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In this paper Reid's (1987) study of perceptual learning style preferences was 
replicated using a large sample of Japanese undergraduate EFL students inJapan 
and New Zealand. A detailed review of recent work on learning styles is followed 
by a discussion of the particular learning styles of Japanese students. The results 
of 405 questionnaires given to Japanese undergraduates are then analyzed. The 
results show that Japanese students do not favor any major learning style, but 
instead reveal preferences for a cluster of minor learning modalities: tactile, 
kinesthetic, and auditory. However, Japanese students show some tendency to 
change these styles when taught by NS teachers. The implications for teachers 
of Japanese EFL students include: (a) becoming conversant with their students' 
learning styles; (b) thinking in terms of matching teaching and learning styles; 
and (c) selecting appropriate classroom activities to cater to each style. 
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L
earning style refers to a person's natural, habitual, and preferred 
ways of learning. The literature contains dozens of definitions, but 
perhaps the most quoted is in Keefe (1979) who refers to the 

"characteristic cognitive, affective, and physiological behaviors that selVe 
as relatively stable indicators of how learners perceive, interact with, 
and respond to the learning environment" Cp.4). Similarly, Claxton and 
Ralston (1978, p. 1) say that every person has "a consistent way of 
responding to and using stimuli in the context of learning" which is 
created by the individual's psychological makeup and sociocultural back
ground, while Cornett (1983) states that styles are the overall patterns 
that give general direction to learning behavior. Guild and Garger (1985) 
go as far as to say that style is "the most important concept to demand 
attention in education in many years [and] is at the core of what it means 
to be a person" Cp.viii). 

In essence, learning style research suggests that people make sense 
of the world in different ways and these ways are partly created by 
cultural experiences. Learning style, then, is where culture and educa
tion overlap. The importance of learning style for EFL teachers is not 
just that we have to consider the cultural backgrounds of our students, 
but that we can do this in an informed way. This is because the same 
teaching methods may be more effective for some learners that others. 
So learning style is central to the growing interest in "learner-centered" 
instruction as it implies a need to consider further information about the 
learner when describing courses. This can provide a basis for more per
sonalized approaches to counseling, teaching, and assessment. 

Learning Style Research 

Learning style research expresses the simple idea that each learner 
has a clear and coherent set of learning likes and dislikes, but people 
differ in their learning styles in a number of ways and studies have 
addressed a huge range of factors. Keefe (988), for example, lists 
40 different components of style including personality traits, atti
tudes, and physiological factors. In fact, learning styles have four 
related aspects: cognitive, affective, physiological, and behavioral, 
although most learning style research has focused on the cognitive, 
that is the individual psychological strategies of information pro
cessing. Cognitive studies tend to describe learners in terms of bipo
lar characteristics like serialist/holist, extrovert/introvert, reflective/ 
impulsive, studial/experiential, convergent/divergent, and so on. 
These are all incorporated into Witkin et aI's (977) influential con-
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struct of Field Dependence (FD) and Field Independence (FO, or 
global versus analytic approaches to experience. 

In the context of L2 acquisition, this research suggest the PI (ana
lytic) learners outperform FD learners in both form focused and com
municative tests (Chappelle & Roberts, 1986; Day, 1984; Hansen & 
Stansfield, 1981). However, these concepts have been strongly criticized 
as components of second language aptitude because they are based on 
psychological constructs which have nothing to do with learning, ig
nore different learning contexts, and describe invisible mental phenom
ena (Skehan, 1989). In particular, the central construct of Field 
Dependencellndependence has come under increasing attack as unre
liable, unScientific, value-laden, culturally biased, and irrelevant to an 
explanation of second language learning (Ellis, 1985; Griffiths & Sheen, 
1992; Riley, 1988; Willing, 1988; Sheen, 1993). While the FDII construct 
still has its adherents in EFL (e.g., Chapelle, 1992; Chapelle & Green, 
1992), it has flaws which make its relevance to SLA highly suspect. 

A more socially based approach focuses on the external and con
crete aspects of style, examining its physical and affective components. 
There are now a number of measures which profile independent sub
scales. Some consider the effects of perceptual preferences for visual or 
auditory input; others examine instructional factors such as grouping 
methods or time of day preferences, and some focus on environmental 
elements such as lighting, temperature, or seating arrangements. This 
paper focuses on two elements of learning style which are of the most 
practical concern to teachers, because they directly influence classroom 
decisions. These are perceptual modalities and preferences for group or 
individual learning. 

Perceptual learning styles refer to the "variations among learners in 
using one or more sense to understand, organize and retain experience" 
(Reid, 1987, p. 89). It is probable that about 90 percent of traditional 
classroom instruction is through talk (Hodges, 1982). The communica
tive approach is largely based on oral work: we talk to our students, ask 
questions, and discuss topics. Some researchers have argued that audio
based methodologies are most effective for EFL instruction (Takeuchi et 
aI, (1990). However, Hodges (1982) found only 25 to 30 percent of any 
large group could remember 70 percent of what was presented in this 
way. In fact, people tend to have a preference for the way they receive 
information in a learning situation, and research shows that they use 
four basic styles or modalities (Guild & Garger, 1985; Hodges, 1982): (a) 
visual: reading texts or notes, attending to diagrams; (b) auditory: listen
ing to lectures or tapes, discussing; (c) kinesthetic: experiential learning, 
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role-play, physical involvement in learning; and (d) tactile: "hands-on" 
creativity, model building, note-taking, experimentation. 

Evidence suggest that matching students to their preferred style in
creases both satisfaction and achievement (e.g., Dunn, 1988; Dunn & Griggs, 
1988; Wallace & Oxford, 1992; Wheeler, 1980). Reid (1987), Willing (1988), 
and Dunn et a1 (1989) provide extensive reviews of this literature. 

Learning Style and Cultural Background 

It is true to say that most learning style research has been done from 
a "Western, white, middle-class perspective and value syste.m" (Claxton 
& Murrell, 1987, p. 71). Little is known about cross-cultural differences 
in learning styles, and the importance of cultural factors is still not fully 
recognized. Willing's (1988) survey of adult migrants to Australia, for 
example, suggests that the various learning preferences are represented 
in similar proportions in all ethnic groups. However, learning styles 
appear to vary according to cultural background. Witkin et al. (1977) 
and Kaplan (1966), for example, hypothesize that different modes of 
thinking are characteristic of different cultures, and it seems that social
ization plays a role in the development of style differences as children 
from different cultural groups exhibit different learning styles (Guild & 
Garger, 1985; Young, 1987). The only published research on this has been 
carried out by Reid (1987), who examined the perceptual learning style 
preferences of 1,234 NNSs of English studying in U.S. language programs, 
and a follow-up study by Melton (1990) of 331 university students in China. 
These studies confirm that the learning style preferences of ESL students 
from different language and cultural backgrounds differ significantly. 

japanese Learning Experiences 

There is little published research on the learning style preferences of 
japanese speakers, although Reid (1987) found that the Japanese dif
fered Significantly from all the language. groups in her study as they did 
not identify a single major perceptual learning style. She speculates that 
this is a result of culture, and it is clear that the language learning expe
riences of japanese students differ considerably from those in Western 
classrooms. While this observation is familiar to teachers of Japanese 
speakers, it is worth mentioning as it provides an important context for 
the discussion of perceptual learning style differences. 

While English is one of the mostwide1y studied subjects injapan, its 
study is regarded as an academic pursuit, and students apparently have 
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little motivation to learn the language or use it outside the classroom 
(Benson, 1991; Day & !ida, 1988). The Japanese education system does 
not seem to value independence nor assign creative or imaginative tasks. 
At both secondary and tertiary levels traditional methods and materials 
tend to predominate, classes are teacher-centered, and students are ex
pected to be passive. Methods often involve the use of a reading text in 
English which students translate into Japanese (Widdows & Voller, 1991), 
and instruction is likely to be in Japanese and focused on imparting 
facts about the language (Ellis, 1991; Kobayashi et al., 1992). Memoriza
tion and rote learning play important roles in classrooms (Tinkham, 
1989), and there is generally no expectation that students will use librar
ies or source materials (Hendricks, 1991). Written examinations alone 
determine grades and future success (e.g., Yoshida, 1991; White, 1987), 
and English exams are primarily tests of grammatical knowledge and 
vocabulary (Morrow, 1987). 

However, students seem to doubt the effectiveness of their instruc
tion (Kobayashi et al., 1992) and may favor interactive and student
centered learning methods over these traditional approaches (Widdows 
& Voller, 1991). The present study was undertaken to help resolve such 
issues and to provide teachers with information to enhance students' 
awareness of their learning style preferences. 

The Study 

As learners, the Japanese appear to be a distinctive group. Conse
quently I decided to replicate Reid's study in relation to Japanese speak
ers. In particular, I was interested in whether Japanese learners have 
perceptual learning style preferences and whether these change as a 
result of overseas study or native speaker instruction. 

My study used a self-reporting questionnaire designed by Reid to 
determine respondents' visual, auditory, kinesthetic, tactile, group, and 
individual learning preferences. The questionnaire consists of randomly 
arranged sets of five statements on each preference and was validated 
by Reid by the split-half method and correlation analysis of an original 
set of 60 statements. The background information-slightly amended to 
make it more relevant for Japanese learners-concerned the length of 
time respondents had studied English, the number of semesters they 
had been taught by native speakers, and whether they had studied abroad. 
Appendix A includes copies of the full questionnaires in English and 
Japanese. An explanation of the preferences was distributed with the 
forms, and teachers decided whether to distribute the English or Japa-
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nese versions to their students. The data from the two questionnaires 
was combined because statistical analysis showed no significant varia
tion in students' answers as a result of the language of the question
naire. 

Eight japanese universities participated in the sUlVey with 265 un
dergraduates responding. The questionnaire was also administered to 
140 japanese students at different English proficiency levels at a tertiary 
college in New Zealand. A total of 405 questionnaires were returned. 
Table 1 summarizes the information on respondents according to six 
background variables. 

Preference means were calculated for each variable from the student 
response. These means were then scaled from 0-20 and classified into 
three categories following Reid's original study: major, minor and nega
tive learning style preferences. These refer to the preference modes in 
which a student, respectively, learns best, functions well, and has diffi
CUlty in learning. The thresholds for each category were established by 
Reid and retained for purposes of comparison. An analysis of variance 
and multiple comparison of means were run on the preference means, 
and the Tukey test was used at 0.1 to determine significance in the 
comparison of means. 

Table 1 
Learning Style Variables 

Language of Questionnaire n Sex n 
English 116 Male 182 
japanese 289 Female 223 

Level of Study n Overseas Study n 
Non-University 140 Never 176 
Year 1 69 3 months or less 55 
Year 2 94 4 to 11 months 60 
Year 3 102 12 or more 114 

Years with a NS teacher n Years of English Study n 
Less than one 147 2 to 7 60 
One to 2 141 8 to 9 279 
More than 2 117 10 or more 66 

Results 

A summary of the overall results is presented below followed by a 
discussion of a number of significant findings. 
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Overall Results 

The overall means of this study indicated that japanese learners pre
fer auditory, tactile, kinesthetic, and individual learning as minor styles, 
F(5,2424) = 34.1, P < 0.001. This result concurs with Reid's (1987) find
ings that japanese speakers do not identify a single strong (major) learn
ing style. Visual and group learning were considered negative learning 
styles. Table 2 compares Reid's findings with my own. 

Both Reid's and my studies identify tactile, kinesthetic, and auditory 
modalities as the three strongest preferences, and distinguish group learn
ing as the weakest mode of learning. Visual modality is also a negative 
style, and Reid found that japanese were the least visual of her eight NNS 
language groups. The differences in means may be accounted for by the 
fact that this sample was about four times larger than Reid's japanese 
group, and the data presented here include a much wider proficiency 
range and a high proportion of stUdents who had never been overseas. 

Table 2 
Summary of Learning Style Preference Means 

Visual Auditory Kines- Tactile Group Indi-
thetic vidual 

Reid's japanese 12.52 12.67 13.29 13.32 10.35 
sample 

Present total 10.93 12.33 12.00 12.18 10.06 
means 

Note: Means 13.5 and above = Major Leaming Style Preference 
Means 11.5 to 13.49 = Minor Learning Style Preference 
Means 11.49 or less ~ Negative Learning Style Preference 

12.05 

11.32 

In addition to the overall preferences of japanese learners, I was 
interested in a possible relationship of particular variables to differences 
in learning styles. I will focus on the differences in learning styles as a 
result of years of study, semesters of native speaker instruction, and 
length of overseas study. 

Years of English Study 

This variable shows that students who had studied for more than 
seven years chose tactile, auditory, kinesthetic, and individual learning 
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as minor preferences. It is interesting to note that students showed greater 
interest in group learning and that preferences for individual and kines
thetic modes increased with length of English study, with tactile learn
ing showing the strongest trend (Table 3). 

Students who had studied English for 10 to 13 years were signifi
cantly more tactile than those who had studied for less than seven years, 
F(1,124) Q 11.38, P == .001. This may be because writing notes, actively 
working with materials, and physical involvement in learning tasks be
come increasingly necessary to successful language learning and aca
demic study. Students therefore appear to expand and strengthen their 
preferences the longer they study English, although an alternative ex
planation is that students may be self-reporting styles they have adapted 
to during years of study. 

Table 3 
Learning Style Preference Means: Years of Study 

Years of Study Visual Auditory Kines- Tactile Group Indi-
the tic vidual 

Two to seven 10.79 12.55 11.87 11.28 9.98 
Eight to nine 11.09 12.34 12.09 12.42 10.14 
Ten to thirteen 10.02 12.18 12.30 12.66 10.33 

Note: Means 13.5 and above Q Major Learning Style Preference 
Means 11.5 to 13.49 == Minor Learning Style Preference 
Means 11.49 or less == Negative Learning Style Preference 

Years of Native Speaker Instruction 

11.05 
11.61 
11.99 

An important finding here is that preferences for auditory, kines
thetic, and group learning all increased over time with native speaker 
instruction. Students taught by native speakers for more than two years 
were significantly more kinesthetic and auditory than those who had 
attended for less than one year, F(1,262) == 21.78, P c .000, and F(1,262) 
== 10.57, P = .001, respectively. These students were also significantly 
more disposed to group learning, F(1,262) = 8.4, P = .004. The group 
with the shortest period of NS teaching chose only auditory and indi
vidual learning as minor styles. Once more, no group expressed a major 
preference, and, again, the means indicate that visual and group learn
ing are of negligible importance to Japanese learners, with preferences 
for the visual mode declining over time spent with a NS teacher. Table 4 
summarizes this information. 
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Table 4 
Learning Style Preference Means: 

Period of Native Speaker Instruction 

Years of Study Visual Auditory Kines- Tactile Group Indi-
thetic vidual 

Less than one 11.31 11.95 11.18 11.35 9.40 
One to two 10.83 12.24 12.16 12.65 10.18 
More than two 10.50 12.92 12.73 12.41 10.68 

Note: Means 13.5 and above = Major Learning Style Preference 
Means 11.5 to 13.49 = Minor Learning Style Preference 
Means 11.49 or less = Negative Learning Style Preference 

11.87 
11.43 
11.44 

Many Japanese students have native English speaker teachers, 
and this seems to have more of an impact on student preferences 
than years of study. Obviously teachers have a variety of instruc
tional styles, and these can be influenced by their own learning 
styles, their reading, or their professional training. Current EFL meth
odology favors activity-focused and learner-centered teaching styles 
and these are more likely to be found in native speaker classrooms, 
whereas many Japanese instructors favor more traditional methods, 
reflecting predominantly grammar-translation approaches. The in
creasing preferences for auditory, kinesthetic, and group learning, 
then, may reflect the teachers' own preferences for communicative 
methodologies which emphasize spoken English, interactive tasks, 
role-play, and active participation in group work. Foreign teachers, 
then, through their use of communicative methods, clearly have an 
important influence on learning style preferences. 

Period of Overseas Study 

All groups picked auditory and kinesthetic as minor learning styles, 
and group and visual learning as negative styles. Only those stu
dents who had never studied overseas or who had gone for less 
than three months indicated individual learning as a minor style, 
being significantly more individual in their preference than those 
studying overseas for four to 11 months, F(1,113) = 8.58, P = .004. 
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Table 5 shows the results. 
Table 5 

Learning Style Preference Means: Period of Overseas Study 

Years of Study Visual Auditory Kines- Tactile Group Indi-
thetic vidual 

None 11.48 11.87 11.75 11.94 9.92 
Less than 3 11.27 12.20 12.09 12.24 9.52 
4 to 11 10.28 12.28 12.17 11.87 10.15 
12 or more 10.25 12.77 12.46 12.68 10.65 

Note: Means 13.5 and above = Major Learning Style Preference 
Means 11.5 to 13.49 == Minor Learning Style Preference 
Means 11.49 or less == Negative Learning Style Preference 

11.71 
12.46 
10.48 
10.81 

The trends here are less marked but mirror those of the native speaker 
teacher results, with less aversion being shown for group learning, and 
preferences for auditory and kinesthetic learning strengthening the longer 
students had studied abroad. Students who had studied overseas for 12 
months or longer were Significantly firmer in their preference for audi
tory learning, for example, than those studying entirely in Japan, F == 

(1,288) == 9.63, P == .002. Reid (1987) also found that preferences for 
auditory learning had increased the longer students had lived in the U.S. 
Another interesting trend shows that students who had studied overseas 
became progressively less visual in their preferences. The only group to 
choose visual learning as a minor learning style were those without 
overseas study experience, who were significantly more visual than those 
who had studied abroad for over a year, F (1,288) == 13.49, P < .001. 

Japanese Learning Style Preferences 

This section briefly summarizes a number of the major findings of 
the study. First, the study confirms Reid's (1987) finding that Japanese 
speakers appear to have no strong learning style preferences. While not 
directly supported by the empirical findings, it is possible that this fact 
might help explain the language learning difficulties often experienced 
by many Japanese students (Benson, 1991; Ellis, 1991; Kobayashi et aI., 
1992). It is possible that without a strong learning preference many 
students may be unable to develop the strategies necessary for high 
academic achievement. 

Second, this research suggests that Japanese learners favor auditory, 
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tactile, and kinesthetic modes, and individual learning as minor styles. 
This confirms Widdows and Voller's findings that "students do not like 
classes in which they sit passively, reading or translating" (1991, p. 134). 
It also suggests that an education system which restricts the use of spo
ken English doesn't take full advantage of learners' auditory preference. 

Third, because visual modality appears to be a negative style, many 
students are hampered by a school system which emphasizes the im
portance of text-based methodologies such as translation, composition, 
and grammar exercises. The study suggests that students respond well 
to oral-aural teaching approaches. 

Fourth, a more positive factor is that Japanese speakers have mul
tiple minor preferences. This could allow them to compensate for the 
lack of a clear learning channel because they are able to process infor
mation in a number of ways and may even have a better chance of 
success than those with a single modality strength (Guild & Garger, 
1985). This finding receives some support from a recent article in which 
Hinkelman and Pysock (1992) demonstrated that a multimedia method
ology using visual, auditory, and kinesthetic methods was more effec
tive than catering to any single modality in a vocabulary learning activity 
with Japanese students. 

Finally, auditory, kinesthetic, and group learning preferences increased 
with overseas or NS teacher experiences. This suggests that learning 
styles can be modified and extended by adapting to different learning 
experiences; however, as none of the learning circumstances examined 
appear sufficiently influential to move preferences into a higher prefer
ence band, these findings should be treated with some caution. 

It is important to note that I am not describing a stereotype here. 
Learning style preferences are also affected by personal as well as cul
tural factors, and many individual exceptions obviously exist. The re
sults do, however, help us to understand something about the way 
Japanese students prefer to learn. 

Implications for EFL Teaching 
There are two advantages to identifying the perceptual learning style 

differences of our students: first, we can improve learning by catering 
for different learning styles, and, second, we may be able to help 
strengthen students' negative or minor learning styles. 

While the precise relationship between learning style and successful 
L2 acquisition is uncertain, the evidence points to the need to match 
teaching methods and preferred learning styles in order to improve 
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learning. In particular, we have to help students identify their preferred 
styles and assist them to extend and develop their favored modalities. 
Here the literature is divided between (a) the need to accommodate 
learners' preferred styles (Dunn, 1988; Dunn & Dunn, 1979; Dunn & 
Griggs, 1988; Wallace & Oxford, 1992; Young, 1987), and (b) training 
learners to strengthen their weaker styles by exposing them to activities 
which do not match their preferences (Rubin, 1975; Willing, 1988). While 
it is difficult to draw clear conclusions from the literature on style match
ing, Bialystock (1985) has argued that disparities between the styles of 
teachers and students will reduce the potential effects of instruction. 
Such differences can lead to "Style Wars" (Oxford et aI, 1992) and have 
a negative effect on attitudes to learning and the grades of many EFL 
learners. This seems to be particularly important in the areas of writing, 
reading and grammar (Wallace & Oxford, 1992). 

Style is a consistent way of learning which reflects cultural behavior 
patterns and, like other behaviors, may be modified as a result of train
ing or changes in learning experiences. The assumptions, supported by 
the research reported here and in the literature, are that learning styles 
are adaptable, and that preferences can be modified. It should be re
membered, however, that a preferred learning style reflects the underly
ing causes of behavior-not conscious actions. In other words, it 
expresses itself in how a student organizes and responds to L2 input, to 
general approaches rather than specific tactics. Precisely how changes 
in learning style affect conscious learning strategies in SLA remains un
clear. What is evident, however, is that affective and academic benefits 
result from characterizing students' requirements in the learning process 
and varying teaching treatments to meet learning predispositions. There 
are a number of ways teachers can use this information. 

First, we need to assess the learning styles of class members. For 
most assessment aims we have to rely on learners' reports of their pref
erences, and a number of instruments exist for this purpose. A great 
deal of material has emerged in recent years designed to raise the pro
file of styles and help students consider these issues. Textbooks by 
Willing (1989) and Ellis and Sinclair (1989) contain practical activities to 
introduce the idea of styles. Similarly, the questionnaire used in this 
study provides a useful means of gathering data, raising consciousness, 
and promoting discussion. Japanese students are generally interested in 
this metacognitive level of learning, and information about different 
modalities can also help explain the purpose of different activities in the 
classroom. This in turn can help students to focus on study skills and 
learner training tasks to "stretch" their styles through exposure to differ-
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ent teaching styles and the opportunity to participate in activities involv
ing a variety of learning modes and groupings. 

Second, we can ensure style-matching through a range of activities. 
Ellis (1989) and Melton (1990) suggest that one way of accommodating 
learning styles in the classroom is to offer a variety of activity types to 
the whole class. This will accommodate the various preferences of all 
learners and simultaneously help them to adapt their styles to a range of 
instructional tasks, strengthening the skills associated with learning styles 
in which they are weak. Forcing students to adapt their styles in this 
way may create anxiety and discomfort, however (e.g., Ellis, 1989), and 
an alternative approach to style matching is to place students in style
alike groupings. This allows the teacher to cater to particular perceptual 
preferences and to occasionally mix styles and students to enable learn
ers to participate in activities which develop their weaker styles in les
son plans, consciously including various styles in their classes by marking 
the primary sensory appeal of each actiVity. 

Third, while style and methods can be achieved by such planning, 
the range of perceptual styles present in any class has led some re
searchers to recommend a high degree of teacher flexibility (e.g., Dunn 
& Dunn, 1979). An experienced and sensitive teacher, trained to be 
aware of the importance of the range of perceptual learning style differ
ences, can appropriately respond to those differences as the circum
stances demand. Clearly most teachers feel able to respond to the needs 
of their students, but style differences are more significant than previ
ously realized, and this requires a permanent and structural basis of 
teacher flexibility rather than ad hoc solutions. In particular, it involves 
the use of a wider range of teaching approaches than older, more con
servative ideological methodologies allow (see Fanselow, 1987). 

Finally, on a practical level, there are a range of activities that can be 
used in class to emphasize each style. Visual learners respond to read
ing resource materials, writing journals of classroom learning and vo
cabulary, worksheet based tasks, (re)writing notes from texts and lectures, 
and working on video or TV activities. Students with an auditory prefer
ence work best on tasks such as listening exercises from tapes, lecture 
listening to find new information, verbal stimuli for discussions, cloze 
exercises from songs and oral repetition, and pair work for the rein
forcement of items. Kinesthetic students like to participate actively and 
therefore suitable tasks include TPR for new vocabulary, charades for 
concrete vocabulary items, role plays, problem-solving simulations, and 
student produced plays. Tactile students are the most difficult to accom
modate, but respond to sequencing activities (e.g., strip texts), small 
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group creations of models, writing notes, interpreting texts through paint
ing, model building, or producing video or audio programs. 

Conclusion 

This survey suggests that Japanese speakers exhibit distinctive learn
ing styles and that these are modified over time with exposure to NS 
teachers and living in English speaking countries. It should be pointed 
out, however, that the self-report questionnaire used to gather the data 
is an imperfect instrument upon which to base strong claims of learner 
differences. It would therefore be extremely useful to verify these find
ings with observations of actual student behavior under a variety of 
task/grouping conditions. Nevertheless, this exploratory study supports 
the growing individual differences literature in pointing to the need for 
a culture-sensitive pedagogy which takes account of learner characteris
tics. It has been argued here that we have to be aware of our students' 
different learning style preferences and respond flexibly with a broad 
range of teaching approaches. Helping students to understand their learn
ing styles and to exercise active control over them will make them more 
effective language learners. 
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Appendix A 
Perceptual Learning Style Preference Questionnaire 

Name Age___ Male/Female __ 
Place of Study: High School year __ 

University year __ 
What is your major field? _____ _ 
How long have you studied English in Japan? ___ _ 
Have you ever studied English overseas? ___ _ 
If yes, for how long? ___ _ 
Have you ever been taught by a foreign teacher? ___ _ 
If yes, for how many semesters? ___ _ 

Directions: 
People learn in many different ways. For example, some people 

learn mainly with their eyes (visual learners) or with their ears (auditory 
learners); some people prefer to learn by experience and/or "hands-on" 
tasks (kinesthetic or tactile learners); some people learn better when 
they work alone, while others prefer to work in groups. 
This questionnaire has been designed to help you identify the wayCs) 
you learn best-the way(s) you prefer to learn. 

Read each statement below. Please respond to the statements AS THEY 

APPLY TO YOUR STUDY OF ENGusH. Decide whether you strongly agree, agree, 
are undecided, disagree, or strongly disagree. Mark an X in the appro
priate column. 

Please respond to each statement quickly without too much thought. 
Try not to change your responses after you choose them. Please use a 
pen to mark your choices. 



Questionnaire Statements 
strongly agree undecided disagree strongl) 

agree disagree 
1. When the teacher tells me the instructions, I understand better. 
2. I prefer to learn by doing something in class. 
3. I get more work done when I work with others. 
4. I learn more when I study with a group. 
5. In class, I learn best when I study with others. 
6. I learn better by reading what the teacher writes on the board. 
7. When someone tells me how to do something in class I learn it better. 
8. When I do things in class, I learn better. 
9. I remember things I have heard in class better than things I have read. 

10. When I read instructions, I remember them better. 
11. I learn more when I can make a model of something. 
12. I understand better when I read instructions. 
13. When I study alone, I remember things better. 
14. I learn more when I make something for a class project. 
15. I enjoy learning in class by doing experiments. 
16. I learn better when I make drawings as I study. 
17. I learn better in class when the teacher gives a lecture. 
18. When I work alone, I learn better. 
19. I understand things better in class when I participate in role playing. 
20. I learn better in class when I listen to someone. 
21. I enjoy working on an assignment with two or three classmates. 
22. When I build something, I remember what I have learned better. 
23. I prefer to study with others. 
24. I learn better by reading than by listening to someone. 
25. I enjoy making something for a class project. 
26. I learn best in class when I can participate in related activities. 
27. In class, I learn better when I work alone. 
28. I prefer working on projects by myself. 
29. I learn more by reading textbooks than by listening to lectures. 
30. I prefer to work by myself. 



Iin-iND 73 

~oo ~~ ft~ '--
~t~t~J±J2.Cr(J)l::·tLh:~-e~±* '? *Tip? (O~f,nt-e< tt~v\o ) 

?ili~~ _~~ 

r~~m~~E 

J#r~~~~ _~tt J#1/):. ____ _ 
m*1: _~~ 1#1/):. ____ _ 
*~1:: _~1:: 1#1/):. ___ _ 

EJ *~M~rl3~~~.§~~~m ~ -ev\ *Til~ ? _____ _ 

~OO~~e~M~~~~~~~'?*T~? 
~±v\ !(;Imn~± ? ___ _ 

v\v\;t 
~~A(J)~~~~~m~.b0~~~~~'?*T~? 

~±v\ Jt1.mm±? ___ _ 
v\v\;t 

Im~n~~ 

~~jjf!~±A~;: J:: 0 -e~k ~T 0 *!tjl~~~Jt~{9!? ~ ~~;: J:: 0 -e9b 
*a~~;:~~-c:~ QA~, ~15~U;:~f*~Jt;tQ~~1J~~~ttfA t v\* 
To *tc., ~ A -C:(J)'T-1W~~ttJA tv\tL~f, ~l}v-:t~~~~ttrA ~ 
v\*To 
~(J)7~~-~~~~~~~Kt0~~~~~~B1J~~.~~Q 

tc.~(J) ~ (J)~To 

-FHc.(J) Jt ~~~, ~tL~tL ~ ~ tt.tc. (J)~~~fi~;: ~ -e ~±~ -e @I~ ~ 
-e < tt ~ v \0 @] ~~±, '5!U < ~ ? J~, ?', '-t- ? }GJ, ?', ' E 1:> ~ -c: 
tt~v\', '-t-? Jffil,btt.v\', '~< -t-? }G1,btt.v\' (J)? t:> It\'-rtLtJ~ 
~~, jl~t~·ffMU;:Xr:n~HC.A ~ -e < tt ~lt\o 

ac.A T Q I~Hr.~±~ '? ~ < ~.;t f, OO:~H'-J~;:@]~ ~ -e < tt ~ It\o ~ ~ 

-e -g[ffi1~~~C.A ~tc.~, f~il:ll t>-t-tL~~j! ~tt.lt\J:: ? ~;: ~ -e < tt ~ 
It\o ~C.A(J)~!SU±~~~{!fJlj ~ -e < tt ~ V\o 



1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 
11. 
12. 
13. 
14. 
15. 
16. 
17. 
18. 
19. 
20. 
21. 
22. 
23. 
24. 
25. 
26. 
27. 
28. 
29. 
30. 

j'./7-i' 

;t~iOt~ 1;)13 'S:'mtPA t... -C < no ~ biO~ I;) ~lt'. 
? 7 .7.--C::~f;:iO~~~tl ~iOt~~WlT.oQ)iOt1zf~-C::ib.o. 
l~iO~Q)~!E~-.f;:tJ:.;:iO~'S:'~.o I~? ilt~.(f:J.O¥:fi-C::~ .0. 
~/v-'1'~iWQ)I~; ilt9b*(f:J';:~!1-C::~ .0. 
? 7.7.--C::fi. l~iO:'Q)~!E~-.f;:~~.o ~~iO~-3,Q<~fi-C::~.o. 
~!EiltIH&';:1§lt'tc b Q)t-IUI'I~? fA A < ~fi-C::~ .0. 
? 7.7.--c::H~f;:~~ 13~~*.-C"b ~? 1~?iOt. ,Q< ~iW-c::~.o. 
? 7.7. --c::tJ:f;:iO~t-~.o ~.Ii < ~fi-C::~ .0. 
? 7 A --C::flIIlt'tc*Q)I~; il~. trJUvtt. ~ ~.t ~ "b,Q < ~*. "(It'.o. 
tlUvtt. ~ ~Q)I~? ilttmaA~A <i't*. "(It'.o. 
~f;:iO:.'S:'~iWT.o ~~. :e-Tlv~tF...,tcl~; ilt& < ~iW-c::~.o. 
~~--C::imaAt-~A-tt. ~ ~Q)I~;iOt,Q < JJl!IW--C::~.o. 
-A--C::~fiT.o~;~~.~A<~~~tt..o. 
? 7 .7.Q)iQI--C::~f;:iO:.'S:'tF~T.o I~; ilt,Q < ~fi-C::~ .0. 
? 7 A --C::~f;:il:.YUtlt- t...~iOt ~~fiT .0 Q)iOtljf~tt.. 
1M ~ e 'S:'tai~ tJ:iO~ ~tMlT .0 I~; iOtA < ~fi-C::~ .o. 
~~iOt~.t-T .0 Ii; ilt,Q < 1fh~i-C::~ .0. 
- A --c::~.oI~; iOtA < ~iW"'C?~.o. 
?7A--C::P-k'1'~~'S:'~.o~;~,Q<~.~~m-c::~.o. 
? 7 A --C::i!i;O:'Q)ili5t-1m < ,~; ilt,Q < ~!1"'C?~ .0. 
2. 3 AQ)!EfiE~ -.f;:V-~"'.)Q)Y'!T~ ~ j. ~ "t-~.o Q)iOtljf~tt.. 
~1;:~'S:'tF.o~. ~fi t...tc~ J:t-A < it*. "(It'o. 
liil:'Q)~~J:-*ftf;:tJl~.o'~; ilt1zf~tt.. 
AQ)lt'; ~ ~ 'S:'fllI < .t 1;). ~ttl~; iOtA < ~!1-C::~ .0. 
? 7 .7.Q)H ~ t... "( ~ f;:iO:.'S:'tF~T .0 Q)tJt1zf~tt.. 
? 7.7.--C::. IM1lmib.offlfJIJ';:$1JUT.o ~~-3,Q<~fi-C::~.o. 
? 7.7. --C::li-AQ)I~; tJtA < ~fi-C::~ .o. 
- A --C::alI!IH;:lIk tl mttl~; tJ~1zf~tt.. 
m~'S:'rm < .t tl tt~H!:f~Mflvtt.I~; ilt,Q < ~ii-C::~ .0. 
- A --c::tJl5!tt .0 Q)iOtfJt~tt.. 

~M< "'t:dt\? ~156 
.c;,m.; ~"b~lt' 

't"? I §<'t"? 
Xttb~lt' ,mb~lt' 

'-J 
~ 

~ 
~ o 
~ :b: 
t'-o 


