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1. Introduction

In recent years, with the aim of nurturing students who will be able to use English
effectively as a communication tool, English education in Japan has seen an increasing
emphasis on communicative English. This shift has meant an increase in efforts to find
more effective ways of enhancing communicative ability in English. The discipline is also
seeing a trend toward introducing shadowing practice into general English classes in order
to enhance students’ listening and pronunciation abilities (Kadota & Tamai, 2004).
Shadowing practice (hereafter, shadowing) is a training method originally used in
interpretation courses to improve listening and speaking abilities and to prepare students to
perform simultaneous interpretation. Like shadowing, repeating practice (hereafter,
repeating) has been widely used in interpretation courses with the aim of enhancing

listening and speaking abilities. Unlike shadowing, however, repeating has recently failed



to attract attention in English education in Japan. I believe that one reason the practice has
been overlooked is that although the enhancing effect of shadowing on listening ability has
been proven (Tamai, 2005), a lack of research has prevented the effects of repeating from
being established. However, my experience at teaching interpretation classes leads me to
believe that repeating is as effective a training method as shadowing. Therefore, I decided
to compare the effects of the two methods. For the purposes of the present study,
shadowing is defined as “the practice by which learners listen to an English passage and
immediately repeat aloud the sounds they hear, trying not to delay them” (Kadota & Tamai,
2004, p.16, translation mine). Repeating is defined in this study as the practice by which
learners listen to a set number of English phrases and repeat them during pauses after each
phrase. This paper attempts to use the results of an experiment to clarify the effects of

repeating in comparison to those of shadowing.

2. Literature Review

As mentioned above, there has been little research conducted on the practice of
repeating; therefore, I conducted a literature review focusing on the practice’s key aspects:
(a) the listening process; (b) shadowing; and (c) pausing and segmentation. First, since the
processes of both repeating and shadowing start with listening to speech, I would like to
examine the listening process by using the working-memory model. Working memory is an
expansion of the concept of short-term memory. Previous research (Baddeley, 1999;
Baddeley & Hitch, 1974) has shown that short-term memory is not simply a small store of
information held briefly at the conscious level but that it also processes that information in
very complex ways. Working memory actively and consciously retains information needed
to carry out specific cognitive activities for as long a duration as necessary. According to
Baddeley (2000), the four main components of working memory are the central executive,
the phonological loop, the visuo-spatial sketchpad, and the episodic buffer (see Figure 1).
The phonological loop in particular is considered to play a crucial role in the listening
process during repeating and shadowing (Kadota, 2007). The phonological loop, which
deals with speech processing, consists of the phonological short-term store and the
subvocal rehearsal system (Baddeley, 2002; Kadota, 2007). When speech is input into the
phonological loop, the phonological short-term store passively retains the speech as it is. If
nothing is done, the speech information will disappear in about two seconds (Schweickert
& Boruff, 1986). In order to retain information, subvocal rehearsal can be performed, and
as long as the rehearsal is repeated, the information will be retained (Kadota, 2007; Tamai,
2005).
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Figure 1. The working-memory model (Baddeley, 2000, p. 421).

Meanwhile, the listening process is roughly divided into two stages: the perception
stage and the comprehension stage. In the perception stage, incoming speech is perceived.
In the comprehension stage, various processing steps are comprehensively carried out in
order for listeners to understand the meaning of the speech they have perceived (Fischer,
1978; Kadota, 2007). Kadota (2002) insists that perception and comprehension compete for
the processing resources of the working memory and are in a trade-off relationship. In
other words, because the processing resources of our working memory are limited, if we
spend most of it on perception, we are able to allocate very little to listening
comprehension, thus hampering our understanding. Conversely, when the perception of
speech is automatized, processing resources can be allocated to listening comprehension,
thereby promoting our understanding of that speech.

Second, I would like to examine the process of shadowing. According to Kadota
(2007), shadowing helps the automatization of speech perception and the internalization of
new items. In shadowing, learners repeat English sentences spoken by native speakers of
English immediately after hearing them. By repeating this process, Kadota insists, learners
can create a speech database with authentic English sounds and can perceive incoming
English speech more easily, thereby automatizing speech perception (p. 35). He also
mentions the effectiveness of shadowing in terms of articulation speed and asserts that
learners come to be able to repeat English faster and more accurately by practicing
shadowing, and as a result, they begin to be able to repeat more words in an approximately
two-second period, the length-limit of time that we can retain speech information after it is
heard. Kadota argues that, consequently, learners can repeat and learn more words when
they listen to incoming speech, and that they can also better internalize new items.

The effects of shadowing have also been validated by empirical research in the
Japanese EFL context. For example, Tamai (2005) conducted a study to identify the effects
of shadowing practice. He divided Japanese university students into two groups—contrast

and treatment groups. The treatment group received five days of intensive shadowing



training, consisting of two hours of exercises each day. The contrast group did not receive
any training. Both groups took five tests (listening test, vocabulary test, repeating test,
memory test for numbers aurally presented in English, and English articulation-speed test)
three times each: before the treatment, on the third day of the treatment, and after the
treatment. Tamai’s treatment group showed greater progress in listening, repeating, and
articulation speed than did the contrast group. Thus, the study concluded that shadowing
was effective in enhancing repetition ability and articulation speed as well as listening
ability.

However, there have been hardly any empirical studies on repeating in SLA research.
Repeating is commonly referred to as “elicited imitation” (EI) in language-acquisition
research, and it has been adopted as a measure for assessing second-language acquisition
(Ellis, 2005, 2006; Graham, et al., 2008; Tarone, 2010). Jensen & Vinther (2003) used
repeating as a tool to assess improvement in listening comprehension. Although repeating
has been attracting attention as an effective measurement for assessing languages, there is
little direct empirical research to support the effect of repeating on learners’ listening
ability. In fact, the effects of repeating on the listening process have been debated. For
example, Kadota and Tamai (2004), who have validated the effects of shadowing,

expressed concern about the negative effects of repeating:

It is assumed that in repeating practice, the effect of learning in terms of
enhancing speech perception is diminished by half. In the case of repeating
practice, pauses are made so that learners may repeat the speech. While
learners retain speech in the phonological loop for just a short period of
time, the listener’s phonological knowledge of the word stored in long-term
memory negatively affects the English speech sounds just heard and
modifies them into those English sounds with a Japanese accent.

(Kadota & Tamai, 2004, p.44, translation mine)

Because repeating has not been studied as a training method for enhancing learners’
English ability, I believe that it is worthwhile to study its effects in this regard.

Third, I would like to examine pausing and segmentation. The only difference
between shadowing and repeating is the presence or absence of artificial pauses. The
effectiveness of pauses in listening materials has been proven in previous literature. Suzuki
(1991), for example, conducted an experiment on the effectiveness of pauses in listening
training. He compared two groups— one using listening materials with artificial pauses

and the other using materials without such pauses. He determined that presenting materials



with pauses after every phrase or clause improves listening comprehension to a greater
degree than presenting materials without artificial pauses inserted. Kohno (2001)
demonstrated that comprehension of listening materials improved most when a pause was
provided after each phrase. The amount of improvement in the comprehension of stories
may be ordered as follows: pause after every phrase > pause after every sentence or clause
> story without pauses. Kohno also concluded that pausing after every word resulted in
less listening comprehension when compared to pausing after every phrase. In a related
finding, Tanaka, Sato, & Abe (2006) noted that a natural breathing place may be
considered to be the boundary separating chunks of information, because although
breathing is a physiological constraint, usually a breath is not taken where the meaning of
the sentence would be disrupted.

In repeating, a sentence is divided by means of pauses into sense units called speech
segments. In this study, segmentation is defined as the artificial placement of pauses to
divide a sentence into sense units or chunks. The process of segmentation is, therefore,
broadly equivalent to that of chunking. According to Kadota (2002), the processing of
verbal or nonverbal information generally comprises three stages: coding, storage, and
retrieval. Coding is the process of changing incoming information into processable form
by breaking it down into operational units. The separation of information into these
proccessable units is called chunking or phrasing. In other words, segmentation is the
process by which incoming information is changed into processable units. Kadota, Yoshida,
& Yoshida (1999) conducted research on different-sized processing units in EFL reading.
They examined Japanese university students’ formulation of chunks by giving them texts
with different chunk lengths. Three different types of written texts (with pauses after every
word, phrase, or clause respectively) were presented in order to determine their effects on
the students’ comprehension rate and processing time. It was found that Japanese EFL
students’ basic processing units for coding are either phrases or clauses, not words. This
result suggests that segmentation is likely to improve processing of written information if it
presents readers with stories separated into sense units that agree with the readers’ natural
cognitive sense units. In addition, Suzuki (1998) conducted an empirical study on the
effect of pausing on students’ reading speed. He examined whether reading speed and
comprehension improved if only listening training was provided, and if so, whether pause
setting (speech with or without artificial pauses) made a difference. Through this study,
Suzuki confirmed the effectiveness of pauses in improving students’ reading speed and
comprehension. He noted that by presenting materials in phrase or clause chunks,
grammatical sense units were clearly revealed, enhancing students’ ability to accurately

analyze and integrate grammatical or semantic relations between perceptual sense units



(PSUs). According to Tanaka et al. (2006), by segmenting sentences into sense units,
readers are able to grasp their meaning much more easily, which in turn, helps them learn
how to organize passages. In summary, previous research shows the effectiveness of
segmentation, i.e., separating sentences into sense units by the insertion of pauses, in
improving learners’ listening and reading comprehension and processing time. It is,
therefore, important for EFL learners to enhance their segmentation ability in order to

improve their English.

3. Purpose of the Study
The purpose of the present study is to examine the effect of repeating in comparison

to that of shadowing. More specifically, I aim to answer the following three questions:

a) Does repeating improve the listening ability of EFL learners more than shadowing
does?

b) Does repeating improve the segmentation ability of EFL learners more than
shadowing does?

c) Does repeating change the English sounds that learners hear into those sounds

with a Japanese accent more than shadowing practice does?

4. The Study
4.1 Participants

The participants were 73 university students in EFL courses (36 first-year students
and 37 second-year students) who were taking my English class as their required language
class. None of them had lived abroad for more than a year. They were divided into two
groups each made up of approximately the same number of first- and second- year students.
One group was a treatment group, which engaged in repeating practice as its treatment.
The other was a contrast group that did shadowing practice as a treatment.

In order to prove the homogenity of the two groups’ listening, segmentation, and
reading-aloud abilities, independent #-tests were conducted on the results of a homogenity
test, which consisted of three parts: a listening test, a segmentation test, and a
reading-aloud test. Each test was designed to reflect the English abilities examined in this

study. Table 1 shows the descriptive statistics for the homogenity test.



Table 1
Descriptive Statistics for the Homogenity Test

Mean (SD) t-value  p-value Effect size

(r)
Repeating grou 32.06 (4.68
peating group (4.68) 0.02
Listening -1.53 13 (n.s.)
Shadowing group 30.57 (3.59) (small)
Repeating group  49.19 (12.19) 0.05
Segmentation -0.39 .89 (n.s.) .
Shadowing group 50.16 (9.07) (small)
Repeating grou 2.18 (0.78
peating group (0.78) 0.04
Reading aloud -0.36 .73 (n.s.)
Shadowing group  2.12 (0.66) (small)

4.2 Materials

The materials used in this study were news stories taken from an online
English-language news-distribution service, Dual English listening on daily topics (ALC
Press Inc., 2010). This service provides news stories prepared for Japanese EFL students
every weekday. Each news story is prepared at two different levels: Level 1 is a shorter,
easier version, and Level 2 is a longer, more difficult version. In the present study, a
different Level 1 story was used every week. The stories contained approximately 110
words each, and the speed at which the materials were read was around 100 words per
minute. The topics covered a variety of subjects, including politics, the economy, science,
culture, entertainment, and sports. The stories consisted of basic English words with a
mean level of 1.34 as measured by the JACET 8000 word frequency list (JACET Word
Revision Committee, 2003). Word level was analyzed using the online Word Level Checker
(Someya, 2009), a program that analyzes and produces a graded word-level profile for the
vocabulary contained in English-language texts. On the basis of the above checks, the
materials were regarded as easy enough for students to use in repeating or shadowing
practice. For repeating practice, I inserted artificial pauses by using Sound it! (version 5.0),
a sound editing software program. Passages were segmented into meaningful units based
mainly on phrases, and pause lengths were 1.5 times the length of the preceding utterances.

After listening to a story three times without seeing the accompanying text, students were



provided with that text. Both groups received written texts that were not segmented.

4.3 Procedures

The study was conducted in fourteen 90-minute classes from April to July 2010. The
general experimental design and procedure are shown in Figure 2. First, the students were
given a pretest consisting of 1) a listening test; 2) a segmentation test; and 3) a
reading-aloud test. Subsequently, for about four months, students were given the treatment,
which will be explained in detail in the next section. After the treatment, students were

given a posttest that was identical to the pretest.

Pretest Posttest

Treatment group

1) Listening test 1) Listening test

Repeating (n = 36)
2) Segmentation test 2) Segmentation test
Contrast group

3) Reading-aloud test Shadowing (1 = 37) 3) Reading-aloud test

| Before the treatment>| Treatment | After the treatment >

Figure 2. Overall research design and procedure.

Below are the details of the tests and questionnaires used for the pre- and posttests.

1) Listening test
The TOEIC® listening test, Part 2, was used to assess the listening ability of the
students. The pretest which was also used as the posttest included 50 questions
taken from two sets of TOEIC listening tests (Educational Testing Service,
2008b). This test was chosen for two reasons. First, Part 2 of the TOEIC
listening test is a series of unrelated questions, the contents of which may be
hard to remember. It was, therefore, convenient for the study, because the same
test was to be used for the pretest and the posttest. Second, TOEIC is a widely
used test, and its reliability has been shown to be high at .90 and up
(Educational Testing Service, 2008a).

2) Segmentation test
This is a test to assess students’ segmentation ability. The text used for this test
was taken from the STEP First-Grade workbook including questions from the
past six tests (Obunsha, 2007). The students were asked to divide the written

text into meaningful units and were instructed to use short units, so that their



segmentation ability could be more accurately evaluated. Before administering
the test, the instructor explained the process to be followed by writing some
examples on the white board. To prevent students from being influenced by the
examples, they were erased after the explanation. The tests were graded by
comparing them to answer keys that had been prepared by myself and a native
English-speaking instructor. Students received one point for each correctly
placed slash. No deductions were made for incorrectly placed slashes. The
reliability of this test was good ( a = .86).
3) Reading-aloud test

The students were instructed to read aloud a short English passage taken from
the STEP Second-Grade interview test (Obunsha, 2010), and their readings
were recorded and evaluated by two native English speakers. The two judges
were instructed to evaluate students’ reading holistically on a five-point scale,
from 1 (extremely poor) to 5 (extremely good), taking into consideration factors
such as pronunciation, prosodic features, and pauses. Before the test, the judges
listened to examples of readings that had scored one, two, and five points, and
they practiced evaluations using recordings of students I had previously taught.

The interrater reliability of the two judges was good (» = .81).

4.4 Treatment

Treatment was given in 90-minute classes, during which the treatment group
engaged in repeating and the comparison group engaged in shadowing for approximately
50 minutes. For the rest of the class period, both groups participated in the same reading
activities.

Table 2 shows the overall procedures that students followed during the treatment:
1) they learned new words before listening to a story; 2) they listened to the story once
without looking at the script; 3) they were asked three questions designed to help them
understand the story; 4) they listened to the story twice without looking at the text and
talked in pairs to find the answers to the questions; 5) they checked their answers, received
the script, and listened to a rough translation of the story given by the instructor; 6) they
listened to the story again, while looking at the text; 7) while looking at the text, the
students in the repeating group did repeating twice following the story that had been
segmented by the instructor, while those in the shadowing group practiced shadowing
twice; 8) without looking at the text, the repeating group repeated the text five times and
the shadowing group did the shadowing exercise five times. Thus, both groups repeated the

text a total of seven times. The students were told to imitate the prosodic features of the



story as closely as possible.

Whether the students worked diligently during the class and whether they received
similar training outside the present class might have affected the results of the study. To
check for the possible influence of these factors on study results, a questionnaire survey
was conducted; its results confirmed that these factors had no influence on the research

results.

Table 2

Treatment Procedure

Step Repeating Shadowing

Common steps

1 Check new words.

2 Listen to the story without looking at the text.

3 Answer questions designed to help with grasping the story’s main idea.
4 Listen to the story twice without looking at the text.

5 Check answers to the questions.

6 Listen to the story while looking at the text.

Steps specific to each treatment

7 Repeat the story twice Shadow the story twice
while looking at the text. while looking at the text.

8 Repeat the story five times without Shadow the story five times
looking at the text. without looking at the text.

4.5 Results and Discussion
4.5.1 Overall findings

In this section, I will first report the overall findings and then provide details on the
result of each research question. The main findings were as follows: (a) repeating
improved the listening ability of EFL learners as much as shadowing did; (b) repeating
enhanced the segmentation ability of EFL learners more than shadowing did; and (c)
repeating did not change the English sounds that learners heard into those English sounds

with a Japanese accent any more than shadowing did. Thus, the findings of the present
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study demonstrate that repeating practice is as effective as shadowing in terms of
enhancing listening and pronunciation and more effective than shadowing in improving the

segmentation ability of EFL learners.

4.5.2 Listening Test

Table 3 presents the descriptive statistics for the listening test. To examine whether
there was a significant difference (a) between the treatments and (b) between the pre- and
posttests, a two-way ANOVA with Bonferroni post-hoc tests was conducted. The results
are shown in Table 4. No significant difference was observed between the two treatments,
F(,71)=1.70, MS = 25.20, (n.s.). Between the pre- and posttests, however, there was a
significant difference: F' (1, 71) = 19.80, MS = 8.59, p < .001, although the effect size is
relatively small. Bonferroni post-hoc test results showed a significant difference at .05

probability level, and the posttest score was significantly higher than the pretest score.

Table 3
Descriptive Statistics for the Listening Tests
Pretest Posttest
Mean (SD) Mean (SD)
Repeating group (n=36) 32.1 (4.7) 33.9 (4.5)
Shadowing group (n=37) 30.6 (3.6) 33.1 (3.6)
Table 4
Two-Factor ANOVA with Repeated Measures on One Factor for the Listening Tests
SS df MS F-value  p-value Effect size (%)
Between subjects
Group 42.50 1 42.50 1.70 20 (n.s.)  0.02 (small)
Error (B) 1789.02 71 25.20
Within subjects
Trials 170.07 1 170.07 19.80 .00 0.07 (medium)
Group by Trials 6.10 1 6.10 0.71 40 (n.s.)  0.00 (small)
Error (W) 609.92 71 8.59
Total 2617.61 145
Note. SS: sum of squares; MS: mean squares.
™ p<.001.
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The results showed that 1) neither repeating nor shadowing caused a significant
difference in the improvement of listening ability; and 2) listening ability improved after
practice, regardless of the type of activity (repeating or shadowing). To explain why
repeating enhanced students’ listening ability as much as shadowing did, I would poist that
the reason for the success of shadowing also holds for repeating. According to Kadota and
Tamai (2004), when learners repeat English passages pronounced by native speakers, they
create a speech database of authentic English sounds, which in turn leads to improved
speech perception and to automatization. In just the same manner, repeating creates a
speech database of English sounds, leading to improved perception and automatization.
Repeating functions in the same manner. As Kadota (2002) notes, perception and
comprehension compete for cognitive resources and are in a trade-off relationship ;
therefore, he insists, if the perception of speech is automatized, more cognitive resources
will be allocated to comprehension, thereby enhancing it. Additionally, Tamai (2005)
indicates that shadowing enables fast, accurate rehearsal of incoming sounds, which in turn
increases the amount of information sorted in the approximately two-second span that is
the phonological loop’s time limit for retaining information. As a result, words and phrases
are internalized more efficiently, leading to the improvement of listening ability. I would
assert that the same process of “enhancing internalization,” which lead to improvement of

listening ability happens with repeating.

4.5.3 Segmentation Test

Table 5 presents the descriptive statistics of the segmentation test. To determine what
these numbers mean, a two-factor ANOVA with repeated measures on one factor was
conducted. The results are shown in Table 6 and indicate an interaction between the groups
and the trials: F (1, 71) = 40.41, p < .001, although the effect size is relatively small.
Accordingly, an analysis of the simple main effect was conducted. The results are shown in
Tables 7 and 8.

Table 5
Descriptive Statistics for Segmentation Tests
Pretest Posttest
Mean (SD) Mean (SD)
Repeating group (n = 36) 49.2 (12.2) 58.9 (7.2)
Shadowing group (n = 37) 50.2 (9.1) 49.7 (8.5)

12



Table 6
Two-Factor ANOVA with Repeated Measures on One Factor for Segmentation Tests

SS df  MS F-value p-value Effect size (%)
Between subjects
Group 628.55 1 62855 412 .05 0.04 (small)
Error (B) 10840.62 71 152.68
Within subjects
Trials 773.66 1 773.66 3271  .007°  0.05 (small)
Group by Trials 955.85 1 95585 4041  .007°  0.07 (medium)
Error (W) 1679.23 71  23.65
Total 14877.91 145

Note. SS: sum of squares; MS: mean squares.

sk sk

p<.05. " p<.001.

Table 7
Comparison Between Tests for Each Group

95% Confidence
Interval of

Group Test Test Difference SE Significance  pifference of
of Means probability Means

Lower Upper

. 1 2 -9.72° 1.15 .00 -12.01 —7.44
Repeating

1 9.72 1.15 .00 7.44  12.01

) 2 0.51 1.13 .65 -1.74 2.77
Shadowing

1 —-0.51 1.13 .65 =2.77 1.74

Note.” p < .05 with Bonferroni adjustments

In the repeating group, there was a significant difference between the pretest and the
posttest at .05 probability level, and the posttest score was significantly higher than the
pretest score, as indicated in Table 7. As Table 8 shows, in the posttest, there was a
significant difference between the groups at .05 probability level, and the repeating group’s
score was significantly higher than the shadowing group’s score. These two comparisons

indicate that only the repeating group demonstrated a significant improvement between the

13



pretest and the posttest; in addition, that group showed a significant improvement in
segmentation test scores as compared to the shadowing group. I would argue that the
reason the repeating group alone showed improvements in segmentation was the
automatization of segmentation that occurred in this group. The repeating group repeated
English passages that were correctly segmented, in advance, into sense units. As the
students peformed the series of repeating exercises, they presumably came to understand
where to segment a sentence, and they learned to do it by themselves, resulting in
improved segmentation ability. Meanwhile, the students in the shadowing group repeated
passages without segmentation. They, therefore, had no opportunity to improve their
segmentation skills. The distinctions between the practices of the two groups appear to
have led to differences in the improvement of their segmentation ability. This result can be
easily understood from the fact that only the repeating group used correctly segmented
speech. Previous literature (Kadota, 2003; Suzuki, 1991; Tanaka et al., 2006) suggests that
dividing sentences into sense units promotes syntactic processing and enhances
understanding of English. The present study demonstrates that repeating improves
segmentation ability, which is believed to promote syntactic analysis, thereby enhancing

English comprehension.

Table 8
Comparison Between the Groups’ Test Results
95% Confidence
Difference Significance In.t erval of
Test  Group SE Difference of
of Means probability  preans
Lower  Upper
1 Shadowing  Repeating 9.68 2.51 .70 —4.04 5.97
Repeating Shadowing —9.68 2.51 .70 -5.97 4.04
2 Shadowing Repeating ~ —9.27 1.83 .00 -12.93 -5.61
Repeating Shadowing ~ 9.27° 1.83 .00 5.61 1293

Note.” p < .05 with Bonferroni adjustments

4.5.4 Reading-aloud Test

Table 9 shows the descriptive statistics for the reading-aloud test. To determine what
these numbers mean, a two-factor ANOVA with repeated measures on one factor was
conducted with Bonferroni’s post-hoc tests. As Table 10 shows, no significant difference

was observed between the two treatments: F(1, 71) = 1.98, MS = 0.85, (n.s.). Between the
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pre- and posttests, however, there was a significant difference: F(1, 71) = 25.72, MS = 0.24,
p < .01 although the effect size is relatively small. According to the results of the
Bonferroni post-hoc test, there was a significant difference at .01 probability level, and the
posttest score was significantly higher than the pretest score. Thus, the results of the study
indicate that 1) neither method (repeating or shadowing) caused a greater improvement in
reading-aloud ability than the other did; and 2) students saw improvement in their
reading-aloud ability after practice, regardless of whether they engaged in repeating or

shadowing.

Table 9
Descriptive Statistics for Reading-aloud Tests

Pretest Posttest
Mean (SD) Mean (SD)
Repeating group (n=36) 2.18 (0.78) 2.75 (0.78)
Shadowing group (n=37) 2.12 (0.65) 2.38 (0.75)
Table 10
Two-Factor ANOVA with Repeated Measures on One Factor for the Reading-aloud Test
SS df MS F-value p-value Effect size
)
Between subjects
Group 1.69 1 1.69 1.98 .16 (n.s.) 0.02 (small)
Error (B) 60.54 71 0.85
Within subjects
Trials 6.23 1 6.23 25.72 007" 0.07 (small)
Group by Trials 0.89 1 0.89 3.68 .06 (n.s.) 0.01 (small)
Error (W) 17.19 71 0.24
Total 86.54 145

Note. SS: sum of squares; MS: mean squares.
™p<.001.
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Kadota & Tamai (2004) argue that in repeating, while learners wait for a pause, they
think about the meaning of the words they have just heard. As a result, an incoming speech
sound is negatively affected by the learners’ knowledge of the word’s pronunciation in
their long-term memory. According to Kadota (2007), Japanese learners’ knowledge of
English sounds is not always the same as that of native English speakers. Kadota argues
that Japanese people therefore tend to unconsciously modify incoming English sounds into
sounds with a Japanese accent while rehearsing speech in the phonological loop. The
results of the present study, however, show that both the repeating group and the
shadowing group saw improvement in the reading-aloud test, and no significant difference
was observed between the two groups. The results also indicate that repeating practice did
not change the English sounds that learners heard into sounds with a Japanese accent in the
same way that shadowing did—specifically, to the extent that it hindered the intelligibility
of the students’ speech.

In the present study, the repeating group repeated English passages that were
segmented into short sense units based mainly on phrases. Most of these repeating units
were within 7 £ 2 syllables, a length that, Kohno (2001) asserts, can be perceived
holistically without difficulty. It is therefore postulated that the students holistically
perceived the incoming phrase as a group of sounds and repeated it that way before
accessing the mental lexicon in their long-term memory and recognizing the words used in
the phrase. Additionaly, in the repeating exercise, the instructor first played a CD of the
target passage, telling students to pay attention to its prosodic features, and then told them
to repeat the passage by imitating the prosodic features as closely as possible. We may
assume ,therefore, that the students focused their attention on the sounds and rhythm of the
passage. Indeed, when I interviewed the students about what they did while waiting for a
pause, 60% of them said they subvocally rehearsed the passage they had heard, 20% of
them answered that they thought about the meaning of the passages, and 20% said that they
did nothing. The results of the interviews suggest that when students are instructed to
repeat a phrase by imitating and reproducing the prosodic features of the incoming speech,
they try to retain it by rehearsing it subvocally. Often, therefore, when students repeat short
phrases, they may also be rehearsing the phrase subvocally in order to retain and repeat
them successfully. Because this process is accomplished in a short time, I would argue that,
in many cases, students simply retain the sounds and repeat them without thinking about

their meaning.

5. Conclusions and Implications

Before this paper concludes, the limitations of the present study should be noted.
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First, I must state again that I was the instructor as well as the researcher for the study. This
fact might have had some influence on the students’ answers. Second, the effect sizes of
the study were relatively small. A replication study should therefore be conducted in order
to provide generalization of the results. Third, in this study, a written test was used to
assess students’ segmentation ability; therefore, whether the results are also applicable to
the segmentation of speech needs to be cautiously judged.

With these limitations in mind, I would like to conclude by presenting the research

findings and some of their implications. The findings of the study are as follows:

a) Repeating improved the listening ability of EFL learners as much as shadowing
did.

b) Repeating enhanced the segmentation ability of EFL learners more than
shadowing did.

c) Repeating did not change the English sounds that learners heard into those sounds

with a Japanese accent any more than shadowing did.

The findings of the present study indicate that repeating practice is an effective
training method that improves not only listening and prosodic ability but also segmentation
ability. The enhancement of segmentation ability is a unique feature of repeating and the
results demonstrate that repeating is just as effective a training method as shadowing. The
findings also indicate that repeating could be used more widely in classes as well as
shadowing in order to provide students with more variety and to prevent monotony, which
is often a problem in repetition training.

However, there are some points that need to be studied further. For example,
articulation speed and “analysis by synthesis” are expected to be enhanced by online
features of shadowing and offline features of repeating respectively. Additional studies on
them therefore would contribute to more comprehensive assessment of the effects of
repetaing and shadowing.

The present study gave us an opportunity to rediscover the features of repeating and
shadowing. I maintain that by taking advantage of the benefits afforded by the two
practices and by choosing an appropriate form of practice according to the purposes of the
class, the greatest effectiveness will be achieved. I hope that the findings and implications
of the present study will lead to more effective use of repeating and shadowing, thus

contributing to the improvement of EFL learners’ English ability.
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Focus on Form in NS-NNS E-mail Communication:
Do Young Japanese Learners Notice Language Forms?

SASAKI, Akihiko
Kwansei Gakuin Junior High School
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1. Introduction

Computer-mediated communication (CMC) has been increasingly incorporated into
language instruction to enhance students’ learning of the target language (L2). To date, the
growing number of CMC studies that investigated its pedagogical effect from different
viewpoints, such as interactionist approach (e.g., Chapelle, 2005) and sociocultural
perspective (e.g., Warschauer, 2005) has emerged. Of particular interest among them is
research that examined whether and how such electronic learning contexts cause Focus on
Form (Ellis, 2001; Long, 1991), which has attracted considerable attention in second
language acquisition research (e.g., Doughty & Williams, 1998; Ellis et al., 2009).

The next section will first briefly review the theoretical framework of Focus on Form,
and then describe how CMC can be an ideal medium for its implementation.
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2. Literature Review
2.1. Focus on Form

Focus on Form (FonF) was firstly characterized by Long (1991). He defined that FonF
“overtly draws students’ attention to linguistic elements as they arise incidentally in lessons
whose overriding focus is on meaning or communication” (1991, pp. 45-46). In his seminal
work, Long contrasted FonF with Focus on Forms (FonFs). In FonF instruction, learners’
attention is incidentally drawn to a specific L2 form as necessitated by a communicative
demand (i.e., the linguistic focus is not pre-determined), while FonFs approach, a more
traditional L2 instruction, provides discrete grammatical items systematically and
intentionally (i.e., the linguistic focus is pre-selected based on structural syllabus). Long
insisted that FonF is more beneficial than FonFs because in the former, the targeted L2 forms
are determined by the learners’ developing language system (i.e., internal syllabus), which is
free from his/her current processing capacity or learnability constraints that have been
regarded as one of the obstacles of L2 acquisition (Long, 2007).

Long’s (1991) argument is compatible with Noticing Hypothesis (Schmidt, 1990, 1994),
in which Schmidt claimed that learners must consciously notice grammatical forms of input
in order to acquire the language. Discussing the advantages of FonF, Ellis, Basturkmen, and
Loewen (2001) mentioned that FonF encourages the kind of noticing that has been
hypothesized to aid acquisition (p. 410). In the classroom instruction research, the general
consensus today is that learners should attend to, or notice,* linguistic forms during
communicative activity in order to optimize L2 acquisition (Ellis, 2008).

Being widely acknowledged in SLA studies, however, FonF still has a serious problem.
Although attention to L2 forms is indispensable to make FonF successful, some researchers
suggested that learners, while processing L2 input, often leave a considerable portion of L2
forms unattended because of the limited and selective nature of attention (Ellis et al., 2001;
Schmidt, 2001). VanPatten (1990) drew on information processing theory and discussed that
due to limited processing capacity, learners, especially beginners, have difficulty in attending
simultaneously to both meaning and form, and that they tend to prioritize meaning over form
while performing a communicative activity. We believe learners’ exclusive focus on meaning
normally occurs when they engage in face-to-face (F2F) interactions, in which
communication is maintained in a dynamic and fast-paced manner. In F2F contexts, L2
learners, especially low-proficient students, would easily experience overloading of cognitive
capacity and conclude FonF activity just with message comprehension. Accordingly, it may
well be argued that F2F-mediated FonF is not a feasible approach in L2 beginners’
classrooms.
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2.2. FonF and CMC

Discussing a feasible medium for implementing FonF, researchers and practitioners
have now recognized CMC as a tool to overcome L2 learners’ cognitive restraints for its
specific features. First of all, its written mode of communication makes L2 forms visually
immediate. In other words, L2 forms can be reviewed, studied, reflected and edited (Meskill
& Anthony, 2007). Asynchronous mode of CMC (e.g., e-mail) is particularly attractive since
it allows learners much time and opportunities to read, use resources to comprehend and
reflect the form and content of the message as many times and for as long as they need
without disrupting the flow of conversation (Arnold & Ducate, 2006). These visually and
timely rich CMC features help raise learners’ attention to linguistic form and increase
accuracy of their L2 comprehension and production (Blake, 2000; Smith, 2005; Kern &
Warschauer, 2000).

Another advantage of CMC s its potential to liberate L2 teaching and learning from
spatial and temporal constraints (Appel & Mullen, 2000; Blake, 2000; Collins & Berge,
1995). In virtue of the worldwide computer network technology, students are able to
remotely communicate with other people living in other regions of the world (Appel &
Mullen, 2000). Asynchronous CMC is here again of great use when communication is held
in different time zones because, as it does not require immediate real-time response,
messages sent can be processed when the interlocutor is ready (Beatty, 2003). This aspect of
CMC, i.e., space and time constraint-free technology, is fairly favorable to learners in the
foreign language (FL) learning settings, for it enables them to access to native L2 speakers
(NSs) and authentic language use, which otherwise are not readily available in FL
environments (Stockwell & Levy, 2001). For these reasons, CMC, asynchronous CMC in
particular, is now regarded as potentially beneficial in conducting FonF activities in FL
classroom.

To date, however, while there have been a number of CMC studies that investigated
adult FL learners’ L2 learning in FonF activity,” no study has examined young students’
noticing and L2 learning in CMC contexts. Thus, questions still remain: Do young FL
learners notice, or attend to, linguistic forms in L2 input while performing a CMC-mediated
communicative activity? If they do, what linguistic features do they notice? The author, who
teaches English at a Japanese junior high school, felt a need to explore whether the
e-mail-mediated FonF approach is feasible for the students in his teaching setting (i.e., young
L2 learners in an English as a foreign language [EFL] environment), and designed the
present study.
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3. The Study
3.1 Purposes
The present study addressed the following questions:

1. In e-mail-based FonF activities, do Japanese EFL junior high school students
notice linguistic forms in L2 input?

2. If they do, what linguistic aspects do they notice?

The research questions contain two terms that need to be defined prior to the study:
noticing and forms. The term noticing used here is operationalized as “registration of the
occurrence of a stimulus event in conscious awareness” (Schmidt, 1994, p. 179). In other
words, noticing represents a learner’s conscious attention to elements of the surface structure
of L2 input, rather than inference about abstract rules or principles of the language, which
Schmidt distinguishes as metalinguistic awareness (Schmidt, 2001, p. 5).

Linguistic forms the author referred to included vocabulary, grammar and spelling,
following Loewen and Reissner’s (2009) study that investigated learners’ FonF episodes in
CMC contexts.® Each of these linguistic aspects was defined as follows, based on Ellis et al.
(2001):

vocabulary: the meaning of lexical items, including single words and idioms

grammar: parts of speech (e.g., nouns, verbs, adjectives, adverbs, pronouns,
conjunctions, determiners, auxiliaries), word order, negation, question
formation, subject-verb agreement, plurals, tense, aspect, modality,
infinitives, gerunds, comparatives, passive voice, relatives, subjunctives

spelling: the orthographic form of words

It should also be noted that this study attempted to address learners’ input processing, as
opposed to noticing the gap (Schmidt & Frota, 1986) and pushed output (Swain, 1995, 2000).
While much of FonF research in the past has documented the characteristics and
effectiveness of recast in communicative activities from the noticing the gap perspective,
some studies suggested that L2 beginners are unlikely to notice the gap between their
nontargetlike utterances and recasts (e.g., Philp, 2003). Considering the ability of the targeted
students of this study, i.e., Japanese EFL junior high school students, it seemed to be

appropriate to focus just on learners’ noticing in input processing.
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3.2 Method
3.2.1 Participants

The study was conducted in an e-mail exchange project between 9 Japanese EFL
students and one American NS. The students attended a private boys’ junior high school
located near the Osaka metropolitan area.* They were all male, aged 14-15 (early 9th grade),
and the length of time each had spent learning English ranged from two to three years. No
students had lived in English speaking countries, and they all received English education in
EFL classroom settings. Their English proficiency level was mid-beginner with the average
score of GTEC for students, an English proficiency test,” being 361.3 (out of 440).
According to the summary of the 2006—2008 test administration, the national average score
of junior high school students was 254 for 7th grade, 307 for 8th, and 393 for 9th. Given
these figures, as well as the fact that students of this study were in the first month of the 9th
grade year, their English ability was considered to be slightly higher when compared with
that of most Japanese secondary students.

Their counterpart was a male American NS, who served as students’ tutor of the project.
He was an English teacher in California, USA, aged around 30, an MA holder in TESOL,
and had teaching experiences in both ESL (US) and EFL (Japan). He had met none of the
students before, during or after the project. He revealed his career as an English teacher and
participated in the project pseudonymously. He was prior informed of the purpose of the
study.

3.2.2 Procedures

The e-mail exchange project was one part of the course work in the author’s elective
CALL (Computer-Assisted Language Learning) class. The class met once a week, with a
90-minute time slot. Both Japanese students and the NS tutor used webmail accounts the
author had created in advance. At the outset of the course, students were given a 90-minute
workshop to practice sending and receiving e-mail to ensure that they possessed the
computer skills needed to carry out the project. Once the project began, most of the class
time was used for e-mail exchanges. Students were also allowed to work out of class, such as
in the school’s PC lab or on home PCs.

The author anticipated, based on his extensive experience as a CALL instructor, that a
key-pal project would, without a specific purpose (i.e., topics to discuss), end in just a small
number of exchanges of self-introduction, and thus he determined several topics in advance
for the e-mail discussion. The topics included social and school problems (e.g., illegal
parking, smoking in public, and juvenile delinquency), which were considered to be common
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concerns in both Japan and America, and therefore expected to facilitate the participants’
meaningful communication that FonF premises.

At the same time, 60 topic-related keywords were predetermined, and the author asked
the NS to provide all the keywords at least once to each student while discussing the
designated topics shown above. The objective of this treatment was to reduce the influence
that varied vocabulary level used in the NS’s e-mail text may have on each student’s task
performance. In addition, a receptive vocabulary test presenting these words was developed
for the course grading purpose, and administered before and after the e-mail project (pretest
and immediate posttest, respectively). The test included all the 60 topic-related keywords.
Students were told to give a literal Japanese translation for each word,® and a correct
response was credited with one point (see Appendix for the test). Students were instructed
that the project objectives were to have English communication with the NS, discussing the
above social problems to seek a solution to each problem, but no explicit explanation was
made about the purpose of the receptive vocabulary test.

The e-mail project lasted six weeks between the first and the last e-mails students sent
to the NS. During the project period, students were told to maintain at least one e-mail
exchange per week (i.e., more than six exchanges during the project) and produce over 100
English words every time. As a result, all the students had six or more e-mail exchanges
(sending 6.8 replies on average), and students and the NS wrote 108.1 and 128.1 words on
average, respectively.

3.2.3 Data Collection and Analysis

The data on students’ attention to L2 linguistic items were collected in two steps. Firstly,
when students received an e-mail from the NS, they were told to print out the document and
read it. While they were reading the NS’s message (i.e., processing L2 input), the instructor
asked them to draw circles on linguistic items, either a single word or a chunk of words, or a
grammatical construction, which they noticed. In doing this, students were free to access any
reference such as dictionaries, classmates, or the instructor, to search the meaning of
unknown words or to seek assistance to understand the message. When students finished
reading and comprehending the whole e-mail message, the marked documents were copied
and saved as a data with their consent.

Secondly, immediately after each round of e-mail exchange, the author had oral
interview sessions with each student in order to obtain detailed reflections about his attention
to L2 items.” In the sessions, a stimulated recall method (Gass & Mackey, 2000) was
employed, where the author, showing the copied e-mail document to the student,
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reconfirmed the linguistic items the student had noticed, and attempted to elicit any thought
about each L2 property. According to Jourdenais (2001), these verbal reports (i.e., protocols)
collected from learners immediately after the language task can be utilized for protocol
analysis, which affords researchers a means of observing each individual learner’s attention
to or awareness of linguistic input. In this study, students’ verbal protocols were analyzed to

categorize linguistic items students had noticed and identify what instigated their attention.

4 Results
4.1 Attention to L2 Forms

A total of 1,305 reflections were collected from the interview sessions and categorized
by the coders. Since the focus of this study was limited to linguistic forms that learners
noticed in processing the NS’s L2, reflections concerning nonlinguistic issues (e.g., cultural
findings) were excluded from the analysis, leaving 1,297 items to be focused on in this study.
This data set answers the first research question: Do EFL students notice linguistic forms in
L2 input?

For the second part of the research question (i.e., what linguistic aspects do they
notice?), L2 items students had noticed were coded into three categories of linguistic forms
(i.e., vocabulary, grammar and spelling). In order to determine the reliability in the
classification, a second rater coded a random 10.8% of the data (140 protocols).® As a result,
the agreement rate was 86%. Frequency of the data in each category was then tallied to
examine the distribution across the linguistic forms. Table 1 presents a summary of the

frequencies and percentages of students’ attention to each form.®

Table 1

Frequencies and Percentages of Noticing

Linguistic forms n % Frequencies per student (N = 9)
Vocabulary 1,262 97.3 140.2
Grammar 33 25 3.7
Spelling 2 0.2 0.2
TOTAL 1,297 100.0 144.1

Table 1 shows that students noticed linguistic form in L2 input, but the vast majority of

students’ noticing was targeted at vocabulary (1,262; 97.3% of the total number of noticing).
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Table 1 also shows that students paid less attention to grammar and spelling (33 and 2,
respectively). These results answer the second research question: EFL students’ attention to
L2 forms is mostly directed to vocabulary, but not grammar and spelling.

Further analysis of the students’ verbal protocols yielded several findings that give
detailed accounts of their attention to L2 forms. These are subsequently reported in terms of
attention to vocabulary, grammar and spelling.

4.2 Attention to Vocabulary

Students’ verbal protocols showed that most of the vocabulary items they noticed were
unknown words that caused difficulties in understanding the meaning of the NS’s e-mail text
(1,224; 97% of the total number of noticed words). Students reported that when they
encountered unfamiliar lexis, they resorted to various resources, such as using dictionaries,
and asking classmates or the course instructor, in order to fully comprehend the NS’s
message. It is thus possible to conclude that in e-mail-mediated FonF activities, EFL
students’ main linguistic focus is vocabulary, and most of their attention to it is instigated
when they have difficulties in understanding the meaning of the words.

This study, however, also found that students’ substantial attention to vocabulary and
their considerable efforts to study the meaning of each word had not necessarily led to its
successful learning, which was shown in an ad hoc examination on the vocabulary retention.
For this examination, a receptive vocabulary test that was originally developed with the
purpose of course grading was employed (see 3.2.2 and Appendix for the details about the
receptive vocabulary test).

In this analysis, a total of 27 keywords that all the students had not scored on the pretest
but had reported they had noticed in the NS’s message were selected as the target words and
examined. On the day of the project closing, immediate posttest (IP) that included 60
topic-related keywords was administered, and students’ scores were calculated to see if they
had memorized the meaning of the 27 target words. Then, delayed posttest (DP), which also
presented the identical 60 topic-related keywords, was administered approximately two
months after the project in order to see how much of the vocabulary students had scored in
the IP was retained.™

As the purpose of DP was to examine the retention of vocabulary knowledge they had
gained in the project, target words that students did not score on IP were eliminated from this
analysis. The average scores and each student’s scores of the IP and DP, as well as the
retention rate between these tests are shown in Table 2.
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Table 2
Results of Immediate & Delayed Posttests and the Retention Rate

Students A B C D E F G H 1 M SD
Immediate Post-test (IP) 13 9 1 11 10 16 9 15 11.67 33
Delayed Post-test (DP) 2 2 7 3 0 2 10 4 8 4.22 3.8
Retention rate (%) 15 22 64 27 0 2 63 44 53 36

Note. Max. = 27, Min. = 0.

On the IP, students memorized 11.67 words on average (43% of the 27 target words),
and on the DP they remembered 4.22 of the words they gained in the IP. Therefore the
retention rate was 36% (4.22 out of 11.67 words). These figures were fairly small, and it thus
seems plausible to say that EFL students notice a great amount of vocabulary, but its learning
takes place only in small quantities.

4.3 Attention to Grammar

A detailed examination of verbal protocols showed that the grammatical items students
of this study noticed were all previously-learned grammar rules, such as passive voice,
to-infinitive, gerund, and indefinite articles. In contrast, no attention was paid to
yet-to-be-learned structures (e.g., subjunctives, relatives, indirect questions). It might be that
EFL students are likely to notice already-learned grammatical structures in e-mail-based
communicative activities.

Protocol analysis also revealed that a large portion of the grammar-attended comments
(27 out of 33) were provided by two particular students (Students C and G), who were also
distinct in their high retention rate shown in the post-project vocabulary test (64% and 63%,
respectively; see Table 2). The author was informed by the head of the English department of
the school that these students were pursuing independent studies to prepare for out-of-school
tests, such as STEP, a highly regarded English proficiency test,™* or an entrance exam for a
more academic-bound high school. The department head added that no other students of this
study undertook such independent studies outside school.

An informal interview the author conducted immediately after the DP administration
found that Students C and G had deliberately studied the NS’s e-mail text. Student C, who
was preparing to take the pre-2" grade of the STEP test,'? referred to the grammatical items
he noticed in the NS’s e-mail text and said,
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These grammar points naturally attracted my attention, for | had studied them
repeatedly on the STEP textbook. It was good to see them again in the e-mail
project because | could review them.*

Student G, who was aiming to pass the entrance exams for a prestigious high school, also
said that encountering the already-learned grammar items in the NS’s authentic text was
beneficial to him in terms of confirming and reinforcing his grammar knowledge for the
upcoming test.

The protocol data collected in the interview sessions also revealed that Students C and
G utilized the e-mail project to develop their vocabulary. Student G said,

In reading the NS§ e-mail, | found some difficult words the NS wrote often
appeared in my cram school 5 textbook.** I thought 1 should study the e-mail text
more carefully and learn as many words as possible.

He said that he had created his own vocabulary list of the words he found in the e-mail text
so that he would subsequently review them for the entrance exams. Student C mentioned that
he left word glosses on the e-mail document, and studied them several times even after the
exchange was over because he thought these words might appear in the STEP test he would
take.

Given these comments, the two students’ willingness to succeed in their targeted exams
seemed to have affected their grammar-directed attention and the retention of the meaning of
the words they had noticed during the e-mail project. This issue is further discussed in the

discussion section.

4.4 Attention to Spelling

All the reported attention to spelling (2 counts; see Table 1) was generated by one
student (Student B). He found the spelling of the words provided by the NS differed from the
ones that the student had written in his previous e-mail. This cognitive process is regarded as
noticing the gap, but as it is out of scope of this study, this issue is not further discussed here.

5. Discussion

As was illustrated in Table 1, the main linguistic aspect of the students’ attention was
vocabulary that hindered their comprehension of the e-mail message, which corresponds to
previous studies (Blake, 2000; Leeser, 2004). While conscious attention to linguistic items is
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believed to promote L2 learning (Ellis, 2008; Ellis et al., 2001; Schmidt, 1990, 1994), some
studies have suggested that learners learn a very small proportion of L2 input that they
noticed (Hulstijn, Hollander, & Greidanus, 1996; Stockwell & Harrington, 2003). The result
of the post-project vocabulary test of the present study also supports the contention of these
studies.

There were, however, two students in this study who showed a considerably high
retention rate of the target words. They also demonstrated a higher degree of
grammar-directed attention than other students did. The interview data revealed that these
students had studied the NS’s e-mail text in depth with out-of-school tests in mind, such as
the STEP test and a rigorous entrance exam for a prestigious high school. It was thus
considered that these students’ heightened sensitivity to L2 linguistic forms and successful
vocabulary learning had been generated by their intentional learning attitudes. In other words,
they might have regarded the NS’s e-mail text as a valuable L2 learning resource, not as just
a medium for L2 communication that other students seemed to have perceived. They then
deliberately picked up and learned unfamiliar words, and confirmed already-learned
grammatical structures with the strong intention to be successful in the targeted exams.

These findings imply that, in an EFL environment such as Japan where L2 use is not
daily, students, especially beginners, might be less motivated than ESL learners to
intentionally pick up grammatical structures and learn vocabulary from L2 input during
regular communicative activities. It is then postulated that, in conducting e-mail-mediated
FonF in EFL classrooms, making interventions of any kind, such as test administration, to
make the learning condition intentional, rather than incidental, might be desirable. In other
words, EFL students, feeling obliged to be alert to L2 linguistic items, would be more

provoked to attend to grammar and learn vocabulary in e-mail FonF activities.

6. Conclusion and Issues for Further Study

This study confirmed the results of the past studies: (a) in e-mail-based FonF activities,
young Japanese EFL students noticed L2 forms in the NS’s text; (b) students’ main focus was
on vocabulary that caused difficulty in understanding the meaning of the message; and (c)
noticed vocabulary was not necessarily retained after the project. This study also yielded
several other findings. For example, students’ grammar-directed attention was paid
exclusively to previously-learned grammar rules, but not to new structures. The most
intriguing result of the study is that most of the grammar-attended comments were provided
by two particular students, who carefully studied the NS’s e-mail text in an attempt to

reinforce their L2 knowledge for their targeted exams.
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Based on these findings, the author suggests that some kinds of intervention by the

teacher might be necessary for EFL students to raise their attention to linguistic forms while

primarily engaged in L2 communicative activities. It is thus recommended that future study

be conducted on the effects of such intervention in e-mail-mediated FonF.

Notes

1.
2.

In this article, the terms attend (attention) and notice (noticing) are used interchangeably.
The FonF research that investigated adult FL learners’ noticing and L2 learning include
Loewen and Reissner (2009), Meskill and Anthony (2007), and Stockwell and Harrington
(2003).

. Although most of the past studies took the term form to refer exclusively to grammar, Ellis

et al. (2001) argued that linguistic features that FonF refers to include vocabulary as well.
They suggested that when the focus is on vocabulary, learners temporarily step out of the
meaning-focused activity in order to treat the lexical items as objects whose meanings can
be learned. The author thus regards explicit attention to the meanings of particular lexical
forms (i.e., form-meaning mappings) as FonF in the context of meaning-focused activity.

. In this school, all students are admitted on passing a competitive entrance exam, which

consists of national language (i.e., Japanese), math and science, but not English.

. GTEC (Global Test of English Communication) for students is an English proficiency test

widely administered in secondary schools in Japan. It was developed by Benesse
Corporation, with the main focus on assessing the English communication skills of
Japanese students at secondary level. Students of this study took the CORE level of the
test (score range: 0—440, official test reliability: o = 0.752—0.791).

. Among various aspects of word knowledge such as form, functions, collocations and so on

(Nation, 2001), this study addresses the meaning aspect (i.e., L1 translation).

. The interviews were conducted in the students’ L1, their stronger language.

. Loewen & Philp (2006) suggested 10% as a minimal, acceptable subsample to use for

inter-rater reliability coding.

. Due to the small sample size, the present study does not calculate inferential statistics, but

presents descriptive statistics with illustrative examples from protocol data.

10. Pretest, and both immediate and delayed posttests presented the identical 60 words in a

different order from one another to reduce test-takers’ memory effect.

11. STEP (Society of Testing English Proficiency), also known as Eiken, is an English

proficiency test widely acknowledged in Japan. It has seven levels, and at each level,

examinee’s proficiency is assessed with a written test and an oral interview.
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12. The pre-2" grade of the STEP test is designed to set for the 10" graders, which is one
grade level above the students of the present study.

13. English translations used in this and subsequent interview quotations are author’s.

14. Cram school, as known as juku, is a private school where a lot of Japanese secondary
school students attend to prepare for school exams by way of an accelerated curriculum.
Student G of this study attended a cram school to prepare for the entrance exams of his
targeted high school.
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Appendix: Receptive Vocabulary Test [English Translation added]
Receptive Vocabulary Test
NAME

INTNOEEBOARBEREZELIV, [N)ITBH. VB [ad][EHERAERLET .
[Write the Japanese definition of the English words provided below. The symbols [n], [v],
and [adj] represent noun, verb, and adjective, respectively.]

1 addiction [n] 31 mental [ad]]
2 alcohol [n] 32 misbehavior [n]
3 ambulance [n] 33 parking [n]
4 annoying [ad]] 34 pedestrian [n]
5 behavior [n] 35 permit [n]
6 boring [adj] 36 pet peeve [n]
7 bother [v] 37 physical [ad]]
8 bug [v] 38 polite [adj]
9 butt [n] 39 precious [ad]]
10 cheating [n] 40 privacy [n]
11 complain [v] 41 public [ad]]
12 confused [ad]] 42  punishment [n]
13 criminal [n] 43 refuse [v]
14 disagree [v] 44 reply [n]
15 disorder [n] 45  rude [adj]
16 drop out [v] 46 shoplifting [n]
17 drug [n] 47 smell [v]
18 dye [v] 48 social [adj]
19 environment [n] 49 solution [n]
20 fluorescent marker [n] 50 spit [v]
21 guilty [n] 51 stapler [n]
22 hesitate [V] 52 stationery [n]
23 idle [adij] 53 suspended [adj]
24 illegal [n] 54 tow [v]
25 immediate [adij] 55 traffic jam [n]
26 interrupt [v] 56 transportation [n]
27 juvenile delinquency  [n] 57 truancy [n]
28 lazy [ad]] 58 upset [ad]]
29 liquor [n] 59 valuable [ad]]
30 mechanical pencil [n] 60 weird [adj]
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1. Introduction

Fluency and accuracy are constructs used in the assessment of L2 performance together
with complexity. As Housen and Kuiken (2009) point out, these constructs are widely used
in SLA research: task performance among L2 learners is often evaluated in terms of
those three features (e.g. Ahmadian & Tavakoli, 2011; Mehnert, 1998; Skehan & Foster
1999; Tavakoli & Skehan, 2005; Yuan & Ellis, 2003).

Some studies provide empirical supports for the use of these constructs to
evaluate spoken performance. For example, Skehan and Foster (1999) report that
the three features mentioned above show no correlation with each other and that they
are independent. Mehnert (1998) reports that the results of factor analysis of
temporal measures are loaded on three factors, which can be interpreted as fluency, accuracy,
and complexity.

At the same time, it has been pointed out that there should be a trade-off between
those three constructs due to limited attentional resources. In other words, fluency, accuracy,
and complexity are supposed to compete for limited attentional resources, and, consequently,
the level of each construct can rise only at the cost of the others. For example, Skehan and
Foster (1999) state that “the central issue is that learners cannot attend to everything equally:
Attentional limitations mean that to focus on one area may well be to reduce the probability
that some other area can also be the target of attention” (p. 96).

Skehan (2009) further states that fluency and accuracy are linked to the formulation
stage of Levelt’s model of speech production (1989), while complexity is linked to
the conceptualization stage. This suggests that fluency and accuracy may compete with each
other for the limited attentional resources in the same stage of cognitive processing. Yuan
and Ellis (2003) also argue that the primary competition involves fluency and accuracy,
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while Ginther, Dimova, and Yang (2010) state that “in studies of L1 and L2 acquisition,
pause phenomena are usually associated with planning and often classified with concomitant
grammatical features of speech” (p. 384). Considering that fluency and accuracy are linked
to the same stage of cognitive processing and that pause phenomena are usually associated
with planning, it can be expected that fluency and accuracy will compete with each other for
the attentional resources needed for online planning during pauses. Thus, measures related to
pauses should play a key role in determining the trade-off relationship between fluency and
accuracy.

The present study investigates the role of pauses in determining the relationship
between fluency and accuracy. Several measures of fluency were used, including
pause frequency, mean pause time, phonation time—total time ratio (henceforth,
phonation—time ratio), and mean phonation time. Grammatical accuracy was measured in
terms of the correct tense usage for main and auxiliary verbs.

2. Literature Review

Although it is generally believed that there is a trade-off between fluency and accuracy,
the nature of that relationship has not yet been fully clarified since results reported so far
have been rather inconclusive. Kormos and Denis (2004) report a positive correlation
between fluency and accuracy in a study investigating which temporal measures are good
predictors of human ratings. Investigating the performance of Japanese high school students,
Ano (2002) reports no correlation between fluency and accuracy. Skehan and Foster (1999),
as a side point in a study investigating the effects of task structures on task performances,
argue fluency and accuracy measures show no correlation. Further, Ahmadian and Tavakoli
(2011) conducted a study on the effects of pre-task planning and online planning, and found
a negative relationship between fluency and accuracy. Yuan and Ellis (2003) argues for
the existence of a trade-off between fluency and accuracy in a study investigating the effects
of pre-task planning and online planning. The results of the study, however, fall short of
providing statistically significant evidence to support their claim.

In order to investigate the relationship between fluency and accuracy, definitions and
measures need to be clarified in the first place. To begin with, there are several definitions of
fluency, and no full consensus on which is best (Segalowitz, 2010). Thus, it is very important
for a study to make clear what type of fluency is being investigated.

There are various definitions of fluency. For example, Lennon (1990) categorizes
fluency into narrow-sense and broad-sense fluency: in the broad sense, “fluency appears to
function as a cover term for oral proficiency” (p. 389) and in its narrow sense, “fluency in
EFL refers to one, presumably isolatable, component of oral proficiency” (p. 389). Lennon
(2000) further suggests that “the narrow sense constitutes a lower-order fluency,
while the broad sense represents a higher-order fluency” (p. 25). Kormos and Denis (2004)
suggest that wider sense of fluency that comprises accuracy might be equivalent to Lennon’s
higher-order fluency.

Narrow sense fluency is much easier to study than broad sense fluency because it can
be assessed using temporal measures such as speech rate and pause frequency.
Broad-sense fluency is much more difficult to handle because it covers a much wider
range of aspects of speech, since it needs to correspond to over-all proficiency.

Another example is that of the definitions proposed by Fillmore (2000), according to
whom there are four kinds of fluency: “the ability to talk at length with few pauses,
the ability to fill time with talk”(p. 51); “the ability to talk in coherent, reasoned, and
‘semantically dense’ sentences”(p. 51); “the ability to have appropriate things to say in
a wide range of contexts”(p. 51); and “the ability some people have to be creative and
imaginative in their language use, to express their ideas in novel ways, to pun, to make up
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jokes, to attend to the sound independently of the sense, to vary styles, to create and build on
metaphors, and so on” (p. 51).

Beside the definitions above, definitions exist that categorize fluency in terms of
domains. According to Segalowitz (2010), there are three domains of fluency: (a)
cognitive fluency, or fluency of cognitive processing; (b) utterance fluency, or fluency of
actual utterances that are measurable by temporal measures such as speech rate; and (c)
perceived fluency, which is fluency as perceived by listeners.

There are some advantages to studying utterance fluency over the other types. First,
utterance fluency is measureable using temporal measures, which are highly objective and
easy to handle. Second, utterance fluency provides clues to investigating cognitive fluency.
Cognitive fluency cannot be directly measured because it is the cognitive processing that
takes place in the brain. However, the cognitive processing can reveal itself through
the features of utterance fluency. Analysis of utterance fluency helps understand
cognitive processing of speech, as seen in Towell, Hawkins and Bazergui (1996). For
example, Towell et al. adjust Levelt’s model (1989) and try to explain the longer mean
length of run that accompanies the development of fluency. Skehan (2009) applies Levelt’s
model to an explanation of the fluency, accuracy, and complexity of speaking task
performances.

Another advantage is that measures of utterance fluency act as predictors of perceived
fluency. This is seen, for example, in work by Lennon (1990), who compares a wide range of
fluency measures with ratings by human raters. According to him, changes in
the temporal measures such as increased speech rate and reduction of
pause time are associated with improvements in perceived fluency. Kormos and Denis
(2004) report that speech rate, mean length of utterance, phonation-time ratio, and
the number of stressed words produced per minute all show correlations with human rating
scores, which are a measure for perceived fluency. According to Kormos and Denis,
the number of filled and unfilled pauses does not influence perceptions of fluency. Finally,
Ginther et al. (2010) report that speech rate, articulation rate, and mean syllables per run
show positive correlations with proficiency judgments by raters, and measures related to
silent pauses show negative correlations with proficiency judgments by raters. Considering
all these advantages above, studying utterance fluency can be expected to bring about
fruitful results and insights.

There are various measures for fluency. For that reason, fluency is referred to as being
multi-dimentional. This multi-dimentionality makes it difficult to compare results from
different studies. Thus, it is important to make it clear which measures are used. According
to Tavakoli and Skehan (2005), there are three groups of measures for fluency: measures of
(a) breakdown fluency, including length and number of unfilled and filled pauses, and
total amount of silence; (b) speed fluency, which comprises speech rate, articulation rate,
amount of speech, time ratio, and length of run; and (c) repair fluency, including
reformulation, replacement, false starts, and repetition of words or phrases. Ginther et al.
(2010) introduce measures for fluency in three categories: temporal measures of quantity,
temporal measures of rate, and temporal measures of pausing.

Measures for breakdown fluency and those for speed fluency are closely interrelated.
For example, longer pauses or more frequent pauses mean a lower speech rate. However,
measures for repair fluency do not directly interrelate with the other groups of measures. In
addition, the literature generally indicates that speed fluency and breakdown fluency reflect
perceived fluency well (Ginther et al., 2010; Iwashita, Brown, McNamara, & O’Hagan,
2008; Kormos & Denis, 2004; Lennon, 1990; Riggenbach, 1991). Thus, it is preferable to
use breakdown fluency and speed fluency together.

The definition of accuracy, in comparison to that of fluency, is rather simple. In general,
making fewer errors indicates higher accuracy. Skehan and Foster (1999) define accuracy as
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“the ability to avoid error in performance, possibly reflecting higher levels of control in
the language, as well as a conservative orientation, that is, avoidance of challenging
structures that might provoke error” (p. 96). This definition makes no distinction between
errors and mistakes. Errors are systematically incorrect usages of grammar, such as constant
omission of the third person singular -s. In contrast, mistakes are incorrect
grammatical usages that can be attributed to temporary lapse of the tongue. However, it is
difficult in practice to distinguish between errors and mistakes, and thus, it is
more practical to treat them together in defining accuracy.

There are two types of measures widely used for accuracy. General accuracy measures
consider all grammatical errors (Iwashita et al., 2008; Kormos & Denis, 2004; Mehnert,
1998; Skehan & Foster, 1999), while specific accuracy measures focus on one specific
grammatical feature such as the verb tense (Ellis, 1987; Iwashita et al., 2008; Mehnert,
1998).

Mehnert (1998) argues that general accuracy measures are preferable to specific ones
because they are more sensitive. However, there should be a careful consideration of the kind
of accuracy measures to be used based on the goal of a study and on whether it is
more important to assess interlanguage accuracy or the influence of attentional resources on
accuracy. General accuracy measures include systematic incorrect usages attributable to
the interlanguage of the speaker in question, while specific accuracy measures can detect
temporary incorrect usages—in other words, a lapse of the tongue attributable to insufficient
allocation of attentional resources to accuracy. Thus, if a study involves attention to
concurrent aspects of language such as task performance under different task conditions or
varying allocations of attentional resources, then carefully chosen specific accuracy
measures will be more suitable since focusing on an appropriate grammatical feature can
minimize the effects of constant errors that derive from participants’ interlanguages.

Since this study focuses on the role of pauses in the trade-off relationship between
fluency and accuracy, it is necessary to mention pauses here. Many types of
online processing take place during pauses. For example, Towel, Hawkins, and Bazergui
(1996) argue that “different patterns of pausing may indicate difficulties in
the conceptualizer or it may indicate the difficulties in the formulator (either in formulating
the syntax, the morpho-phonology, or in accessing lexicon) or in both” (p.93). Skehan (2009)
states that native speakers “seem to regard AS boundaries as a natural place for
online planning” (p.514) and non-native speakers are “required to handle unforeseen
lexical choices” (p.514) during mid-clause pausing. According to Tavakoli (2010), pauses
followed by repetitions or replacements are associated with information processing load,
pauses before reformulation are associated with the attempt to change the structure, and
some pauses are associated with online planning. These arguments suggest that speakers
are engaged in a variety of processing activities that require attentional resources during
pauses, including conceptualization and formulation. Therefore, it is natural that there exists
a competition for limited attentional resources during pauses. In addition to that, Yuan and
Ellis (2003) point out that the primary competition exists between fluency and accuracy
because “learners engage in the kinds of cognitive activities that contribute to more complex
construction” (p.23) during either pre-task planning or online planning. In other words,
learners always require attentional resources to conceptualize what they want to say, and
fluency and accuracy compete for the remaining attentional resources.

3. Method
3.1. Purpose

The present study was conducted in order to confirm the presence of a trade-off
relationship between fluency and accuracy and to investigate the role of pauses in that
relationship. The focus is on utterance fluency in the narrow sense because this type of
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fluency can be easily captured using objective temporal measures. The hypothesis is as
follows: Fluency measures related to amount of pausing show a trade-off relationship with
accuracy.

3.2. Definitions of fluency and accuracy

The idea of narrow-sense fluency (Lennon, 1990) is adopted, and fluency is defined as
rapid and smooth real-time language use in the present study. Accuracy is defined as
real-time language use without specific grammatical errors in the present study, with a focus
on grammatical accuracy.

3.3. Measures of fluency and accuracy
3.3.1. Measures of fluency

Pauses, pause occurrences, number of syllables, and total speech
time are essential elements for measuring fluency and should be defined with clarity. Table 1
shows their definitions.

Table 1
Definitions of pauses, pause occurrence, syllables, and total speech time
Feature Definition
Unfilled pause Silence that lasts 500 ms or longer.
Filled pause Non-word sounds such as ah, ek, and mm.

Pause occurrence A single unfilled or filled pause, or a succession of unfilled and filled
pauses.

Syllable In addition to the normal sense of syllables, consonants
unaccompanied by a vowel are considered meaningful when they
are part of a repetition, and counted in together with syllables.

Total speech time Time length of speech from the onset of the first
meaningful utterance to the end of the last meaningful utterance,
including repetitions, restarts, and reformulations. The preset
sentence at the beginning of speech is excluded.

In the earlier literature, different thresholds were used for pauses, ranging from 200 ms
to one second (Foster & Skehan, 1996; Ginther et al., 2010; Hilton, 2009; Iwashita et al.,
2008; Kormos & Denis, 2004; Lennon, 1990; Riggenbach, 1991; Tavakoli, 2010; Towell et
al., 1996). In the present study, S00 ms or more of continuous silence was considered to
be an unfilled pause. This definition was adopted because the lower threshold of 200 ms
resulted in pauses that divided participants’ speech into one- or two-word chunks, whereas
the higher threshold of one second resulted in too few or even no pauses for
some participants. All non-word sounds such as u#, eh, and mm were considered to be filled
pauses. A single unfilled or filled pause, or an uninterrupted succession of either or both, was
counted as one pause occurrence in the present study. This definition was adopted because it
seemed unreasonable to count a succession of pauses as three pauses, for example, just
because of a short filled pause inserted between two unfilled pauses.

A syllable normally contains a vowel. In the present study, however, a consonant
unaccompanied by a vowel was considered to be a meaningful consonant if the intended
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word was predictable in repetitions. For example, the single s sound in “They s... said” is
counted as one syllable. This definition was adopted because the present study focuses on
utterance fluency and grammatical accuracy rather than the quality of pronunciation.

Total speech time is the time length of speech from the onset of the first
meaningful utterance to the end of the last meaningful utterance, including repetitions,
restarts, and reformulations. Participants were instructed to start their speech with a preset
sentence: this preset sentence was excluded.

Measures of fluency are defined by using pauses, pause occurrences, syllables and
meaningful consonants, and total speech time, under the definitions mentioned above.
Table 2 shows definitions of the fluency measures used in the present study. Focusing on
utterance fluency (Segalowitz, 2010), the present study used temporal measures for fluency:
speech rate, articulation rate, phonation—time ratio, mean length of run, mean phonation
time, mean pause time, and pause frequency.

Table 2
Measures of fluency
Measure (unit) Definition of the measure
Speech rate (syllables/s) Total number of syllables and meaningful consonants

divided by total speech time.

Articulation rate (syllables/s) Total number of syllables and meaningful consonants
divided by total time used for sound production.

Phonation—time ratio Ratio of total time used for sound production to
total speech time.

Mean length of run (syllables)  Total number of syllables and meaningful consonants
divided by total number of runs.

Mean phonation time (s) Total time used for sound production divided by
total number of phonations.

Mean pause time (s) Total pause time divided by total number of
pause occurrences.

Pause frequency (/s) Total number of pause occurrences divided by
total speech time.

Speech rate and articulation rate represent the speed of sound production. The only
difference between the two measures is that speech rate includes pause time, whereas
articulation rate does not.

A speech is a chain of uttered words (or syllables) and pauses as illustrated in
Figure 1. Each chunk of meaningful words and/or syllables separated by pauses is called
a run. The time used to utter a run is called phonation time from the viewpoint of sound
production. As shown in Figure 2, mean length of run represents the average length of run
expressed in terms of the number of syllables, whereas mean phonation time represents
the average length of phonation expressed in terms of time. Average length of pause is called
mean pause time.
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Run Run Run

Next day, they bought a new computer.
Phonation | Pause Phonation Pause Phonation
—_——
Speech Time

Figure 1. Conceptual diagram of run, phonation, and pause.

Mean Length of Run (syllables)

ﬂAverage
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Run Run Run

Next day, they bought a new computer.

Phonation Phonation Phonation Pause Pause
— — o J
gl v~
ﬂAverage ﬂ Average
Mean Phonation Time (seconds) Mean Pause Time (seconds)

Figure 2. Conceptual diagram of mean length of run, mean phonation time, and mean
pause time.

3.3.2. Measures of accuracy

With a focus on specific accuracy, accuracy was measured using ratio of correct
tense usage to total verb usage (henceforth, ratio of correct tense usage), which was defined
as the ratio of the number of main and auxiliary verbs used in the correct tense to
the total number of verbs and auxiliary verbs, as is shown in Table 3. This measure was
chosen for two reasons. One reason is that tense usage may draw attention from participants
who are instructed to explain a story in the past tense. Thus, ratio of correct tense usage is
expected to reflect the allocation of attentional resources to accuracy. The other reason is that
general accuracy measures are not suitable for studies of the trade-off relationship
where participants may systematically make grammatical errors such as constant omission of
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indefinite articles. Systematic errors derive from the interlanguage of participants; thus, they
are not related to allocation of attentional resources, which is what is assumed to
cause the trade-off relationship. However, general accuracy measures count these systematic
errors, which may make it difficult to detect the trade-off relationship between fluency and
accuracy. Thus, carefully chosen specific accuracy measures are preferable for the purpose of
the present study. The specific accuracy measure, which focuses on verb tense, is used in
the present study because it is unlikely that lower-advanced learners of English will have an
interlanguage where verb tense usage is constantly neglected.

Table 3
Measure of accuracy

Measure Definition of the measure

Ratio of correct tense usage  Ratio of number of verbs and auxiliary verbs in correct
tense to total number of verbs and auxiliary verbs.

3.4. Participants

A total of 17 volunteers—four males and 13 females—participated in the experiment.
They all agreed to allow the data to be statistically processed and used for the study. They
were Japanese learners of English between ages of 19 and 48. Further, these participants
were lower-advanced learners with TOEIC scores ranging from 730 to 860, all falling into
the Level B category of TOEIC qualification. This level was selected based on the TOEIC
proficiency scale (Proficiency Scale, n.d.). According to the proficiency scale, learners with
Level B qualification vary in fluency and accuracy. This implies the likelihood of fluctuation
in the fluency and accuracy of these learners. The participants received ¥3,000
(approximately US$30) in remuneration, as well as actual transportation expenses, after
the experiment, but were aware that they would receive these funds prior to the experiment.
All participants received a brief explanation of the study prior to the experiment.
The explanation, however, did not include the information that the focus of the study was
the relationship between fluency and accuracy because being aware of that focus could affect
the experimental results. Further more detailed explanation was provided after
the experiment if desired by the participant.

3.5. Task

Picture sequences were used to elicit speaking task performance in the present study
because storytelling tasks based on a sequence of pictures, or narrative tasks, are often used
to elicit utterances for task performance assessment (e.g. Ellis, 1987; Foster & Skehan, 1996;
Ginther et al., 2010; Kormos & Denis, 2004; Lennon, 1990; Tavakoli & Skehan, 2005; Yuan
& Ellis, 2003).

Participants were instructed to tell a story based on a three-picture sequence and
a sentence printed above the pictures. The sentence provided basic information about
the story, such as the setting and the names of the characters. One by one, participants
were engaged in the task in a quiet room in the presence of the experimenter. Participants
were asked to explain the story to the experimenter without showing him
the picture sequence, and to assume that the experimenter did not know the story.

3.6. Procedures

Tables 4 shows the procedure employed. The experiment consisted of three steps:
warm-up, task practice, and the main task. The procedure was explained to participants prior

48



to the experiment.

Table 4
Procedures of the experiment
Section Activity
Warm-up (1) Read an English passage silently for 20 seconds.
(2) Read the passage aloud.
Task practice (1) Look at a picture sequence and a sentence for 20 seconds,
comprehend the story.
(2) Starting with the provided sentence, explain the story in the past
tense. The same picture sequence was given for all participants.
Main task Same as above except that one of three sets of picture sequence and

sentence was randomly assigned to each participant.

During the warm-up, participants were given 20 seconds to read a 62-word English
passage, and then read the passage aloud. During task practice, participants were instructed
to look at a picture sequence and a sentence printed above the picture sequence for 20
seconds in order to comprehend the story. They were told not to show the picture sequence to
the experimenter and to assume that the experimenter did not know the story. They were then
instructed to explain the story depicted, in the past tense, within four minutes starting with
the sentence shown above the picture sequence. The same stimulus was used for
all participants. The directions were provided in Japanese, as follows: “Please look at
the pictures and the sentence above them. You have 20 seconds to comprehend the story.”
“Now, please explain to me what happened in the story, in the past tense. Start with
the sentence above the pictures and finish your speech within four minutes.”

The main task was basically the same as the practice task, except that one of three sets
of picture sequence and sentence was randomly assigned to each participant in order to
combat topic effects on the participants’ performances. This randomizing approach was used
in the main task because, in a pilot study conducted prior to the present study, it was found
that the topic of the story presumably influenced the participant’s performance. For example,
in the pilot study, one participant claimed that she knew little about e-learning, the topic of
one story, and could not speak very much on that topic. Another participant showed
particular affection for the dog story used in task practice, because she loved dogs.

All utterances were digitally recorded using a SONY stereo IC recorder,
model ICD-UX512, and transcribed later by the author for the analysis.

3.7. Materials

To decide on the task materials to be used, a pilot study was conducted with
three Japanese learners of English: one with a TOEIC score of 730, and the other two with
scores above 900. The 700-level participant was engaged in a storytelling task based on
a three-picture sequence adopted from an interview card used in the Society for Testing
English Proficiency (STEP) second-grade interview (Gakken Kyoiku Shuppan, 2010).
The other two participants were engaged in a storytelling task based on
a six-picture sequence adopted from International Picture Stories, a workbook published in
Europe (Timms & Eccott, 1972). In the interview after the pilot, one participant said that
the pictures, which were based on a Western-life setting, were difficult to understand. Thus,
it was decided that three-picture sequences with scenes based on daily Japanese life would
be preferable for the present study. It was also felt that the pictures should include as few
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sentences and written lines as possible out of the concern that participants might simply
resort to reading the sentences and lines aloud instead of giving interpretations in their own
words.

Table 5 shows the materials used in each step of the present study. For warm-up,
a 62-word passage was adopted from an interview card used by STEP as described above.
For task practice and the main task, four sets of three-picture sequences and sentences
were also adopted from STEP second-grade interview cards (Gakken Kyoiku Shuppan) to
elicit utterances.' Each of the four sets represented a different story. The sentence printed
above the picture sequence served as background information on the story, including who
the people in the picture sequence were and what they intended to do. Since all the sentences
started with “One day [...]” they likely functioned as a stimulus to encourage participants to
use the past tense in telling the story as well. The pictures also contained a few phrases or
sentences to help the participant comprehend the development of the story, such as “Next
day” or “This shirt will keep you warm in the cold.”

Table 5
Materials used in each section
Section Materials
Warm-up A 62-word English passage adopted from an interview card used by
the Society for Testing English Proficiency (STEP).
Task practice A three-picture sequence and a sentence giving
additional information, adopted from STEP interview cards.
Main task One of three sets of three-picture sequences and sentences adopted

from STEP interview cards.

The picture sequences for task practice and the main task were based on relatively
familiar topics. The picture sequence for task practice was about a couple who decided to
keep a puppy at their new place, while the other three stories were about a couple who
bought a warm shirt for hiking, a couple who decided to start doing e-learning, and two
colleagues who organized an office party, respectively.

All the picture sequences had a similar narrative development. In the first picture,
the characters decide to do something. In the second picture, they implement it and seem
very happy. In the last picture, however, something unexpected happens and the characters
are disappointed or confused. For example, in one of the four picture sequences,
a couple found a nice warm shirt in a catalogue and decided to buy one for the husband.
The next day, they went to a sports shop and happily bought the warm shirt in
the catalogue together with other outdoor gear. On the weekend, however, they went hiking
only to find that the shirt was too warm for the weather.

3.8. Task Conditions

Pre-task planning is reported to affect complexity, fluency, and accuracy of task
performances (Foster & Skehan, 1996; Mehnert, 1998; Yuan & Ellis, 2003). Yuan and Ellis
(2003) argue that pre-task planning enhances complexity, while online planning increases
accuracy. In addition to that, unexpected results are sometimes reported. For example, Foster
and Skehan (1996) investigated the effects of planning conditions and obtained unexpectedly
obtained higher accuracy in the undetailed than in the detailed planning condition, contrary
to their expectations.
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In an attempt to minimize the effects of uncertainty and complexity, no chance for
pre-task planning was provided in the present study. Participants had only 20 seconds to
comprehend the story. They were instructed to start talking immediately after 20 seconds. It
is safe to say that there was no pre-task planning in the present study, because it is often
the case in the earlier literature that one minute or longer is provided in a pre-task planning
condition and less than one minute for a no pre-task planning condition (Ano, 2002; Foster &
Skehan, 1996; Kormos & Denis, 2004; Tavakoli & Skehan, 2005; Yuan & Ellis, 2003).

Yuan and Ellis (2003) and Ahmadian and Tavakoli (2011) operationalized
online planning by setting a limitation on maximum speech time. In order to
determine the limitation on maximum speech time, a pilot study was conducted with
one lower-advanced Japanese learners of English with a TOEIC score of 760. The participant
was asked to explain the story immediately after he saw the picture sequence, and no limit
was set for maximum speech time. As a result, he spoke a little over three minutes. Based on
these results, maximum speech time was limited to four minutes with the intention of
pressuring participants to minimize their online planning without actually cutting off
the speech unfinished. The idea here was that, with fluency and accuracy competing for
limited attentional resources under the pressured condition, a trade-off relationship would
be expected to manifest itself more clearly.

3.9. Analysis Procedure

All utterances were transcribed by the author, including filled pauses. (See Appendix
for an example.) No pruning was conducted throughout the analysis procedures. The start
and finish times of the performances were obtained by reading the waveforms on Praat
(Boersma & Weenink, 2009), and total speech time was calculated by subtracting the start
time from the finish time. All the syllables were counted up by the author, including
repetitions, restarts, and reformulations.

All main and auxiliary verbs were checked for tense, regardless of whether they were in
a main clause or a sub-clause, including repetitions. Verbs in the past tense were counted up,
as were those in the wrong tense. To obtain an accuracy measure, the number of main and
auxiliary verbs in the past tense was divided by the total number of main and auxiliary verbs.

The obtained data were analyzed with SPSS Version 19 to obtain descriptive statistics
and Pearson’s correlation coefficients.

4. Results and Discussion

The descriptive statistics in Table 6 show that average total speech time is about 60
seconds. Phonation—time ratio is 0.64, meaning that participants were producing sounds for
64.0 percent of the total speech time. Mean length of run is 6.30 syllables, and mean
phonation time is 2.09 seconds, showing that participants spoke in about six-syllable runs
lasting for about two seconds each on average. Pause frequency is about 0.3 per second, and
mean pause time is about one second, indicating that participants paused every three seconds
for about one second on average. Ratio of correct tense usage shows a relatively
moderate mean value of 0.78. Although the speech time was limited to four minutes, no
participant actually reached the limit—thus, no speech was cut off unfinished. Data for mean
length of run, mean phonation time, pause frequency, and mean pause time indicate that
participants conducted the task without major breakdowns such as frequent occurrences of
several second-pauses. The relatively moderate mean value of ratio of correct
tense usage indicates that the accuracy measure does not suffer either ceiling or floor effects.

51



Table 6
Descriptive statistics

Measures M SD
Total speech time (s) 60.65 20.97
Speech rate (syllables/s) 1.95 0.56
Articulation rate (syllables/s) 3.01 0.38
Phonation—time ratio 0.64 0.15
Mean length of run (syllables) 6.30 3.04
Mean phonation time (s) 2.09 1.02
Pause frequency (/s) 0.32 0.08
Mean pause time (s) 1.15 0.47
Ratio of correct tense usage 0.78 0.16

Note. N=17.

In order to investigate the trade-off relationship between fluency and accuracy,
Pearson’s correlation coefficients were obtained between the measures. Table 7 shows
these correlation coefficients, from which we can see that several measures correlate with

the accuracy measure (ratio of correct tense usage or RCT). Speech rate (SR),
phonation—time ratio (PTR), mean length of run (MLR), and mean phonation time (MPH)

negatively correlate with accuracy. Mean pause time (MPA), which is a dysfluency

measure by nature, is positively correlated with accuracy. Pause frequency (PF), which is

also a dysfluency measure, shows a low positive correlation coefficient with accuracy. By
contrast, articulation rate (AR) shows little correlation with accuracy. The resulting
correlation coefficients indicate that articulation rate behaves differently from the other

fluency measures in terms of correlations with accuracy.

Table 7
Pearson’s correlation coefficient results between the measures
AR PTR  MLR _ MPH PF MPA  RCT

SR 687 903 733 578 —096  —911  —-.535
AR 314 188 —051 405 —531 —.024
PTR 849 789 —355  —889  —.678
MLR 970" —708°  —579 —s557
MPH —811 —466  —557
PF ~095 217
MPA 598

Note. SR = Speech Rate; AR = Articulation Rate; PTR = Phonation—Time Ratio; MLR =
Mean Length of Run; MPH = Mean PHonation time; PF = Pause Frequency; MPA = Mean

PAuse time; RCT = Ratio of Correct Tense usage. N =17, *p < .05, **p < .01
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The results shown in Table 7 clearly illustrate that speech rate, phonation—time ratio,
mean length of run, and mean phonation time are negatively correlated with accuracy.
Since higher values of these measures indicate higher fluency, these negative correlations
are clear evidence for the existence of a trade-off relationship between fluency and accuracy.
On the other hand, mean pause time and pause frequency are dysfluency measures in
the sense that a longer mean pause time and more frequent pauses indicate lower fluency.
Therefore, the positive correlation between mean pause time and accuracy also supports
the existence of a trade-off relationship between fluency and accuracy. Pause frequency and
accuracy show a very low positive correlation efficient. Further investigation is needed
concerning this low correlation efficient.

The negative correlations between fluency and accuracy seemingly conflict with
the results obtained by Kormos and Denis (2004). Kormos and Denis report Spearman’s rank
correlations for 16 Hungarian learners of English engaged in a narrative task, involving
the creation of a story from a cartoon strip. Contradictory to the results of the present study,
speech rate and mean length of run are positively correlated with accuracy at 0.66 and 0.67
respectively in Kormos and Denis’ study, making them conclude that “fluent
performance entails the application of efficient and accurate processing mechanisms”
(Kormos & Denis, 2004, p. 161). A possible explanation for this contradiction lies in
the proficiency level of participants. Participants are from two different proficiency levels in
Kormos and Denis’ study because the focus of the research is the search for good predictors
of fluency scores. Therefore, their study involves a developmental issue: Higher proficiency
entails more fluent and more accurate performance. On the other hand, the present study
focuses on the trade-off due to the allocation of attentional resources. All participants
are from the same proficiency level band, enabling the present study to concentrate on
the issue of attentional resources.

For further understanding of the results and in order to identify the key player that
determines the trade-off relationship, it is fruitful to clarify the relations between fluency
measures. The fluency measures used in this study can be expressed by four equations.

Phonation—time ratio and mean phonation time can be determined by pause frequency
and mean pause time. Those relations can be expressed by the following equations:

Ry =1_FPALPA’ (D
Loy = ———L;,, (2

where Rpy is phonation—time ratio, Fpys is pause frequency, Lps is mean pause time, and Lpy
is mean phonation time. Equation (1) is obtained as follows. As shown in Figure 3,
total speech time comprises total phonation time and total pause time, where the latter is
expressed as the product of the total number of pause occurrences and the mean pause time.
As illustrated in Figure 4, total speech time divided by total speech time is equal to one,
total phonation time divided by total speech time is phonation—time ratio by definition, and
total number of pause occurrences divided by total speech time is pause frequency by
definition. Thus, phonation—time ratio, Rpy, is calculated by subtracting the product of
pause frequency, Fpa, and mean pause time, Lpa, from one.

53



Total Speech Time
e —

Total Phonation Time Total Pause Time

|

Total Spgech Time
e —

Total Number of
Total Phonation Time Pause Occurrences
Multiplied by
Mean Pause Time

Figure 3. The relations among total phonation time, total number of pause occurrences, and
mean pause time.
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Figure 4. The relations among phonation—time ratio, pause frequency, and mean pause time.

Equation (2) is obtained as follows. As shown in Figure 3, total speech time comprises
total phonation time and total pause time, where total pause time is expressed as the product
of the total number of pause occurrences and the mean pause time. As illustrated in Figure 5,
total speech time divided by the total number of pause occurrences is equal to the inverse of
pause frequency. By dividing the product of the total number of pause occurrences and mean
pause time by the total number of pause occurrences, mean pause time is obtained.
Considering that the number of phonation periods and that of pause occurrences
are approximately equal with a difference of one, total phonation time divided by
the total number of pause occurrences is approximately equal to mean phonation time. Thus,
mean phonation time, Lpy, is calculated by subtracting mean pause time, Lpy, from inverse of
pause frequency, Fpsy. In sum, phonation—time ratio, Rpy, and mean phonation time, Lpy,
are expressed by pause frequency, Fps, and mean pause time, Lpa.
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Figure 5. The relation between mean phonation time and mean pause time.

Speech rate and mean length of run can be expressed using articulation rate,
phonation—time ratio, and mean phonation time as follows:

Ssp =S arRopys G
Lin =S arlpu “

where Sgp is speech rate, Sy is articulation rate, Lry is mean length of run, and Lpy is mean
phonation time.

Equation (3) is obtained as follows. Articulation rate is the number of syllables
contained in an average second excluding pauses, and total phonation time is the time used
for sound production, also excluding pauses. Thus, as shown in Figure 6, multiplying
articulation rate by the total phonation time corresponds to summing up the number of
syllables, resulting in the total number of syllables. The total number of syllables divided by
the total speech time is the speech rate, and the total phonation time divided by
the total speech time is phonation—time ratio. Therefore, speech rate, Ssp, is equal to
the product of articulation rate, Sag, and phonation—time ratio, Rpy.

(Syllables) (Syllables per Second) (Seconds)

Total Number of Syllables | = | Articulation Rate (Sar) | X Total Phonation Time
ﬂDivided by Total Speech Time \1Divided by Total Speech Time
Speech Rate (Sgr) = | Articulation Rate (Spr) | X Phonation—Time Ratio

(Reg)

Figure 6. The relations among speech rate, articulation rate, and phonation—time ratio.
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Equation (4) is obtained as follows. As shown in Figure 7, the total number of syllables
divided by the total number of runs is the mean length of run. Since the total number of runs
and that of phonation periods are the same, it follows that total phonation time divided by
total number of runs equals to mean phonation time. Therefore, mean length of run, Lgy, is
the product of articulation rate, Sag, and mean phonation time, Lpy.

(Syllables) (Syllables per Second) (Seconds)

Total Number of Syllables | = | Articulation Rate (Sag) | X Total Phonation Time

ﬂ Divided by Total Number of Runs lDivided by Total Number of Runs

Mean Length of Run (Lgy) | = | Articulation Rate (Sxr) | X | Mean Phonation Time (Lpy)

Figure 7. The relations among mean length of run, articulation rate, and mean phonation
time.

The experimental results considered in the light of the relations between the measures
also provide a very important insight into the role of pauses. Speech rate can be expressed as
the product of articulation rate and phonation—time ratio, as shown by Equation (3) and
illustrated in Figure 8. While speech rate and phonation—time ratio respectively
correlate with accuracy, articulation rate shows little correlation. In other words, articulation
rate plays no significant role in terms of correlation with accuracy, and it instead functions
like a constant value. Thus, the primary negative correlation exists between
phonation—time ratio and accuracy, and the relation between speech rate and accuracy should
be interpreted as a reflection of that primary negative correlation. Furthermore,
phonation—time ratio is described in terms of the pause frequency and mean pause time, as
shown by Equation (1) and illustrated in Figure 4.

To sum up, pause frequency and mean pause time determine phonation—time ratio,
which in turn shows a primary negative correlation with accuracy, and that
negative correlation is reflected in the relation between speech rate and accuracy.

Speech Rate = Articulation Rate X Phonation—Time Ratio
4°F Correlation Little Correlation 9 Correlation
7 -0.5 —0.02 ~ 0.7

Accuracy

Figure 8. Relations among speech rate, articulation rate, and phonation—time ratio.
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In addition to that, there is an even bigger picture. As illustrated in Figure 9, mean
length of run can be expressed as the product of articulation rate and mean phonation time,
which in turn can be described in terms of the pause frequency and mean pause time, as
shown by Equation (2) and illustrated in Figure 5.

Speech Rate — | Articulation | o Phonation-Time Pause
Rate Ratio Frequency
Mean Length of | _ | Articulation % Mean Bhonation <:| Mear_l Pause
Run Rate Time Time
II Correlation ﬁPrimary Correlation
Accuracy

Figure 9. Relations among measures of fluency and accuracy.

Figure 9 shows, based on the equations, that there are two groups of interrelationships
between measures: one consists of speech rate, articulation rate, and phonation—time ratio,
and the other consists of mean length of run, articulation rate, and mean phonation time.
Both of the two groups are based on pause frequency and mean pause time. This means that,
first, pauses determine phonation—time ratio and mean phonation time; second, these two
pause-related measures primarily correlate negatively with accuracy, and, reflecting
these correlations, speech time and mean length of run show negative correlations with
accuracy. Therefore, it is concluded that pauses play a vital role in determining the trade-off
relationship between fluency and accuracy.

Following interpretation may be possible: With regard to the trade-off relationship, what
is of interest is the amount of time used for online processing, or the amount of pausing.
One conceivable way to assess the amount of pausing is to consider mean pause time and
pause frequency together, instead of treating them in isolation. Since phonation—time ratio
and mean phonation time can be determined by using both mean pause time and
pause frequency, they are expected to reflect the amount of pausing. Therefore,
phonation—time ratio and mean phonation time show primary negative correlations with
accuracy.

The results clearly confirmed the existence of a trade-off relationship between fluency
and accuracy, and considered in the light of the relations between measures, revealed that
pauses play a vital role in determining the trade-off relationship.

6. Conclusion

Before concluding, let me summarize the limitations of the present study. First,
the results need further confirmation because of the relatively small sample size. Second, it is
necessary to investigate whether the contentions of the present study can be generalized to
learners at different L2 proficiency levels.

Despite these limitations, one valuable lesson can be gleaned from the present study. To
summarize the present study, a picture story-retelling task was conducted among 17
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lower-advanced Japanese learners of English. Participants were provided with no pre-task
planning time, and online planning was conducted under pressure by limiting the maximum
speech time. Their performance was evaluated using various measures for fluency and
one measure for grammatical accuracy. Measures used for fluency were speech rate,
articulation rate, phonation-time ratio, mean length of run, mean phonation time,
pause frequency, and mean pause time. Accuracy was measured by the ratio of main verbs
and auxiliary verbs in the correct tense to the total number of both. Pearson’s correlation
coefficients were calculated from the obtained data. The results confirmed a clear trade-off
relationship between fluency and accuracy, in terms of negative correlations of speech rate,
mean length of run, phonation—time ratio, and mean phonation time with accuracy, and
a positive correlation between mean pause time and accuracy. Articulation rate showed
little correlation with accuracy, and pause frequency exhibited a low positive correlation
coefficient with accuracy. By combining the experimental results with the relations between
measures, it has been concluded that pauses, not the speed of speech, play the vital role in
the trade-off relationship. Further investigation is needed, however, concerning the low
correlation efficient between pause frequency and accuracy.

Combined with the model of dual-mode system model proposed by Skehan (1996,
1998), this conclusion provides important implications. According to Skehan,
native speakers of English use two processing systems: the exemplar-based system and
the rule-based system. The exemplar-based system relies on ready-made chunks and features
faster processing speed than rule-based system. The rule-based system, on the other hand, is
generative and analytic but requires a heavier processing burden. In light of this model,
the trade-off relationship between fluency and accuracy can be interpreted as a trade-off
between the exemplar-based system and the rule-based system. In addition, the fact that
articulation rate calculated without pause time does not play a role in determining accuracy
suggests that the exemplar-based system is dominant during the utterance periods of chunks
while the rule-based system is dominant during pauses. This implies that instructions
intended to foster exemplar-based processing, such as reading in chunks, will lead to higher
fluency and lower accuracy, while instructions for rule-based processing, such as explicit
explanations of grammar, will lead to higher accuracy and lower fluency. It might
be fruitful to investigate the effects of chunk-focused instructions as well as those of explicit
grammar instructions on fluency and accuracy.

Another implication relates to the required number of measures of fluency. The seven
fluency measures used in the present paper are not independent but are interrelated by
the four equations given. This means, for example, given values for articulation rate,
pause frequency, and mean pause time, the equations can determine phonation—time ratio,
mean phonation time, speech rate, and mean length of run. This in turn implies that as few as
three measures can represent both speed fluency and breakdown fluency.

Notes

"' The picture sequences are not included in this paper for copyright reasons. However,
the picture sequences are available from the author upon request.

This article is based on the author’s unpublished master’s thesis submitted to
the Graduate School of Foreign Language Education and Research, Kansai University,
Osaka, Japan.

I would like to express my gratitude to Professor Osamu Takeuchi for his detailed
comments on the draft of this article.
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Appendix

An example of transcription.

//: Time from the onset of the speech (in seconds)

One day, Mr. and Mrs. Kato were looking at a magazine about outdoor activities. Eh,
/51.183979/ They supposed that, uh, it will be very, it will be, it would be very cold when
they go outdoor so, uh, they, eh, they planned to buy a they they planned to buy a clothes, eh,
for for outdoor activities. The next day, at a sports shop they bought a they bought a clothes
and shoes. That, that weekend, in the mountains, they wear the clothes and shoes that that, eh,
buy, eh, at the sports shop. But, uh, they got very hot when, when they, eh, walk, when uh,
when they walk in on in uh walk outdoor, so, uh, so Mr. and Mrs. Ka Kato, eh, took off that
clo, eh, clothes and and they eh they, they are going to, uh, they were going to take a rest.
/111.083728/
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Abstract
In this study, the author provided English pronunciation training to classes of university students with
low English proficiency. The purpose of this training was to enhance the students’ awareness of English
pronunciation and self-efficacy. If the training was successful, it would have enabled them to speak
confidently in English and motivate them to study English. In addition, it was hypothesized that more
motivated students would work harder in class to improve their English proficiency. In the training, the
students used video-camera cell phones to film their mouths while pronouncing target words. They
evaluated and reflected on their first performance by watching the footage. Then they considered how to
improve their performance, practiced it, and filmed their performance again. After this procedure, they
realized their improvement in pronunciation by comparing the footage before and after practicing. At the
end of training in this way six times, both their awareness of English pronunciation and self-efficacy

were significantly enhanced and were sustained until the end of the semester.
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Abstract
In this study, an English pronunciation class was conducted using communication activities and
self-monitoring for the purpose of improving speech performance in English. Two subjects are discussed
in this study: (1) the extent to which learers pay attention to their pronunciation during reading and
communication activities and the differences between a group of leamers who can speak English
fluently and others; and (2) the effects of self-monitoring with an iPad on learers’ attitude and
motivation. Thirty-eight college students participated. They took an initial pre-test and received
instruction, after which they answered a survey. The participants were divided into two groups based on
their pretest scores. It was found that there were no significant differences between groups in both
reading and communication activities. The higher scoring group could pay more attention to
pronunciation during reading activities than communication activities. Overall, participants enjoyed and

were highly motivated by the activities using the iPad.
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Appendix2  HHUEENCHWZAZ U7 hO—H
& A K : Whichis the light switch?
A7 U7 K i A: Whichis the light switch?

B: The right switch is the light switch.
A:  Oh, the light switch is the right switch.
B: First, you need to push the left switch.
A: Ok, but why?
B: Because the left switch is the switch for the right switch.
A: Oh, soIneed to push the left switch first.
B:  Yes. Then, you can push the right switch.
A: It’s really confusing.
B: Tknow. It’s a difficult system.
AAGER A EobBTA4 RDRAT 4 v F?
B: HDAT A v FNTA DAY 4 v F 2L,
Al Bi, 74 FOAY 4 v FIIHDAT 4 v T,
B: ¥\ EDRAV 4 v FEMTUERSD L,
A Dholc, THRAT?
B: DAY 4 v FITHEDAY 4 v FDIZDDAT 4 v FIZINBTEL,
Ar 1ED. EINBETEDAY 4 v FEfFT BN 5 ATEH,
B: YA, TENTHDAY 4 v F & T ENTEDAIEL,
A ETHRRI LA
B: Z972hR, RRI LW AT AL,

Appendix3 =1 X 2 =4 —3 g UAEECHZAROR] & 113 OTEEE]

S s B
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The Challenges and Suitability of Task-based
Language Teaching in Asian Contexts

HASHINISHI, Ayaka
Kobe City University of Foreign Studies
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ZOXHBMBEICL BT, TBLT Ol 5 &, 7T TI2EI1F 5 TBLT @
W BRBEOMEEIRIN TS, KieL, HEE B L OEEE OFIm & 2%
B ERPFOERES T LI 2= —2 3 U HOWES . TBLT O&ENR R %5
R

%2, TBLT 27 27 @ EFL BRELICHIG S 2 B, BEBHE T 0 /7 L0
BB L OHEEHEO HEEZEZDLEENMERIN TS, ZHHDIREIZLY,
HEHNBLT 2LV ENTFEML, TBLT OFEHAZEET L ENTELEEZ LN
Do

1. Introduction

Due to the fact that developing students’ communicative abilities has become more and
more important in many Asian countries, communicative and task-based language teaching
(TBLT) have been adopted by several Asian governments as the national approaches to
English language pedagogy.

According to Carless (2009), task-based approaches have been promoted in Hong Kong
through the relevant curriculum guidelines since 1997. In mainland China, TBLT was
advocated as part of the official syllabus in 2001 and measures to support TBLT
implementation have been offered since 2003 (Deng & Carless, 2009). In other areas such as
Japan and South Korea, education policies require teachers to adopt a communicative
approach to English language teaching. In Japan, the Course of Study Guidelines of the
Ministry of Education, Culture, Sports, Science and Technology of Japan (MEXT) declares
that one of the objectives of English education is to develop communication abilities. The
guidelines state that activities in which “students actually use language to share their
thoughts and feelings with each other” should be carried out (MEXT, 2008). In South Korea,
the government has put a high precedence on introducing Communicative Language
Teaching (CLT) and TBLT into the curriculum (Dailey, 2009).

While the educational policies in many Asian countries require teachers to adopt CLT
and TBLT approaches to language teaching, a large number of researches on current
teaching in Asia (Adams & Newton, 2009; Carless, 2007, 2009; Deng & Carless, 2009;
Dickinson, 2010) indicate that there is a gap between government educational policies and
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the practice in actual classrooms. Adams and Newton (2009) point out that while teachers
may not explicitly reject government educational policies, they may choose to “minimally
adopt selective elements of the innovation, with relatively little change to their current
pedagogical practices” (p. 2). Carless (2009) asserts out that TBLT does not seem to have
become firmly embedded and the suitability of TBLT for English education in Asia has not
yet been convincingly demonstrated.

Why has TBLT not been implemented thoroughly or consistently in these Asian
countries? Inhibiting factors suggested by the studies include: TBLT’s conflict with
traditional educational norms; large class sizes; teachers’ lack of confidence, teaching
expertise and knowledge of TBLT; an emphasis on direct grammar instruction and a
preference for Presentation-Practice-Production (PPP) approach; students’ reluctance to
participate in communicative activities and their low English proficiency; and a preference
for a more exam-based syllabus.

This paper will first give a brief review of what TBLT is, and second, an overview of
the twelve studies (Ahmed, 1996; Carless, 2002, 2007, 2008, 2009; Dailey, 2009; Deng &
Carless, 2009; Dickinson, 2010; Hadley, 2000; Jeon & Hahn, 2006; Sato, 2009, 2010) which
present the practice of TBLT in various Asian contexts, and third, a discussion of the
challenges, constraints, and suitability of TBLT, and lastly, the implications on and
opportunities of TBLT, and suggestions for further adoption and adaptation of TBLT in
Asian educational settings.

2. Definition of a task

Tasks, in fact, have been defined in different ways. Ellis (2003) defines a task as “A
work plan that requires the learners to process language pragmatically in order to achieve an
outcome....To this end, it requires them to give primary attention to meaning and to make
use of their own linguistic resources....A task is intended to result in language use that bears
resemblance, direct or indirect, to the way language is used in the real world” (p. 16).

Nunan (1989) defines a task as “A piece of classroom work which involves learners in
comprehending, manipulating, producing or interacting in the target language while their
attention is principally focused on meaning rather than form” (p. 10).

While these definitions are different somewhat, they all emphasize that tasks involve
communicative language use and achieving an outcome, and that the learners’ attention is
focused on meaning rather than grammatical form.

3. Articles on practice of TBLT in Asia

Although the majority of studies (Ellis, 2003; Nunan, 2004; Skehan, 1996; Swan, 2005)
in recent years are related to the theoretical aspects of TBLT, there are some significant
studies which are related to the contexts in which TBLT is implemented. This paper will
present twelve studies which report on implementation of TBLT in language classrooms in
primary, secondary and tertiary settings, and in four Asian locales: Hong Kong, mainland
China, Japan, and South Korea. These studies adopt a range of research methodologies,
including qualitative interview data, single case studies, and quantitative surveys. These
twelve studies have been examined because they have highlighted the challenges that
educators face in implementing TBLT. Some of these studies present the disadvantages of
adopting TBLT while some discuss the advantages. Furthermore, many of these studies
present new insights into the ways TBLT could be implemented and make suggestions on
how TBLT could be implemented more effectively. Examining these studies will provide
educators with a better understanding of the situation of TBLT in Asian contexts and will
contribute to facilitating their practical use of TBLT techniques.

Since Hong Kong and China have a rather long history of adopting TBLT as the
national approach to English language pedagogy, this paper will first present five studies
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which report on implementation of TBLT in these two locales. First, this paper will present
Carless’ studies on implementation of TBLT in Hong Kong. Carless is a well-known
researcher and writer in the field of TBLT and this paper will discuss four of the papers he
has written concerning the challenges and suitability of TBLT in Asia. In the first article,
“Implementing task-based learning with young learners”, Carless (2002) presents case
studies of three EFL classes in Hong Kong primary schools. He analyses four themes
relevant to the classroom implementation of TBLT with young learners: noise/indiscipline,
the use of the mother tongue, the extent of pupil involvement, and the role of drawing or
coloring activities. For each of these issues, strategies for classroom practice are discussed.
In the second article, “The suitability of task-based approaches for secondary schools:
Perspectives from Hong Kong”, Carless (2007) presents findings from the interviews with 11
secondary school teachers and 10 teacher educators. Carless points out the fact that TBLT
does not seem to have become firmly embedded because of large class sizes; competitive
examinations systems and lack of teaching expertise in task-based approaches; a preference
for PPP modes of teaching; and an emphasis on direct grammar instruction. Carless urges for
the need for adaptation and a flexible ‘situated version of task-based teaching’. The proposed
adaptation includes: clarifying or enhancing the role of grammar instruction; integrating
tasks with the requirements of examinations; and emphasizing reading and writing task in
addition to oral ones. In Carless’ (2008) another paper, “Student use of the mother tongue in
the task-based classroom”, he focuses on a single theme: student use of the mother tongue. A
number of issues are discussed: the extent of classroom interaction in English; informants’
perspectives on mother tongue use; and relevant implications for teaching methodology. He
concludes with calls for a balanced and flexible view of student use of the mother tongue.
Carless (2009) compares TBLT with PPP approach in “Revisiting the TBLT versus P-P-P
debate: Voices from Hong Kong”. The focus of the study is to explore the perceptions of the
pros and cons of TBLT as opposed to the long-standing PPP approach. Some issues are
discussed: the reasons for preferences for TBLT or PPP; complexity and understanding of
TBLT and PPP; and established evidence on TBLT or PPP. The four studies on TBLT by
Carless are worthwhile to review since they present the challenges faced by educators,
discuss its suitability in Hong Kong, and suggest strategies for classroom practice and the
development of an adapted version of TBLT feasible for Hong Kong and other comparable
school contexts, such as China, Japan and Korea.

Next, this paper presents a study in China, “The communicativeness of activities in a
task-based innovation in Guangdong, China”, by Deng and Carless (2009). In this article,
they analyze the extent of communicative activities in a primary school class in Guangdong,
where a national task-based innovation has been mandated. The study shows that there was
not much evidence of teaching congruent with principles of task-based teaching due to
constraints such as traditional examinations and limited teacher understanding of how to
carry out communicative activities. Deng and Carless suggest that teacher development
activities which facilitate further understanding of theory and practice in TBLT and the
introduction of task-based assessment are needed to encourage wider implementation of
TBLT. Their suggestions on teacher development activities and task-based assessment will
provide useful hints for educators in Japan.

In Japan, Sato discusses the suitability of TBLT in Japan in two of his papers. In the
article, “Suggestions for creating teaching approaches suitable to the Japanese EFL
environment”, Sato (2009) discusses whether CLT and TBLT are suitable in the Japanese
learning context. He concludes that CLT and TBLT are Western approaches and “do not take
sufficient account of the unique English learning environment in Japan”, and “are not yet as
practical in application as the PPP approach” (p. 13). In the article, “Reconsidering the
effectiveness and suitability of PPP and TBLT in the Japanese EFL classroom”, Sato (2010)
presents the result of an experiment with 21 university students majoring in English
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education at a national university in Japan. He examined whether students actually used a
target structure or not and how they felt about a given task. The experiment showed that 15
students did not produce sentences with the target grammar. Sato asserts that TBLT may not
be effective in teaching pre-specified target structures; it is not designed for examinations;
and the introduction of TBLT may be premature because Japanese is still the primary
language in the English classroom. However, he acknowledges the effectiveness of TBLT,
such as enhancing learners’ motivation, and improving students’ positive attitude for
communication. He suggests a combination of methods to better serve the contextual realities.
These two articles are worthwhile to review because they discuss the effectiveness and
suitability of PPP and TBLT, propose ‘pragmatic and eclectic teaching approaches’, and
make suggestions for effective teaching procedures in Japanese EFL contexts.

Next, this paper presents three more studies which report on implementation of TBLT in
Japan. In the article, “Implementing task-based language teaching in a Japanese EFL
context”, Dickinson (2010) points out the fact that task-based approaches have been unable
to displace more traditional pedagogies in many EFL contexts, and that doubts remain over
the effectiveness of the approach and its suitability for Japanese EFL contexts in particular.
On one hand, he presents the advantages of adopting TBLT in his teaching context. He
claims that TBLT provides the learners with opportunities for meaningful language use; it is
more motivating than a teacher-directed approach; it helps learners improve their
performance of particular language functions; and a flexible task-based approach allows the
lessons to be adapted to meet individual learner’s needs. On the other hand, he discusses the
problems with the approach. One problem is related to learners’ expectations and learning
styles. Dickinson states that learners may find TBLT which requires high levels of active
participation and interaction quite stressful. However, after discussion with the learners, he
discovers that learners’ anxiety has resulted from previous negative learning experience in
strongly teacher-centered classes employing form-focused methods. He claims that anxiety
can usually be overcome once learners realize that they are not going to be punished for
making mistakes, not understanding something or asking questions about the language. One
important implication that Dickinson suggests is that if educators try to help learners relieve
their anxiety, TBLT can become very effective approaches, even in Japanese EFL contexts.

Hadley (2000) discusses the creation of language teaching materials which resulted
from an analysis of the second language learning requirements of students at Nagaoka
National College of Technology in the article, “A task-based approach to teaching English
for science and technology”. He moderated the technical and academic lessons with a regular
infusion of English conversation games and other activities that allowed students to enjoy
asking each other questions about topics of perennial interest such as food, dating and
hobbies. He has found that a task-based approach to teaching English for science and
technology was helpful in meeting the needs of the learners and provided fun and engaging
classes. He believes that TBLT will improve learners’ educational prospects and openness to
language study. Hadley’s suggestions that TBLT can make learning English more enjoyable
even in science and technology classes and that TBLT may improve learners’ educational
prospects provide new insights into the ways TBLT can be implemented.

Ahmed (1996) describes the applications of TBLT to designing a syllabus for an oral
communication skills course in a Japanese university in the article, “Teaching oral
communication skills in academic settings: A case study in task-based approach to syllabus
design”. He uses various kinds of activities, like problem-solving, presentations, group
discussion and debate. He has found that the course has been quite successful. He believes
that the success can be attributed to TBLT which emphasizes functional uses of language. He
states that if the tasks selected relate to well-defined needs in specific institutional contexts,
the course becomes more relevant and useful in the minds of the students. He concludes that
TBLT has much potential in second language curriculum development. Ahmed’s suggestions
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that students will find participating in tasks useful if the tasks selected relate to their needs
and that the functional uses of language and the varieties of activities contribute to successful
implementation of TBLT provide useful advice for educators. All the above three studies
present the advantages of adopting TBLT in their teaching contexts in Japan and claim that
TBLT has much potential in second language teaching if it is implemented by educators in
more effective ways.

Next, this paper presents two articles on implementing TBLT in Korea. In the article,
“Exploring EFL teachers’ perceptions of task-based language teaching: A case study of
Korean secondary school classroom practice”, Jeon and Hahn (2006) conducted a survey by
collecting questionnaires from 228 teachers at 38 middle and high schools in Korea. The
findings show that there exist some negative views on implementing TBLT. Many Korean
teachers retain some fear of adopting TBLT because of perceived disciplinary problems
related to classroom practice. Teachers’ lack of practical application knowledge of task-based
methods or techniques and their lack of confidence are other inhibiting factors. However, the
study asserts that many teachers have become more interested in using TBLT because they
believe TBLT has specific benefits for increasing learners’ communication skills and
interactions. The study points to the need for teachers to have a positive attitude toward
TBLT, and the need for teachers to be given the opportunity to acquire knowledge about
TBLT related to its planning, implementing, and assessing, in order for it to be successfully
implemented. The study also recommends that teachers should consider alternative solutions
for classroom management such as leveled tasks, peer assessment, and a variety of task types.
This study enables educators to understand better what challenges they face. Besides, the
suggestions that teachers need to have a positive attitude toward TBLT and be given the
opportunity to acquire knowledge about TBLT provide Japanese educators with useful hints
on implementing TBLT more effectively.

Lastly, in the article, “Implementing task-based language teaching in Korean
classrooms”, Dailey (2009) asserts that the factors inhibiting the implementation of TBLT are
differences in cultures and in learning methods; the teacher-centered, passive educational
traditions; parents’ desire for exam-based syllabus; teachers’ lack of speaking abilities;
learners’ lack of confidence in performing tasks, and their use of the mother tongue when
completing tasks. However, Dailey strongly believes that TBLT has its valuable points and is
a new, exciting, and interactive method to improve communicative competence. Dailey
believes that the successful introduction of TBLT would require a distinctly different mindset
on the part of Korean educators in order to revise the method to coincide with Korean
standards of education. Dailey’s claim on the requirement of a distinctly different mindset on
the part of educators can also apply to the Japanese context, where educators lack confidence
in their English proficiency and are accustomed to the teacher-centered educational
traditions.

4. Challenges of TBLT

Overall, the twelve studies on TBLT in Asian English classrooms have highlighted the
challenges that educators face in implementing TBLT. In order to give a clear picture of
what the challenges are, this paper will focus on five types of factors that have been
discussed in the above twelve studies: socio-cultural factors, classroom factors, teachers’
perceptions and lack of confidence, the impact of examinations, and the role of grammar
teaching.

4.1 Socio-cultural factors

Carless (2007) claims that task-based teaching may prove to be in conflict with
traditional educational norms, particularly in Confucian-heritage culture contexts. Ellis
(2003) also states that task-based approaches are of Anglo-American origin and this may
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bring them into conflict with the cultural contexts outside the Western world. Researchers
(Carless, 2007, Ellis, 2003; Dailey, 2009) argue that students from an Asian culture and
whose learning and studying styles are different from Western culture might have difficulty
accepting these kinds of Western approaches. They contend that while TBLT seems to be a
successful method to improve communicative abilities in the Western world, it might not be
as effective in Asian countries because of socio-cultural differences. Hasan and Akhand
(2009) claim that learners’ fear of loss of face, their shyness and reluctance to question the
teacher are also factors that inhibit the implementation of communicative approaches. In
Dickinson’s (2010) research, the findings imply that some learners may find TBLT which
requires high levels of active participation and interaction quite stressful.

Studies show that Asian teachers are accustomed to working in teacher-centered
classrooms, and adopting a one-way instruction method rather than two-way interaction
(Jeon & Hahn, 2006). Mok (2001, as cited from Carless, 2007: 596) claims that teaching has
remained teacher-centered, didactic and non-interactive, despite the adoption of TBLT.

4.2 Classroom factors

A problem which is faced by many teachers in Asia is large class sizes (Carless, 2007;
Jeon & Hahn, 2006, Hasan & Akhand, 2009). Littlewood (2007) asserts that it is difficult to
implement TBLT in large classes because of logistical issues associated with students
communicating in groups. Another problem is the presence of students with various ability
levels in each class. Dailey (2009) points out that while working in groups, the more
advanced students could complete the tasks without much or any input from the weaker
students. As a result, the weaker students would fall further behind in their communicative
competence.

Jeon and Hahn (2006) claim that many Korean EFL teachers avoid adopting TBLT
because of perceived disciplinary problems related to classroom practice. Carless (2007) also
states that task-based activities may give rise to loss of control, noise or discipline problems
which are not welcomed by teachers and are not considered acceptable in secondary schools
in Asian countries.

Besides, Adams and Newton (2009) suggest that students accustomed to traditional
methods, and particularly to methods that promote accuracy over fluency, may find it
difficult to use English in the classroom. Jeon and Hahn (2006) suggest that for learners not
trained in task-based learning, they avoid participating in task-based activities because of a
lack of confidence in performing tasks. Another problem is students’ use of mother tongue
during pair or group work. In the interviews conducted by Carless (2008), the teacher
educators state that students use mother tongue when the task is difficult, or when they have
to do discussions but they lack vocabulary. There is a danger that students complete the task
but make limited use of the target language. In the interviews, another teacher educator
suggests that teachers feel frustrated that they can’t monitor performance on the use of
language adequately. Carless (2008) asserts that lack of interaction in English during group
work represents a challenge to the notion of TBLT.

One more reason teachers avoid adopting TBLT is the difficulty in assessing learners’
task-based performance. Awarding equal grades to all members of the group may serve as
one of the crucial weaknesses for ensuring fairness in assessment (Jeon & Hahn, 2006).

4.3 Teachers’ perceptions and lack of confidence

The survey conducted by Jeon and Hahn (2006) shows that teachers’ lack of knowledge
of task-based instruction (75.7%) is the main reason teachers are reluctant to implement
TBLT. The second major reason is teachers’ self-perceived inability to use the target
language (73.0%). The survey also shows that more than half of the teachers believe that
TBLT will give teachers an undue psychological burden as a facilitator. Swan (2005)
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suggests that TBLT reduces the teacher roles from instructor to facilitator. This is opposed to
the authoritative teacher’s role considered ideal in Confucian philosophy.

Deng and Carless (2009) state that research in China indicates that teachers are not
familiar with TBLT because the official documents in China did not give a clear definition of
what a task is or clear guidance on how TBLT could be adopted, so teachers have to adopt it
according to their own understanding.

4.4 The impact of examinations

Dailey (2009) points out that Korea is a test-based society, so teachers are forced to
concentrate on what is going to be on the exams rather than executing methods that would
improve communicative abilities. Hasan and Akhand (2009) suggest that the prevailing
examination system emphasizes on the grades and position rather than fluency and accuracy.
Sato (2010) states that most Japanese secondary students study English for tests that
measure accurate knowledge of English rather than communicative ability, and TBLT may
be demotivating for students who put the focus on preparing for exams. In Carless’ (2007)
survey, one teacher commented that “The form of the exam system and students’ future
needs are on reading and writing, there is no need for an emphasis on speaking” (p. 603).
Carless (2007) claims that the mismatch between examinations and the kind of activities
carried out in TBLT is one of the reasons that inhibits the implementation of TBLT.

4.5 The role of grammar instruction

In the interviews conducted by Carless (2007), one teacher educator suggests that there
is “a deeply ingrained attitude that language teaching is grammar teaching”. A teacher states
that “teaching approaches like PPP are better” and that “it is difficult to integrate grammar
teaching and task-based teaching” (p. 601). The teachers and teacher educators in Hong
Kong suggest the need for direct grammar instruction either as part of a pre-task stage or as a
self-contained teaching process in itself (Carless, 2007). Sato (2010) also points out the fact
that in Japan, teachers have to use textbooks which require students to learn a target
grammatical structure in each section, but in a typical task activity, the target grammatical
structure cannot always be used by the students, so it serves as a reason inhibiting the
implementation of TBLT.

5. Suitability of TBLT in Asian contexts

As a result of the challenges educators face in implementing TBLT, some researchers
show doubts about its suitability in Asian contexts. Carless (2007) suggests that “there is a
need for more critical scrutiny of the suitability of task-based approaches for schooling,
particularly in Confucian-heritage culture contexts where task-based teaching may prove to
be in conflict with traditional educational norms” (p. 596). Ellis (2003) claims that
task-based approaches are of Anglo-American origins, and that this may bring them into
conflict with cultural contexts outside the Western world. Swan (2005) asserts that
task-based teaching is most suitable for advanced learners, and Bruton (2002) concludes that
TBLT has limited applicability for EFL students. Sato (2010) found out from his research
that the task was not effective even for high level learners in Japan, and so he concludes that
it implies it might be even less effective for junior and senior high school students.

However, Dickinson (2010) claims that arguments that task-based approaches are not
suitable for all Japanese EFL contexts appear to be an overgeneralization, and he contends
that TBLT can help his students communicate effectively in English. He asserts that as
Japanese education policy now requires teachers to help students develop communicative
abilities, and more exams are becoming communication-focused, the arguments that TBLT is
not suitable can no longer be justified and the need to “explore or revisit the possibilities of
task-based learning is perhaps greater than ever” (p. 18). Hadley (2000) affirms that TBLT
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provides a helpful framework for creating classes that are both interesting and able to address
to the students’ actual needs. Ahmed (1996) argues that the success of the oral
communication skills course can be attributed to TBLT which emphasizes functional uses of
language and he concludes that task-based approach to syllabus design has much potential.

Ellis (2009) claims that impoverished interaction may be beneficial for beginners, as it
encourages them to improve their capacity to make the most of their resources which, helps
them develop their strategic competence. He argues that there is plenty of evidence to show
that “tasks can result in highly complex language use” (p. 229). Willis and Willis (2001) also
argue that people with a limited grammar can often operate effectively enough in a second
language and that TBLT can help them develop their grammar system by providing
opportunities to use the language resources they have.

The survey conducted by Jeon and Hahn (2006) shows that teachers like to use TBLT
because it is appropriate to small group work (70.1%), it can improve learners’ interaction
skills (67.5%), and encourage learners’ intrinsic motivation (54.7%). They claim that it is
necessary for learners who have limited accessibility to use the target language outside the
classroom to be provided with opportunities to use the target language in the classroom.
Dailey (2009) concludes that he strongly believes that TBLT “has its valuable points and is a
new, exciting, and interactive method to improve communicative competence” (p. 18).

6. Implications and suggestions

After examining the challenges and suitability of TBLT in Asian contexts, some useful
implications and suggestions are proposed which the writer hopes will provide insight for
educators to implement TBLT more effectively, and contribute to facilitating educators’
practical use of TBLT techniques.

In Carless’ (2007) survey, a number of informants comment on the need for adapting
task-based teaching. One teacher educator claims that there is a need to make tasks realistic
and emphasizes the need for realism and flexibility. Some teacher educators argue for
variation to suit different ability levels and claim that lower achieving students would need
more support before or during tasks. Carless (2007) proposes a kind of flexible methods
termed ‘situated task-based approaches’. The features include: grammar instruction in the
pre-task stage of a task cycle; task-supported teaching along the lines of the PPP approach;
tasks related to examination requirements; and alternatives to oral task, including
highlighting reading and writing (p. 604). Carless (2007) claims that teachers need
context-sensitive teaching methods in which “culture, setting and teachers’ existing beliefs,
values and practices interact with the principles of task-based teaching” (p. 605). He asserts
that TBLT could be feasible in various school contexts if “grammar options are strengthened
and better understood; task-based teaching is integrated better with requirements of
examinations; and an appropriate balance can be found between oral and other task modes”
(p. 605).

Jeon and Hahn (2006) proposes three suggestions: it is necessary for the teacher to have
a positive attitude toward TBLT in order for it to be successfully implemented; teachers
should be given the opportunity to acquire knowledge about TBLT related to its planning,
implementing, and assessing; teachers should consider alternative solutions for classroom
management such as leveled tasks, peer assessment, and a variety of various task types
including two-way information gap activities as well as one-way activities (p. 11).

Hasan and Akhand (2009) make suggestions for implementing teacher training
programs, encouraging and ensuring teachers’ adaptability to the teaching procedures with
the context, designing an evaluation process in accordance with the teaching and learning
objectives, and reducing class sizes by increasing sections so that language teaching could be
effective (p. 53).

Dickinson (2010) suggests that a flexible approach of TBLT is very adaptable to
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learners’ needs. He asserts that if tasks can be tailored to the needs and interests of learners,
it could be more motivating than a wholly teacher-directed approach.

7. Conclusion

Various studies have investigated the challenges and suitability of task-based
approaches in Asian contexts. Limitations can be seen in the resistance by teachers and
students to TBLT innovations and in the socio-cultural and situational barriers. However,
with growing evidence of successful implementation of TBLT and the growing need for
improving students’ communicative abilities in Asian contexts, we cannot deny the benefits,
effectiveness and necessity of adopting task-based approaches. At the same time, researchers
suggest that there is a need for adapting task-based teaching and developing teacher training
programs which would help teachers implement TBLT more effectively and facilitate their
practical use of TBLT techniques. To conclude, we see cause for optimism in the
possibilities and opportunities for further adoption of TBLT in Asian contexts.
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Abstract

Storytelling is one of the main tasks in English activities at elementary school. Young
children pay attention not to analytic rules, but to the content of the stories with their
physical and mental senses and with their own imagination. Therefore, there is a
strong possibility that storytelling might keep students’ processing English language
holistic at junior high school. This paper reports the practice of an emotive storytelling
which is developed with devices enough to be appropriate to the cognitive level of the
students at adolescence. It is concluded that storytelling has the power to stimulate the
students’ body and mind, and even to broaden students’ insight into global

understanding.

1. (IUBIZ

INFRGEE N D BN LT Z & T, B OIRY YFEE RGO 7 2 7 WE0B AR
FEHPHEA TUND, SR SGEEREMCEM DB S, ZORR b Z 2SI Tnd, /I
FRIGEEANLYN I ORIE L 2EET 2 b dho7edy, BIRERT, /INARGE T+
PESGE L TR ] L7 510 CHEAOMTE A TV D LT CX B, /INFIIRGEDFEFL
ZDO—FT, FFEGGEE OOTHEERNT Z LITORDD, & 2D FRIGEOUIE
DB S, IFRESR L LIZBEENEZ Do b D DIHEIT _&E Z L Th b, [HEETRERT
I EITeoTe) BHNT [T 4=y 7 ADIHEEWO THIoT2] & O % Fal R E
ORI DS, /INHARYGERLG & BERR CIIRNEA 5, /INEISEOR BT Z NI Tl
VY, BIZITERY, INFRISEA Y TR T ) — X 1 OREFIEL, FHIA NV
— TV U OFEEAE LA HIGEO~ T — X O & EEEH Z LR TER, &
SIZHFRTHHEATHZ T, v~V —ARPREICLIRE RKIETZ L 2R L
(Yamamoto, 2009), /INFRIGEDOARERIE, HHBEE bRE RS D, INAHEE
OAKEINT, FERIZDIZY, PEOFGERE & AR OREINTEZ T T EDHIRF
T& 2,

PREOEEN B TR VINAIIGE T, ESFETHH YV AT v —E A b LE
Wiz 6k LT 2RBENEMAIND (EL, 2008), TEbHIXEHEC L M0 NT 2k
PCIIRL HIETZT IO D72, Fex e SHEORERNE, FARIATADTREMEE L THRIRD
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ficiks (Jerid, 1990), Fi-HEEEHSN~AD U T 72 a UL Th o T2kl
O, HRERE U TNEICERE SO~ L, EBOREIC LTEBWRA I TT 5,
INHOHENERZEL, & HIIEELRE LOFIZ/EST (Werner & Kaplan,
1974), ZOEREZNFANBIEHEDL X AN, —t T 4 v 7 IEARZRIA LA b
—U— 7 V7 Th% (Yamamoto, 2009), /NFHLTERA 72 A b=V — - 7 U L T DORHHR
ZREA CE TR, SRR LR & CRIGT 28 k2 R > T DI Th 5,
PRECIREETD, 74 =7 AZHY BT 5, 20 X 5 72 Ria7 e keeHRE- 1 cidie <,
FEEOHEIEA~A D FRE AT T D 2 & BHRFERSEOEMTH D, L, FFEDR
TSR C NS L FEREDO RTINS SO LWIBAND RN E b 51, BuEZEEI D
SN TNV — T 1 vV RIEARZBRNE, A N—V— 7V 7 OfkGHREI T
EEITON TN W EIENR D D, S BITFRSR I LIT, 785 - Mg Eooimifed
DHEPEE D PF « @ T, FEITGEE SHECIIREH R L & B2 1D D, /)
FRIGEOFZWHE S Z L 72, BREEDA 7y b EENEZT 1D D8 elE
Bk CENUE, BAROIGEAE AN AT T TH D, AL, Dk H7pEs
(LD, NFLTA =D =« T U B LA PRI L, BIAEL WO B OAT
ot MEBNEE7)T A =) — TV 7| OMFHREZRETHHDOTHD,

2. SeATHgE
21 A b=V — TV T LR

Yamamoto (2009) %, A F—V— 5 U 2IERITERA T 5 EI0E, SR
B FD Y XL 2 B E, BGNOMRED 3 iafios L, TNpEEFO
(SR LIGE) (AR TITENZ S IMNEL EFT D) 2GS ESREEEMEtES L 2 L
Ze, NP ERASHG O T A SRR LT, NPT X0 BRSO L O R
FRIEND & OFRERDMG O Z LD, /INFEITPRA X0 BIRMEITEN S 721 Tl
AAGEIC L DBVRAGHI. LOA =Y — « 7 U U ZITIPI 20 e, BB G LT
T O OFEII LSR5 Ffo TN D LB LT, ZOERE LU, INFAITREEEMHIRBNT
ERABG A0 K L CE 72D MR- Qa2 b &, HECTHERCL D A
F—=U—« 7 U T &G L COD/INERBINRZ TS (IR, 2011) ZE&NnBZH
b, BEEA VT N G2 DEBHECHNL, SROREEESEREORE - PR L VWO E
kAR TA Ty FEBRATHND DI TR, T 70 b, THEELY 226 OMEEFRIAT]
(indiscriminate listening) %1 EHILHFEHNIZITH2DOTH Y, Z ZITHIRIGERIZINZ
LTI L, 1988), EDSFEMEI AR SAUZ1- £ b OVFIUE AT S = &1,
BB TN TE 722 & THD (Steinberg, 1982), ZD K 572 EHORE 2L
LT, FEEMGDOA M=V —« TU T ORFEMNERD Z L L5,

ISR E THGED A b=V — « TV U 22T % BEWARG 2fke: L U= 8E 0
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e, WEANFHR S, PR LOA =1 — « TV U T EEHIR < ZIT ANLND Z
EMTRETCE %, Yamamoto (2009) DFEEETIE, R &/ IS LR OWREA A
L7 CRSED R~ T, , TEFAEOTINPEEERI S S b UL Ao T2 AlREMEN S
25%6#5?%60it,%mmmm(%%)fi,Tﬁ%ﬁﬁ%ﬁm&%ﬁ@ﬁﬁﬁﬁ
~OERBEFERIR E LT, FEEEOFEARIMISUE T 7e < WIEIEA~EA T 2 iR B
Bz DZ L aBET D L, PEHEE L CHEYCIE R mliEER H 5, LIei-> T,

ARFEEETIE, TS ROSIEOEIESa L T U~y a v - T A ML D YREEMRED
WEHTORNZ & T2, 7o r— M 2T 2 HEREZ D0, EEREFEO
TBEET V2 =D E DAY, BERISIS2 EH HONIZ M L, IO D
K OIZRIET DN S D S LT, JaEHEE LTE, A =V — T U U7 EHHRED
HA7ELTHEML, EEOHEESCIUSORRT 28T 204 L Uiz, A4ER, 1R8O
ThD LW ERERTTA 7y MDA TEY, ZORGERIETHZ LT, K
AT T BEROZLME R T ENTE L EEZ D,

2.2. @) - EOFREZEDT A R—V— - TV T

&8 121, EEAWECU XLAORPIH LEATZYD, YREREBICK LS 720 %o
720 T 2B ER R B END, INFRARTAE T Z ORI EENEM LA B,
BRI CRHED B Do o TNV IRNEORAREAE T 2 00— T D, —J7 A X8I
PN ZIIET DR DIE, WAEDMEMIICHF R D@ Z T 5 Z P EE L
U, HEEHARIIHREZEN L, @SFELLEE) T L LEbNDFLITH S, 7272, Filx
X IbNE S RWEETH L) ZENIHTIIFFCTETH, ZhEANDZ LD XKL
DNTFAEE C D3 ch 5 (P, 2008), AL, fEOKFHEASOREFH
& HRIEDO BN E R NTZRE, FRRCO 572 0 ITRAERELC, BIRIEL 7eo 72 0 IR
M=V T 5, ORI, EIITHBIRSTh D, M CTIEABIINTAIT & [F] U S A
AT, HELFRUEEBIANDDIER T—  —a—a OfE Th, ZThigde
EOFIISIGEF SR IV ) (K, 2007), i & OBHLYIZBITSZ DX 5 7l
DENS ZENHINETH Y, BIEEECH I LI, FSEHE 2 51 BB ORI
HINEF R D, &2 TAMIZETIE, BB TIIR<, R L THFORAE
e g LR UoRET D boB& 2 [l LERT2 8875,

T LB A - EE) 28T Z L0 oThA I D, FEETHI L
EREECH D25, NP VFEARED, FEERAOW U ZR - TR 2 K E < B
éhk%%ﬁ%%éhfbé(ﬁ%,mmmf%%b%wﬁg,%bwokjkwﬁﬂﬁﬁ
BbLEDST2E DT LN, FEASORNENMRSETERTE WL, My
RN SN HIREEZINSEIZR LD, el i - E b mig o Ln
ARG aBHSNIZFT, 1 FERRETIZOENT—~DRAL [HATHLLS TR
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Al OIAOTEB LW ), IBEELE LTI TH-7=0Tidel, HAEE &
IAFEOAI 2= —Ta U EEL, BAFORN - U XA - BEWT R TIZHR T
422 LT, BHNIOKEFBICRD Z LR TE D, MYIZREM Ot AR, e
EHR2 FELOFBEZENT Z LN TED LW Z L THD, TSR & Eh) 3 )
BN DOIARZ I IR Ui B D=1 E b, IR EOBRE CE RN
HEOMERELHD (UA, 2011), VUEDOBEERLY, /NEEEEEZE L CTE ) iBia
FEAT A ARG L LI A b=V —F U o 7 ORI TIT, REARES S TX 5,

2.3. [EE) « EOEED NOLNALHTH O

SabA U7y MTE 0 B R E DT S5 Z £12D0 T Spinoza (1677) 1, 5B
(B ARA R LT FEDAE L2 72 o Th, IBMNEEIE B0 bBUTFT 503D X 9 12K
CHHDTHD ERRTND, DFD, HENFE UL D 7MiMk OVEE 240 K3 7- 0N,
e ZBRL TR NWZ EThoTh, FELNEZ EEBIEDZ & & L TREMIIZITIED S
EWNDZETHD, A A=V FOBRIINL DT O DOEHEREI I AR H Y, A
A=V M—=U T EE L, SHEER OREEEOESBhEEE 215 LT 5 Z & C, 0%
BHEN A ESEDH 2 ERARETH D Lz (2009) 1T L TWD, FHIT-EHLOHE, HIiC
HIRDNERIRIEICH D720, RADERTHZ EE2TXTHANCHAKRL, Eo7m i
D EWVIENE (FIR) TREDHZEICEY, RALRUFEBZK A &N TE5, £ LT,
11 WA, R 2R EMFEHEN DR HEL, R T— « =2 —u U ORENEET,
ZOEIREE - NS Al a = — v a VEERRONAZ L b H D EVD
(#, 2009), FEblE, HFEOEE - FRESE) - FEET X TEZIT LD T, A—V O
G TN, 115%, T72bb/INE 6 FALEOTEEL, EEREO S ASET Cigd L7z <
& BN TIE OKFFHIZTF VIR, B8 - SR TE HREZ BRI &2 TR
IZWNWDEWNWH ZETHD,

ARV — TV, N EUEOFEEDA A= N —= 0 T TR S5 TR L
U COhRARET D LB 2 DD, FRTHBAOEE N ATREL 72 5 FARICK LTI, o8
MEE D IBEVEHED B D~, LA A=V LIZK WAL R Z AN ETHS D,
HIRRFEI U K 9 2aRUG e ONEBN 240 I 2 LT, T7mE 2 FEEBHOH AR L2 L
DIRVNEWFIEDRF TH-Th, BIFEDZ & & L THMZIT1ED D &9, Spinoza (1677)
DEEFETDHZ LN TEDLNLTHD,

3. Ah—=U— TV T DHEE
3.1. FEEBIE

ENRF IR NP — B O H: 2 454 120 4 DAFEEROBNE TH D, /INF 1FEAEND 6
FEAFT, /IM—EA ) F2T 4 (LA, 2010a) ([ZHS<E 1 RIOFSEEEL 2T TRY,
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IR LIEBZT)TE7EA 7y M P BRL TET0D, TAANFARITA F—D — -
TVTRFLAETOTNRVD, U —T 1 TR B, (6774, By
PRI A D D) THEBZEN A 7y ML THEATE T, FMEEETLHHE
FEfESZ, AL TR TE I LD,

3.2. Fik

ERSEFEE 27—~ & L, THROHPORL) (TR TeDDOHETLARE LTz, T/ A K
UWEAFR IR > T BT & 13— EE L7 T, BT oGRS LT, RIEED-0H
\ZHFHICRRE LT Th D, RIS 2 400 2 HnD 3 2T To 2 20 HMThH
v, R1OFIETHEEEZ T2, AM—=V— T V7, AHETTORKI/EENE LTH
3R THY EiF7e,

#1  ROPORL HTHEEHE

RibT TR
%17 (4 | New Horizon 2 @ RO OREE R N2/ RS D E A
BE [ A | Further Reading D, T —=IVEBRFTRY TEEH XU %
) “Try to be the only UK ERE T2 592542t

one” @ UHEEEDBE AT R, S @ ciih

TR OBYGCY IR ORBAE AR L, S &9 EUYH
DEFEROEE FINER 2B L TR S5,

MBI OV T, HHES° VIR 4@ LERSE 5,
D S ANFBRZH > QO DA B, T8
FNAD BNTZENEE 2 S8 D,

®©

% 2 Yk (3 | Michael Jackson @ Michael Jackson OB (GkmE) ZARHEEL, A

I [# fid | "Black or White” TR G- 2 1508, 72 2B E k&
) "We are the world” AL LUV L A ER S D,

FANITHTL D, —RNEDRIZIITHRD
Black or White OFGEAD, RSN EOEKES 2
X85, O ETBlack or White DI =2—Y v 7 »
LTS HIRAT AT T AV EIILDET DS
<ONEDPBGTHEREEZ S5,

® We are the world OHFFDOEHRAZFHHT 5,
Michael Jackson <> Stevie Wonder 23Z D7 1
=7 MIADTZENWEE 2 85,

@ Making of We are the world ® VIR Z#{L, &
oIz, #HE7 7 AEETHKS,

3w B | fak O PRSHIE T, A=Y —&2FT_TELT
BE [A AC | ”If the world were a D, QA X° TF 20l L CREHYREEZ St
) village of 100 Do ETZOANEENTE AT D,

people” @ A=Y —ORPEEREGAMIE, F-U—RL

LM EAEFIEDE TR LT F
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72, TOORNEIX XA Y H20 ) Enofage
MDY= F R Uiz BTG, RO NTOWTE
HEED,

@ A M=V —O% A HEHAHIE, AL FERIC
179, O LT, A=V —2KEEMHZTE
WEAHA M=V — - VTV ZIHi S5, K%
\Z MEROHPORL) ~DKSEZEd56% L TEE
DD,

3.3. HHEDREA

BER L7z L 91T, AEESINET [BRkE T ZEMET 272D A =Y —-F 1
7 %I N TR L QD IINFRREHAETII Y ALEOB DI LN ey T T w7 | %,
ESAETIEA b= — SR LoV RS AR LT 4 7 270 - 77| (Goodman,
1989) ZREM & L CE T, HFRETIEER 1 O 1 % Try to be the only one™ |2 &E S o U —F
4 CTRHLETRY, BHRDED S AT T D, T T, AR ORRRFEERPEIC
SEDOLWEME LT, IAETTOT—<IZ0 ) b L LT, If the world were a village of
100 people? ZH1 Y biF 5 = & & Uiz, AT, AFEEED 10 H>A BRI CF UM %
i L7222 TR0, HRAOEE « A0 - EEL OO D Z O 2 HYE L T
Dy ZOXORMEERIE Dy n 2D Y 2T MBS AE TS 2 LT, RN O AR
REDZFESEHIENFREE Y, BRPOOFRERREISHEODO (LA, 20100), 72
72U, AR CIIRIECRIE @M & Sz bld Tidie <, £f%E 20 N swT 7
FATZDOL BVDADBHLZ TWET ] L ZOREZINARET 2V —2 v a v 7L LTE
ALz LThs, DD, EERA M—1 —, FHINBINRINI 2 D% =3
FEZESTHIRTH Y, RESTTTHERAT 2 DITITHAERZMREE TH -7~ AASEIC L AR
BRI 7 LIZBMEZ BT D70 DIFENAE L CWND DT, EEMERTHZ L& Lz (K
1,

1t

Fhot you send ouf ’;d (ve,

Emue;ﬂ back " pucifing your S
T %ﬂ,

>

ol infot.

nuﬂun-mmm-mmagmm

‘reeoooneono00080n0D

1 Ifthe world were a village of 100 people U T F/L4wfe&
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F 1 OF 3 W 3D, AHILOFE L ODIREL 72D, RIEORL WA LT HEHET

HdHDHOT, HIROIFEBNOFRERZUTIORT 2 &8T5, BIRAEI A T2 A
=Y — - F Y L5053 _XTENT DO TR, 155005 20 53DFEY 2—)LTfT
DN THD, LnL, A R—=V— T VUL T2 5750 50 43 OFFEERFN A
25X, FIRHIONWTIL 50 73T XTI OWCOFREREER L OVRE R A LT,

2]

,F ABATE IR SHEA E CTh 578, RFRFCEBWCEAIZIE Grammarchants (Graham, | |
1 1993) L V), RO = AT LT D, ARROEATIE, worse <°better 72, AKHE |
| OHESRA ST T v Y R RS, U RLNCRY HRER AR LS D 2 LT, |
VR T A NVE—ETT, ST U o IIEBIOHRTENLORBBMEZ DL DI LT,

i%@LT Lok - B ERROTERIZREZ L -0 QEARBICTE 5 L ) ZRiEEh 2 e 5,

D ZOBRMET, ETEMOOLEEDED, KEFbA R THEB IS L T2 LT,

VL ERDIEE THHA b= — « T UL T AAL—RITAND L HIT LTV, :
: If the world were a village of 100 people (XATHHI —EHtAR TRV, HEIZE 7155
P OEEHCOWTHEA L TH D, JR LGRS THMCE > TRER, HDVTHL !
OB DA F7 TAEMICHET) EBIER CI< J LT, AHREORA 25 |
L L7V, ERHIEREAI ORI AT 5 b O TR, BEORBIREIL, FEOE |
VEHBETAY) S ug s v a rTiEel, BY @;%Tb#ot_k%hzé)7)/7ﬁi
L DT, BREOEREINEE T D 2 L BT B, §
DI INE T, HERRE - FEER AT v IR KDY —T 0 U 7TE
L ENARRER L O A8, AREMIIIECE LTHVR D R NG, T 2T, FULOFEA
L AR NRIT & S, aﬂwzﬁf)%J/fféﬁa_éﬁ%wa,W$mbw5§
| SIECHOOBRLIZZ L, BRI EARBIEL LT LIz0, 1FTE A DA |
RSN RS = AT DBFEDIEN S 1ENTH 5 & TSN, THUTFSCE £ 0 R8I |
D RRBUCIE S Z L AERT D, ULy A FRERTII RS, EHERIRBUZI T U0
L HTET, WITAENES O TERCE 5 IR A%GEA I ETH b, :
LRI, FCAS LA H L L LTIIRE DOZRINY, AEDORRYEE R |
| DA AR DT DIREA IS X 5 2 LT, AROFE LTS, !

tt%‘f&%@ﬂ% LI=EBEERY, b5 T5
7 TEN.L, BFNONEIZ, — Ra R TSRO ED, B
— RN _TARL o2 BED, HLERET,

CiEES)
15 #@) Ji B
Fx Y 54 O I, FIE-ssk o245
@ Grammarchants & ¥ LH#SsHR D chants 247 9
i oEE (10 | O vrFy—h—Richbt, - Kk ERoOXES 9
43) ® )ZA BT UREILEETS
M5 (1249) O TR VPLEDITD
)
©)
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AR—V—-F
7 (2043)

INT—RA N CHA RV

A b=V —0 [FiPf) ZHir 2

TorFOH—RE, AL OH— REEMRIZHES
[EEA3C 1] There are more ...than...

TorF %95

@O OO

@ @

(%2 ZgeAiln g%
Q&ADH—RE&, HARL2 -3 DH— REBHICHES
[FEA2 2] If you are lucky, what can you do?
[ZEA32 3] If you are lucky, what do you have?
JE— RSHETD, T CTOIEINE D, 1032 >OEME L,
WIZTHF3 2 SOEET D,
BETHMATADNTER L CE 2 2 2B THE, 2BTI E— 5,

Do you have money? Can you read? Then, you are lucky. Everyone
in this room is lucky. & 5> TovD, HAL 4 DI — KZ&HLD

[HAC 4] We are luckier than other people.
So, what can we do?  Please sing, dance, live, and love. (GEASDIFfE% 7,
H2H5)

®6e

S1:

T:

S2:

S3:

S5:

S6:

T:

VTV T EENT D007 T v ali— REAES
BEINR_—2% DLV, FHRE RN OHNZ LIV T o T a St
Do BENIA L H T a kil L CAEEORGEEZRIIL, X )
ELFITL A=V ONEPGTTE D O ICHET 5,
*LUF, A (S) &3 (T) oA 2T77 v a0
(B & ek #éZ 7.C)  There are men and women in this village.
That’s right.
Men... 48 %.
OK. Next student, S3, please.
Women... GFEaEnTED)
OK. Then S4, Women...what?
Women, 52 %.
S5, your turn.
There are more women.
...than...?
Than men.

(ZDFDEIUE, IRON—T &R L TROFIIEYSTH)

FLw 34

@

T —7RA v hTFEIEET# S Dr. Donella Meadows D5 ELARLL,
WA ZHOWTHFFETHI L7, BITD X 5 7edi% 75,
We are luckier? We are the happiest? No. We have earthquakes and atomic
power. (HHE/ZFEEILT T v 2 i— REIRD)

We are not luckier.  We are not different.

(D> SR TR AARER ORI TF— L OFH - FgR EEOF &
L2 B HARDTZDIZHT > TN D EEE ) T)  People from
other countries supported and helped Japanese. We help each other
because we live in this village. It’s ...the earth. Please love the earth. This
is the message of this story.

(HRPOF-EH T LOEARZML, FRIZHOHERZ T, )
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4. BE

HEA R IEEDO BB WO TR O TH Y, FEMIISREE DT Ty GiD,
1997), ZAUE, HFROREERZEN T — LB R L ORI A fE L TR~ b
NIZEETH D, IWNHHIGENIAE LI5S, &7 — AR e 56 21 & b I NFR TR
BREHTH Y, HFERCTRR IRTETZR N, AVFH IR OB & E ORI L~ U E o7
HDITEZ T MO & 5 2.5, ARFEECi ] L7z If the world were a village of 100
people 1%, FOERTCHMU/MEMT-~72LEZ BND, AAGET, HDOIWVTEZHIZY T4 b
SNZHFECTHIUL, EHTDLDOIEIES Th-oT2125 9, AMIE, HERS/ NVAHSET
HHERASNARE 2T —2bDTHLM, FOUIFEFIZEFE Th 27O EHHTS
AT EAETR, A=t T g v P IEM AT S Z IS boTo b oD, HE
TR Z B S, £ L TN 2 SI2oWTE, TR0 Y Z LT bR
72 % B & Ffo CHEEZIIE B e oTe, FEA KX BT, FREOAEBIER L B85
T ETREROGITE LoV, SM7R B (A EE OB 2 E T 5 B0 3 EBER L7z &
N, ZIDHEH L T TAEEDBIEIIE S BROA LD,

FT, PR LOA h—U—« 7 U U7k L, AEIERICES L TH 2 &
T&7o, BERENT DIDOME LRI CTH o7, LEDOA, AHZHEIN TS AD
FIE A B CIXEE O Loz, HEBCldfilin e > 7o e BN 2T H
LZEEOTOND, I I TETAEEDEIDHEINZEN N EEZ LD,

Wz, A M=V =% LI=5E CHOAERIE N — R TUF U 7 off
Cho, VTV 7L R EZOFEERGL LU TET D) 7ry s var L3RR,
B3 OPHiE LI REREBI I > CAROSETT U Ny v 52 ThD, ZHUx LT
b, AT T EORSRE R T, T EMRRECTHD, DT 1, 2 RO
T, FELNI- BRI T AR 2 T, HREZIL D &3 2 s TG % @)
V22 LT, FEEOHERENEN - Z LTz, ERALETE L CEEhE =2 2T
FLESNIDE LB bND, SCEAEEET 5 2 L TE$"No food, die”, "Very very
hungry” & D722 WRBLCY 7 U 7 a3 DB, I ZUIE2 O OM-EEZ
DHOEZRY, JFXOFBLL FIE &2 DAEFEDRIE AR 2 T e, FEICHrI a4 L—
G ElZ) T ) Uk SEC LD b LT, REMTLOIGEZOICL, ZOEEE
RAWCEPHOAERES R L2 VB L7200 L TRIG LTa7e), ESIZT TAR1DER DY)
FEEANTND E o TWWRIBVEENT, Ziud, RICAEZFR S CAFLE D &
T5, 77 AREOEHOREREE LZF>TVONTHAS I,

UT U THTH, B D EEDE(ToT-, T 2 THRAARKESIAMN DI, 2
SEHRNH D, 101, AEMPFEAEEEZ FZE Li-boThY, TEATRT 0] &
WO BRSNS Z EEZRNT 20 TH D, b9 101, AEOEENSFITEN =55
DOHPRFEAZFIR LT, HEZEITREIFEB CE RN EDEENLThH D, ARERITHA
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ARERNS 1 FEZDZ 2300 ORITHY, B x5 E 1A, FUENREMNEE
WIORRT, HULDBERFIE INFREDBWEE DIFGH 2\ N 272230 Th o7, <
A3 IPWEITTERNEA D LR DI E O CIRBREERGEON, RKATSZ HIEH)
LIRS RONDBHETHoT2, RETOHE 1R, 52 k%8 L CAEREOEE 28 L
TEHAIVTT, ZOHEEB 2N TEOTHD, HARE IGEORR Zib
DEFEA 7> MITRTC, BROHLEHEL U TAEDEEIZ KX IS TE T
T b, HROBEHD A% S ARDTZDITHT > TODBBHEA T L, FUOHIEBROMYE 25 L
C’This is our village.” & & & D= EEOSI T, AEFER, BE4T52 8, F3ET5
T EEENIZDD L ) Thole, BERIREKRTEET DT YA L7, UL
LAEEZHSTHEIE L oTe, i o7 —421370< &b, A h—=Y— TV I
HEDEENZENNT Z L AFRECTE L EFZ D724,

5. &0

REREBL, N CEEZE)T A M=V —« 7V 7 %2 TE AT 5
MEHRELE LT, AR—U— TV T LW ZRIBPETHLZ LR LN 25T,
Wk, Ab—U— TV, KOEREROFPEENNETHD EEZLNTEREN, R
HIFPFEBPR S SO LWEM AR L, SERMZREEROGIEEZ TRTH 2 LT, BRI
SN D IFBIISICASAT S D Z L FRETH H Z & LB Sz,

AR TGS UT- oL, 3 77 A0 95 1 7 7 ATIREENS OBEI#E &0 % T
DOIFFEfE L LIS, KESICA I BRBOSGRIE T LRy, AR TRl
BB THDIAEFTNRSIN TN, KHEITOZNE TOfRREE R Tl o/, #IxiEo
TAEFMERE RE SENL TS o722 &I, ML DR =—/L & & T Bz, A b
— U =T U I, R BIRR < BR L AFEh A B LTS 75 12 5 T2 B T A,

A=Y= T Y 7T &b, PREDFEZENTEMIIN 5 THH D, Ll
WEDNHEI Th->Th, FEEOHMEGENET XL EMEAICL Thb, HRFEECH T
DREM Y, FEEGROT-OIZY T4 &, TOWDBHEIEL TDr—A b7 fely,
A M=U— TV T ORI, HHENEL &b, EE0MET 2 Z E0RHETH Y,
VIR LA ED ZERERTHL ZEThD, £, fFaSRATOS—T NV - 4 47
—F VT =3 L0, HEFUIEYIEA~O scaffolding 725 LW HRIE L H D, INFRIGEDE:
B B L URKGE L QU T8 iR Lid b e e Ch o T ARG 5 2 b
EELT L DI/, B0 OBRECTRNDIE LW NEEFOILE D, HRa 7Y
~rvay s TANMIEEETH D, T A MCARICERET 2@ O L — i amE-D
FIZTA7=0I10h, Y 2— /L ORI T, #ET oD TEXEA =) —-
TV TR TR D,

T ELOHREEERZENT Z ENSFEHE OIS THDH Z LR LT=DI, /INFRGE
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DERD—D>Th D, LA Z/NFALTITHE ST TUTRBR, TFROIGEABLEDTD
DRERAT v T EFTHILD, INBIGEO S LROFHETHY, IMHEEOEFETHD
EEZ D,

AW, A R FIRREY NP R s Z 36T DM T T O IR
gt —MEE L TRV, FRUBEHE Ch oo R NERER PSR 2%, FHHE KT
VEAH S, AR PR LY, 1RSI O BB TH0R - TR WEE
F L, ZZISRRUESN - LET,

B
1 RADBFEBITET TOIE LIRHE A R T2 HEGEOMRPRTH D, mother 725 DJRA
FECH D, FHEE LT, R -l - VIRL - 772U NROS v hRx—T 3 Ol
FRDY, FIUTLS>THEBITE DFEOER LR UERA T 52 L TEDL LD
(Masataka, 1992), McNeill (1992) 1%, +&EHIZMAT LD RADEREINIIFGE &
il LIRS 5D Z EBFAL, BT Tl Y2 AT =l b~ Y —ABEET S
EHELTND,
2 AREEETIE T LR 100 ADK7Z-725 ) GRIBET) &) HET 2001 4RI
NI NG ALY RS TSR GEEOIFSC b A L7z, R IR IR~
RGTHALTBY, AATIEIREEHRPEREFEEOEM & LTHIEL TS, H
ARONPEAET b [EFEREE OBk & L TRIB L T\ D, JRTEL 727Dl State of the
Village Report (Donella Meadows, 1990) &\ Bl 2 C T 5,
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