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Articles

The Eiken Vocabulary Section':
An Analysis and Recommendations for Change

Tsuyuki Miura

Temple University Japan
David Beglar

Temple University Japan

Although the Eiken is one of the most widely taken English proficiency tests in
Japan, little empirical research has been conducted on the test. In this study, the
vocabulary sections of all levels of the Eiken administered from 1998 to 2000
were analyzed. There were five principal findings: (a) successive levels of the
Eiken vocabulary section do not increase in difficulty in a smoothly graduated
fashion, (b) some test forms appear more difficult than others, (¢) item options
from widely differing frequency levels are sometimes used on the same item,
(d) the assumed vocabulary sizes of targeted examinees frequently bear little
relation to the difficulty of the items included in the vocabulary section, and (e)
the sentence stems in the vocabulary section and the reading passages impose a
similar lexical load. A number of suggestions for addressing the shortcomings of
the vocabulary section are proposed.

FHRRERE B (BERR) 13, HAR TR BJA < ZBRE N T W 25 HEEIGE L) E
TARD=DTHHITONNDST, EFHMNFHBEIZEAERINTHARND
MEETHD, ARTIEL 99 8NS5 20 0 0FDMICINS N7z SRR
DFEFEBES N ZITV, FRELU TR TAREET 2, () SR OHS E
ZAEI3IFE TR, O) T A MR VEGEITEDNH D, ()2 DHHDER
BT, BENKRES RLFBROFHNLSNDHEND S, (d)EEENEE
T H/MZBAREOFERN & FRRMEICHT D EHE S BN,
(e)FhEMEDIHH G & RXHMMEO ST, fERL N)UTHBNT
EBRLTWS, E5ICARKTIE, FRMEICBTMEMATHEL. B <0
REBIT TS,
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ne of the most important English proficiency tests in Japan is the
O | Jitsuyo Eigo Ginou Kentei Shiken (Eiken), which is developed

and administered by the Nikhon Eigo Kentei Kyokai (Eikyo).
Nearly three million people took a version of the Eiken in 2001, and
since the test’s introduction in 1963, more than 61 million people have
sat the exam. The Eiken, which is currently made up of seven different
level-specific tests beginning with the fifth level and increasing in dif-
ficulty through pre-second, second, and pre-first to the first level, was
characterized by MacGregor (1997) as being “highly respected in social,
educational, and employment circles...” (p. 24) in Japan. This statement
is supported by the fact that Eiken certification is accepted in lieu of
sitting an entrance examination by some Japanese high schools, voca-
tional schools, junior colleges, and universities, and passing particular
levels of the test carries university credit in some institutions. In addition,
more than one-third of the prefectures in Japan are currently using the
Eiken as one way to determine the language proficiency of prospective
English teachers (see www.eiken.or.jp for further details). Passing higher
levels of the Eiken also enhances a person’s chances to be hired and/or
promoted in some companies.

Notwithstanding the Eiken'’s position of importance in Japan, there
is a lack of published research that illuminates fundamental testing con-
cerns such as reliability, validity, and test washback. Our investigation of
Japanese and English-language educational and language testing jour-
nals uncovered surprisingly few investigations of the Eiken, and none
directly related to the topic of this study. In an early study, Murakami
(1972) questioned the Eiken’s reliability and the quality of some items.
A quarter of a century later, an exploratory examination of a pre-second
level form of the Eiken was reported by MacGregor (1997), who arrived
at five main conclusions. First, the test content appeared to match the in-
tended group of test takers (second and third year high school students),
a feature that MacGregor characterized as the test’s greatest strength.
However, MacGregor’s other comments were critical, and they were
derived from a cluster of reasons. Foremost among them was the charge
that there is reason for concern about the test’s reliability and validity. An
additional related issue materialized as a result of an item analysis that
she conducted. Approximately half of the items on the test were found to
have unacceptable item discrimination values (a measure of how well an
item differentiates high and low scoring examinees), a factor that would
directly contribute to the fairly low reliability coefficient she found for
the test form she investigated. Fourth, the context provided for some
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items was unclear and even occasionally illogical, another characteristic
that can adversely affect test reliability and validity. Finally, MacGregor
argued that Eikyo should provide published reports of studies on item
construction, reliability, and validity, a common practice of large testing
companies such as Educational Testing Service in the United States.

Despite the criticisms of MacGregor’s study raised by Henry (1998),
her work represents an important initial attempt to illuminate the major
strengths and weaknesses of the Eiken. In contrast to MacGregor, who
chose to examine overall test functioning of one level of the test, we
will begin a more focused line of research by investigating the Eiken
vocabulary section. Our primary purpose is to undertake a preliminary
analysis of the vocabulary section of all levels of the Eiken in order to
determine the types of words being tested and to make recommenda-
tions for improving that section.

We have chosen to focus on the vocabulary section for three reasons.
First, unlike some sections of the Eiken, a vocabulary section is included
on each level of the test. Thus, unlike some other areas, it is one tested at
all proficiency levels. Second, a number of studies conducted in the past
decade have highlighted the importance of lexical knowledge for aural
language processing (Miller & Eimas, 1995; VanPatten, 1996), speech
production (Altman, 1997; de Bot, 1992; Levelt, 1993), reading (de Bot,
Paribakht, & Wesche, 1997; Durgunoglu, 1997), and writing (Engber,
1995; Laufer & Nation, 1995). Third, we believe that research on the vo-
cabulary section in particular is needed. The first author’s experience
and her discussions with other Japanese who have taken several levels
of the Eiken suggest that the difficulty of the vocabulary section does not
increase in smoothly graduated steps. Instead, the informal consensus is
that the vocabulary sections of the pre-first and first level tests present
unusually severe challenges in comparison with both the vocabulary
sections of other levels of the test and with other test sections. Finally,
the perception that some editions of the test (same level but appearing
at different times) are easier than others, contributes to the feeling that
the tests are not entirely fair.

The Importance of High Frequency and Academic Vocabulary

The notion that particular groups of words are of special importance
has been largely inspired by corpus-based research undertaken in the
past by researchers such as West (1953) and continued in the present in
corpora such as Collins’ COBUILD Bank of English Corpus (http://tita-
nia. cobuild. collins.co.uk/). Such corpora have consistently shown that
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a small number of words account for a high percentage of the words
met receptively and used productively. For instance, the 2,000 high fre-
quency word families as represented by the headwords in West’s (1953)
General Service List (GSL) provide coverage of up to 75% of fiction texts
(Hirsh, 1993), 90% of non-fiction texts (Hwang, 1989), and 80% of aca-
demic texts (Nation, 2001).

In addition, the 570 general academic word families included in the
Academic Word List account for an average of about 10% of the running
words in academic texts (Coxhead, 2000). Together, these approximately
2,600 word families (i.e., 2,000 high frequency and 570 academic word
families) are crucial for academic success in English-language settings
as shown by the fact that they accounted for 86% of the vocabulary in
Coxhead’s 3.5 million word academic corpus, and they constitute the
majority of the 3,000 word families that are needed for learners to reach
what Laufer (1992) has referred to as “the turning point of vocabulary
size for reading comprehension” (p. 130).

In this study, the vocabulary appearing in the Eiken vocabulary
section are compared with word lists of high frequency and academic
vocabulary, the expected proficiencies of the targeted examinees, and
the vocabulary on the reading comprehension section of the test. This
analysis is an attempt to shed light on precisely what vocabulary is being
tested on all levels of the Eiken, and the results should be instructive to
the test’s designers, teachers preparing students to take the Eiken, and
the examinees themselves.

In addition to the general purpose stated above, we posed three
specific research questions:

Research question 1: What is the lexical composition of the
multiple-choice vocabulary options (i.e., the correct answer
and three distractors) on each level of the Eiken in terms of
high frequency, academic, and low frequency vocabulary?
How consistent is the lexical composition from one admin-
istration to the next?

In order to answer these questions, we examined all of the correct
answers and distractors of all Eiken vocabulary tests administered from
1998 to 2000. These original tests are available in a series of seven books
titled Eiken Zenmondaishu (e.g., Eiken, 2001a, b & ¢).

Research question 2: To what degree are the results of the
first research question in accord with the targeted profi-
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ciencies of the examinees and the vocabulary size for each
level that is suggested by Eikyo? How appropriate are the
targeted proficiencies identified by Eikyo?

The purpose of these questions was to investigate whether the vo-
cabulary items in each level of the Eiken are consistent with the targeted
vocabulary sizes specified by Eikyo (2001) and Monbu-kagakii-sho
(Ministry of Education, Culture, Sports, Science, and Technology), as
specified in Gakushu Shidou Youryou [(Foreign language in secondary
school:) The Course of Study] (Monbu-kagaku-sho, 2001).

Research question 3: How does the vocabulary of the item
sentences (i.e., the stems and correct answer) in the vocab-
ulary section compare with the vocabulary of the reading
comprehension passages for each level?

The objective here was to compare the lexical load of the vocabulary
section with that of the reading section. For this analysis, all levels of the
Eiken administered in June 2000 were examined.

Method
The Range Program

All analyses were conducted with Range (Nation & Heatley, 1996), a
PC program that is freely available at the University of Victoria at Wel-
lington’s web site (http://www.vuw.ac.nz/lals/). This software compares
the words in a text or several texts with the words in three base lists and
can be used to find the coverage of a text using preset word lists.

As noted above, Range detects and classifies three categories of
words. The first is made up of the 1,000 most frequent words in English
(3,126 types or 999 word families) and the second is comprised of the
second 1,000 most frequent words (2,721 types or 986 families). The
source of these words is A General Service List of English Words (West,
1953). Together these 1,985 word families constitute what is commonly
referred to as the high frequency vocabulary of English.

The third category is made up of words not found among the high
frequency words described above, but which frequently occur in upper
secondary school and university textbooks across a wide range of aca-
demic subjects (2,540 types or 570 families). The source of these words
is the Academic Word List (AWL) (Coxhead, 2000).

Range employs three types of units to count words. Tokens are tallied
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by simply counting every word form in a spoken or written text. If the
same word form occurs more than once, each occurrence is counted.
Types are tallied by counting every unique word form only once. Addi-
tional occurrences are not counted. Let us look at one concrete example
to help illustrate the idea. In the sentence, Scientists know that the vol-
ume of the moon is the same as the volume of the Pacific Ocean, there
are 18 tokens (i.e., 18 words in the sentence) but only twelve types (i.e.,
twelve unique word forms). The final type of unit, word families, consists
of a headword, its inflected forms, and its closely related derived forms.
For example, know (headword), knows (inflected form), and unknown
(closely related derived form) are all part of the same word family (Bauer
& Nation, 1993). Although all three counts serve useful but distinct put-
poses, in this study we emphasized #ypes because we were primarily
interested in the occurrence of unique word forms. Finally, in addition
to the three categories of words described above, Range indicates which
words in a text are not covered by any of the above lists. Thus, a fourth
category of low frequency vocabulary is automatically created by the
program.

The Eiken Vocabulary Test Section

As noted above, all levels of the Eiken include vocabulary items in
the first section of the test. The same multiple-choice, minimal context
format is used for all levels, but the number of items on each level varies
(see Table 1).

Table 1: Items Included in the Analyses

Test # of items # of items # of items Total # of Total # of
level per test inspected deleted/test  items deleted  items analyzed
First 30 180 6-7 38 142
Pre-first 30 180 6-7 33 142
Second 25 150 15 90 60
Pre-second 25 150 13-15 86 64
Third 20 120 8-11 56 64
Fourth 20 120 7-11 61 59

Fifth 15 90 5-9 46 44
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The following is one item from the first level test administered in June
2000:

After her pleasant first flight, the woman realized that her
fear of flying had been ( ).

1. undaunted

2. unfounded

3. unabashed

4. unscathed
(Eiken, 2001a, p. 14)

Each test that we examined also included a number of items testing
knowledge of English idioms and grammar. For instance, the following
item from the pre-first level tests idiomatic knowledge:

The Internet stock’s value grew ( ) soon after it
was offered to the public. It rose 20% in one month.

1. out and about

2. by leaps and bounds

3. above and beyond

4. in bits and pieces

(Eiken, 2001b, p. 19)
A typical fourth level grammar item is:

George ( ) his friend in the park yesterday.

1. sees

2. will see

3. saw

4. seen

(Eiken, 2001c, p. 28)

Because it is not possible to analyze multi-word units such as phrasal
verbs and idioms with Range, these items, as well as the items testing
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grammatical knowledge, were eliminated from the data set by both
researchers working in consultation. Table 1 summarizes the number of
items deleted from the analysis and the number of items remaining after
the deletions. For instance, at the first level, 180 items were inspected
(6 test forms x 30 items/per form), and depending on the specific form,
six or seven items were deleted. This resulted in 38 total deletions. The
remaining 142 items were used in the analyses.

The remaining multiple-choice options in all six administrations of
the Eiken from 1998 to 2000 were then entered into Microsoft Word 2000
(2000). The files were then saved in text format so that they could be
read by Range. Data files for each level consisted of the four multiple-
choice options for each question, including the correct answers (e.g.,
unfounded in the first example test item above) and the three distractors
(e.g., undaunted, unabashed and unscathed) for each item. The data
from the six test forms were entered into separate test files so that we
could investigate differences between the test forms.

The second set of data that were collected was for the item sentences
(stems) in the vocabulary section along with the correct options (in-
correct options excluded). Items that were excluded in the previous
analysis were also excluded here.

The third data set was made up of the reading passages from the first
to the fourth levels of the Eiken administered in June 2000% The pas-
sages were entered into Microsoft Word 2000, converted to text format
and then submitted to Range.

Results
The Multiple-Choice Vocabulary Options

The initial analysis concerned the multiple-choice options in the
vocabulary section. Columns 4 to 7 in Table 2 summarize the results
of the Range analysis. It can be seen, for example, that of all the types
appearing in the fifth level test forms under examination, 95, or 81.2%,
appear on Range’s list of the 1,000 most frequent words. In general, the
amount of higher frequency vocabulary decreases and the amount of
lower frequency vocabulary increases as the tests move from the easiest
(fifth) level to the most difficult (first) level, at which point over 90% of
the vocabulary options are low frequency words.
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Table 2: Targeted Examinees, Assumed Vocabulary Sizes, and Coverage
of the Multiple-choice Options in the Vocabulary Section

Test Targeted Targeted  First Second AWL Low
Level Examinees Size 1,000 1,000 Frequency
Types (%)  Types (%)  Types (%) Types (%)

First Four-year 10,000 8 (14 11 (1.9 23 (41) 523 (92.0)
college grads -15,000

Pre-first  Two-year 7,500 32 (5.7) 55 (97) 133(234) 346 (61.1)
college grads

Second HS seniors 5,100 77 (33.5) 64 (27.8) 58(25.2) 31 (13.5)

Pre- HS first & 3,600 143 (61.1) 57 (24.3) 17 (7.3) 17 (7.3)

second second year

Third JHS third 2,100 167 (77.7) 39 (18.1) 3 (14 6 (2.8
year

Fourth JHS second 1,300 161 (81.3) 34 (17.2) 2 (1.0) 1 (0.5
year

Fifth JHS first 600 95 (81.2) 20 (17.1) 0 (0.0 2 (7
year

Note. HS = High school; JHS = Junior high school.

Variation among the lexical profiles of different administrations of the
same test level was also investigated. The results for the first, pre-first,
and second level test forms are displayed in Table 3. The second column
shows the six administrations of the highest three levels of the Eiken
included in this study, and columns 3 through 6 show the four lexical
categories reported by Range. As can be seen, different versions of the
same level test are not entirely consistent. For instance, the profiles of
the June 1998 and the October 2000 administrations of the pre-first level
show considerable variation, particularly where the second 1,000 word
frequency level (column 4) and low frequency words (column 6) are
concerned.
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Table 3: Variation in the Lexical Distribution of Item Options on the
First, Pre-first, and Second Level Test Forms

Test Administration  First 1,000 Second 1,000 AWL Low frequency
Level Date Types (%) Types (%) Types (%) Types (%)
First Oct. 2000 1 (1D 0 (0.0) 3 (32 91 (95.8)
June 2000 0 (0.0 0 0.0 2 2D 94 (97.9)
Oct. 1999 0 (0.0) 0 0.0 2 2D 94 (97.9)
June 1999 2 (21 4 (42) 5 (2 85 (88.5)
Oct. 1998 4 (4.3) 5 (5.4 3 (3G 80 (87.0)
June 1998 1 (1D 2 22 8 (8.7) 81 (88.0)
Pre-first Oct. 2000 6 (6.3) 6 (6.3) 16 (16.7) 68 (70.8)
June 2000 4 (4.2 7 (73) 21 (21.9) 64 (66.7)
Oct. 1999 3 3D 10 (10.4) 23 (24.0) 60 (62.5)
June 1999 5 5.2 8 (83) 23 (24.0) 60 (62.5)
Oct. 1998 4 43 6 (65 29 (315) 53 (57.0)

June 1998 10 (10.9) 18 (19.6) 21 (22.8) 43 (46.7)

Second Oct. 2000 15 (37.5) 17 (42.5) 3 (05 5 (12.5)
June 2000 16 (40.0) 13 (32.5) 10 (25.0) 1 25
Oct. 1999 10 (25.0) 8 (20.0) 14 (35.0) 8 (20.0)
June 1999 10 (25.0) 11 (27.5) 14 (35.0) 5 (12.5)
Oct. 1998 15 (37.5) 7 (17.5) 15 (37.5) 3 (75
June 1998 15 (37.5) 9 (22.2) 7 (17.5) 9 (22.5)

The Multiple-choice Vocabulary Options and their
Relationship to the Examinees

The results pertaining to research question 2 are displayed in Table 2.
The targeted examinees are shown in the second column, and the tar-
geted vocabulary sizes of the examinees are shown in the third column.
These can be compared to the lexical composition of the different test
levels. For instance, at the fourth level, second year junior high school
students are expected to have a vocabulary of approximately 1,300
words. The test options match this target well as they are taken primarily
from the first and second 1,000 most frequent words of English.
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A Comparison of the Vocabulary
and Reading Comprehension Sections

Our final research question concerned the degree of consistency
between the vocabulary and reading comprehension sections of the
Eiken. The results are shown in Table 4.

Table 4: Coverage of the Vocabulary Section Options,
Vocabulary Item Sentences and Reading Section Passages

Test Word Options: Sentence Reading
Level List Types (%) Stems: Passages:
Types (%) Types (%)
First 1st 1,000 8 (14 182 (58.5) 526 (51.4)
2nd 1,000 11 (1.9 39 (12.5) 112 (10.9)
AWL 23 (4.1 28 (9.0) 141 (13.8)
Low Frequency 523 (92.6) 62 (19.9) 244 (23.9)
Pre-first 1st 1,000 32 (5.7) 172 (62.3) 385 (54.3)
2nd 1,000 55 .7 33 (12.0) 81 (11.4)
AWL 133 (23.4) 22 (8.0) 80 (11.3)
Low Frequency 125 (61.1) 49 (17.8) 163 (23.0)
Second 1st 1,000 77 (33.5) 107 (79.3) 311 (73.0)
2nd 1,000 64 (27.8) 14 (10.4) 38 (8.9
AWL 58 (25.2) 4 (3.0) 29 (6.8)
Low Frequency 31 (13.5) 10 (74 48 (11.3)
Pre-second  1st 1,000 143 (61.1) 106 (80.9) 252 (78.5)
2nd 1,000 57 (24.3) 11 (84 21 (6.5
AWL 17 (7.3) 2 (15 9 28
Low Frequency 17 (73) 12 (9.2) 39 (12.1)
Third 1st 1,000 167 (77.7) 113 (75.3) 184 (82.9)
2nd 1,000 39 (18.1) 15 (10.0) 20 (9.0)
AWL 3 (1.4 1 0.7 0 (0.0)
Low Frequency 6 (2.8 21 (14.0) 18 (8.1)
Fourth 1st 1,000 161 (81.3) 75 (81.5) 136 (86.1)
2nd 1,000 34 (17.2) 7 (7.6) 10 (6.3)
AWL 2 (1.0) 0 (0.0) 1 (0.6)

Low Frequency 1 (0.5 10 (10.9) 11 (7.0)
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Item options for all test levels are shown in the third column. A com-
parison of the percentages found under Sentence Stems % (column 4)
and Reading Passages % (column 5) shows that they are relatively close
to each other throughout all test levels and for all word categories. In
the first through pre-second levels, the sentences have a slightly greater
proportion of high frequency vocabulary. This situation is reversed on
the third and fourth levels where the vocabulary in the reading section
appears to be slightly easier.

Discussion
The Multiple-choice Vocabulary Options

Five main points are deserving of comment. First, the degree of dif-
ficulty of the first level vocabulary section is now clear. More than 90%
of the item options at the first level are low frequency words. Although
low frequency words should be tested at this level, the gap in difficulty
between the pre-first and first levels is quite large, as can be seen by the
increase (61.1% to 92.6%) in low frequency vocabulary (Table 2).

Second, the largest jump in difficulty occurs between the second
and pre-first levels. At the second level, high frequency vocabulary
accounts for 61.3% of the distractors and low frequency vocabulary only
13.5%. However, when we move to the pre-first level, these numbers are
effectively reversed: high frequency vocabulary has fallen to 15.4% and
low frequency vocabulary has risen sharply to 61.1%. This sudden shift
validates the subjective experience voiced by many Japanese examinees:
The pre-first and first level vocabulary sections are far more difficult than
the vocabulary found at other levels of the test.

Third, despite the fact that the first level is a test of low frequency
vocabulary and the pre-first level a test of low frequency and academic
vocabulary, high frequency words account for 3.3% (1.4% + 1.9%) of the
options in the first level and 15.4% (5.7% + 9.7%) in the pre-first level. It
is inappropriate to include such options on the highest two levels of the
test. In order to illustrate the reason for this, let us look at one example
from a pre-first level test administered October 18, 1998.

The politician got upset when he found his views had been
( ) by the journalist’s misleading article.

1 adopted
2 distorted
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3 implied

4 proclaimed
(Eiken, 2001b, p. 106)

Because of the frequency-sensitive nature of second language vocab-
ulary acquisition, the higher the frequency level of a particular word, the
higher the probability it is known.? In the above item, option 1 (adopted)
is one of the most frequent 1,000 words of English, options 2 (distorted)
and 3 (implied) are part of the AWL, and option 4 (proclaimed) is a low
frequency item. This mixing of words from very different frequency lev-
els increases the likelihood that a relatively high frequency option such
as adopted will not function effectively as a distractor in the presence of
lower frequency vocabulary because many examinees will be able to
eliminate it relatively easily, or, if it is the correct option, choose it with
little difficulty (see Haladyna, 1994 for an extensive review of multiple-
choice item functioning and distractor analysis).

The fourth point concerns the similarity of the lexical profiles of
the third, fourth, and fifth levels. Although each of these levels is ap-
propriately focused on high frequency vocabulary, the lack of a shift
in emphasis from the first to the second 1,000 word families suggests
that there is no significant change in difficulty from one level to the next
given the well-known influence of word frequency on lexical acquisi-
tion. We investigated this possibility more closely by randomly selecting
25 words each from the third, fourth, and fifth level vocabulary options
and checking the precise frequency of those words with the Carroll,
Davies, and Richman (1971) word frequency list. The fifth level test form
was essentially a test of the 500 most frequent words of English and, as
such, was easier than the third and fourth level tests. However, the com-
position of the third and fourth level tests was extremely similar in terms
of word frequency. In addition, when all of the third and fourth level
options were compared, it was found that 22.8% (38 out of 167 types)
were included on both test levels. This degree of overlap is troubling on
tests that are purported to be aimed at different proficiency groups.

Fifth, the major difference at the first level concerns a change made
by Eikyo between the June and October 1999 administrations. As shown
in Table 3, the 1998 and June 1999 administrations display consistent
profiles, but the test writers appear to have made the test more diffi-
cult beginning with the October 1999 administration, at which time the
test becomes almost entirely composed of low frequency vocabulary.
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Inconsistencies also appear in the pre-first and second level test forms.
For instance, the June 1998 pre-first level test appears to be consider-
ably easier than the October 2000 administration based on the amount
of low frequency vocabulary tested on each form—46.7% versus 70.8%.
Furthermore, 80% (37.5% + 42.5%) of the vocabulary on the October
2000 second level test form is made up of high frequency vocabulary
whereas the same vocabulary levels comprise only 60% of the June 1998
second level form.

The Multiple-choice Vocabulary Options
and their Relationship to the Examinees

Our second research question concerned the targeted examinees,
their assumed vocabulary sizes, the degree to which the Eiken vocabu-
lary section is in accord with the assumed sizes, and the appropriateness
of those assumptions. Table 2 shows the targeted examinees by edu-
cational level (column 2) and their assumed vocabulary sizes (column
3) as stated by Eikyo (2001). Vocabulary size is assumed to increase as
grade level rises.

Let us first turn to the question of the degree to which the FEiken vo-
cabulary sections are in accord with the target vocabulary sizes shown
in Table 2. Answering this question is not entirely straightforward for
two reasons. First, we do not know which words Eikyo counts as the
targeted vocabulary because they do not disclose the word list(s) that
they are using. Secondly, although Eikyo does not publicly disclose how
it counts words, an Eikyo representative informed us that the test mak-
ers count words “like in a dictionary” (anonymous Eikyo representative,
personal communication, February 24, 2002). This suggests that Eikyo
may be counting words in a manner that is similar to our focus on word
types. This is an important issue because word counts change signifi-
cantly depending on what counts as a word. For instance, the first 1,000
high frequency words of English can be counted as 3,126 types or 999
word families.

Because of the large number of interrelationships between the cells
in Table 2, we will highlight only a few of the more important points
by focusing on the third column (targeted size) and the four columns
that show the word type breakdowns for the four types of vocabulary
(columns 4 to 7). Eikyo assumes that examinees taking the second level
of the Eiken have a receptive vocabulary of approximately 5,100 words.
However, if this is the case, it makes little sense to test the high frequency
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words of English, and our data show that high frequency words account
for approximately 60% (33.5% + 27.8%) of the words tested at the second
level.

A second example of an apparent mismatch can be found at the pre-
second level, for which Eikyo has stated that examinees should have
a receptive vocabulary of approximately 3,600 words. Although Eikyo
probably intends this figure to be an approximation, it is puzzling that
61.1% of the vocabulary options that we sampled from six different pre-
second level tests were chosen from the first 1,000 words of English.
These words should present no challenge to a learner with anything
approaching a 3,600-word vocabulary.

One final example concerns the fifth through third levels. In spite
of the fact that, as noted above, the examinees’ vocabulary sizes are
expected to increase from 600 words at the fifth level to 2,100 words at
the third level, the actual data show that the three sections are made up
of broadly similar items: The first 1,000 word level accounts for 81.2%
of the words at the fifth level and 77.7% of the items at the third level.
The second 1,000-word level accounts for 17.1% (fifth level) and 18.1%
(third level) of the items. Thus, expected rises in examinees’ receptive
vocabularies are not mirrored by changes in the lexical profiles of the
items on the test. In sum, we can only conclude that the items on the tests
administered from 1998 to 2000 and the assumed vocabulary knowledge
of examinees have at best a weak relationship with one another.

The second part of research question 2 asked about the appropriate-
ness of the proposed vocabulary sizes shown in the third column of
Table 2. For instance, is it reasonable to expect a third year junior high
school student to have a 2,100-word receptive vocabulary? Although we
have considerable unpublished data showing that this figure is quite
high, there is little published research available to answer this question.
However, we believe that the figures proposed in Table 2 are unrealistic
in terms of the language acquisition of the average Japanese student.
Barrow, Nakanishi, and Ishino (1999) reported that the Japanese learners
in their study had receptive vocabularies of approximately 2,400 words
on average after six years of formal English education. In other words,
first year university students had vocabularies only slightly larger than
the 2,100-word vocabulary proposed by Eikyo for third year junior high
school students.

We can also analyze the appropriateness of the Eiken vocabulary
section by comparing it with the vocabulary sizes that are endorsed by
Monbu-kagaku-sho, as specified in Gakushu Shidou Youryou (Monbu-
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kagaku-sho, 2001). In this document, Monbu-kagaku-sho suggests
vocabulary learning goals for junior and senior high school students.
These guidelines state that up to 900 words should selectively be taught
during three years of junior high school, including basic vocabulary that
relates to aspects of daily life such as seasons, months, days of the week,
time, weather, ordinal and cardinal numbers, and the family. Further-
more, the Ministry sets a target of learning an additional 1,800 words
for high school students. Thus, Japanese students are expected to learn
approximately 2,700 words after six years of formal education. When we
compare the Monbu-kagaku-sho’s suggested vocabulary learning goals
and the vocabulary test items on the Eiken test, it is difficult to identify a
clear relationship between the two, a problem that is particularly acute
at the higher levels of the Eiken.t

A Comparison of the Vocabulary
and Reading Comprehension Sections

As noted in the Results section, the percentages found under Sentence
Stems % and Reading Passages % in Table 4 show broad similarities for
all test levels and word categories. This is appropriate because both sec-
tions should be targeted on the same proficiency level. Large differences
would suggest that at least one section is not appropriate for the targeted
examinees.

Two additional findings appear in Table 4. First, the multiple-choice
options (column 3) at the first and pre-first test levels are composed
of more difficult vocabulary than the sentence stems (column 4) and
reading passages (column 5). While low frequency vocabulary makes
up 92.6% of the options at the first level, it comprises only 19.9% of the
sentence stems and 23.9% of the reading passages. At the pre-first level,
low-frequency vocabulary accounts for 61.1% of the options, 17.8 % of
the sentence stems and 23% of the reading passages. Thus, the multi-
ple-choice vocabulary options in the first and pre-first levels pose the
greatest lexical challenge for test takers at those levels.

The second finding concerns the relationship between the options
and sentence stems at the third and fourth levels. Some sentence stems
appear to be made up of more difficult vocabulary than the options. For
instance, at the third level, 14% of the word types in the sentences are
low frequency vocabulary, whereas only 2.8% of the options are low
frequency. As a result, the sentence stem, whose purpose is to provide
context for choosing the correct option, may sometimes be less com-
prehensible than the options themselves, and examinees may miss an
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item not because they lack knowledge of the targeted vocabulary, but
because they did not understand the sentence context.

Recommendations for Improving the Eiken Vocabulary Section

Our intention from the beginning of this study has been to investigate
the Eiken vocabulary section, identify problematic areas, and make spe-
cific suggestions for improving the section. It is to this last goal that we
now turn.

Our first finding was that the different levels of the Eiken vocabulary
section do not increase in difficulty in a smoothly graduated fashion,
and the difficulty levels of different test forms at the first, pre-first and
second level are not consistent (see Table 3). The third and fourth levels
show virtually no change and there are large gaps between the second
and pre-first and the pre-first and first levels of the test (see Table 2).
Although FEikyo has chosen this design based on “teachers’ opinions
and guidance from Monbu-kagaku-sho” (name withheld, personal com-
munication, October 12, 2001), the result is an overall design that is at
best clumsy and at worst ineffective. One way to remedy this problem
would be to apply the following guidelines: (a) high frequency words
should not be tested or included as distractors at the first, pre-first, and
second levels, (b) the number of items sampled from the AWZ should be
increased at the pre-first, second, pre-second, and third levels, and (c)
the first 1,000 words should be gradually deemphasized and the second
1,000 words gradually emphasized as the test moves from the fifth to the
third level. Eikyo could implement this suggestion by utilizing software
such as Range and by consulting multiple word frequency lists of written
English when choosing words for inclusion on the tests. A second, and
in our opinion, more elegant solution to this problem could be imple-
mented through the proper use of item response theory (IRT). Although
Eikyo informed us that they are using a form of IRT to analyze the tests
(name withheld, personal communication, September 12, 2001), we see
little evidence that they have taken advantage of the strengths of IRT.
The Rasch model, which is a latent trait measurement model that places
person ability and item difficulty on a single log linear scale, would
permit Eikyo to produce vocabulary sections that sensitively measure
lexical knowledge, avoid the gaps that we found at the higher levels of
the test, equate test forms relatively easily, make shorter yet more reli-
able tests, and deliver the tests in a computer-adaptive format (see Bond
& Fox, 2001 and Wright & Stone, 1979 for details regarding how these
objectives can be achieved with the Rasch model). Using the Rasch
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model and word frequency information to model reading development
has been undertaken with considerable success in the United States by
Lexile (www.lexile.com). This work could serve as a useful model for
Eikyo.

Our second main finding concerned the use of multiple-choice op-
tions from widely varying frequency levels. We recommend that the four
options for any single question be drawn from similar word frequency
levels. As outlined earlier, the influence of word frequency effects is
so pervasive that higher frequency distractors can be comprehended
relatively easily and either eliminated or chosen as the correct option.
By using options from similar frequency levels, the effectiveness of the
distractors can be enhanced and the possibility of successful guessing
minimized. This could best be implemented by consulting multiple
word frequency lists when selecting vocabulary item options.

Our third major suggestion concerns our finding that the assumed
vocabulary sizes of the targeted examinees frequently bear little relation
to the difficulty of the items included in the vocabulary section. One
clear example of the current mismatch can be found in the third level
test. The assumed vocabulary size is 2,100 words, yet the third level vo-
cabulary section is primarily testing the first 1,000 high frequency words
of English. If Eikyo insists on using vocabulary size figures such as the
ones reported in Table 2, then they should construct the different levels
of their tests to more closely match those figures.

Fourth, we have criticized the proposed vocabulary sizes summarized
in Table 2 as being largely divorced from reality. Our recommendation,
which we direct at Eikyo, Monbu-kagaku-sho, and second language
researchers in Japan, is that more empirical investigations of the lexi-
cal knowledge of Japanese learners at all levels of the formal education
system are needed. When Eikyo suggests that specific levels of the Eiken
are appropriate for learners in a particular grade in school, those figures
and the amounts of lexical growth associated with them should be based
on empirical studies that suggest what amount of lexical growth is chal-
lenging yet generally achievable. In this regard, we would like to pose
three broad research questions to Eikyo and independent researchers
suggested by the data in Table 2: (a) For what percentage of Japanese
students are the vocabulary size figures accurate? (b) What rate of lexical
growth do Japanese students show throughout their junior high school,
senior high school, and university studies? (¢) To what degree do pub-
lished figures such as those shown in Table 2 influence Japanese learn-
ers? This last question concerns test washback and is related to our belief
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that the vocabulary learning goals established by Monbu-kagaku-sho for
junior and senior high school students are too low.

A New Eiken? A New Eikyo?

Although we believe that the Eiken would be improved if the above
suggestions were implemented, our recommendations may be analo-
gous to repairing an old car: the repairs help, but what is really needed is
a new car. What form might the “new FEiken” and the “new Eikyo” take?
Our list of wishes is long, but we will discuss only three.

First, we would like to see Eikyo undertake a reconceptualizion of
the entire vocabulary section based on what is currently known about
text processing and the second language lexicon on one hand and item
response theory (IRT) on the other. As with every other professional
language testing organization, Eikyo must constantly strive to better un-
derstand the underlying construct that they wish to test. At a minimum,
this would involve the careful study of recent theories of lexical knowl-
edge and its interaction with text comprehension (e.g., Kintsch, 1998),
the second language lexicon (e.g., Pavlenko, 1999), and vocabulary test
validation (e.g., Perkins & Linville, 1987). The second base upon which a
reconceptualized Eiken would rest is statistical theory. As stated earlier,
the appropriate use of IRT would permit Eikyo to design, refine, and ad-
minister the vocabulary section more effectively and circumvent many
of the problems we have pointed out.

Our second, and more radical suggestion, is that Eikyo should carry
out detailed empirical investigations of test functioning that would
reveal whether an independent vocabulary section is even needed. A
number of studies conducted over the past three decades have consist-
ently shown that vocabulary knowledge is the primary factor underlying
reading comprehension. As a result, it may be redundant and therefore
inefficient to include both reading comprehension and vocabulary
sections on the test. Moreover, current approaches to language testing
in general (Chapelle, 1998) and vocabulary testing in particular (Read
& Chapelle, 2001) suggest that placing lexical items in rich contexts is
the most valid way in which to test examinees’ lexical knowledge. In
addition, this testing format would overcome the negative washback
associated with the vocabulary section of the FEiken. Books (e.g., the
six volume Eiken Pass Tanjyukugo, 1998) and Internet sites (e.g., http:/
www19.big.or.jp/ hmnomura/eikenbbs2/eikenbbs2.cgi) dedicated
to helping Japanese learners successfully pass the Eiken consistently
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promote a heavily decontextualized approach to vocabulary learning
despite the fact that studies on lexical acquisition (e.g., Prince, 1996)
have shown that the overuse of decontextualized vocabulary study can
result in learners who cannot break away from a reliance on translation,
are unable to exploit the lexicon effectively for production, and have
slow and effortful processing of L2 syntax and word identification.

Our final wish is that as a socially responsible corporation, Eikyo
should be more forthcoming about test functioning. Validation studies
need to be undertaken for every section of the Eiken, and the results of
these studies published so that language testing professionals, teachers,
and test takers can examine them in detail. In addition, a test booklet
disclosing section and test reliabilities, intercorrelations among test
sections, and other quantitative and qualitative data should be made
publicly available. One of the best examples of this practice in the field
of second language testing is Educational Testing Service, which has
long published information about the functioning of the TOEFL test in
articles written for the general public and technical research reports that
disclose the results of detailed investigations into specific sections of the
test (see www.toefl.org for general information and a large number of
technical research reports available online). This is all the more impor-
tant because independent studies (e.g., MacGregor, 1997 and this study)
have arrived at the same general conclusion: the Eiken has potentially
serious reliability and validity problems. In addition to the employees of
Eikyo, a potentially large number of language testing professionals both
inside and outside of Japan could lend their expertise to the develop-
ment of improved tests.

Conclusion

In this study we have made suggestions for improving the vocabulary
section of the Eiken based on an analysis of the lexical categories of the
item options, sentence stems and reading passages on all seven levels
of the Eiken administered over a three year period. It is our hope that
further studies on the Eiken will be undertaken both by independent
researchers and by researchers working together with Eikyo in order to
improve what is unarguably one of the most important proficiency tests
in Japan. The Japanese students and adults who take future versions of
the test deserve no less.
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Notes

1. We have called Daimon 1 (section 1 of the written part) the vocabu-
lary section because the majority of the items test knowledge of single
words, two-word verbs, or idioms.

2. The fifth level of the Eiken does not have a reading test section.

3. Although a large number of factors, such as concreteness, phono-
logical and orthographic regularity, part of speech and pronuncibility
influence word difficulty, a considerable amount of research evidence
from the field of language testing (e.g., Miller & Lee, 1993; Read, 1988;
and Schmitt, Schmitt, & Clapham, 2001) and second language lexical
acquisition (e.g., Kirsner, 1994 and Ellis, 1994, 2001) has shown that word
frequency is the primary factor underlying lexical difficulty.

4. One reviewer raised the point that other factors, such as the role of
cram schools, affect the lexical acquisition of Japanese learners. If Eikyo
considers these factors, it is their responsibility to describe how such
factors are accounted for and how they influence decisions about test
construction.
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The Effect of Three Types of Written Feedback
on Student Motivation

Peter M. Duppenthaler
Tezukayama Gakuin University

This article reports on the effect of three types of written feedback on student
motivation at a girls’ private high school in Japan. It addresses the question
of whether students who receive meaning-focused feedback show a greater
degree of positive motivation than students who receive either positive com-
ments or error-focused feedback. The only statistically significant difference
among the three types of feedback was that the positive-comments group was
significantly less eager to get their journals back each week than the meaning-
focused feedback group. The overall findings of this study reconfirm the positive
effect journal writing, regardless of feedback type, has on motivation. All three
groups reported that they felt it had a positive effect on their English, and that it
had been a worthwhile experience for them.
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he larger one-year study on which this article is based (see

Duppenthaler, 2002) investigated the effect of three different

types of feedback on the “improvement” of students’ journal
entries, the possibility of a transfer effect to in-class compositions, and
possible influence on the strength of motivation. The present article is
limited to the question of motivation (see Stern, 1983; Oxford, 1994; and
Dornyei, 2001 for overviews and general discussions of motivation).
The research question was: Do students who receive meaning-focused
feedback show a greater degree of positive motivation than students
who receive either positive comments or error-focused feedback?

The three types of feedback provided in the students’ journals were
(a) meaning-focused feedback, in which I engaged in an ongoing and
cumulative, interactive dialog with the participants, providing com-
mentary on the content of each journal entry, suggesting future topics,
and asking for additional information and clarification; (b) positive
comments, in which I responded with phrases such as “well done,”
“keep up the good work” and “keep writing,” and with occasional short
positive comments on the content of a few scattered journal entries so
that students would know, as in the case of the other two treatment
groups, that I was reading their entries, but did not engage in an ongoing
interactive dialog, or ask for additional information and clarification; and
(¢) error-focused feedback, in which I corrected all errors, in red ink, in
the participants’ journal entries with no revision required on the part of
the participants.

A review of the literature indicated that several researchers (Leki, 1992;
Holmes & Moulton, 1997) had voiced the opinion that meaning-focused
feedback had a positive effect on motivation. Although some research-
ers (Semke, 1984; Robb, Ross, & Shortreed, 1986; Aly, 1992, Fazio, 2001)
reported little positive value for error correction, many students seem
to prefer it (see for example Cathcart & Olsen, 1976; Radecki & Swales,
1988; Harrison, 1993; Timson, Grow, & Matsuoka, 1999). It was therefore
felt that error-focused feedback might be viewed positively by students,
and thus might lead to increased motivation. Finally, it was felt that
positive comments should be included as one of the treatment types
because informal discussions with teachers in Japanese high schools
who had used journals led me to believe that this was a common, if not
the most common, type of feedback.

Although, in a general sense, meaning-focused feedback may seem
to fit into the general feedback category of commentary, in which the
teacher makes written comments or asks questions focused on either
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grammatical errors, content, or the students’ ideas, it is in fact a rather
different thing in that it is not intended to be evaluative. “Commentary”
in this case consists of exchanges in which the teacher is “a participant in
an ongoing written conversation with the student, rather than an evalu-
ator who corrects or comments on the students’ writing” (Worthington,
1997, p. 3).

With regard to error correction, Radecki and Swales (1988), Cathcart
and Olsen (1976), and Harrison (1993), all reported that students prefer
teachers to correct all surface errors at least to the extent that it is pos-
sible. A survey by Timson, Grow, and Matsuoka (1999) to determine the
error correction preferences of 1,228 Japanese, second language learn-
ers enrolled in various departments at nine universities in Japan found
overwhelming agreement among their respondents that “error correc-
tion is necessary and desirable in order to increase second language
fluency” (p. 145) and that “a majority of those surveyed desire to have
their errors corrected” (p. 145).

There may be several possible explanations for the popularity of er-
ror correction among students. The main one may simply be that many
teachers use this type of feedback. This may mean that students are used
to it and therefore comfortable with it. It may also be seen as the type of
feedback that requires the least effort on the students’ part. After all, all
students need to do to improve the original draft is to rewrite, copying
the corrections that the teacher has already made for them, reducing
their main task to one of reading the teacher’s handwriting.

According to Staton (1988), the publication of two National Institute
of Education reports, “Analysis of Dialogue Journal Writing as a Com-
municative Event,” and “Dialogue Writing: Analysis of Student-Teachers
Interactive Writing in the Learning of English as a Second Language,”
“stirred increased interest in the use of dialogue journals in the ESL com-
munity” (p. xi). However, even before this, the classroom use of journals
was not all that uncommon. The Journal Book (1987), edited by Toby
Fulwiler, a longtime proponent of using journals, contains 42 articles, by
42 different authors, all singing the praises of journal writing in teaching
situations from elementary school through university, and in disciplines
as varied as English poetry and experimental physics. The entire vol-
ume “is about journals, and their use in developing students’ minds and
selves” (Staton, 1987, p. 4). The authors in this collection frequently men-
tion the positive effects on motivation that journals have.

An additional impetus for the use of journals as ESL/EFL language teach-
ing tools was given by TESOL’s (Teachers of English to Speakers of Other
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Languages) publication of two books specifically dealing with journal
writing, Students and Teachers Writing Together: Perspectives on Journal
Writing (Peyton, 1990) and Dialogue Journal Writing with Nonnative Eng-
lish Speakers: A Handbook for Teachers (Peyton & Reed, 1990).

Over the years, journals have not only been used in language teach-
ing classrooms throughout the world but have also been used in work
with deaf children (Staton, 1985; Kluwin & Blumenthal, 1991), as a part
of preservice teacher training programs (Brinton & Holten, 1988; Bacon,
1995), in multilingual classes (McFarland, 1992; Moulton & Holmes,
1994), with the learning-disabled (McGettigan, 1987; Gaustad & Mes-
senheimer-Young, 1991), with gifted children (Armstrong 1994), through
the media of computers and e-mail (McQuail, 1995; Yeoman, 1995), and
as a means of enhancing communication and understanding in schools
(Dana, 1993; Hanrahan, 1999). As Kirby, Liner, and Vinz (1988) note, “the
journal is one of those phenomena of English teaching: an instant hit
with teachers everywhere. It zoomed like a skyrocket through every
cookbook and conference . . . it has been used and abused at one time
or another by most English teachers” (p. 57).

The popularity of journals can also be seen as a natural extension of
the Whole Language movement as outlined by Goodman (1986), which
“rests upon the premise that language is more easily acquired when
teaching and learning are all inclusive, contextualized and purposeful”
(de Godev, 1994, p. 2), and by the work of Swain (1985, 1995) and others
on input and output (see Woodfield, 1997; and Robinson, 1997 for more
on input and output). In addition, Holmes and Moulton (1997) note the
fairly commonly held view that “through responding to the content of
students’ writing and not correcting errors, teachers can...[control] affec-
tive variables that affect the writer’s motivation” (p. 620) and report that
their students believed that journal writing enhanced their motivation to
write and increased their fluency.

There have been a number of studies carried out in Japan involving
the use of journals (see for example Konoeda, 1997; Hirose & Sasaki,
2000). The nine articles in the collection of articles edited by Casanave
(1993a) on the use of journals at the Shonan Fujisawa campus of Keio
University and Keio High School are of particular relevance to this study.
Not only do they deal with journal writing in Japan, but also several
describe teacher-student dialogue journals. However, only one of the
articles (Harrison, 1993) deals with the use of journals in a high school
setting.

All of the authors in the collection are positively disposed toward the
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use of journals even though, as many of them point out, they require
a great deal of time and energy on the part of the teachers. Casanave
is fairly representative when she writes, “In the Japan context, at least,
journal writing may constitute the single most beneficial activity for
the development of students’ confidence and communicative ability in
English” (p. 4).

Casanave (1993b) used written and oral data in both English and
Japanese to investigate students’ views on journal writing. The subjects
consisted of four intact classes with 30 students in each class. The stu-
dents engaged in journal writing during the course of one semester. At
the end of the semester the students were asked to write a journal entry
on their journal writing experience. They were not asked to respond to
detailed questions, but simply to comment in any way they wished on
what the experience of journal writing had been like for them. Casanave
then used these final entries, along with interviews, as her data source.
She found that the majority, but not all, of the students found the
journal experience to be a positive one. “They believe that their English
language and writing abilities improved, that they became more fluent
writers (and in some cases, speakers), and that they developed person-
ally and intellectually through the journal writing process” (p. 4).

Although researchers who have investigated the students’ own
opinions on what they think of the experience of journal writing, usually
through interviews and questionnaires, generally report positive feelings
toward the experience, there are always at least a few students who report
that they do not like keeping journals (see for example Lucas, 1990, 1992;
Casanave, 1993b; Holmes & Moulton, 1995; Skerritt, 1995).

It is interesting to note that both Holmes and Moulton (1995) and
Casanave (1993b) mentioned that students who had more experience
with the target language were the least comfortable with (i.e., the most
negative about) journal writing. In the case of Holmes and Moulton, one
student, Dang, the “reluctant participant” in the title of their article, had
spent five years in the United States during which time he had graduated
from an American high school. Holmes and Moulton note that if teach-
ers bothered to ask, “they would probably find that there is a contrarian
like Dang in every class” (p. 242).

Casanave (1993b) also reported that, “A handful of other students,
particularly returnee students [i.e., returning to live in Japan after hav-
ing lived abroad for a period of time] at the end of three semesters of
English, remarked that they ‘hated journal writing,” yet recognized that it
benefited their English in a number of ways” (p. 100). It is interesting to



DUPPENTHALER 135

note that Radecki and Swales (1988), in their study of ESL students’ reac-
tions to written comments on their essays also found, through student
questionnaires, that as students progress in their English language devel-
opment they become less tolerant of their teachers’ feedback and “more
restricted [in] the role they generally assign to the English instructor” (p.
364). However, they go on to say that they had “little hard evidence of
any relationship between the type of student respondent and the profi-
ciency level in ESL writing” (p. 364). Skerritt (1995) found that students
felt the experience worthwhile only if it allowed for personal reflection
and if they were certain that the teacher was reading their entries.

The present study built on the existing body of research on journals
in educational settings. It extended it in four ways: (a) by using journals
as a means of delivering different types of feedback, (b) by carrying it
out in a new environment (i.e., a Japanese girls’ high school), (¢) by
using a relatively large sample size of 99 students, and (d) by providing
treatment over an entire academic year.

Methods
Site

The school at which this study was carried out is a girls’ high school
of mid-sized enrollment in the Kansai area. The general emphasis of the
English program at the school is almost equally divided between the
four skills of reading, writing, speaking, and listening, but with a slightly
heavier emphasis on reading and writing. English is a required subject at
the school from junior high school through high school. It is a fairly typi-
cal Japanese high school in that the teachers consider their main job to
be the preparation of students for college entrance exams. Even though,
due to the decline in the birth rate, there are now more places at colleges
and universities than applicants, there is still competition to enter top-
ranking institutions of higher learning; any high school whose students
can enter such schools will have fewer problems in attracting potential
students and thus a greater chance of survival. This opinion seems to be
fairly common among Japanese high school teachers whether they are
working at public or private high schools.

Participants

Second-year students at the school are divided into five levels
based on their performance during their first year of high school: one
higher-level class, one middle-level class, and three lower-level classes.
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The students in the three lower-level classes are assigned to individual
classes on the basis of alphabetical order. The 99 participants in this
study consisted of the students in the three lower-level classes. Second-
year students were selected for a number of reasons. First, the teachers
felt that second-year students had enough English and time to write a
journal in English. In fact, they felt that this was the only year that it was
possible for the students to do it--first-year students were either too busy
getting used to school or did not have enough English to be able to write
ajournal in English, and third-year students were either too busy prepar-
ing for entrance exams or under too much pressure worrying about tak-
ing them. Second, the lower-level students were selected because they
constituted the largest group of students at one ability level. Third, the
teachers were less willing to involve higher-level students in anything
that might “distract” them from their main task of preparing for college
entrance exams. Finally, it was assumed that motivation would be less of
a problem for higher-level student and that any increase in motivation
might have a greater positive effect on lower-level students.

Materials

Bilingual Pretreatment Questionnaire

A bilingual pretreatment questionnaire was developed by the author
in consultation with the Japanese English teachers at the school and
an American consultant with several years of teaching experience at a
Japanese high school in Japan. The final version (see first 10 questions
in Appendix 1) consisted of ten questions designed to determine the
students’ language history (i.e., familiarity with and exposure to English
outside of their regular classes). It was used to check for any pretreat-
ment differences among the three groups.

Bilingual Posttreatment Questionnaire

A bilingual posttreatment questionnaire (see Appendix 1) was also
developed by the author in consultation with the group mentioned
above. The final version consisted of 20 questions. The first ten ques-
tions were exactly the same as those in the pretreatment questionnaire
and were used to check for any differences among treatment groups
that might have occurred during the year. Questions 11 through 20 were
designed to find out how the students had felt about keeping a journal,
and to see if the experience had resulted in any motivational differences
among the three groups.
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The posttreatment questionnaire was given at the end of the academic
year. No significant differences were found among the three treatment
groups with regard to their degree of extracurricular exposure to English
prior to the study (i.e., the first ten questions). An examination of the raw
data showing how many students selected each option indicated that
the numbers had remained almost exactly the same as in the case of the
pretreatment questionnaire. In other words, there had been no changes
with regard to extracurricular English activities during the course of the
year.

Questions 11 through 20, which did not appear in the Pretreatment
Questionnaire, were designed to determine (a) the degree of either
positive or negative feelings the students had toward writing in their
journals and (b) whether they felt the experience had been a positive
one irrespective of how they had felt about having to do the writing or
about putting in the time and effort. A 5-point Likert scale was used for
each question (1 = strongly agree, 2 = agree, 3 = neither agree nor disa-
gree, 4 = disagree, 5 = strongly disagree). Question 20 was designed to
elicit a written response in English. All of the students wrote comments. I
coded these using the same 5-point Likert scale used for the other ques-
tions so that the question could be included in the statistical analysis
with the other questions. In this case, students who wrote that they liked
English more than before were given a four or a five depending on the
strength of their response. Students who wrote that their attitude had not
changed were given a three. Those who wrote that it had had a negative
influence were given a one or a two depending on the strength of their
response.

Procedures

In order to avoid the problem of group differences—always a
possibility with intact classes—the students were blocked into three
treatment (i.e., feedback) groups, according to their scores on a 40-item,
multiple-choice cloze test, during the first week of school (Group 1,
meaning-focused; Group 2, positive comments; Group 3, error-fo-
cused). The split-half adjusted reliability for the cloze test was .82. As
mentioned before, all second-year students are divided into five classes
based on their performance during their first year of high school. The
students in the three lower-level classes (i.e., those who took part in this
study) are then assigned to their three respective classes on the basis
of alphabetical order. These students are therefore a rather homogene-
ous group of individuals. Reliability can be depressed by a number of
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different factors: a small number of items in the test, setting, time span,
history, and the homogeneity of the group being tested. As noted by Ary,
Jacobs, and Razavieh, (1990), “The reliability coefficient increases as the
spread, or heterogeneity, of the subjects who take the test increases.
Conversely, the more homogeneous the group is with respect to the
trait being measured, the lower will be the reliability coefficient” (p.
280). Given the extreme likelihood of this being a rather homogeneous
group, it was felt that the level of reliability was acceptable for blocking
purposes. Students were blocked into three groups consisting of exactly
33 students per group (for more on block design see Kirk, 1995).

The result of this procedure was that each treatment group was made
up of a similar proportion of students who were enrolled in classes
which were taught by each of the teachers who taught the second-year
students (i.e., students were blocked both by ability and across class
lines). T was therefore, able to control for course content, possible initial
ability level differences among the students, and teacher and instruc-
tional differences that might have occurred during the students’ regular
course of study. In addition, several other procedures were carried out
in order to ensure that there were no significant differences among the
groups prior to treatment.

During the second week of school, the participants filled in the bi-
lingual pretreatment questionnaire. An analysis of the questionnaire in-
dicated that there were no significant differences among the three treat-
ment groups. Because questions 1, 4, 5, and 9 were Yes/No questions
they were coded using “one” for yes and “zero” for no. The dichotomous
nature of these questions meant that logistic regression, rather than
ANOVA or Linear Regression, was the preferred method of analysis. This
was because unlike ANOVA and Regression, in which the dependent
variable should be continuous, “Logistic [Regression] is relatively free of
restrictions, and with the capacity to analyze a mix of all types of pre-
dictors (continuous, discrete, and dichotomous)” (Tabachnick & Fidell,
1996, p. 578). In this type of analysis, if the chi-square is small, “then one
concludes that the two variables are independent; a poor fit leads to a
large chi-square . .. and the conclusion that the two variables are related”
(Tabachnick & Fidell, 1996, p. 56). Logistic regression for questions 1,
4, 5, and 9 in the Pretreatment Questionnaire showed small chi-square
and p values, which indicated that there were no significant differences
among the three groups.

Pretreatment Questionnaire questions 2, 3, 6, 7, 8, and 10 were on a
scale, which meant that a multivariate analysis of variance (MANOVA),
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rather than ANOVA, was the preferred method of analysis because the
research design included more than one dependent variable. Like ANO-
VA, MANOVA is a statistical procedure for testing whether the difference
among the means of two or more groups is significant. However,

MANOVA has a number of advantages over ANOVA. First, by
measuring several DVs [Dependent Variables] instead of only one,
the researcher improves the chance of discovering what it is that
changes as a result of different treatments and their interactions...
A second advantage of MANOVA over a series of ANOVAs when
there are several DVs is protection against inflated Type I error
li.e., rejection of a true null hypothesis] due to multiple tests of
(likely) correlated DVs. (Tabachnick & Fidell, 1996, pp. 375-376)

A one-way MANOVA for Pretreatment Questionnaire questions 2, 3,
6, 7, 8, and 10 also showed no significant differences among the three
treatment groups.

The students also completed an in-class writing assignment during
the second week of school. The in-class writing sheet included a simple
set of instructions in English, a four-frame picture sequence that the
students were to use as the basis for a 200 to 250 word story, the first
line of the story, and space to write the story and record the number of
words written. The picture sequence was selected for its clear story line
and because it did not require prior knowledge of the subject. A number
of researchers (Ross, Shortreed, & Robb, 1988; Rousseau, Bottge, & Dy,
1993; Ishikawa, 1995) have used similar picture sequences to gather writ-
ing samples from students.

A one-way MANOVA was performed on the in-class writing assign-
ment using total number of words, number of error-free clauses, number
of clauses, four vocabulary indices generated by the VocabProfile com-
puter program (sometimes called the LFP [Lexical Frequency Profile]),
and the Flesch-Kincaid Readability Index as the dependent variables,
and group assignment as the independent variable. No significant dif-
ferences were found.

The results of the above analyses served to indicate that there were
no significant group differences among the three treatment groups. In
addition, in order to determine if any significant differences had existed
among the three treatment groups at the beginning of the treatment, a
one-way MANOVA was performed using the first four weeks of journal
entries. There were no significant differences among the three treatment
groups.
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The results of the above analyses all indicated that there were no
significant differences among the three treatment groups at the outset of
the study. The possible novelty of the treatment (i.e., Hawthorne effect)
would seem to have been eliminated by the fact that the treatment lasted
for one year.

The above would all seem to indicate that any significant differences
among the three groups that might have developed during the course of
the academic year could be attributed to the effect of the treatment the
students received during that time rather than to any group differences
that might have existed prior to the outset of the treatment period, or
to group differences which might have been the result of differences in
ability, course content, teacher or instructional methods.

During the course of the year, the students wrote in their journals
on a weekly basis. The journals were collected at the end of each week.
I read each journal, provided the appropriate feedback, and returned
them to the school so that the students could collect their journals from
their homeroom teachers on the following Monday.

Analysis

Procedures related to the identification of possible outliers, the evalu-
ation of the assumptions of normality of sampling distributions, homo-
geneity or variance-covariance matrices, linearity, and multicollinearity
were carried out following recommendations found in Tabachnick and
Fidell (1996). The overall alpha level of this study was set at .05; however,
a Bonferroni type adjustment was made in order to guard against inflated
Type I error. The adjusted alpha for all Multivariate Analysis of Variance
tests was set at .005 (the original alpha level of .05 divided by 10, the total
number of Mulitvarate Analysis of Variance tests in the study). In addi-
tion an adjustment was made in the alpha level for all Univariate F tests.
In this case, the adjusted alpha for the Mulitvarate Analysis of Variance
tests (.005) was divided by the number of dependent variables (DVs).
In the case of the pretreatment and posttreatment questionnaires the
adjusted alpha was .0005 (.005/10 DVs).

The descriptive statistics for the Posttreatment Questionnaire items
directly related to motivation (questions 11 through 20) are presented
in Table 1. It should be noted here that in this particular case the three
treatment groups were slightly unequal in size, (Group 1, 30 students;
Group 2, 30 students; and Group 3, 29 students). This was because three
or four students in each group had not answered all of the questions and
the statistical program being used automatically drops such cases from
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the analysis. However, this slight difference in group size should have no
effect on the overall findings.

Table 1: Descriptive Statistics for Posttreatment Questionnaire
Questions 11 through 20

Question (Q) Min Max Mean Std.Err. Std.Dev. Skewness Kurtosis

Q11 1.0 50 2489 0.1042  0.999 0.502 -0.170
Q12 1.0 40 1934 0.0824 0.786 0.538 -0.096
Q13 1.0 50 2733 01169 1109 0.196 -0.363
Q14 1.0 50 2196 0.0992 0952 0.610 0.245
Q15 1.0 50 2560 0.1107 1056 0.271 -0.357
Q16 1.0 50 20619 00975 0935 0.342 0.020
Q17 1.0 40 1826 0.0882 0.846 0.675 -0.416
Q18 10 50 2891 01053 1010 0.418 -0.172
Q19 1.0 50 2326 01348 1.293 0.643 -0.642
Q20 1.0 50 2511 0.0920  0.883 0.259 -0.227

A one-way MANOVA analysis of questions 11 through 20 indicated
significant differences among the three groups at p = .0006 (see Table
2). These questions were on a scale, which meant that a multivariate
analysis of variance (MANOVA), rather than ANOVA, was the preferred
method of analysis because the research design included more than one
dependent variable.

Table 2: Multivariate Analysis of Variance (Effect = Group)
Posttreatment Questionnaire Questions 11 through 20

Effect Wilks’Lambda  Rao’sR df 1 df 2 p-level

1 0.5637 2.555 20 154 .0006611*

*p <.005
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As we can see in Table 2, instead of the univariate F value, the mul-
tivariate F value, Wilks’ lambda, and Rao’s R are shown. The MANOVA
module of the statistical software program used in this study uses three
different multivariate test criteria (Wilks” lambda, Rao’s R, and Phillai-
Bartlett trace) and reports two of these in the Table of all Effects as
shown in Table 2. These tests are “based on a comparison of the error
variance/covariance matrix and the effect variance/covariance matrix.
The ‘covariance’ here is included because the measures [i.e., variables]
are correlated and you must take this correlation into account when per-
forming the significance test” (StatSoft, 1984, p. 387).

Univariate F tests for each dependent variable, with the adjusted alpha
of p <.0005 used in order to guard against inflated Type I error, indicated
that there was one significant difference: Question 19 (I looked forward to
getting my journal back each week) at p =.0000 (see Table 3).

Table 3: Univariate F Tests with Degrees of Freedom (2, 86)
Table of Specific Effects for Posttreatment Questionnaire
Questions 11 through 20

Question (Q) Mean Sqr  Mean Sqr f(df1,2)
Effect Error 2,86 p-level

Q11 2.277 0.900 2,528 0.0857
Q12 0.221 0.591 0.374 0.6886
Q13 6.906 1.112 6.205 0.0030
Q14 0.241 0.928 0.259 0.7718
Q15 1.887 1.117 1.688 0.1908
Q16 0.761 0.871 0.873 0.4211
Q17 0.758 0.621 1.221 0.2999
Q18 0.926 0.982 0.942 0.3935
Q19 13.266 1.290 10.278 0.0000 *
Q20 0.302 0.786 0.385 0.6815

*p <.000

As mentioned earlier, the use of the MANOVA allows us to determine
if there are significant differences among group means when there are
several dependent variables. The use of a post hoc test allows us to deter-
mine exactly where these significant differences lie. As the three groups
were slightly unequal in size, post hoc comparisons were conducted



DUPPENTHALER 143

using both the Tukey HSD (Honest Significant Difference) for unequal
sample sizes and the Schefté test. Although these two tests produced the
same results, the Scheffé test proved to be the more conservative and
was therefore used (see Table 4).

Table 4: Scheffé Test for Posttreatment Questionnaire Question 19

{1} {2} {3}

GROUP (means) 1.833333 3.033333 1.931034

1 (1) 0.0004780 0.9469634
2 (2) 0.0004780* 0.0016049
3 {3} 0.9469634 0.0016049

*p <.0005

As can be seen from the above (Table 4), with regard to question 19,
Group 2 was significantly different from Group 1, but there were no
other significant differences.

In order to interpret the results of the posttreatment questionnaire let
us look at Table 5. Table 5 shows a list of questions, 11 through 20, with
each question number and the average for each group. For the question-
naire, 1 = strongly agree, 2 = agree, 3 = neither agree nor disagree, 4 =
disagree, and 5 = strongly disagree. The wording of each question is
included in Table 5 for the reader’s convenience.

Table 5: Posttreatment Questionnaire
Questions 11 through 20 Averages

Question Q11 QI2 Q13 Ql4 QI5 Q16 Q17 QI8 Q19 Q20

Group 1
Average 23 19 22 22 28 26 18 29 20 25

Group 2
Average 26 20 29 23 23 26 20 28 30 26

Group 3
Average 28 20 3.2 24 28 30 1.9 33 22 2.7
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Table 5 (Continued)

Question 11: T enjoyed writing in my journal.

Question 12: I think writing in my journal had a positive effect on
my English.

Question 13: T would like to continue writing in a journal next year.

Question 14: I enjoy writing in English more now than I did a
year ago.

Question 15: I think my writing is better now than a year ago.

Question 16: I can express myself in writing more easily now than
a year ago.

Question 17: I think writing in my journal was a good experience
for me.

Question 18:  Writing in my journal made me want to study
English more.

Question 19:  Tlooked forward to getting my journal back each week.

Question 20:  Has writing a journal changed your attitude toward
English?

Results and Discussion

The reliability of self-report questionnaires is always suspect and this
fact should be kept in mind when interpreting the results of this study as
well as any other that uses them. However, it should also be kept in mind
that “almost all motivation assessment uses some sort of ‘self report’
measure” (Dornyei, 2001, p. 199).

In order to interpret the results of the posttreatment questionnaire,
the following standard was used: 1.8 - 2.3 = agree, 2.4 - 2.8 = agree less
strongly, 2.9 - 3.3 = neutral, 3.4-5 disagree. Using this standard we can
interpret the above averages for each question as follows:

Question 11: Group 1 most enjoyed writing in the journals, with
the other two groups enjoying the journals, but to a lesser de-
gree.

Question 12: All groups agreed that writing in their journals had a
positive effect on their English.

Question 13: Group 1 agreed it would like to continue writing in
a journal next year, while Groups 2 and 3 neither agreed nor
disagreed.
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Question 14: Groups 1 and 2 enjoyed writing in English more
at the end of the year than a year earlier. This sentiment was
shared to a slightly lesser degree by Group 3.

Question 15: Group 2 felt that its writing was better than a year
earlier, and the other two groups agreed to a lesser extent that
their own writing had improved.

Question 16: Group 3 neither agreed nor disagreed that it could
express itself in writing more easily than a year earlier, but
Groups 1 and 2 agreed slightly that they could do so.

Question 17: All groups felt that writing in a journal was a good
experience.

Question 18: Group 2 felt to some extent that writing in a journal
made them want to study English more, but Groups 1 and 3
were neutral about this.

Question 19: Groups 1 and 3 looked forward to getting their jour-
nals back each week, but Group 2 was neutral on this.

Question 20: All groups agreed to some extent that writing journals
had changed their attitude toward English. An examination of
the written comments accompanying this question indicated
that almost all of the comments were positive.

As can be seen from the above, all three groups tended to be more
positive than negative toward the journal experience. With regard to
the question in which there was a significant group difference (Ques-
tion 19), Group 2 was significantly less eager than Group 1 to get the
journals back each week, and both Groups 1 and 3 looked forward to
getting the journals back each week (mean: Group 1 = 1.8, Group 2 =
3.0, Group 3 = 1.9).

Questions 11 through 20 on the Posttreatment Questionnaire were
designed to determine (a) the degree of either positive or negative feel-
ings the students had with regard to writing in their journals, and (b)
whether they felt the experience had been a positive one. The results of
a MANOVA indicated a significant difference among the three groups at
p =.00006. Univariate F tests indicated one significant difference in Ques-
tion 19 (“I looked forward to getting my journal back each week.”) at p =
.0000. Post hoc analyses showed that with regard to Question 19, Group
2 was significantly different from Group 1 at p = .0004. Group 1 had the
lowest average, which showed that Group 1 had the most positive re-
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sponse to Question 19, followed closely by Group 3, while Group 2 was
more negative on this point than either Groups 1 or 3 (average: Group
1=2, Group 2 =3, Group 3 = 2.2). Although these significant differences
are of interest, perhaps more important for classroom teachers seeking
ways to motivate their students is that it would appear, from Table 5, that
all three groups “claimed” to be positively disposed to journal writing.
In addition, all three groups reported that they felt it had a positive effect
on their English, and that it had been a “good experience” for them.

Further Study

Much work remains to be carried out in the field of motivation. It is
“one of the most elusive concepts in the whole domain of the social sci-
ences” (Dornyei, 2001, p. 2). And yet few if any would deny the profound
effect it has on learning. Journals, at least for the students involved in this
study, seemed to have a positive effect on motivation. However, it is an
undeniable fact that responding to journals takes time. This is one of the
main drawbacks to journals mentioned in the literature. The question of
time is one that definitely needs to be addressed. What is the relationship
between motivation and frequency of journal entries? Is there an optimal
frequency and if so, then what is it? In addition, is there some point at
which frequency of journal entries crosses over to what Dornyei (2001,
p. 141) has called “the ‘dark side’ of motivation” (i.e., demotivation)?

A replication of this study at a Japanese boys’ high school and at a
Japanese coeducational high school, as well as similar institutions in
different cultural settings would provide valuable data for comparing
the effects of various types of feedback in different settings. Such studies
would also lend themselves to an examination of possible gender and
cultural differences. It is quite possible that journals are more effective
with one gender or cultural group than another.

There is also a need to find out if there is a relationship between the
students’ levels of English or, possibly, time spent abroad in English-speak-
ing environments, and their feelings towards journal writing. Perhaps as
students become more proficient they may also become both more aware
of and more concerned about their own errors and shortcomings, and
therefore find the experience more intimidating (see for example Radecki
& Swales, 1988; & Casanave, 1993b). Perhaps such students feel ready to
move on to more structured (i.e., academic) types of writing. They may
perceive this as more demanding, challenging and prestigious than jour-
nal writing. With the increasing number of returnees in Japan this would
undoubtedly be a very interesting area of research.
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Conclusion

The overall findings of this study reconfirm the positive effect journal
writing has on motivation, regardless of feedback type. Journals, as many
have noted (Reed, 1988; Jones, 1988; Baskin, 1994) provide opportunities
to connect with students in a personal, non-threatening way, opening up
their world to teachers in ways that would not otherwise be possible.

During the last few years the Japanese Ministry of Education (Mon-
bu-kagaku-sho) has reduced the number of hours that students study
English in class in junior and senior high school. Although writing and
responding to journals takes time, this does not need to be class time.
Journals therefore represent a valuable addition to class time, and pro-
vide students with a way to practice language production in a communi-
cative context.

According to Ellis (1994), “Language teachers readily acknowledge
the importance of learners’ motivation . . . [and] SLA research also views
motivation as a key factor in L2 learning” (p. 508). The overall findings
of this study support the positive effect of journal writing on motiva-
tion, regardless of feedback type, and the slightly greater overall positive
effect of meaning-focused feedback. All of the groups were positively
motivated by the journal experience. If it is true that “What teachers
usually wish to know is how they can intervene, that is, what they can
actually do to motivate learners” (Dornyei, 2001, p. 116), then the posi-
tive effects on motivation reported by the students in this study are well
worth considering. “To be motivated to learn, students need both ample
opportunities to learn and steady encouragement and support of their
learning efforts” (Good & Brophy, 1994, p. 215). The use of journals pro-
vides just such opportunities.
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Bilingual Pretreatment Questionndire

Class ( ) No ( ) Name

Part 1: LANGUAGE HISTORY 7 #&/&#

1. Have you ever been to an English-speaking country?
KRB DOEAN T2 EMBHD ETMN?

No (goto #5) Yes (go to #2)

2. How long were you there? & ZIZHiifE L 7= #HIfIE 2
a. less than a week (LIAFELAN)
b. 1to 2 weeks (1-23E )
c. 2 weeks to 3 months QEMLA L35 HLEAN)
d. 3 months to 1 year (37 A LA 14EAR)
e. more than 1 year (1LL )

3. How old were you at that time? i[5 < S WODORFTL M ?
a. 0-5years old ¢. 11-14 years old

b. 6-10 years old d. 15-18 years old

4. Did you study English while you were there?
TOETEHEEZENELZN?
Yes No
5. Do you study English outside of school?
FRUNTHRGEEZE > TWETMN?
No (goto #8) Yes (go to #6)

6. Where do you study? EZT GfIZ) HoTWETHN?
a. Eikaiwa school — HREHZK
b. private tutor, native English speaker
BABEZ (A T4 T DFE)
¢. private tutor, non-native English speaker
BANEFZ () 2« AT 4 TDRAE)
d. other  Z DAl

7. How long have you studied in the place you circled in #6?

(FRLOTINETEDLS SVNDHIE > TEE LN ?)
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a. less than a week (LIAFLAN)
b. 1to 2 weeks (1-2E [ LA
c. 2weeks to 3 months QEMLA L34 HLEAIN)
d. 3monthsto 1 year (34 A LA B 1R A)
e. more than 1 year (14ELLE)

8. Do you ever speak English with your family or friends?

(FHEOANCKNEFFZETHET ZEMNHOETN?)
a. Yes, several times a week (—EZEm)

b. Yes, several times a month (—2 B8
c. Yes, rarely (FH2)
d. No, never (FEFECIE AT 2 &30

9. Do you have pen pals in foreign countries?

GAENZ SCEAGEINNE TN ?)
Yes (go to #10) No

10. How often do you write to them?

(ZDORZICFRZEZZEDIL.)
a. atleast once a week (Die< &d R 1E])

b. at least once a month (Bx< Eb—» AIT1IE)
c. several times a year (—4EI ¥ (D)
d. once a year (—4FE1Z 1=

Part 2: WRITING iz &< T LI LT
1=strongly agree (B<Z0HEDIZERD)

2 = agree (FhEHZTOHEDIZEEAD)
3 = neither agree nor disagree  (EH5THRW)
4 = disagree (EbomEns &5 by

5 = strongly disagree (&< EDFEDRW)

11. ( ) Tenjoyed writing in my journal.

KLATY vy —FIDBET

153



154

12.(

13.(

14.

15.(

16. (

17.C

18. (

19. (

20. (

JALT Journar

I think writing in my journal had a positive effect on
my English.
DX —FNEENCILEARDIFRIIT I ATH 2

I would like to continue writing in a journal next year.

KREED Dy —FIINEZZHRITTZNE-D

I enjoy writing in English more now than I did a year ago.
—ERNTIERTHRBEEE LA THEIT DL DR

I think my writing is better now than a year ago.
—HERNTIERTHD OHRFEITHEH L2 EED

I can express myself in writing more easily now than a
year ago.
—ERNZIRTHZOEWENW I ENX D EBIZEES
BN VALY

I think writing in my journal was a good experience for me.
Dy —FIEFENTELILBENTE S TOLRER
ZolEES

Writing in my journal has made me want to study
English more.
Ty —FINENS TEICK S THEREOZEE BN LD EE -2

I looked forward to getting my journal back each week.
IR v —FIVRE> TS 2DOMELATH- -

Has writing a journal changed your attitude toward English?
Dy —FIEELS T EITK o THRHEITHT DHD A
PEATTNEDD XL T2

(ZONMCHHICHFETHNTEEIW)
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DI A —mheRnEEEE T Oyt U VT

Learner Beliefs in Language Learning in the CALL
Environment

FurEEgR (LB3RRWERD)
ERFHAF

BHEE WEEEMAD)
ERFHAF

IR (RPEBVISEKD)
ERFHAF

Students’ beliefs about language learning and their relationship to learning
achievement in a CALL environment were investigated. Unlike previous studies
whose purpose was to describe learners’ beliefs on each questionnaire item, this
study aimed to deal with beliefs comprehensively.

Research on learner beliefs is gaining increasing attention. Behind this
trend is the recognition that learners’ behaviors cannot be changed unless their
preconceptions are changed. Inspired by early studies such as Horwitz (1987),
a number of researchers have conducted studies which would supposedly
explain the relationship between beliefs and behaviors and, further, provide
useful information for learner training. However, most of the studies to date
do not take such approaches as to achieve the goals of the beliefs study. The
approach of the analysis has been rather descriptive: distribution and frequen-
cies of responses were simply shown. Even though some studies compared the
beliefs of different populations, which indicated some significant differences,
what we can get from such studies is, again, the description of the populations.
To forward the beliefs study, we need to incorporate into the analysis both the
beliefs and the behaviors (e.g., motivations, strategies, achievement).
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This study set out to investigate the intra-relationship between students’
beliefs about language learning and their effects on learning achievements.
Particular features of this study are; 1) profiling learners by simultaneously
analyzing multiple questionnaire items for a comprehensive view of learners,
and 2) analyzing the relationship between beliefs and learning achievements.
Participants were 77 high school students who were taking EFL courses in a
CALL environment. In the class, they mainly worked on a designated CD-ROM
material individually. A questionnaire adapted from BALLI (Horwitz, 1987) was
used to elicit the participants’ beliefs. The items for the questionnaire were cho-
sen by three EFL instructors as related to the learners’ CALL experiences. The
participants were asked to indicate to what extent they agreed or disagreed to
the statement on the questionnaire on a five point scale ranging from 1 (strongly
disagree) to 5 (strongly agree).

The analyses had two phases. The first analysis was carried out to profile
the learners based on their responses to the questionnaire using cluster analysis
(Ward method, squared Euclidean distance technique). This statistical tech-
nique is used for finding relatively homogeneous subgroups in the population.
This analysis yielded four distinct clusters (numbered cluster 1 to 4), but cluster
4 was not included in the later analysis because it had only two participants
in this cluster. The remaining three subgroups are differentially characterized
by, in particular, different levels of confidence to learn English and attitudes
toward individualized learning. Cluster 1 was a group of students who are less
confident about their learning. Cluster 2 showed a high language anxiety and
low confidence in learning, but it also showed a favor for individualized learn-
ing. Cluster 3 was found active in learning and was differentiated from the other
two by the high level of confidence to learn English. Next, the three subgroups
were compared on the learning achievements measured by the term-end ex-
aminations. One-way ANOVA indicated that there was a statistically significant
difference among the three groups’ achievements (p=.04). Post hoc multiple
comparison was conducted with Tukey’s Method. The results showed that there
was a significant difference between cluster 1 and 3 (p=.03).

The above results indicate that the CALL environment may have a compensa-
tive effect on students whose characteristics are not necessarily advantageous
for the traditional classroom learning environment. This implication was drawn
particularly from the result for cluster 2, which is a group of learners whose high
anxiety and low confidence to learn English do not seem to favor them. Their
characteristics are similar to those of cluster 1, but the achievements of cluster
2 was not as low as cluster 1 despite their disadvantageous characteristics. This
indicates that their CALL experiences, which provide a lot of opportunities for
working individually, compensated for their disadvantages which would have
inhibited them in a traditional classroom setting.
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Experiential Learning Theory

Foreign Language Learning Style of Japanese
University Students and Kolb’s Experiential
Learning Theory

BEHB T (HUEYS D)
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This study examined whether David A. Kolb’s (1984) Experiential Learning
Theory (ELT) can be applied to Japanese. ELT has received particular attention
in describing individual learning processes in English speaking countries where
Learning Style Study is prosperous. ELT postulates two orthogonal bipolar
dimensions of cognitive development: the active-reflective dimension and the
abstract-concrete dimension. Kolb uses these polar extremes to define a four-
stage cycle of learning. It begins with the acquisition of concrete experience
(CE). This gives way to reflective observation (RO) on that experience. Next
to that, theory building or abstract conceptualization (AC) occurs. The theory
is then put to the test through active experimentation (AE). The cycle thus re-
commences since the experimentation itself yields new concrete experience.

There are two questionnaires based on Kolb’s theory in wide use
The Learning Style Inventory (LSI) and Learning Styles Questionnaire
(LSQ). LSI is one of the most popular questionnaires in English speak-
ing countries; however, some researchers have called into question its
reliability and validity. LSQ was developed after considering LSI’s problems,
but its reliability and validity also have not been examined sufficiently.

The author translated LSI and LSQ into Japanese to apply them in a
pilot study. Some problems ware reported, such as the method of answer-
ing LSI, the ambiguity of LSQ, and factors that are difficult to understand
for English non-native speakers. The author accordingly developed a
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new questionnaire that was based on ELT but revised for Japanese. The
questionnaire consisted of a set of 12 randomly arranged items on each of
the four learning stages to be measured. The Likert-scaled 48 items ranged
from Strongly Agree (6) to Strongly Disagree (0). The questionnaire was
distributed at two national universities and 218 students completed it

The principal component analysis was carried out and promax rotation was
used. Contrary to Kolb’s theory, which has two bipolar axes and four poles of
learning, in this study five factors were found: Deliberative, Logical, Pragmatic,
Challenge and Systematic. The Deliberative style means that when a learner
has this ability, he or she makes decisions after deliberation and progresses
step-by-step. The Logical style represents a learner who attaches importance
to logic and correctness. The Pragmatic style stands for a learner who always
thinks about using language in the real world. The Challenge style means
a learner who is flexible to new things and solves problems actively. The
Systematic style describes a learner who finds rules from a lot of information
and learns systematically. The result of Cronbach’s alpha analysis indicated
that all the five factors have a high degree of internal reliability from .77 to .65
and possess some degree of correlations from -.07 to .51. The result means
that there are not two bipolar axes as Kolb supposed, but five factors that are
independent with only factor one and two having a correlation with each other.

Because the five factors are independent and have a high degree of internal
reliability, Japanese university students have foreign language learning styles
that are different from Kolb’s theory. Although the theory has received much
attention and LSI and LSQ are widely used in English speaking countries, they
cannot be applied directly to Japanese university students. Thus it is concluded
that a new theory and questionnaire are needed in order to grasp the foreign
language learning style of Japanese.

AR TIEET. BKTIA<SZD 5N TS Kolb (1984) DExperiential Learning
Theory &Z U DWW THER N7z 2 D OFE ZThe Learning Style Inventory
(LSD & Learning Styles Questionnaire (LSQ) DOHEHE & BEAICDNWTE LD,
RIZE DI 2 B F 2 TEFHDKolb DI ICHE D W TH /2 ICHMERE A A 5 1
IVHEZZER L. HAARZEZGRICHEZT o7z, TORER, KolbWHE
L2200 v 4 D0#EEHEZRTH TSN, &) | el | 1%
o, THeE) | TP o 5 APl sz, ZOSRFIZENTNMLL TH
DN —BMEBERD 5N5720, HARAKRPEAEITIIKolb DI & 1357 2 S ERE
FERAY A IWIPEFET DR FE VW, Z0O 2 EIFLSIPLSQZE HA ANKAAEI
AL, #REKbDERIZZDEFTUTIIO THENT 5DIEMENH L I L&
RLTW5,

POLEEOEVSIRA TH D, TNEBEL TREEEE T U
FEEDOFENRE @D D T ENAREIED TR NWES D0,
ZOESBEADS ETHDITNSD DHERAS A VBT

BB L LFEAY 1 VOERPNEIIEI &> TRE> TS,
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FFEHAIAINEHET 5720 O REIZIIEkA 726 OMH 0. @iz d
DZEBERTHOIFH L VY, I SIHEREEFICHERZE U T REN D
<V FEAY AN EHBRETHEREFE A AILHUNLSNES N
FESNTWARWY, ZOEAREIZEL S LB TER SN REZHAT
T 57201213, TORENHARTHEHRIEEN E DN ZRGEL 2T
X7 5720,

AR TIL, BCKTIA < Hl S 3TV 5 Kolb(1984) D% B & (Experiential
Learning Theory. BA FELTICEDWTER SN TWSHE A Y 1 IV
FIZDOWTHA L., ELTZ d SITEFEDHZITHER L A 2 W T
o EREBEDHERITONWTIERS,

FEAZ A

B2 AW RTRBAAY AN D D B FEHAYA
IVIHFFEIE S &6 A EANDOBEBRN S HEL TE L, HHREFICL>TE
EOHENWHNER > THBO. HEIIZRR SN TWARWA, Riding and
Cheema (1991) &, S% & L TidAllport (1937) MNHWEZFRAIA Y A
WOEMNE L, BHAYAINKD bR HGEE LT, EIEERAIA
ZAIIZE > TRODHEE LT, 1970ERICENZZONEH Y 1)
EERRTNWD, FEEFF. FEHAYAINDOHENIDEHNTHER
THO., BAIAT AN DH MK ORI THEIRN THHEL TS, =
51T, BBHIA Y A INFBAKRIFRL SN R D & S5 1228k L TWTHX
TEH2HDTHDHDIIH L, FEHAYA IR LBEEEEH, £< DY
BT D HDTIRRBRNEZD., HDEIAYAINDOHEEIIL> THO S
1IN DEENEESNDDIT TIRARNEDBBRRTNDS, FEHAYILD
ERELTIE, HERIGERT 2RO T, FHEIGEHINEZD
BN HON/z0d2ZEI3FEAERND, FH L WEROED AR
EHRICHNWSENSHD] (Reid, 1998: ix). [TXRTORMITHBIT 2 H
"Rl BB K OE AR —EM] (Curry, 2000: 239)72 ENH S,

Kolb®D ¢ P i

Kolb(1984) DELT (K1) 3£ < DLEFFEICL> THRHEINTWS
RAFEED 2 OO ZEAICHAGDODEEZHDTH D, 2 D08 &I
frE — NG Ol (Bl & BEAR—HSRo (it Tbs. 78— NA
DENIEBICSINT 20 BIET 50 2E L, BA—HROMIFEET S
HOEFONERIOSZTONER L TNWD,
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1: Kolb®Experiential Learning Theory &*2# A% 1 )l

I@mﬂ$®%®ﬁ%h%é4o@@éF$”%ﬁJ&L‘49@%
BRAY T2EH 25 A )] 1T%2E L T0Wb, 4D0%FFENIE. KolbiZ
ENFTEEHDADOEMEZRTHD T, £THDICTEARIITREEL
(Concrete Experience: CE). #&B&7Z N#& L T#EIZL L (Reflective Observation:

RO). Z L THEwmCHISHIME S DHEZ L (Abstract Conceptualization:
AC), BRICEEZBEL THRZHATH D TH 5 (Active Experlmentatlon
AE), LU TERIIEKRNRBRZSZ5TD, A V7 IVTELKEDIR
INHEND,

22130)$EE Ko THITENZADDOERRMWRTFEAY AL, LD
BA2IVIZi> T 388 (Diverger) | TRIMEE! (Assimilator) | [
EP*” (Converger) ) TFAEI% (Accommodator) | D4 DTdH 5, Fﬁj\ﬁfl

WIRE DRI ONWTE < ORI D AN 6E A2, TFRIEED 13H
’éﬁ\ 5 R E@T’“fﬂ@é‘fﬂ%if% MERR ) (3R 2 EBRIZE L TH
T, THAER) 3HmER LR ZHLWRBRIGER L THE 2D
Tn<, U1 7)1/@%&5%“( IBRBDRENDRD SNDMN, AT
SODDRENPMDREN LI VENTNDDT, FEDEEHAY A1) 24
B EMEBN,

Experiential Learning Theory!ZH D' < &2

Experiential Learning TheorylZF& D W TIERR S N/ 22 8 A5 1 )i 2E
E20H5%, TOBIBEMERZEEDHTHD,

The Learning Style Inventory (LSI)

F9° 1 DIIKolbliZ & o THERK X 417 The Learning Style Inventory (LSI)
Thd. LSUF19T6EITHIRAE S 3, 19854F1T Version 2 7%, 19994F 12
IZVersion 3AMEEK S 1T % (Kolb, 1999) . F#E A Y 1)V OHIEEZE
%wtm%%wﬁbtcmw(mm)timu BERBHAVWSN TN
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HHEEDIDTH S,

LSITIE, EIEFIZHABEZICENNTVEEEBHICIONTDI2OX
BERTHIEERDEND, BEARICIZE T ORI EGHA. BRIk
KADDEEZARTHPOFEHEMICY TIIESEIC 1S 4D)EEE
DIFBENDSEE ES,

B b LIdFETLEE
@ﬁﬂ"]ﬂ"%ﬁ\i %T%/g\i %};LVC#/S\L “@DVCJ}VC?/S\L

BEDSEIL4 DDFEEES) (CE. RO, AC. AE) ICHIET 24D0DF
ETHD, 2ONETRTERLESREEZERT S, T L THEEDOEN
2DDFEEES OB H DR BMNZFDNDOFEEZIAINEEINS, &
S5IC4DDFEENDOEEERNTITE—NEDORS S —EARDR
IEEETD, ZOXDICLTHEANDIHFOFREAY A INERETHDT
H5

LSIDZ 4 - FHEMEIC DWW TSR 2 & T NITDHEED WS,
Loo (1996) T ZfF> T2 D20 FERHLAEN, =D 2D
OWRFTIEEAEDI2 1% U DNFHHTE RN >/, I 51124 DD¥EEE
HEMESEDED4DDRFTHHT LSRR, ROECEDQIEH THEIK
. AEQIEH THE2KAT. ACECEDIEH THEIKR T~ HAK T2 Rk X
NTHBO., 4DOOFEENTHMEITIIEHNZN S /2, FEEOMOBFFE
(Willcoxson & Prosser, 1996; Willson, 1986) THId-> &0 & L 7=#ERNH 7%
Molz, £z, WEINE 2 DI S/ ZREEZ S EICHFIT 2T &
WO HEBRZSERIE T 2 E H WD, LSITIXEEZ ITHREIC 1 2
54 DIELZ DTS ESDOT, BEEHEANDEIZEDOGEEIN0 (1+2+3+4)
12725, ZNZERFONTTHONT 5 E AT L S N7z R FHEE N H
T, WL U 7Z’AFNFRIES N2 0WEE THmME L 72 ’]FNEAH SN
TLEIENDSDTHS (Comnwell & Dunlap, 1994; Loo, 1999) .

Learning Styles Questionnaire (LSQ)

LSIOME R Z# £ X . Honey &MumfordiZ & > TR E N7z DN
Learning Styles Questionnaire (LSQ) Td % (Honey & Mumford, 1995).
LSHIHMARNZZEZ AN TS DI L. LSQIIEG L2 7s EDE
BROIGEENG 2R L ZEREE ZH A TV, £ZLSQIIfTEIZ kD 5
DI E S TR, HERTELTEHZTODDICERELY T TS
X2) .
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2: Honey & Mumford MLearning Styles QuestionnaireD*##E Y1 27 )

LSQIFS0DEFIHH IZ DWW T RIZRHZE W RN SN a T =y 73 5K
TH5. SOOEMEHIIFREDFEAY A I ZHZE20EHD4DDT
W=TM5->THD, F2FLIRBIN TS, 4DDAYAIVF
Kolb® 4 DDFEEENTIFIF ML TWD,  [TTEHE (Activist) | 1EZREK
PRIZE A HLWRERZ LRSS EATNE,  THERA (Reflector) | 13X
WRERRA BREDN OSBRI T— 5 Z2EDIZ 00 L0 LTHES,

MBS TY (Theorist) | 13EIREZMESSHHTHE L TN T ENBSFUN,
BRI EM TS,  [FEA! (Pragmatist) | 3SR GRS
KBRITO E<HZ DN ESIMEKL TR, e CRERRETS,

LSQIZKolbDLSIK D HEFME. 2% A3 W (Sadler-Smith, 2000).
RIETIILSQD AMLSIL D < HWSENTWS (Loo, 1999), Lo
L. LSQOFHAEEEL TOZYME - FRFEMEZ 5 L7258 (Allinson &
Hayes, 1988) Tld. WF #2772 fER. ARLSQTHEETNTNS
Lo BRFIFHBTES, PRI LM (predictive validity) 1IZDWTH
AN D FER SR> 7,

[ & H Y

PlED XS &2 BF A2 ETEHFIILSIELSQ%E HAGEICTEIER
U, 13U 2RO H 5 ARNKEREILDTF 2y 7 &%0T,
FAEZEERICDONWT DR EZT = HRANKREGAETHIC PHAE %
fFoy, HEREETEMAEZ RO, O R EFLORELS O MIRE SN
Rtxns,

ST, ML E2RIEDIT SN THIML AT DT W ED, )L E207
DOENILEEC THIML EMLOITENL DK TIN5 ALETD
NERZSDIHZ K WE WD EEMNH S,

—J. LSQTIFEROBRND NENWZEWS FEEND D, BRI
[T 5, FEHOBHORIIDNTEZ DD, NSO EIEST
DZEBHEDLOMMEHLINTNARNED, BRIENHNEWNIT/RBIE
BNE</b, £z, EAEHIBELZELTH, HEOLE &M
EFEOHAETIEY 7O0—FnNE s KU 6N, ERICENNHS, F
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DL, BREBIZENTHLEDICLENWNERIZITITERNWEND X
DT, HHEEBROITENRBZLBEEDEADIRNENKD,

I 5T, LSITHLSQTHME L/ = DIFEHE OFROMETH %,
'When 1 learn I feel personally involved in things.| 72 &, HREREEREH T/
FHUTEEHE LIS WEHENH D, BIRTIEZOEEN M DIZ<
Mole, TOXDRMBEIZ DWW TELason (1995) 13, HKEEZERREET 2
N T HFETREEMEEZEENDH -7 ELTH, T TEARWA
I U CIME M & 22480 H 2 SRS 720 R L TS,

LED X SITLSL LSQIAMEHME « ZH MR SN TN S CIFE A
2. Rz, HACERBLLETERS NZRESEZDOT, TOX
EHRL THATHWD DISHEN D 2 RN H D, AWFZETIE. H
AN T BAEREFE AT VAR ZELTICE D W TH/ZITIERL
THEZITW., ELTOAHANIZOU TIIE2NENEMREET 5,

Fitk

FIHAEDOREEREL D, LSIPLSQZZDOEEFR L THREZITO DI
BN HBEEZEND, FiILWIHAEZEIIITOL S ITER Lz, [\
ZE, LSIDO K S /g filEii i E WS XTI ARS, 0=2<Y
TIEESRW] N5 T6=FEEICL< Y TITES ] DTEREFEE THIZE T
HRRIC Uz, BREEIZ, LSIZZOEEH]RNT 5 EMRICHENE
UBBaNH57-0, LSIO4SEHE 26 LI LN 6 b, #HLi T
< HEREFEICRO, AT/ <FTENCHESZ YT, Kolb(1984) D
ELTO4D DEORM (F1) EEZ DR THERLE . 0K, LSQD
BREEHDBEIC L. ZOXDICUTERLZ48TEH 2 5 > ¥ A3l
N, FAEZEEER T2,

FHEZIZ20014E2 M S5HICMT THARERND 2 DOEN KETER
KEFEITEA U7z, 2204 (BME146%. ME7440) DS EIE 258,
ZDDBE2LITIIRBMEN D - 12720218457 & i Az,
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# 1: Kolb®Experiential Learning Theory (ELT)

D 4 D DI DR

HARHREER A BIE
BURBZIRERD 5 25 THEObNEEERT S
TIH LT &Ik 2 %< OERELED TRET S
Wy 2 R 1 KIS % L DDOMEES L DRENSEZ D
oL bEEEEET S £ DTAFT LR
HEXOBEREZRUICT S G HINENTH D
FTHHL. HRIIENSEZLD HEEEBEL, RNOB®E BT 5

RETh I T 5k )R [
ERMEEEHT S MR 2RI OREE KT B
HHRAERICHEZ BN EI DERT HEICIELWS S 2 EHT 2
HLWT A F7 2 LB LUISHT 5 YRS 5 2 & B IFD
HEER A EET S BELD b EEEADICTS
IDOELWEZR LD L WHEERD D | KRNSO EFD
PSR L . HEEL-> THITS HHITHESER S O Z D

vakiiy

Kolb(1984) HHoney and Momford(1995) H B U iifi{t L 7= 24 i &
HELTWEZ, AFETHINS OEEBEEL ., £ 27 - )NV
<y 7 AR TR0 2175, ELTAE L ITHE2D DT OFNZ
ZIEEBOAMMPINE LD BEENRHEINZIITTHS, T/t
UL, ZOXDBEINHARARZEICHELETSHEEZI SN S,

FT—% O, FE/ Ny 4 —SPSS  for Windows (9.0) Z W
7z EASTEH OB MNE2TH S, 1P, R2ICHDEELEREITE
BICIEHED NS EOBRENANTNENEERETHDTH DM, SPSSTIE
0ZHUEL LT 5D THIHEN0ITEWIE EERMEN E W, A T
TRTOEANERSMNE KRESANDHDO TN EHE 7=,
LinL. ZTORICITS KT oa B, HBEIREMNMEN S DS 2
FOBICIEHE L TREL TH D720, FHEIRE r Okl D &5 A 2
KO (R2) . ZNN3B5E TEIZEEZHIFRL., 31HEHZSTOXMSRE
L7z,
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#2: ELTICHED <HEZE48HH Oilid#ist (N=218)
HH M SD £ R max 1!
2 WAWAEEZBLD HEKWIHIETT 2 3.44 1.70 0.17  -1.00  0.63
19 ERICES LD BMMA< AL TEAS 2.65 1.41 020 035 063
7 WEICIEL W EE-FRYICT S 3.49 1.65 005 -083 054
14 REEICMETE2ETERS 3.60 1.59 031 -050 054
35 AEET DI, DICFIREZRDTICZOHZOHT
wHTNL 3.28 1.58 015  -061 052
45 BEERDDHICED LS BFIETT 2005 3.00 1.50 005 -058 052
21 ERIHA2RUNT ITBNENRSNS 2.60 1.45 023 037 051
44 iﬁygz LEMBLESEBICEDOL DM L0 345 1.40 035  -001 051
A
46 z“u?';:% EEZEHNMOWEESOT, HmldEE 336 1.46 023 -040 047
47 BRI TS BEBEMIED T 3.45 1.45 037 020 047
31 BEZENTTEMMICIHD 3.26 1.44 023  -045 047
37 ERIM-> THRICHIZDT TS 2.84 1.60 0.18 071 047
17 1DIDEICEML T 3.31 1.49 008  -064 046
18 HEET I, EOLIARMERICARZONEELTH  2.69 1.44 0.14  -049 045
Sihn %
16 SETEITEIH LW ITHhiBT 2 2.85 1.53 003 067 045
20 ?&_i;bmﬁxaii)%#wxme%m%mﬂf 3.25 1.45 0.10  -051 045
13 E%%E?&iéﬁi?étm:*%m:}ﬁf%%ké 3.63 1.46 023 032 044
15 BERERELM, KN, ARENSTELETEDS 331 1.54 014  -054  0.44
10 Wﬁ;ﬂ%ztbﬁ*@:i::’f—-‘/a JLTwseE
TE;LTIAE: 2.72 1.80 0.11  -1.07  0.44
32 LR ->TEZD 3.63 1.47 052 -007 043
36 HWEWIREND D EIDIBDEITED RN 3.63 1.70 045 062 042
22 ENRVWHTETHRIKIHETE S 2.45 1.37 025 034 042
9 1IDDELWERZRDS 2.93 1.68 006  -069 039
24 FUFEAE T ERBRMITEETS 3.45 1.36 004 -058 039
41 BHIAR D572 5MOBEITHEH TS 421 1.14 -0.74 1.13 039
25 BAEPRDDHEHTNANATERZ L < D 3.80 1.45 -0.55 0.10 038
30 Z<DOEKFIZEEDTEZS 3.28 1.34 001  -031 038
3 ﬁu%%% (EXXSHERE) 272 L E3%EfHICKME 343 1.78 031  -098 037
T B
8 MigWELRICTET o THS 3.22 1.62 0.04  -092 037
33 BWOWEZLIRESEASHICZEIRITT S 2.82 1.64 026  -0.79 037
12 BiRfD S BRIERDIHZS &5 4.09 1.31 052 009 035
34 1DOMBICHL TWL Db DR SEEEZ S 2.98 1.30 021  -0.09 034
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48 EADEZZTENEL WM EINRT 3.65 1.43 -0.56 0.17 033
1 EANTHH L2 —HRYICTS 4.21 1.40 -0.62 0.09 033
11 AW EMRMNERS THRENKELDOND S 3.90 1.41 -0.41 048 033
38 ZEROEKHDIEUEELD 3.04 1.59 017 064 033
6 1DDZERDVNTNANARBENSEZD 3.18 1.51 008 -046 032
5 {4 CHREZBDFRA 58T % 4.10 1.45 073  -006 032
28 MHEERRAIKDOLEZILENTES 2.55 1.62 030 067 032
29 E&;g—zt:ﬁoﬁxaﬁmwa‘ AELVWIEERY 313 1.55 0.10 048 031
42 B TP THDLDS, OARP>TWEOEE 284 1.38 027 022 029
W5
4 ;%Wgﬁiﬁfikﬁo JCx B R (R o) 4.39 1.36 -0.82 035 0.29
39 ZLIZOMIEICEKD D 2.95 1.81 008  -1.06 029
26 EBRORMAEE TERWEIFLIZ 3.77 1.49 038 -042 027
2T ML TWAZERTRTEELEELD 2.69 1.76 0.16  -0.92 025
43 FHLWIHBIL D bEREMS A ek 5 4.03 1.48 065 -019 024
23 HEMES THN, HEEERTHIEERYICTS 3.67 1.47 033  -036 023
40 RESLBEVWHRIAETICZOEERATHES 3.64 1.63 026 -075 021
i R

FIRFEERTEETICERMNECL DR TFONEETLIZET A,
EAMELOCA EDIR NS SN (£3) . LArL2ADEZEET S
ELTIZCULZZ2M> T, T2 FME - NU X v 7 ARELZTHON 217> TH
2o TOMI2R T TIIHIN T, F2RTFEDICKEADAMNND
HEHIZASNT., @ImBE L TWa &3S A ho /2, AT T
SN EET LN, ELTICED<EHEHOA THIR S N5 K T3>
770

#3: 31HEB(r>.35)ICEkMEZER U 2B oYt oEE E
(N=218) (1085 LA Fid&EHE)

D%:) 1 2 3 4 5 6 7 8 9
&Fh 570 398 213 165 150 119 115 111 1.03

ZFZTCELTM SN TN 27D 2 &1Lz, BSWRTLAFOEEE
DEALINLLE) NS Vo 22 O5R TR E L. £RFRICHEENH %
EEZONZ0, WEFIRL THEZT 2 7 0< y 7 A EiEE N Th
MEfT-olz. TOMRENEL FE5KRFORFHMBENESTH S,
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x4 EEE - 7O I AR O KT B R

(WTINT— AT & ALmtE) (N=218)

177

1 1I I v Vv h2
I #AERWT (a=77)
45 EZEIBDLEICED X SR FIETI 50 078 -0.19 000 026 001 0.59
hed s
35 AEE T DE. HIOICTIEERDTIC - -0.74| 029 0.02 0.10 -0.03 0.42
46 WAWBEZEZEHTNNWEESOT, fEimid| 068 003 -0.13 007 007 0.53
47 HEEIZM N o T4 —HEMEMICED T| 061 013 028 -0.09 -0.08 0.50
<
3 R (EXreRERE) 29513 059 001 003 -019 -0.07 037
L:...
18 EZT D, EOXDRFRIC/ADOMN 056] 010 003 024 -025 0.40
31 HEEZN T TEAKWICERLD 0.45| 0.02 042 013 004 043
2 WAWAEEZEZDHLDHERMICHETS | 037 021 008 028 009 037
32 SEOHANCHE->TEZD 0.35| 0.29 -0.10 -0.22 029 0.53
I PN (a=76)
14 WmBEICE TESLETER D -0.18[ 0.77] 0.00 0.07 0.18 0.57
7 WEAICELWS E2—BATICT S -0.21| 0.76] -0.05 0.07 0.10 0.50
9 IDDIELWEZZRDD -0.07| 0.76| -0.15 0.15 -0.25 0.53
17 1D1DMEFRITHML Tn< 0.32| 051| 020 -0.04 0.01 055
36 HNEWRKND D ERNENEITHED  022] 045 004 -021 -0.10 0.39
A%
19 EEICHES XD BN ML TEZS 0.38] 0.40| -0.03 -0.08 0.06 0.50
M FEHKNF (a=75)
21 ERICHEZZRUNT ITEWENMRS 001 004 077] 007 001 063
ns
ML W ERMmRLESERICEDLS 019 -0.18] 0.73] -002 0.15 0.59
K’_...
10 sl CcwadZEiEca3Ia=—>3 001 -003] 071 -006 0.02 0.48
37 EBRKITH > THARICHIZDIT TN -0.13 -0.01| 0.62| 0.27 -0.04 057
IV T (a=.65)
16 SETEITESIH LW EIcHkET 2 0.16 0.13 0.11] 0.69] -0.14 0.54
20 DEL VWL NEIM NS TH VAW 004 -0.04 -0.09| 065 0.13 0.45
Z7ge -
22 BN WHETHORKICHIETES -0.04 -0.01 0.25| 0.56| 0.00 0.46
15 DEEI R A B, KN KisEhs--- 0.23 027 -0.08] 053] 0.14 053
8 MiEVWZRICET R THD -0.16 -0.29 0.01| 0.48| 0.05 0.40
13 EZERT 2201 -FNWHEEE 015 026 -022| 042 023 0.44
A5
33 EVNDONAET EFELSEADEIICTEIE 033 014 020 041 -0.06 0.32

29 %
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4 ()
V. BRFRET (a=67)
41 BABH DS SMOBEICL#EMTS 029 009 023 -0.17] 0.70] 0.52

12 BREINSRAEZ RO FES &9 % -0.11  0.04 -0.04 0.03| 0.66| 0.43
30 Z< DEAFZEDTERD 0.04 -0.07 002 0.13| 0.65| 0.47
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Representation of Users and Uses of English
in Beginning Japanese EFL Textbooks

Aya Matsuda
University of New Hampshire

This study explores the representation of English users and uses in Japanese EFL
textbooks for seventh graders that have been approved by the Ministry of Edu-
cation. Analysis of the nationality of the main characters and the contexts and
types of English use featured in the chapters suggests that the textbooks tend to
emphasize the inner circle (Kachru, 1985) both in intranational and international
use. The representation of users and uses in other contexts, particularly of those
in the outer circle, is much more limited despite the growing recognition of the
spread of English and the increased use of English outside of the inner circle
(Crystal, 1997; Graddol, 1997). Based on the findings, I discuss the extent to
which these textbooks represent the current global uses and users of English,
consider the appropriateness of the representation, and suggest ways to help
English learners become more aware of the sociolinguistic complexity of the
English language.
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the world. In the inner circle (i.e., Australia, Canada, New Zea-

E nglish performs a wide variety of functions in different parts of
land, the United Kingdom, and the United States) (Kachru, 1985),
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the majority of people learn English as their first language. Even when
they speak another language at home, English is likely to become their
dominant language because of the extended exposure to the language
outside the home and the numerous functions the language performs in
society. In outer circle countries and regions such as India, Singapore,
and Nigeria, which are former colonies of inner circle countries, English
is institutionalized. That is, English has acquired an extended range of
uses in intranational communication (e.g., language of law, medium of
education), linguistic nativization has taken place, and literary works are
created in that variety of English, although other languages (usually in-
digenous languages) still maintain important functions (Kachru, 1992).
In the expanding circle, people learn English as a foreign language and
use it predominantly for international, rather than intranational, com-
munication. Furthermore, English does not have the extended functions
it has in the inner or outer circle.

In addition to the increase in its functions, the worldwide spread of
English has changed the demographics of the population of English
users. English is not used exclusively among native English speakers
or between native and nonnative English speakers anymore, but also
often for communication among so-called nonnative speakers of
English (Graddol, 1997; Smith, 1983; Widdowson, 1994).! Because it is
increasingly used among people who were traditionally regarded as
nonnative speakers, i.e., speakers from the outer and expanding circles,
the assumption that nonnative English speakers learn English in order
to communicate with native English speakers and learn about their
culture does not always hold true anymore. In fact, the role of nonnative
speakers in shaping the form and functions of the English language
has increased. As Graddol (1997) states, “native speakers may feel the
language ‘belongs’ to them, but it will be those who speak English as a
second or foreign language who will determine its world future” (p. 5).

This worldwide spread and the consequent changes, such as the ex-
pansion and complications in the variety of uses and the increasing uses
among nonnative speakers, are important characteristics of the English
language. Consequently, acknowledging all of these functions of the
language is essential for understanding the sociolinguistic complexity
of the English language.

However, in Japan and perhaps also in other countries in the expand-
ing circle, many English learners and even some teachers still perceive
English exclusively as the language of the inner circle and the purpose
of learning English to be merely to access the inner circle culture. For
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instance, a qualitative case study of Japanese secondary school students
(Matsuda, forthcoming) suggested that, although they perceived English
to be an international language in the sense that it is being used inter-
nationally, they did not believe it belonged to the world at large. Rather,
the students perceived the language as the property of native English
speakers (Americans and British, more specifically) and believed that
the closer they followed native speakers’ usage, the better. Their aware-
ness of outer circle countries, including the forms and functions of
English used in them, was extremely limited (see Friedrich, 2000, for a
similar example from Brazil).

The picture of English uses and users that these Japanese students
had is incomplete in the sense that it does not acknowledge the increase
in the use of English among so-called nonnative speakers of English, and
thus is problematic for several reasons. First, if students do not under-
stand the significance of the uses of English among nonnative speakers,
they cannot fully take advantage of the opportunities that accompany
the use of English as an international language. Instead, students may
assume that English belongs to the inner circle and that others, who
are expected to conform to inner circle norms, should remain in an op-
pressed, peripheral position in international communication in English.

Secondly, such a limited perception of the English language may lead
to confusion or resistance when students are confronted with different
types of English users or uses (e.g., users from the outer circle). Students
may be shocked by varieties and uses of English that deviate from the
inner circle English, view them as deficient rather than different, or be
disrespectful of such varieties and uses. Lastly, a limited understand-
ing of the users and uses of the language may have a negative effect
on language acquisition. A language is not merely a combination of
discrete linguistic and metalinguistic knowledge, but rather, it is a
dynamic system embedded in a social context (Halliday, 1978; Berns,
1990). Therefore the awareness of the context of English, including its
worldwide spread, the consequent diversity in its forms and functions,
and its increased use among so-called nonnative speakers, can be con-
sidered crucial for understanding and acquiring the language.

One of the possible sources of influence on students’ perception of
English is their English class, where students are intensively exposed to
the target language. Textbooks, in particular, can be a significant source
of exposure to various users and uses of English and may play a vital
role in the construction of students’ perceptions of the English language
because they play an important role in EFL classrooms. Hino (1988), in
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his study of the representation of nationalism in Japanese EFL textbooks
from different historical periods, argued that textbooks not only dis-
seminate knowledge but also express, reinforce, and construct a certain
view of the world. Such influence may be especially strong in Japan,
where textbooks, which are approved by the national government and
selected by the local school district, have institutional authority and
where classroom lessons tend to be constructed closely around the
textbooks. In addition, EFL students tend to perceive their textbooks as
high prestige sources of input because they do not receive much input
outside the classroom (Bardovi-Harlig, 1996). All these factors make
textbooks an influential source of input for students and a logical place
to begin an inquiry about the presentation of English in Japanese EFL
classrooms and the construction of students’ beliefs and perceptions of
the English language.

The current study explores the representation of English users and
uses in beginning EFL textbooks used in the first year of junior high
school (7th grade) in Japan. Specifically, the following research ques-
tions were investigated:

1. What kinds of people are represented as English
users in 7th-grade Japanese EFL textbooks?

2. What kinds of English uses are represented in these
textbooks?

Based on the findings, I will discuss how thoroughly these textbooks
represent the current global uses and users of English, consider the
appropriateness of the representation, and suggest ways to help English
learners raise their awareness of the sociolinguistic complexity of the
English language.

Methodology
Textbook Selection
The current study analyzed all seven 7th-grade textbooks that were

approved by Monbusho? (the Ministry of Education) in 1996 and were in
use from April 1997 to March 2002.
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Table 1: List of Textbooks

Title Publisher
Columbus English Course 1 (CO) Mitsumura Tosho
Everyday English 1 (EE) Chukyo Shuppan
New Crown English Series New Edition 1 (NC) Sanseido

New Horizon 1 (NH) Tokyo Shoseki
One World 1 (OW) Kyoiku Shuppan
Sunshine 1 (SS) Kairyudo

Total English 1 (TE) Shubun Shuppan

I chose to analyze Monbusho-approved textbooks because of the
significant role they play in English classrooms across the country. All
public elementary and secondary schools in Japan are required to follow
the national curriculum and use textbooks that are approved by the Min-
istry of Education. Even private schools, which are not required to follow
the national curriculum, often adopt a Monbusho-approved textbook as
one of their primary textbooks. Therefore, virtually all secondary school
students, including the participants of the aforementioned study on the
perception of the ownership of English (Matsuda, forthcoming), come
in contact with Monbusho-approved textbooks in their English classes.

In addition, because the Monbusho only approves textbooks that
closely follow the national curriculum, the approved textbooks often
become the curriculum itself. Even at private schools, where more
flexibility is allowed in the selection of teaching materials than in public
schools, some lessons follow the structure of Monbusho-approved text-
books closely and do not involve any outside materials (see Matsuda,
2000a). While I would not claim that this is the case for all English cur-
ricula in Japan, it can be said that Monbusho-approved textbooks play a
large role in the EFL curriculum at Japanese secondary schools, and that
is the primary reason for selecting Monbusho-approved textbooks for
the current study.

Among all Monbusho-approved English textbooks, seventh-grade
textbooks were selected because they provide the first formal encounter
that most students have with English, and thus the explicit and implicit
messages they send about the users and uses of English potentially have
a strong influence on students’ perceptions of English.

The contents of all seven textbooks that were reviewed are organized
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in a similar manner. Each has 11 to 15 chapters consisting of the main
text (usually a dialogue that introduces new vocabulary and sentence
structures) and tasks related to the new function or sentence structures
introduced in the main text. Summaries of grammar points and informa-
tional notes about English speaking cultures are presented at the end
of each chapter, after every few chapters, or at the end of the textbook.
Additional readings, poems, songs, word lists, alphabet tables, and
pronunciation guides are found between chapters or at the end of the
textbook.

Analysis

In order to understand the representation of users and uses of English
in Japanese EFL textbooks, the main characters in the textbooks and
the contexts and types of English uses presented in the chapters were
investigated.

The first research question of the study was “What kinds of people are
represented as English users in seventh-grade Japanese EFL textbooks?”
In order to answer this question, I identified the nationality of the main
characters, who were introduced in the early sections of each textbook
before the regular chapters began. I also counted the number of words
uttered by each character.

The second research question was “What kinds of English uses are
represented in seventh-grade Japanese EFL textbooks?” To address this
question, the contexts and types of English uses represented in the main
texts of the chapters were identified and analyzed. The analysis of the
contexts involved the identification of countries in which characters
used English. The contexts represented in the textbooks included (1)
Japan, (2) inner circle countries, (3) outer circle countries, (4) expanding
circle countries other than Japan, (5) multiple contexts (e.g., interna-
tional phone calls and letters that involved more than one of the above
four contexts), (6) fictional contexts (e.g., in a time machine), and (7)
unknown/no context (e.g., introduction of numbers). For each context
type, I counted the number of chapters that included English uses taking
place in that context. Dialogues on an international flight were catego-
rized by the country of destination.

Types of English use can be defined and classified in various ways,
but in this study, I decided to focus on whether the use is intranational
or international. Intranational use in this study is defined as the use of
English between people from the same country, while international use
refers to use between people from different countries. Intranational use
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is further divided into three types: between people from the same inner
circle country, between people from the same outer circle country, and
between people from the same expanding circle country. International
use is also further divided into three types: between people from differ-
ent inner circle countries (i.e., native speakers from different countries),
between native speakers and nonnative speakers (i.e., people from the
outer or expanding circle) of English, and exclusively among nonna-
tive speakers of English* Figure 1 illustrates the six types of English uses
whose representation was investigated in this study.

— Speakers from the same inner circle country
Intranational Uses —— Speakers from the same outer circle country

— Speakers from the same expanding circle country
— Native speakers only

International Uses —— Native and nonnative speakers

— Nonnative speakers only
Figure 1: Types of English Uses

To test the reliability of the coding scheme for the analysis of contexts
and types of uses, I trained an outside coder and asked him to analyze
one textbook with 13 chapters (14.6% of all chapters analyzed). Inter-
rater agreement figures of 0.94 and 0.93 were achieved for the analysis of
contexts and the analysis of types of uses, respectively.

Furthermore, the additional reading passages, poems, songs, word
lists, cultural notes, and pictorial images were also studied in order to
supplement the analysis.

Results and Discussion
Nationality of the Main Characters

Table 2 shows where the main characters in each textbook came from
and the number of words uttered by those characters in the main text.
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Table 2: Nationality of the Main Characters and the Number
of Words Uttered by those Characters

Textbook  Japan IC OC EC Other than Japan ~ Unknown
CO 9 (456) 4 (5806) 0 0 0
EE 3 (463) 4 (34D 0 1(120) 2(88)
NC 10 (582) 1 (212) 1(70) 3 (8D 0
NH 3 (258) 3 (258) 0 1(218) 0
oW 2. (348) 5 (396) 1(143) 0 1C17)
SS 4.(257) 9 (523) 0 0 0
TE 3 (480) 4 (758) 0 0 0
Total 34 (2844) 30 (3074) 2(213) 5(419) 3(105)

Note: Number of words uttered is in parentheses

The majority of the 74 main characters are from Japan (34) or inner
circle countries including the U.S., Canada, Australia, and Scotland (30).
The number of characters from the outer circle (one each from Hong
Kong* and Kenya) and the expanding circle other than Japan (a total of
five, with one from Indonesia, three from China, and one from Brazil)
are relatively few. The comparison of the number of words uttered
shows a similar pattern, with slightly greater emphasis on the inner
circle characters. Japanese characters outnumber inner circle characters
by four but they produce fewer words (2,844 words) than those from the
inner circle (3,074 words). Characters from the outer circle and expand-
ing circle countries other than Japan produce only 213 words and 419
words, respectively.

This dominant representation of speakers from Japan and the inner
circle is found in individual textbooks as well. The only exception is New
Crown (Morizumi, 1997), which has more speakers from the expanding
circle (ten Japanese and three others) than the inner circle (one person)
or the outer circle (one person). However, it should be noted that even
in this textbook, the number of words uttered by the only inner circle
speaker (212 words) is still much larger than that of the only outer circle
speaker (70 words) or that of the three speakers from expanding circle
countries other than Japan (81 words).

The large number of inner circle characters in all the textbooks
reviewed, except for the one just mentioned above, gives the impression
that they are the dominant users of English. Japanese main characters
are also numerous, but due to the limited number of examples of intra-
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national use included in the texts, they do not come across as regular
and extensive users of English but rather as prototypical examples of
EFL learners, similar to the textbooks’ audience. In contrast, representa-
tion of users from the outer circle and expanding countries other than
Japan is limited in terms of both the number of characters and their roles
in dialogues. This does not seem to reflect growing recognition of the
spread of English (Crystal, 1997; Graddol, 1997) and sends the message
that English users from the outer and expanding circles hold only pe-
ripheral roles in the use of English worldwide.

Contexts of English Use

Table 3 illustrates the number of chapters in the reviewed textbooks
that include examples of English use in each context. Use in Japan and
the inner circle is represented more often than use in the outer circle or
expanding circle countries other than Japan.

Table 3: Contexts of English Uses

Textbook  Japan IC  OC ECOther ~ Multi-Context Fictional ~ Unknown/
than Japan No Context

CO 13 0 0 0 0 0 0

EE 10 0 0 0 2 (J-10) 4 1

NC 10 0 0 0 0 1 0

NH 7 0 0 0 0 5 0

oW 1 9 1 0 2(J-IC;J-OC) 0 2

SS 5 7 0 0 1 (J-1C) 0 1

TE 11 1 0 0 0 0 0

Total 57 17 1 0 5 10 4

Japan is the most common context for English use in five of the seven
individual textbooks as well as in the overall distribution in all the text-
books combined. For instance, all dialogues in Columbus (Togo & Mat-
suno, 1997) and most dialogues in Total (Horiguchi, Goris, & Yada, 1997)
are between Japanese students and their American friends or teachers
living in Japan. Use in the inner circle is represented in more than half
of the chapters in Sunshine (Shimaoka, Aoki, Matsuhata, & Wada, 1997)
and One World (Sasaki, 1997), in which the main characters visit the
U.S. and Australia, inner circle countries, and use English to communi-
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cate with people there. Four out of five “multi-context” examples also
involved Japan and an inner circle country. In contrast, use in the outer
circle and expanding circle countries other than Japan is represented
much less frequently than use in Japan and the inner circle. Of all the
textbooks, only One World (Sasaki, 1997) includes a chapter that fea-
tures the use of English in an outer circle country, Hong Kong. English
use in expanding circle countries other than Japan is not represented in
any of the textbooks.

Thus, representation of the contexts of English use emphasizes the
use of English in the inner circle and Japan rather than the use of English
in the outer circle and other expanding circle countries.

Types of Uses I: Intranational vs. International Use

Table 4 compares the number of chapters in each textbook that
include intranational use among speakers from the same countries and
ones that include international use between English users from different
countries.

Table 4: Intranational vs. International Uses

Textbook Intranational Uses  International Uses
CO 1 11
EE 3 10
NC 0 10
NH 0 11
OWwW 2 10
SS 2 10
TE 3 11
Total 11 73

International use is represented more commonly than intranational
use. The majority of chapters, amounting to at least ten chapters in each
textbook and 73 of 89 chapters overall, include some representation of
international use of English. Intranational use, on the other hand, is rep-
resented in only 11 chapters overall and not found at all in New Crown
(Morizumi, 1997) or New Horizon (Asano, Makino, & Shimomura,
1997). References to the international status of English in sections of the



192 JALT Journar

textbook other than the chapter dialogues are also found. For example,
a note in the appendix of Sunshine (Shimaoka et al., 1997) states that
“English can be considered an international language because it is used
in various parts of the world” (p. 102), and a cultural note in One World
(Sasaki, 1997) encourages students to “broaden [their] ‘world’ through
learning English, which is one of the common languages of the world”
(p. 95).° The prominence of the presentation of the international use of
English in these textbooks seems to emphasize the language’s role as
an international language. This representation makes sense considering
that these textbooks are used in Japan, where English is not used for
daily intranational communication, but mainly for international commu-
nication (Yano, 1992).°

Types of Uses II: Intranational Use

Table 5 compares the number of chapters representing each of the
three types of intranational use: use among people from the same inner
circle country, use among people from the same outer circle country,
and use among the speakers from the same expanding circle country.

Table 5: Three Types of Intranational Uses

Textbook IC OoC EC
CcO 1 0 0
EE 1 0 2
NC 0 0 0
NH 0 0 0
ow 2 0 0
SS 2 0 0
TE 3 0 0
Total 9 0 2

The majority of intranational use takes place among inner circle
English users. Nine out of ten chapters that present some kind of intra-
national use include the use of English between the inner circle English
speakers. For example, Columbus (Togo & Matsuno, 1997) depicts an
American boy and his parents speaking English at the breakfast table,
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and in Sunshine (Shimaoka et al., 1997), Emily calls her family in New
York and talks to them in English. In addition, some textbooks include
pictures and texts that refer to the customs and cultures of inner circle
countries and their people. New Crown (Morizumi, 1997), New Hori-
zon (Asano et al., 1997), and Columbus (Togo & Matsuno, 1997) have
pictures of American school life, and a chapter on numbers from One
World (Sasaki, 1997) lists emergency telephone numbers from four inner
circle countries only: the U.S., UK., Australia, and New Zealand.

References to intranational use involving speakers from the other
two circles are also present in the textbooks, especially in sections other
than the regular chapters. For example, five of seven textbooks have
preliminary pages that introduce “Classroom English,” and four of them
include exchanges between Japanese students and a Japanese teacher
of English, representing intranational use between speakers from the
expanding circle. Also, some comments and maps refer to the use of
English in the outer circle: a list of countries and languages spoken in
each country mentioned in the textbook in New Crown (Morizumi,
1997) shows English as one of the languages spoken in the outer circle
countries included, and a map in Total (Horiguchi et al., 1997) uses dif-
ferent colors to indicate the countries where English is the dominant
language (the inner circle) and those where English is a lingua franca
(the outer circle). While these lists and maps do not elaborate on the
use of English in those countries, they at least acknowledge the use of
English in the outer circle.

However, in the main texts, the representation of intranational use
among people from the outer and expanding circle is limited. Only two
chapters include the representation of intranational use between people
from Japan, an expanding circle country, specifically dialogues between
a Japanese main character and her mother. Intranational use in the outer
circle is not represented at all in any of the chapter dialogues.

The extensive presentation of the use of English among people from
the inner circle, combined with pictures and texts that refer to the inner
circle cultures, sends a message that English is most closely associated
with the inner circle. The role of English as an intranational language
for those from the inner circle may also be implied when English is pre-
sented as one of many languages in the world. For example, a section
in Columbus (Togo & Matsuno, 1997) that features photos from Mali,
Russia, Spain, Mexico, Kuwait, Brazil, and the U.S. with their dominant
languages printed as the caption may suggest to students that one func-
tion of English is intranational use in the U.S.
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On the other hand, in Japan, English is not used regularly or exten-
sively in daily communication. Thus, the presentation of English use
among Japanese characters in textbooks may represent the limited
but increasing use of English as a medium of English instruction (e.g.,
classroom English) and encourage students to use and practice English
outside the classroom (e.g., to write poems or to keep diaries).

In sum, the analysis of intranational uses demonstrates that the repre-
sentation of the use of English between inner circle users is much more
common than other types, especially the use of English among speakers
from the outer circle.

Types of Uses III: International Use

Table 6 shows the number of chapters that include presentation of
the three types of international use: exclusively among native English
speakers, between native and nonnative speakers of English, and exclu-
sively among nonnative English speakers.

Table 6: Three Types of International Uses

Textbook NS Only Both NSand NNS  NNS Only

CO 0 11 0
EE 0 8 2
NC 0 7 3
NH 0 11 1
OW 0 9 1
SS 0 9 2
TE 0 11 0
Total 0 66 9

The overwhelming majority of the chapters present international
use between one or more native speakers and one or more nonnative
speakers of English. Such use was represented in all of the textbooks
reviewed. Dialogues between Japanese students and their American
teacher or friends, for example, are the only type of international use in
Total (Horiguchi et al., 1997) and Columbus (Togo & Matsuno, 1997). In
Sunshine (Shimaoka et al., 1997) and One World (Sasaki, 1997), the main
characters use English extensively to talk to native speakers when they
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visit the U.S. and Australia, inner circle countries.

Five of seven textbooks also present some English use exclusively
among nonnative speakers, including a dialogue between a Ken-
yan student and Japanese students in New Crown (Morizumi, 1997),
dialogues between a Japanese student and a Chinese student in New
Crown (Morizumi, 1997), and dialogues between an Indonesian student
and Japanese students in Everyday English (Ueda, 1997). However, the
number of chapters that include this type of international use is consid-
erably smaller than that of those representing international use between
native and nonnative speakers. Most of the dialogues that are exclusively
among nonnative speakers involve Japanese speakers and other non-
native speakers who are visiting or living in Japan, although one lesson
in One World (Sasaki, 1997) includes a dialogue between a Japanese
student and her Hong Kong friend that takes place in Hong Kong. In-
ternational use between speakers from different inner circle countries is
not represented in any chapters.

Although the international use of English exclusively among non-
native speakers is increasing (Smith, 1983), the textbooks that were
investigated in this study do not reflect this trend. The predominant
representation of the international use of English between native and
nonnative speakers may give the impression that nonnative speakers
learn English in order to communicate with those from the inner circle.

Conclusion

The current study explored the representation of uses and users of
English in Japanese 7th-grade EFL textbooks. The findings suggested
that these textbooks tended to emphasize the inner circle, both in intra-
national and international use. English users from the inner circle were
presented as the primary users of English, and the majority of chapter
dialogues that took place outside of Japan were situated in the inner cir-
cle. The predominant users of English for intranational communication
were also those from the inner circle, and the majority of international
use presented involved communication between native (i.e., the inner
circle) and nonnative speakers. The representation of users and uses
in other contexts, particularly those in the outer circle and expanding
circle countries other than Japan, was much more limited; there were
fewer main characters from those countries, and their roles in dialogues
were much more limited than characters from Japan or the inner circle.
The representation of English use in the outer and expanding circles
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(except Japan), both for international and intranational uses, was also
only sporadic. International use exclusively among nonnative speakers,
which is believed to be increasing as a result of the worldwide spread
of English (Crystal, 1997; Graddol, 1997; Smith, 1983), was represented
much less often than that involving native speakers.

This inner-circle orientation in the representation of English users and
use in these textbooks resembles the view of the ownership of English
held by Japanese secondary school students (Matsuda, forthcoming).
While a causal relationship cannot be claimed without empirical veri-
fication, the similarity between students’ perceptions of English users
and use and the textbooks’ representations, along with the significant
role the textbooks tend to play in Japanese schools, suggests that the
representation of English in EFL textbooks may be an important source
of influence in the construction of students’ attitudes and perceptions
toward the target language.’

If we accept that textbook representation can influence students’
perceptions of the English language and its users and uses, the repre-
sentations found in these textbooks, which focus overwhelmingly on
the users and uses of English in the inner circle and Japan and not on
those in the outer circle and expanding circle countries other than Japan
are problematic. Such a limited view of the language will not prepare
students adequately to use English in the future with other nonnative
speakers of English. In order to facilitate a better understanding of
English users and uses, some changes in the textbooks are needed. For
example, textbooks could include more main characters from the outer
circle and the expanding circle and assign them bigger roles in chapter
dialogues than the roles they currently have. Some dialogues that either
represent or refer to the use of English as a lingua franca in multilingual
outer circle countries could also be added to chapters. Also, the pres-
ence of characters from countries other than Japan and the inner circle
would make the inclusion of cultural topics and pictures from those
countries easy. Exposure to outer circle and expanding circle countries
other than Japan through the representation of English use and users in
those countries would help students understand that English use is not
limited to the inner circle.

Of course, teaching materials other than textbooks, such as teacher’s
manuals and commercial supplementary materials, as well as other
aspects of teaching, including classroom practices and students’ and
teachers’ attitudes, can supplement the textbook representation of the
users and uses of English. For instance, movies, videos, audio clips, or
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interaction with international visitors and residents in the community
can be incorporated into the classroom activities in order to help stu-
dents understand that there are many varieties of English. While the
American variety, given its preferential status in the current international
communication scene, may be a reasonable choice as a target model
in Japanese EFL classrooms, students must understand that it is just
one of many varieties of English that they may come in contact with
in the future. In addition, classroom discussions can address explicit
statements in textbooks about the forms and functions of English, such
as “Pronunciation of English varies in different countries and regions”
(Shimaoka et al., 1997, p. 40) and “English is a world common language.
It is an important means of communication when speaking with people
from other Asian countries, too.” (Sasaki, 1997, p.95). Textbooks may
touch upon those issues only briefly, but classroom teachers can provide
opportunities to address them in more depth.

English classes provide opportunities for an intensive encounter with
the target language for EFL students. Japanese learners of English would
benefit greatly from the thorough representation of the sociolinguistic
complexity of the English language, including the various uses and users
of the language found in different places of the world, in their English
textbooks as well as in other components of the EFL curriculum.
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Notes

1. The notion of native speakers as providers of standard,
normative language has been challenged, as variability exists
in what they know about the language, what they can do with
the language, and what they consider to be standard. The
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notion of nonnative speaker is similarly problematic, espe-
cially with regards to English, because it fails to acknowledge
the differences in the ways English users from the outer and
expanding circles use the language and the fact that there are
people in the outer circle who grow up speaking English as
one of their primary languages (Kachru, 1998; Yano, 2001).
While T hesitate to use terms that may reinforce the uncritical
and inadequate dichotomy criticized above, I decided to use
the term native speakers for English users from the inner
circle and nonnative speakers for those from the outer and
expanding circles in order to avoid wordiness when variabil-
ity within each group is not as crucial in the discussion as the
boundary between two groups.

2. Monbusho (Ministry of Education, Sciance, Sports, and
Culture) became Monbu-kagaku-sho (Ministry of Education,
Culture, Sports, Science, and Technology) after the reorgani-
zation of the governmental ministries on January 6, 2001. In
this article, I continue to refer to the ministry as Monbusho
because that was the ministry that examined and approved
these textbooks in 1996.

3. The analysis of contexts and types of English was also
conducted by using a smaller unit of analysis: a monologue
and a dialogue. Each unit boundary was identified by a
change in chapter, its context, and/or participants, and was
analyzed in the same ways as described in the methodology
section. Because the length of units varied, I also counted
the numbers of conversational turns and words in order to
make comparison possible. The findings did not vary greatly
between the two sets of analysis employing different units
of analysis. Since the use of dialogue/monologue as the unit
of analysis involves greater variability than the use of pre-
existing chapters (because the researcher must identify the
unit boundaries), only the results from the analysis that used
chapters as the unit of analysis are reported in this paper.

4. Although Hong Kong is not a country, the use of English in
Hong Kong illustrates characteristics of the outer circle, which
differ significantly from those of English in mainland China,
an expanding-circle country (see Bolton, 2000 for further
discussion of English in Hong Kong). Therefore, Hong Kong
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is classified in this study as “outer-circle” and separately from
China.

5. Both quotes were originally in Japanese and have been
translated by the author.

6. 1do not intend to suggest that Japan is a monolingual
country, although Japanese is the dominant language of the
society. See Maher and Honna (1994), Matsuda (2000b), and
Yamamoto (2000) for discussions of linguistic diversity in

Japan.

7. In order to better understand the influence of textbook
representations on students’ perceptions and attitudes, an
empirical study that compares the perceptions of English
users and uses held by different groups of students who
use different textbooks and that compares the perception
and the textbook representation for each group is needed.
Furthermore, follow-up studies using the subsequent sets of
textbooks would allow a diachronic comparison of language
perceptions and attitudes.
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An Algorithmic Approach to Error Correction:
Correcting Three Common Errors at Different Levels
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An algorithmic approach to error correction characterized by four main features:
pedagogically sound input requiring minimal cognitive effort, proceduralized
steps with instructive examples, explicit rules helping learners conceptualize
the correction procedure, and reinforcement exercises, is introduced in this ar-
ticle using three well-defined structural anomalies for exemplification: dangling
modifiers, missing relative pronouns and the erroneous there has structure.
The remedial instruction materials have been tried out with students at different
proficiency levels and feedback was collected through different channels. Com-
ments from both teachers and students indicate that such an approach is effec-
tive, versatile and flexible in helping Hong Kong Chinese ESL learners overcome
persistent learning errors.
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problems confronted by second and foreign language teachers.

Like many of our colleagues, we have frequently been disap-
pointed by the fact that, despite various attempts to make our students
aware of recurrent grammatical or structural problems, our students
tended to make the same errors again in their language output shortly
after corrective feedback was given, suggesting that students failed to
internalize the correct model. A substantial body of research in Second
Language Acquisition (SLA) has shown that learners may or may not no-
tice the errors that they have made (cf. the noticing hypothesis, Schmidt,
1990, 1992), and even if a particular anomalous form has been noticed,
the grammatical rule in question is often too abstract and complex to be
mastered upon the teacher’s corrective feedback. One possible reason
is that the learner may have reached a plateau in the L2 learning pro-
cess suggesting that fossilization has taken place. There may be other
relevant factors, such as the degree of complexity of the grammatical
phenomenon or phenomena in question, and whether the teacher is
able to use relatively jargon-free metalanguage to make explicit fine
structural nuances.

Advocates of the hard-core version of the communicative approach
to language teaching tend to dismiss error correction for two main rea-
sons: (a) the belief that all attempts to draw learners’ attention to formal
anomalies would discourage the learner from producing output in L2,
which in turn would inhibit acquisition; and (b) the claim that there is no
interface between learning (which takes place consciously with explicit
instruction) and acquisition (which takes place subconsciously, typically
through mere exposure to the target language in natural, meaning-ori-
ented settings) (Krashen, 1981, 1982, 1985). However, a substantial body
of recent research in SLA has shown that focus on form in context (Long,
1991; Long & Robinson, 1998) or form-focused instruction in general
(Spada, 1997) has great potential for enhancing the learners’ language
accuracy in their L2 output, thereby accelerating the rate of SLA.

In an attempt to improve the quality of our own remedial instruction,
we experimented with an approach partly inspired by theoretical and

S s is well known, error correction is one of the most persistent
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empirical studies in consciousness-raising research (Sharwood Smith,
1981; Rutherford, 1987, 1988; Schmidt, 1990); and partly by more recent
research on form-focused instruction and explicit corrective feedback
(e.g. Doughty & Williams, 1998; Granger & Tribble, 1998), with an aim
to explore the pedagogical potential of explicit, form-focused, correc-
tive feedback in the Hong Kong ESL classroom. In our design of reme-
dial instruction materials, we tried to analyze the learning task from the
learner’s perspective in order to make the remedial input cognitively ac-
cessible to even the weakest learners by minimizing the cognitive effort
required to proceed from one proceduralized step to the next. We call
such an approach an algorithmic approach to error correction (cf. Shar-
wood Smith, 1981), in the sense that there is a set of rules or procedures
that students follow in order to overcome the lexico-grammatical prob-
lem in question. In more specific terms, the teaching approach that we
have adopted in our materials is characterized by four main features (see
Chan & Li, 2002; Li & Chan, 2000, 2001): (a) pedagogically sound input
requiring minimal cognitive effort; (b) proceduralized steps supported
by instructive examples; (¢) explicit rules to help learners conceptualize
the correction procedure; and (d) reinforcement exercises.

Such an algorithmic approach to error correction is versatile and flex-
ible in that it can be used for error types of different complexity levels
catering to learners at various proficiency levels. The remedial materials
thus designed can be used either by teachers in the classroom with or
without adaptation depending on the needs of their students, or for self-
learning purposes by learners themselves. For this approach to work
satisfactorily, however, one prerequisite is that the error type in question
must lend itself to effective remedial instruction through a sequence of
proceduralized steps. In this article, we will exemplify the algorithmic
approach using the materials we designed for three error types at dif-
ferent complexity levels: dangling modifiers, missing relative pronouns,
and erroneous there has structures. For ease of illustration, the correc-
tion procedure will be structured in different phases, with each phase
focusing on one specific teaching goal and indicating what the teacher
should or may do to help students overcome the error and progressively
approximate the target structure.

Advanced Level: Dangling Modifiers
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Nature and Causes of Problem

Many advanced ESL learners have problems writing complex
sentences involving a non-finite clause with no overt subject. The
problem of dangling modifiers often results, as in the following two
examples:

1.*  Entering the stadium, the size of the crowd surprised
John.

2.* Having eaten our lunch, the ship departed.

The core of the problem lies in the fact that the subject of the main
clause cannot be interpreted as the subject of the subordinate clause/
non-finite clause. Inadequate knowledge of the correct usage of the
target structure is probably the only cause of this problem. Students are
unaware that the subject of the main clause (e.g., ‘the size of the crowd’
in sentence 1, or ‘the ship’ in sentence 2) has to be the same as the im-
plicit subject of the subordinate clause/non-finite clause (e.g., "entering
the stadium" in sentence 1, and "having eaten our lunch" in sentence 2).

Correcting the Problem

Phase One: lllustrate The Correct Use of the Structure with Correct
Examples

1. Look at the following sentences:
(i) Entering the room, we turned on the light.

| A | | B I

(i) Walking along the streets, John met Mary.
| A N B I

What is the subject of B in sentence (i)? Circle it.
Is there a subject in A?

But do we know who entered the room? Who?

DAL

Compare the persons who entered the room and the
subject of B. What do you notice? Are they the same
persons or different persons?

6. Look at sentence (ii) now. What is the subject of B?
Circle it.
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7. Who walked along the streets?

8. Again, compare the person who walked along the
streets with the subject of B. Are they the same?

Phase Two: Introduce the Rule

9. Ina complex sentence with two clauses, if the first
clause (A) does not have a subject, the subject of the
second clause (B) will be interpreted as its subject.

Missing Subject of A (subordinate clause) = Subject of B (main clause)

Phase Three: Help Students Notice the Core of the Error

10. Now let us look at sentence (iii) below. It has a similar
structure to sentences (i) and (ii).

(iii))  Entering the stadium, the size of the crowd
surprised John.

I A | | B I

11.  What is the subject of B?
12.  Can the size of the crowd be used as the subject of A?

Phase Four: Highlight the Nature of the Problem
13.  Sentence (iii) is wrong because the missing subject of A
# the subject of B.
Phase Five: Help Students Correct The Sentence by Supplying the
Appropriate Subject
14.  So who entered the stadium?
15. Look at the rule in step 9 above.
What should be the subject of the second clause?
16.  Rewrite B by changing the subject to John.

(iv)  Entering the stadium, John

Phase Six: Reinforce the Correct Usage by Using Other Examples
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Phase Seven: Reinforcement Exercises

Intermediate Level: Missing Relative Pronouns in Relative Clauses

Nature and Causes of Problem

Another common error associated with the formation of complex
sentences that ESL learners often make is the omission of a suitable rela-
tive pronoun in a relative clause as in the following two examples:

3.* Iremembered the accident happened yesterday.

4* There were altogether ten parents participated in the
interview.

This error can be attributed to mother-tongue influence. In Chinese/
Cantonese, the mother tongue of most of the students in Hong Kong,
there is no distinction between finite and non-finite verbs, and serial
verb constructions with more than one verb/verb phrase juxtaposed
in the same construction without having any markers to show the re-
lationship between them are perfectly acceptable and very common.
What complicates the situation is that the Chinese/Cantonese sentences
corresponding to sentences 3 and 4 do not require a relative clause
structure or a relative pronoun (see sentences 5 and 6 below). It is thus
not surprising for Chinese ESL learners to write English sentences with a
chain of finite verbs. Here are two examples:

5. ngo5 gei3 dakl ji3 ngoi6 si6 zok3 tinl faat3 sang1 dik1!
I remember accident is yesterday happen PRT?

6. zung2 gungO jaus sap6 ming4 gaal zoeng? zip3 saubd
fong2 man6

total has ten CL? parents receive interview

Apart from Ll-related factors, the allowance of a seemingly similar
structure in English also contributes to L2 learners’ misunderstanding of
the correctusage. Sentences such as 7 and 8 below, containing a reduced
relative clause with the relative pronoun and the finite verb omitted, may
cause confusion. Learners who are unaware of the differences between
the acceptable reduced relative structure and the erroneous sentences
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may incorrectly apply the rule of omission of relative pronouns. Here

are two example sentences:
7. Ilike her book published last year.

8. I have seen some of the parents interviewed.

Correcting the Problem

Phase One: Help Students Notice the Error

1. Are the following sentences correct?

Make a “0”if you think so, and a “0” if you don’t think so.
____ (i) Mary likes John’s book published last year.
____ (i) I met two parents attended the interview yesterday.
_____ (iii) I remember the accident happened yesterday.

(iv) We note from the reports appeared at the front
page of the SCMP.

(v) There were altogether twenty students took the
test.

Phase Two: Explain the Acceptability of the Grammatical Sentences by
Highlighting the Voice of the Verb Concerned (Whether it is in Active

or Passive Voice)
2. Compare sentences (i) and (ii).
(1) 0 Mary likes John’s book published last year.

()0 I mettwo parents attended the interview
yesterday.

3. Lookat sentence (i). What does Mary like?
What happened to John's book last year?
Note the correct pattern.
0 John's book published last year.
0 John’s book was published last year.
6.  Rewrite sentence (i) into two simple sentences, A and B.

A B
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10.
11.
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Circle the noun phrase which is found in both A and B.

Since John’s book is found in both A and B, we can turn
B into a relative clause. Which relative pronoun (e.g.,
which, who, whom, whose, that) can we use?

Combine A and B using the relative pronoun sug-
gested.

Observe: Is the verb published in the active or passive voice?

What is the form of the verb published? s it a present
tense verb, a past tense verb, a present participle, or a
past participle?

Phase Three: Make Explicit the Context Where Relative Pronouns Can
Be Omitted

12.

If

Since published is a participle, the subject relative pronoun
and the verb 7o be can be deleted. Here is an example:

(vi) 0 [1 like her book ] [whiech-was-published last year.]
A B
In a complex sentence [.. VERB .. VERB ...]
A B

B is a relative clause and the VERB in
B = PARTICIPLE

Then Subject relative pronoun and VERB 70 BE

can be deleted

Phase Four: Explain the Unacceptability of the Ungrammatical

Sentences
13.  Now, look again at sentence (ii). Who did 7 meet
yesterday?
14.  'What did the two parents do?
15.  Which is correct?

Two parents attended the interview;, or
Two parents were attended the interview.
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16. Rewrite sentence (ii) to form two simple sentences,
A and B.

A B
17.  Circle the noun phrase that is found in both A and B.

18. Replace the noun phrase in B by a suitable relative
pronoun. (e.g., who, which, etc.)

19. Combine A and B using the relative pronoun sug-
gested.

20. Observe: Is the verb attended in the active or passive
voice?

21. What is the form of the verb attended? 1s it a present
tense verb, a past tense verb, a present participle, or a
past participle?
Phase Five: Spell Out the Context Where a Relative Pronoun Must
Be Used

22. Since attended is not a participle, the subject relative
pronoun cannot be deleted.

Inasentence |[..VERB.. VERB..]

A B
If B is a relative clause and Verb in B # PARTICIPLE
Then a relative pronoun must be used

(vii) O [ I met two parents ] [ who attended the interview
yesterday ].

(viil) O [T met two parents ] [ attended the interview
yesterday ].
Phase Six: Introduce Alternative Ways of Combining Clauses

23. Following the first rule in step 12, we can rewrite
sentence (viii) by changing the verb in B to an -ing
participle. The subject relative pronoun can be deleted.

Here is an example:

(ix) O[T met two parents ] [ attending the interview
yesterday .
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Phase Seven: Reinforcement Exercises

Elementary Level: the Erroneous ‘There has’ Structure
Nature and Causes of Problem

As far as elementary ESL students in Hong Kong are concerned, the
mistaken construction of the ‘there be’ structure is one of the most com-
mon problems that occurs. The verb HAVE is often misused in place of
the verb to BE to express the existential or presentative function, as in
the following:

9.* There has a book on the table.

10.* There have many computers in the room.

The probable causes of this structural problem are both L1 and L2
related. First, the corresponding existential meaning in Chinese/Canton-
ese is expressed using jau5 ‘have’, rather than the verb to BE as used in
English. Here is an example:

11. maa5 lou6 soeng6 jaus han2 dol cel

road above has many cars

Second, the dummy subject ‘there’ in a ‘there BE’ sentence is often
mistakenly regarded as syntactically and semantically equivalent to the
Cantonese sentence-initial adverb go2 dou6 ‘(the demonstrative) there’
(as in example 12). This, coupled with the misuse of ‘have’ to mean the
existential yau5 in Chinese, results in the erroneous ‘there has/have’
structure as in sentences 9 and 10.

12.  go2 dou6 jau5 hou2 dol jan4

there has many people

Negative transfer from L1 is not necessarily the only reason that may
account for students’ problems with the structure. Students’ inadequate
mastery of the different forms of the verb to BE in the target language
may also contribute to the error. As the perfect forms ‘have been’ and ‘has
been’ of the verb to BE are morphologically similar to the verb HAVE,
probable confusion due to such acceptable structures as sentences 13
and 14 may also lead to the anomaly.

13.  There have been a lot of visitors in Hong Kong.

14. 'There has been a dog sleeping there.
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Correcting the Problem
Phase One: Alert Students to the Constituents of the Target Structure

1. (T shows a picture.) Look at the picture. What is on the
tree?

(i) A bird is on the tree.

2. Sentence (i) tells us that / something ] IS/ARE
[ somewhere ]. But to say that [ something ] IS/ARE
[ somewhere ], you can also say There BE [ something ]
[ somewhere].

[ something ] IS/ARE [ somewhere ] [0
There BE [ something ] [somewhere ]

3. Whatis something in sentence (i)?
What is somewhere in sentence (i)?

5. Now, rewrite sentence (i) using the There BE structure
shown above.

Phase Two. Consolidate Students’ Understanding by Comparing the
Target Structure with a Familiar Structure

6.  Now compare sentence (i) with the rewritten sentence.
(i)  There BE a bird on the tree.
®) A bird is on the tree.

T T

7. We can’t use BE as the verb of the sentence. Cross out
BE and move the verb is to the position after There.

8. Now, can you answer the question again: What is on
the tree?

Phase Three: Reinforce Students’ Understanding by Using Other
Examples

9. Letus look at another picture (two pictures hanging on
the wall): What are on the wall?
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10.
11.
12.
13.

14.

15.

JALT Journar

(i) are

something somewhere
What is something in sentence (iii)?
What is somewhere in sentence (iii)?
Following the rule in step 2 above, rewrite sentence (iii).

Again compare sentence (iil) with the rewritten sen-
tence.

(iv) There BE two pictures on the wall.
(iii) Two pictures are on the wall.

T T

We can’t use BE as the verb of the sentence. Cross out
BE and move the verb are to the position after There.

Now can you answer the question again: What are on
the wall?

Phase Four: Help Students Notice the Nature of the Erroneous

Structure
16.  Now look at the following sentence. What's wrong with it?
(v) ¥ There has a book on the table.
17. What is something in sentence (v)?
18. What is somewhere in sentence (v)?
19. Can we say A book has on the table?

Phase Five: Highlight the Nature of the Problem

20. Since we can’t say A book has on the table, we can’t say

There has a book on the table.

O something] has [ somewhere]
0 There HAS [ something J[somewhere ]

Phase Six: Reinforcement Exercises with and without Contrastive
Examples

Teachers’ and Students’ Responses to the Materials
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Dangling modifiers, missing relative pronouns and erroneous there-
has structures, are all morpho-syntactically well-defined error types,
which lend themselves very well to error correction through the algo-
rithmic approach. These three sets of materials, together with those
designed for ten other error types such as resumptive pronouns and
faulty parallelism, have been tried out in an ongoing research project,
which involves six secondary and tertiary teachers who used the materi-
als in class with their students (over 200 in total), as well as a number of
tertiary students (21 in total), who used the materials in a self-learning
mode. Feedback on the materials was collected through focus-group
meetings with teachers, post-teaching protocols filled out by participat-
ing teachers, and self-access evaluation forms filled out by students. In
this section, we will briefly examine their responses.

The participating teachers found the materials effective, in that their
students became better aware of the problems in the erroneous structures
and hence were able to correct them. They also reported that their use of
the taught items improved, and the materials helped them gain concrete
grammar knowledge. Comments given in the self-access evaluation forms
filled out by the students who used the materials in a self-learning mode,
also reflected that the materials helped them see the gist of the problems
in the erroneous structures as they corrected the errors.

Responses to the user-friendliness features of the materials were on
the whole positive. The teachers found the proceduralized correction
steps and the rules provided in the materials straightforward and clear
enough to help students see and rectify the erroneous structures. The
students were also able to follow the materials with little difficulty.

Most of the students who used the materials in a self-learning mode
commented on the self-evaluation forms that the materials were clearly
written and easy to follow, with the majority of them being able to finish
the steps within 30 minutes.

Conclusion and Adaptation

In this article, we have demonstrated how an algorithmic approach
to error correction can help learners at different proficiency levels over-
come persistent, common English errors. Our experience suggests that,
by virtue of the design features of the materials, the more structured the
individual steps, the more likely that the approach will work. For more
complex errors such as the dangling modifier problem, some use of
grammatical jargon (e.g., main clause, subordinate clause) is inevitable
if students are to master the subtle differences between the normative
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structures and the anomalies; yet for less sophisticated problems, techni-
cal terms should better be avoided. The algorithmic approach to error
correction suggested here has received some empirical support, show-
ing that it is effective, versatile and flexible with Hong Kong Chinese
learners (Chan & Li, 2002; Li & Chan, 2000, 2001). It is our belief that
properly administered, this approach will also work well with learners
from other L1 backgrounds.

As might have been observed, some of the steps in the materials ex-
emplified may appear to be rather redundant and repetitive. However,
we need to emphasize that the repetitiveness is intended as part of the
consciousness-raising approach we adopted. Since the materials target
relatively weak students, extra guidance realized in explicitness and
repetition is necessary to help students with the (re-)discovery of the
rules. Tt is through explicitness that we raise students’ consciousness of
the tacit rules and through repetitions that we reinforce this conscious-
ness. Having said this, we do not mean that repetitions are necessary
all the time, nor do we imply that teachers need to follow every single
step before students can arrive at satisfactory learning of the items.
Rather, teachers are encouraged to adjust the steps based on their own
knowledge of their students’ proficiency and ability. At junctions where
students’ responses deviate from the expected “answers” to the lead-
ing questions, adaptations such as reformulating and re-ordering of the
questions/steps are particularly essential.

The techniques suggested in this article, though pedagogically sound,
are not meant to be exhaustive. They may not be useful for all sentences
related to the error type in question and may have some lexical, contex-
tual or structural constraints. Take the missing relative pronoun problem
as an example. The technique proposed may not work well with all types
of nouns and all types of verbs. Sentences with inanimate nouns such as
*I found two books fell on the floor may not be corrected as easily as
sentences with animate nouns such as the ones used in the remedial
instruction materials (e.g., *I met two parents attended the interview
yesterday). Another constraint is that since the materials were designed
primarily to help students notice the correct use of sentences which con-
tain a noun phrase with a relative clause as its post-modifier (either finite
with an overt relative pronoun, or non-finite with no relative pronoun)
(e.g., I met two parents who attended the interview yesterday / 1 met
two parents attending the interview yesterday). Sentences whose sur-
face structures bear resemblance to the erroneous structure but which
do not contain such post-modification (e.g., I remembered you beat
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me yesterday) do not fit the evaluation metric suggested and hence are
not targeted here. The subtlety of the varying degree of acceptability of
sentences with unattached clauses is also an issue not addressed in our
materials. Though sentences with dangling modifiers such as 1 and 2 are
regarded as anomalous, other similar ones like 7o apply for the post, an
application form must be submitted are less objectionable and may be
acceptable to many native speakers of English. As the principal aim of
our remedial instruction materials is to help students identify the nature
of the anomalies and formulate a rule which governs the proper use of
the structures, whether and when these subtleties should be brought
to discussion is left to the discretion of the teacher. Tt is suggested that
teachers take any form of adaptation needed to prevent learners from
drawing erroneous conclusions.
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Notes

1. Numbers represent tones (phonemic in Cantonese).

2. PRT is the abbreviation for Chinese sentence particles.

3. CLis the abbreviation for Chinese Classifiers such as ming4, go3.
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Teachers’ Voices 7: Teaching Vocabulary. Anne Burns & Helen de Silva
Joyce (Eds.). Sydney, Australia: Macquarie University, 2001. 132 pp.

Reviewed by

Keiko Sakui
University of Auckland, New Zealand

Teachers’ voices 7: Teaching vocabulary is the seventh publication in a
series of edited volumes reporting action research studies. The studies
were conducted by teachers who are teaching English in Australia for
the Adult Migrant English Program (AMEP) under the National Centre
for English Language Teaching and Research.

As the editors contend, many teachers would not argue against the
importance of vocabulary instruction in language teaching practice. The
research on vocabulary teaching and learning has begun to gain its fair
share of attention recently, and this publication is timely in reflecting the
growing interest in vocabulary research and instruction.

In the introduction, the editors provide background information on
how the project on vocabulary teaching emerged, together with a brief
overview of recent research and theory development on vocabulary ac-
quisition and teaching. The overview summarises the complexity of the
area of knowledge in a concise manner. This information also orients
readers to the type of training the action researcher-teachers received
before they undertook this project.

The main chapters of the book consist of four sections on vocabulary
teaching: 1) different learner levels, 2) how to incorporate vocabulary
instruction throughout the curriculum, 3) various teaching techniques,
and 4) teaching idioms. Each section includes several action research
studies conducted by a teacher-researcher. There are 19 such studies in
total. The research themes include a wide range of topics, such as vo-
cabulary development with a post-beginner class, a thematic approach
to teaching vocabulary, the development of ESP vocabulary, the use of
TV and dictionaries as learning tools, and exploring idiom usage.

Employing action research procedures, each study is guided by
specific questions teachers formulated in teaching vocabulary in
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their classrooms or programs. There is also a description on how and
why each teacher was motivated to carry out action research. Every
study provides detailed contextual information including class size,
students” demographic information, such as nationality and educational
background, as well as characteristics such as motivation and language
level. The teachers describe their teaching techniques/lessons, written
in a clear manner, in order to give readers a better understanding of
the actual instruction. This description is followed by their evaluations
and reflections. Evaluation methods include both objective (test scores,
questionnaires) and subjective (teachers’ impressions) measures.

The applications of the book are manifold. One use is as a practical
resource book for teacher-researchers who are interested in carrying
out their own action research. The large-scale, program-wide action
research projects, as well as individual studies serve as a useful guide
for researchers interested in different research scopes. Another use is as
a resource book for vocabulary teaching. Studies in the book address
various aspects of vocabulary teaching and adopt different approaches
for a wide range of students. Some authors have included copy-ready
materials for teacher use.

The editors argue that some of the teaching practices introduced in
the book might not transfer seamlessly to other teaching contexts. From
this perspective, some language teachers working in other contexts or
with different types of learners might question the applicability of action
research carried out with students in Australia. However, the depth of
description of each teaching context and voices of the teachers provide
readers with a detailed view of these teachers’ teaching situations, how
they evaluated their success, and how they might make improvements.
For teachers, the information needed is not only about new teaching
techniques, but also about reasons for implementing a certain task and
its effectiveness. Then we can make our own professional judgment on
how it might transfer to our own classrooms.

This echoes a recent movement in teacher research, which views
the teacher as an active agent, rather than a mere transmitter of subject
knowledge and teaching techniques. Studies on teacher development
increasingly call for an ecological understanding of teaching and learn-
ing (Wideen, Mayer-Smith & Moon, 1998), and value reflective teaching
as a means to further teaching expertise (Schon, 1983). After reading the
detailed accounts of each specific context of the studies introduced in
this book, readers will be better able to reflect, re-examine, and expand
their own teaching of vocabulary.
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Teaching and Researching Autonomy in Language Learning. Phil
Benson. Harlow, England: Longman, 2001. 260 pp

Reviewed by

Mika Maruyama
Independent Translator
Joseph Falout

Nihon University

Originating as a focus of attention more than three decades ago, au-
tonomy in language learning has evolved from its conceptions to become
part of the mainstream of language teaching methodology. In Teaching
and Researching Autonomy in Language Learning, Phil Benson (2001)
ties these formerly marginalized and disparate theories and practices
into a cohesive map, an inviting formation where either browsing or
serious contemplation are available options for the language researcher.
Because of its clear, comprehensive coverage and introduction of up-to-
date work, this text is most suitable for, though would not be exclusive
to, readers entering the field. More advanced researchers would also
benefit, as the text is a good summary which pulls together the field’s
diverse sources and influences.

Packaged into manageable sections and subsections, the themes
are further punctuated by side-bar-type critical quotes, concepts, and
titles for recommended reading. Although these expressive boxes often
encumber the flow of the text’s prose, they usefully highlight points for
ready referencing and quick comprehension. A separate section in the
back lists a variety of useful resources for research and practical use in
classrooms, such as journals and newsletters, websites, and professional
associations, including JALT’s Learner Development Special Interest
Group. All in all, this assortment is easily digestible and definitely inspir-
ing.
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The first section elaborates the history of autonomy’s conceptual
changes in political, psychological, and educational fields. Not afraid
to assert himself, Benson maintains that in order to study autonomy
as a subject, one must nail down slippery definitions and hold to an
observable, measurable manifestation. By defining autonomy as "the
capacity to take control of one’s own learning" (p. 47), Benson claims
that it becomes identifiable and measurable.

Apart from theoretical agendas, questions have been raised as to
whether the promotion of autonomy inadvertently administers culturally
inappropriate and insensitive values in the foreign language classroom.
Originating in Europe, and discussed mainly in a European context, au-
tonomy now steps into a wider framework as it spreads worldwide. Citing
Aoki and Smith who assert that autonomy "is not an approach enforcing
a particular way of learning," Benson concludes that it is "culturally legiti-
mate" in that "autonomous learners are the most able to contribute to [their
own] cultural development and transformation" (p. 57).

In the second section, Benson outlines and develops six different
approaches which foster autonomy: resource-based, technology-based,
learner-based, classroom-based, curriculum-based, and teacher-based
approaches. Argument is made for the inherent efficacy and type of
control emphasized in relation to each approach. This is not to say that
one approach is superior to another, but that, naturally, an integration of
approaches best relates to personal classroom practice. This section may
be helpful for teachers, learners and researchers to identify their current
methodologies, and may inform them of other potential practices.

In the last section, suggestions for future research are described, in-
cluding details about current research and difficulties. One area needing
further investigation is the correlation between the degree of autonomy
and language proficiency level. Benson asserts that there is no hard
evidence proving a direct correlation between the two, although greater
autonomy has generally been considered to lead to greater proficiency
in language learning itself.

Included in the research section are also summaries of six case stud-
ies conducted around the world. The most exciting one was done in
Hong Kong by Shirley Yap who investigated her students’ out-of-class
language learning activities. While many of us may not have heard of
any study on autonomous language learning outside the classroom,
this original and thought-provoking work embarks upon an investiga-
tion into the true unknown, and, these reviewers hope, heralds a new
research front.
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The best part about Benson’s book is that it is a lucid, easy read,
drawing from a wide perspective and offering a solid history on its topic.
The drawback would be that this format allows for little depth in the
particulars as it quickly skips ahead to the next part. For the practitioner
wishing to combine research with teaching, this book provides helpful
references and jumping-off points. The seasoned expert, however, may
choose to pass. Yet, as it is more of a map of the field, it may be refreshing
for those who wish to get out of the trees and take a look at the forest.

Approaches and Methods in Language Teaching (Second Edition).
Jack C. Richards & Theodore S. Rodgers. Cambridge: Cambridge
University Press, 2001. 270 pp.

Reviewed by

Thomas C. Anderson
Aoyama Gakuin University

TESOL educators face many issues when developing and putting into
practice effective curricula and lessons. The issues not only concern
WHAT to teach, but also HOW to teach. Richards and Rodgers, quoting
Lange (1990, p. 253) point out that “foreign language teacher develop-
ment...has a basic orientation to methods of teaching. Unfortunately,
the latest bandwagon ‘methodologies’ come into prominence without
much study or understanding, particularly those that are supported by a
particular ‘guru’” (p. 15).

It is with this in mind that the authors have updated their 1986 classic,
reducing the space given to less mainstream methods and providing
analyses of new approaches, methods, and developments in language
teaching in the late twentieth century and into the new millennium.
They attempt to give a balanced historical view of language teaching
and the events and forces that have shaped it over the years.

The first part of the book, “Major Language Trends In Twentieth-
Century Language Teaching,” begins with an historical overview of
language teaching from the seventeenth century up to the present. The
authors believe that a study of past and present teaching methods is
important for three reasons:

The study of approaches and methods provides teachers with
a view of how the field of language teaching has evolved. Ap-
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proaches and methods can be studied not as a prescription for
how to teach but as a source of well-used practices, which teach-
ers can adapt or implement based on their own needs. Experience
in using different teaching approaches and methods can provide
teachers with basic teaching skills that they can later add to or
supplement as they develop teaching experience. (p.16)

Following this historical overview, the authors outline and describe
in detail a model, which shows the three elements (approach, design,
and methods) and sub-elements, which make up a method. Richards
and Rodgers use their model throughout the rest of the book to analyze
various methods that have come into vogue over the years. By doing
this, they give the teaching professional examples of how the model can
be used to evaluate any teaching method.

In the second part of the book, Richards and Rodgers examine various
approaches that emerged after a major paradigm shift in language teach-
ing towards a more communicative style of teaching and learning. These
approaches either developed outside mainstream language teaching or
represent an application of educational principles generated elsewhere.
Total Physical Response, The Silent Way, and Counseling Learning are
examples of the former, while Neurolinguistic Programming and Multi-
ple Intelligences are examples of the latter.

In the final part, the writers focus on the approaches and methods of
the communicative era, beginning in the late 1980s. These include Com-
municative Language Teaching, The Natural Approach, Content-Based
Teaching, and Task-Based Language Teaching. The authors conclude
with a reflection on the various methods and criticisms directed towards
each approach, as well as with a discussion of possible future develop-
ments in language teaching.

Overall, the authors succeed very well in accomplishing what they
set out to do. Their model provides readers with a framework by which
they can analyze and compare various methods. Using this framework
can help the readers make an informed choice and thus avoid the rein-
venting of the wheel, which tends to happen when gurus are followed
blindly. This book would be a good choice for students beginning a
Master’s degree program, for example, because of the Bibliography and
Further Reading list at the end of each chapter, as well as for veteran
teachers wishing to become more informed about developments in lan-
guage teaching. It would also be an appropriate choice for staff rooms
or personal libraries.
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Historical Linguistics. Herbert Schendl. Oxford: Oxford University
Press, 2001. xi + 130 pp.

Reviewed by

Robert Kirkpatrick
Prefectural University of Kumamoto

This slim volume is one of the latest in the Oxford Introductions to
Language Studies series. The series is edited by H.G. Widdowson, and
the writer of this book, Herbert Schendl, is Professor of English Linguis-
tics at the University of Vienna. The book surveys different theories and
methodologies, and explains past and present trends in the subject,
such as recent influences from neo-Darwinian evolutionary thought.
The sections on readings and references give well-focused reviews of
major works in the field and are invaluable for newcomers.

Historical linguistics has been an academic topic for over two
hundred years in the west, and investigates the history of languages: why
and how they change; the prehistory of languages; and the continuing
changes. For any language these are engrossing issues — and some
linguists may spend their career studying one section of one language.
An example given of grammatical change is the case of a village in India
(Kupwar), where the inhabitants grow up speaking three languages
(Urdu, Marathi, and Kannada). While the vocabularies have remained
distinct, the grammars have become almost identical. Schendl gives no
further information but, using the Internet, I was able to track down
references to the village, and found the study fascinating.

Although language change usually occurs unintentionally, it can
also be the result of planning. Schendl discusses this with regard to
Indonesia after its war of independence from the Netherlands and
how the government successfully introduced a standardized version of
Bahasa Indonesia. Sometimes such planning is not so successful, as in
the Republic of Treland, and sometimes the result is undetermined, such
as with the Maori language in New Zealand.
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One might worry that a book on such a theoretical subject would
be a touch abstruse and technical, or, on the other hand, considering
the notebook size, think it a narrative version of Cliff Notes. In fact, it
pares down and makes comprehensible this complex subject. Schendl’s
writing is generally understandable, but there are times when brevity
comes at the expense of clarity. Take this sentence in the first paragraph
of Chapter 1. “Linguistic changes tend to be the result of two equivalent
forms coexisting as variants for some time, and one giving way to the
other” (p. 3). I had to read this twice before understanding that in any
language there might be two words, for example, with the same mean-
ing, both being used until eventually one of the words becomes more
popular and finally displaces the other. This seems simple enough, com-
mon sense even, and an outcome of the book is that it shows how much
of the theory of historical linguistics rests on basic principles. The book
does what it is meant to do—give a “broad map” of the area, as Widdow-
son states in his preface. It is useful for students who are about to embark
on a serious study of the field and also for anyone who only needs an
outline. I finished the book feeling that I would have liked more on most
topics, no doubt a sign of interest stimulated by the writing.
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reports (Research Forum), (3) essays on language education or reports of pedagogical tech-
niques which are framed in theory and supported by descriptive or empirical data (Perspec-
tives), (4) book and media reviews (Reviews), and (5) comments on previously published JALT
Journal articles (Point to Point). Articles should be written for a general audience of language

educators; therefore statistical techniques and specialized terms must be clearly explained.

Guidelines

Style

The JALT Journal follows the Publication Manual of the American Psychological Associa-
tion, 5th edition (available from APA Order Department, P.O. Box 2710, Hyattsville, MD 20784,
USA; by e-mail: <order@apa.org>; from the website: http://www.apa.org/books.ordering html).
Consult recent copies of JALT Journal or TESOL Quarterly for examples of documentation
and references. A downloadable copy of the JALT Journal style sheet is also available on our
website at http://wwwijalt.org/jj/

Format

FullHength articles must not be more than 20 pages in length (6,000 words), including refer-
ences, notes, tables and figures. Research Forum submissions should be not more tian 10
pages in length. Perspectives submissions should be not more than 15 pages in length. Point to
Point comments on previously published articles should not be more than 675 words in length,
and Reviews should generally range from 500 to 750 words. All submissions must be typed and
double-spaced on A4 or 8.5'x11" paper. The author’s name and identifying references should
appear only on the cover sheet. Authors are responsible for the accuracy of references and
reference citations.

Materials to be submitted

1. Three (3) copies of the manuscript, with no reference to the author. Do not use running
heads.

Cover sheet with the title and the author name(s). )

Contact information, including the author’s full address and, where available, a fax number
and e-mail address.

Abstract (no more than 150 words).

Japanese translation of the title and abstract, if possible (less than 40071).

Biographical sketch(es) (no more than 25 words each).

Authors of accepted manuscripts must supply camera-ready copies of any diagrams or
figures and a disk copy of the manuscript (RTF or ASCID).

Nowk W

Evaluation Procedures

Submissions will be acknowledged within one month of their receipt. All manuscripts are
first reviewed by the editorial board to insure they comply with JALT Journal Guidelines.
Those considered for publication are subject to blind review by at least two readers, with
special attention given to: (1) compliance with JALT Journal Editorial Policy, (2) the sig-
nificance and originality of the submission, and (3) the use of appropriate research design
and methodology. Evaluation is usually com})leted within three months. The first author
of a published article will receive one copy of the journal and 10 off-prints with the option
to receive more at a set rate (contact JALT Central Office for price details). Review authors
receive one copy of the journal.
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Restrictions

Papers submitted to JALT Journal must not have been previously published, nor should
they be under consideration for publication elsewhere. JALT journal has First World
Publication Rights, as defined by International Copyright Conventions, for all manuscripts
published. We regret that manuscripts or computer disks cannot be returned. In the inter-

est of facilitating clarity, the editors reserve the right to make editorial changes to accepted
manuscripts.

Full-Length Submissions, Research Forum, and Point to Point Submissions

Please send submissions in these categories or general inquiries to:

Donna Tatsuki, JALT Journal Editor
Kobe City University of Foreign Studies
9-1 Gakuen Higashimachi, Nishi-ku, Kobe 651-2187, Japan

Perspectives
Please send submissions in this category to:

Steve Cornwell, JALT Journal Associate Editor
Osaka Jogakuin Junior College
2-26-54 Tamatsukuri, Chuo-ku, Osaka 540-0004, Japan

Reviews

The editors invite reviews of books, tests, teaching systems, and other publications in the
field of language education. A list of publications that have been sent to JALT for review
is published monthly in The Language Teacher. Please send submissions, queries, or re-
quests for books, materials, and review guidelines to:

Kate Allen, JALT Journal Reviews Editor
Dept. of British & American Language, Kanda University of International Studies
1-4-1 Wakaba, Mihama-ku, Chiba-shi 261-0014, Japan

Japanese-Language Manuscripts

JALT Journal welcomes Jaf)anese—language manuscripts on second/foreign language
teaching and learning as well as Japanese-language reviews of publications. Submissions
must conform to the Editorial Policy and Guidgelines given above. Authors must provide a
detailed abstract in English, 500 to 750 words in length, for full-length manuscripts and a
100-word abstract of reviews. Refer to the Japanese-language Guidelines for details. Please
send Japanese-language manuscripts to:

Sayoko Yamashita, JALT Journal Japanese Language Editor
Tokyo Medical and Dental University
International Student Center
2-3-21 Kanda-Surugadai, Chiyoda-ku
Tokyo 101-0062, Japan

Address for Inquiries about Subscriptions or Advertising

JALT Central Office
Urban Edge Building 5F
1-37-9 Taito, Taito-ku, Tokyo 110-0016, Japan
Tel.: 03-3837-1630; Fax: 03-3837-1631
(From overseas: Tel.: 81-3-3837-1630; Fax: 81-3-3837-1631)
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