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Formulating hypotheses on language learning strategy use: A diary study*

YABUKOSHI, Tomoko
Graduate School of Kansai University
TAKEUCHI, Osamu

Kansai University
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1. Introduction

A great deal of research on language learning strategy (LLS) has been accumulated thus
far. Based on the early studies, it has been clarified that each learner’s pattern of strategy use
is affected by several variables (e.g., Gu, 1996; Takeuchi, 2003b). Among these variables, the
learning context such as the contexts of foreign language (FL) and second language (SL) has
been considered to be one of the important variables that influence people’s learning
strategies'. LoCastro (1994), for instance, argued that the strategies utilized by Asian FL
students are different to those used by SL learners in the North America mainly due to the FL
and SL environmental differences. More recently, Takeuchi (2003a) identified strategies
especially favored by Japanese FL learners in his qualitative study. This study proposes a
more contextualized approach to strategy research.

In addition to the FL and SL contextual differences, situational differences such as
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language learning with or without instruction are also one of the variables influencing
learners’ strategy use. In other words, learners apply a different strategy in the classroom

compared to that in more naturalistic learning settings. For instance, Yabukoshi (2004)

analyzed the patterns of strategy use in and outside the classroom in Japanese FL context.
This study revealed that instructor’s teaching methods were directly associated with the
learners’ strategy use in the classroom settings. Outside the classroom, on the other hand, the
learners were found to self-direct their use of strategies frequently. Such situational variables
should be taken into account in LLS research.

Another vital variable affecting the patterns of strategy use is learner differences such as
the learners’ past language learning experiences and their learning styles. Concerning the
first variable, several studies attempted to uncover the differences between multilingual and
monolingual learners in terms of the learning process and their approach to language learning
(i.e., learning strategies). For example, Nayak et al. (1990) analyzed the protocols of
multilingual and monolingual learners’ use of strategies. They found that the multilinguals
were more able to switch their learning strategies according to the task requirements than
their monolingual counterparts.

Regarding learners’ learning styles, Oxford (2003: 273) argues that learners’ choice of
strategies is related to their learning style differences such as “sensory style dimensions
(visual/auditory/hands-on)”, “social style dimensions (extroverted/introverted)”, and so forth.
This issue draws greater attention from many researchers in current LLS research.

Concerning the data collection methods in the study of language learning and teaching,
there exist two major approaches, i.e., quantitative and qualitative ones. In recent years, to
gain more insights on individuals’ language learning process, the application of qualitative
approach has been increasingly used (Lazaraton, 2003). Among the methods in the
qualitative approach, the diary method has gradually attracted more attention from
researchers. The diary method refers to a research technique employed to investigate various
aspects of individual language learning by analyzing language learning diaries recorded by
learners. In diaries, learners report on “affective factors, language learning strategies, and
their own perceptions—facets of the language learning experiences which are normally
hidden or largely inaccessible to an external observer” (Bailey & Ochsner, 1983: 189) 2 The
diary method usually involves a small number of subjects and thereby allows the researchers
to examine individual language iearning very carefully. Unlike quantitative studies, whose
main purpose is hypotheses-testing, the aim of diary studies is generating new hypotheses
about language learning (Matsumoto, 1987). In the field of LLS studies, researchers have
begun to utilize the diary method to describe not only what kind of strategies learners use,

but also how they utilize the strategies (e.g., Carson & Longhini, 2002; Halbach, 2000; Root,
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1999).

2. Research Design
2.1 Objective

The rest of this paper will report on a study conducted with Japanese adult learners
learning an L.3 or L5 as a new language in two learning contexts (i.e., FL or SL) by means of
the diary method with the aim of generating new hypotheses on variables affecting the
patterns of strategy used by learners, and consequently testing the hypotheses in future

quantitative studies.

2.2 Participants

A total of four learners participated in this diary project. Two of them were graduate
students who had studied three languages before starting their target language (TL). One of
the students (called “T””) was the first author of this paper majoring in foreign language
education and research. The subject “T” was a female student and she had studied English,
French, and Dutch in both FL and SL learning contexts before she had started studying
Korean as her L5 in Japanese FL context. The other student (called “S™) was a male student,
majors in English linguistics and he had studied English, Spanish, and German in both FL
and SL learning contexts before he had started learning Dutch as his LS in a Belgian SL
context’. Two female students, “Y” and “N”, who took the same Korean language courses as
the subject “T”, also participated in the present diary project. They were both first-year
undergraduate students majoring in Japanese language and literature. They had studied only
one language previously, i.e., English for six years in the Japanese FL context before being
admitted to the university. Furthermore, they had no overseas experience beforehand. Korean
was, therefore, their L3. (See also Table 1 in 2.4.)

2.3 Settings

The subjects “T”, “Y”, and “N” enrolled in the Korean as FL courses, which were
mainly targeted for freshmen and beginning learners of Korean at the university. The courses
were taught by two co-ordinated teachers, a Japanese instructor of Korean and a native
speaker of Korean. The course syllabus was based on the grammar-translation method. The
instructor often introduced each grammatical item by first writing down a rule and its
explanation on the blackboard. Each class was composed of 37 students. The courses met
twice a week, 90 minutes per lesson.

The subject “S”, on the other hand, started a summer intensive program of Dutch as a SL

in Belgium. The course met 80 hours for one month and was taught by means of the direct
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method instructed by a native Dutch speaker. The purpose of the language course was to
improve the learners’ linguistic and communicative language skills and the teacher employed
a communicative approach in her classroom. There were seventeen students from a variety of
countries in the class.

Besides the FL and SL contextual difference, this study also makes a distinction between
inside and outside the classroom learning settings, and focuses especially on the classroom

learning settings in the FL or the SL contexts.

2.4 Data Collection

Regarding data collection, two sets of diary data were collected for the present study.
The one was from FL learning diaries kept by the subjects “T”, “Y”, and “N” while they
were taking the Korean language courses at the university. The other was the SL learning
diary recorded by the subject “S” while he was taking part in the summer intensive Dutch
course in Belgium. On their journals®, they recorded what and how they had learned the TL
inside and also outside the classroom. Those entries also included their thoughts, feelings,
and/or reactions towards the language learning experiences, their approach to learning,
instructors, the methods of instruction, the TL cultures, and the TL speakers with whom they
had actual interactions. Before starting a diary-keeping, they were given a set of
sub-directions’ (see Appendix for the journal instructions) and several examples of language
learning diaries, so that they could have an idea of what they were expected to write. The
language in which these records were kept was the diarists’ first language, that is, Japanese,
to ensure that detailed and comprehensive descriptions of the language experiences were
possible.

The learning diary was handwritten in a notebook. Each entry in the diary varied from
several pages to a few short paragraphs. The inconsistent amount of writing was due to the
fact that their language learning was affected by various factors, such as a tight schedule in
their daily lives, the degree of motivation towards studying the new language during
long-term periods of learning, and so forth. In addition to the diary-keeping, two
questionnaires were implemented to the subjects “T” and “S” to observe their strategy use
and leaming styles objectively. The questionnaires used were Strategy Inventory for
Language Learning (SILL, version 5.1: Oxford, 1990) and Style Analysis Survey (SAS:
Oxford, 1998). The participants and the data collection procedures are summarized as shown
in Table 1.

2.5 Data Analyses

After finishing the data collection, the handwritten journal entries were typed into a
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Table 1. Summary of data collection

Learners TL Ln Contexts Duration of The number of  Questionnaires
data collection journal entries
“ Korean LS FL 34 weeks 77 SILL, SAS
“y” Korean L3 FL 15 weeks 28 NA
“N” Korean L3 FL 18 weeks 19 NA
“§” Dutch L5 SL 4 weeks 15 SILL, SAS

word processing format. The names of people mentioned in the diaries were changed to keep
their anonymity in entering the data. Then, the descriptions that contained learning strategies
were underlined by the first author and they were divided into four strategy groups such as
cognitive, metacognitive, social-affective, and communication strategies based on the
taxonomies by O’Malley and Chamot (1990) and Oxford (1990)°.

In addition to classifying strategies into the four groups, the combined use of strategies
was also examined since it has come into the focus in recent LLS research (e.g., Vandergrift,
2003). Two types of combined use of strategies were identified according to the following
categories (Yabukoshi, 2004):

a) Successive use of strategies: several types of strategies are used by a learner in a
consecutive manner while s/he is engaging in a language task/activity, or (not engaging

in it but) thinking about his/her language learning; and

b) Simultaneous use of strategies: several types of strategies are applied by a learner at
the same time while s/he is working on a language task/activity, or (not working on it

but) thinking about his/her language learning.

Finally, the strategies recorded in the diaries were, then, counted for the quantitative
processing of data. To minimize the effects of subjectivity in the identification and the
categorization, a portion of samples was randomly selected and checked by another

researcher. The consensus on the analyses achieved approximately 90 %.

3. Results & Discussion

In the learners’ diaries, a total of 1,387 comments were identified as pertaining to
learning strategies. Through the analysis of those comments, the authors realized that each
subject described different patterns of strategy use in their journal entries. For instance,

regarding cognitive strategies, the subject “T” often employed the writing down strategy. On
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the other hand, the subject “S” frequently utilized the reading aloud strategy. Another
example is some students employed more than one strategy in an orchestrated way at a time;
the others did not combine several strategies but employed only one strategy at a time. In the
following sub-sections, these specific patterns of strategy use were examined in relation to
the following variables: learning contexts (i.e., FL or SL); and learner variables (i.e., past

language learning experiences and learning styles).

3.1 Learliing Contexts

This sub-section concerned with the specific patterns of strategy use related to the FL.
and the SL classroom learning contexts. As was mentioned above, some learners employed
more than one strategy at a time when they were engaging in language tasks/activities. These
orchestrated use of strategies seemed to be different in the FL as compared to the SL
classrooms. Table 2 shows the frequencies and the percentages of orchestrated use of
strategies in a successive way by the learners in the classroom settings. The results indicate
that, unlike the FL learners “T”, “Y”, and “N”, the SL learner “S” often combined the use of

more than one cognitive strategy in a successive manner (see Excerpt A for an instance).

Excerpt A (August 11, written by “S”)

. .. I have learned verb inflections . . . The instructor gave me a handout
which included many verbs. Then, I tried to classify the verbs in terms of the
same inflection patterns (Cognitive “‘grouping”). 1 then practiced changing
the verbs into the appropriate inflected forms by using a drill book (Cognitive
“rule-exercising”) . . . (Italics and translation are ours.)

Table 3 shows the frequencies and the percentages of orchestrated use of strategies in a
simultaneous way by the learners in the classroom learning settings. According to the results,
the subject “S” often combined a social-affective and a cognitive strategy in a simultaneous

manner, as shown in Excerpt B.

Excerpt B (August 12, written by “S”)
... I have learned how to ask and show directions. This section was very
complicated for me. First of all, I looked over the relevant expressions to the
topic. Then, I made a pair and practiced the expressions (Social-affective
“cooperating”). One student asked a direction and the other showed the
direction by using a real map (Cognitive “naturalistic practicing”). . .

(Italics and translation are ours.)
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These results might be caused by the nature of the language activities introduced in the
each classroom. As mentioned in the previous section, the SL classes were conducted on the
basis of communicative approach, and many communicative language tasks and activities
were introduced in the classroom. This situation seemed to induce the subject “S” to use the
strategies in an orchestrated manner. The FL classroom was, on the other hand, based on the
grammar-translation method. The FL learners had fewer varieties of language tasks, and they
did not often cooperate with other learners in the classroom, which resulted in lesser use of
orchestrated strategies.

According to these findings, the following hypothesis was generated:

Learning contexts, especially types of tasks and activities introduced in the

classroom, affect the patterns of strategy use by the learners.

3.2 Learner Differences
This sub-section turns to examine the specific patterns of strategy use in relation to
individual learner differences such as their past language learning experiences and their

learning styles.

3.2.1 Past Language Learning Experiences

There were considerable differences in the ways between the L5 learners approached
their language learning and the L3 learners did. For example, the L5 learners “T” and “S”
used a wider variety of different strategies and combined more than one strategy in their
language learning than did the L3 counterparts. As Tables 2 and 3 show, the L5 learners “T”
and “S” frequently employed more than one cognitive strategy in successive and
simultaneous ways than did the L3 learners “Y” and “N”. This result is consistent with the
findings reported by Nayak et al. (1990), who found that the multilingual subjects showed 1)
a wider range of different strategies in the rule-discovery and 2) a greater flexibility in
shifting strategies than did the monolingual subjects.

Furthermore, the subject “S” often employed the reading aloud strategy when he
self-studied at home. According to Takeuchi (2003a), reading aloud is the strategy especially
favored by the Japanese EFL learners. The subject “S”, who was learning the TL in the SL
context, seemed to transfer the strategy which he had been accustomed to using in his
previous FL learning in Japan. This reasoning is supported by his own remark that he
repeatedly read aloud English textbooks and memorized the sentences in his English (L2)
learning.

The findings above, thus, lead the authors to make the following hypothesis:
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Learners who have learned many languages have a wider variety of strategies and

can also combine more than one strategy in more orchestrated ways in their use.

3.2.2 Learning Styles

This sub-section discusses another learner difference, i.c., learning styles’ and its
influence on the patterns of strategy use. Table 4 shows the results of the SAS scores of the
subjects “T” and “S”. As indicated by the scores, their learning styles were rather contrastive.
The subject “T”" was considered to be a visual and extroverted learner. On the other hand, the

subject “S” seemed to be an auditory and introverted learner.

Table 4. Results of SAS implemented to the subjects “T” and “S”

Learners Visual Auditory Extroverted Introverted
“1” 23 1.1 18 1.1
“S” 1.2 1.5 0.5 L7

(S4S: Range: 0-3)

Concerning the strategy use, their diary data show that they seemed to use the strategies
consistent with their respective learning styles. First, the visual learner “T™, who tended to
learn a new language by eye than by ear, described her preference on the cognitive strategies

such as writing down strategy in her journal entries as in Excerpt C.

Excerpt C (July 4, written by “T”)

. . . When the instructor “K” let us practice Korean by writing individually, 1
practiced very hard. This is because I can memorize words better by writing
them down (Cognitive “writing down”) ... (ltalics and translation are ours.)

On the other hand, the auditory learner “S”, who prefers learning by ear than by eye,
commented in his diary that he often paid attention to the pronunciation of the TL and

employed metacognitive strategies such as self-monitoring as in Excerpt D.

Excerpt D (July 31, written by “S”)
... We have learned short vowels and long vowels by using the same vowels
in contrast. For example, (the vowel) “a” is used for “man” (as a short vowel)
and “maan” (as a long vowel) . . . The teacher pronounced these words and 1
followed her and read them aloud (Cogrnitive “reading aloud”). Then, I tape
recorded my pronunciation and, after that, I listened to the tape and checked
my pronunciation (Metacognitive “self-monitoring”). . .

(Italics, parentheses, and translation are ours.)
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Another pattern of strategy use was related to whether the learner is extroverted or
introverted. For example, the extroverted learner “T”, who was good at working with others,
often employed social-affective strategies. According to her journal entries, she was
enthusiastic about selecting her language partner, and she attempted to seek out a more
proficient partner in the classroom. She also looked for a TL speaker outside the classroom to

practice the language. The following Excerpts E and F show her use of social-affective

strategies in and outside the classroom.

Excerpt E (September 26, written by “T”)
. .. (With a proficient learner “R” in the classroom) I talked to “R” and sat
down next to her. . . “R” was very sensitive to the pronunciation in learning a
foreign language, and she often tried to correct my pronunciation. She
corrected my pronunciation of @ (it is pronounced [t'a], including the
glottalized “t” sound in English) (Social-affective “cooperating™) . ..

(Italics, parentheses, and translation are ours.)

Excerpt F (September 8, written by “T)
... (Meeting a native Korean speaker “S” outside the classroom), we learned
Korean together. He said to me short sentences in Korean and I interpreted
their meaning. If 1 didn’t know the meaning, he gave me an answer orally.
When 1 was not able to understand the answer, I asked him to write it down
(Social-affective “cooperating” and “asking questions”) . . .

(Italics, parentheses, and translation are ours.)

The introverted learner “S”, on the other hand, did not frequently employ social-affective
strategies outside the classroom. In other words, even though he stayed in the SL learning
context, where there would be more opportunities to use and to practice the TL in his daily

life, he did not make extra efforts to associate with the TL speakers outside the classroom.

The following hypothesis is then proposed from these results:

Students’ learning styles have a greater impact on their choice of strategies than

their learning contexts have.

3.3 Comparison of Diary Data and SILL Data

The results of the diary data and the SILL scores were compared in terms of the
frequencies of strategy use. Table 5 shows: 1) the frequencies and the percentages of
strategies commented in their diaries; and 2) the average scores for the different sections of
the SILL. The comparison of these results indicates that the types of strategy which show
higher frequency in their diaries nearly corresponded to the types of strategy which show

10
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higher frequency in their SILL. For instance, the subject “T” described her use of
metacognitive strategies most frequently in her diary. This result matched the result of her
SILL. By looking at the subject “S”, again, the type of strategies found to be most frequent in
the diary study coincided with those in the S/LL. These results indicate that the frequencies
of strategy use recorded in their diaries were consistent with their SILL scores.

Accordingly, the authors could say that the diary method seems to be a reliable research
tool to measure a learner’s use of strategies, and it also enables researchers to investigate the

combined use of strategies, which is not observable in questionnaires such as the SILL.

Table 5. Comparison: the results of diary data and of the SILL

Leamers  Data Cognitive Metacognitive Social-Affective Communication ~ Sum

(Memory) (Cognitive)  (Metacognitive)  (Social)  (Affective) (Compensation)

Diary 372 461 107 14 954
“T (39.0%) (48.3%) (11.2 %) (1.4 %)

SILL 25 32 4.2 33 33 2.6

Diary 145 73 32 1 251
“8” (57.8%) (29.1 %) (12.7 %) 0.3 %)

SILL 2.1 34 22 20 23 2.0

(SILL: Range 1-5)

4. Conclusion

This paper attempted to explore the influences of learning contexts and learner
differences on the learners’ choice of strategies by means of the diary method. Before
concluding, a few limitations of the present study should be mentioned. First, the small
number of the participants, although this is pertaining to diary method, should be pointed out.
Second, the different number of journal entries collected from the subjects, which is also
inherent in the diary method, should be another limitation. With those limitations in mind,
the authors would like to conclude this article by presenting major research hypotheses

generated from this study:

1) Learning contexts, especially types of tasks and activities introduced in the

classroom, influence the patterns of strategy use by the learners;

2) Learners who have learned many languages have a wider variety of strategies

and can use strategies in more orchestrated ways; and

11
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3) Learners’ learning styles have a greater impact on their choice of strategies than

their learning contexts have.

The present study raises interesting questions on the links between strategy use by learners
and learning contexts, especially in the classroom settings (Hypothesis 1). Taken in light of

the second and the third hypotheses, however, the following hypothesis can also be made:

4) Individual differences, i.e., learners’ past language learning experiences and
learning styles, have a greater influence on their choice of strategies than the

learning contexts have.

Hypotheses that are generated in qualitative studies should be tested in quantitative
studies. The hypotheses formulated in this study, therefore, should be examined in rigorous
quantitative studies in the future. These examinations will hopefully lead to identifying more

effective strategy use and consequently to better language learning.

Notes

*This article is a revised version of the paper presented by the authors at the 44th Annual
Conference of the Japan Association for Language Education and Technology (1.LET) held at
Fukuoka.

1. The authors make a distinction between foreign language (FL) and second language
(SL) in this paper. The former refers to the TL being learned in and outside the
classroom settings in the countries where it is not spoken. On the other hand, SL refers
to the TL being learned in either formal or informal settings in the places where it is
spoken.

2. There are two types of diary studies in terms of their analytical procedures (Matsumoto,
1987). One is introspective studies in which a researcher keeps a language learning
diary, and s/he analyzes his’her own journal entries. The other is non-introspective
studies in which a researcher analyzes other diarists’ diaries and investigates their
learning processes.

Dutch is spoken as one of the first languages in Belgium.

4 The terms, “diary” and “journal” are used interchangeably in this paper.

These instructions were adapted from other diary studies (e.g., Brown, 1985; Takeuchi,
1991).
6 Memory strategies and compensation strategies identified by Oxford (1990) were
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adapted in the present study as follows: 1) memory strategies were integrated into
cognitive strategies; and 2) compensation strategies were replaced by communication
strategies except the strategy of “using linguistic clues for listening and reading”, which
were included as “inferencing” in cognitive strategies. The authors also have added
several strategies (e.g., reading aloud) into the present study which were not covered by
those earlier taxonomies, but observed in this data collection.

7 Learning styles are defined here as “an individual’s natural, habitual, and preferred
way(s) of absorbing, processing, and retaining new information and skills” (Reid, 1995:

viil).
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Appendix: Journal Instructions
Please write in your diary the following items related to your Korean (or Dutch) language
learning in and outside the classroom: 1) the contents of learning; 2) the contents of learning

tasks/activities; and 3) your feelings and reactions towards 1) and 2).
To be more precise . . .

a) Write what you have learned as specifically as possible.

(e.g., pronunciation, words, useful expressions, grammar, Korean culture, etc.)

b) Write how you have learned these items as clearly as possible: what you have done;
and what you have thought during the learning tasks/activities. (e.g., writing down,
reading aloud, guessing, etc.)

¢) Write your feelings and reactions related to language learning including teaching
methods and learning tasks/activities. (e.g., It was enjoyable, but sometimes boring

especially when I was reading aloud sentences in pair.)

14
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d) Write you feelings and reactions towards your language partner as well as your
classmates if necessary

e) Ifthere were quizzes, write your feelings and reactions towards them.

In addition, verbal instructions were given to the subjects as follows:

f)  Write as if this were your personal diary about your language learning experience.

g) Diary-keeping will help you with your language learning. As you write about what
you think and feel as a language learner, you will understand yourself and your
learning experience better.

h)  You do not have to write something new each time. If appropriate, you can repeat
similar descriptions in your diary.

i)  Your identity and the identity of others you may write about will be unknown to

anyone except the researcher.
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Developing Students Listening Ability through Self-study: A Pilot Study
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RiZh B, Lo THEFEHFINE I &iciks, UL, URAZFOECFEEDHIE
W EIHATEADH, ZIICEREYTT, FRBBFOEEEREARICEEIIANT, LA
LTREEELTOBNE) A VOECFEERR IR DINIIDONTERT L L2
WHROBEMET D, ZOBEEEEZT, Bz R0 FECEBICET 5 HiEROML
EHIGTIEEFRDEREELEN,

1. Introduction

This article begins with significant and demanding issues in English learning and teaching. A
great deal of scholarship has already been devoted to these issues. Expert researchers in the field of
listening pedagogy have been developing such critical arguments as, for example, top-down
processing vs. bottom-up processing, the listening strategies, and skill-based approach. In the
following paragraphs, how they are evaluated shall be discussed briefly before plunging into a
detailed analysis of listening teaching in my nation.

As for top-down processing vs. bottom-up processing, Oxford (1993) points out that “second
language (L2) listening is not just a bottom-up skill” (p.207) and Goh (2000) suggests that students
should be taught to improve their own top-down skills. Moreover, Wilson (2003) acknowledges
“current approaches to teaching listening have tended to emphasize listening for gist, top-down
processing.”’(p.335) Putting this issue aside, let us move on to another.

The issue of strategies vs. skills has also been of great importance. Significant articles such as
Mendelsohn (1994) and Chamot (1995) have been indispensable tools for teaching listening
strategies. Rubin (1994) discussed the matter further and listed two strategic foci: what kind of
strategies (cognitive, metacognitive, or both) and how to teach strategies. Vandergrift (1999) points
out “instruction in strategies can help students to capitalize on the language input they receive, and
to improve their performance on listening tasks.”’(p.171) Contrastively, Field (1998) shows
objection to notions of these strategy-experts and called for three cautions: inconclusive
demonstration in strategy training, indistinctive nature between ‘communication strategies’ and
‘learning strategies’, and the importance of learners’ willingness in the choice of strategy-use.
Moreover Ridgway (2000) comes up with recommendations from a text-based approach rather
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over a strategies-based approach. However, suffice it to say that, at the end, it is interesting and
should be noted that Field (1998) concludes that “the distinction between skills and strategies
should not be too narrowly applied.”(p.118)

However, certain weighty considerations are not found in the above research. Thoughtful
readers would have recognized how much those notions stated above are of value and urgency in
practical situations such as school classrooms and language laboratories in Japan. Naturally,
listening is one of the four skills taught in Japanese schools, where there sometimes exists a
pedagogical sequence of pre-listening, listening, and post-listening activities. However, there is a
tremendous gap between theory advocated by researchers and practice performed by school
teachers. An example for this is that strategy-based or skill-based school textbooks are not always
used as such in listening classes. Therefore, it may be time to evaluate the hidden issues: What
specific remedies exist for helping improve students’ faculties and abilities? And in addition, what
prevents them from improving by themselves?

The answer may be self evident. Students in listening classes study both strategies and skills
through both top-down processing or bottom-up processing with school textbooks. Nonetheless
what is indispensable is the opportunity to practice what they learn at school outside of the class.
Self-study or at least effective homework should be highlighted so as to let students become more
successful learners. More chances to enhance students listening abilities would be preferable
through self-study outside school because there is insufficient time to provide a sufficient amount
of listening opportunities at school.

As for listening outside the class, little attention seems to have been paid by schoolteachers
and, what is worse, there is scarce research investigating effective pedagogy to facilitate students
listening ability as self-study, with the exceptions of Fujiwara (1990), Goh (1997), Saito (1998),
and Mizohata (2003), not all of which are specifically relevant to self-study for listening outside.
There is as yet no research that has directly investigated the nature of pedagogy to enhance students
listening performance through self-study.

Homework can be thought of as the type of self-study mentioned above. Therefore,
elaboration based on studies of homework is required in developing the program. As for providing
homework, Takahashi (2004), who coined the italicized terms below, points out guidelines for
Jacilitative homework, which involves five elements: convergent homework, learner-motivating
tasks, comprehensive assessment, deliberate assigning, and individualization. Convergent
homework refers to a nature of homework in which classes must have much to do with homework.
That is, it is a nature of homework in which classroom context is reflected by homework.
Learner-motivating tasks refers to activities provided which should be motivating and interesting to
students. Comprehensive assessment refers to expected measurements from various angles and

types. Deliberate assigning means teachers paying attention to how much and when to provide
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homework should be recommended. Using these elements seems to work well as a solution to
finding an appropriate method for a listening program of self-study.

A study named ACTIVATION attempted to shed further light on the nature of effective
listening activities done by students outside the class as homework as the solution. The purpose of
the study was to investigate how a particular learning program, based on a series of rationales,
could influence students’ listening performance and practice. The rationales included:

1) Educators employing materials from everyday surroundings.

2) Sharing the same materials, schedule, and assessment with different teachers.
3) The expectation of students’ day-to-day diligence in using cassette tapes.

4) Longitudinal listening opportunities provided to students by teachers.

5) Greater importance placed in descriptive or narrative rather than in dialogue.

The purpose of this study was to investigate how ACTIVATION influences the students’
performance and practice. The ACTTVATION study addressed two questions:
(1) Does the ACTIVATION learning program have an effect on the students’ listening
performance and practice?
(2) If there are effects, what kind of change occurs in the students’ listening practice and to

what extent? If not, what was the cause?

2. Method
2.1. Participants

The participants were six classes of Japanese senior high school first year students in a
general education course in Osaka Prefecture; the number of the students was 241. All of them
were obliged to take Oral Communication I, which is among the compulsory subjects in Teaching
Guidelines. ACTIVATION was given to all the students as complemental homework of the subject.
Due to the structure and the nature of the prefectural high schools in Japan, it was logistically
impossible to set up a control group, but informal or natural measures suggested that there should
be two types of groups: a group of diligent students and a group of lackadaisical ones, the former of
which is called, later in this article, Did and the latter Never.. As for the teachers, a certain teacher
was in charge of a certain class; one teacher was in charge of three classes, another teacher two

classes, and the other one class.

2.2. Materials

A Jarge number of materials have made this study a success and explanation of two types of
the materials is indispensable: measuring materials and teaching materials for homework
assignments. Measuring materials for this longitudinal study of four months consisted of both
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TOEIC Bridge tests as pre- and post-tests and questionnaires which were required to be responded
to at the end of this study.

The TOEIC Bridge test, which aims to be a global standard with which to measure the
English language proficiency of both beginning and intermediate learners, seemed to be the ideal
device for measuring my students’ general abilities, especially, of listening proficiency. On the other
hand, the aim of the questionnaire is to collect data of how they have tackled ACTIVATION, how
they felt while they were provided the homework, and what they thought of the longitudinal series
of assignment which most of the students had never experienced before.

As for teaching materials for homework assignments, there are some points of reference
which should be defined: text type and reuse of ““old” school-textbook. I would like to mention text
type first. We are exposed to the demanding mission that all Japanese people should be able to
speak English throughout the nation and the pendulum of the text genres of the schoolbooks has
begun to swing from descriptive or narrative text toward dialogue. Indeed this dynamic movement
has brought young learners into fluent-looking speakers of nerve, but, as Saitoh (2003) points out,
their inaccuracy in speaking should not be overlooked. ACTIVATION brought us a golden
opportunity to let students listen to descriptive or narrative text rather than dialogue.

Reuse of ““old” school-textbooks, on the other hand, may sound odd. “Old” school textbooks
refer to those thrown away in the staff room or perhaps publishers sample copies which schools
receive gratis from publishers. They can often be adapted by teachers as supplementary readings
with permission from the publishing company. There have been studies to help teachers adapt
textbooks for their own pedagogy (c.g. Grant, 1987; Yang & Cheung, 2004). This effort is
indispensable and recommendable. It is challenging for school teachers to develop new listening
materials because of budget and time restraints. With the help of CDs or cassette tapes for the
textbooks, teachers can make listening materials suitable for their students. (The text for
ACTIVATION was taken from one of the school textbooks Orbit English Series I published by
SANSEIDO.)

2.3. Procedure

The procedure of the study was simple; at the beginning and the end of the four month term,
TOEIC Bridge tests were administered, and at the end of the term a questionnaire was conducted
so that students’ notions and beliefs could be collected and analyzed.
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[TOEIC Bridge test
\
Self—study
Listening ? Questions ? Diary
Jour months later }
ITOEIC Bridge tesf
Figure 1. Procedure of the Experiments

Every week during the four months, students were supposed to work on a certain homework
assigned as self-study. The homework assignments involve students’ listening to the cassette tape,
answering the multiple-choice questions with the help of the vocabulary list, and keeping a diary.
The questions and the vocabulary list were on the same worksheet. Students were asked to listen to
the recorded tape as much as possible. As O’'Malley et al. (1989) found, “ineffective listeners
reported that when encountering an unknown word or phrase in a listening text, they usually just
stopped listening or failed to be aware of their inattention.”(p.428). Thus, this worksheet with a
vocabulary list seemed indispensable.

With the vocabulary list, some short multiple-choice questions were provided in order for
students to learn how much they had understood the listening text. Multiplechoice questions share
both strong and weak points (e.g. Hansen & Jensen 1994; Haladyna 1994). Among the formats for
assessing listening, multiple-choice questions are better than others such as short answer questions,
true-false, summary cloze, dictation, because they are easier for teachers to develop and easier for
students to answer. The aim of the questions was to provide students with the opportunity to
encourage themselves by listening to the recorded tape.

Students were also asked to keep diaries of their listening practice for four months for the
purpose of making it apparent how much or how often each of the students worked on their
listening activities. Students were asked to write down what they did at home. Students were
required to keep diaries of repetition (how many times they listened to the tape), comments of how
they felt, how well they could listen, etc., and answers to the multiple-choice questions. The diary
was required to be handed in to their teacher at class meetings once every week. .

The rationale of using the worksheet was to have students focus not only on product but the
process of listening, and as Vandergrift (1999) suggested, it was expected to have encouraged
students to rethink their learning and to adjust their strategies. Moreover Goh’s (1997) study of the
effect on keeping a diary is identified as providing the right stimulus for students to reflect on their
listening. All the items that were reported by students were analyzed for the study in this paper.

In addition, a concept of self-assessment called self-reporting was employed. Todd (2002)
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describes suggested purposes of self-assessment, and among them the following reasons should be
significant:

Self-assessment can raise learners’ awareness of language, effective ways of leaming,

and their own performance and needs.

- Self-assessment increases motivation and goal orientation in learning.
Their entire practice each week was measured through a cloze test during the class meeting.

The deleted version of a written text, which was from the script of the listening text, was given to
each student, and the students filled in the blanks according to what they heard while the text was
reproduced by the cassette deck. The rationale of selecting of this text type is based on Ur (1984) ,
which suggested that the test type could be used for listening comprehension and that almost any
spoken or read material of appropriate level could be adapted for use in aural cloze exercises.

3. Results
3.1. TOEIC Bridge tests

TOEIC Bridge tests were used as measures to determine how much of statistically
significant gain was seen in the area of listening among the students. The TOEIC Bridge test is
homogeneous; the difficulty level of each TOEIC Bridge test is the same. In the 2004 school year,
all the students were supposed to take TOEIC Bridge tests: a pre-test at the end of September, 2003,
and a post-test at the end of January, 2004. Table 1 shows the results of the two tests.

Table 1. Resuits of the TOEIC Bridge tests (n=236)

pre-test post-test
Mean 59.05 63.12
SD 748 6.69

According to an official ETS announcement, the developer of the TOEIC Bridge test, 6 points or
more rise (D=6) is required to determine that there is a significant increase in a TOEIC Bridge
listening score and less than 6 points rise (D<6) is not considered to be a significant increase.
Therefore, a difference between pre- and post- test mean score of 4.07 is not statistically significant.

So many students, so many minds. As each student had his or her own characteristics, the
quality of their self-study varied. Some students worked hard with ACTIVATION, others did not.
Is there anything different seen in the results of the differences in the TOEIC Bridge tests? Table 2
summarizes the results of the students, who were classified in “D=26" and “D<6". (Note: There
were 236 students who took two TOEIC Bridge tests of the 241 students.)
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Table 2. _Classification with the rise in TOEIC Bridge tests (n=236)
D=6 D<6
105 131

In addition, we had two different types of the students as seen in Table 3: students who worked
with ACTIVATION (called Did in Table 3) and students who never worked with ACTIVATION
(Never). There was no statistically significant difference between “D=26" group and “D<6” group.
(Note: In fact, we had 241 students, but after removing data by those who failed to complete the
worksheet, 158 students were retained for further analysis.)

Table 3. More detailed classification in TOEIC Bridge tests (n=158)

D=6 D<6
Did 63 78
Never 6 11

3.2. Worksheet and TOEIC Bridge tests

Analyzing the items mentioned in the diaries, where students reported how well they were
working, revealed each student’s habits or attitude toward ACTIVATION. Table 4 shows the
students’ working conditions for how long they had been listening and how often they listened each
week. Some students enjoyed listening from the beginning stage of the program (called September,
2003 in Table4), some, reluctantly or not, from the near-final and final stage (called December,
2003 and January, 2004). To my great surprise, a small nurnber of students never listened at all in
spite of teachers’ repeated advice (Never). Students showed other profiles in working on
ACTIVATION. Some students worked more intensely or more zealously than expected and
listened to the cassette tapes more than four times a week (Ofien); some listened to the recorded
tape several times a week (Sometimes); some listened just once a week, mainly the day before the
class meeting (Once).

Table4. Record of how often students listened (n=158)

Totl Once Sometimes Often
September, 2003 96 55 37 4
December, 2003 21 10 11 0
January, 2004 24 17 6 1
Never 17 - — —
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3.3. Questionnaire at the end

A questionnaire was distributed to the students at the class meeting in the beginning of
February, 2004. Table 5 shows some of the extracted results of the data. The questionnaire was
administered to assess students’ impressions or notion on ACTIVATION and the students rated on
a scale of one (strong disagreement) to four (strong agreement).

Table S. Responses to the questionnaire, (English translation) nm=158)

Questionnaire Items Mean
1 | ACTIVATION benefits me. 3.09
2 | ACTIVATION is interesting. 224
3 | Listening material is suitable. 223
4 | Speech rate is suitable. 241
5 | Content of the text is interesting. 2.15
6 | Recording how you worked is interesting. 1.78
7 | Vocabulary list is helpful. 3.14
8 | Question about the text is helpful. 298
9 | The aim of ACTIVATION is clear. 287
10 | Visual aids are helpful. 253
11 | Assessment of cloze tests would be motivating. 241

4. Discussion

4.1. TOEIC Bridge tests

There is one simple but critical question: Did ACTIVATION work well? The answer can be
negative. However, it should not be ignored that 44% of the students’ TOEIC Bridge listening
scores were considered to be a significant increased. That is, almost half of the students improved
their listening ability because they studied not only with tasks provided in the class but with
ACTIVATION. Therefore it is impossible to conclude that ACTIVATION did not work well.
While still an intriguing question, it remained beyond the purview of this paper. I will concentrate
on the next theme: TOEIC Bridge tests and Record.

4.2. TOEIC Bridge tests and Record

Further study in the results of the TOEIC Bridge tests and students’ diaries reveals the
characteristics which help improve their listening ability and their corresponding improvement
occurred in the TOEIC Bridge tests. 63 students whose differences in the tests were statistically
significant were extracted in Table 6. Based on their frequency and quantity in working on
ACTIVATION, students were classified into three groups.
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Table 6. Time of commencement for ACTIVATION and practice (n=63)

Total Once Sometimes Often
Septermber, 2003 43 % 16 2
December, 2003 10 6 4 0
January, 2004 10 8 2 0

There were more students who began working with ACTIVATION from September, 2004
than those who began toiling later. It is interesting to note that, as for listening ability, students will
be able to improve depending on how much and how often they listen. Any student can be
provided the opportunity to make their listening ability a success. One possible explanation or
advice for students is that they will need to listen more so as to facilitate their listening

performance.

4.3 Questionnaire at the end

The results of the questionnaire at the end suggest that there should be several refinements of
the same program which will be provided to the first year students in 2004 as ACTIVATION I, the
revised version of ACTIVATION. Based on Table 5, the results will be discussed from four points
of view: potential weakness in motivating students, nature of facilitating device, limitations in
material development, and facilitating assessment.

4.3.1. Potential weakness in motivating students

First, as for potential weakness in motivating students, generally speaking, nothing is more
challenging than developing tasks with which students do not feel irritated, stressed, or depressed.
One can easily guess that students feel extremely comfortable when they are at once in a low-labor
and high-gain situation. ACTIVATION does not permit them to be indulged. The component of
student-friendly listening materials requires surmounting listening variables, which were listed by a
lot of studies (e.g. Long & Macian 1994). However, students are gently confronting teachers with
practical amelioration in content of the text, speech rate, and significance of keeping diaries.

As an overall comment, the materials in ACTTVATION do not seem to be highly suitable for
the students. My students showed their dissatisfaction with the content of the text as the
sub-categories of material-suitableness. As has been stated, the text types used were mainly
descriptive or narrative texts rather than dialogue. Also, techniques such as punch lines and
surprise-endings were not effectively handled in those texts. This may be the reason why the
students were frustrated with the content of the text.
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Table 7. Characteristics of the text

. . Speech
Number of Flesh Flesh-Kincaid | Runnin,

Lesson | Texttype | " 'yudc | Reading Ease | Grade Level Tlme;(seg) (sp‘j‘i)
1 narrative 66 96.0 22 35 113
2 descriptive 156 77.6 4.7 100 94
3 narrative 151 949 22 82 110
4 narrative 298 927 19 162 110
5 descriptive 307 809 45 150 122
6 " narrative 352 822 43 175 120
7 narrative 438 734 56 210 125
8 descriptive 461 71.5 59 244 113

Mean 247.7 744 35 128.7 100.8

Some explanation should be furnished on speech rate. Taniguchi (1990) investigated the
ideal speech rate for Japanese junior college students and revealed that appropriate speed is
122-169 words per minute (wpm) and the writer’s empirical supposition for the students shows
110-120 wpm. Therefore, considering the nature of ACTIVATION as self-study, the speed of the
recording is a little fast for my students.

As for keeping diaries, students are supposed to write down what they did each day, which is
characterized in Ekbatani (2000) as “a powerful learner-directed assessment tool that heightens
learner awareness of personal strengths and weaknesses, and promotes language vacquisition” ®2.
Murphy (1993) lists the advantages of what students are learning and the first one is “having to
write an account of what happens in class and a reaction to it makes students more attentive to
what’s going on.”(p.6) Although Murphy’s notion is based on the procedure in class, it seems to be
applicable as well with homework assignments.

4.3.2. Nature of facilitating device

Although there seems to be a possibility that ACTIVATION itself involves a potential,
immature, and rudimentary weak point, it apparently included an engine powerful enough to make
~ itself a success as a facilitating device: the vocabulary list, the multiple-choice questions, and
Orientation. Both the vocabulary list and questions worked well. The vocabulary list is a selection
of words or phrases with the definition or translation listed that are considered to be difficult for
students to understand. The section of the questions is made up with some short multiple-choice
questions. Many of the questions were not challenging in the least and aimed to let students know
how much they succeeded in listening globally and, if they were not successful, provide them with
another opportunity. The student-friendly nature of the vocabulary list helped enhance their
motivation and students ought to have thought the list to be helpful. So did the multiple-choice

questions, which were easy enough for even less-successful students to solve and much easier than,
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for example, open-ended questions.

In addition, I would like to focus attention on Orientation. Before discussing Orientation, a
few words of explanation about it are in order. The three teachers told students what is in the center
of ACTIVATION: You can do it! or Practice makes you perfect! The most important message
through Orientation was as simple as simple could be: to convey the goal of ACTIVATION. That
is, all the students will become successful listeners through ACTIVATION. Teachers urged it to the
students repeatedly. It seemed that students worked well when they understood the philosophy
behind ACTIVATION.

4.3.3. Limitations in material development

Another important point is the limitations in material development. Two different aspects
need to be examined in detail: cassette tape use and visual aids. Generally speaking, many of our
contemporaries call for listening class to utilize the Web as a stimulus and “an abundance of
English language media resources are available on the Web” (Warschauer, Shetzer, & Meloni,
2000, p.23). Furthermore, Chapelle (2001) points out that “integrated research is needed to
examine the types of CALL activities. ...” (p.94) In short, audio only, or listening to cassette tapes,
is obsolete. Activities using cassette tapes are also becoming a little more troublesome, because
some students do not have cassette tape recorders at home. Instead, other audio devices such as
MD players, MP3 players, and so forth are commonly in use by students and those students can not
study at home with cassette tapes.

Let us shift the emphasis away from cassette tape use to visual aids. It was December, 2003
that giving other handouts became habitual —the handouts which included visual aids such as
photographs with which to help students understand the text. Wolff (1987) studied German ESL
students and found that more students used the illustrations with more difficult text. This shows
aids will be helpful for student listening. There was hidden purpose in providing the aids. The
teacher expected that, with the help of the aids, the small number of students who had not been
working on the program would begin, but in vain. However, there were some students who
reported in the diaries that their listening went smoothly and they could understand the text more
easily, because they looked at the aids before they listened or while they were listening to the
cassette tapes.

4.3.4. Facilitating assessment

A cloze test was administered at every class meeting in order for students to demonstrate
how hard they listened at home. The teachers expected that students would do well for the test,
because the score would affect their grade of each term. Teachers were disappointed at the results
and learned that a cloze test might not be motivating. As the purpose of this study was to find ways
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to provide students with effective self-study units, not to study this phenomenon, and that the
phenomenon seems to be too complicated to be examined in detail here, further studies will be
expected necessary to investigate the phenomenon thoroughly.

4.4 Nature of facilitative homework

Homework assignments can encourage students to become successful learners. Assessment
of ACTIVATION as a whole by use of the elements in Takahashi (2004) stated above will help
measure how efficaciously it worked. ACTIVATION deserves full discussion with regard to the
elements of facilitative homework: convergent homework, leammer-motivating tasks,
comprehensive assessment, deliberate assigning, and individualization. We will review the whole
study on the basis of Takahashi (2004) before the conclusion of this paper.

First of all, as for convergent homework, tasks in class must be something to do with
homework. It is true that time for assessment with cloze tests was allotted at the beginning of the
class in order to evaluate how much students worked, but no more time was usually allotted for
ACTIVATION. In this respect, ACTTVATION can be said to be less successful. Some other things
which could have been bridges between class and ACTIVATION should have been done.

Secondly, as for learner-motivating tasks, both positive and negative aspects can be
recognized. Worksheets with the help of the vocabulary lists encouraged students, but, generally
speaking, developing this material can be a nuisance to some teachers. Nevertheless, where
elaboration is an important consideration, developing student-motivating tasks should be
considered worthwhile. )

Comprehensive assessment comes next. As stated above, there is room of improvement. In
assessing students’ daily performance, nothing other than cloze tests and diaries were utilized, but
they were not enough. Teachers could have tested the gains in vocabulary and comprehension of
the text. Or teachers could have interviewed and tested students’ fluency or accuracy using listening
materials.

We will briefly go on to illuminate deliberate assigning. It is critical for teachers to assign
homework deliberately. Roughly speaking, most teachers seldom pay little attention to homework
given by other teachers. This may have left students frustrated and at a standstill.

Finally, individualization is the most significant consideration, because ACTIVATION itself
is an individualized program and students were asked to complete their homework singly. However,
it is quite hard to make students notice how important it is to work on ACTIVATION
autonomously and spontaneously. It is the first step and maybe the last step to make them aware of
the value of ACTIVATION.
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5. Conclusion and Implications

The present study attempted to investigate the nature of effective listening activities as
self-study. Issues such as potential weaknesses in motivating students, the nature of the facilitating
device, limitations in material development, and facilitating assessment were discussed in order to
reveal the nature of the effect on the students’ listening performance and practice. The pedagogical
implications will be examined in, what will be called, ACTTVATION 1I at the end of the paper.

The earlier, the better.

Students who responded to their work from Septernber, 2003, gained more. Teachers are expected
to have students get back on track. As is often the case, students will not try to start off their work as
we teachers expect. Outstanding guidance by teachers as prompters is required.

The more interesting, the more facilitating.

Developing materials is a hard job for teachers, especially, in developing materials for listening
because of its variables. Scrutinization of all the variables that may prevent students from acting
independently should be examined in ACTIVATION II.

The more elaborated, the more facilitative.

As Ur (1996) pointed out that “good teacher-made materials are arguably the best there are:
relevant and personalized, answering the needs of the learners in a way no other than materials
can” (p.192), it is critical to provide students with supplementary worksheets. It is challenging for
teachers to evaluate what type of aids for self-study each student thirsts for. The solution is to
supply students with several types of supplementary workcards when needed.

The more clearly evaluated, the more challenging

It may safely be said that one of the defining qualities of being a student in school is to be evaluated.
Therefore, evaluation is their prime concern. Cooper (2001) listed four ways of assessment:
instruction, letter or numerical grades, praise or criticism (verbal or written), and nonverbal
incentives (candy or early dismissal). Moreover, Takahashi (2004) revealed students’ nature toward
homework assessment, showing that students do not like to take a quiz where their application is

tested or to have their diligence just examined by teachers.
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Abstract

The purpose of this study was to analyze and examine (1) the oral-reading
metacognition (ORM) of college students and its alteration during a period of
‘oral-reading training, and (2) correlations among variables such as reading
comprehension ability, faster reading ability, ORM, read & look-up test-words
per minute (REI-WPM), etc. The sample included 73 Japanese college
students, who were given a reading comprehension test, ten faster reading tests, a
50-item Likert Scale questionnaire on ORM originally developed based on the
ORM scale by Miyasako (2002), etc. The results of the statistical analyses
indicated that (1) the oral-reading training had improved the students” ORM, and
(2) the oral-reading frequency count was positively correlated with ORM and
RLI-WPM, and REI*WPM, in tumn, was positively correlated with abilities such
as reading comprehension, faster reading, and oral communication. The
findings of this study will help develop future English teaching, as they suggest
that oral-reading training of this kind can improve students’ ORM and
REI-WPM, the latter of which could be a convenient tool for measuring abilities

related to not only reading comprehension but also oral communication.
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The application of ESP teaching to enhance the ability to use English in the workplace has been
aftracting increasing interest, but there has been little research on English education in Japanese
companies. The purpose of this paper is to describe an English course conducted by the author
at a hotel and to analyze it from the perspectives of the ESP literature and of needs analysis. This
paper attempts a comprehensive description of the course, including development of video
materials for five hotel sections, and an in-house English proficiency examination, all based on
specific needs. Awareness of needs, together with the teacher’s content knowledge and working
experience at the hotel, played an important role in making the education successful. This study
exemplifies one way in which a Japanese compatty provided English education for their specific
needs, and this encourages the view that ESP education is important for universities in Japan.

1 IXEHIZ

KR RFGEEAIPER SN SO, BAOIGEHERLME TESP ( English for
Specific Purposes = B HFRIDOREE ) HESRLHEBE SN TE, BATOESP #
FOE L IIEELHM AR CEB AN TE = ( Morizumi, 1994 ) EELITV\528,
BACOCENEEEE L TORENL, B OBRRE., BEOFME, THEE THREL
TTRR L, 29 LA > ©hd, £Z T, AR TIET—ETOEELE
PRV LT, £0OEBEFRT S L3tz ESP ORENLOHT LIz, Ko, 4FEAN
DOREFBHE LT T DB APIRED L 514Tbh, DX 5 B8 R-L
TehEiEa L. TOEEHIOVWTERT S, iz, AETIX. EF4HLWI AF ¢
TEMOBRRIZOWTHELLTERL, FORLLEHEEIZOWTHEERITS,

2 (EENTEFEHE OBFFCH

2.1 EFENTEERHE L ESP

AT AR CHRY B A ENEEERE OESPICBIT AALE ST 28T 5,
117 T X 512, ESP X EAP ( English for Academic Purposes = *#HrHIge % B &3
5%5E ) & BOP ( English for Occupational Purposes = BREEZ(TOADETE ) 12 TFhL
THEINTWAD ( Dudley-Evans & St. John, 1998, p. 6 ). AW TERY LiF5 k5 7%
RN TOSFEHE I EOP OB T 5, Fi%iL, English for Medical Purposes 13 EAP O
I EOP IZHTHET B, [EEBOEENHIR AT DBITHEL SHLHDH EAP
Th Y, ERHAE L35%5 T HRROREEAIFZE 24 HRHIR D i 5 55X EOP Th
%,

2.2 {RFENIEREE BT HHrEs
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(81 English for Specific Purpose
English for Academic Purposes English for Occupational Purposes

English for English for
Professional Voeahonal
Purposes

English for * English for English for
(Af:ade:mc) (Acafiem:c) (Aeademnc) Managemmt, - /

Science and Medical Legal Finance and ish
Technology  Purposes Purposes Economics English for Eughsh or Vocational
Medical Business Voeauonal En
Purposes English glish

(Dudley-Evans & St. John, 1998, p.6 )
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LM T RATTAL NCEETHD EHAL VA,

Stapp (1998) i, HRISH Tl 7 2 U ABROFBEHE OAROIZERET LIV LT,
BEEBDO FCEMiLREE L OaSRL—La VREERBRRREE LD LT
WGRRTVD, FRC, SEESESRECOEM RS U CEEEHE ML, ¥5
FEL LEEYCEDS L LT, FEEROEEEMAE T oL, TLT, BE
HEB LY EBORARIC o n LB LTS,

T, BTV TOIZEEFICET 5H9E T, Jasso-Aguilar (2002) 23T A
DRT MIEET D NTAX— =B ED X BREFHRE L TOBENTONTDSY
WziTo T3, FHRE LTEAIRTWADIE, NI RF——Oftic, HEH
BFOEYE, NTRAX L EE FMROBIEOMDEI ay (X YT
4. 70 AUTFUA ABRY ) ORFy T FLT, TOMOERE LT
NG AF—NR—DSBPOBJ R ETHY . ZOWRTIE. SANREEE»SD=—
ASHTOBRBM: L, ENETNO=—— XD OO TOENFH LM LTV A,
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Bkt 5 =—A0G X Rt LRI, Z 20T L COREHE DB 588G,
BE D= — X HNFITI - L EEEHENER S QRN W S A Z B S
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FEONBIL XV EBEPRE ) FET DL Lirol,

DX S ICRHEORE S EE DT, YROZ Lk Lrﬁt”‘%iﬁfﬁ?é{mj@ﬁ#ﬂ
BRELRD, LhLBBL, EFEFHETIMMOBEEE L TCOTIL. 7 MIIT
HEREET DR TNV TOEBELERINHIT oS, I TEL DY FRAERIT TS
BLSOTWERIZEL -, 22 CRIEE D01, B0 THD, SRS IC
HELEETDH L, "RTAOHERH D LiIhE VI TE T, T LEBICES
LEFRBEBEILTERWEE -, ¥/, ThoDEEETIZBWT, Fzsman
CEATALREL, AMEBOGEBKEIRAZENTRHIEShE, F2 T #AD
ANFDOFNS, FEIEEET, "TNVRE v 7 L LTOREORIT TV AEFEDHE
AEERE LTARLE, TR, EE5O L D IZEFHE DV NA— R 7L CHERE
BOHHELELEEN, BHONRBIZBNT, FTFNVAEZ v 7 & LTOREHR
FREA FRRC R Lie ik, AUGEHEN, SRR EET ¢, ¥EEEE Mo
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TOYF—E RO LB ThH o5 Th D, BERIFHE T TR, Fichth, &
FNAF 9T L LTOBRELEDETHEHB CEBAMTHHZ L BUETH D, £/,
EFHERHE LORA LD, $0TL LCORBEELT, S EmE 25
BB L SNBMT~OEFR, VXV TENEROIBELTIER LD
Tro WEHELVOBMEADHTT, ZDXHRHH— 2D AMBRLFERACER LT
WiEEWS Z L ThB, BEENL TNTHOBS CHELFLRN L, BRI
DHHET D WS KRR To, £ LT, BEHEE OLEE - BEE THLIEED.
BEo— A& UTHEEEE T

33 ETA#EMORYE

BELZERT AITITEOREM A UNETH DN, L EBITHL U IS8 E 2 E
Wit 5%, STALY PFNDOETIEMEBUETEH L Eigote, ERITH-72H
HOANEREL Y, (5% 10 FEMEX 3 T EHE2EoTUILY Y, | EWVIEBMT
BRI, EOX D RNEERVNEDHERE £ 5T 5032 TER IS
RUE L T A8 NT, AT NVOEFRESE THLHEAZOZ, 7ur b, ~g—
ER, VA RTY, BE NURF—EUIOSBIRICTS L BRE ST

33.1 NEORGET L R OBE
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1. ZV—F 47 BWOERE. ABORSE, B - BEoRE
2. BT BB COZ—F—74 7 OFRFBL, SNOBERE
3. TIhV MR T I AN NEIREOFRE, HESHFOREISHH

4. SUF ARDH D A=a2—0OFHA, KAPOV—E X
5.7 47— B REOF—F—T A 7 DOFB., BROKHR
6. A7 —% _ AT %O BEOME T, RO
7. RED®RPT BREORMELHIER. TV FoBIDF

8 RCHFYF7 ROB YT o A= o —DBH

9. P—tRE & BiEOFH EEHRROY— b R} BiE DR
10. FWERAHT BHENEFREZEBMHHCT 2HEORA

11. BREFEFCH REBESOREI IR T 5 RHR

12. VA RFUFH VR RTUDFREZIT5RE, BaFohxt

13. fHNERAN BT NVNOBHEZRAT HRE

14, FEEE EHRIOHT 255 0FRH
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T A B ONBERITT 5ICH7 0| BEIL, BRI RY v 7PEFETH->T
WARBIIED X 5 2 bOrERERY AL Ui, ZhUL, EEEHFOBEE BT,
Y —ERDM BB THHICIE, FEESREE L T80 80cly 1if, &
FAZEETDOVERDD L EX A ThoTr, FERRT, SREENOIL. BER
REXLSHEOWAFIORERH L THHH Zkiz L, Zhud, B ThEh
MISOERLEBRRH D5, EEOFRE T CHEALERTZ LY. SRR LOR
FOBHBEHTHD LB HTHD, TLT, FBEILORHREATR. Fh
FEICEENEBR L. CTAEHOBEATRUEL, T VERBICES L2
RNBICT S Z EBNENTHoB. BRIRTAVREY » 7 EAEAROSEE L Bl
L, F0%Ic, BEERBOSEE LEROWMYTRR L, —HlE LT, LAY
MOETAOERNEER1IORLE, :

x7. Wﬂiﬁ%%cbf:o Tk, EEOT A Y H TORT VEEEBN O B EECfE
DIWTUWVEIGEOEERBR 2BV A, #lziX, 7. RFORPT) L
SHBATI, VART VOV —ERARE v 7HEREL LTHBSEITH L, “How is your
dinner?” &\ 5 KB CREEC—EAOBERH & ERERFE OB RMT S
EBRBWT—ERTHB EEX LTS, FCAEE ZHN S ETET AT oW
BZRY AN (R 2), ZHUT, EEBRT AV I TREERLULIERT AV TOY—E R %

(& 2) BERFOLREH
7. REOREPT ( —HEHE)

( BERRFHPO L ZAILYTA FLABT3L, )
Waitress: How is your dinner, sit?
Guest: Fine, thank you.
W: That’sgood.  Please enjoy your dinner.

( DA PVASIBED, LIEEL#%. RESKDDIEIL, )
W: Have you finished your meal?
G:Yes. It was very good.
W: Oh, thank you, sir.  May I take your plate?
G: Yes, please.
W:Excuseme. ( BR28% T35, )

Would you care for some dessert?

G: Let’s see..., I'd like some cake.
W: Certainly, sir.  Just a moment, please.

(v=A PLRMIBED, PLET, )
W:Here youare,sir  ( 7 —X%DREAERES, )
G: I'll take that cheese cake.
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RLEHDTHY, =2a—I—F7 DL A MU TEL T W —E A Tho
Teo o, ZOXHIEFTY— Y AOBBEH FRIIBHHHOETA B b &
v, FziE, 7oy MEOET A, F= v 77U MFEIDid you enjoy your stay?”
LHIKBERHY., Zhb T AV I TOTay MVBEORE, ZoERBRRECYLTEHN
MR E, BEBPRCHELTWIELWIHIRRICE S bDOTHD,

332 HEEO AR LB

EENIE T HICH- 0. HEE TR0 STNAE 7 ThHhHHREDTHIH
BEIL LRI, EFF L WHIBEBROD AT ¢ 7HM TH D5 . BT TRL,
BFNVAE v 7L LTORREIILD, RELIDERIFEN LML SZ
o %, i, BEOGE L CWRT AT, BEEEENET TR, STFAARY v
7 & LCORBHIBENBEETHS LEX LN T\, EEHEOBML #5ED
FEARTNAE T OBRTHY, ©TF3EBNTH, FEFX¥—Fy heL
TEFD L I ISR 2 HOTT IRIE SR DUER DT, Ei-. FNROHE
B2 LI E SV oTe A ERDBDIFE L L WO KL o, HIEEIISSEEE
HBEL BT NARE 97 8 LTHRNCENCERHROT» L NBEIN, HFHt
BEBALEOE, EFHCHETS I LIk VISR OER SRR L, RS
HEDAERDBIG Hole, FEIC N —E ZARITHIE LIz R — A B DR
¥ o7k, BEOMIAS THLISEEB AR, waﬁ%iﬁ%mﬁkak
2, REIZEC T3,

BELMRCED 55, HREEICIIHAOREZEMEL, BEHEERY 7O
REFLTHLOBHBYNETHD EEL, £I T, NEOHASKETOEZ O
FE2®RIT, IR ETEGITIT. BWELRHER ThoTo, TAUIARE o 7IZHFEE
LTHHY, BERELBEYLTHLoT,

BRITR T A OEEOBE 2 H Lz, LAL, R L 2D DIRT 08 24 B
HEETHLS, B BENFETDIURERHDLNI ZETHD, 2T, TX
DI IRETEEE MRS, BLEORERVES, BREOREE-ORE DR
PEEIIBKR L, FIZE, VA M URBOET HINWbw 3 7 a— XoEE ( B
- RLABOROBASERN ) . VAN UVADEEERHEA LY, BERREIX RO

JERTORIE 2 ER L, 7 M TR ERO 7oy bV U Z—%FERT 55,
TENOARAICEESLZ L, WY —EAETRE. EEXEOAAS bt —2F/T5
A BHISENLEME L TRMEITADER > TRELHED D LWV TRy L,
i, HEETC LA RS ChH o, ELIRT VAT v 7 L LT 24 RS
BOGHIENL TV AEHEL . HEASICERISE NS, BEERERICEA
72, BEIL. AEEEOT DI AT AR LT, EFITUROZ LRBH, 1§
EPLEEIEE, VATV ~DiERR Y, MEOEELH-L, /2, BEED
BECHI->TiL, EERIFTRBICHOVTAERAHN L, TFECHELTO 5, &
VERRII AR DBYEN LR E TN » A TH Y, FETAEMOR 213, 30 5781
Elipote,
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34 BEOFM

FRETHRY _LF 05 Z OXESEIL. B/ ﬂﬁmﬁ%ﬁ 10 EFTEL LR %
e L, FERENTOVWTIL, HISRRDANISERTERR C—EDRKLL T ot
BEFiansid Uk, FEHEOBMIIEE LYVE L S 2 B8N GBI OB,
LY —ERADERDA L ThHoT, BRDL S, RF vy 7R IE LS L
i3, B ORBODND T L THHA, ERIOMEIRYFEICLY, BEORH
HROBENALERBOBININ S bDOThol- . FEENCERLBANELN
Tz, BEEOHRE BN 80%~90%LL ETH Y | £ OFRESEWE,O b0k
EHEEECRII D LW O BRI _ |

T OOFFEHE TIE. BUEL - T A 2 A8 L Lis, ©F AT O
BAERL, BEL RAAMOLESHEL T\ AA, FEEICT ORISR LT
W) T BT, EREEREERORVEAMRICE o TiE, BB R
DS HAHE L FFEA YT T X 5 content-based DERAIZ 1 72 5 25, BrAR-B D AHHE
IZHEAT B LRRETH -, ©FAEd L, €T 4 LHEATEY FTHY,
EFAICHHAIC S, FHINTWARE L ZORAEER, £ LT, HERBROMR
BEENTRY, ERWAREEN LaRWETECLERLS TV DL L, &=
DETF T ER N2 S, BRI T LOHGEE - BE8RE Rz U-fEaR 4 iz s,
ERIERE U HEEE N TE B LV O BR ThHo 7,

3.5 TN—TFHRTN~DET A DES & BE i

L ZOX ST DA IMERE R D CTF AT, AROISEEEEIN—T
ATABIARZD T LIS AERE LT, EFED X S1Z. content-based TFFIfHEH
BILL DT VER Ch o125, ZOET I8 % SN —Fm T VS5

TEiLkY, B AHERICNETHET2FEHTHZ LBRETH T, iz, 5
EHAZHENEL . BEHEOREERFFHE IO T NA—TRT I TEE HH
EL, EFHEMONE L EEHEI OV TORELRIT T,

3.6 HNFFERE

EHOHBEL TN T /UTIL, THAEERE] X 1977 FroEBEIN TV
W HHBHEHIED B ThH o783, 1994 F5F TI3FEIC L A BRI SER —gy
KDY A=y TPl LIeT A PEERBL TV, LhL, TRTRETFALRE
07 L UTUERFSEENZHET HORELO WO RO T, 1995 4EEE LV EE
BRTNEGEICBE U4 ) UV O NSEEREOREEZBYEL, L, R
IXEET A FO—KAR L, THET R FOTKRABR TR STV,

3.6.1 BREOBUE

FFNOEEERMNIGAE L THEL SNADIHEE TOIETETH D - L0, 3
BHEORNEL S E X HNIGEREREOAR L AT NVEBICLERIESETL L,
HNFSEREIL, —KEBR & ZRFABRICHN, KRB RO LB
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B (2008 ), KEBRISTFEO/ L FEa—HB, (1004 ) &L
—EKARIY, FTOREE, RREOBEIHYREL—SBITmMA =2, WAL,
YR=U THFAETHY . FOBN DI 2B EHR 2 RSEE, fK52T
#®CHEMICE X SRR CEPLICEE CORFECEAE Y T, Y A= /RED
TR, R EOTEEOFIC, BEAX & 2 D IFEREE COHM b EE PN
DOHFEOHRERE Y Ui, “EKARICOV T EX T SDEBEENER L RY,
Bea ZRIVINT R LT, BAUCH LEBEBFTNLVAZ v 7L LTED L ITERD
NEIE LT, FHmOEMEX, IEEERRIT TR, FTFAVRF v 7 L ULTHaext
B (—ER ) BTEBIMEINThHol, 47 Ea—WBE, “ADEERIC
X ATES AN, ZAOFES R DIBSIHEO LTS Y, TED 7“_ 33

HBAY R TE A IEHI BT,

3.62

D 1995 EIC EE S - HNESERERBRD O, N — T EHE L ORI R L 2D |
BT N—THRT N—FATONA Z & L ipoTe, STHETX, EEIHY Lz 1995
b 1997 £F TEIN—TTHFH 2,000 £ H3ZER LT, EROBH B HEOEEHEF
R, FREOV T VEEEER L. BEOBRBRTEL OB FRITT,

4ESP DHURIT X B4 & B2
A TIL. AFFEOLENITEEB BT MY A% ESP DFLENLHH L, =
DT —AAZT A DEEPED L 5 REBEERFF DONEERZ LU,

4.1 ESP BERROHSHA COLAT

Dudley-Evans & St. John ( 1998 ) X, ESP OEAMEHEICOWVT, 1) FEEO=
—XIZFET B EIICRIT LN TNBZ L, 2) TOEMYFEOT v NV HEED
FLEBO TS Z O REET NS, AROLECOIBEBT IO
BELOLIRBENHLDIEAI D, LD, ZHbLOBATARED 7 —R X
FTABBRLIE,

—2BOREICRT B MEBEDO=—X] X, ESP BT APLAGESELEXAT
&% 9, Hutchinson & Waters (1987) % .ESP #%& & EGP ( English for General Purposes:
—IGE ) BE L OREWDEN, FREO=—ZAPHETDINE > TiIel =
— X DEBOBNTH D LB, =— A OEBEMEZERAL T D, ZO%
BEO=—XLE, FEEHERERT 5= XL EHEPFRTHT 4 Aa—2 -
I 2T A DE—AXOWSBREEND, TA AT~ - ala=F 4 LT, BH%
Fro7-tt2fEER (Swales, 1990) Thy, ABFETIE, L VEWEKRTIIAT VL
. L OEFLan-ERTIIEREE R T, £ LT, BESP 2FEET 5 LTI, 20
A 22T AOPTOAI 2= —Tal - =o—APREBEL IS5 (Swales, 1990 ),

T TCAREDr —ARET A DEENKBHE MM T &, 7. FEEOTBT
BT 4 ARa—R - ala=F 1 (&5 ) ~OBREWMIFEICELY, FIBKETY
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PENEEHEOERIET 5 —ZE | ESPO=— AHOBEH b EENERKE LESPO =~ X1

BThHY, FEENEFLTHEERE 2AM LW, BRICLY., FENER
FBREEICRHE LI bDIZREL, ETFAEMICHRBYL L2 & T ZOIEEH
ENEFED=— AL FBEIFBTDHT A Aa—R + ala=f7 4 D=—XITH
BLTWEEEZBRD, BiZ, FEEOBROEENHREEEL LFEREOY)
BRI L AR ORE,. TBEMED7 7 2Bk, RUEEREZWEHERT
BILIZIVZHILCTVWEEREAZRE L &b, BREWR=—XITRS LT
eEZLND,

LOLERE, TRHDFEHHF=—XL, TRCEFGEVBRTET 4 Aa—A -
aIa=F 4 2ERRE LTRY., AFROEETIE, FRERAEPOEE =X
FEEHT LV FHEIHT - TORD T2, ESP Tid, £ BEEFZSOHSH/R
BB L 5 =— X REE TH S ( Bosher & Smalkoski, 2002; Jasso-Aguilar, 1999;
R West, 1994) & &ENhD—F, —EEDLI—ATTAL RV ITRABEILTLHY
TNURRBICEDE X, FHEDO=—ZH5bE THERSEIIHMET & (Edwards,
2000; Hutchinson & Waters, 1987 ) & S TW\588, AR Tiia—RBMANC S, %
7o. A—ARPRLILFFEORER B BRI OO, 20X 5z, =—
ZOHCBNT, FHEBEHORER SOV CEEEREZE TRV NS =
Lk, EEEO=—XE/T 5 L TR THTESDLI B2/,

KIZ, ZHBORED, FREOEMYBEO D ¥ L IVTFEREOHhLERN TV S,
EDMIZONTEZ I, AFEOEEFERTIL, ATV TOEEHSIHFE L,
HICFEBEORBEOEMLINHERTFI K- TET AR 28UE L. HE 2 E
L, I bDBBEDEERSEEL. #BMO Yy v eEx bbb, ZOWEEH
Bl ZhoDPy AORAFICOWTEBEZERHL QO 34, Dy UlEBod
DB TN EZ DS, ‘

TDXIIZ, FFERDOr—AASZT 4 OUFEHE L, FHELERRLT5=—X
AHT VS AT CiiAed o728, Dudley-Evans & St. John ( 1998) @ ESP D%
AR ITIERI- LTV E L b5,

42 =—RSHrORE|
FIRRD o — A AB T 4 DIGEHE £ T 88 EHFIIESP HFICBIT5=—X
SIEVSBEEEZER L THBEON Y 2T AR/EREE LR TIIRd o7, L
L2, RO RO X I =—XaBER I NEDIRE S WHIERBDH -7
DIEA DD, AT, ZOF—RARZT ( OFFEHE & X X Iz =— X ERE~D
ERIZOVTERLEL,

421 ANERFFEOHEEND, BEPO0EE Hib~

9. AREOTEHELERINILATL 1L, FFEHB O ED o2 &R
ST oD, THE TOREEE - PHEL, ISEICERBE LA, —ihissisry
WKDOTBZEBBNTH- 5. FBBEICRHE I NEEBELEROTBIIZBED
OJT (Onthe Job Training) 7> L< L. R¥ v 7 DMFATENIN T, Fiz.
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FENE L ABBOFEFRYHB LAY LIABOERFIMBICREL, V¥
I AMBEENTVWE, UL, AFETHL, SBEONAMLRIEHE C, M2 An
LEBOERERDTEY, £ TOAEBLEMTEOHTID, BFEOERE
B ANEEE A~ FBG0Ebo Wt EZ2 b3, £FLT, Z0OX 9 BRE&R
B~ OBERY EBENREO—— AR THZ LIZRBl -~ T, Thul, SEEEFE
COEMPLERPOFEZFEPTLER~ORNICHE > T=—XHBREEL
( Strevens 1988) Z & L FHRATN EE XD Z ENTE ZDTIIRVES I by

422 FiEh & RRER L OB

HET, BIERAMNERESHRBOREE R YL LT, ZoONERELEET
AU, XX, ¥TL T, "7 NVORER L K LOBERARH -1z, ThbDE
BiL. ST NVOEEFTHEZMBENTTHY, o, £HIVLFEMR, T
BED LT, B ECALZEFCERELTVDEZ 0, LY BW—ERDAIZHE
BEHELESOIHNBEFLZERH L TWB I E2EAR, (M) ERAEREGES

(1998 ) Th. [HEIUEEEEE - AFERO—BT (p.29) LHEHEITHH
LTV ‘Zam%@ﬁl%:é&f HBEHE L & O OEREMEIZOVTRRTWS, #iiRo
X 91z, ESP Tit, ZANZRERRIC L 52— AR EETHDLZ Ehb, T4 A
a—R s ala=Fq4 (2t ) OFLHGEETHEEMHLEVE-SEO e
i b BB = — X2 T 5 TR B D, T OOERIL, —— AW a B
L7 T, EREOF TEBHENE ) HHERDONEEZ DEORMEL 2o
7o B, FFEHFOBROBR. HHNIGEREDRER L., TOHESE, R Y
ICHRET RN Do, FOBKC, WEETOBEBE~DERERRZIEL, T4
Za—R e« aIa=F 4 (&) O=—XBMBEZ L Thhol, £, [ENEE
L BEIEREDHIT D 2 L 2SS (A, 1979, p. 14) EEDLILTWS A,
LR, BEOLRER L LT, NEHAFTERINCEX, % BFRidhud, 8L
TOFHBZFBEIND E VI LV COERE TH-o ., TO L) -
FLLOERI—HE E LTHEERERTH- T,

423 FEEROHEMAER

EHIL, FTNVOPTHEL OBEBEERLTBY ., ZOEBARRIFHEOEE
EDVFBT DT A Aa—R « A a=F 4 D=—XEMB I LITEN T, RILET
NOFTH, B Z o THRVEBARIIRERS, HlxiE, vA bS5k
Tid, FBREBRL2DOEHALITH Y, TR O ORMBITLEL SNDHFEEDO A
FNVHYURERIRSTL D, FDB, I FTNAOEBLZH-TNWAZ LIT, HEHE
DERRIITSI T, T, Fio, HNERE LT, RS — 7R 0EEES
~EMAT 222K Y. ER N OBE~DOBRBIEE o 77,

7. EEREELETLC, ~—rF 127 "&B & UTHRR— EROLH
REEIREEZ L Qe bbb, BED=— X2 RITEEHPEE D2 LE2FN,
BEIZBOTH, TORNBECTHLIEWROFTEDO=— AWM BT D2 ->»iF
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Lot

424 ZRBBL DS L—a v

ESP #E Tt #iCEMYBOMRRISFTR L TWAEE. EfBERELDT 4
— AT A —F U TREETHDH I EBRERIN TS ( Dudley-Evans & St. John,
1998; 1L, 2000; Robinson, 1991; PN, 1998), HE&IX. ST NVOERGE TOLEZ D DE
BRI h oo i, BT M 2 AL LENBIZT 258123, &E b0
SRR VNERTR ChoTe, AEOEETIY. KR ONBICETET R
RAZEH/BTC, CTAEME2EBEOFRTET A AA~R - A a=F 4 D=—X
TR bOITT B8, FBENOEXBHEBLI LR TEE, i, HEEM
Y, FEECABEBRYEI AL, HENRORDOHIZR/IY . BEMEOES
PHITEEI L LTOHBEOHHZE0L, FBELDa TR L—va EEXHT
»H59,

43 T AEBF ORI LIBE _

AFROFEEE L BT D00, EFFEHOR: LIBEITRE W,

Stapp (1998) Tb, BENEEHF O & LT, EEOMIHHRS CRES S HE
NEZRAT I ET A8 2 REL T3, £L T, 20 Stapp PHIETIEL, ©5F4
BAOPRL LT, FEY CELADHIBEMR oI L. BEERANVEETH
RCXBHI L, L<MoTHWBHIBEAY ( fFHZ T HREECECORIBEADEMH
PoE ) 2ETATRALELLLEF CERILREEERLTWS,

AWROETA#b b, FHEENR LIS NDRAZ v 7RHE L., EEEOMSE CRI/E
L7=bDThHD, Sapp (1998) MM LIL S IC, ©FHERHIEHEORES 3]
X9V, HF VEEEROROEIIC HEEMTORT VOO ThH o7 EEX b
N3, AP TIE, BT ERENOHBLAREEICHY . ko4 IHR TV
HETHDH, Bl > THLEEOEMTLERD 0L 5 hEbhY, BE»HET
HLECEHERMIZEZLEEZOND, T2, FEHEL, BEOBHC XY, B
FBORETHS, EHENE, TLT, 2EO2VTFX M ERTE, FEPRD
B o AREENRH B,

¥, TOETAERIL. EHENEGE L QO AHORERBT O IV —7 kR
TNEARZ BDBEIC O A Th o7, REEFHEBAZNTTRYEL/-ET 4
MTholl, BEIN—THRTNVTIEHTE 5%, RN THoEEZBND,

5 Bboiz

AFRTIE, EEOTolebDRT NV COLENIGEEE L/ —ARFT 4L LT
SO L, ESPIZBITAEfTIIRRIC X > THEEL TE A, B BF7-bENIGEHHE T
i, FRETOIY BB TOIGERE ( EGP ) M oERITES UI-35E#
E (ESP) ~DERRHY, FOEERL LT, T EEHFHBATRTEDO L D)
LHRBPOLEBRB L LI ER—DDBERThH -1z, £, ZORFEHETIE. £
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BETH O EHICHH o EF DL L —— A~DERPBEER BRI L,
ESP #HE CHIAMRE THD =AW, ZOHIr—ARFT A ThRERBM LR
STWeZ L EEE LT, BiZ, AFROERF T, A7 A4Y SFHATRELE
ETAERTR, FEBOEFNNHL LTz ESP Bbt & R o112 TRL | £ DOBEE T
D& UFfEIC X Y. content-based DEHF DOEBIL R L. KO RIHAGREHIILEL, F
BHEITHEECHLEOTVWER CH o7 E BRRTE R,

TR OETEEE OEBFITIIH 58, Fogl UTOERSHR O ISESE &
D4, HHECBRISIOFEFBHEREEND X H IR Z LiX, 1990 FERBRETE D
DTN T VBB DERARBEDORERERL LTS, Zhid, aX FOEWE
FLw) M) I LTHEOERER RO BV LW ) BEOR L
MEBRRARR LTV D EE L), RS, BRCOLENEREEOMAIL. €
5o EER COEBR BB ~D=—XD—#E R LTWA DO THY . X
BAE B SSEEIT IV T b FEEOISEDHEA R AN ESP HEORE
AR LTNEEEZS,

a

1 EOP BBV Tk, EEEBRIDIT & A ¥ BBE LS ORGE CE V- BBV VS
7, EEIEE AR LT OIS L EER I TV (Garcig, 2002 ),

2 RTFNARE v 7 DFEEERNHIEIR D E 2 O T- B EL. 4ok
HLOTHRL . AY v 7EISHOTERZZH L), FROEE CTHEREFEA.,
X9 BRIZHIZHL bOTh D,

° EEOGE L TOIAT VI N—T Tk, FALRIE—EOPHERIH CRFIICH
TNAY T & UTORRRERER BIZ O 5 BHEERI T

¢ Dt FREVFRT ST A AR Al anT(DAIa=l—Vs
UTEENAHHET 5 LA TN, TOEMIOMIS EERAFFOLOTHY, LIPRF—
(SRR BEMIZ X > TRLEIN - Th D (Swales, 1990 ), T 7=, Bl ( 2000 )
XFEDORBLRERICERL, Uy ibid, 3R RE5 TR LEREFOESEE
Bk« REEEZ/RL, TAFhEEEE, BELSEOMAFPSEND Lik~3,

® Hutchinson & Waters ( 1987) Ti. targetneeds ( FEENBE L T K356/ )
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