Y 52T L DT AAFEE]
vol25. 52:61. ' ' .

3. BMEEDIL. Pretest Posttest ZERRAHC, 7% R MIOHETRE LIGEORMEOTHE L H 18R
INTV,
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WROFSEFEA T, uTmFEJu NZEZIREWY,

Steps needed to control violent schoolchildren

Statistics indicate that the growing tendency among young people to use violence on others. without a second
though is affecting even primary school students. Educators and parents, who must be ()alarmed by the problem,
must confront it.

There has been a sharp increase in school violence at primary schools nationwide, accompanied by a decline in
violence at middle and high schools.

According to statistics (2)compiled by the Education, Science and Technology Ministry, there were 1,890 cases of
violence at primary schools in the 2004 academic year, and increase of 290 from the previous year. This means the
figure has had record highs for two (3)consecutive years, the worst set of results since 1997, when the ministry
conducted its first survey on school violence.

In one reported case, a fifth-grade student jumped on and kicked a teacher who was teachmg him the proper way of
greeting people. In another case, a sixth-grade student started a fight with a classmate over a trivial matter and kneed
him in the face. Another sixth-grade student suddenly lost his temper during a break between classes and smashed
windowpanes at a school building,

It is particularly disturbing to see that the number of cases in which primary school students (4)assaulted teachers in
the 2004 school year increased by 30 percent from 2003.

Teachers have good reason to be disturbed to realize that an increasing number of students are making them the
targets of violence. Their (S)sentiment is demonstrated by the remark made by a primary school principal in
Yokohama who said, “[Teachers] are finding it difficult to deal with violent students because using force to overpower
them could be seen as physical punishment.

Some students lack social skills

In many reported cases, primary school students physically attacked othels on the spur of the moment. The
education ministry has said those children lack patience and do not know how to build good relations with others. The
ministry has concluded these students find it difficult to control their emotions.

Primary school students have homeroom teachers. This may make teachers feel they should tackle problems on
their own, instead of discussing them with other teachers, according to the ministry. The lack of cooperation among
teachers in dealing with problems students could encourage such children to use violence against others, the ministry
said. . v

The increase in primary school violence is not unrelated to the recent decline in the age of (6)juvenile delinquents.
An increasing number of primary school students appear to be willing to' resort to violence. Readers probably
remember that a sixth-grade girl was slashed to death by a classmate in Sasebo, Nagasaki Prefecture, in June last year.

Parents’ role crucial

Questions should be raised about the number of cases of school violence in primary schools last year. In one
prefecture, for instance, there were no reported cases of school violence, compared with more than 120 in an
(Tadjacent prefecture. The figure stood at more than 300 in Osaka and Kanagawa prefectures, contrasted with only
43 in Tokyo. ‘

According to the ministry, prefectural govemments apply different criteria in determining the seriousness of each
case to be reported to the ministry, despite their being a set of standards created for that purpose. We believe the latest
statistics on school violence may be the tip of the iceberg.
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What should be done to (8)halt the tide of violence? The ministry has'said it will do all'it can to encourage teachers
and administrators in each school to cooperate in dealing with problem students.

What can parents do? Are they doing what they should to prevent their children from enjoying video games,
television shows and comics filled with violent content? And it is a foregone conclusnon what will happen to children
if their parents abuse them or assault their spouses habitually.

Panents should rethink how they spend their time with thelr children at home

(From The Daily Yomiuri, 2005.09.28)

1. Choose the suitable meanings for each word.

(Dalarm ’ ) (2)compile ' « ) (3)consecutive )

(#)assault « ) (5)sentiment « ) (6)juvenile « )

(Dadjacent () @b «H

@  nextto or near something

@  relating to young people who are not yet adults

®  tostop or make something stop

@  tomake people very worried about a possible danger

®  following one after another in a series, without interruption

®  anopinion or feeling you have about somcthlng

@ toattack someone in a violent way

to produce something by bringing together different itemns

1. Decide if the statements below are true (T) or false (F).

1. According to this article, the amount of violence at middle schools has been increasing, ( )

2. There seems to be some young people who use violence on others without a second thought. ( )

3. Judging from statistics gathered by the Education, Science and Technology Ministry, there were 1 600 cases of
violence at primary schools in 2003. ( )

4. As compared with the data in 2003, the amount of violence directed at teachers in 2004 decreased at pnmaxy
schools. ( )

5. Teachers in primary schools seem to have an effective way to control violent children because the ministry
encourages them not to hesitate to use violence. ()

6.  Cooperation among teachers rmght lead to a reduction of school violence. ( ~ )

7. The ministry says that the present systém of having homéroom teachers makes it difficult to get violent
students to cooperate with teachers, ()

8. The number of cases of school violence in primary schools last year differs from prefecture to prefecture.
) ' ’ ‘

9. The Education, Science and Technology Ministry believes that the number of cases of school violence reported
from each prefecture is accurate. ()

10.  There might be some different criteria in determining the seriousness of each school violence case. ()

11.  To reduce the amount of school violence, the Education, Science and Technology Mmlstry stresses that the
responsibility of parents is greater than that of teachers. () '

12, 'How the parents spend their time with their children at home might be a key to reduce school violence. ( - )
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Gh3. U—r s —h

1. Fill in the blanks below with A) the words (or idioms) you don’t know in this chapter first.
2. Look up those words in your dictionary and write down: B) their meanings in_Japanese; and C) other
information (i.c., &8, Fiffl etc.).

O A) English B) Japanese C) Other Information
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Abstract

Over the past ten years it has been confirmed repeatedly that TPR is effective for developing -
Japanese junior high school students’ abilities in listening, reading, and writing. However, although its
effectiveness for developing speaking ability was confirmed by Asher (1969, 1972), Asher et al. (1974),
and Gary (1975), whether it is effective for developing Japanese junior high school students’ speaking
ability has not been proved yet. The main purpose of this empirical study was to investigate whether
TPR, a method characterized by much meaningful input and a little output, is more effective for
developing Japanese junior high school students' speaking ability from the viewpoint of accuracy and
fluency than the method commonly used in Japanese junior high schools that is characterized by a
small amount of meaningful input and a large amount of mechanical output. The result confirmed the
effectiveness of TPR for developing their speaking ability as well.

1. BrEOER
1.1 TPR &%

TPR (Total Physical Response) 1% 1960 £EfRIC. 4R, San Jose State University ¢:LERFHa%
CdboTe James I, Asher B3R D REEEIRER A BIET B Z LI L > TBR LREELETH D,
Asher (2009: 24) IISFEF G LRI ER DT HDOFMFL LT, () VA=V A —% 7
ICHAT L CHEINARETH D, Q) VA=V T HEEOBX 2B L THITTRETH
%, (B) VT4 FXARMEKERBETHRELBH LA, L5 BREHFTCND, Thb
OERNTESS TPR I, BEHE A LOFEERRT HAERFELEIRNT, FEESEOK
TR BECRET 2 U A=V L ORISR T, BRIN TS0 EEITRDN, FETLT
A Y A ERNERF TR O THD,

12 BAIZBITS TPR

AAICITE (1972) 12 & - TR &hic, HFHIC, Kolmo (1975), Takahashi
(1981) HOBIZE, TPR ICESOTHRRESh#h & UGS - RIE (1976) . BRHICHZ
EREIT 1980 FERDBA (1995) BB BT Thote, Eio, PERARESRETIL, %
EARNTENEBECERLELL Y] WD E9R1~2X—VREDa T AHREN
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LNENTELT, FEFOKIE S OSEAIC &b b FRRICIIE b b o T,
LA L, &I 10 45/ C TPR OFBRE TR L I TETRY . LR >Obh
B, ek 2R, A ERR E L b Iz, Kurokawa (2002), Kawabuchi (2005), Takao (2007).

Kadota (2009), )11 - #5K (2010), FARAEZ%iE & L7 DI, Yoshioka (2002). Shimizu (2005),
JEETE] (2008), 1] (2008), #EH - #AK (2010) A ERH Y, PERDICERFLERR DRI
BT D Ny NEROBEL Y bABISIRR DS L REESNTETVS,

—J5, TPRIZH LTRSS LV, 7 20, [TPRIGAMHACLAEZ 2V SR CH
5EBohd| LR L IGERNEEEOERER DD, i, EEEBFE ORI THEM®
BB, BEEMDHZIGEEE LR TOBERBEB O NERRICXI LT, F8#E»b, [TPR
D& 5 RERGENOREEREENRT HERIIDHO0] WX H5Rar v viRREnze
DHEE, BREBH L 707 TN TCOESSENHBEOZR, ZhbE0—FITH D,
flizd, TPRIZFEHHREDIBEELETH S LWV IHIRELH D, — D3 F Kz LTS
THZEBGHEREIERE 5252 L0, DRI DREEEEE CHOWON TEZ L L
O—RTHA 5, NEELY B RAICHAWEZIED BHIRRH B = L #35F U7~ Asher & Price
(1967). FR%: 2 4FAE AT Lc Takahashi (1981), BHRCEZSHERIC L8k (1995), BHED
b DT L TET T ROE 10 FREOHFAESCERAZR L L2E R L b, TEHETCm
WEREE TR LT L TH B,

13 ABFEtOEhE ,

2012 S R Y FERTHAT SN ABIFEREEFETIL, OB R EEHTIELATD
DEREHPT 2=l — 3 3 L ORCEANR R SUSEETERT 5, WA E L%
VOHE—RUINEEZE IR EOEREERT 2BA0DL, TAEREERAMICERT
HIGEEFHET D L) BEAFEE UTET TN, £, 2 BHEEFO LFE
SFEBENEL . HEMICBREROIGEEE I RD BN T D, FHIZHHIRT B0,
7Y by NEROBELE 2o TER, IEREHRTHEENEBTRTE WA LIZE
VR, 7o, BHETH, BRIET TRPERTYH, 2BOA U7y b EBRAIRT 7 R
Ty FBRBFEMERE LTHRVITONTWADRERETHS,

D& RBIREUET D DOEEEN—O L LT TPR TR EELETHD L EX
BILDH, FRE LTERULAEXR SRR LE< . PRORROISHIETCLo LAV DR
BEIIRBITIE. EBHIZUC Lo THLNITREZ LB DD, K TIE,
DO—2L LT, TNETHRAESH TRV ARAFEEDRA Y —F 0 F HHERIZHT 5 TPR
DAEPMEZTR, PRI 2 EGRRE A UET DI OERT — 5 2384t LT,

2. FATHISE

21 TRAYKLTOHOTPRAFE \ _
TPR DFEZE James J. Asher % H.{NT TPR OFSHEIZ- DU T DEFIZEIM T TV B 38,
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Tk, ENHOBERHALNI LEZ LB E LD TR,

(1) TPR I & BH6ET, FReT X MOEFEEMET 2 M&Héﬁiﬁé@ﬁﬁ@%@%ﬂﬁ
12 < < (Kunihira & Asher, 1965), ZALHDT A hOFFEIMEFEEITS TPRIZED
FEIBREN DD (Asher, 1965, 1972), '

Q) PERVEERETYH TPR 33MRE T2 LB TED (Asher, 1972; Asher, et al,
1974; Swaffar and Woodruff, 1978), ‘

B) VASV P LAY %LV RFRICHET D &, AL bHUREL, YR=07
WEEHT B REHERAS LV (Asher, 1969, 1972; Asher et al, 1974; Gary, 1975),

@) VA=V HEMEEE ZEOMNMBOTRTEST D(Asher, 1969, 1972; Asher et al,
1974; Gary, 1975),

() FEbI Y BRATERD B 5 (Asher & Price, 1967),

6) BEROEAERECE BEICER S5 LIRESROED, TPR ICLD Y A=V 7 HD

OFSED T HMEN TS (Kunihira & Asher, 1965; Asher, 1965, 1969).

BB, @) IToWTiE, TPR TIRARVA, RV Y A= 7B UIREERRA L
TR EAMEOERE~DEREEIE LTV, 7o& 20X, BERERP b u v 7REEHIE
70, B TERRIERNLEEXROES I L ICHA STz Postovsky (1974) 13V —F 4
VI RC—XVT, FAT 4 v T ~DEBE, RERAPDNEREZIEC OHR Method
ZERR U= Winitzetal. (1977) 13V —F 4 ¥ 7 ~OEBEENETNRE LT D,

22 HATOTPRIFA

7 A Y B TRERRREELET TS TPR THHH, ThETHE S Thokdiz, K
SKTBRSE SN B ARDIEEEE C O L MEAT I LIIhE LR, b2l FH
RN, MER E SBIRBLIE D, 7 T A A X, BESEEOH S, ESL 2 EFL 2> R EFE
KUERBERDPLTHD, L, ThE TiTbhiz BAITEIT 2 TPRIZOVTORIEL £
BT EhR ) OFRERRT NS, 2T, BARASGEEEE R L LPERER
PRTBIT B TPR OZIREIREE L AR OBERE 2 B~ 5.,

221 HEAERFRELLELO
22.1.1 Takahashi (1981) ,

Takahashi (1981) V. H2EE: 2 SR BB BIME S TPR CHE LRGSR, TPR ZBA L
72U Z=y L OIBREN, REEROMEREE p0.05 TY A= 7RO T EESTZE
W|MELTWD, Tio, RESBVVERELEVAR RSB LAILTNT, BREOEE
FEITH TR ZTEAT 52 LT, FEDR GURHOHER) 2R TE 5 LERL TS,

22.12 Kurokawa (2002)
BB FOASHER 145752 183 £&xEL LT1HEMICE> TiThh
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Kurokawa (2002) OFEERFIFRIILITOZ & 2#@E LT3,

(1) FERAREED 1 FHPET R FETO 16 BT, 77 7y MEEERFTRH
b, TPR Z2EAT 2T LI &> T 167 HOBFERERE LR TE LT &,

@ 1ZHFET A M, /ERICHETHRY LARENWEEZ LD Y A= FRE
80 RAY(FTERERIG 25 49 % &7 100 AR DT A MTC, I 86 e,

EHIT, 1T R PEABRIE, TPR 21EM L) A= 0 AT CRATENERE

DEEED 5 HD TE% TPR, 3BIEFAEFAT CRE LT MREEL UTERERRT.

B) 1FHHIRT A M Tit, U A=V 27 F X FCIiEp <001, BABATIXp0.05 DEEZE
T, WBHSXREEY LR o7, £, FAT 4 7LV —F 17Tk, TPR 2
DT FREEIAT THEE U 7ot FRBE 2 UBREDS p<0.05 THEIC LB 72,

@ 2ZHFHET R b T VA= 7T R MIBWT p0.05 T2EHE TPR 215/ L7
FEETRATILBERN, A FIERRESAT CHRATSHRZARIC EEl o7, U —7 4
TRRRICIBVY T, p0.05 TRUBRESHHRBEEZ A RIC LR,

(5) A&FH TPR 18R LIS CRAEHRRE 1 4 L | TPR 218/ LRV SUERRF O
FEREHORETREATPE 254 L 3FEADRR T HERM COBETT o TR,
FGAT 4V, VAR TREEZRBOT p<0.05 T1EAEN 2EEFFRIC AT,
3EAL 1FAEDHITIL, 12 ALORETIFENFRICIFEL EE-72, VU
—7 4 v THEO—H TIIHE OMICEEER bhvieh o b hoTe, $iz,
RERENCEHDSMETIL3FED. 1 FAOFHRP b Fh o7,

REEREL TN,

2213 Kawabuchi (2005)

e 1 A ETIRIC, TPR 216 LIS e @Rt L . P 2HE28ECRE
12, Listen & Repeat THEAFSHIRBECH LT, 23 MOBEDE, Shhvi-afUcEfET
BISTAHRDY A= TR b e, BRENTASTN—EKT 2 BIRT2HRDY —
F 4 TT A NBFREEE L RSB EEATS 40 BRICITDh ., TORR, BEEE T
YR 7T A N CRUBRED p<0.01 THEEEZARIC EED | BIRBEDOT A M T, VR
=V P T R MTp0.0001, V—F 4 27T A MTp0.05 T, NERSXERZARIC LHE-
T eH|ELTND, Ein, BIRRMEDT 7 — MEE T, BERAPIC—E L IGEOMAE L
ol LB X T ARINITERH L CHER L. & 25, MBHEOR L QW A0
KEET LT, JUBBHZE LT AR b O R DK Tl BB O R DK
TEVIEINTNEPoTE, TPR OFEMEZHREL TS,

22.14 Takao (2007)

HpE2 1 FAEA~OBIENR can & BEETRORE ST/, TPR THEE UM UBER & (R
#if%, Listen & Repeat THE U7 0HBAE L 2B LT, i1 » BB ORET X b OFEEE
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R\ VT, AMERESAHBRE R RSO BT BBl o 72 (0=0.027) . —H, BUEEEATH
IZOWTIL, 8% 1 » BRICiThbh Y A=V 75 X MCRWT, AERELSHREE A Siat
H B FElo 7 0018) o &5IT. Takao (2007) i, TPRIC X BHEH AT TUVRL
QAEAEIK L CR-FIETT R b LIk 25, BB can Tit, 1A LY 1FHEGEE
E< ¥R T 254 % AN IIE CARIC LR -7 (p-0008) . BUEE(TY
CIERER AR TR R Y- 2 B BB CHRICABR A RRE LR -7
(=0028), E7. TPRIZ X BIBERIATONT v — MRE T, JUTmd o TR 5 &
Db HT0%DEHERBIEET 5135 LN EERS LT L2 LT 5,

222 FEEFBBRETCO TPR OIEM
222.1 &K (1995,2001)
87k (2001) THE. A 1AM D 24E4E T, JE 3[H TPR &6 LIcIRELR R T AUE
BEL3E 1B TPR 2TEF LxBREL ORI T, VA=V V=T 1 7, SBEFOET A
MZIWT, FHFN, p<0.001, p<0.005, p<0.001 CAEREAXIR#EE LR/ L |MELT
Wh, i, 88K (1995) IE. Kurokawa (2002) & FIERIZ, TPRIC K 2HEIZ X - TARERD
DIFERRODWBY . AT HOKRFRRE O B DLEBPHES NI LBEL TN D,

2222 Yoshioka (2002)

B S AR L U EERSE T, TPR 275/ LIRS CRA AL ILER, RO
Ek#E 5 % T Listen & Repeat TRACAER-EZRRRE L L7z HEBITISV VT, p<0.000 TRERED
SHBRE R AR LBl o7 2 E R HE LTS, ik, Bl 1 FAE~OIGEEET, TPR 215
B LTS A MBRE L BRI E L, RET, HEEREEE T2 L0 IR0 HOREE
TERATERRRE L OHBIZI T, p<0.010 CUERNFRIC BBl L HE LTV,

2223 Shimizu (2005)

Z OBFFRE. B 1 SRR E LCIThRIRIZET, TPRIC K DREREEN, UV —7 4
VTR NOBREL | fE SN EERER ST L — ABRBREN THLAERBEDFERE
B 5 E CORGHEIC E D X 5 RERE RIFTHERHETH D, BREdz TPR
THOE U WUERE L | FIRR & Listen & Repeat THHM U 7o o FRAHIC, FEEERE 1EMEITH 130
FHEOEIDA Y —2RFERL 25, MBHOEI BSIEHLY, LEFNEES
NS T L — SPER ST b AR5 £ TORSRREN T & (p<0.05
~0.000) . E-NEOEYRED TPR THIE SN AMEREDJT M3, Listen & Repeat THRE IO
EXBEEL D EAo T L (p<0.02~0.000) EHEL TV D,

2224 Il (2008)
BENEFAREREDTHO TPR 215 L7 USRS ORIV BATZ L O TS
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B, RIEBGT @ L RERDE YT ERVTIRELE L =5, FISHEDS L e
FLOOPEROREEE X Y 4 TPR 275 H L8 E DI 5 PERIEN TO- 2 HE LT3,

2225 FERH (2008)

PFEHEFR2EBAEDT- DD TPR 215 UT-3E5a S8 OBRICE Y iR T, 28
THEEOKELRIEY, ERIRTSED [FFEMYVANTLY X MEFIC L 55E%
5% & [TPR OFEEZAV- BRI 2ETIERLL 25, ¥Y LIEROES
T3 TPR ZTEA LI-fEhed) OIZ) BMER TV BEENRE - L 2HE LTS,

2226 ¥EH - &K (2010)

B 2 AR L U COTESCREE B IGRY, AN SGEORRIE FI3, AflicE
DOFERE TR SNER OSGET X A N L FRERET L CRE S h - Bt &
TPR Z AW THE LAERIC LT, FYT X b, FHEEEOSIHRT X b, 28REH#%E 4
HEROREFT R FEFEBE LI 25, bLb LEAPUBREL Y B o T FRRENS, 2530
7 A M Tid p=0.018, ZhEE 034 T, TFHET R b TiXp=0.006, ZHRE 039 THERL VEN
TR, REITHLTHT o 2 BB OBRRT X M T, b b & OEHRITIHRN T DAL
BRFAS p=0.025. ZHRE 033 THBHEL Y bEVEYRER -, 4 BMORRET X k
TIIE HIZEMBIVT, ALERED p<0.003, 2hRE 042 ThIfREEE LE-77,

3. WIEOBEK , -

Kurokawa (2002) T6, ABFFDA S — MNEFEFCRIELT=T 7 — MRETH, A/ bix
FEEFEOH T, FEERE Mo THECELRRCR VB LIS 2R U, £ b4 EED
2B, BB DTENEFH> TWBNIE, RAE—F 2 T THBZ Lo TW 3,

AWFFETIE, Kurokawa (2002) Z8&de 22 T BATO TPR DRI CHREEENT
WRWERD 1 DDERETH Y. A BBRBFIC DTN EEATOB A —F 7,
FACZ OIS LHL X 5 SOFRIC, BELEBITONTOSDEDA 7y b LB
BT T Ny NEROBELI D b, KEDOA 7y MEADBOT Y NPy b %1TH TPR S
BRHTHDINE SMTONT, HE1EARRENRLE UTRGFT5Z L2 BRL T3,

4. RO

TPR 275/ L7-fa8d, PR 1 FEOBERTAY %70, Kz, FHS, tbhr 5 &,
FH LT SUERREER EOREEICBO T, #ERITON CE IR 7T 7 M7y FERO
EEIVEHTH B,

5. WDk
51 &m#E
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ARFROBIE L, FERINDLIFHRR 1 £4 98 DN, BIRT 2 24 DHE B AL
72 56 L DHH B ARG B o 72 2 £ DY 7 T R DEAFEDFROH I, BEEEUHEREL,
2 BEHAPIT 2 FOFGE, BETOBIEIT L ABAERDBE~OR Y MHOESWREEZEE
LT, W7 FAREHITRD LS ICAEFERBATSRER. 40450t e Lin, AFEED
B 144 2550 10 ASKE T, TPR 2TEH LI R3E CRATARE 20 LR AMERE. 1 5H1H
72 NETIE TPR 26/ LIS TRO, T, BImRE & iREE. SOERE P LTH
WX TR 20 £ XREEL L,

52 WREOHEMEHE

AEBEETEE (B)I) ML, RN, B 35 FL LOBESRE L, Z0
BB SN AR bOTHAIL, /NP CHREEEBRLALIANIZ SME S = R D%
HF A NC, BE, FEYERE S EE->TWT, iR & iU Th, L oZ&Lx
ERRLREVEVIRERTH-Z Lk, ZOHBORMNEEAEZRL TS EEAL I,

53 HFHTHGWET A B

10 A 94T 2 FHITPRIT 2 R ORERE b LI, FEEITRWTEERLERE LRt
FREECR LT, BT R bR 2 BRI S NZA Y —F 7T X M > TIR%
HE U, 2% 2 MEBAPERIL, ¥ —4y NEHO—DThH D AHHESTE
22 FHHET X FORFE THolZ L b, 2 00RRZEEETHEEShN ., A%V
7 HPSDABOEEIT I THREHANC A B2 LB LR L i 5 2 & T
TPRIZ X BHREHROFEN L Y BREIZ R 5006 TH D,

54 BEOHE
BRI LT, TIOR3 & 5 28 A B Thhi-, AFE» O 13T R b
FTL. 1R R MO 2 SFHRRET A N E OB S B OREE RS,

5401 NFREHD 1FHPHT A MECOmMBEEADREE
5411 TPREEALEVA—AT 97

AF%, 1EEEOSEND, EE, SEEORYIO 5 55~10 TR, AR bIdsns
BT HYFERIRE o b, BEANZE) X [E57-, Walk. Run. Stop. Stand up. Sit down. Come to the
blackboard. &\ o F=flELRE)& O CEIFEFES T &2 DARE Y | Open the window. Close the
door. Go to the blackboard. Go back to your chair. Raise your right hand. Pick up your pencil. Write
your name. Pick up your eraser and erase your name. 7% EORRETRNTEI 7T, 14A£27H]
DI 25— R EIE 2 Ak - B RATE, Wak fast, Walk slowly. Jump low. Jump high. &\ o
SR CRIE SO, Tumn around. Point to the ceiling. Wave your hands many times. Clap your
hands ten times. Stand on your heel. Stand on your toe. Step right. & & o7« #RIEF TITFE~2V R
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HLEEL QO oz, Thuvbid, TPR TERN T FEETEX 2 TH B,

5412 TPREFEA LT 7y Mgl :

2 1FADBRMTOREOT VT 7y MEEL, S, JOF P o8B o®E
BE LT EEL LW RENMTON D Z EREVA, CFHREL LTRETET, tx
X, b& dDRFIBTERVVERETS SAHLTLES, 17y MERBAENILTT
UMy FEEDIEER ) E VDRV LRIRIC, TFRE L L THERRIEETH D,

2T, BV LRI SCF LR T 5808 & SH 5729012, Kurokawa (2002) CHIT
ST TPR W T AT 7 Ry MNEEEIT oo, A DI BMOTFEORREREE 203
b, TAT7 7y Mi— REGIoTARMEZBEAAEY I — Fefliofh, BEHRE7:
D, I— FOBEIZHDIBEMSTZY . TNOLEESTEAIAZBENREEFBRLT, TAT77X
v M RCBRRIC KT /NI LR TE 3 £ ) 10 o B CUFE 2 EL SR 2 ihi.,

54.13 TPR Z{EH L7-BREONE LY L-HEE

BERIC X BIFEOHRERN T, £4RIE2EVY | e BRI R 2 & T, wite &
draw DEWVEEHE L BHIL 14 2 TSI OV T Draw two lines. Draw three
circles. &\ o T BLOHR TR/ — MO FTEEL Thof, MGieasanco
W T, Draw ahappy face. Draw a sad face. & W o 7o 2BV T, BRICEETIRC A A — |k
BHENTARE RN O, FAEEBEH D 7 — M FCHE L TV o7, Draw a big triangle.
Draw a small square in the triangle. &\ o 7=HREBRNTHIK 0, AR b 1484 3 e
SHEFTERITAERAGEFTED L S IToT

5414 1T R FoBEDND, AL —F 77 R NEME TOXREEORESE

1 ZHHHT 2 N, SHRBRCOVLTIL, HEMBER, BHOINE TOREE TR
EEITO ZLEF/E LD, 1A HIHNT, BEBAR D 5 BT TPR &8H LR
TN FEREIDIZ & A L1, ZOBEI AT > C& = HE TR S his,

R, FLVBETEZERNC, FHEEOBRKRER T, — MIEBL 2 L, KEDOEARL
LARIE ) — MCEEESTZ L, FIRERFHACTAXOERE / — MIEL Z LA ERTEL
LTRENT, EASFOEANCOWTL, RELRBLHIAN 2SN, £ bidth
J—MCEEELnbL. TOREL LTI Listen & Repeat LTz, £DdHE, TV
N RWTEARSEID RV @FROMEEZD OO, AR, BXMZ 2 EOBIRN
BRTY Ny b)) BfTol, BREAL, ETAREREFETREEE. 1303 ofmRE
BTOh, FADFFEITD LV 5 FIRTEEMED b, IREAXOBH®RE, —3X7
DARIBILEDE T, EREEbITENE ) — MIEN T o7, BAEE > TI<IC
FER LI AN T 22 E BT U 7y MIREDEID NS & AR,
BWEfEolad U7y NEERT DB E KEERDIRTH D,
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7L, 5415 T3 [55 writing] . TEEBVFY by . [HRA 7Y
VN BOU—r Y — MIETEENER L. AERE, XHBEEL bITERSh, BBt L
TEHERTS ) A= 78R b L HIEETH o7

5415 1FHPRETA MEND, AE—F1 77 R MNERE TONBRORRE

WBBEOREETIL, B, RO L5 ZFIET, BRSOEREPEASH,

) FLHDERE (1~24) ITHi~SR&ED, iZL, ANEROBETEENIT LoEE
BEH I LSTERVEAIL, AHCBEOBIE 2 RE B,

(@%ﬁ%ﬁﬁ&&é%E%AbﬁAi%;of ZheRTEEE L, Eﬁ;ﬁﬁmﬁﬁ
PELIEES, (84 SHTHITENEE L OB LS OMDASE bIdMm B S EE
BWERRDZ & T, TORFEOERELIIET D, )

@) FIEDSEDR MBI ZIEF 2R THERRNR D, —FECBHER D T L2V IRL,
AN EDOMATOERE R TR e UM & 72EIC, BRfIIMAXEE ok, £
LD LB TEWEET 5,

@) Q) CAEE BRENT BT TEEN TE 5 LT CX T, BERIEBHEEETIC, BF
PiEx. AEELIETCEWES Y., A LT, —ATEESES,

(5) FrizifEEE 52T, Q~@EBRVIRT,

(6) REDAEFENFEEETE BLDUEFSTE TS LHYI TE BT, T 25T,
BRI oo CAFEC MR TR ShE T, BE 04D B EE T 5,

ZOXOICUTEALLGESH R, [59M witing] LFFT 2V —27 ¥ — FTRESE

7"4-
. —o

EREATORERY, AXONEEHERoTEZEZENTN HERY SV &
FIALRRL, MELALE Y A=V S E8bE, VAV T EERPLET L THRER
ol Z L EBHERS®T, F0bE, AXNOEERERCKBELIGETESAL AR
AV NV CRERBARITof, TOEMEAIOEETHNSTY & MNEILHE
BOs I ATHRIA SN, TO%, BlE2Tomk, £, BBk L LTHERTZY R
= TER BRI EA L FRROFIETHRE L,

55 UERE L RRBEOTFENCRBIT S EME

AP —FL 7T 2 MICERBEENCBOTEETHRZ 2%, 2FHPRT X + 24
FAUTHER LT, 25T R FORRIE, VA=V RA VT4V 78K 747
47 60 K Chol, VA= 7, Pointtothe ceiling. 72 & DIFZEHITAERE HAHRR
72 < & AD TPR DIROBEEEZ R N TEIUSHET 500 BATE LR SRRER, FTOMER
EEEHEXR-TC, AAECEXAME VT4 71k BXeHA COMBERLERE
R U CEAE CEZAME,. 5471713 BREC L DRERELTA T, XD
PSRRI AR, ke, play &V ol —RBRAE > CHERRAEHME, FR
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LCWB 1 8o D . RERBMEHEDRT, BALE 5 R L, 54
13 2 4 DEENR AR i— U CfToTe, ZORER. FRIOREEITOL Stk &
BELHERDLRNT & ivbhot, LiiioT, MROSRIIRR Shk,

£1 2T R MU R
XRHE (N=20) SLERE | (N=20)
P SD Rz SD
69.45 19.03 73.15 19.15

2 2BEET R MWHEE (ERD

B8 N SERFTV) JEALFD
XHR#E 20 1948 389.5
WBRE 20 21.53 4305
B3 40 o
#3 2¥HPHEIT R MREBR
Mann-Whitney @ U 179.5
Wilcoxon ® W 389.5
, Z —0.555
A ERER (Rl 0.587
R E —0.09 (72L)

56 AV—FU7FR B
56.1 HEEk & EHE

AE—F TR ML, TR L RREOBTCREREDA L E T 72 aBTH DT
B2, HLITBTDH— FEELT, Fih. M, FER38E g oRER, BELT
WBAR—VFTBHRAR-Y, AELTWRNWAR—VZOWT, I— FERLRRE, 5B
LTI & Ken 265 T 50 ] CEEE®, EfEDRFELIC L a—F—THE LK,

A—F TR A —F

A Hello. I'm »IE0OKR4L .
’ i | S | FERER |HORER | BELTOS | HELTORND
AR— AR~
I 13 AA B R Fod— N Ry bR —N
Ken 12 |7AU% IR BAEE NV—k —W F=A

IR E— 5L 752 k& LTH, BT LOBRED T Lz T H hIcE s
DIEHIVEELNTHS I, PR IFATEE LIFRRLMON TN Z &b, AL
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BB RO T L 235% 5 L Thidd 313 8, BRI EL o THRRMEL 7aoT2 b,
ALDZ LEEDTIC, BHDM->TODREREME > TH Y EY 2T HIBRNHE S
RBFRERSHHOT, SENTZ DX 5 ICBEE DR L A THEEEsar he—A &
NEAE—FL7F X ME4T5 2 21T LT

562 ZEREFIE

A =% T T A MIROFIETERE LT,

() A—F2 7T R hEERETH A OREORINC, WifEL b, AC—F TR
BIOWEDH — FEAVT, 72 MOSREAEEBII L, ST, IGECEan
WIEEBHIUITIIL TH LN EWHIHERRY, VB2 IR DVTEEIEE
WELTHEWZ &, b UREIRR 7 &, RIILTLESEFRH Y, £t
BRBEENE. ROERHEITRIEILAEEBEZFE LTIV ENWS Z e binx i, il
%, EOH— RCLREIETFHEE21Toledb e, I— NIEIR L,

Q) LBIEARE 1 AT OB FICHT, 72 MRS 2800 L P &2, HER T,
FR L L S RPIROH — REFESh, ETHIORARIGETE D, £ENH
SDLAFTES HWNDEE RS L, BV ikbolzb, AEEBIA L, &FIXIC v
a—F—&EHiz,

B) 20, I— FERZNRL, FOH— FOWNRE%E 50 B, FAEATRFETRIELT
W, I— FEDTFEL. I & Ken IZR2oTEY, Fip. MM, FERAKR—V,
BENRAR Y FBRR—V LRDARR—IBRIZIROTND, TNE RS,
ARETBIE, EPLIEBICENENOEE Z LI, 1L Ken ZRAICEFEIC UTHEE

LWL, Bz, Iamthirteen. &Eo7-8I121E, 3 <ITEER Ken IZE X T, Ken
is twelve. RiZIam from Japan. & & o 72EA&RIZIRIL Ken is from America. £ E 5 &5
55 AR AT o7, Be B —BBRAOH & 58S U CTHVIT 5 2 LA TR
BREIDLTRARBLTDTHB,

@) TR LIKDB L, BRIZR-T, BROOFITENT, AC—F 7T R M Lidas
BRORVNBOEE 7Y v b EEST, b O — ADIGEBEOEE T T, f5ERL
TEE®1To7

563 AV—¥2 TR MOEEE LAY

EF FBI) Lb5 1 ANOFFEHR L 2 AT, TAX MRIZIC Vo — ¥ —TiE LI ARfED
HEEREE, ELWREETo Q0D R, EOESE EHEVEES TV B EEFIEL .,
ZOF—FERANT, ERORE—FU T OIT 4~V AETERS LHiL X 5 &D 200
BLRHLHHT LT,

103



563.1 FT1 : EHEIEZRRDOORATELRREYE

AFEDREEDTERES ZRH7-0IC, 38, be BF am, is OV T ElERTEE
B from, HSEA, B lke & B4, BIFA play & AR — V4, THICSAFREHDSE
B0 plays & lkes, BEILCHE 5 BHBIRH don’t & doesn’t, £ Db IR ABFZFIITRLT
WA EEHIL FzvZ L, Bt U, BEENRERAFEIRORBY Th b,

— A% I LT3R IR O ik & BHEIR DB Y Th D,

(1) SOV TR B : EFFSE UL LA BeBIREEL AT LR, Fife
PEIEFEFELLELNTIATEE 3 AR, CUF. FEFEL, aml, Fil%x
S, B3] 2D X5 ICHEL & AR TR B, )

(2) HEHIZOWTRRBHIC : 55 1. aml, BIEF 1 #4 1, FH4,

(3) WFE BRI OWTIRRBHL - 58 1, lke2 (amlikel) | BB 1, 74,

(4) BRNRERNZOWTIRRBZEIC : F5E 1. dol (@am0) | notl, lke2 (likesl) .
#HR4 1. F6 ,

(5) BEFBAR—INZONWTIRARBHEIL : FFE L, play2 (amplay R°playsid1) . A
R—4 2K (thetAB—V4AIK 1), &5

(6) BELUIRDAR—ZOWTRARBHIL © T35 1, do2(does1am0) | notl, play3
(lays2. like 1), AH—% 24 (thet A H— V4 1), 39,

WAL, (1) ~(6) TEE31 A,

ENFE IR LTS OBRED TR L BEIR OB Y Th D,

(1) FERTOVTRARAHE : 78 1, isl. FERIEFL 73,

(2) HEHITOWTRRBH : 1 H5E 1, is 1. BB 1 #4 1, 574,

(3) & RBEHTOWTIRAR B © 55 1, likes4 (like 3, plays1) . ER42 CGARK
FETBIZLTE S5 DEICEIREISEE 500, subject math DX 5 IZEV \FHHE
X DAERDEI DT, TOHAIT 1AL LE) | BT,

(4) B NRBRHT OV TIRARB L : 38, does 2 (dol, amO0) | mot1, like 3 (likes 2,
plays 1, play0), &9,

(5) BEF ARV ONWTIRARBHEIL : FFE 1, playsd  (play 3. lkes 1), AHR—V4
2 /8 (thetAR—VAIX1)T, &7

(6) BELRWAR-—YDZ L 2iRHHEI : F5E 1, does2 (dol.am0) notl . play3

(plays 2. likes1, like0) . &9

WAL, (1) ~(6) TEEH39 5%

5632 T2 {ib X D XEFDHDIE

HEHEOFEEOWD X 5 SERIB1-DIT, 50 EICE 12 XS EFET Z LA TEH
BT, BT LRTEREEE, (1) TR e, NERIER G, HAE,
FERER4L. BRORER4L. BELTVWBRAR=Y, AEHLTORNAR-Y, HENES
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EH) PADTHOBI, QIUENZRRY o Th, —HT S TOLERBERAA>TNS
S& TEELIS & LT, —0, SERERIRT TS b OIS LI,

5633 53 : EEMBIOEEEERLTHOHE

SUERFESEI: E OSFEMBIOEE LV I BRI D, S0 BRICEEY Z & 2BRENT— AR
D1 EZAFHD Ken ZEFEZ LA T RBEDOXD 5 b WK 2O EEFET I ENTE
BRI TeERT, ERERBIOEEE RN, £GEERPoIIBEVEE, FEHL
Te B P OEEMBIOEEEMEL . £<EERRP T3PV E, FF L
SUERRERE 2 K OETEMBIOEEENE N E WD Z LiTird,

6. FER
6.1 IEREX

563 THRANZRAEEC I > TEHLET — %, —ABO I ZFFRI L. ZAHD
Ken #3FEIC L7230, AiF 2 bR AFHMER D 3 DDMERE & BN IER) R % R U T,
F—Z BIERSH L TR0 o 7272, Mann-whitney @ UBREZ VT, B#EOAE—*
V7T R NDEERDEDRREI T TR E U TITRT,

£4 AVC—FTT X MNUbkGETE

AERE

RHFREE (N=20) ~N=20)
S SD S5 SD
— AR 21.30 6.35 25.90 477
= AR 2345 10.15 29.60 9.63
=il 4475 16.02 55.50 14.04

#£5 AVP—FUFFRMoVEE  (IBLD
: Bk N ST JBRCFD
1 AFR payichiea 20 1565 313.0

SLERE 20 2535 507.0
=Ll 40

3AFF  xHEEE 20 16.85 3370
AERE 20 24.15 4830
L 40

LAFR xR 20 1645 329.0

+ ALERE 20 24.55 491.0

3 AP & 40
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%6 AP—FVIF R MNRERE

1 AFR 3AFR 0 1 AR+ 3ARR
Mann-Whitney @ U 103.0 1270 119.0
Wilcoxon ® W 313.0 337.0 3290
z —2.635 —1.981 —2.195
EHAEHESR () 0.008 0.048 0.028

ShRE ~ —0.42(+) —0.32(4) © =035 (4)

BREBRENS, —ABFI ZEFEIC L7, = AFKen ZFFEHI LI, MEEEDED
DOEITENT, MBS LBESEEIC EE > TOB Z L i3bhs, & bIZHEIzsS
WBERDEI R ENDI 0T, 728, FEOBRTEHERT — 21387 5,

P —ABIEZAVEENIOWTRRB, 20 ) HOER L HEEICOWTEETES 'm
from thirteen. & I'm from Japan.) {22V Cik, WD be Bifflam ZIEL X T B0 EH
OEE C, SOV TOICT p=0.044 (BHRE 0.38), HEEIZ- OV TOIXT p=0.031 ZHRE
0.39) TRERENSIRBEE A EIC LEl- , TN OSHTE B CIIFEHE BRI Eh
Rh o TS, BEE BT CERSIRAEE R Y, 1THE (S HIERT fom) BSME.
EDEBIZOWTHHREILNTH -T2 (0.10~029), F 72, — BN like, play 2 AV 3L (1
like math. X don’t like science. I play soccer. I don’t play basketball) {2V TiX, SFHAEEZIIR
HEniahoTehS, T_TONWIEE THF HITABERS SRS ERl-> TRy, 4%
< 2B OBREIINTH o (0.10~023) .

WIZEAFR Ken & FFBIZ LISUTOWTIRAD, £0 5 HOFH & HEECOWTEET %
3C (Ken is fourteen. Ken is from America.) 122V T, be Bhf is ZIE LEZTWBNE H 5
DIEET, FEE OV TOIT p=0.056 BRI L _ LR AERBS RO GRER
035 TH), HEEIZ-ONWTOICTH p=0.52 CRBRIICAEEZIT < . PRBEIINTH-T
 (0.15), ENLIANDIE B CIIFEHHEEEIIBH Shed o 7ods, FF T~ TRBERED %
FREEE EE 7228, 4Bl L B HE R4 fom ICBWCHEISRER L. ThEMOEE X
RE/NTH -7 (0.10~0.17), —ENFADIC (Ken likes English. Ken doesn’t like Japanese. Ken
plays volleyball. Ken doesn’t play tennis.) {22V Cid, _:.Affﬁﬁ?%@ﬁﬁ%@ plays 25 5IHH T,
p=0.03 GhRE 036) TUBRHISMBHEARIC LB, £, BEHLTOHWERR -4
(volleyball) 12DV TiZ p=0.064 (B 0.30) TRBREISHRRZ LEIAEWNRA NS, %
OOEE TiX, FERICHEHAEEZEIT o To)s, 218 B CHE HIHUERE SRR 2
EEl>TRY BEXDH & O lke DFEE R < £HEA OBREII N TH 072 (0.11~023)

62 HibxrH &
WhH X 9 SIZONWTOBHHFERIZLUTOEY TH5, -
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®7 R EmdEtE ,
SHREE (N=20) WUERE  (N=20)

£123 SEEIR SD SEHIR SD

FEESK 895 2:67 10.65 " 1.69

#£8 FEEEOVTRR  (BED

N SER557/9 JEAEFD
SRR 20 16.68 3335
ALERE 20 24.33 486.5
&5t 40

9 FERESEIRIEHE R

EREEK
Mann-Whitney @ U 1235
Wilcoxon @ W 3335
z —2.151
EHERERER (W) 0.031
R E —0.34(F)

BERERD B, 50 ORI CREE L= X0Bud, SRR LERSERIC EE->TEBY, TPR
K EBRENAC—F L TORE X 5 XOETHLEITH D Z L¥bdd,

63 SEMEIOEE ; ,
i SEROEREL P OSEMBIOREE L WO BAND, 2LEETI LN TERMoTEX
OEEFRIZL ZH, LTOL S IfERN T, -

# 10 £< B ARD o T X OBGURHEH R

N SEEHE SD
SIFREE 20 3.05 2.67

WUERE 20 135 1.69

F 11 £< =2 2h ol XOBHREE (IBAD) |
N SEV) JESTFD |

ELEZRDHT- I xHEEE 20 2433 486.5
AR 20 '16.68 3335
&5t 40
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£ 12 2L ExRhoX0 BEER)

Mann-Whitney @ U 1235

Wilcoxon @ W 3335

Z .—2.151

IERER B (Pl 0.031
PR E 035 ()

RERR»D, LSRR -TXOEE, MRBEISUERE EEl> T3, £ Fxi
DOTEIIHENLND Z Lid, FEHIN TRV IUEREENRZNZ L&, ﬁk\ 2{EX
RO TIDDIRNEND Z LiL, SR TRV IEERERNDIRN D L BT 50
T 2L BARD T CHRRREL U bAERRDRNENS & kﬂb%@%ﬁ%f&éﬂm

BEFBMEIOERICDHRAITH D Z L BB,

7. BE .

TPR {5 LT TIL, UV A= VT CRENDE LY 205, 45 EH bABE, INX T,
BET-CHNEI DE RV THH T, REOF SR EER L T LB, 6. TELNZ
EBREREDD, T2 & 2, BIEHE 2ELETH, TPR 2IEA LTI A= 7% 21T 203,
B UWVEEREARR LTI SICRFERECNE RNV Ef T/ TR LY, AV—F0 7
TAMIBNT, EES, fiibi )&, SHEMEOEEORTHENEREHTZ L23b
Y AR ENTE EXHTHASH, £, ZORRIE, 2.1 TEHIF 7= Asher (1969,
1972) | Asheretal. (1974), Gary (1975) OBFFERERC. TPR ZAVWVHRE TII2V s, v
TEEERIETEERMOETLY, B2 RRR LU TEREIE 215 51T - 7= Postovsky
(1974) DWFFHER L b—BL T3,

FIFFEECDAE—F 77 R M, Fin, HEH, BROGEERN, TH2AR-Y, LR
WRR=Y LWV BB B ERAOF T BXRFE L D0 E I hDT A M Th o,
H2ERE 1 SFAE DR ORSICEYE L BB/RARAIR Th 5 be BiFA. —REFALIEHTE5H,
SAFEEHERSRETELL 8250, BEXLLBEELDBNVEER L CHIETE DD
EHRTDEREIOAY—F 77X hONEE, FE1EA2FRHIATITAPE LT
BRYUTHoeBEXD, ZLT, —AHREES TORXDOB/RETH. SAFE RIS
DERERH £ LU TREHBRDETIZRT, TPR 216/ LIRETHEATALES, 8
ICEREDR & 5 BETHY T 2DBEDA 7y b EESEOBBRIZRT Y 7y M
KEoTHREINhARL Y b, ARENTHEZEWVHRERIE, TPR DAY —F 7 HE
FRIZX T AAMER R L b D THB EEL LD,

8. f&h

FATHFRICIR = X 51z, TPRAS, YV AR=2FH, V—F 4T hH, SAF 4T hHiT
HYRBEE X DT L1X. TTCICHAREMECHL, BEPRERE CHLREEEN TR,
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AEIOZE T, ZhE CREESN TR 72 TPR DA E—F 1 7 FjH E~DFZEZ R
SRR TEE, Fe. BIETH AARDFEROUGHEE CHBIATPN T LD ED
4Ty N CEEOMBERT U Ny FMMTOhAIRELY b, EORMBHRERDA
Fo FEDBOT T My M kD TPR OREOBAHERREET 5 Z L 33T & FARFFEUL
ATy VOEEHZUD TRIELZBDEER X I,

SHBOBEL LT, BRAPEA, BRAEICKHTDIAY— %/ﬁ?ﬁ@éﬁ AED & 5 7=
v RV ENENEERESHLOTIRL  BHEORVWA Y =% 77 X MZTPR 3
YOk 5 RERERET AMCOWT LR NETH D, Fio. TPR OGRS ARERE
7 IR B EREMEC LA Th D = LITFATHIZEN b b LN EN22H 515,
£41%, TPRBED L 5 22 OEEEREROEAIRESH D ONLN I T L AL L
T LR H B,

E i
KFROERT — 5 DIBEWE COPRROBHITIL, BIAREOAKEBI AL Lo THE
RENEBEEEHY 7 MR STV E E Uk, AT L EFET,
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1. Introduction

Rubrics are scoring guidelines as well as evaluation sheets that provide assessment
criteria and performance standards. One of the advantages of rubrics is that they specify the
aspects of writing that are to be measured, define the achievement levels of performance, and
inform the students of the evaluative framework and principles (Kuru, Masaki, & Kinshi,
2009). In addition, a rubric can serve as an instructional tool with which users (e.g.,
instructors ‘and students) in different learning contexts can measure their proficiency and
progress. There are well-known rubrics for ESL writing, such as the TOEFL writing scoring
guide, the ESL Composition Profile, the Michigan English Language Assessment Battery
(MELAB) composition rating scale, the International English Language Testing System
(IELTS), and the Common European Framework (CEF) Self-assessment grid for writing,
However, those rubrics do not seem to be popular or widely used in classroom settings in
Japan, because most of their required standards for each dimension, or scoring criterion, are
too complicated or too general to evaluate the students’ writing in university or college
classrooms. That is why we have developed and modified a user-friendly rubric that can
reflect classroom objectives at universities and colleges in Japan.
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2. Preceding Studies of the Rubric

2.1 The Design of Our Pilot Rubric

At the outset of our study, we designed our pilot rubric specifically to work in the
classroom context at universities and colleges in Japan (Nishijima, Hayashi, Masaki, Kinshi,
& Kuru, 2007). The rubric was an analytic type. It had four levels, ranging from 1 through 4,
and five dimensions, namely: Content and Idea Development, Organization, Grammar,
Vocabulary, and Mechanics. Each level of each dimension had descriptors that described
recognition and performance characterizing each level of each dimension. The descriptors of
our rubric were written in both English and Japanese. The rubric was designed to assess such
task types as paragraph writing and essay writing, since these tasks seem suited to curriculum
objectives in classrooms at universities and colleges in Japan.

2.2 Pilot Use of the Pilot Rubric

In order to put the rubric into use in classroom settings, we conducted two preliminary
examinations using Japanese university students’ writing samples. In these examinations, we
examined the reliability of the results: of the total scores by the instructor and the students,
and made some improvements to the rubric.

The first pilot use of the rubric was conducted at a unlver31ty in the Kansa1 area. The
participants were 12 university students. Using the rubric, the. instructor assessed the
students’ essays, and the 12 students also rated their own essays. At the end of the semester,
they filled out a questionnaire on the pilot rubric. The questionnaire asked how well the
rubric worked overall, how well the descriptors worked, and how the students felt about
using the rubric. Comparing the assessments of the instructor and the students, Kuru et al.
(2009) found the scores given by the students were higher than those of the instructor,
resulting in a weak or even negative correlation between the evaluations of the instructor and
the students. As to the comments from the questionnaire, while the students found the rubric
useful in assessing their writing, they did not consider it to be helpful in writing or revising,
Moreover, one of the students did not fully understand how to use the rubric, and the
comments from the instructor suggested a need to revise the descriptors. Therefore, we
concluded that the descriptors should be revised so that those who were not familiar with the
rubric could use it easily.

 The second preliminary examination was carried out at a university in the Kanto area.
The participants were 83 university students majoring in English, from three writing classes
in the second semester of 2007. Using these students’ compositions, Kuru, Masaki, and
Otoshi (2008) compared the scores of the classroom instructors with those of the developers
of the rubric. In order to estimate the reliability of criterion-referenced tests, we used a
threshold loss agreement index for mastery/non-mastery classification decisions (Bachman,
2004), which indicated what proportion of the test takers received the same decision on
mastery or non-mastery from both parties of raters. Its value could range from 0, no
agreement at all, to 1, complete agreement. For each dimension, we set a cut score and
calculated an estimated proportion of agreement. The result was that the values varied among
the five dimensions of the rubric. While the minimum value was Po = .200 for Mechanics in
the lower class, the maximum was Po = 1.00 for Vocabulary in both the intermediate and
lower classes. In addition, the correlation between the scores of the instructors and those of
the developers was relatively weak in some dimensions (e.g., # = .199 for Grammar in the
lower class, and r = .263 for Vocabulary in the advanced class, respectively). The statistical
results revealed that some of the descriptors of the rubric might give misleading information
to users, and more importantly, the discrepancies in interpretation of the descriptors often led
to differences in the scores given by the raters. The issue of “paragraphing” in Mechanics
was one such example. The developers of the rubric assumed that appropriate paragraphing
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should be to indent the first line of a paragraph and not to start every sentence on a new line.
In fact, when the raters did not share a common understanding of paragraphing, the scores
assigned to Mechanics varied distinctly among them (i.e., Po = .200 for Mechanics). Another
issue to address was that of cut scores since these played a significant role in interpreting test
reliabilities. The highest value of 1.00 for Vocabulary meant that the rubric did not work well
on Vocabulary because the cut score for Vocabulary was 2, and all the compositions were
scored as 2 or above. Therefore, we found that the cut score should be set based on the
course objectives, curriculum objectives, student abilities and skills, and hkely 1mprovements
in a particular area of writing during the course.

Based on the results of the two preliminary examinations above, we made some changes
to the pilot rubric, especially to the descriptors,-and developed Rubric 2008 (Appendix A).

3. Examination of Rubric 2008

3.1 Purposes of This Study
: The two preliminary examinations in the previous section indicated the need to revise
‘the rubric so that it would be suitable for classroom use at universities in Japan. In particular,
we wanted to determine factors such as what caused the discrepancies among the users. The
purposes of this study are as follows:
1. To specify problematic aspects of interpreting the descriptors of Rubric 2008.
2. To revise the descriptors of the rubric that could cause discrepancies in assessment.
3. To examine the reliability of the new rubric.

3.2 Participants

The participants in this study were 30 first-year university students in the Kanto area,
majoring in international communication. They were enrolled in “Paragraph Writing II” for
the second semester in 2008. The students were divided into six levels according to their
TOEIC-IP Test scores. In this study, we randomly selected 18 participants from the top two
classes (10 from the highest class whose TOEIC scores were between 685-870, and 8 from
the second-highest whose scores were 625-680), and 12 from the bottom two classes (1 in
the class whose score was 515-550, and 11 in the class whose scores were 450-505), totaling
30 participants. The course objectives were to develop the ability of paragraph writing and to
help students transit to the essay writing course, which was the last required writing course
for the second year. At the beginning of the course, the instructors assigned the students a
writing task, which was used for this study, in order to assess their English writing
proficiency. The students had already studied paragraph writing in the first semester, so they
were familiar with basic paragraph structures; namely, topic sentence, supporting details, and
conclusion sentence.

3.3 Method

First, using Rubric 2008, five raters independently assessed the 30 students’
compositions. All of the raters were full-time instructors teaching at universities in Japan.
The topic of the composition was “The Best Period in Life.” The students wrote their
compositions in 40 minutes, and were required to write with a word processor. Following the
descriptors in the rubric, the raters assessed each composition and recorded their assessment
processes retrospectively. For instance, when one of them rated a composition as 2- in
‘Organization, she commented, “the writing was illogical and lacked a conclusion.”

Next, we examined the raters’ assessments and comments to identify the similarities as
well as the discrepancies among them. Regarding the scores for each dimension,
Generalizability theory (G-theory) was used to estimate the reliability of the assessment.
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3.4 Results

3.4.1 Raters’ Assessment

The raters’ assessments resulted in a more than 2-point discrepancy in fifty-seven out of
150 items (5 dimensions x 30 papers). We explored what factors had caused these
discrepancies among them. Through reading the raters’ comments, we found that each rater
had his or her own assessment criterion. This suggests that rater training is necessary to
reduce raters’ variability. Since our primary purpose was to develop a rubric for classroom
use, it should be suited to any class at any level. Therefore, we needed to revise the rubric so
that it could be used as both an absolute and relative assessment to meet the needs in
classrooms at universities and colleges in Japan.

Table 1

Raters’ Assessment and Comments on Rubric 2008

Dimensions

Raters

A

B

C

D

Rater Comments

C&ID

+ Incomplete. (A)
* Incomplete. (B)
- Incomplete. (D)
* Incomplete; the main idea

development is limited. (E) -

Organization

* The organization of the

writing is generally clear
and logical. (E)

Grammar

+ Errors of gerund and tense.

(A)

+ Sentence structures are

somewhat inaccurate.
There are frequent errors of
subject-verb agreement,
tense, number, pronouns,
articles, prepositions, and
so on. (E)

Vocabulary

* Repetitive words;

The writing shows a
limited range of words
and idioms. (E)

Mechanics

» Errors of capitalization. (A)
« Errors of indenting and

capitalization. (D)

+ Inaccurate paragraphing

and capitalization;
no space after commas,
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Another cause of discrepancy was related to off-topic compositions. The topic of the
compositions was “The Best Period in Life,” but nine out of 30 students did not seem to
understand the word “period.” For example, instead of specifying the best period in life, they
wrote about when a person feels happy in everyday life. In such cases, three out of five raters
gave the lowest score of 1, while the others gave 3 even though they realized the content was
not suited to the topic. Moreover, when the raters were presented with incomplete
compositions, a low score was inevitable no matter how well the compositions may have
been written. Table 1 shows the evaluations and sample comments for one of the incomplete
compositions.

The ratings of Content & Idea Development, Grammar, and Vocabulary resulted in a
1-point discrepancy among the raters, and they made the same remark, “Incomplete”, in
Content & Idea Development. On the other hand, the ratings of Organization and Mechanics
resulted in a 2-point discrepancy. As for Mechanics, in particular, while rater B awarded 1,
rater E awarded 3, despite suggesting several errors in the composition. Moreover, in any
given dimension, most raters were unable to make a quick decision between 2 and 3. Since
there were four levels of scores in the rubric, the composition was scored as 3 when it was
seen as positive. In contrast, when it was considered as negative, it was scored as 2. In
addition, few compositions had either too many errors or were error-free; therefore, ratings
of 1 and 4 were rare.

3.4.2 Reliability of Rubric 2008

In this study, we used G-theory to verify the reliability of the rubric. G-theory is a
measurement model that enables us to investigate the relative effects of multiple sources of
variance in test scores (Bachman, 2004; Lynch & McNamara, 1998; Shavelson & Webb,
1991). Using G-theory, we can estimate the relative effects on test scores of the ability we
want to measure as well as the effects of different aspects, or facets, of the measurement
procedure. In order to estimate the relative effects of the different sources of variance from
the data we collected, we calculated the variance components as shown in Table 2.

Table 2
Variance Components
Source Percentage

Papers (p) 15.1%
Raters (r) 2.7%
Items (¥) 6.6%
PapersxRaters (pxr) 9.5%
PapersxItems (pxi) 9.6%
RatersxItems (rxJ) 13.3%
PapersxRatersxItems (pxrxi) 43.2%

In Table 2 the variance components can be interpreted as follows: variation associated
with the object of measurement or the amount of variation due to differences in papers is
symbolized by p; variation across raters or the amount of inconsistency across raters is
symbolized by r; and variation across items or the amount of inconsistency across items is
symbolized by i. Here, items referred to the five dimensions of the Rubric: Content and Idea
Development, Organization, Grammar, Vocabulary, and Mechanics. In -addition, their
possible interactions are indicated as crossed designs: pxr refers to raters’ assessment
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variation particular to each paper; pxi refers to item difference particular to each paper; rxi
refers to raters’ assessment variation particular to each item; and pxrx; refers to unresolved
residuals that are not accounted for by the other variance components.

The percentages that each variance component accounted for were also indicated in
Table 2. We can see that the variance component for papers-by-raters-by-items interaction
pxrxi accounted for the largest portion, 43.2%, compared to other variance components,
while the variance component for raters (#) accounted for the smallest portion.

In addition, we calculated the generalizability coefficient (G-coefficient), which is
equivalent to the reliability coefficient in classical test theory. Whereas the maximum
possible value of the G-coefficient (Ep’ or G) is 1, the five raters achieved a G-coefficient
of .732, which can be judged to be relatively reliable.

4. Development of Rubric 2009

4.1 Analysis

Based on the discussion of the comments the raters recorded retrospectively, we realized
the raters had some difficulties in using the rubric, as mentioned in the previous section.
Moreover, the statistical results indicated that the G-coefficient of the raters’ assessment was
relatively high (G = .732). However, this might have been due to over-consistency in the
raters’ assessment, as the main reason was that the raters tended to choose either a score of 2
or 3 in deciding the levels. These findings suggested that Rubric 2008 should be further
revised, especially from the viewpoint of developing a rubric for classroom use. English
proficiency varies among classes or among universities and colleges, so we had to revise the
rubric to cover such variation.

4.2 Revision Process

Based on the results we found through the raters’ retrospective records and the statistical

results, we made three revisions to Rubric 2008:

1. We specified subcategories for each dimension.

2. We established an ideal standard for each subcategory.

3. We eliminated the four-point scale so that the rubric would be best suited to the learners’
proficiency level and the goal of a course.

First of all, regarding Content & Idea Development, there were some compositions that
did not meet the requirements of the task, so we set a task completion subcategory. Next, in
order to deal with writing that is irrelevant to the topic, or off-topic writing, we made a
subcategory to require consistent argument throughout a composition. Then, in order to avoid
confusion, we clarified the meaning of a “topic sentence.” In the new rubric, a “topic
sentence” is composed of a “topic” and a “main idea.”

Second, in order to specify the concept of Organization, we added
“Introduction-Body-Conclusion” as one of the subcategories. In Rubric 2008, the word
“logic” seemed to overlap both Content & Idea Development and Organization. Therefore, in
the new rubric, we decided to use the word “logic” in Organization alone so that when the
sequence of sentences or paragraphs was inadequate, we could interpret the lack of logic as
an Organization problem. In addition, we introduced two subcategories: one referring to the
flow of the writing, and the other referring to the use of ‘connectors’ in Organization.

Third, in Rubric 2008, the descrlptors of Grammar had three numbered subcategories,
and we. kept these descriptions in the new rubric. In order to make a clearer distinction
between Grammar and Vocabulary, we put “parts of speech” into Grammar on one hand, and
put “word usage” into Vocabulary on the other.

Fourth, as to Vocabulary, we avoided using the word “vocabulary” in the descriptor
because it was difficult to assess vocabulary only from one short composition. Therefore, we
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adopted “words and expressions” instead of “vocabulary” in this dimension,

Lastly, there were marginal notes about paragraphing in Rubric 2008, and we put it into
the descriptors in Mechanics, resulting in four subcategories in total.

Based on the revisions mentioned above, we developed a new rubric, Rubric 2009, as
shown in Appendix B. Rubric 2009 differs from the previous one, Rubric 2008, in that each
dimension has subcategories, and instead of an absolute four-point standard, each
subcategory indicates an ideal standard for each dimension. Thus, the rating of each
dimension is done by a synthetic judgment of its subcategories. In Rubric 2009, the number
of levels each dimension has is not necessarily 4 and can be set freely according to the users’
needs and options.

5. Examination of Rubric 2009

5.1 Method

In order to examine the . reliability of the revised rubric, we assessed another 30
compositions using Rubric 2009. The participants were different from the ones for Rubric
2008 but were students from the same university in the Kanto area, enrolled in the same class
as described in the previous section. Out of the students divided into six levels according to
their TOEIC-IP Test scores, we randomly selected nine participants from the highest class, 13
from the second-highest class, and eight from the fourth class, totaling 30 participants. They
wrote a composition in forty minutes after reading the following prompt:

Some people believe that language classes should concentrate on studying grammar
and vocabulary. Other people believe that such classes should concentrate on
practicing conversation, Briefly compare these types of language classes. Which type
do you prefer? Why?

Using Rubric 2009, the same five raters assessed the 30 compositions, describing the reasons
for their choice of scores retrospectively. This time we used a four-point scale for the ratings
in each dimension in order to compare the results with those of Rubric 2008.

5.2 Results

We estimated the relative effects of the scores of Rubric 2009 and examined how they
might be similar to or different from the results of Rubric 2008 as shown in Table 2. The
variance components of Rubric 2008 and Rubric 2009 are shown in Table 3.

gz'i)rlt;:risons of Variance Components (Rubrics 2008 & 2009)
Source Rubric 2008 Rubric 2009

Papers (p) 151% 0 10%
Raters (r) 2.7% 5.0%
Items (¥) 6.6% 18.0%
PapersxRaters (pxr) 9.5% : 12.0%
PapersxItems (pxi) 9.6% 13.6%
RatersxItems (rx7) 13.3% _2__7_2/2
PapersxRatersxItems (pxrxi) 43.2% 41.0%
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Comparing these results, we can see that the variance component for
papers-by-raters-by-items interaction pxrxi still accounted for the largest portion (41.0%) in
Rubric 2009. However, three variance components resulted in a larger difference in which
the percentage in Rubric 2009 was more than twice as high or low as was the case for
variances for Rubric 2008 (see underscores in Table 3). An example was the variance
component for papers p. The percentage for papers was 15.1% in 2008 compared to 7.0% in
2009. Moreover, the percentage of the variance component for items / was 6.6% in 2008
while that in 2009 was 18.0%. Lastly, the variance component raters-by-items interaction rxi
was 13.3% in 2008, but 2.7% in 2009.

5.3 Discussion

The comparison data in 2008 and in 2009 indicate distinct differences. As for the
variance components resulting in the major difference we examined in the previous section,
we discovered some noteworthy facts.

For one thing, the percentage of the variance components for papers p in Rubric 2008,
15.1%, decreased to 7.0% in Rubric 2009. This could be explained by the fact that the topic
of the composition influenced the difference in their results. As we have seen in the previous
section, the topic of the composition assessed by Rubric 2008 was “The Best Period in Life.”
According to the raters’ retrospective data, nine out of 30 compositions were considered
off-topic in that some students did not comprehend the meaning of the word “period.”
Instead of specifying the best period in life, they described sleeping or dining time, a much
shorter time in everyday life, as the best “period.” Moreover, the content of their writing
varied from “high school age,” “university school life,” to “after retirement.” In contrast, the
topic of the compositions assessed by Rubric 2009 was about preferences for a type of
language class, namely grammar and vocabulary or conversation. In this case, most students
had to choose which class they would like, and their papers had some similarities in content
and sentence structure. Thus, the homogenized quality of their compositions resulted in a
decrease in the variance component for papers p in Rubric 2009.

Next, the percentage of the variance component for items / in Rubric 2008 mcreased to
18.0% in Rubric 2009. The increase in items means that the five dimensions in Rubric 2009
functioned more effectively than those in Rubric 2008. In other words, new subcategories for
each dimension made it easier for the five raters to decide which dimension to apply.
Therefore, it is suggested that the distinctiveness of the dlmensmns in Rubric 2009 had
improved.

Finally, though there was a relative increase by 2.3 % (from 2.7 % to 5.0%) in the
percentage of the variance component for raters r, there was a considerable decline from
13.3% to 2.7% in the percentage of the variance component for raters-by-items interaction
rxi, This means that the assessments by the five raters using Rubric 2009 were more
consistent-in assigning scores for each dimension. In other words, their intra-rater reliability
increased in Rubric 2009, Additionally, according to their retrospective data, the raters found
it easier to assess the compositions with Rubric 2009 than with Rubric 2008.

From the results described above, we can say that Rubric 2009 made it possible to
measure the different aspects of students’ writing ability more distinctively than Rubric 2008.
Moreover, the raters had little difficulty in their interpretation of each dimension of Rubric
2009. This was due to the fact that in developing Rubric 2009, we eliminated the four-point
scale of Rubric 2008, and established new subcategories for each dimension.

6. Conclusion and Further Studies

In this study, we examined the writing rubric we have been developing for use in
classrooms. First, the five raters independently assessed students’ compositions using Rubric
2008 and recorded retrospective comments. Analyzing the raters’ comments, we realized
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they had experienced some difficulties in interpreting what the descriptions of the dimension
implied as subcategories. Second, in order to verify the reliability of Rubric 2008, we used
G-theory to examine the relative effects of different sources of variance in the data we
collected. Through G-theory, it was found that there was less variability in assessment among
the raters. Based on the results of the examinations that we conducted in the first part of the
study, we revised Rubric 2008 by (1) specifying the subcategories in each dimension, (2)
establishing an ideal standard for each subcategory, and (3) eliminating the four-point scale
so that the rubric would be best suited to the learners’ proficiency level and the goal of a
course. Thus, -we developed Rubric 2009 with an ideal standard for each subcategory.
Comparing the comments by the raters and the G-theory results for Rubric 2008 and 2009,
we focused on the reliability of Rubric 2009, and concluded that Rubric 2009 would be more
user-friendly for users in different learning contexts and better suited to the learners’
proficiency level and the course objectives.

For further research, we plan to look for ways to use Rubric 2009 in the classroom on a
large scale. In order to develop a more user-friendly Rubric, we investigated the validity of
Rubric 2009 as well as its reliability. In the validity testing, we performed correlation
analyses and the KJ method to measure from qualitative and quantitative points of view. This
is an ongoing project, and as a result of these examinations, we may later need to revise the
subcategories of the Rubric to produce a version that could be more easily adapted to various
proficiency levels or course objectives. We hope our rubric may be used not only as the
guideline but also as a tool for students to revise their compositions. Its subcategories could
be the goals of teaching in writing classes. We would like to continue our research to develop
the best writing rubric for higher education in Japan.
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Appendix B: Rubric 2009

WN% - B Content & Idea Development

c BEOBERICHIG LIERBERRARAHNTVD
The content is relevant to the given topic. ,
- REOSRME (FH - BRERY) R LTEIEERLTWVD
The writing was completed in accordance with the task requirements.
cHRENPLANDZ LR, BR-EBLLEEREZEAL TV
The writing is coherent.
c MY ITEVTUR (MY I HAL U TAT4T) 1, ABCETRINTWS
Every topic sentence is clearly shown.
MY I RUTUR (FEY I+ AL TATAT) iF, +RICEBHEISATNS
Every topic sentence is fully developed.

X Organization

<A - RE - ERROBERICRoTWVD

The writing includes an introduction — body ~ conclusion structure.
- XEIRBHICEBR ST 5

The writing is logically organized.
c XEORNIIRAL—RATH D

The writing flows smoothly.
FOREFEPBEYIER S TVD

Connecting words / expressions are used effectively.

¥ Grammar

< BRI - BXRRBPEIIHEDA TS
A variety of sentence structures are appropriately used.
s CHEITIELW
Sentence structures are accurate.
- EFE - BIFRO—, R, ¥ AR, &8, 8TERR LR AW
The writing has no errors of subject-verb agreement, tense, number, pronouns, articles,
prepositions, and so on.

$E%& Vocabulary

- BRERIBORBBIMEDN TS
A variety of words and expressions are used.
BORBAOBRIITELITH S

The choices of words and expressions are appropriate,

By - AFEAER Y Mechanics

c BEOBRHOITHBEEINCF T (3~5FE@BN%l v FRE) hTWd
The first line of each paragraph is appropriately indented (3 to 5 letters or % inch).

- BEOHRDIRE, BYRMNETHITEA TN
Lines are appropriately changed.

" BUDPERTHD
The spelling is accurate.

cAERAR c KXFOERPERTHS

The punctuation and capitalization are accurate.

124




Developing Intercultural Communicative Competence through Video
Web-Chat and International Student Exchange Sessions

Yoko Nakano'

Eucharia Donnery2

Seiji Fukui'

'Kwansei Gakuin University
’Sophia University

®HE

AWRE, KEIIa=r—2a VOBECRNT, BAOKRFEL T AT E
UxT e Fry b V7 EFEoTRRER-THE (WCEy T ay) LEBEE
AERHRICHBOTRBLEES (ISE Byvay) &, BkMlala=sr—va
viEh (RBRAHEHT AT VT AT 4 2Tt AL I L D ERM LR T HRE
Al RO TEBEROTATF T 474 LMAOHEMEEL Lo TcBMHERARE LTOAL
LT BREN ) D5oDRSy (1 HRE, 2 MEK. 3 MRS, 4 RA - KHRESN.
5 BEHIBSCEE#R) (Byram 124> 2002 12-13) OHBRIZED L I RPRBAOLNDD
POV THEEITo 0, v V—VTAKRZE 104, TREFE 164, EHLA
LOBANEFL 8% 24 A58 L7z, ICCD 1 & 2 DRSOV TIRIE L
F & % Bl - EHINTHT L. 35 OFSITOVTITERICOIT S hic, ZD/R,
b0y varh 1-4DBEICHIBREOHRNRA LN 5 DRITITONT
IR R B DN 5T, ET2 VWC IZHAT ISE TIXERE CORERN &
D& Rbhiz,

1. Introduction

This study investigated the influence of two types of English classes, which involved
international students in English communication classes, on the development of intercultural
communicative competence (ICC; Byram, 1997; Byram et al., 2002) for advanced-level
Japanese university students of English. One type of English class utilized synchronous
computer-mediated communication (CMC) technology, i.e., Skype, a real-time interactive
video web-chat (VWC) software program, through a Japan-Malaysia interuniversity liaison
session. The other session invited exchange students studying at the same Japanese
university to English communication classes, enabling an international student exchange

(ISE) session through face-to-face communication between advanced-level Japanese learners
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of English. and native or near-native speakers: of English. Data was elicited by pre- and
postsurveys as well as spontaneous data in written forms elicited from final report essays on
the sessions at the end of the semester. Despite many students’ wish to improve their
communicative competence in English by studying abroad, the recent recession has not
allowed such an opportunity to occur. These two methods allowed students ways to develop

communicative competence without any physical travel.

2. Literary Review

2.1 Intercultural Communicative Competence (ICC)

A considerable number of researchers have defined and redefined cross- and intercultural
communicative competence. For the purposes of this present study, we adopted Byram’s
definition since it has been fully developed as a viable teaching praxis for foreign language
education in various European countries. Byram et al. (2002, p. 10) defined intercultural
communicative competence (ICC) as the “ability to ensure a shared understanding by people
of different social identities” and the “ability to interact with people as complex human
beings with multiple identities and their own individuality.” The authors further divided ICC

into five components as shown in Table 1.

Table 1 Byram s ICC Component Chart (1997, p. 34)

3. Skills
Interpret
Relate

2. Knowledge
Of the self and other; of
interaction: individual and
societal

5. Education 1. Attitudes
(Critical cultural Awareness) Relativizing self
Political education Valuing others

4, Skills
Discover
Interact

These five components were further defined by Byram et al. in 2002, and were the essence of
our study within the Japanese cultural framework. Attitudes are the most important
component and are defined as “curiosity and openness, readiness to suspend disbelief about

other cultures and belief about one’s own” (p.12). Knowledge can be defined as knowledge
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of “how social groups and identities function and what is involved in intercultural
interaction”(p.12). Skills of interpreting and relating can refer to the “ability to interpret a
document or event from another culture, to explain it and relate it to documents or events
from one’s own” (p.13). For skills of discovery and interaction, the “ability to acquire new
knowledge of a culture and cultural practices and the ability to operate knowledge, attitudes
and skills under the constraints of real-time communication and interaction” (p.13). Critical
cultural awareness is outlined as the “ability to evaluate, critically and on the basis of
explicit criteria, perspectives, practices and products in one’s own and other cultures and
countries” (p.13). Although at the start the five components can be learned simultaneously,
the relative order of successful acquisition of the five components seem to be in a specific
order, as indicated by the number given in the chart. Byram et al. regard atfitudes as the most
important component of ICC, since intercultural communication would not start without an
openhearted interest in other cultures. Without intercultural knowledge, interpreting events
and documents from different cultures as well as from ones own culture is impossible.
Discovering new patterns in other cultures is made impossible, too because without
kndwledge about other cultures, people cannot notice whether a pattern is new or not. Hence,

this knowledge should be learned before the two intercultural skills.

In the present study, we examine the development of ICC by analyzing the data with respect
to the development of the individual components. The examination of critical cultural
awareness was, however, saved until the last stage because it was necessary to have examine

it with respect to the other four components in order to evaluate cultural values.

2. 2 Rationale for Involving International Students in English Classes

The recent progress of information and communication -technology (ICT) has provided
language learners with opportunities to communicate with people living in other countries
without the physical need to travel. To the best of our knowledge, two methods involving
international students have been successfully incorporated into language programs at
Japanese universities. One method is through communicating with students at foreign
universities through synchronous computer-mediated . communication (CMC) technology
such as video conferencing systems and video-chat software programs for English as a
foreign language (EFL) purposes. The second method is by inviting international students to
English classes to share cross-cultural experiences of English with Japanese students. In this

paper, we will refer to the latter as an international student exchange (ISE) session and the
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session in which students chat with international students through the synchronous CMC
software program Skype as a video web-chat (VWC) session. Both the VWC and the ISE
sessions provided students valuable opportunities for synchronous oral communication in
English. One of the major differences was that students were not copresent in the same
location in the VWC session, whereas they were during the ISE session. In 1999, Sannomiya
and Kawaguchi compared group discussions in two different ways, the first was by
face-to-face communication while the second utilized computer-mediated communication,
with respect to cognitive characteristics. In the former method students were copresent in the
same classroom while in the latter method they were not. Sannomiya and Kawaguchi
reported that students talked about more detailed personal episodes in the former method
than in the latter method. According to their interpretation, since the students were copresent
with other student in a discussion group, students shared the same environment and
exchanged non-verbal cues such as nodding and maintaining‘eye-contact, which made the
students feel psychologically closer to each other and this.then facilitated self-disclosure. The
different dimensions of two communication methods produced differing interaction in the
group; hence, it was conceivable that VWC and ISE sessions offered the students different
experiences interculturally and communicatively. The results from this Kwansei Gakuin
University study aimed to indicate which components of ICC the two types of sessions

helped students to develop, and to isolate efficient ways used in the two sessions.

2.3 Previous Synchronous CMC and ISE Sessions

Not many studies have been conducted yet on the effect of synchronous CMC, including the
video-conferencing system and the video web-chat tool, in comparison to international
student exchange sessions conducted at Japanese universities. Recognizing English as a
language for global communication, Nakano (2008), Matsuzaka (2007), and Watanabe
(2008) utilized ICT in order to develop cross-cultural communicative competence in English.
They provided students with opportunities to discuss various topics in English, such as
fashion, pop culture, sports, and climate change with other students outside of the Japanese
nationality group. For instance, Matsuzaka had two video-conferencing sessions between a
class of 21 students at a Japanese university and a class of 22 students at a Korean college.
The Japanese and Korean students found that the video-conferencing session was helpful for
studying English with a focus on Japanese and Korean cultures, but the video-conferencing
session made the class size twice as big as regular classes and actually decreased the number

of speaking opportunities for the individual student. Watanabe divided students into groups
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of eight maximum, and conducted video-conferencing sessions between Waseda University
and several Asian universities. The Japanese students’ self-assessment results indicated that
the students’ listening skills improved, that the students could make themselves understood
better and were therefore motivated to study further.

Eréz-Tuga and Sadler (2009) created and implemented a study that compared eight free
software programs for video web-chat in terms of website user-friendliness, ease of
installation, setup, cost, and restrictions. The overall results of this survey indicated that
MNS was ranked first and Skype second; however, Skype was deemed to be more
user-friendly. Ryobe (2008) also examined the effect of video web-chat on the development
of English speaking ability and motivation of learners to learn oral communication in English.
Her pre- and postsurvey results also indicated that students derived enjoyment and pleasure
out of the video web-chat sessions and were accordingly motivated to study English more

actively.

In keeping with the results of the previous two studies, Kobayashi (2008) invited
international exchange students from various countries to English classes to' expose Japanese
students to the varieties of English spoken all over the world. She reported not only that the
students learned varieties of English but also that the session motivated the students to learn

English more.

3. Research Statement

Since studies comparing the effect of synchronous CMC through VWC and ISE in second
language learning with respect to the development of intercultural communicative
competence have not yet, to the best of our knowledge, been compiled, the main focus of aim
of this research was to establish whether these sessions could help develop intercultural

communicative competencies for Japanese university students.

4, Study

4.1 Participants

Video Web-Chat (VWC) Session

In the third class of the 2009 Spring semester, 22 first-year Japanese students and two
Chinese students in the School of Human Welfare Studies at Kwansei Gakuin University
participated in the web-based video-chat session through Skype. For this paper, and because
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of the shared linguistic base of Japanese, this group of 24 students will be referred to as the
Japanese students. These Japanese students attended two compulsory 90-minute classes, i.e.,
one was for reading and the other for expression, a week and two extra 90-minute elective
classes of English Communication for two consecutive years. The English-Communication
course aimed to help students develop communicative competence through cross-cultural
studies, emphasizing speaking and listening skills such as presentation, debate, and
negotiation. All English classes were streamed according to the placement test results at the
begging of the academic year. The average TOEIC score of the Japanese students in this
study was 532, ranging from 500 to 700 and were considered to be the advanced level class.
The survey results revealed that 86% of the students regularly used video web-chat in their
mother toﬁgue; hence, they were quite familiar with digital communication programs,
including Skype.

Ten Chinese Malaysian student volunteers were recruited for the session to participate at
Tunku Abdul Rahman University, Malaysia, under the supervision of Dr. Toshiko Yamaguchi.
All were majoring in English literature and had been studying Japanese language for one
year. The language of instruction at the university was English and they communicated in
English in their daily lives and therefore their English proficiency level was at native or near

native.

International Student Exchange (ISE) Session

The afore-mentioned group of 24 Japanese students then participated in an international
student exchange session in October, six months after the VWC session. International
students studying at KGU for six months to a year were invited to join the session.. The 15
international exchange students (11 Americans, two Canadians, one Australian, and one
Singaporean) were recruited through the Japanese students’ promotion of the event in the
Japanese language classes, through posters on international student notice-boards, or by word
of mouth. The international students were third year or above, and their Japanese ability was,

for the most part, limited.

4.2. Procedure
Video Web-Chat Session
Skype was installed on the computers.in a computer classroom and 22 Skype accounts were

opened: one account each for the teachers’ computers and ten for the students’ computers in

130



both Malaysia and Japan. The Japanese students were divided into nine groups of two to
three students and then assigned to one Malaysian student or a pair of Malaysian students, as
illustrated in Figure 1. Each student wore a headset, while a web camera and a microphone
were provided to individual groups. The headset was connected to the speaker jack of the
computer via a multibranch cable so that the students in the same group shared the same
sound source. The computers for the class instructors were connected in two countries, and
all communication between the instructors was presented on class monitors and speakers so
that the students could receive instructions from their respective instructor. The students were
asked to prepare a self-introduction in English, to post three questions they would like to ask
about Malaysian culture in the class’ Group discussion board, and to bring in a show-and-tell

prop that was related to J apanese culture."

Figure 1 The VWC session

Malay Japan

® % Skype

Skype

A
v

©
]
A
v

Skype

A
v

Students: 9  Chats between students: «—»

At Tunku Abdul Rahman University, there was a computer expert on hand for the students
and their instructor to offer technical assistance throughout the entire VWC session. The
Malaysian students were also instructed to prepare a self-introduction in English. The total
length of the session was 45 minutes, and the Malaysian students were asked to rotate every

15 minutes so that the Japanese students could chat with different students.

International Student Exchange Session

The Japanese students once again constructed three questions which were then posted on the
online class Google Group discussion board as part of the preliminary task. On the day of the
exchange, when the 11 international students arrived, the Japanese students were divided into

groups of two or three people. The international students were assigned to a group and were

131



free to talk for ten to fifteen minutes before rotating to another group, as illustrated in Figure
2 below. At the end of the session, there was a commemorative photograph taken of all the
students and the two instructors, which was put on a certificate of appreciation and presented
at a later date to the international students. As part of debriefing, the Japanese students posted
a 250-word report on the Google Group discussion board for the class after the exchange

session.

Figure2 The ISE session
English Communication Classroom

| Groun? :| | Gresn8 :I

J j J J

Japanese students: ®J International Students: @ i Chats between students: <

4.3 Data Collection

Although Byram et al. (2002) gave a few example open-end questions to assess ICC, there
has not yet been any established method for assessing ICC. As mentioned in Section 2.1,
there seems to be a specific order to the acquisition of the five components within ICC. In
order to judge whether students changed their intercultural attitudes (e.g., more interested in
other cultures), and their intercultural knowledge (e.g., learned other cultural values), a
survey based on yes-or-no questions was created. To elicit more information about changes
in the students’ intercultural attitudes and knowledge, there were a series of open-ended
questions provided so the students could give additional information. The pre-session
surveys for the VWC and for the ISE sessions consisted of nine questions about students’
personal information, and included questions about previous experiences of studying English
and overseas travel and six more questions about intercultural attitudes and knowledge. The

post-session surveys for the VWC and for the ISE sessions consisted of fifteen questions
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about intercultural attitudes and knowledge (See Appendix 1). It seemed to be difficult for
general language learners to judge whether they learned the skills of interpreting and relating,
skills of discovéring and interacting, and critical awareness without understanding the notion
of individual components of the intercultural communicative competencies. Therefore,
students’ spontaneous comments, which the instructor asked them to write comments about
the course as a 500-word essay, as well as posting on the class’ online Google Group

discussion board, were exploratively analyzed.

4.4 Analysis

The English communication class had 24 students in total, but three students were absent
when the post-VWC and post-ISE session surveys were conducted. All the responses elicited
from the students in the pre- and post-VWC and ISE session surveys were put into the Excel
program. The answers for the yes-no type of questions underwent statistical analyses and
those for the open-ended questions were classified into similar and overlapping patterns of
answers and quantified. The data collected from the Google Group discussion board for the
class and from the final report were reviewed by the two instructors. The data was taken as

evidence of change and will be addressed further in the discussion section of this paper.

5. Results and Discussion

5.1 Intercultural Attitudes

The development of intercultural attitudes was measured by an increase of interest in other
cultures and worldviews, and the approval of their presence. The positive answers to the
question, “have you become interested in communicating with speakers from other cultures
in English?” showed an increase from 30% to 48% after the VWC session and from 18.2% to
45.8% after the ISE session. There were no students whose answer changed from yes to no
after either of the sessions. Two McNemar tests were conducted with rates for the yes and the
no answers in the pre- and postsurveys as independent variables. They revealed that both
sessions effectively raised students’ interests in intercultural communication (p<0.01).
Open-ended questions such as “please describe the change in your interest in communicating
with nonnative speakers of English” were given after the VWC session while “please
describe the change in your interest in communicating with native or near-native speakers of
English” was also given after the ISE session. These data were grouped and quantified as in
Tables 2 and 3.
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Table 2 Changes in Interest in Communication with Speakers from Other Culture afier the
VWC Session .

Answer ‘ , S : : - %
Realized that I need to improve my English 19
Became more interested in nonnative speakers' culture : o 143
Became interested in their English (intonation, accents, naturalness, etc.) : 4.8
Became interested in communicating with nonnative speakers of English - - . 438

N=10

Table 3 Change in Interest in Communication with Speakers from Other Culture after ISE

Session
Answer ' ~ ‘ %
Stopped being shy or feeling anxious - 14.3
International students are really lively and kind ' 9.5
Would like to improve English skills C 9.5
Became more interested in Eﬁglish : v 4.8
Became more interested in their culture 4.8
Realized that international students are interested in both new and traditional Japanese 48
culture

N=10

The results revealed that both the VWC and the ISE sessions increased students’ interest in
communicating with people from other cultures,; though qualitaﬁvely the results were a little
different. The students became more interested in the cultures of the partnered international
students, but the students stated that they stopped being shy or feeling anxious after the ISE
session (for further discussion, see Section 5.7). The major difference between the VWC and
the ISE sessions was that the partnered international students were copresent in the same
classroom in the ISE session, while they were not in the VWC session. The Japanese
students specifically remarked upon the international students kindness, cheerful dispositions,
that they shared the same interests ini pop culture and that they could also observe nonverbal
cues clearly. It is possible that the Japanese students felt the physical copresence of the
‘international students as a more intense human interaction - during the ISE session,

demonstrating the lowering of Krashen’s (1985, p. 100) affective filter.

Since quantitative data accessed intercultural attitudes only partially, qualitative analyses
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were also conducted to further ascertain the deeper emotions that the two sessions were
catalyst for. In both sessions, the students secemed amazed that people from outside Japan
were interested in Japan as can be seen in the following statements: “they know more

9

- Japanese things than I'd expected,” “Malaysian people are interested in Japan,” “one student
said that Japanese comics are the most interesting in the world,” and “I was very surprised
that almost all of them know Japanese culture very well, for example, comics, anime, music,
pop idol, actor, and kimono. This pleased me very much as a Japanese.” The last quote in
particular seems to imply a joy to discover the fact that other people are interested in
Japanese culture, which can be a motivating factor in communicating with people from other

cultures and at the same time can also allow for a corresponding increase in self-confidence.

5.2 Knowledge

The development of knowledge was measured by the increase of knowledge about the other’s
culture and of the experience of interacting with people from other cultures and subsequent
knowledge. The students were asked whether they learned or discovered something about the
culture of the partﬁered international students through the sessions. In the case of the VWC
session, 78% of the students responded positively in the aftermath, while 70.8% were
positively affected after the ISE session. No student responded negatively to either of the
sessions. McNemar tests were conducted for the VWC and for the ISE sessions, respectively
which indicated that both sessions were effective for the development of intercultural
knowledge (p < 0.01). The students were also asked to describe what they learned or found if
they had given positive answers for the sessions. These descriptions were categorized and

quantified, and the summaries are shown in Tables 4 and 5 below.

Table 4 Learning in the VC Session v
Answers ; %

Food ; 27.8
Flowers 16.7
Architecture and art : 5.6
Fashion : : 5.6
The Malaysian language . , 5.6
Malaysian flag ‘ 5.6
Multi-ethnicity : ‘ 5.6
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Music _ 5.6

Multicultural pride - » | 5.6
Fluent speaking skills ‘ 5.6
Friendliness 5.6

N=21

Table 5 Findings through the ISE Session

Answers ' - %
American educational system 133
Surprise at international students’ knowledge of Japanese pop culture (anime, music) 133
Importance of nonverbal communication (e.g., gestures and eye contact) 13.3
American culture ‘ 6.7
American geography 6.7
Different ways to verify official documents (signature vs. hanko) 6.7
Food : 6.7
For non-native speakers, the Japanese language is very difficult 6.7
Having different ideas about many things 6.7
International students study hard for their own dreams 6.7
Less fear of foreigners 6.7
Many international students' relatives were Japanese. 6.7
N=21

The results indicated an increase in knowledge relating to the culture of the partnered
international students in both the VWC and the ISE sessions. However, the content of the
knowledge that the students acquired was different. In the VWC session, the Japanese
students léarned more general cultural aspects of the partnered Malaysian students as shown
in Table 4. In contrast, in the ISE session as shown in Table 5, they learned not only about
the general cultural aspects of the partnered international students but also the importance of
nonverbal communication, the difficulties involved when learning Japanese as a foreign
language, and the reflected knowledge of Japan from a new perspective. It was particularly
noticeable that the content of the knowledge for the ISE session commented explicitly on the
need for nonverbal communication, as well as on how the international students view
Japanese culture. The analyses for the questions that the Japanese students actually asked in
the VWC and ISE sessions differed considerably in psychological depth. The recurring
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themes for the VWC session were about what the Malaysian students knew about Japan and
what their impressions were, general questions about observable culture, and tourist
information. In addition to these kinds of general questions about observable culture, the ISE
session questions reflected a concern for the international students’ lives in Japan as in
questions such as “do you have Japanese friends?” and “how is your home stay experience?”
One possibility about why the students did not comment so much about the human traits in
the VWC session was because of the difficulty in reading nonverbal language on a 2D
monitor. Another is that, although the Malaysian students were studying Japanese as a minor,
the international students had made the decision to come to Japan and were actively living

expatriate lives in Japan.

5.3 Skills of Interpreting and Relating

The development of skills of interpreting and relating was examined by exploring the
students’ comments written on the class’ Google Group board and a final course evaluation
report for the VWC and ISE sessions. In the VWC and in the ISE sessions, the students
stated with surprise that their partner international students knew much more about Japanese
culture than the Japanese students had expeéted. This allowed the Japanese students to reflect
on their own culture and reframe it with the new insights that this objective lens had given
them. In some cases, the Japanese students were unable to explain cultural issues to their
own satisfaction and seemed to search for the answer long after the session ended, indicating
an internal struggle in reinterpreting what they had previously thought of as “common
sense.” An example of this is when, after hearing an explanation about the individual luck of
Japanese charms, an international student asked the Japanese student whether it was okay or
lucky to wear many charms at once. The Japanese student was flabbergasted and took it upon
~ himself to ask other people whether it was or was not. In a typical Japanese manner, he
blamed himself for what he perceived as a lack of knowledge; however, his struggle to
reinterpret Japanese charms as a part of his own culture demonstrates his willingness and
readiness to reinterpret his own Japanese world. From this episode, other Japanese cultural
behavior in his reluctance to plead ignorance can be noticed. Ironmically, although he
exchanged a lot of cultural knowledge explicitly, he was still unable to change his implicit
cultural behavior. This may be because it was the first international student exchange session.
This seemed the most obvious difference between the VWC and ISE sessions as in the ISE
- session, the Japanese students were forced to think about their own culture in a more overt

manner as the international students were especially motivated to find out information
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relevant to their own daily lives.

5.4 Skills of Discovery and Interaction

The students’ comments written in the Google Group discussion board and the final course
evaluation report for the VWC and ISE sessions were then examined for the development of
skills of discovery and interaction. Many of the Japanese students. reported that Malaysian
students asked them about their major, the reasons why they chose the university where they
were studying, and their future plans for careers, and expressed admiring surprise about the
international students’ seriousness about their studies and future career plans. In other words,
the Japanese students discovered different values and importance of university studies
interculturally from the Malaysian context. In contrast, the Japanese students were surprised
to find the quintessential humanness of the international students and that similarities, rather
than differences, abounded. The Japanese students’ comments about Malaysian students, as
well as international exchange students, revealed that the Japanese students realized that both
groups of students were friendly and kind, and that they had similar overlapping interests; for
instance, the Japanese and international students liked the same pop music, singers, and food.
This means that the Japanese students incorporated the knowledge that foreigners are also
human- and just like Japanese students. This kind of recognition through experience can also
be interpreted as a kind of discovery. Finally, overt statements such as “I found new
discoveries, which were very surprising to me” seem to express the emotional delight that the

students experienced through both sessions.

After the VWC session, the students were asked to list the questions they had asked the
Malaysian students. The Japanese students asked the Malaysian students about their religion,
favorite food, music, sports, etc. Likewise, the Malaysian students also asked the Japanese
students about the Japanese language and university studies, food, geographical features,
weather and four seasons, and hobbies. This kind of questions and answer communication
can be construed as one type of interaction. Although the students were asked whether they
found any problems during the video web-chat session, only one student found problems in

interacting with the Malaysian students with respect to cultural differences.
For further analysis on interaction and with respect to the ISE session, the digital recordings

were watched in search of interaction skills that reflected a change in behavior. We found

that the Japanese students tried valiantly to show that they were actively listening when it
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was the international students’ turn to talk, using nonverbal cues, which are not a part of
what Hall (1976, p. 66) calls high-context Japanese culture. When it was the Japanese
students’ turn to speak, they responded to the conversation with appropriate self-disclosure,
which is not a traditional part of Japanese culture when meeting people for the first time.
Therefore, it can be said that the ISE session was successful in raising skills of interaction,
whereas there was less expression observed in the VWC session. As stated earlier, this is
perhaps due to the physical presence of the international students in the ISE session, and the

difficulty in reading nonverbal cues on a small 2D monitor during the VWC session.

5.5 Critical Cultural Awareness

In revisiting Byram’s definition of critical culturél awareness as the “ability to evaluate,
critically and on the basis of explicit criteria, perspectives, practices and products in one’s
own and other cultures and countries,” we interpreted this in terms of students’ changed
perceptions of their own culture and that of other cultures. For example, many students
reported that the international students saw Japanese culture from very different perspectives
and this made the students reevaluate their own Japanese culture. Likewise, they also seemed
to find that some of the earlier images, particularly of the blonde-haired, blued-eyed
American ethnicity, did not quite gel with the reality of the international students, especially
as many of the international students were of Japanese, Chinese, Hispaqic, or African descent.
There is, however, a methodological limitation to evaluating critical cultural awareness, as
this is a very difficult thing to observe on digital replay. Because it is the final stage of
Byram’s ICC chart as the end product of language learning, a single session could not reach
this depth. For the students, it is difficult to be consciously aware of a deepening of thought
processes, and it is extremely difficult for investigators to gauge. A suggestion for future
research would be to have two sessions, one at either end of a semester, and have the
students keep a daily journal about their language development. Still, some student reports
indicated that there was a deepening of critical thinking, as can be seen by the following
comment: “if people, having many kinds of values and thoughts, get together and share them,
as you know we can do really good discussions. It might be hard for us Japanese students but
it will let us get English skills, discussion skills and flexible thinking.”

5.7 Psychological Aspects

Our research found that both the VWC and ISE sessions were effective in a positive way to a

certain extent in accordance with the five components of Byram’s ICC to a certain extent.
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However, we also found qualitative differences between the two sessions. That is, the ISE
session helped to lower language anxiety, and students were able to recognize similar
qualities of humanness in the international students that were not reported in the VWC
session. Lowering the affective filter encourages students to use preexisting knowledge of
English without being afraid of making mistakes (Krashen, 1985). In fact, although the
presurveys indicated hesitancy, tension, discomfort, and fear of not being able to express
ideas clearly in such comments as “communication with foreigners is difficult” because of
being “under stress,” some students reported that they ‘“stopped being afraid of
communicating with foreigners,” and were able to greet and have conversations with the
international students outside the classroom context, thereby fostering friendship. The results
seem to indicate that students had lost awareness of language as code or language as
classrobm study in favor of language as a communicative tool that enabled meaningful
exchange between cultures. In accordance with the findings of ‘Gardner, Day, and MacIntyre
(1992, p. 212), our data suggest that high language anxiety lowers integrative motivation

while low anxiety heightens motivation.

There are several factors that could be responsible for this finding. One possible factor is the
physical nearness of the international students as opposed to the technological closeness of
the VWC session as well as the different cultural backgrounds of international students in
both the VWC and the ISE sessions. Another factor is that the students could extend the
friendship started in the session and maintain it outside the classroom after the ISE session. A
" third possible factor is the technical difficulty of the VWC session, compared to the ISE
session. The visual and audio quality of the video-web chat was unstable, which was
probably due to the insufficient capacity of the university network rather than the software
program itself. A fourth factor is that the difficulties in reading nonverbal information and
other sensory information also made a difference between the two types of sessions. During
the video web-chat session, the participants could not share the external circumstances of
their partners—for example, there was a thunder and lightning storm in Malaysia during the
session while it was a beautiful day in Japan. In contrast, the ISE session facilitated a shared
experience. Finally, the students could make themselves understood more easily in the ISE
session than in the VWC session. When they could not find any words or when they did not
know how to explain things verbally, they explored other ways of communication such as
drawing pictures and using gestures and other body language to get their point across. The

students used the alternative ways of communication instantly and more easily in the ISE
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session, compared to the VWC 'session. In fact, 95% of the students described the ISE

session as easier, clearer, and more enjoyable.

6. Conclusion

This study investigated whether the VWC and ISE sessions facilitated the development of
intercultural communicative competence, and the results demonstrated that both sessions
were effective, though the development of ICC was qualitatively different. Students were
less aware of the importance of non-verbal cues during the VWC session. However, there
was no concrete evidence that indicated a development of critical cultural awareness during
either type of the sessions. Even if students were consciously aware of a few components of
ICC during the VWC or ISE session, supplemental activities and wrap-up activities after the
sessions can provide a forum for reflection with respect to ICC to occur. For instance, a class
" instructor can talk about the importance of gestures, facial expressions and eye contact but it
is through discussion, written commentary and role-plays that provide students with
opportunities to think critically about different cultural values. As both sessions were done
on a voluntary basis on the part of the international students, the variables were difficult to
control and therefore administratively was quite challenging to implement. For future
research in this field, this issue could be overcome through formal collaboration between

English and Japanese departments within the same university or two different universities.
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Notes:

1. Some ICT companies such as Google offer free internet discussion boards, where
registered groups (Google Groups) can upload comments and files to share with group
members. The class instructor who taught English Communication in this study set up
Google Groups for her classes. Students uploaded their comments and submitted
assignments on the discussion boards for their classes.
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Appendix 1: Survey Questions
1. Presurvey for the Video Web-Chat session
1. How do you feel about using the Internet?
1. Very stressed 2. Quite stressed 3.0K 4. Quiterelaxed 5. Very relaxed
2. How often do you use web chat?
1. Inever use Web Chat 2. Seldom 3. Less than 5 times a day
4. More than 5 times a day
3. Have you ever used the any of the above in English?
1. Yes 2.No
4. How are you confident about speaking English with a non-/native English speaker?
1. Not confident at all 2 Alittle confident 3. Confident 4. Quite confident
5. Very confident
5. Are you interested in communicating with speakers from other culture?
1. Yes 2.No

6. How much do you know about Malaysia?

2. Postsurvey for the Video Web-Chat session
1. How did you find the Skype session with Malaysian students?
1 Very boring 2 Quite boring 30K 4 Quite enjoyable 5 Very enjoyable

2. If your answer for 1 is 1 or 2, please describe the reasons why you found it boring.

3. If your answer for 1 is 3-5, please describe the reasons why you found it enjoyable.

4. Would you like to have more Skype sessions communicating with university students in
foreign countries?
1. Yes 2.No

5. If the answer for 4 is "yes", please name three countries.

6. Did you become more interested in communicating with speakers from other culture after
the session?
1. Yes 2.No

7. If the answer for 6 is "yes", please descri‘be what you became interested in.

8. How did you feel about communicating with Malaysian students in English?
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1. Very stressed = 2. Quite stressed 3. OK 4. Quite relaxed 5. Very relaxed
6. Others (please describe.) ‘ ,
9. Did you learn/find anything about the Malaysian culture through the Skype séssion?
1. Yes 2. No
10. If the answer for 8 is "yes", please describe what you learned/found.
11. We assumed that you prepared pictures or something for the Skype session. What did you
show and talk about to the Malaysian student?
12. Please write down some of the questions you asked the international/Malaysian students.
13. Please write down questions you were asked by the international/Malaysian students.
14. If you found any other problems, please describe them below.

15. If you have any comments about the Skype session, please describe.

3. Presurvey for the International Student Exchange session

1. Have you ever talked to international students at KGU before?
2. Have you ever made friends with international students at KGU?
3. Are you interested in communicating with speakers from other culture?
1. Yes 2.No
4. How are you confident about speaking English with a non-/native English speaker?
1. Not confidentatall 2 A little confident 3. Confident 4. Quite confident
5. Very confident
5. How interested are you in cross-cultural communication with non-/native speakers of
English?
1. No interest at all - 2. Not very interested 3. Mildly interested
4. Quite interested 5. Very interested

6. If your answer for 5 is 3-5, what nationalities are you most interested. in?

4. Postsurvey for the International Student Exchange session
1. How did you find the Intercultural Exchange session with the international students?

1 Very boring 2 Quite boring 30K 4 Quite enjoyable 5 Very enjoyable
2. If your answer for 1 is 1 or 2, please describe the reasons why you found it boring.
3. If your answer for 1 is 3-5, please describe the reasons why you found it enjoyable.
4. Would you like to have more Intercultural Exchange sessions with the international
students at KGU?
1. Yes 2.No
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5 How confident did you feel about speaking English with the international students?
1. Very stressed 2. Quite stressed  3.0OK 4. Quite relaxed 5. Very relaxed
6. Did you become more interested in communicating with speakers from other culture after
the session? ‘
1. Yes 2.No
7. If the answer for Q6 is "yes", please describe what you became interested in.
8. How did you feel about communicating with the international students in English?
1. Very stressed 2. Quite stressed 3. OK 4. Quite relaxed 5. Very relaxed
6. Others (please describe.) '
9. Did you learn/find anything about other cultures through the International Student
Exchange session?
1. Yes 2.No
10. If the answer for 9 is "yes", please describe what you learned/found.
11. We assumed that you prepared pictures or something for the International Student
Exchange session. What did you show and talk about to the international student?
12. Please write down some of the questions you asked the international students.
13. Please write down questions you were asked by the international students.
14. If you found any other problems, please describe them below.

15. If you have any comments about the international student session, please describe.
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Effects of Recasts in a Japanese High School Classroom

Rintaro Sato Nara University of Education
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1. Introduction

The recast, which is defined by Long (1996) as an utterance that rephrases an utterance
by changing one or more of its sentence components while still referring to its central
meanings, belongs to a type of implicit negative and positive evidence or corrective feedback
(Leeman, 2003). Recasts are “by far the most frequently used feedback across a spectrum of
classroom settings” (Lyster, 2007, p.93). The following is an example of a recast (adapted
from Sato, 2009, p.202):

Learner: 1 eat it.
Teacher: Oh, you ate it.
Learner: Yes, I ate it.

A number of previous experimental studies have provided positive reports on the impact
of recasts in second language (L2) acquisition. In a study which examined the effects of
recasts provided on learners’ past or conditional errors, Doughty and Varela (1998) found
that an experimental group that was given recasts showed greater improvements in accuracy
and a higher total number of attempts at pastime reference than the control group. Loewen
and Philp (2006) examined the provision and the effectiveness of recasts with adult learners
of English as a second language classroom throughout 17 hours of interaction. Their study
compared the incidence of recasts, elicitation and metalinguistic feedback, and the learner
responses, or successful uptake, termed as repair, after these types of feedback. The results
revealed that recasts were widely used and beneficial at least 50% of the time. Zyzik and
Polio (2008) also found that recasts were the most commonly used type of feedback in three
university Spanish literature classes and discovered that recasts were the most prefetred form
of feedback by the instructors, as analyzed by the interviews and stimulated recalls. Some
researchers have paid attention to recasts in the Japanese EFL situation. Muranoi (2000)
investigated, in a quasi experimental study, how recasts benefit the acquisition of English
articles, focusing on college-level students in Japan, and found that recasts helped learners
develop their interlanguage according to both in written and oral tests. Loewen and Nabei
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(2007) examined how different types of feedback (i.e., clarification requests, metalinguistic
clues and recasts) affect Japanese university students’ interlanguage development, and found
that all feedback was equally effective.

However, some problems with recasts have also been suggested. One of the most noted
problems with recasts as corrective feedback is ambiguity from a learner’s perspective,
which may lead learners to perceive recasts as merely alternatives, not modification
(Chaudron, 1988). Recasts can be perceived as confirmation, paraphrase or correction (Lyster,
1998a, 2007). Saville-Troike (2006) mentions that recasts, which are indirect correction,
might apparently seem to be paraphrasing learner’s utterances, but actually are correcting
elements of language use. Lyster and Ranta (1997) and Lyster (1998b) examined the
occurrences of repair, defined as learners’ repaired correct utterances of their non-target
utterances after receiving recasts, and found that learners did not often show repair. This
implies the ineffectiveness of recasts as corrective feedback. Ellis and Sheen (2006) have
pointed out problems in recast studies: (1) definitional fuzziness, that is to say, there are
many types of definitions for recasts; (2) contextual factors, which means that recast studies
in lab settings cannot be equated with those in classroom settings. Sato (2006), in his
descriptive small-scale study, examined the effectiveness of recasts among low-level
Japanese high school students while they were performing interactive communicative
activities with a teacher. The results revealed that only a small proportion of the teacher’s
recasts was followed by repair from students (16%), and a qualitative analysis of the
activities revealed that recasts were provided inefficiently by a Japanese teacher, leading to
this poor result. For example, recasts without any corrective purpose confused students
making it difficult for them to notice real corrective recasts. His study explored the effects of
recasts on low-level Japanese learners of English, and since previous research indicates that
recasts are more helpful for high and intermediate learners than for low-level learners (Philp,
2003), it is necessary to investigate the effects of recasts not.only on low-level Japanese
learners but also on intermediate ones.

Some previous studies showed that recasts were less effective than other types of
feedback. Catroll and Swain (1993) and Ellis et al. (2006) revealed that metalinguistic
feedback was better than recasts. Varnosfadrani and Basturkmen (2009) argued that explicit
correction would induce learners® awareness more than implicit correction such as recasts,
referring to the crucial role of attention in learning. In the quasi-classroom study, Lyster
(2004) compared the effects of recasts and prompts (i.e., clarification requests, repetitions,
metalinguistic clues and elicitation), and statistically analyzed results of the written tasks
revealed that students receiving prompts performed better than students receiving recasts.
However, it should be noted that explicit corrective feedback can be obstructive. For
example, Doughty (2001) claimed that explicit corrective feedback would break the flow of
the conversation, and Long (2006) pointed out that overt error correction can be disruptive
causing “unpleasant side effects” (p.77). It is worthwhile to examine, with Japanese high
school learners, whether explicit corrective feedback, such as explicit correction, elicitation,
metalinguistic feedback, is more obstructive than recasts are by causing communication
breakdowns.

2. Purpose of the study

The present study examines the effects of recasts on Japanese high school learners, most
of whom are college bound, and this time, recasts are provided by a native speaker of
English. The research questions of the study are as follows:

1. To what extent do students repair their errors after a recast?

2. 'What type of recasts, which potentially hinder the optimal effect of recasts, does the
native speaker provide?
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3. Is explicit corrective feedback more obstructive than recasts are by causing
communication breakdowns?

3. Method
3.1 Participants

A native English teacher from Australia who had been teaching English as an assistant
language teacher (ALT) for five and a half years in Japan, and 32 second-grade college
bound Japanese high school students (15 males and 17 females, aged 16 or 17) participated
in the study. In the curriculum, the students were taking a general English II course and a
writing course. Four English II classes and two writing classes were conducted in a week. A
Japanese teacher taught all of the classes except one writing class which was taught by her
and the ALT together, once in two weeks. In the writing class, students were engaged in
communicative activities and tasks as well as writing activities. All of the students had
passed the entrance exams for the academically higher level high school with relatively high
scores in English. In the questionnaire conducted just before the study, 28 out of 32 students
(88%) answered that they liked the communicative English classes taught by the ALT. Thus,
we regarded them as students with relatively high motivation toward learning English.

3.2 Data Collection and Analysis
The English class for the study was not a formal teacher-centered class but was simply
the interview tests to students conducted by the ALT, David (this name is fictitious). In the
interview, which was conducted on a one-to-one level, David and a student had a free
conversation, which mainly took the form of David asking questions and the student
answering about his/her daily life such as hobbies, study, family, future dreams and so on.
There were no target structures for the study as this was a natural communication-based task.
David had told students to do their best to communicate clearly and said he would evaluate
students’ English performances from the point of view of accuracy, fluency and content.
David knew that their interactions would be audio-recorded but did not know the purposes of
the study. He had not been given any instruction on which types of feedback should be given
to students. Following Lyster and Ranta (1997) and Lyster (1998b), a student’s correct
reformulation of an error occurring immediately after David’s recasts was counted as a repair
(Lyster and Ranta, 1997; Lyster, 1998b). Chaudron (1977) suggested that students’ corrective
responses after feedback would be the main measurement of effectiveness of the feedback,
and Loewen (2005) revealed that learner repair after feedback was significantly related with
accuracy scores on posttests. All recordings were transcribed and re-checked by the
researcher to ensure their accuracy and in a limited number of cases where there were still
unsolved transcription difficulties the original participants were invited to interpret. The
database includes 32 interviews totaling 362 minutes. The average length of the interview per
student was about 11 minutes, and the longest one was 15 and a half minutes, and the
shortest lasted about 9 minutes.
In interactions between David and the students, 142 recasts were recorded, among
which 43 (30%) did not provide students with uptake opportunities. In these instances David
continued to speak after providing recasts, leaving no opportlmity for students to show repair.
It has been reported that teachers tend to use repetitions in teacher-student interaction (e.g.,
Lyster, 1998a: Sato, 2006) to show, for example, acceptance, approval or confirmation
(Lyster, 1998a). These non-corrective repetitions were not counted as recasts in this study
since they did not include rephrasing or changing of students’ utterances. However, a very
similar phenomenon ‘which could reduce the salience of “real corrective recasts” was
reported in the present study. On many occasions (40 instances were reported), David
responded to students’ correct forms by providing recasts to show his preferences or to “edit
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discourse” (Mohan and Beckett, 2001, p.138 [as cited by Long, 2006] ). Tentatively in the
study, I decided to use the term “preferred recast” which showed David’s preference or
inclination. When students are not given the opportunity to respond to recasts they
consequently cannot do so. When they are given recasts to their correct utterances students
do not have to reformulate their original utterances, as we consider recasts to be given to let
learners notice their errors in order to correct them. The measurement to examine the
effectiveness of recasts taken was: “no opportunity” and “preferred recast” were not included
in the denominator. These two distinctive phenomena, as qualitative data, will be discussed
in detail later (4.2). Confirmation checks with reformulations of erroneous utterances that
maintain the central meaning intended by the student were coded as recasts in the present
study. Simple repetitions without reformulations were not coded as recasts. The following is
an excerpt of a confirmation check coded as a recast.

Excerpt 1 :

Kosuke: I don’t take care of my little sister last year.
David: Oh, you didn’t take care of your sister then. (recast)
Kosuke: Ah, I didn’t take care of her. (Successful)

To examine whether explicit corrective feedback is more obstructive than recasts are, explicit
correction, elicitation, and metalinguistic feedback were analyzed. Table 1 illustrates the
definitions with examples of explicit corrective feedback.

Tablel Definitions and examples of corrective feedback

Type ' : Definition ' Examples

Explicit correction Explicit provision of You should say just discuss.
the correct form ; Not discussed about.
(Lyster & Ranta,1997) . ~ Discussed your future.
Techniques the teachers use to Trv that acai

Elicitation elicit the correct form from Wr}};at ;;f:,?say?
learners
(Lyster & Ranta,1997) Last night you ...

Metalinguistic Provision of comments, It's plural.

feedback information, or questions Did you use the past tense?

' related to learners' ' '

metalinguistic knowledge
(Lyster,2004)

The interviews as stimulated recall measurements were conducted only when it was needed
to confirm interpretations of some phenomena with 12 students. That is to say, how students
felt when: an opportunity to respond was not given; a preferred recast was given; explicit
corrective feedback was given. Interviews with students were conducted in Japanese two
weeks after the study. After listening to tape-recorded segments containing the phenomena
(no opportunity, or preferred recast, or explicit corrective feedback) students were asked how
they felt then. ‘

4. Results and Discussion
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4.1. To what extent do students repair their errors after a recast? (RQ1) :

The analysis yielded a total of 142 recasts to the students’ utterances. Students
successfully responded immediately after them 20 times in the form of repair. As °
opportunity” and “preferred recast” were not included in the denominator, the calculation
conducted was: (20)+(142—43 —40)=34%. 20 is the total number of repair; 142, the total
number of recasts; 43, no opportunity; and 40 is the number of preferred recasts. As table 2
shows, 34% of recasts were successﬁllly followed by repair.

Table 2 Number and percentage of recasts and repair
Recast Repair Success rate
59 20 34%

4.2 What type of recasts, which potentially hinder the optimal effect of recasts, does the
native speaker provide? (RQ2)

As is mentioned earlier, with qualitative data collection, two distinctive phenomena in
providing recasts, which potentially hindered learners’ repair, emerged.
4.2.1 No Opportunity

In 43 instances David continued to speak after providing recasts, leaving no opportunity
for students to show repair. The following is an example.

Excerpt 2

Yuki: I play violin in junior high school.

David: You played the violin. OK. Was it difficult?
1(No opportunity)

Excerpt 3
Yosuke: My mother llke it very much.

David: Oh, she likes it. How about you?
1(No opportunity)

This phenomena has been reported previously, both in laboratory settings and classroom
settings (e.g., Oliver, 1995; Sato, 2006; Zhao and Bitchener, 2007), and was coded as “no
repair” (e.g., Lyster and Ranta, 1997; Lyster, 1998b). However, this “no repair” does not
mean that students did not really understand the feedback provided as recasts (Zhao and
Bitchener, 2007). Oliver (1995) has argued, if students had been given the opportunity to
respond they could have done so successfully. In the stimulated recall interview it was
confirmed that Yuki and Yosuke noticed their errors when the recasts were provided. It is
assumed that the exclusion of recasts which did not provide the opportunity for response for
analysis, as is done in McDonough (2007), is theoretically and methodologically sound.
4.2.2 Preferred recast

Preferred recasts were examined and analyzed qualitatively, and they were classified
into four groups according to their functions: formalizing, simplifying, elaborating, and
changing a word(s) or a grammatical structure(s). This grouping was conducted by two raters.
When they had disagreements, they had discussions to arrive at a final decision, but three
cases for which agreements were not obtained were excluded from the analysis. However,
we have to admit that setting the exact boundary between the four categories was a dlﬁicult
task. The decisions were made interpretatively; some cases could overlap. _

The following are examples of each type of non-corrective recast and the numbers in
parentheses are the frequency of the phenomenon. In these examples, the students’ utterances
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were grammatical or natural in the discourse, and David provided recasts to make them more
favorable to him.

Excerpt 4 Formalizing (19)

David: What junior high school did you go to?

Maruko: Osatsube.

David: Oh, you went to Osatsube junior high (preferred recast)

Excerpt 5 Formalizing (19)
David: What kind of books have you been reading lately?

Naoto: Japanese history.
David: Oh, you have been reading Japanese history. (preferred recast)

Excerpt 6 Simplifying (8)

David: Tell me about your brother.
Mika: My brother teaches English.
David: Teacher. (preferred recast)

Excerpt 7 Simplifying (8)

Reiko: I didn’t study hard when I was very tired.
David: You weren’t a hard worker. (preferred recast)
Reiko: Yes. Yes.

Excerpt 8 Elaborating (7)

David: How can you help people?

Kazuo: I want to be a lawyer.

David: Oh, you want to be a lawyer who can work to help others.
(preferred recast)

Excerpt 9 Elaborating (7)

David: How do you reduce your stress? What do you do when you are under stress?
Rie: ... stress? Oh, I do... yoga...

Dav1d You practice yoga to get rid of your stress. (preferred recast)

Excerpt 10 Changing a word(s) or a grammatlcal structure(s) (6)
Yukie: I like singing.
David: Oh, you like to smg (preferred recast)

Excerpt 11 Changing a word(s) or a grammatical structure(s) (6)
-Akiyoshi: My glass, glasses broken when I was playing basketball.

David: Your glasses got broken while you were playing basketball.
(preferred recast)

Ellis and Barkhuizen (2005) used the term “possible-but-not-preferred” (p. 59) for this type
of learners’ utterance. Whether or not correct “possible-but-not-preferred” utterances, such as
“My hobby is sleeping” (recorded in the present study), can totally hinges on the
interlocutor’s preference. A similar phenomenon is reported in Mohan and Beckett (2001) in
which a teacher consistently provided recasts not to correct errors but to show models of
more academically appropriate language. In Yoshida (2010), which examined Japanese
language teachers’ and learners’ perceptions of corrective feedback, a teacher gave a
feedback to a learner’s correct sentence with the intention to suggest a more appropriate form.
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However, in the stimulated recall interview, the learner mentioned that she thought the
teacher corrected her sentence and she could not understand what the teacher was saying. In
the present study, students did not show well-formed output after preferred recasts. They
only acknowledged the recast 13 times by saying “yes” or nodding; did not notice or ignored
the recasts 8 times. In four cases students responded by ill-formed output, as Excerpts 12 and
13 show. :

Excerpt 12 _Tli-formed output after preferred recast

Katsuhisa: I want to learn knowledge about history.

David: You want to be knowledgeable about history. (preferred recast)
Katsuhisa: ... No, no. I’'m not.

David: OK, so...

Excerpt 13 Ill-formed output after preferred recast

Akiko: My mother always scolds me.

David: Oh, you are often scolded by your mother. (preferred recast)
Akiko: No. My mother don’t...

David : OK, so...

In both of the examples, the students could not understand David’s preferred recasts and
became confused. In a stimulated recall interview, Katsuhisa (in excerpt 12) mentioned:

As I couldn’t understand what he said, I was confused. I just guessed that he asked me if
1 was very good at the subject. So I said, “no”.? (Katsuhisa, interview)
Akiko (in excerpt 13) also confessed:

David spoke very fast, so I couldn’t understand what he said. I thought he might have
asked if my mother had done something bad to me. Maybe I felt pressured to say
something and I said something. (Akiko, interview)

In the rest of the cases of preferred recasts, opportunities to respond were not given.

4.3. Is explicit corrective feedback more obstructive than recasts are by causing
communication breakdowns? (RQ3)

In this study, as explicit feedback, explicit correction, elicitation, and metalinguistic
feedback were analyzed. The following are episodes extracted from the present study.

Excerpt 14
Kahoko; We discussed about our future.

David: Not discussed about. Discussed your future. (explicit correction)

Kahoko: Ah, discussed. About iranai (is not needed in Japanese)... discuss, discuss (said
to herself) ... (silence)... :

David: OK. What will you do tomorrow?

Excerpt 15

Takeshi: When I was a child, 1 always play soccer.

David: When you were a child, you always....what did you say? (elicitation)
Takeshi: ... (silence)... Ah, played, played. I played soccer.

David: OK. Good. ...
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Excerpt 16
Sonoko: Yesterday I buy bought three book.

David: Plural, Fukusu-desu. (That must be plural, in Japanese).»
(metalinguistic feedback)
Sonoko: Ah, Itsumo wasureru (I always forget in Japanese). Three books. Kore daiji? (Is
this important? in Japanese)
David: Of, course. You should be careful.
Sonoko: ...Hi (Yes, in Japanese). Yes. Yes.
David: OK... What junior high school did you go to?

In Excerpt 14, after the break of the flow, David had to change the topic. In Excerpt 15,
David explicitly elicited a reformulation from the student by pausing and asking a question.
When David tried to elicit the correct form, the student’s attention as well as David’s shifted
from the meaning to the form. After David’s compliment (“OK. Good.”), there was a silence
and David changed the topic. In the stimulated recall interview, Takeshi (in excerpt 15)
mentioned:

I had prepared a soccer story for the test. I practiced and memorized a lot of words,
expressions and sentences. I really wanted to tell how much I had enjoyed playing
soccer when 1 was a child. But after David pointed out my grammar error, I don’t know
why but I did not feel like talking about the story for some reason. (Takeshi, interview)

Kahoko (in excerpt 14) mentioned:

I wanted to enjoy talking with David because I like English. But he didn’t seem to be
enjoying it as he was checking my errors and teaching the correct forms. I felt a little bit
demotivated. (Kahoko, interview)

In excerpt 16, after metalinguistic feedback followed by Sonoko’s repair the topic changed.
Sonoko had thought she would explain about the books she bought:

I was thinking how I would explain about the three books I had bought. I thought I
would be able to do it well. But the topic was changed. I felt disappointed. It was
impossible for me to ask him to go back the previous topic. (Sonoko, interview)

In total, 16 explicit corrective feedback were reported, followed by 8(50%)
communication breakdowns, which means a long silence (more than three seconds) followed
by a sudden topic change. Table 3 summarizes this.

Table 3 Number of explicit feedback and communication breakdowns

the number of times communication breakdown
Explicit correction 4 2(50%)
Elicitation 7 C 4(57%)
Metalinguistic feedback 5 2(40%)
16 ‘ 8(50%)
Recast 59 : 4(7%)
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Unlike other types of feedback, recasts are not obstructive in nature, as has been noted in
other research as “...their implicit and genuinely unobtrusive qualities will allow teachers
and learners to continue their joint focus on meaning..., while still dealing with linguistic
problems” (Long, 2006, p.103). In this study communication breakdowns after real
corrective recasts were observed only four times (7%). Doughty (2001) has mentioned that
while explicit correction is intrusive, breaking into learners’ utterances, implicit correction
enables learners to integrate forms as the learner continues to speak. The findings of the
present study were compatible with this argument. Although recasts can sometimes hinder
learners from noticing correct forms, recasts are useful in providing correct forms in that they
do not disturb the flow of communication without intimidating students by not explicitly
pointing out their errors (Yoshida, 2010). For learners who often have difficulty continuing
communication in English, such as the Japanese high school students in the study, the
unobtrusive quality of recasts is helpful to engage them in more communication.

5. Conclusion

The results of the study imply that no opportunity and non-corrective preferred recasts
would reduce the optimal effects of recasts, indicating that only when learners had made
errors should corrective recasts be given, followed by an opportunity for learners to
reformulate. Preferred recasts, which were not conspicuous ‘in the study with a Japanese
teacher (Sato, 2006), were often provided in this study presumably because the native
speaker had a lot of options or a store of English. We could expect that highly proficient
Japanese teachers of English would show this phenomenon, too. As preferred recasts are an
additional, they should be given mainly to higher level learners. Students’ already correct
utterances can be more refined by the recasts. A 34% success rate may not be high enough to
be convincing as to the effectiveness of recasts, but their use can still be encouraged, as
recasts are not as obstructive as other type of explicit corrective feedback, such as explicit
correction, elicitation and metalinguistic feedback.

It should be noted that through the interpretations of recast-related phenomena in the
study, we cannot draw robust conclusions. I conducted interviews as stimulated recall
measurements only with 12 students. As the stimulated recall is indispensable in considering
the effect of feedback, it should have systematically been done with all of the students and
the interlocutor. Further, the definition and categorization of preferred recasts can be
problematic. If David had the intention of prompting students’ next utterances, some of the
preferred recasts introduced in the study can be considered not as recasts but prompts. In
further study, a stimulated recall interview with an interlocutor for introspective data is
needed to confirm the interpretation. Grouping of preferred recasts was conducted by two
raters, but the decision was made rather interpretatively. A specific criterion is definitely
needed to define preferred recasts and categorize them. Furthermore, in this study, the data
was collected only through the interview tests conducted by one ALT. Further study should
be conducted in the different conversational situations with other native speakers, as well as
highly proficient Japanese teachers of English having conversations with students.

Since findings are within the context of the learners and the NS investigated in this study,
lacking stimulated recall interviews with all of the participants, conclusions should be taken
as tentative. This small scale study has shown some interesting findings that have relevance
to the EFL classroom. However, the present study should be considered just as a first step to
examining effects of recasts on Japanese high school learners. Further theoretical sampling
and more credible analysis are needed.
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Notes

1. All names are pseudonymous

2. Students quotations are written with a deliberate effort to retain the conversational features
of the original Japanese (translated by the researcher).
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— BN S < EREFEIC OV TO—BE—

Abstract

A great number of Japanese elementary schools have initiated English instruction in recent years.
Homeroom teachers have been playing important roles in providing this English education for young
learners. This has led to an urgent need to train university students who aspire to become elementary
school teachers. Currently, elementary teachers tend to be trained in teaching skills rather than learning
theory. In fact, they rarely have opportunities to gain theoretical knowledge about early childhood
English instruction. However, theoretical knowledge about teaching young learners is necessary to
develop effective teaching skills. By training homeroom teachers, the author discovered their gaps in
learning theory; they are language education, language development in children, international
understanding and the teacher’s role in elementary-level English activities. This paper introduces model
cases from the author’s experience as an English teacher for young leamers and suggests the topics in
theoretical knowledge that universities must include in their curricula for future teachers.
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Ry Fa—yr Sy FR—y RoRF—r Ry R—r
AT T 4 ABRyT 4 ARy

LER—FK LET—  REFR— =X ER—
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720N,
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VENPREZBE, 22BN LES L LT, HH, BRAREBHOENNET
ey, ERIFOEICEE AN, BRYT7T—HA NIZZOFF% L, 72 ERBNEL A
VONEEL b TRAE ST bbhiadiodr MvE Lich 2| LEXiRENE, THAD
X5 e E IR R ERTYH ZOEDE LWAL L > TE, EE T EDDOF
BThY., ZhE LTI bATLE S, ) EOSEIZ, HooH IF@EEL, i)
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KLU THEAS, bHLAMEHERELRIL L 5 CERIRFE CEREITS, AARDLIC
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BAGELSEERVE | HHROALIEERTER, —4RMISEL A TIGEEHRL T,
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VM DR LACTIRZ DR EZ DT T, BEIIRSEL 20 MiZs-oThET 2 ez
FBIZ LTV, ST, & 1 [HEBOBERTRICRBN bEFER AT, 4 RELOMIX
ROEEZITAND Z ENTETI, M ISBREH L) | B CERVTENCHS &
ST EEREERRET, BEUTHIERSERENT 20O TIEBEL TV, ki
FOXIREIMEZ > Th, M 2ZIANGETOT, EESkSEUILWEEZ, BR
o TNl Z A Wb L B MABEERIZA->TH, £ LT EEOEE R LT,
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OEFENZ LD, M ITIERICELBIE 2o TS, FOEOTRIFET LD THRIE L,
RET DL, BHIIHETRELT. AL ZEORIBoTAHLTEY, BHTUXEHT
THRICAST, Linl, £9 LTHIELL T, #HERER L D TVSARVPERIZRN
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AV E—Fy FOBERIZED, 50U O THFENEL EV ok ch s, BARE
TOIHEAZ NI RORIERL, TUVEREEECHWAEDES, BE, 77y yval i
EDBES &, FEBTLRREIUTAN IS L E, L L, ZIUI—EOR bhizsk
ERREIYETH Y . BRTITE V272 9 b_ETOERLTH B,

#1Li (2001) 1 B ARDEBMLERD &L 5 15k T 5,

1 OETHE, DBIEIFHRO LOE L D SERMEIEA THD, UK LT,
ZZADEBHUIINR VBN TS EEDI 3255, SESCHBEOGRMES A
TeH~DERGL, HEHEEUS, ZRIERIL. RRE LT, FELEDORTT D,
HAlb L B2 LB Lo, PBRL LS LT 3ERRRET b3,
HAANELOMTYH, BEENNCHLNEY | RETFLEIRS, WEHoxis
[N RNV T s S AN

ZOESE, BRAOHIZ, FILHDIRBLE L, &S bOIFE L Ay,
B LT BERIOEEISRO TV, ZIUIREDO AL LHEEHSHAITIED
HHA BARENICH>TH, IRUTFE LN & TR, 202 Z AN,
IR, RIS HERRICIISE L 2T TR b0\ TH D, (pp. 64-65)

FEGBBIZZ DL ) EBMERD b, NERSEEEBIDORNTHS [2Ia=)—
T aVBENOFRMAEED | ZLE3FERLR, B ERRDbOEZIIANRITIE SHE
DAZEDaAI a=br—a VB LEEWTHS S,

Boa BEOEEBRS D, EZTAND LV oleaIa=d—va L OREBOTHTIC 5
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DT BEIHETIL, 7TA Y IADA A—UEITFEENEGE, BN HHE. B
SLEEL, BAZHRBELTTAVIANEEZ-D, /~—7 (nixed parentage) 173>
VN EWNG A A—DERL o TV, EEBBZO L) REEBS TR > TFEbITHETD
b FELBRFITEELZITHI LIS I ETHRY,

AAMNIEA L DAN—T BRI 2 BB, TEESSEE L THDbVWTF L Z2ES
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ZBTHAI D%

BHI4: FNTTAY DABHLREE L, TORB AT THD, BATEENED, A
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BENCBARNCR Y TN EnrE, MEILOEROTE, RELES b URERVED L
TR &V,

BH 4TIt FELBMNERTEICERT L, NEBERS TV, DX EEBRE L TE
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T IRAFVAEAT, @R ANE) ZF-o A Z LIZ&EM<. £LT, £
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BlE R 22N O/ INERIGEEEREOEREFE 2 B8 Ui, B B8y, &0
RHAPOLDIERTH Y, — (T D LixTERY, L L, BEEIGREIIBWTIL
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Abstract -

If extensive reading (ER) is to be integrated into a course not specialized in it, the bulk of
the reading must necessarily be done outside the class. In order to keep track of the amount of
students’ reading, I attempted doing cumbersome calculations on an Excel file. I created the
Excel file in such a way that the number of words is automatically calculated to give evaluation
points.  All participants are given this file, and they need only to enter the level of a graded
reader and the number of pages they have read to see how many evaluation points they have
accumulated. - Students then submit the final version of the file as a digital report through the
university’s intranet. Through this method, they became free from the trouble of calculation and

were able to concentrate on actual reading.
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TR mﬁﬁ_mmrﬁm_m&w4/7/b§%%%b BEEAMLEICED
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Abstract

There are discussions on the effects of English lessons at elementary schools wherein
raising motivation is ‘the focus. It is pointed out that one reason is the discrepancy
between elementary schools and junior high schools in the aim of English education
(Taigyd, 2010). This paper reports the practice of a junior high school and an elementary
school attached to the same university. Both schools are making a challenge to link junior
high school English and elementary school English by changing the aim of the
elementary school English from “raising motivation” to “language acquisition.” This
paper offers the offspring and issues of a study on language acquisition at elementary
schools, and a suggestion to the future of English education in Japan.
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D, REREMwICH L TEHM SWAERICHOERIZNTHS D, AR NVERD/NAZD
BEMU T D EREER OB EATND LWV EEEHS L, 2009), LL, A0F
ENREDE oMNT LRNTERTH D, BIRENFHELTIE, TOXRMER D FRi T
DRI LIEL, ZhRA0L N  FOHEER T Z LITOMRITI,

2. INP—EH U % = T ABE%E L SRS ORE
2.1. 2008 FEFEDEY KA : /INPEHEDO R F— b

8] CRFOMBR Th 0 R o VA RIREN O & W ) BEN SIS E -
HHo0b, FHEBEREHRIEYNEL L MR P OIEEEHEIL, ThETEsL
TWB EIIE XDy Tz, 2008 4EE, AMGHY/ N BN R & — b LIZRERT, MBREED
Bl 14N D 6 4F4E CHIT L ALT (assistant language teacher) 12X 37 4 —A -
F 4 —F o P L DHEEERAE 1 BIHT Y &), 10 ERBL 5RVEREEo TV,
ZOERON Y ¥ 2T LOEEE D LIC, HBREVNER L MR R OBE IR
TINF—EH Y X o T MEBEOT— L EREIET

FT, AU Fa T AHBCRITATEE, R1IDIIIREL

#£1 /M—EH Y X=2F5 MBI D5

1| /NPT 4 4R TV 2 BRREDEB R BT BEEICE X, 5 FENDPFE S FEE
T, 4EEOESLET BRI TS,

2 | /NBOBE DYEREFEMC TN E 5, F A7 - Bt - %iﬂ)rﬁﬁ 1z |
BY TR AR %1T .

3 | /R 4 SR CRE R RS2 5 A7 &, /[N 6 FE DT 3
ALY, BEIRTEM LSRR ¥ X7 ZEECERET D,

4| BT, /N 56 i L Thi 1 RO 3 AR CINE LIiEME - Y R - BB
AL SERTDH L TERSED L EEHT D,

5 | INERRICISTIE, PEERORME LTI, HELIEREMES B EEE
BREEHT A HORERYTTY,

INRDESEDTEDITIY, NROBEI— Lol 175 - L ASATH S, O, B
E LIS T A F TOILEERIAVERDOTHD, ) FXaTF AT, BEHRFIRT -
bt - WASERA BMICIDRT 5 2 L CRIUTEBITE B,

KTESEDD Y F 2 5 MTHOWTIL, PHEREENTLL 2, SCREEE ST RO
ETPRICER S bORER L, 208, ThETNIOEER S E O EER,
SN D R B A B OO B CBIT L\ Ve D &, ELTRE
EOEROREIE, T ORMMRE 2R L O/ NS ORMI S BRI 5
27 DHEEZTNEL EThBD, & IETOEBMLM L, ZhbORRROTZDIC
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BEEON, FELEB & SHETH D, HIEE L BT TNS (K, 2002),
(AR b FTHIEB~OBREBIT LV OBRECRH LT, INERD S AR
AN UTHEEL PR TS 5 L\ ) TRk Uis, 70, THEMR S ISERSEREIC S X
L] ORI LTI, ST S EBE T 5 ¥ 2 7 28 ETHL VO T
FE Lz, TNENORMRERIAIS U CHELIEBIZETHL VS 2L ThHA,
B2 8 2R 7 BREICBOTER LT Z &3, /IR OSEF IS ARE» B L,
PR TR U R4 & 0 IFEMIEmICBITL TV S8 Th B, ST &
EBERBET DX R ERET D L1, S NEREGEICAZ R LR 2D o2h B/
FREFERBLIUH 1 Xy v AE LDHEEOTH IR L 6T L FRLE, Ulo
ZEEREEL, MYF2TARMERLE (UK, 2000). '
NPEEIEELTON ) X2 7 ARMCBEL T, /INEEEEIIOVTIE, TR
PIFEREZEY L, WY %o F AOBEIBoTIREE B U, FEERIT/INERERE
BB LTz GTEC Junior D7 47— MERTIL, MBleZ & - B 2L BT 5] LEEL
TAEREDBIEHEEERE S R, BEOAR L THEIEHDM L2 EERER LTV
BT BB (UK, 2009), SORBEEZZT, 2000 FELISOAMERIZHH
dTElirot,

2.2. 2009 FEEDOR VY 4A. : /M—BR L LTOVLEE

FEITIY, AR/ NP—BR L LTRE— b Lz 2009 GEEEIZ R { S sz s,
B & AR TEET B,

BEMOUE, ERP—BRERBIZY > TORETHY, FEHF I LLEZLD
TN, EEY, IMESEOBRLR U5 LT, SEAIOEBHEIIRI 2 IR T
HY, T THRETIBEND B LT B, 2009 1%, BEROIEIBIENIHEE Shus,
BEATUEEONET L, FEERAD 4 A L 0, /IMERm e i & BT 3 & L big,
/NSRRI M R L PR RSB SR CME A TR L L rote, T OMEE
SEDBRDBIIT VNEBEL) Th3Rafb) S8R 2 o722 & vbaniuiany, —fil%
BTDL, NEETIEEEE - XFOEXIERE, SEHLE/ROFRES S L+ A5
DRV, PRI TN OICESEE RHE R (e LAERITH 5 TEELUERN
EEZD) EARDY, IPEBOERDRELFIINRVERD o7, AN Y OREER
ISR L T S O 0FEEY, INOBE ORI R T, £, BERT
IMREEE D D DB O THAVRIEESE THo THHEHERITEE LA DT, TR
BIVNEREEDLOBENDPRNER LB Z 20355, “hbotfbody i, B
BRTOENHIELTOMBROERIC b HFETE D LHETD LA Th D, BT,
SAEDEY NI/ LR OBRMEER T, BR4lT, PMROBBHNENNZE DB BT
DRBPEEN, BNEZOMERRE LB OIRETS X9 kof, THUTEXICEYL
BEOERLEZ D, SDICBEYE LT, IPEEIIBEEEDaIa=r—va i
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FIRAIRIRNT & R0, 3% 2=t — s ENERY Bl T 5EEESY
ERAET 5L LTh, FEMICEEN I Ch o7 L ISR B, :
WiZ, AFEMOBETH D, TEROIBEANLDER L) L TEE ThoT/IMEK 6 4
WERELT, AITHET S, 2000 €£E13, 2008 EEICIER LI Y %25 MTio7e3
M SARRIICBIA S VTS, BHT 6 4R T, TR - BN R BT ARARDTLRS
B, ERO/NEEFEO V- INWVEBL IR ERRERE L —KSEDETH - T,
2009 FFE LV MAIN-BETRIK - %58/ — PLIBEOFTERICEM LT, 2T, 664
BRI DR E, 6 SADHMEE - SCHRNY: - PERLERUIEN - BREELLE

AR —F—F—~DRHLE D 4 ODEHHIBAD,
Y, HNEEL, TEEEGERSETHD, ST, ALT LHERESERSE DT 4 —
b TA—F U TBREBR LD, BEIAIDAEY SATREZITIRETZ VRV TVRE

WIUREA MRS, AfEDS ALT LERSEET DM bIUE L, TEERER, ALT K285

TAMCRET X MEEHL, BERERRE & DICERBERDZ DBRERE LT

WIZ, XFHRMETHD, #FE/ — FOMBETHEITNT 7Ry M —FREERLEZTV
77y MM BFRREFERA L CHEEA CALT ICE AT 4=y 7 AR THD, TV
Ty b 26 CFEOEHRALEATIETT, BEORTEZTFHRELED, BRENDAYL
ETRLILOTD I EBFREIZRD, ML~ SVUTE LTl - LIciEsg, /a6 FEn%
B~OBRE®mDD, TNT 7y MOKILF « /INCFER 3 TFREDRFEIZ OV, 2
—N—FT A NEERL, BAERIZIIENDOEREICE L TE TR L

PR AR LSRRI TOL 5 b D TH B, FIZIEADLHEEA LB, X
FOWREA—FNTORBIZE o0, PETIEIFH LVEEEE S A0
TAIBHYETHE, brolBELWADARTZ, ATHLEXRN) BIZAYLLFRICE
ZBDEIKRETT, PR EBEDIBHIZ 12 PARTLTHOTEZRSL3ICRoTEZ
5] EBVIRZD, THIET CEROERITEE S, HTAIEHE LN oRET 54
CFEBWB, Fm, PR IFEEOHREICHTL AHMEEA—FNVTHAL, <7 CHER
MR L CRET D7 A7 2B RE L, EINO/INERL Y R S B2 b0t
IV TV T 4 B30 AFROBERBLERDADT, DLRVRAEELTH-TH, XFD
B2 LIZEX TLE S, 5T, AFOR D SHME BN > TR0 DIZ Pardon? X
I don’t know. 72 EFDFBAEA L TEITE, £o7- R MEHEINAB Z LA TX
Too CRIZ L DEERIVRV VS, BHAMESUIMEYEZ D Z LIZHIEFIVRL, Tl A%
AL D LTI L BECEZAEE L RN,
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L2 & 5 RIGESIM LB L8380 T, SRR —5 ——bBEELTL %,
B R a0 —7 — b Ui, SMERBICH 25U DD b OROd, bEbEE
FERENCRRERH D00, I amf—v g VEENICRENRH B 0D, 2EFHIRWTES
PRV DY, 7 T ABECHER T DBV EE Th 5, [HFEHIEEEEE O T &I,
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FRHEEITIZRZ R ke RERVER S WREEDE IO THhD, ZIUTLY, AfE—A
— NDOFERIIIS U, HENLOT 4 u—03miEe 725, TOME, NHEEREOE
WEERDB I LIZH RN, SLICPERA~OAFRIND, Bx DEEDORZ HRESRE
HIBERBETAIZLbEMREL RoTe, FO—HlL LT, FHMTITE -7 S ERER 2L &
ABEH LT BDITHEFEORAEENESE LRWERDEERDH S, 1 3CFIT 1 FEid*
ELTWRNWT LT 7y FEEBDFELITIET A ALI VT 2RENENWIHiELHD

(Wydell, 1999), 54 ALZ L TROER, 1 EE 1 XEIRSTIBTRLHOAE
DHHEE CHEESEEL L QAN F U b RS, TEASETT AT 72y ML
TV TR ERDBE, T4 ALV VT EVWIHECITRL, BhsaRlEns s
— RSB DIE D RIS D, INERIEEL OILEEEO S LT 4 X VT T OffE
EERDITHHET 5 Z LA TEITL, MOERLIIERD%EEHE (Olagboyega, 2008)
BAERL 22D,

PAE, HYHE - 5(’—‘“:’1?"!?#3 A B LR - B L e R o — T —F— D3t
LD 4 FITENT 6 FAERRMED D ) HIVERL ) KEARELT, TORREIARYITH
LANZIRBDL, FRAFETH D, KETTI, Z0 6 FEEDFREANFROSTEHET D,

. 2.3.2010 FEEORV A : /I —BIRE LTD 2EE
¢J§i@4='c-;b5f:ab WREROME L 2D, 2009 FEICT| R, NM—EI Y X2 T
IR T IRMAER L QND, RS, /NMERS - 6 FAEOBMER T, 20108E XD, R
;E@ﬁk BEHEN D 3 BLRIZHIT D ABC FHl~LEE Uiz, P¥RERALT MBE NE
Al FEE O3BRTHD, BRBITHALE, FEHER XUTHEDEY FEHETH
LIIBHETHD, 2010 FEEIIBUYTEMETH Y, BEPETIIRZRY W4 2RREAUDSEA HMT
RABDIIEHRTHD, TROERIELI-ET, Bz oW CHEIBIOEES cHRETCENELES
25,
T, 2010 EEOHLIREEIY, 2009 EE644ED 1 %wﬁ@ﬁﬁﬁ%;mb’%ﬁmﬂm

BDRL—ARATTH B, LT, ¥ 1EAICH SIRMORRE, 5 - ML EB0%
E, KA, ERIDN, FPTETEROMLO 4 AT TRIET 3.

811, 3 - EBORETH D, /MR T 4 EREOBERERBL TV LE-TY,
FEED A Z— I —F ML B bDE Uiz, Mo/NERNODOANEEENMZ, FFEES
DIESHOENRNZ L EZHETT A0, T 1EELRIC, NFEED 4 AICRESR (—
) 2ERLL, FOLT, F5ANV—b ATV VakZBRBLA—NAT Y yia
PERNCZEARE LS, [FRHERLIT) 2R TED LV Thote, BRETEE
B REESC T/ VRS CEHCR T SETWA T, SCFEITED Z L2 MR 1ER T3
EERH X L—XIATH Z &8 TE T, %rﬂ%mw BHRTESBIFIEE Sz, B *
2T Mo Z A HIBE T AT LRTE TG, T0OX DI, TS COMEFEN
IWEBICERD D 2 =bF 4 THREBSIEV IR LI Z LT, Mo/ NERHEE b
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E2lZ, XFEATHD, /J%@é&kﬂ’]%%%%43*—?35207}79?&’3%%"\@%&7’&%’&
MRIBET BT, /INHERBECOIFEANY, APHIEEEZD LT oOANTRERIE L
TUETHoM, UL, /INERBMECFEAZITo T b L E - TH 1 DEFIND
XFEERERTSD Z LiHEX T, BOD 1 BRI NVDOHOEET, B FrY -
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AT L &, INERBE T o BB ORI INRE AR S8 D B TH D,
FOLET, 2B L, TAT 7Ry b 26 XEDT =y I AR THEE ST LT,
ekl A — P& B C—RISSTEBEA DTz, Bl LTI A2 SAfgEE W
HZETHB,

3|z, N THD, /INF 6 EABRME T BB - 12 A S0 EREY A — TNV TE
EXETVAREYD, BEEEAIIERICIRAL—XTholz, AP 1ELEDERLTWAH
EHFE New Horizon 1 T, EARLENC 100 £ TOEKE, ERABICER, EEK TR
2 12 A LFESEA STV, 2010 FEEOPE 1 AT, BRSO TNTE
WAL, BIRAHAITOT R PETIZAVVATRTEZLOND L OICHHE L, 7427
AFGELE L, XL FOBREPER L TV A T), AN ETFRIETHLEAL TS,
Zhuz kY, PRI EFESLED LN TS, ,

a1, FEFEFEORLTHD, BR (2009) 13, FEFEOBBRMELEDHROK
EEBRERTHLL, M1 OBIISTELBETARFTHD, M T, FiTT, BB
ERRTIIT, FOERITHD) BOIIRV, | LBTNS, /INEEOTFEREIZINT,
IR L PSR OER AN 2 T L BSAHR D BIETH D Z LITED Y TR
23, [EEEEEIRR b OTIY ] BREREFRITRZ 5 Z L1T, K L FABRMECHHAT
HBLEZD, B, BIEF A Mo oIS LS RT3 28T, [XFELED
BR] 2L CORVWERER Yy 2 7 o T 52 LTREE 2D, BRMAEICEATREY
BT, RRITELEOBRETEESE D Z LN TEE, 00, TEFELENEHZM#
UL, SHBTICOMEET R MNCBOWTRRENHAEENS] LEEER-TEADE
s CEEEL-, FOZLEALCLHS L ET, BEAEFRoAERCT IREFEN
FRRLTVS] Z & ZRERSE R OMERRELEA L TRANIIRFUDNT 7, ZOBRMEE
VX RTIUL, T/J\%B‘E#B%%‘E%Eﬁﬁ“bm EDRAY o FEENUBITHZ LIITE
RNLEZ D,

FEFTEEOMI, EREADOES L RE—HOBRTHD, ZIT, MRLET 1
ALY VT DRBOBIEFICEE RS, INEREMCITFEAR{To T\ ek, XFE
W U BSOS B TR M A R T AR S o, TOT LMD, R
BFEZIZT A AV VT DEHEP RN LHWCE T, Z0RD, M, WAEEIER
LAV DR ADESSCENDOLOME TH D L EX DN, BETSEELRF- TBEXNT
ZLMTEE, BT, Bx OEEOSERROENINHT L B E SEEORIC
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ORIEFNERICHRONLTLE Y r—20H58, /INFERL @é&%ﬁu@i R —ARIT
LEBRTAHZE %@% L7vy,

3. 7 ir— MNRENPLHLEEDER

3.1. 1A B T v — M b 4D 3 ERIDEBRORBE

2008 FEEEND 2010 SEED 3ERMICHE Y, PREAFEED VEEIIHL, RCT7r—
N ERE LT, HBRFEVINEROMEE L, MO/INEROMEFITMNTTT v ir— MERE
HE B2 & & Ui, SBAEMRD ANEPRRIIER 2 0BY ThD,

- R2 P LFAEEREONR
MRS E VR &t

2008 4ERE 91(75.8%) 29(24.2%) 120
2009 EE 92(74.8%) 31(25.2%) 123
2010 & . 81(87.5%) 39(32.5%) 120

BV N B T & DR A b/ N T 6 SR SRR 2RI L O D, F2ETYH
BELLED, 03, PEROEENALER LRI TR L CE R
THY, FCERERME CORMNAIMERIC Ko TRE KB L TE L, ZOBEIINS
DERDRISERDT20, Tvr— NTEATO 5 >0 (2585 » %5 Bh7%
WV OVPRE IR A CEE TS bOL L, |

1. /NSRS, PRI

2. INEREFEER L QWD L, PEREEE~DTRENITbHS

3. T, bo LEFEOTEB ol

4. /NEREEE L PERETRIIARE D

5. /NERIFEL PEREGEE L - THTHULW
RRIT, UUTOR 1~5 D@y ThoT @iliid%, SRl 2008 - 2009 - 2010 277,
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—a— i

8 ] 10 8 9 10

R e r e A K2 AR <
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®3 bolFEB hol R4 ISELAEIAIRED

TV IR D EIIRRR 1 [P oi
(230 B2 [ COREIRD B L
DEE CHERREEN EE-TRY, ¥
]| B OERNHRMTEAT D L AT
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IR E DFIDIRL, N CI
R DEREE CCEEFE L ERUT

B 3BTV THUN ‘ W3, L, bolITFEEREG LT

LEZ BEMINOEEND, STREARHD

SrEE b, SCEEAL L D FEEER AN B R S TV, e LA

ERI T BRI IR Ch o T L HIFTE B, 5 DB & ZORRIZONT

BRI R T ol L 05, VT 7 DEEHEEERK 4 K5 IZoT, 2008 FEL

2010 EEDEEY NESHEE DT —F ZHB UERIIE 3 0L 5122y, Z0 2RO
B D M B R T AR DRI A BN B o T,

| #3 2008 4EEEH 1 & 2010 £} 1 OB (N=172)

¢ df p
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B 4 DIVEBESEL TERESEISAE) | L, EENEESBD L E LY,
INERHEE L PR ORE N HERICED B o obh B LHTE B, F7, B 5
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br— h OB EIBROMICE, VINFHROSERIRE LT L, PERTRR 0k [AM0EE]
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7ERD, L RV EBDEENDE TV, Th, PERIBE Lo, | LUV FElRA,
o/ N E DL L RONT-, BENHDZEERB L TARELTWAARFTZE ST,
HEEDRVHREE LIS TH B,

8.2. /NEB « AT BT U — ML HRBIRERORE

AR ISR OEIBRITSRE 2 2T TN D7), B USRI T CaBnd 5/
MR, 1EEND 6 FAEETOT U r— MEEIZBMUE, 2T, FMKT [P
R 523Xz 2000 EED 5 4L - 6 FEEDT U — MERE, 2ED 5446
FADRR LB U THITT D, ITERORRIFED LOIBRMICHL, &) 1855
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TR TOBN SV IREICONTS, Ehbhbnzid] 230K ErEd EMgL T
W3] - TEREL TV VR OREIZED DTS 7L @7,

[ }oe .UM
LE3:]
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DL, INERERREORTRIRELEY L TV DO EEEEREB ThHo72 2 b H D,

[IEBETRIAE HLIR, BT SRIIIRT &I ot LA TY, R T
Hife, Lvh, £0% T 5 LERNTUVET 2028 5 WNIBEAZEY H 5, | VI REEDRSH T,

TPGEEEE L1, BLWATTIRY, The, PERAFETRIZLIILARY, Bl
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LI AM2ICL 3 ICHRULNAEELHS D, LIehioT, K6’ 7T ORERL H5
BLETEBEYOLDOTHoT,
RO HEDADBZBLNTTEX 065950 OFRIE, K8DEY ThoT,

50 ) 48,1
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HE L TWAM ECESERZIIAE RO TEY, it i CE 3BT LS 815!
BEREEICORRoTNB EEZ BND, BBNICa I o= —a VERA D LTHREDE
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LA L 21T2 TV BEHE T & 2RSSR OISENM OSSR, L, D
< & HYEEHIR 1 RSt 3 FRIOMDESEEL, AR L iz A —F LTt
OFBNEZEAT S| [HHELEBICEALTS] U OBBREREORE Gl
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