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In this Issue

Articles

Learning and teaching can be seen as two sides of the same coin. In our
first article, Peter Burden looks at how one side of the coin can affect
the other in his study on how six teachers’ experiences learning Japanese
informed and influenced their teaching practice. In our second article,
Masatoshi Sato examines how Japanese EFL learners reacted to gram-
matically inaccurate utterances, finding that they modified their speech
differently depending on whether their speaking partner was another
English learner or an L1 English speaker. In our third article, David Wood,
after providing an overview of the basic components of fluency, exam-
ines how four Japanese students’ fluency developed over six months as
they participated in a study-abroad program in Canada. Finally, Oyama
Yoshinori examines factors differentiating Japanese EFL learners’ English
listening ability among high performers and low performers.

Reviews

In this issue we have seven book reviews. In the first one, Greg Brake-
field reports on a book that examines psychology and individual differ-
ences in second language acquisition. Next, Tim Murphey and Naoki
Yamaura look at a book that examines research and theory related to
Vygotskian-theorized inner speech in a second language. Next, Nicolas
Gromik examines a book on sociocultural theory and second language
development. Readers who enjoyed the James P. Lantolf interview in the
May 2007 issue of the JALT Journal may want to read this book as Lantolf
coauthored it. We finish with four reviews from the series Practical Eng-
lish Language Teaching edited by David Nunan. Paul Hullah reports on
the volume on speaking, Nicholas Doran on grammar, Andre A. Parsons
on listening, and Thomas C. Anderson on young learners.

From the Editor

This issue of the JALT Journal sees a new volunteer joining us and two
other volunteers taking on new responsibilities. I want to welcome Ian
Isemonger as Associate Editor. I met Ian in person at the Publication
Board retreat in May and have to say that the experience, energy, and
enthusiasm he brings to the job will serve JALT publications well as we
endeavor to provide interesting articles to our readership. I also want
to welcome Peter Gobel, Heidi Evans Nachi and Deryn Verity to the
Editorial Advisory Board. Both Peter and Heidi have been serving as
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additional readers for the past year and I look forward to continuing to
work with them as they join the other EAB members, who continually
provide an invaluable service to the journal by reviewing manuscripts.
Many readers will recall that Deryn was the Associate Editor prior to Ian.
I look forward to continuing to work with her as well.

Some readers may not know what “additional readers” do, so here is
a description, which also provides information on how we decide which
articles appear. Readers read and prepare a written evaluation of articles
submitted for consideration by the JALT Journal according to the following;:

e the article’s suitability for the JALT Journal audience. The typical
JALT member is a classroom teacher in Japan with an interest in
research connecting theory to its application. More than 50% of JALT
members speak English as a second language. JALT members teach
at all levels of education. Thus, the content of the manuscript must
be accessible to the broad readership of the JALT Journal, not only to
specialists in the area addressed.

e the relevance of problem(s) addressed in the article. Articles must
contribute to bridging the gap between theory and practice: Practi-
cal articles must be anchored in theory, and theoretical articles and
reports of research must contain a discussion of implications and/or
applications for practice.

* the article’s review of published research. The article must reflect
sound scholarship, with appropriate, correctly interpreted references
to other authors and works.

* the methodology, design, or approach selected for the article must be
appropriate and properly executed.

e the article’s conclusions or discussion. The article must offer a new,
original insight or interpretation, not just a restatement of others’
ideas and views.

e the quality of writing. The article must be well written, well organ-
ized and likely to arouse and engage readers’ interest.

e the article must conform to the specifications of the Publication
Manual of the American Psychological Association (5th edition).

Also, if you have experience writing and/or reviewing please send me
an email at <jj-editor@jalt-publications.org> and we can discuss what is
involved with volunteering to be a reader for the JALT Journal.

In a few weeks I hope to see many of you at the 33rd International
JALT Conference to be held at the National Olympics Memorial Youth
Center in Tokyo from November 22nd to 25th.

The theme of the conference is Challenging Assumptions: Looking In,
Looking Out. If you are interested in professional development, network-
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ing, and/or just having a good time listening intently to presentations
and interacting with other teachers, don’t miss this conference. If you are
interested in getting published be sure to come to the Getting Published in
JALT Publications session tentatively scheduled for Saturday, November
24th at 1:50 in room 503, and also be sure to stop by the publication booth
as the JALT Publications editors would love to talk with you about your
article ideas.

Let me close this section by offering heartfelt thanks to all the edito-
rial board members, additional readers, proofreaders, and other volun-
teers who help make the JALT Journal what it is. JALT cannot thank you
enough.

—Steve Cornwell

Errata

In the May 2007 issue of the JALT Journal we printed an incorrect English
title and abstract for Fujita Yuko's article, HAs A4 DO ED %58 L7 F
XIZHDFH B -PACIHITICLHFEE I (pp. 81-98). The Editor extends his
apology to Ms. Fujita for any inconvenience our mistake has caused. They
are corrected below and in the online version of the article, which can be
found at: <www jalt-publications.org/jj/ articles /2007 /05/index>.

Influence of a writing course with interpersonal
interaction in L2: Understanding learners’
attitudes through Personal Attitude Construct
(PAC) analysis

This study documents attitude changes with respect to writing in Japanese as a
second language (L2) by using Personal Attitude Construct (PAC) analysis. The
study specifically focuses on attitude changes observed in an L2 writing course,
which included interpersonal interaction in the L2 via email and oral communi-
cation in person.

The participants in the study were three male learners of Japanese as an L2
from the United States enrolled in a short-term study abroad program at a uni-
versity in Tokyo. None of the participants had prior experience of study abroad
or extensive writing in Japanese. The L1 of the participants was English and their
L2 proficiency level was assessed as intermediate-low according to the placement
procedures at the given university.

The writing course in which the study was conducted had 11 students from
diverse L1 backgrounds from which three participants were recruited for the pur-
pose of the study. The class was 90 minutes long and met once a week (14 times
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per semester). Volunteer Japanese assistants, who were recruited from Japanese
students at the same university, participated in the course to provide intercul-
tural and interpersonal interaction in the L2. The responsibilities of the volunteer
Japanese assistants included exchanging email as assigned in the course on a one-
to-one basis and assisting the learners as they completed a small-group course
project.

The data were collected twice, during the first class meeting of the course
and right after the course ended. The Personal Attitude Construct (PAC) method
proposed by Naito (1993, 2002) was employed as the method of data collection.
The participants’ specific tasks included handwriting words or phrases that they
associated with “writing in Japanese,” rank ordering the associated items, and
comparing the subjective distance between two of the associated items. The data
were analyzed following the PAC analysis method (Naito, 1993; 2002) in order to
examine the influence that the writing course and the interactive activities with
L2 native speakers in the L2, had on participants” attitudes toward writing in the
L2.

The results indicated a variety of changes in the participants’ attitudes to-
ward writing in Japanese. For example, one participant who had anxieties about
writing in Japanese gained a positive attitude and confidence. On the contrary,
another participant who was a very persistent student in the course and stated
that he was ready for the challenges of L2 writing at the beginning of the course
developed emotional distance toward writing in the L2. It can be speculated that
the involvement of the Japanese volunteer assistant in his learning processes
negatively affected his attitude toward his learning. The results also indicated
discrepancies between the PAC analysis results and the impressions and observa-
tions of the instructor regarding the participants’ attitudes. Other sources of data
such as the students’ course evaluations or the participants’ course performance
did not signal such discrepancies.

These findings indicate that PAC analysis can provide unique and construc-
tive information on learners’ attitudes and attitude change which is not available
from conventional sources, such as instructors’ impressions, learners’ course per-
formance, and course evaluations. Thus, it is advisable that language educators
employ various sources of information on learners’ psychological constructs and
changes in order for writing courses to be better tailored to individual learners.

References
PNRE T IE (1993) TIE A B RE FE KHEE D T IS DN T U T ASCRMF R EE L (R M K5 A SCED)
27, 43-69.
PN 1 (2002) TPAC/ T S fita i AP [SGETRR -8 2 B1 22§ 28 A~ ORI = v
HiRR.

Note: We also left out the curly brackets that should have appeared in the
article’s figures in the May 2007 version; their absence did not affect the
results or conclusions of the paper and they have been corrected in the
online version.
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Reflecting on different worlds: How
experiential knowledge from learning
Japanese has informed the teaching practice
of ELT teachers

Peter Burden
Okayama Shoka University

Deliberating on and analyzing ideas about teaching can lead to an improvement
in our teaching practice. By taking a reflexive stance, we can thoughtfully grap-
ple with issues of theory-practice dichotomy. Cognitive “received knowledge”
from books or teacher training, and emotional “experiential knowledge” which
can come from participating in language learning often do not “gel” and this
is manifested in tensions in practice. Classroom learning experience can feed
back into received knowledge to develop classroom practice, so an interest in
where one’s teaching knowledge comes from can lead to a better understanding
of practice. Through interviews, six university English teachers who are studying
or have formally studied Japanese reflected on their experiences as learners and
how those experiences have informed their teaching practices. Results show that
although situated in different contexts and settings, the participants are not fixed
upon any one method and that self-understanding emerges through engagement
and reconsidering received knowledge to gain new perspectives on classroom
reality.

HEHEIIOWTIRDIRD, BEREIFIERAENSHHTL THADENIDITIFEEEZ M
EEEDDICRERITIL D, ZOXIRNENRT TO—F 2D LD, Bl KB T
BEL TWAIENHFETE D, RPHHER R EZ L THZRAIL NIV OHERE . HSNIVMERE
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SEREDF B ARBREZIRVIRONDESNE T HIENITFERD, TN TIEEE FZ O
BIZHEN D, IFEICBE T 2HFIIE IS EEbDRONEIRVIR > THDIEITLDBED
RGP E N EIBDHIENTELTH A, R TIRHAERETREBEAEETOTNDH
B 6 ZICHEREZTV, B EOAARBEFE ORBNBIEOIREIRICEDIINTHELTWD
MEROTz, FERDRTETAH, TNENHFIFEEIT > TODEBRECRIITRZ>TNRDH,
ENHEEDOOEDDEIZIEEF > TNDENDZEITIBNENSHFANEDH EICHIEL T
Reniz, £z, BOMNERICEDIIBIFEETOTNDNERDIED, T TIZH> TS A
EHOOIREICHRSLEOE THNETHIEICED, IFUD THEFBZD AN Z6NENDT
EINbHinolz,

ing Japanese in a formal class have influenced their practical or

experiential knowledge of teaching EFL in a Japanese university.
While it is claimed that teachers” own experiences as language learners
and their beliefs about teachers and teaching are often a reflection of how
they themselves were taught (Richards & Lockhart, 1994), this study
proposes that considering teachers’ experiences of learning Japanese and
how these experiences have led to reflection on their teaching can suggest
avenues for improvement. Through reflecting on learning experiences,
change in teaching practice is encouraged through a developmental
spiral of deliberating on and analyzing ideas about teaching and how
language learning has occurred (Thornbury, 1991). Flowerdew (1998)
suggests that reflecting on foreign language learning develops insights
into the language learning process, encourages analysis and adaptation
of one’s own learning strategies, and leads to a reevaluation of theory
in the light of learning experiences. In my own experiences of learning
Japanese, I became aware that I enjoyed and valued activities that as a
“communicative” language teacher I had been discouraging in my own
“conversation” classroom. This dissonance led me to question my own
teaching practice in terms of “tensions” (Freeman, 1993, p. 488) or doubt,
hesitancy, or perplexity (Dewey, 1933). The questioning encouraged criti-
cal reflection on, and the renegotiation of, my ideas about teaching and
learning. When referring to a “post-method condition,” Kumaravadivelu
(2006, p. 69) argues that renegotiation of practical knowledge “rupture[s]
the reified role relationship between theorizers and practitioners” by
encouraging teachers to theorize from their practice and conversely to
practice what they theorize to improve teaching. And that is what hap-
pened to me. Trying to reconcile my critical reflections with what I knew
as a teacher and my experiences as a learner ultimately led me to conduct

T his article focuses on how teachers’ personal experiences of learn-
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this study. As teachers learn to understand and change their work be-
havior by continually examining, analyzing, hypothesizing, theorizing,
and reflecting as they work (Schon, 1983), this study focuses on teachers’
personal experiences learning language and how they can be applied to
teaching language.

While evaluation has been defined as a “systematic collection and
analysis of all relevant information necessary to promote the improve-
ment of the curriculum and to assess its effectiveness within the context
of the particular institution” (Brown, 1995, p. 24), to encourage teacher
growth, the context of teachers’ reflection, a receptiveness to alternative
perspectives, and being aware of unspoken assumptions need to be built
into a school’s evaluation system (Brandt, 2007). Teachers’ personal and
reflective knowledge, including personal beliefs and principles and their
capacity to reflect upon and assess their performance, enables them to
make decisions about how best to approach practice (Cooper & MclIntyre,
1996). Underpinning this study is the view that teachers’ orientations to
new knowledge may be shaped and organized through personal experi-
ence. As teaching is a knowledge-based activity or a process where “ideas
are sown, germinated, thinned, pruned, and displayed” (Hegarty, 2000,
p- 454), teachers need to reflect on received knowledge in the light of their
classroom experience, thus creating conditions where the experience can
become learned knowledge. McDonough (2002, p. 406) suggests that
language learning experiences (LLE) encourage perspectives that “are
quite discrepant, even dissonant” from the perspectives of the “teacher-
persona” (p. 407). Strong emotions, both positive and negative, gener-
ated from foreign language instruction suggest that “power, authority,
and legitimacy” (Nespor, 1987, p. 320) come from Japanese classroom
learning as “critical episodes.” Nespor proposes that episodes derived
from personal experience create “experiential knowledge” which is em-
bodied and reconstructed out of narratives of a teacher’s life (Clandinin
& Connelly, 1987, p. 487). The aim of the study is to understand teachers’
thoughts about whether their learning of Japanese has served as a basis
for critical reflection about teaching and if so, how.

Where Does Teaching Knowledge Come From?

Our knowledge of teaching is characterized by a discrepancy between
facts, data, and theory, or a body of knowledge produced by academia
(received knowledge), and practical action, experience, and conceptual
frameworks (experiential knowledge) (see Elbaz, 1981; Eraut, 1994; Flow-
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erdew, 1998; Golombek, 1998; Griffiths & Tann, 1992; Wallace, 1991; Wil-
liams, 1999). Wallace (1991) argues that received knowledge should both
directly inform the experiential knowledge element and be directly in-
formed by it. Thus, experiential knowledge is enriched when it has input
from received knowledge (Flowerdew, 1998), while received knowledge
may be better assimilated when learned through experience. As students
of language, teachers-as-learners are beneficiaries of teacher efforts see-
ing the teacher “front stage and center like an audience viewing a play”
(Lortie, 1975, p. 62). Although not “privy to the teacher’s private inten-
tions and personal reflections on classroom events” (p. 62) the learner can
place the teacher’s actions within a pedagogically-oriented framework
which Lortie calls an “apprenticeship of observation” (p. 61).

In addition, Calderhead and Robson (1991, pp. 1-4) argue that observ-
ing teachers “leads to the development of a body of values, commit-
ments, orientations, and practices,” often through images in the form of
“memorized snapshots.” These images of classroom lessons or incidents
help teachers to interpret and solve teaching problems. These images can
be “episodic memories” of past learning experiences and invariably are
either positive or negative. Not only as teachers, but also as thinking be-
ings, we develop contextually specific theories of effective social practice
that are grounded in reflection. Teachers reflect on their own experiences
and summarize their episodic memories taken from classroom experience.
As students of Japanese as a second or foreign language, teachers also
hold images of good teachers and their practices which are easy to recall
and remember; such teachers are said to serve as role models. Drawing
on these images of “good teaching” experienced in Japanese classes, and
linking the positive images to their own personality attributes, reinforces
the images of the kind of teacher one wants to become. As Eraut (1994)
notes, knowledge may be acquired from learning experiences:

People tend to teach, or in a few cases avoid teaching, in a manner
similar to that in which they have been taught. Their reflection on
their own experience in schooling and other life aspects will have
contributed to their knowledge of people and theories of human
behavior. (p. 71)

Reflecting on Two Worlds

Studies on language learning experience (LLE) courses in which
teachers learn a language that is new to them from the beginner level are
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not new (Golebiowska, 1985; Lowe, 1987; McDonough, 2002; Ransdell,
1993; Waters, Sunderland, Bray, & Allwright, 1990). Accounts of such
courses have focused on the value of reflection on the LLEs as a means of
gaining insights into the participants’ future students’ learning processes
and thereby, ultimately, informing their approaches to teaching. Richards
and Lockhart (1994, p. 3) note that “the teacher who has a more extensive
knowledge and deeper awareness about the different components and
dimensions of teaching is better prepared to make appropriate judgments
and decisions in teaching.” Being on the receiving end of a lesson allows
teachers to see connections between the learning of their target language
as learners and the learning of the language they teach and helps them
to become more sensitive to problems and processes confronting learn-
ers, and thereby encourages them to look at some of their professional
preconceptions. The above studies generally suggest that teachers should
explore their ideas, as the more open-minded one is, the better a teacher
one becomes.

Methods

Research Questions

Through this study I sought to understand other teachers’ experi-
ences of studying Japanese formally in a classroom. After hearing about
each teacher’s length of time learning Japanese formally, their perceived
level, and to what degree they had pursued professional EFL qualifica-
tions, I encouraged the participants to consider the following questions
developed from my own personal language learning experiences and
enhanced through readings on how teachers construct their professional
knowledge base:

1) How has studying Japanese formally in a classroom influenced the
way participants teach?

2) What positive influences have language learning experiences (LLE)
had on their teaching approach?

3) What negative aspects of LLE have fed into their teaching ap-
proach?

4) What positive or negative images do participants hold of their
Japanese language teachers?

One perspective is that knowledge is constructed, built on previous expe-
rience, coupled with experience, and is transforming, evolving, and con-
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sequential (Harrington, 1994), so another aim of the study was to listen
to teachers describe how they understand the worlds in which they live
and work in a real-life context. I intended to generate self-understanding
in both the participants and myself through an engagement with the in-
terview questions.

Participants

All six participants in this study were employed as “native” speakers
at a former National University in western Japan. Table 1 and the Appen-
dix outline the details of the six participants, all male, who range in age
from their early 30s to their early 50s. While each teacher had classroom
autonomy, they were expected to comply with a common overarching
theme-based approach that was written into the syllabus. Different top-
ics were introduced weekly while students were encouraged to practice
their speaking and listening skills, focusing on the topics to improve their
conversational abilities.

The participants all appeared highly qualified; four hold doctorates
in EFL-related fields or were studying for one part-time or through dis-
tance learning, while the other two participants were studying for their
master’s degrees through distance (extension) learning at the time of the
interviews. John is the only participant whose research field is not educa-
tion. They had all formally studied Japanese and admitted only partial
feelings of success; only one participant, Nick, was still studying in a
class at the time of the interviews. Pat, who had studied Japanese almost
daily as a minor subject in his undergraduate degree in the U.S.A. and
studied Japanese intensively in class for the proficiency exam in Japan,
has the most experience. On the other hand, Tom had only studied once a
week in a class at a community college prior to coming to Japan and “for
about a month” on Saturdays at his local community center. Although
the contexts and settings of learning Japanese and teaching English were
different, they did have some commonalities all of which lends interest to
how the participants’ teaching has been shaped by their unique experi-
ences.

Procedure

Semistructured interviews with six teachers who were studying or had
recently studied Japanese while teaching English in a Japanese university
context were used to elicit information about these teachers’ knowledge,
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Table 1. Participants in the interviews
Name Nationality Age Length  Length Japanese Professional
of time  of time level as the qualifications
teaching studying participants
English ina see it
in Japan Japanese
class
Bill American 35 12years 3or4 Intermedi- MA in
years, ate/ Upper Applied
oncea intermediate Linguistics
week PhD research
Nick British 44 13 years 3or4 Pre-interme- MA in
years diate Applied
Linguistics
EdD in TESOL
Alex  Canadian Early 12years 3years Intermediate DELTA
40s MA in Ap-
plied linguis-
tics research
Tom  American 53 20years 1lyear  Pre-interme- MA in TESOL
diate PhD research
Pat American 33  10years 4 years “Failed MA in TESOL
full ime  Levellof  EdD in TESOL
the Japanese research
language
proficiency
test by 25
points”
John  Australian 44 12years 3years “Poor, MA in De-
as an considering  fense Studies
external  the length
student of time I
have been in
Japan”

attitudes, and values. The participants, who volunteered their time, had
expressed interest in the project and interviews took place at a location of
each participant’s choice. I decided to interview ELT teachers to explore
perspectives and shared meanings in order to develop insights (Welling-
ton, 2000) by encouraging dialogue while emphasizing the uniqueness of
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each individual’s experience. Although each interview progressed down
its own path according to the direction of the responses, the interviews all
conatined a set of guiding questions based on the four research questions.

After conditions of confidentiality were agreed upon, each participant
was interviewed once for around an hour and the interview data were
transcribed verbatim and returned. Participants were encouraged to email
me if they had new insights upon reflection; the interview, checking the
transcripts, and sending follow-up emails all were aimed at encouraging
reflective engagement and self-understanding.

Method of Analysis

Following transcription, the transcripts were analyzed for common
themes, categories, and subcategories. Data were coded and collapsed
by considering the main overall common categories or common, over-
arching themes and then the variants, which became subcategories. The
underlying structures and recurring themes of the interviews meant that
categorization was reasonably straightforward as the “constant com-
parative method” (Lincoln & Guba, 1985) was followed. Following this
method, responses to the interview questions were categorized and writ-
ten on cards which were constantly compared for overlapping themes or
different nuances of meaning. Each card was reviewed to be certain that
inclusion in the category was justified and if a new category was discov-
ered, or the connection was “fuzzy” (Wolcott, 1994), all the other cards
were reanalyzed to see if they possessed common characteristics with
the new categories. The themes were addressed in terms of the specific
questions of the study, with respect to such questions as “what does this
statement tell me about the influence of Japanese classes on the partici-
pant’s practice?” Subsequently the nonredundant themes were collected
into a description. For example, under the over-arching theme of how
language-learning experiences have influenced participants’ teaching
practice, four subcategories emerged from the data: a sense of empathy,
making learning more meaningful, power, and encouragement. I will
discuss the themes in turn in the next section.

Findings
All of the teachers in this small study have shown how their experien-
tial knowledge of learning Japanese has informed their practice, guiding
their sense-making processes and filtering experience so as to reconstruct
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knowledge and respond to the exigencies of a teaching situation. All of
the teachers were very supportive and were intrigued as they had not
considered that their limited Japanese learning could contribute to their
English teaching practice. One overall finding is that participants saw
learning as a more individualized process where learners “invest” (Do-
nato, 2000, p. 44) their own goals and beliefs in activities. Reflecting on
experience as individual learners, the participants claimed to know what
“does not work” for them, but, as Pat suggested, they “try to figure out
ways that in [their] own way are good.” Each participant, like every lan-
guage learner, had unique learning preferences and ways they approached
tasks. Reflecting on experience, alongside an emphasis on an explicit task
rationale over inductive learning, using activities and techniques that
they saw as beneficial, led them to encourage learner autonomy. Pat sug-
gested that he understands “what it takes” to become good at a language,
so to his students he emphasizes “trying” and encourages autonomy as
“what you put in is what you'll get out.”

How Language Learning Experiences (LLE) Have Influenced
Participants’ Teaching Practice

A Sense of Empathy

All of the participants emphasized heightened feelings of empathy
similar to Ransdell (1993, p. 42) who benefited from recalling his own
“sweaty palms and choked throat” which led him to be more patient and
encouraging with his own perspiring students. Bill observed that class-
room learning “put me back into the seat as a student, and gave me that
perspective from the students’ viewpoint,” so he became more patient
and encouraging with his own tense students. His concurrent master’s
degree study in applied linguistics was giving him a chance to participate
in a language class that created a meaningful context to apply, and to
crucially reflect on, his received knowledge from his course. As a result,
he felt he was:

...better equipped to critically apply—and to some extent reinforce—
what I believed, but studying Japanese put me back into the seat as
a student, and gave me a chance to look at the class from a student’s
perspective which I hadn’t done for a very long time.

Bill and Pat voiced a sense of satisfaction, Alex shared particular expe-
riences to convey his feelings and concerns, and Nick professed to see
“certain validity” in being a language teacher. He stated that he expresses
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this validity in how he “presents” language: “I believe that I'm not just
bullshitting the students. You know you're not just telling them to do
things that you're not prepared to do yourself.” In other words, he insists
that his day-to-day classroom activity is consciously borne out of his own
experience. While Bill admits to only “partial success” in his Japanese, he
feels he imparts the necessity of motivation and “finding your own way,”
and similarly, Tom and John admired their students’ perseverance and re-
spected their accomplishments, again in the light of their own perceived
poor learning.

Making Learning more Meaningful

After reflecting on classroom learning, participants all claim to have
gained insight into the language learning process. Pat says he avoids
blandishments such as “just try and speak the language” or “don’t worry
about mistakes,” which he sees as liable to frustrate individual learning
styles. Bill now always explains the strategies he is encouraging his stu-
dents to use, complementing his own “received knowledge.” While he
feels he is “supposed to encourage [tolerance of] ambiguity and [tell stu-
dents] not to worry if [they] don’t know a word” he said he realized that
students who are not used to reading strategies can be as disconcerted as
he was in Japanese class when he felt that each overlooked word in a text
was a lost learning opportunity. Tom similarly expressed concern that
teachers just “pass out the wisdom” without explaining task rationale,
so he now makes sure students understand task rationale. Both Nick and
Pat stated that they encourage what they say are good study habits and
strategies and skills but worry that received knowledge is too abstract to
transmit to students and so try to convince the students by illustrating
how completing such a task would be beneficial to their own learning.
They now encourage a learner-centered bottom-up interpretations of the
classroom instead of a top-down planning perspective (McDonough,
2002), as learners have their own ways of approaching their language
learning.

Power

LLE provides a point of reference where participants test out the
discrepancy between their teacher and learner selves. Nick suggests this
encourages empathy because, as a teacher, he has a lot of power so he
“could basically dictate what goes on more or less, although [he] now
strongly believe[s] in giving students as much autonomy as possible.”
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Alex also recalled the insecurity he felt as a student and said that he now
tries to give each student a sense of achievement by acknowledging the
effort each student makes and emphasizing a more social, interactional,
teacher/student relationship to individualize learning. As Waters et al.
(1990) note, LLE can “provide participants with an opportunity to reflect
on the nature of language learning from the learner’s perspective...it acts
as a forcible catalyst for speeding the transition from a teacher-centered
to a more learner-centered view of classroom events” (p. 306). Nick
concurred, saying that he could see the discrepancy between his teacher
and learner selves because sitting on the other side of a desk as a learner
allowed him to witness the mechanics of being a teacher and gave him
pause to ponder: “What would I do in that situation?” Nick and Tom
became aware of how much power teachers have and how they manage
the learning while realizing how little power they possessed as learners.
Thus, reflecting on learning experiences and the inbuilt power relation-
ship encourages an “interpretive framework” (Golombek, 1998, p. 459),
so that teachers can make sense of their teaching situations through re-
counting their experiences and making experiential knowledge explicit.

Encouragement

Recalling their experiences, Nick and Alex try to encourage a non-
threatening learning atmosphere which emphasizes student achievement
and, in Nick’s words, creates an “idealistic picture of a classroom as a
place where people meet and interact.” Lowe (1987, p. 90) recalled “see-
sawing between real terror” during tasks and “tremendous gratitude”
over teacher praise, and similarly, Alex tries through constant feedback to
afford students positive feelings that they can make some kind of progress
and thereby build on success. Nick’s image came from his Japanese class,
where he learned to view the classroom as a place where it is recognized
that learning will flourish in a nonthreatening social context while stu-
dents have their own worlds which need to be tapped into to make learn-
ing meaningful. From the student’s viewpoint, he suggests that without
interaction “you might as well have a tape recorder or listen to the radio
or something.” Therefore, he tries to encourage interaction, which he at-
tributed to his Japanese teachers being female; so his “atmosphere” is
now what he calls more “girly,” or warm, cooperative, and supportive in
the light of tensions he often felt.
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Positive Influences of LLE on Participants’ Teaching of English

McDonough (2002) shows that many activities currently unpopular
in communicative language teaching such as grammar exercises, reading
aloud, or translation are often popular with learners. From a teaching
perspective, it is “important to get under the skin of learner preferences”
(p. 409), and participants’ experiences show that activities unpopular in
the communicative ethos of ELT are seen by them and their classmates as
being popular. Such realizations avoid both “a pedagogical ritual” and “a
faithful following of routines” (Prabhu, 1990, p. 171). Reflecting on their
learning, three of the participants pointed to mechanical teaching as ben-
eficial for learning, suggesting that their classroom experience can feed
back and enrich their received knowledge: facts, theories, and related spe-
cialized knowledge gained from research. This is similar to what Prabhu
calls a “sense of plausibility” (p. 172) in teaching which is engaged when
teachers conceptualize their teaching. This is based on earlier experiences
of teaching and learning encouraging a constant questioning of practice
to avoid an adherence to a fixed method.

Memorvrization and Drills

Constant questioning of practice can lead to teachers adapting and
building on experiences. While as a learner Alex benefited from mechani-
cal drilling of collocations and infinitive verb forms, he feels the “com-
municative syllabus” has been “thrust” on him through an insistence on
one 90-minute class a week. He sees “conversation” classes as the “cherry
on the top” of the “base” of high school education, which stressed learn-
ing vocabulary and grammar, but feels this base becomes neglected in
university classes. As such, Alex and others would like to encourage
memorization techniques in their teaching repertoire; Alex suggested
that in his English classes “there are all sorts of area[s] that need redoing”
and would like to encourage activities practiced in his Japanese classes,
where he memorized transitive and intransitive verbs and polite forms
in Japanese. Alex recalls telling his students how he found memorizing
vocabulary beneficial for reinforcing language in his learning so he tries
getting students to make word cards and carry vocabulary notebooks
where possible as he thinks that word cards “are an extremely effective
way of learning” that goes beyond translation, where vocabulary is often
not recycled. Similarly, John liked word substitution practice as it forced
him to use a pattern which “sticks in your head and does work” while
Bill, Tom, and Ian valued learning patterns from a textbook. Bill feels that
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the “vast step” of making one’s own sentences from pattern practice was
very beneficial for understanding the limitations of phrases and colloca-
tions, as the teacher would point out where certain usages were inap-
propriate due to “interference” from English or lexical restrictions.

The participants feel constrained by an emphasis on communicative
“conversation” in English classes at their university, which in their view
too narrowly defines what teachers should do in the classroom. Nick and
Bill felt they ought to reteach students basic language because, despite
grammatical knowledge, students find forming expressions really dif-
ficult. As a student, Bill enjoyed mechanical sentence composition with
his classmates with the sentences being read aloud in turn, the teacher
pointing out situational appropriateness and lexical restrictions. During
the interview he said he was still searching for a way to include this in his
classes, but feels the exigencies of class size preclude such an approach.
Bill had to “teach them language, basically” drawing on his experience
because, despite grammatical knowledge, his students find forming ex-
pressions really difficult. Tom realized that he needs “no end of” repeti-
tion to understand grammar rules, for pronunciation practice, or to hear
model answers. Acknowledging that though that may be boring for him
as a teacher, he likes to give space and additional time to his students.
Without personal FL learning experience, he feels that he would probably
go a lot faster, thus not allowing students to digest lesson content.

The Teaching Approach

Lamb (1995) says that engaging with new ideas and accommodating
them into belief structures is crucial for changes in practice. Nick, for
example, said he tries to exploit language by looking at the elements of a
word, based on how the teacher spent time on classroom learning of karn;ji
characters. He recalled how the word “exotic” came up in a class and felt
that in the same way that kanji are made up of elements, if one treats “ex-
otic” as a “language element” then “exotic people,” “exotic food,” “exotic
travels,” collocate with it. Since then, he has tried to take one small piece
of language and generate useful word compounds, similar to his study
of a single kanji.

John has been strongly influenced in the way he teaches as his Japa-
nese study in Australia was based on the principle of something being
reported at the end of an activity where the teachers were focusing on
the students’ product as a way of ensuring task persistence during the
process. As John sees many students in Japan as being reluctant learners,
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he always has students produce a product at the end of an activity: “Of-
ten kids don’t want to be there so I've always had a product at the end;
otherwise they wouldn’t do the activity and the classes are so large that
I couldn’t check on them.” Although he considers himself a poor learner,
he says listening, repeating, and substitutions encourage him because “it
didn’t matter about my motivation as I had to produce.” Reflecting on the
transcript of the interview, John suggests he plans to use more activities
of the same nature in the future.

Regularity of Class Structures

McDonough (2002) recalled her students appreciating regular practice
and similarly John now applies the same formula for every one-hour class
as a result of his “good study” while learning; he checks homework, per-
forms listening and repeating activities followed by substitution drills,
and then at the end uses 15 minutes where students put their books away
to encourage free conversation. As such, each class would have a struc-
ture, which John feels is almost like a martial arts class:

The students know exactly what will happen each time and I like
that. It's made it very comfortable. And very useful because at each
stage you know what they’re doing. I can see the methodology in
that and what they are trying to address and I also know that I've
had my listening skills tested and my homework tested. If the stu-
dents know the system it saves a lot of wasted time. I know [what]
we're going to do at every stage and I could be ready for that and I
could concentrate on the activity.

Tom also liked having routines or daily assignments similar to elementary
school students who read a page a day from an assigned text. He found
that the regularity of doing tasks at night, which were then checked the
next morning, seemed to help his learning. The routine was enjoyable and
frequent checking made him aware of progress. John did not like the in-
congruity of much communicative language teaching as he says students
like to know what's happening, and so being explicit about task rationale
is preferable to an inductive approach. While admitting the difficulty of
doing so on a regular basis, Tom tried to make a point of giving students
detailed feedback as to their progress as part of the midterm test. He said
he tries to have one part of the test be accuracy-based so the learners can
see what they know at that level and since he liked getting feedback in
his Japanese class, he imagines that students similarly appreciate getting
some exact feedback. Bill also appreciated individualist approaches so he
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now tries to get to know his students during pair work or group work
activities by listening in on conversations and asking pertinent questions.
He states that he is genuinely interested in them as people and is very
keen on establishing rapport.

Using the Students’ Mother Tongue

Nick and John saw teachers using only English as “short-circuiting”
language learning processes, Nick recalling with gratitude when teachers
insightfully explained key points in English during Japanese class instead
of “pantomiming and gesturing.” While Nick does not do a lot of gram-
mar presentations to the whole group due to a lack of confidence, he often
does a quick translation of a point as a timesaving strategy. John thought
that task instruction should be in Japanese as the metalanguage of the task
is often more complicated than the activity itself. He never felt “ripped
off or gypped” when his Japanese teacher explained in English so he now
encourages on-task code-switching to aid comprehension: “That’s much
more important than getting started and realizing that some of the kids
haven’t got it.” He often gets the more able students to explain tasks as “it’s
so critical that they get off to a good start.” Conflicts between participants’
experienced knowledge and received academic knowledge have led to ten-
sions or “divergences among different forces or elements in the teacher’s
understanding of the school context [and] the subject matter” (Freeman,
1993, p. 488). The participants” insights that mechanical learning can be
beneficial echoes Rivers’ (1983) tensions as she realized that repeating after
tapes to get correct intonation and pronunciation was actually contrary
to her own received knowledge of communicative learning which she
espoused in her “practical guides” to other teachers.

Negative Experiences of LLE Which Enhance Teacher Knowledge

Participants also recalled negative experiences originating from im-
patient, unsympathetic, or intolerant teachers. This can help to reinforce
their models of successful teaching and make teachers who invest effort
into making learning interesting stand out.

Lack of Flexibility

While Pat acknowledged the huge influence that his Japanese learn-
ing experience in college in America had on him, it also made him realize
the pitfalls of being inflexibly set on one teaching method:
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The way I learned which I now know as the Audio-Lingual Method
and was a lot of repeating, trying to get perfect pronunciation and
I really didn’t agree with that method. So when I became a teacher
I didn’t do anything like that and when I got my Master’s degree I
learned what it was and I was never going to do anything like that
in any of my classes.

He learned a lot of set phrases but if the situation did not apply, he felt he
could not utilize the knowledge:

I really hated it. I wanted to come to Japan, I wanted to learn
Japanese very much, I was very motivated but I hated the study.
I studied a lot but I still couldn’t do it and now I understand the
Japanese style of “only teaching THIS way is OK and not THIS
way.” I'm not big on repeating, or setting only one answer as being
OK; I'm very much involved in building fluency. And in the book
they have set questions so I never do those. Same type of thing I
had to do in Japanese class. I don’t do anything like that.

He recalled the complete inflexibility, and while comprehending the
rationale, he now takes an opposite approach, emphasizing student ef-
fort and explorations with language rather than concentrating on final
output. Calderhead and Robson (1991, p. 3) suggest it is useful to reflect
on “episodic memories” which relate to “particular significant events”
including negative influences and Pat’s approach is very much a direct
reaction to that type of teaching. He thought that if learners show effort,
turn in their work, and are trying to learn the language, they deserve
good grades.

Frustration Over Inappropriate Teaching Styles

Nick, Alex, and Bill recalled frustration over teaching style looking
from a learner’s bottom-up perspective of classroom events instead of
from a teacher’s top-down planning perspective (McDonough, 2002).
While participants enjoyed mechanical aspects of learning as noted earli-
er, they also recalled activities which to them made poor use of class time.
Nick reflected on two very negative experiences, one involving chain
drilling and the other a self-introduction, which have influenced his ap-
proach. In one Japanese class of about 40 students, the first students in the
chain would “go out of their mind with boredom” while the subsequent
students performed an essentially meaningless activity. Also, in another
class, he remembered waiting his turn to perform a self-introduction as
his first experience in a new class, noting that “I don’t think I've been in
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a more stressful language environment.” Nick now avoids “putting stu-
dents on the spot” where they are unsure of teacher or class expectations.
He encourages a personalized, more intimate “affective” class through
small group work whereby individual students are not the center of
attention, but support each other. Nick found chain drilling and choral
practice to be an “unbelievably boring experience” and lacked structure;
he stated that his teachers used them basically because they “didn’t know
how to teach.” He suggests teachers search for activities to “make the class
go relatively easily” despite evident student restlessness. As this study
seems to suggest, teachers who constantly question the goals, values, con-
text, and assumptions are engaged in reflection (Zeichner & Liston, 1996),
but our participants here suggest that their own teachers had often been
preoccupied with technique, which is understandable as teachers have a
tendency to maintain the methodological status quo (Lamie, 2000). Nick
felt Japanese teachers often try to make up for a lack of training by “mak-
ing tons of worksheets,” while Bill suggested that his teachers thought
that “all you needed to do was to find the right things to put in front of
the students,” but he realized through learning Japanese that successful
teaching involves more than material selection in that students need to
know the rationale and outcomes expected without being flooded with
language data. As an example, Bill, Nick, Alex, and John all suggested
lessons often become explanations in Japanese about Japanese. Alex
recalled the “grind,” while Nick’s classes had revolved around reading
aloud, repetition, and extensive explanation of points of grammar using
the blackboard without realia or situational practice. After their reflec-
tion, they now emphasize language input, intensive practice, and helping
students to “navigate through the confusion” as Alex puts it. Going to
Japanese lessons has made Nick think about how to present language to
reduce frustration. He suggests good teachers are “distinguished from
average ones by their ability to explain simply and clearly” as students
are able to understand why they are studying, what they are studying,
and the outcomes the teacher expects rather than studying language for
the sake of studying language.

Images Participants Hold of Their Japanese Teachers
Positive Images of Teachers

Positive images reinforce the appropriateness of the teaching model,
with Bill holding images of “motherly, conscientious teachers” who were
“caring for the students and very kind and helped us along.” He recalls
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fondly one teacher who was genuinely interested in him and who helped
him overcome the “confusion and frustration” at the start of learning, so
he now tries to listen in and participate during pair or group work in or-
der to foster rapport and encouragement by trying to see his students as a
collection of unique individuals. Nick recalled a teacher who was “amaz-
ingly” conscientious and did “tons of things” that “must have taken her
hours to do” recalling her “willingness to go so far to help her students.”
He remains impressed that the teacher showed that kind of attention to
detail and believes her conscientiousness has influenced his teaching:

I've had large writing classes, and I've crazily spent hours mark-
ing, making tapes for students about their work and it’s fine for a
class of 5 or 10 or so but when you've got 40, it takes you weeks to
do it. Students have come back to me and they’re astonished at the
sort of input I've given them and I think it affects them. I think a lot
of Japanese teachers do work hard and they’re very conscientious
and I like that.

Recalling, adapting, and manipulating images of either influential teach-
ers or, conversely, poor role models is an important aspect of teaching
knowledge (Calderhead & Robson, 1991, p. 3), and Tom’s image was that
of a calm, controlled, and assured teacher as he had had. She had a pas-
sion about the language and it was very clear that she loved Japan and
was animated in her teaching but never “got short-tempered and seemed
very even-keeled.” As he is sure that all the students admired her ap-
proach, he now tries to emulate her in his manner towards students.

Negative Images of Teachers

As knowledge is in part experiential and constructed by teachers
themselves, even negative experiences can “open windows of possi-
bilities” (Golombek, 1998, p. 447). Nick recalled some surly teachers who
have a definite attitude of “you’re not welcome; you're making extra
problems for me” and others who come across as having the attitude
that the ideal number of students would be “zero.” Based on this he now
sees personality as being very important. Alex, Nick, and Pat all held
negative images of teachers of Japanese who in their different ways have
had what it would not be an exaggeration to regard as traumatic effects
on their careers as English teachers. In three different conversations with
Alex, he revealed a recurring image that has unquestionably affected his
approach to teaching. He felt that being outspoken and too forthright in
his opinions in class, although in Japanese, were seen by the teacher as
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somehow being unfavorable to Japan. The result of this friction was other
students being allocated his turn, and his not being called upon to read
aloud in class. He perceived his class not so much as about learning the
Japanese language, as being taught to “Go away and be happy in Japan.”
For Alex, this incident was critical:

Honestly, I think the most important thing I learned was that nega-
tive example of not listening to the students and I really feel that
the ability to listen and not to impose my own values and opinions
to the student is something that is very important and very, very,
very, valuable because you can have any number of lesson plans
but if you don't listen to the students then what is going to hap-
pen?

From those experiences, Alex now says he feels that when students are
sharing their opinions, he must not tell them what to think, must be ap-
preciative of all students’ contributions in the target language, and must
listen to them while constantly reminding himself to listen patiently even
when he finds himself wanting to express disagreement at once.

Pat held an ingrained image of one of his Japanese teachers while
studying Japanese as part of his minor in college in America. In the in-
terview, he mimicked her finger-wagging and facial mannerisms. The
teacher, who he said was “very famous,” had written the class text, be-
lieving “wholeheartedly” in her method. In each class, students would
get points for pronunciation with a score of four “being almost fluent.”
He says:

Well, partly because if you mispronounced a word, your grade
would go down one point which means that if you mispronounce a
word you get a 75% for the class and I had a problem with “ra ri ru
re ro” which still isn’t perfect after all these years, and I knew that
every time I had to utter any of these sounds in a set conversation
I'would lose points.

Although he complained, and worked with his teacher to improve his
pronunciation, he was not successful. He explains, “But I just couldn’t do
it. And my grades were always really bad like AAC or AAD or something.
It really bothered me. That kind of inflexibility is what I really remember.”
He stated that his low grade point average in class would probably have
affected his chances of postgraduate study in America. He remembered
the same teacher chastising him for deviating from a fixed pattern during
conversation practice. He recalled how the teacher would clap her hands
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in annoyance and glare: “There was no room for anything. Even if it was
good Japanese, I couldn’t do that.” While Pat’s English classes do have a
structure, there is a flexibility to encourage student experimentation with
language and the production of their own dialogues without patterned
texts.

Nick’s negative experience occurred in his childhood. Although this
was not an experience of studying Japanese, Nick insisted that this epi-
sode was “fundamental” to his teaching and was “seared into his con-
sciousness.”

The teacher just took the piss out of everybody and if you didn’t
get it right you were like a worm and he’d just make you feel aw-
ful. So awful. And that really affected me. I hated him and I hated
French and I hated foreign languages. It still rankles.

Nick recalled a school sports day when the French teacher met Nick's fa-
ther and proceeded to ridicule him in front of his father about his French
pronunciation, which his father thought amusing but which Nick found
humiliating. Teachers’ recounting of experience with one another encour-
ages insight into affect and the moral dimensions of how learners should
be treated. This is seen in Nick’s case as he now tries “so hard” to be kind
and supportive because of that experience which is so “deep.”

Implications

This study has shown that teachers had grown more empathetic to
learners, more engaged to their students and more receptive to new ideas
through their formal study of Japanese. Nick saw the “definite benefit” of
looking at classrooms from different perspectives and now as a result of
his classroom learning encourages teachers to visit each other’s classes.
Doing so challenges entrenched methods and perhaps even gives rise to
a realization that “you might have been doing something fundamentally
wrong for so many years.” Bill suggested that Japanese study had helped
him “revamp” his syllabus while others stated that their Japanese classes
had helped them become more aware of different individual learning
styles and how learners invest their own beliefs in tasks (Donato, 2000).
Instead of being set on any one “communicative” method or approach, the
participants through their learning experiences say they are more open-
minded about activities such as the use of repetition and drilling and
using Japanese in English class, which some teachers may find counter to
communicative approaches. Participants found “a one-size-fits-all, cook-
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ie-cutter approach” (Kumaravadivelu, 2003, p. 23), to methods contrary
to their teaching styles, and so encourage a flexible and open-minded ap-
proach to teaching. They eschew fixed teaching styles and keep students
informed both of the purpose for an activity and learning outcomes so
that students can adapt tasks to their own preferred learning styles.

Bill suggested that classroom learning experiences changed his “con-
ceptions” of teaching. Experience encouraged a “sort of germination
process” where teaching was improved by reflecting on practice. This
coincides with Lamb’s (1995, p. 77) view that teachers engage with new
ideas which they “accommodate within their belief structures” by chang-
ing or adjusting previously held beliefs leading to the introduction of
new ideas while encouraging doubts about current practice. This flexibil-
ity means that personal and public theories become “living, intertwining
tendrils of knowledge which grow from and feed into practice” (Griffiths
& Tann, 1992, p. 709), which has implications for how teaching has come
to be evaluated in Japanese tertiary education. The participants in the
study have reflected on their concrete experiences of learning a foreign
language, which has led to conceptualizations and experimentations in
their teaching where the concepts of teaching thus gained are tried out in
their respective situations. Because reflection is an intrapersonal process,
it can both be a method of informing practice and promote changes in
behaviour and practice.

Conclusion

All of the teachers in this small study have shown how their experi-
ential knowledge of learning Japanese and the images, both good and
bad, of teachers have filtered their learning experience so they can recon-
struct knowledge and respond to the exigencies of their unique teaching
situations. Teacher learning is “dependent on bringing to consciousness
and examining the assumptions and considerations which make sense of
their actions as teachers” (McIntyre, 1993, p. 43), so significant change can
only occur if teachers are engaged in personal exploration, experimenta-
tion, and reflection. Through sharing classroom stories while reflecting
on experiences they can learn about the affective consequences of their
teaching practice (Golombek, 1998). Teaching knowledge may be present
in our thoughts waiting to be used. The purpose of reflection, ultimately,
is to engage teachers, to encourage and sustain them in a process of
change.
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Appendix

The Participants

Bill

Bill, who is writing up his doctoral thesis, has studied Japanese formally
intermittently over a number of years. His last classroom experience
was in the fall semester of 2006. He acknowledges some influence of his
Japanese language classroom experience on his way of teaching, and as
he views his current teaching as going through a “transitional phase,” he
states that reflecting on his learning experience is one way of trying to get
a better balance between language from students and language in terms
of input.

Nick

Nick first came to Japan in 1984. After starting a new job after finish-
ing his doctorate he sat in on a Japanese class for overseas students in
the University but found the teaching methods frustrating. He says that
studying a foreign language while teaching has increased his empathy
for both teachers and students.

Alex

Alex successfully learned French in Montreal and later Spanish by immer-
sion while working on a ranch in South America. He stopped Japanese
classes abruptly about 5 years ago after a classroom experience which led
him to question both his values and the way he treats his students. While
he says that the learning of Japanese has influenced his teaching to a de-
gree, he feels that intensive teacher training courses such as CELTA and
DELTA and his postgraduate degree study, which “has lots of theory,”
tend to “swamp over everything.”
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Tom

Tom first learned Japanese at a community college in Hawaii for a se-
mester. He states that his master’s degree in TESOL, which included a
residential requirement and frequent supervision of teaching practice,
has been a big influence on his practice. He feels himself to be a poor
classroom learner, saying that this increases his admiration for his stu-
dents and encourages a sympathetic classroom teaching approach.

Pat

Pat has had extensive classroom learning of Japanese as a “minor” subject
of his undergraduate degree in International Relations in the U.S.A. He
studied Japanese every day, three trimesters a year, for 3 years and says
that his teaching approach is directly influenced by his Japanese learning
experience. When he got his master’s degree he vowed he would never
teach like his Japanese teachers.

John

John first started learning Japanese when as an external student he would
go back to Australia twice a year for one-week courses to practise Japa-
nese as a part of his undergraduate degree in Asian studies. He elected to
study Japanese as an “easy credit” as he was living in Japan. He describes
his level as “poor” and himself as a “hopeless” learner, which he relates
to “motivation and laziness.” However, because he found himself learn-
ing “quite a bit” despite himself in his Japanese classes, he feels this has
influenced his teaching especially as he sees Japanese students as lacking
interest in English.
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Social Relationships in Conversational
Interaction: Comparison of Learner-Learner
and Learner-NS Dyads

Masatoshi Sato
Human International Universities and Colleges
Consortium

This study investigates interactional moves of Japanese EFL learners and how
they modify their oral output differently depending on whether their interlocu-
tor is a peer or a native speaker (NS). By employing retrospective stimulated
recall methodology, this study also explores the participants’ perceptions which
arguably determined their interaction patterns during a communicative task.
Participants were eight Japanese first-year university students and four NSs of
English. Conversations of eight learner-NS dyads and four learner-learner dyads
(six hours in total) were audiotaped, transcribed, and then statistically analyzed.
Learners were interviewed two days after task completion. Results revealed that
learners interacted in significantly different ways depending on whom they in-
teracted with. Integrating the introspection data from stimulated recall sessions,
this study provides social and cultural perspectives to the research field of inter-
action; specifically, social relationships have significant influences on interaction

patterns.
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(SLA) have endeavoured to understand the various components of

communicative competence and how they interact to drive second
language (L2) development forward (Canale & Swain, 1981). A great
number of researchers have conducted studies, including experimental
(Gass & Varonis, 1985, 1994; Mackey & Philp, 1998; Nobuyoshi & Ellis,
1993; Pica, Young, & Doughty, 1987; Van den Branden, 1997), classroom
experimental (Doughty & Varela, 1998; Foster, 1998; Muranoi, 2000, 2001;
Swain & Lapkin, 1998, 2002), and classroom observational ones (Doughty
& Pica, 1986; Lyster & Ranta, 1997; Pica, 2002; Storch, 2001, 2002) to in-
vestigate how language learners develop their speaking skills through
interaction with other learners, native speakers (NSs) of the target lan-
guage, or language teachers. Important to mention is that there have been
some studies that were designed to compare two types of interaction:
learners-learners and learners-NSs (e.g., Futaba, 2001; Mackey, Oliver, &
Leeman, 2003; Pica, Lincoln-Porter, Paninos, & Linnell, 1996; Shehadeh,
1999, 2001, 2003; Varonis & Gass, 1985). It is both theoretically and peda-
gogically important to investigate these interactions because the findings
have the potential to contribute to the design of classroom activities in
a way that will allow learners to improve their communicative abilities
in foreign languages. Thus, one of the goals of the present study is to
reveal learners’ different types of interactional moves depending on their
interlocutor, namely another learner or a NS, by focusing on how they
notice and modify their grammatically inaccurate utterances.

The present study investigates Japanese English as a Foreign Language
(EFL) learners, who in general have a well known but insufficiently inves-
tigated language learning issue: despite the length of time during which
they receive English instruction, they generally end up as faulty com-
prehenders and nonfluent speakers while often being considered good
readers and writers (e.g., Block, 2003). This educational problem can be
discussed from various perspectives. A widespread and ongoing teach-
ing method, namely the grammar-translation method, is an issue because
it does not necessarily focus on learning communicative skills (DeKeyser,
1998), and it impedes proceduralization of declarative knowledge (i.e.,
grammatical knowledge) in oral production (Anderson, 1990; de Bot,

S ince the 1970s, researchers in the field of second language acquisition
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1996; Skehan, 1998). The linguistic environment is also an issue in that
learners have limited exposure to the target language (Bardovi-Harlig &
Dérnyei, 1998; Robinson, Sawyer, & Ross, 2001; Wilkins, 1999). Another
issue can be the socioeducational environment wherein English is taught
as a subject in the scheme of a test-driven society, and also where learners
are not encouraged to speak up in classrooms (Kess, 1996; Lee, 1999).
Taking these language learning issues into consideration, by employing
retrospective stimulated recall methodology, the present study investi-
gates the social and cultural dimensions of why learners use different
interactional moves depending on their interlocutors.

Background

Many researchers who support the argument that interaction can
facilitate L2 learning claim that conversational interaction is effective
because learners try to solve communication problems by engaging in
negotiation of meaning (Gass, 1997; Long, 1996; Pica, 1994). Other re-
searchers, however, claim that negotiation of meaning is not enough to
help learners improve their grammatical accuracy (Lyster, 1998, 2002a;
Spada, 1997; Spada & Lightbown, 1993; Swain, 1998). They claim that in
order to improve accuracy, learners should negotiate not only for mean-
ing but also for form. In so doing, learners can notice the “hole[s]” in
their interlanguage (Swain, 1995), and sometimes they can correct their
erroneous utterances themselves with the aid of corrective feedback.

A large number of studies have examined Long’s (1981, 1996) “inter-
action hypothesis” (e.g., Doughty & Pica, 1986; Gass & Varonis, 1989;
Pica et. al., 1987). These studies have investigated to what extent conver-
sational interaction is effective for language learners” interlanguage de-
velopment in communicative contexts: specifically, how conversational
interaction works to make input comprehensible, provide learners with
certain types of feedback, and make learners’ output more comprehen-
sible. The underlying assumption of these studies is that in interaction
involving a learner and “a NS or a more competent” (Long, 1996) speaker
of the target language, communication breakdowns naturally occur. In
the process of solving the communication problem and attempting to
reach mutual understanding, learners and their interlocutors negotiate
meaning. In other words, what triggers negotiation, which is theoretic-
ally related to subsequent interlanguage development (Schmidt & Frota,
1986), is always a communication breakdown.
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Considering Swain’s (1985) argument that once they have acquired
communicative skills that satisfy classroom interaction with their teacher
or their peers, Canadian immersion students tend to stop developing
their grammatical accuracy, Lyster (2002b) proposed that negotiation of
meaning is “too narrow a construct to fulfill its pedagogical potential in
teacher-student interaction in communicative and content-based sec-
ond language (L2) classrooms” (p. 237). Lyster stresses the importance
of negotiation of form because it has a pedagogical function: to focus
learners’ attention on form, and it aims for both accuracy and mutual
understanding. Lyster and Ranta (1997) found that when they interact
with students, teachers often feign incomprehension to intentionally
draw learners’ attention to nontarget-like form. The effectiveness of this
move lies in pushing learners to “notice a gap” (Schmidt & Frota, 1986)
between their interlanguage form and the target form, thus encouraging
them to modify their output. Therefore, these two types of negotiation
should be differentiated in the sense that while negotiation of form is
derived from a language teacher’s intentional feedback on a learner’s
erroneous utterances to push the learner to modify his/her output, the
negotiation of meaning generally stems from unintentional interactional
feedback on the learner’s incomprehensible utterances to solve a com-
munication breakdown.

With respect to learners’ modification of their incomprehensible and /
or inaccurate utterances, research has shown that language production
gives learners the opportunity to expand their interlanguage capacity by
reprocessing and restructuring their utterances after noticing a problem,
which triggers “mental processes that lead to modified output” (Swain
& Lapkin, 1995, p. 373). Interesting to mention here is that some studies
have reported that learners are capable of negotiating form even in peer
interaction, and moreover, of modifying their erroneous utterances in the
context of conversational interaction by pointing out and solving linguis-
tic problems together (e.g., Foster & Ohta, 2005; McDonough & Mackey,
2000; Storch, 2001, 2002, but see Van den Branden, 1997).

McDonough and Mackey (2000) conducted a study motivated by
an ongoing debate in SLA, that is, whether or not learners are able to
draw each other’s attention to linguistic forms through negotiating for
meaning (see Pica, 1994; Seedhouse, 1997). The researchers found that the
learners were able to talk about certain linguistic forms while engaging
in communicative tasks even though there was mutual understanding
between them already. However, as they state, the researchers aimed “to
design tasks that provided learners with opportunities to pay attention
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to linguistic form in the context of meaning” (p. 85). Therefore, the par-
ticipants succeeded in negotiating for form and meaning at the same time
because of the tasks, which were designed to encourage the learners to
talk about certain forms: noun classifiers in this particular study. This
negotiation of form is identical to Swain’s (1998) “metatalk,” in which
learners are naturally encouraged to talk about particular linguistic fea-
tures while engaging in certain types of tasks, but different from Lyster’s
(2002b) negotiation of form in which a teacher’s intervention triggers an
extra sequence on language problems without breaking the communica-
tive flow.

The studies cited above have investigated what linguistic features
a learner notices during interaction and how, and have operational-
ized modified output as a sign of noticing (see also Ellis, Basurkmen, &
Loewen, 2001; Panova & Lyster, 2002), whereas other studies have tried
to reveal what features language learners notice by analyzing their intro-
spection. To investigate learners’ interaction patterns in general, some
researchers claim that solely quantifying utterances is not enough (Co-
hen, 1987; Corder, 1973). In fact, research has revealed that learners’ oral
production does not fully represent their interlanguage (e.g., Hawkins,
1985; Poulisse, Bongaerts, & Kellerman, 1987).

In this vein, by employing stimulated recall, Mackey, Gass, and Mc-
Donough (2000) examined how learners perceive feedback and its target,
that is, what feedback is being provided for, and whether their perceptions
affect their noticing. Comparing the amount of feedback on morphosyntactic
errors and stimulated recall comments on these language-related episodes,
the researchers found that the learners’ opportunities to notice grammat-
ical features in interaction was relatively small. Nabei and Swain (2002)
provided a different perspective which was discovered through stimulated
recall sessions: they revealed that what and how a learner noticed while she
was in class was a complex learning behavior influenced by the teaching en-
vironment, the interactional context, and the learner’s cognitive orientation.
Morris and Tarone (2003) also revealed that learners” perceptions of their
interlocutors significantly influenced their choice of interactional moves.
In their study, it was found that interpersonal conflict and negative social
interaction between the students significantly affected the perceptions of
feedback. These studies are of importance in that they showed that language
learning behavior, specifically noticing, can be significantly affected by social
relationships between interactants (see Bell, 1984).
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Research Questions

Drawing on the results of the research to date, the following research
questions were formulated:

1. How do learners and NSs react to grammatically inaccurate
utterances in conversational interaction?

2. To what extent do learners modify their inaccurate
utterances in response to their interlocutors’ feedback?

3. How do learners’ perceptions of their partners influence
their interactional moves?

Method
Participants

Participants were eight Japanese EFL learners (three males and five
females; all names appearing in this paper are pseudonyms) and four
NSs (four males). A questionnaire was distributed to 151 students, aged
18-19, attending required freshman EFL classes at a prestigious university
in Japan. The questionnaire was designed to ensure a relatively homo-
geneous sample of typical Japanese EFL learners who had neither spent
a significant amount of time living or studying in an English-speaking
country. From the students who met these criteria, eight learner partici-
pants were randomly selected. Of the four NSs who participated in the
present study, all were university students whose ages ranged from 21
to 23; three were from Australia and one was from Canada. None of the
NSs had any formal training or experience teaching English. By virtue of
not being trained teachers, the NSs in the present study were similar in
background to the Assistant Language Teachers (ALTs) usually involved
in the Japanese Exchange and Teaching (JET) program.

Procedures

To compare learners’ interactional moves in learner-learner dyads with
those in learner-NS dyads, the participants were paired in four learner-
learner dyads and eight learner-NS dyads. Each of the four learners who
interacted with each other had a different NS interlocutor, thus meeting
conditions for statistical analyses of learners’ interactional moves (see
Welkowitz, Ewen, & Cohen, 2001). To facilitate data collection, learners
were randomly assigned to one of two groups. Group 1 included four
learners who interacted in learner-learner dyads at Time 1 and then in
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learner-NS dyads at Time 2. Group 2 included four learners who inter-
acted in learner-NS dyads at Time 1 and then in learner-learner dyads
at Time 2. This design was intended to decrease interlocutor familiarity
(Plough & Gass, 1993). Two similar two-way information-gap tasks were
used so that each participant completed different tasks at Times 1 and 2,
as shown in Table 1.

Table 1. Composition of learner-learner and learner-NS dyads
at Times 1 and 2

Time 1 - Task 1 > Time 2 - Task 2

Learner 1< Learner 2 Learner 1&NS1  Learner 3<NS3

G 1
roup Learner 3 Learner 4 Learner 2NS2  Learner 4<NS4

Learner 5&NS1  Learner 7<NS3 Learner 5 Learner 6

Group 2 Learner 6&NS2  Learner 8&NS4 Learner 7<Learner 8

In a two-way information exchange task using pictures, both partici-
pants in a dyad hold the same amount of information so that each has to
provide his or her interlocutor with accurate descriptions of the pictures
to complete the task. For each task in the present study, each participant
held three pictures and described them to the interlocutor. Therefore,
there were six pictures in total with clues indicating the timeline of an
event. Using the information that they obtained from each other, they
worked together to put the six pictures in chronological order. Thus, it
was expected that there would be a two-way flow of requests for and
offering of information, without either interlocutor doing all the talking
and dominating the conversation (see Pica, Kanagy, & Falodun, 1993).
During the tasks, participants sat on chairs facing each other at a table
without any partition. They completed the task in English without look-
ing at each other’s pictures. The conversations, which varied from 20 to
30 minutes, were recorded with digital audio recorders.

Coding
To code the interaction data, language-related episodes were identi-
fied in which participants either negotiated for meaning or engaged in

conversation that started with grammatically inaccurate utterances (see
Swain & Lapkin, 1998,2002; Williams, 1999). The present study specifically
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focused on language-related episodes that concern grammatical accuracy.
Grammatically inaccurate utterances were identified whether or not they
generated language-related episodes; cases where erroneous utterances
did not generate language-related episodes were coded as abandonment.
In terms of the repair moves of the learners, only successful repairs were
coded as modifications. Adapting coding schemes by Pica et al. (1996, see
also Shehadeh, 1999, 2001, 2003; Varonis & Gass, 1985), I coded language-
related episodes as a sequence of three interactional moves: triggers,
feedback, and responses. Table 2 identifies these three coding categories
and their component subcategories used to analyze language-related
episodes. In addition, other interactional moves such as self-initiated
modified output and repetitions without rising intonation were also sta-
tistically analyzed (examples appear in the Results and Discussion). In
the present study, I analyzed learners’ interactional moves as dependent
variables and learners’ interlocutors as an independent variable. In so
doing, I explored how differently learners interact depending on whether
their interlocutor is another learner or a NS. T tests for matched samples
with an alpha level of .05 with the use of a Bonferroni adjustment were
employed to analyze learners’” interactional moves across dyad types.

To ensure the reliability of the coding procedure, I trained another
researcher who was also a native speaker of Japanese with native-like
proficiency in English to code data according to the coding categories.
Following the training sessions, the second rater independently coded
a randomly selected subsample of 15% of the transcriptions. This test of
interrater reliability yielded a simple percentage agreement level of 93%,
which was considered reliable.

Retrospective Stimulated Recall

During the two days following task completion, I transcribed the
oral interaction data and then conducted a retrospective stimulated
recall session with each learner during which the learners were asked
what linguistic features they noticed, why they acted in certain ways,
and what their perceptions were while engaging in the task. Participants
listened to the audio recordings of their oral interaction as I asked ques-
tions about specific language exchanges and about their perceptions.
Participants were also encouraged to ask me to stop the recording at any
time and comment on whatever they noticed in the conversation (for a
methodological discussion, see Ericsson & Simon, 1984; Gass & Mackey,
2000; Mackey, 2002). The stimulated recall sessions were conducted in
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Table 2. Coding categories for interactional moves
in language-related episodes

Triggers

e Trigger stemming from incomprehensibility
¢ Trigger stemming from inaccuracy

Feedback

¢ Elicitation
e (larification request
e Confirmation request without modification of trigger
* Nonverbal signal
e Reformulation
* Recast
e Confirmation request with modification of trigger

Responses

e Modified output
e Modification of trigger with incorporation of feedback

e Modification of trigger without incorporation of feed-
back

e Nonmodified output
* Repetition of trigger
e Acknowledgement
¢ Topic continuation
¢ Inability to respond
* Feedback ignored

Japanese and lasted approximately one hour for each participant. (The
retrospection data was translated by the author, and original excerpts in
Japanese from sessions are shown in the Appendix.)

Results and Discussion

Negotiation of Form in Conversational Interaction

To answer the first research question, which asked how learners and
NSs react to grammatically inaccurate utterances, the proportions of trig-
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gers stemming from inaccurate utterances relative to the total number
of grammatically inaccurate utterances were compared. This analysis
investigates (a) how often learners had opportunities to repair gram-
matical errors by engaging in language-related episodes, and (b) the
proportional differences of these opportunities depending on the type of
dyad. As shown in Table 3, when learners interacted with other learners,
they made 55 grammatical errors of which 17 (31%) generated language-
related episodes. The remaining 69% were coded as abandonment and
thus remained errors. A similar result was obtained in learner-NS dyads
where they made 56 grammatical errors and 18 (32%) of these generated
language-related episodes. These differences were not statistically sig-
nificant.

Table 3. Opportunities to repair grammatical errors across dyad types

Learner-NS dyads Learner-learner dyads
n % n %o
Triggers 18 32 17 31
Abandonment 38 68 38 69
Total (GI) 56 100 55 100

Note. GI=Grammatically inaccurate but comprehensible utterance

The previous research has found that learners are not always able to
reach grammatical accuracy when they try to solve a linguistic problem,
simply because they do not yet have correct forms in their interlanguage
(Gass & Varonis, 1989). While the same phenomenon was observed in the
present study, a new finding was that this was the case not only in learner-
learner dyads but also in learner-NS dyads. Although the present study
did not investigate whether or not the outcomes of the language-related
episodes were successful, it revealed by statistically comparing the two
types of dyads, that the probability of reaching grammatical accuracy when
learners make errors is proportionally the same in both types of dyads.

Concerning the question of whether or not second or foreign language
learners negotiate for form in a conversational interaction environment,
the analysis showed that negotiation of form was not observed either
in the learner-learner dyads or in the learner-NS dyads (see Van den
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Branden, 1997). Here, I would like to clarify the context of the present
study because I believe learning behaviors significantly vary depending
on contexts. Therefore, for several reasons, I do not mean to generalize the
findings to other contexts. First, unlike classroom studies (e.g., Ellis et al.,
2001; Lyster & Ranta, 1997), the NSs were not trained teachers and the re-
search was not conducted in a classroom setting. Second, the participants
were not instructed to do anything specific other than to work together
to complete the task; therefore, interaction was totally conversational
(cf. Muranoi, 2000, 2001). Finally, the information gap task in the present
study was not intended to elicit any particular forms (cf. McDonough
and Mackey, 2000).

As shown in Table 4, from the learners’ perspective in learner-NS
dyads, most of the feedback provided by NSs following grammatic-
ally inaccurate utterances was reformulation that provided correct forms
(91%). Therefore, it is likely that these reformulation moves, which mostly
consisted of recasts, were too ambiguous for learners to be stimulated to
notice a gap between what they produced and what they heard. In addi-
tion, NSs’ feedback was not intended to push learners to correct the error,
so there were many instances where learners did not have an opportunity
to react to the reformulation feedback; many reformulation moves were
embedded in sentences which required other types of responses such as a
topic continuation rather than modified output (see Nicholas, Lightbown,
& Spada, 2001). This was also the case in learner-learner dyads. Although
learners gave feedback following grammatically inaccurate utterances,
all of the instances were reformulation moves (100%; see Table 4).

The stimulated recall sessions revealed that the learners’ feedback
following grammatically inaccurate utterances was not intended as cor-
rective feedback. Even in exchanges such as excerpt 1, in which Mariko
seems to be recasting very intentionally, she reported that she was simply
confirming the message by recasting Aya’s erroneous utterances.

Excerpt 1

Aya: E picture, people is... people is... [laid]
Mariko: Riding?

Aya: Riding bus.

Mariko: Riding on the bus?

Reflecting on this exchange, Mariko said, “I was just confirming because
Aya looked like she was not sure. I never meant to correct her errors. I was
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Table 4. Feedback types following inaccurate utterances

Learner NS
Feedback types n % n %
Elicitation
Clarification request 0 0 0 0

Confirmation request without modifi-
cation of trigger

Nonverbal signal 0 0 0 0
Reformulation

Confirmation request with modifica-
tion of trigger

Recast 16 94 32 75

Total 17 100 43 100

simply confirming the message whenever I repeated her” (Retrospection
excerpt 1; see Appendix for the original Japanese).

Interestingly, however, there was one instance where a learner told
me that he recast intentionally (Excerpt 2). Shigeo told me that he noticed
his partner’s grammatical error and gave him the corrected version to let
him know.

Excerpt 2

Daisuke: FIF!F! No, sorry!!! Two bus... there is two bus.
Shigeo: Two bus? Two buses. Two bus...two buses...two buses.
Daisuke: Yes. Ah... perhaps.

In the stimulated recall session, Shigeo told me that, “I heard that Daisuke
said ‘two bus,” and then I thought that was not right. I said “two buses’
because I wanted to let him know that he needed to pluralize it” (Retro-
spection excerpt 2). Although this was the only instance where a partici-
pant told me that his corrective feedback was intentional, it is particularly
interesting in light of the question of whether or not learners negotiate for
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form in conversational interaction. It seems that his intention was to at-
tempt negotiation of form because his feedback was not aimed at achiev-
ing mutual understanding; rather it was an extra sequence to talk about
a specific form with his partner although it did not generate negotiation
of form.

I would like to claim that language learners are capable of negotiating
for form depending on the situation. Specifically, to prompt negotiation
of form in conversational interaction, three approaches seem effective.
First, using tasks that encourage learners to talk about specific linguistic
forms is helpful (e.g., Swain & Lapkin, 1998, 2002). Second, giving learn-
ers specific instructions before they engage in a conversation task might
be effective to encourage them to negotiate for form (Swain, Brooks, &
Tocalli-Beller, 2002). Lastly, as I have discussed above, interacting with
trained language teachers who are aware of the effectiveness of elicitation
is helpful for learners to notice the gap and modify their inaccurate utter-
ances (see studies on form-focused instruction, for example, Doughty &
Varela, 1998; Lightbown; 1998; Lyster, 2004; Muranoi 2000; 2001; Spada &
Lightbown, 1993).

Noticing and Modified Output

The second research question was whether learners modify their
grammatically inaccurate utterances. To investigate this, first, the pro-
portions of modified output across dyad types that initially followed in-
accurate utterances were examined (see Table 5). Learners modified their
erroneous utterances at the rate of 21% in learner-NS dyads and 24% in
learner-learner dyads, a difference that was not significant. This indicates
that learners tried to repair errors at a similar rate in both learner-learner
dyads and in learner-NS dyads. Considering a lapsed modification as
a learner’s modification move generated by feedback, another analysis
was performed: lapsed modifications of the trigger with incorporation
of the feedback were compared to nonmodified output. This analysis re-
vealed that learners” modifications responding to feedback in later turns
corresponded to nonmodified output in the initial turns. In learner-NS
dyads, of the 34 nonmodified output cases, learners incorporated the
feedback in later turns 5 times. When they interacted with each other, of
the 13 instances of nonmodified output, 10 turned into modifications in
later turns. Although, due to small cell sizes, the proportions of modified
output in the two types of dyads were not statistically different, it seems
that learners did better in learner-learner dyads in terms of incorporating
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feedback that followed grammatical errors. Learners repaired 14 errors
out of 17 (82%) in learner-learner dyads and only 14 out of 43 (33%) in
learner-NS dyads (Table 5). Apparently, learners remembered the re-
formulated versions of their errors that were embedded in their learner
partners’” implicit feedback until later turns where they could incorporate
them.

Table 5. Modified output following feedback on grammatical errors
across dyad types

Learner-NS dyads ~ Learner-learner dyads

n % n o
Modified output 9 21 4 24
Nonmodified output 34 79 13 76

{ added modifications in later turns

Modified output 14 33 14 82
Nonmodified output 29 67 3 18
Total 43 100 17 100

The retrospection data provide further support for this finding. The
participants reported that they were more careful in terms of grammat-
ical accuracy when they were interacting with their learner partner. They
explained this phenomenon in terms of their perception that NSs were
more able to understand their “poor” English than their learner partner
(Sato & Lyster, 2007). In other words, learners thought they had to work
harder to convey messages in learner-learner dyads. At the same time,
many of the participants told me that they were able to listen to both their
partner’s utterances and their own utterances when they were interacting
with their learner partner; thus they noticed grammatical features more
in learner-learner dyads. It seems that these findings support two com-
pletely opposite claims regarding the effectiveness of recasts. On the one
hand, as Lyster (2004) found, learners in the present study could not react
by modifying their inaccurate utterances in response to implicit feedback
provided by NSs. At the same time, as Ohta (1999) discovered, recasts
provided by other learners were salient enough for learners to notice and
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successfully modify their output (see comparative studies, for instance,
Lyster & Mori, 2006; Sheen, 2004). The present study demonstrated that
these differences in learners’ interactional moves were determined by
whom they interacted with. They were able to react to recasts more in
peer interaction than in learner-NS interaction.

Most of the studies on interaction have excluded self-initiated modi-
fied output from their discourse analysis (for instance Ellis et al., 2001;
Lyster & Ranta, 1997). Following Shehadeh’s (1999, 2001, 2003) studies,
the present study looked at this move from the perspective of “compre-
hensible modified output,” wherein learners could reprocess and recon-
struct their interlanguage by testing their linguistic hypotheses (Swain &
Lapkin, 1995). However, whereas Shehadeh’s definition of self-initiated
moves includes attempts, as the word “attempt” indicates, that may end
up failing to repair the error, repeating the error, or successfully modify-
ing output, only successful repairs were investigated in the present study.
This was because it seemed methodologically difficult to differentiate a
learner’s self-initiated lexical, syntactic, and semantic modifications from
modifications that a NS would also employ as a natural discoursal move.
Consequently, all instances of successful self-initiated modified output in
the present study were phonological or morphosyntactic modifications,
as illustrated in excerpt 3.

Excerpt 3
Daisuke: And in my picture E, the police car doesn’t come, hasn’t
come.

The most striking difference between Shehadeh’s definition and the
way I operationalized this interactional move was that for him a self-
initiated attempt may generate negotiation after the attempt, whereas in
the present study, if an attempt generated negotiation it was coded as a
trigger. Thus, I looked at self-initiated modified output which achieved
message comprehensibility or accuracy on its own.

As shown in Table 6, the difference between the two types of dyads in the
amount of successful self-initiated modified output was significant. In learn-
er-NS dyads, learners modified their output without receiving feedback 24
times, whereas they employed this move 53 times in learner-learner dyads.
Thus, learners successfully modified their inaccurate utterances without
feedback by themselves significantly more when they worked together.
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Table 6. Comparison of amounts of successful self-initiated modified
output and repetition

Learner-NS dyads Learner-learner dyads
n n
SMO 24* 53*
Repetition 94* 11*

Note. SMO= Successful self-initiated modified output *p < .05

In the present study, successful self-initiated modified output was
identified when learners noticed the gap in what they had just produced
and repaired the problem on their own. This was because I was par-
ticularly interested in language learners who already possess adequate
linguistic knowledge, at least in terms of reading and writing skills, and
how, depending on their conversational partner, they differentially use
the declarative knowledge they had gained by remembering explicit rules
such as grammatical forms. Analysing the retrospection data revealed
that this move was related more to their interpersonal process of lan-
guage production than to the sort of linguistic exchange they engaged in
interpersonally. At the same time, it was found that what constructed or
constrained their intrapersonal moves was whom they interacted with. In
this sense, “noticing the gap” in the present study does not fit with either
Swain’s (1995) or Schmidt and Frota’s (1986) definitions. Swain’s gap is
the one that language learners find between what they can say and what
they want to say. For Schmidt and Frota, language learners notice the gap
when they hear a linguistic form embedded in comprehensible input that
differs from what they have just produced. In the present study, learn-
ers already had sufficient knowledge of vocabulary and how the English
grammar system works. What they struggled with was to access their
declarative knowledge and to process it quickly to produce oral output.
Thus, the gap in this case seems to exist more between what they know
and what they can actually retrieve.

In excerpt 4, Shigeo notices his inaccurate utterance by himself and
modifies it without receiving feedback.
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Excerpt 4
Shigeo: Ah..., next to the park, two boy, two child, two children is
playing.

Reflecting on this utterance, Shigeo reported, “I was like wait! This should
be plural! But now I know I should have said ‘children are”” (Retrospection
excerpt 3). This is a typical psychological process that learners went
through. Many participants gave me similar reflections when I asked them
about the utterances where successful self-initiated modified output was
identified. In the present study, it was revealed that interacting with the
learner partner provided them with a better context within which they
could notice this gap and act upon it. As Swain (1998) raises the import-
ance of the hypothesis testing procedure to internalize new structures and
forms, this finding seems important because the nature of self-initiation in
general and self-initiated modified output in particular is a representation
of alanguage learner’s attempt to develop their interlanguage.

Social Relationship and Interactional Moves

The present study investigated not only learners’ quantifiable utter-
ances but also how their perceptions of their partners tend to influence
their interactional moves, which was the third research question. In the
retrospective stimulated recall sessions, the learners reported the follow-
ing perceptions:

1, They felt less pressure when they interacted with other

learners.

2. They felt that they had more time in learner-learner dyads
to plan what they were going to say.

3. They felt they were able to notice grammatical features
more in learner-learner dyads than in learner-NS dyads.

4. They believed that their NS partners were capable of guess-
ing the meanings of their utterances.

5. They felt much more comfortable communicating with
their learner partner when they engaged in the task.

The relationship between their perceptions about their interlocutors
and their interactional moves can be found in the analysis of repetitions.
In the present study, cases where a learner repeated part of their partner’s
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utterance without rising intonation were coded as repetition. In fact, none
of the repetitions without rising intonation generated language-related
episodes; therefore, they did not function as elicitative or reformulating
interactional feedback (see Excerpt 5).

Excerpt 5

NS: And there are two men,

Taka: two men.

NS: standing next to the tow truck. OK. But there is another bus.
Taka: another bus.

Interestingly however, in the stimulated recall sessions, the participants
reported that they repeated part of their partner’s utterances to confirm
the meaning. The argument here is that learners did not use rising into-
nation even when they wanted to confirm the message. Thus, they lost
many opportunities to generate negotiation because of these ambiguous
repetitions, which were found to be substantially more frequent in learn-
er-NS dyads. As shown in Table 6, analysis of the repetitions revealed
that learners used this move significantly more in learner-NS dyads than
in learner-learner dyads. In learner-learner dyads, 11 repetitions of parts
of their partner’s utterances were observed whereas in learner-NS dyads
94 instances were found.

Another reason they gave me for repetitions is related to a sociocultur-
al issue. They told me that they were repeating to show that they were
listening to their NS partner. In retrospection excerpt 4, Shigeo says he
was repeating his native-speaking partner because he thinks being silent
would have made him appear rude:

Retrospection excerpt 4

I was repeating because I wanted to make sure that I understood
my partner correctly. That’s the first reason. Also, I was repeating
because I wanted to let my partner know that I was listening to
him. This is why I was repeating the last words quite often even
when I was pretty sure that I understood him correctly. Besides, I
think it’s rude to be quiet all the time during the conversation.

This retrospection data seems to support Wong-Fillmore’s (1979) claim
that language learners often feign understanding rather than indicating
a communication problem to maintain rapport with their partner, espe-
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cially with a partner who is a NS of the target language. That learners in
the present study did not use rising intonation even when they wanted to
confirm the message indicates in a sense that they were feigning under-
standing. It is interesting that this phenomenon was frequently observed
in the present study, where the learners, unlike those in Wong-Fillmore’s
study, were not immigrant children wanting to blend into a new social
environment. It also seems that the participants in the present study were
aware of a well-known problem of Japanese learners of English, which
is foreign language anxiety. Much research on the relationship between
language anxiety and oral production has reported that Japanese EFL
students are especially quiet in the classroom and, consequently, they lose
opportunities to improve their speaking ability (Kess, 1996; Pite, 1996).

In addition, it was found that the perceptions summarized above also
affected the other interaction patterns (for detailed analyses and discus-
sion, see Sato & Lyster, 2007). It was found that NSs played a dominant
role throughout the task even though a two-way information exchange
task was employed to avoid dominant/passive relationships. This was
primarily because NSs’ feedback, which mostly consisted of reformula-
tion moves, tended to let learners either acknowledge the feedback or
simply continue the conversation until NSs obtained the information
they were seeking to complete the task. In contrast, when learners inter-
acted with each other, they succeeded in creating a forum for working
collaboratively together to complete the task. In response to each other’s
feedback, learners tried to make their output more comprehensible by
generating alternatives, assessing alternatives, and applying the resulting
knowledge (Foster & Ohta, 2005; Swain & Lapkin, 1998).

Conclusion and Classroom Implications

The present study investigated how Japanese EFL learners, who gen-
erally have a form-focused orientation, interact differently depending on
their conversation partner during a communicative task. The results re-
vealed that negotiation of form is highly unlikely to occur in this specific
context, especially in learner-NS interaction. At the same time, the intro-
spection data revealed that learners became more analytic when they talk
to other learners in the sense that they were more capable of modifying
their erroneous utterances through language-related episodes. It was
also revealed that they were more careful to speak accurately in learner-
learner dyads. Interestingly, this perception led them to modify their
erroneous utterances more. In addition, learners successfully modified
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their erroneous utterances without the provision of feedback more when
they interacted with other learners than when they interacted with NSs.

Based on these findings, I recommend that peer interaction with
specific instructions be integrated into classroom activities as an import-
ant source of learning, especially for improving speaking ability. It seems
feasible and effective to teach students how to give feedback to each other.
This is not to say that interacting with NSs of the target language is not
valuable. However, it seems problematic that communicative language
teaching, which upholds a glorified perspective of NSs and yet does not
lend importance to teachers’ didactic feedback, is seen by many as the
most effective pedagogy. In many EFL contexts, especially in Asian coun-
tries, NSs are generally considered as the most important resource for
language learning in classrooms. Taking into consideration that trained
language teachers actually provide learners with opportunities to modify
their erroneous utterances (Lyster & Ranta, 1997), it seems significant to
distinguish NSs and trained language teachers; therefore, trained lan-
guage teachers including nonnative-speaking teachers are necessary in
EFL classrooms.

Masatoshi Sato is an instructor of EFL in the Human International Uni-
versities and Colleges Consortium in Japan and a graduate of McGill
University. His research interests include second language acquisition,
interaction, and the procedualization of grammatical knowledge, espe-
cially with EFL learners.
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Appendix

Original retrospection excerpts from stimulated recall sessions

Retrospection excerpt 1
FEMEBELTRETTY ., 7V BRANKSTLoENo7ns, TV BRADH
BEWZETOHDIRIETNTT L ERL TAHZITTY,

Retrospection excerpt 2
YA AT BN two bus” > TNINE, BNBWEIUIEEIEZA>TEST, “two
buses” > TEWE Lz, ZAUIEKPTLIZ4,

Retrospection excerpt 3
B IEBIE | ST, TOAMITIE, T children are T k42,

Retrospection excerpt 4

MFOHEZRVIRL TDIE, £TI1IHRDIZ0. ZNERIT, HIBTZOVDA
ELTHIEENMDET IO TIEZRT DI, MEWMN T THREDHEZRD
Y ZEFRLDOELIZA, o THELTHOBHELTL L,



Mastering the English formula: Fluency
development of Japanese learners in a
study abroad context

David Wood
Carleton University

A common perception in English language education in Japan is that studying
English abroad is the way to improve speech proficiency. An important element
of speech proficiency is fluency, commonly measured by temporal variables of
speech such as speed, pauses, and length of runs of speech. Evidence exists that
the use of formulaic sequences, strings, and frames of words with specialized func-
tions, mentally stored and retrieved as single words, is key to fluency. The present
study is an examination of the spontaneous speech of four Japanese learners in a
study abroad context in Canada. The participants’ narrative retells were analyzed
over six months for increased fluency and use of formulaic sequences. The results
show that the participants did increase their level of fluency, and that formulaic
sequences played an important part in that development. This has implications
for English language programs in Japan and other EFL contexts.

M CHFRZFE T HIEICIDRFEORFE N LT 2, LWSBEXTHADIFEREF D
BB THDHENSTEN RFENTHBT 2 EELRERO DRI E (fluency) TH D, it
S, R—X | FEREO RS, FREOR ML RICIDIESND, INETHD
NWFFEIC LD, ERIEKIH (formulaic sequences) —#INT U7z 3B U TRl 1l F 9 %1
RSN DR EDHAEZ B O/ BV REILPHFEOEREFD—Z MO LR S ZH T /20 D%t
ERRBIENTISNITIEoTND, AP, 18 THREEZZER 4 NOAAR NEEH DR
N BRLUIZBDTH D, FEEIYHRLZHNE, TNEHASOFETHESTLIEITLD
TF=& U, W 6 r ARMICE Sz, F—2 G S S E MEBH A O RICONTH
Hrlrzo T ORGSR HEMTEE FLRG SN L, SSITEMERBOM N Z O FEICEE D
BENERIZ LI EZRLTNDIENISNITIRoTc, ZORERICHE D EHERRE L TOHRGE
HHICSESE R EIT o7,
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that spending time abroad in an English-speaking milieu can in-

crease proficiency in spoken English. This notion persists in Japan,
as evidenced by changes to English education guidelines in the national
curriculum, increased attention to English education at the tertiary level,
and the proliferation of conversation schools. Indeed, many colleges and
universities offer study abroad programs in English-speaking countries,
and there has been increasing attention to the perceived need for inter-
nationalization as a result of the forces of globalization and international
interdependence. The Ministry of Education, Culture, Sports, Science
and Technology (MEXT) states that “English abilities are important in
terms of linking our country with the rest of the world, obtaining the
world’s understanding and trust, enhancing our international presence
and furthering our nation” (MEXT, 2003, p. 1). MEXT has implemented a
strategic plan which includes provisions for overseas training of teachers
and an annual target of 10,000 high school students studying abroad in
English (pp. 7-8).

The expected benefits of study abroad often relate to greater facility
with spoken language, increased speed, and ease of communication in
English—in short, increased fluency. Some research has investigated
whether or how fluency gain occurs in study abroad contexts, notably
influential studies by Freed (1995), Riggenbach (1991), and Segalowitz
and Freed (2004). However, little work has been done with Japanese first
language (L1) participants. As well, very few attempts have been made
to examine the fluency-enhancing role of formulaic sequences, that is,
fixed strings and frames of words such as collocations, idioms, and ex-
pressions. The present study is an examination of the development of
second language (L2) speech fluency in English of Japanese L1 learners
studying abroad in Canada. The study was undertaken to determine the
role of formulaic sequences in L2 fluency development in a study abroad
context. The spontaneous speech production of four Japanese learners of
English as a second language (ESL) was analyzed for fluency gain and for
evidence of how the use of formulaic sequences may have contributed to
the fluency gains.

I t is widely believed in English-as-a-foreign-language (EFL) contexts

Fluency

Fluency is generally studied as a function of temporal variables of
speech. Beginning with Goldman-Eisler (1967, 1972), and with the evolu-
tion of speech recording and analysis technology, there has been broad
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agreement on the temporal variables linked to fluency: rate or speed of
speech, pause phenomena, and length of runs between pauses.

Rate of speech, measured as syllables uttered per minute or second,
tends to increase over time along with other measures of fluency or to
correlate with judges’ perceptions of fluency (Freed, 1995; Riggenbach,
1991; Towell, 1987; Towell, Hawkins & Bazergui, 1996).

Research has shown that pause phenomena are key markers of fluen-
cy. Pause times are longer in L2 than in L1 speech (Lennon, 1984; Mohle,
1984), and pause times in L2 speech reduce over time (Freed, 1995; Len-
non, 1990a; Riggenbach, 1991). Studies of pause location in L1 compared
to L2 speech (Dechert, 1980; Deschamps, 1980; Lennon, 1984), along with
research correlating pause location with judgements of fluency (Freed,
1995; Riggenbach 1991; Segalowitz & Freed, 2004) have shown that fluent
speakers tend to pause at clause junctures or between nonintegral parts
of a clause, rather than within clauses. This is likely due to the cognitive
processing loads required by fluent speech; producing whole clauses in
formulaic form, directly from long-term memory, could bypass the la-
borious process of controlled processing of utterances. In other words,
rather than assembling speech from lexis and grammar, fluent speech
may be largely produced by linking formulaic sequences and creative
construction efficiently.

It has been shown that longer runs of speech between pauses are a key
indicator of fluency (Freed, 1995; Lennon, 1990b; Mohle, 1984; Raupach,
1980). This may indicate that fluent speech involves the use of a large
repertoire of formulaic sequences to aid in balancing skills, attention, and
planning during spontaneous speech.

There is evidence that study abroad facilitates fluency. Riggenbach
(1991) found that temporal variables in the speech of Chinese EFL learners
correlated with native speaker judgments. Freed (1995) found that tem-
poral aspects of fluency showed stronger improvement for term-abroad
French L2 learners compared to a control group. Segalowitz and Freed
(2004) found that study abroad students of Spanish L2 made greater gains
in temporal aspects of speech fluency but that language contact, initial
proficiency, and cognitive abilities played vital roles as well. Collentine
(2004) found that study abroad in Spanish L2 may facilitate the ability
to tell extended narratives and produce semantically dense language.
Increased use of formulaic sequences may have played a part in the im-
proved narratives and semantic density of the study abroad group.
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Formulaic Sequences

In 1983 Pawley and Syder noted that the purportedly infinite lexical
and grammatical potential of language is not generally used, and we most
often use standard phrases such as How are you? rather than more crea-
tive grammatically plausible options such as What is your current state of
well being? They found it unlikely that speech is based on rule-governed
formation of utterances from lexis through syntax, morphology, and pho-
nology, given the limitations of human memory and attention.

Formulaic sequences are commonly defined as multiword units of
language which, partly to maintain spontaneous speech in real-time com-
munication, are stored in and retrieved from long-term memory as if they
were single lexical units (Nattinger & DeCarrico, 1992; Pawley & Syder,
1983; Read & Nation, 2004; Weinert, 1995; Wray & Perkins, 2000). They have
observable characteristics in speech: they have phonological coherence;
they may be longer and more complex than other output; they can be fixed
in form and used for specific situational purposes (Coulmas, 1979; Wray,
2002). Phraseologists have noted a broad range of formulaic sequences,
including phrasal verbs, prepositional phrases, and more (Mel’cuk, 1998),
and Altenberg (1998, p. 121) remarks that “what is perhaps the most strik-
ing impression that emerges...is the pervasive and varied character of
conventionalized language in spoken discourse...from entire utterances
operating at discourse level to smaller units acting as single words and
phrases.” Wray states that when identifying formulaic sequences in speech
“it may simply be that identification cannot be based on a single criterion,
but rather needs to draw on a suite of features” (2002, p. 43).

According to Wray and Perkins (2000), formulaic sequences are not
composed semantically, but are holistic, like idioms and metaphors. They
are also syntactically irregular in two aspects. Firstly, they cannot be syn-
tactically manipulated; for example, there is no acceptable plural form of
beat around the bush or passive form of face the music, nor is it possible to
say you slept a wink or feeding you up. Secondly, in formulaic language syn-
tactic rules are often broken, such as sequences with an intransitive verb
+ direct object, for example go whole hog, or other sequences which defy
syntactic rules such as by and large. Nattinger and DeCarrico (1992, pp.
37-38) identified two large categories of lexical phrases: a) a pragmatic-
ally specialized subset of formulaic sequences—strings of specific lexical
items, which may be grammatically standard; and b) generalized frames,
which are category symbols and specific lexical items. Both categories
may vary as to length, grammatical status, canonical or noncanonical
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shape, variability or fixedness, and whether there is a continuous, un-
broken string of words or discontinuous, allowing lexical insertions.

Research in adult L2 acquisition has uncovered a role for formulaic se-
quences. Yorio (1980) found that adult learners used formulaic language
to minimize effort and attention in communication. Bolander (1989), in
a study of adult acquisition of Swedish, found that formulaic sequences
contributed to ease and economy in learning and use. The learners used
prefabricated language units containing target language structures well
in advance of demonstrating that they had actually acquired the struc-
tures themselves. Bygate (1988), studying classroom EFL acquisition,
found a wide range of pragmatic uses of formulas, including repetition,
questioning, agreeing, confirming, clarification, and focusing attention.
Ellis (1996) claims that much language acquisition involves memorized
sequences and that repetition and rehearsal permit the development of
long-term sequence information. This allows chunking of working mem-
ory contents to these established patterns, leading to fluent language
use, freeing attentional resources for dealing with conceptualizing and
meaning.

Arole for formulaic sequences in fluent L2 speech has been indicated.
Raupach (1984), in a study of an adult learner of French, found that for-
mulaic sequences may express complete functions and operate as com-
plete clauses, allowing the speaker time and attention to plan the next
utterance. Dechert (1980) observed that the most fluent German students
retelling a story in English L2 appeared to establish “islands of reliability”
of ideas and language, around which they constructed a narrative.

Formulaic sequences serve vital functions in speech. Wray (2002, p.
97) sees them as aiding in controlling the nature and flow of information,
allowing time for a continuing flow of speech to occur while the conscious
mind is focused elsewhere in the communication process. Wray also notes
that formulaic sequences have the function of shortening the processing
route of speech by bypassing the need for assembly of components or
use of short-term memory. They also help to mark the organization of
spoken discourse. Moon (1998) notes that formulaic sequences exhibit a
great deal of flexibility and are often genre specific.

Method

The present study was undertaken using a longitudinal, repeated
measures design. Speech samples were collected on tape from partici-
pants at regular intervals six times over the course of a six-month period
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and analyzed for changes in temporal variables and learners’ use of for-
mulaic sequences.

Participants

The participants were four Japanese L1 students enrolled full-time
in an intensive ESL program at a university in Canada. They were all
in their early 20s; two were female, Yuka and Natsuko, and two were
male, Isamu and Jun (all pseudonyms). All were at approximately an
intermediate level of oral proficiency as measured by the intensive ESL
program placement test given at the start of the term. The oral subtest
was an unstructured interview with a teacher, eliciting mainly narrative
talk, and scored holistically based on the levels in the program. The ESL
program provided 24 hours of language instruction per week, six of
which focused on spoken language, although without specific training in
fluency. The participants also lived in homestay situations with Canadian
families, which provided a naturalistic acquisition environment with rich
and sustained opportunities for English input and communication out-
side of the ESL classrooms. All had been enrolled for at least one 12-week
term prior to the study and remained in the program for two subsequent
terms, meaning that they continued to receive the same rate of instruction
over the six months.

Samples

Speech samples were recorded once a month over the six months of
the study, with three silent animated films used as prompts. Each of the
three films had only two characters; all had equally complex settings,
and eight major plot movements. The film prompts were staggered at
three-month intervals, with Film 1 used for the first and fourth samples,
Film 2 used for the second and fifth samples, and Film 3 used for samples
three and six.

e Film 1, Neighbours (McLaren, 1952, 8:00 minutes), tells the story of
two neighbours living peacefully until a flower appears between
them and they become possessive. After a period of escalating
violence, they kill each other and lie in side-by-side graves, two
flowers like the originals marking the graves.

e Film 2, Strings (Tilby, 1991, 10:00 minutes), tells the story of a
woman and a man who enter their flats after taking the same
elevator. The woman has a bath while the man downstairs prepares
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food. She sees people arrive at the man’s place and hears them play
music while water is trickling from the bath down into the man’s
apartment. He goes upstairs to see about repairing the leak, but the
chandelier in his apartment breaks from the plaster and crashes.
The musicians leave, the man returns home to play the violin alone,
while the woman resumes her bath.

e Film 3, The Cat Came Back (Barker, 1988, 7 minutes 37 seconds), tells
the story of a man tortured by a stray cat which appears at his door.
He makes repeated fruitless attempts to get rid of the cat, finally
attempting to blow it up with dynamite, inadvertently killing
himself. His corpse falls after exploding, landing on the cat, which
dies in turn. The soul of the man flies to heaven screaming as the
nine souls of the cat follow him into eternity.

Procedures

The participants viewed each complete film once without pause for
each sample. The content of the films was not introduced and no language
help was provided nor did participants take notes. They did not write a
script for their retellings and did not stop, pause, or rewind the tapes.

The samples were transcribed and SpeechStation2 speech analysis
spectrograms (1997) were used to measure pauses with the lower cutoff
point at .3 seconds. The tradition in fluency research has been to use .25
to .3 seconds as a lower end cutoff (Towell et al., 1996, p. 91); anything
less is easily confused in a spectrogram with other speech phenomena
such as the stop phase of a plosive sound, and anything longer can omit
significant pause phenomena.

Variables Measured
Five temporal variables of speech were analyzed for each segment:

e Speech Rate (SR): Syllables uttered per minute, or the actual
number of syllables uttered, divided by the total speech time in
seconds. This is a gross measure of speed of speech production.

e Articulation Rate (AR): Syllables uttered per minute excluding
pause time. This is a measure of speed of actual phonological
production.

e Nonphonation/Time Ratio (NTR): The percentage of total speech
time spent pausing. This is the total pause time for each speech
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sample calculated as a percent of the total speech time. It indicates
the amount of hesitation relative to actual speaking time, a com-
bined measure of pause frequency and duration.

e Mean Length of Runs (MLR): The length of runs of speech pro-
duced between pauses, measured as the mean number of syllables
uttered between pauses.

e Formula/Run Ratio (FRR): The ratio between the length of runs
and the number of formulaic sequences in a sample. It is calculated
as the number of runs in a speech sample divided by the number of
formulaic sequences.

Exemplars

The recorded speech samples for each participant for the first and sec-
ond viewing of each film were compared to see whether formulas helped
to produce longer runs and fewer hesitations or clusters of dysfluncies
in the second viewing compared to the earlier one after a three-month
interval. Freed (1995, p. 131) defines clusters of dysfluencies as “the
presence of two or more interruptions to the flow of speech.” Exemplars
were sought of situations in which the same element of the narrative was
expressed disfluently at the first viewing and more fluently with the help
of formulaic sequences at the second.

Judgment of Formulaic Sequences

Identifying formulaic sequences in the data was a central concern in
this study. Corpus analysis computer software is one possible method,
but reliance on frequency counts makes it difficult to determine the dis-
tribution of some types of formulaic sequences. For the present study,
frequency alone cannot suffice as a criterion for identifying formulaic
sequences, given the type of speech elicited. The relatively small number
of samples from each participant means that some formulas may be used
only once or idiosyncratically. Native speaker judgment was used to
identify formulaic sequences. Some researchers such as Wray (2002, p. 23)
identify some limitations of this method, such as that it may need to be
used with small data sets, judgment fatigue over time may cause incon-
sistency, judges’ decisions may vary, or it relies too much on application
of intuition. These issues were addressed in the judgment procedure in
the present study. With only four participants, the corpus is small, con-
sisting of roughly 8,000 words. Inconsistency or variation among judges
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was addressed by using three judges who were graduate students in
applied linguistics who had read the key literature on characteristics of
formulaic sequences, and by having a benchmark judging session at the
outset, after which individual judges privately continued listening to the
recordings and reading transcripts to make judgment decisions at their
own pace.

No particular criterion or combination of criteria were deemed as es-
sential for a word combination to be marked as formulaic; instead five
overarching criteria were applied in deciding whether a sequence was a
formula:

1. Phonological coherence and reduction: In speech production formulaic
sequences may be uttered with phonological coherence (Coulmas,
1979; Wray, 2002), with no internal pausing and a continuous
intonation contour. Phonological reduction may be present, such as
phonological fusion, reduction of syllables, and deletion of schwa,
all common features of the highest-frequency phrases in English,
but much less in low-frequency or more constructed utterances,
according to Bybee (2002). Phonological reduction can be taken as
evidence that “much of the production of fluent speech proceeds by
selecting prefabricated sequences of words” (Bybee, 2002, p. 217).

2. The taxonomy used by Nattinger and DeCarrico (1992): This includes
syntactic strings such as NP+Aux+VP, collocations such as curry
favor, and lexical phrases such as how do you do? that have pragmatic
functions (p. 36). This taxonomy is not necessarily always applica-
ble; it was used as a guide to possible formulaicity. For example,
if a sequence matched other criteria and fit into a category in this
taxonomy, it might be marked as formulaic.

3. Greater length/complexity than other output: Examples would include
using I would like... or I don’t understand, while never using would
or negatives using do in other contexts. Judges were able to see and
hear the entire output of a particular participant to help in applying
this criterion.

4. Semantic irregularity, as in idioms and metaphors: Wray and Perkins
(2000, p. 5) note that formulaic sequences are often composed holis-
tically, like idioms and metaphors, and not semantically. Examples
of this were apparent in the background literature for the judges,
and many formulas readily match this criterion.
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5. Syntactic irregularity: Formulaic sequences tend to be syntactically
irregular. This criterion was readily applied to some sequences, but
it was important to check syntactically irregular sequences against
other criteria on this list.

Features of the recorded speech such as speed and volume changes
were also used as guides.

If two or all three of the judges agreed a sequence was formulaic, it was
marked as such. Idiosyncratic or nonnative-like sequences were accepted
given that judging involved blending various criteria—it was agreed that
nonnative-like productions which met all or most of the criteria were
examples of several phenomena marginally relevant to the study. A se-
quence might have been stored and retrieved as a whole in misperceived
form, for example what’s happened instead of what happened or thanks god
instead of thank god. The communicative and cognitive stress of the retell
situation also might have caused this, as participants needed to recall
events while creating a running narrative thus causing articulatory slips
or gaps and inaccuracies in some components of the sequences. This im-
plies that a sequence could match the criteria and still be idiosyncratic,
misperceived, stored with errors, or misarticulated due to stress.

Formulaic sequences crossed a broad range, from idioms (love your
neighbour, that's it, instead of) to two-word verbs (throw away, come back, let
out, give up, fall down) to repeated prepositional and participial phrases
(living in the same house, taking a bath, started fighting, out of the house, at the
moment, in the middle).

Results

Whole Group Measures

The data for the whole group show a trend toward increased fluency
over the six months as measured by the four temporal variables of speech
rate (SR), articulation rate (AR), nonphonation/time ratio (NPR), and
mean length of runs (MLR). The pattern of development associated with
increased fluency would be higher SR, AR, and MLR, and reduced NPR;
as speed increases, runs become longer, and pause times reduced. As
well, the formula/run ratio (FRR) showed a strong increase of 23.3% over
the six months. Table 1 shows the whole group means for these measures.
The trend is by no means linear for any measure, and it seems that the film
prompt for samples 2 and 5, Strings, presented a challenge with results
on some measures that complicate the overall trends over the six months.
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However, participants dealt with these challenges in interesting ways,
as evidenced by the excerpts discussed below. In any case, the overall
picture in the temporal data indicates that fluency did in fact increase.

Table 1. Whole group fluency measures

Sample 1 2 3 4 5 6 % 1-6
SR 75.0 67.1 78.9 84.4 81.5 95.8 27.8%
AR 152 138.7 145.6 159.5 150.9 170 11.9%
NTR 50.2 50.8 45.2 46.7 46 43.8 -12.8%
MLR 33 3.0 34 3.8 34 41 22.8%
FRR .30 32 .31 .38 .30 37 23.3%

Note. SR = Speech rate; AR = Articulation rate; NTR = Non-phonation/time
ratio; MLR = Mean length of runs; FRR = Formula/run ratio; % 1 — 6 = Percent-
age change from sample 1 to sample 6.

It is important to note that the FRR measure of the ratio of formulaic
sequences to runs shows strong development over the six samples. This
can be taken as an indication that participants were indeed using more
formulaic sequences in producing the longer runs between pauses which
indicate fluency. For more information as to how this occurred, it is neces-
sary to examine the results of individual participants in greater detail.

Individual Participant Measures and Exemplars

The temporal measures and FRR scores by sample for each participant
are presented below, accompanied by a commentary on the changes in
performance over time. Also displayed for each participant are paired tran-
script excerpts for retellings of the same film narrative in which there is a
pattern of reduction of total pause time and increase in MLR facilitated by
the use of formulaic sequences. These paired excerpts are for performances
separated by a time interval of three months, whereas the temporal data
in the tables covers all six months of the study. In the excerpts, formulaic
sequences are marked in bold italic type and pauses are indicated in paren-
theses by their duration in seconds. Each short transcript is followed by an
indication of the total pause time, number of formulas used, MLR, and a
discussion of the differences between the first and second retellings.
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Temporal measures for each participant show similar trends, al-
though some participants showed stronger gains on some measures and
more nonlinear development. As noted above, in some cases the results
for samples 2 and 5, based on the film prompt Strings, distort the trends
somewhat, but are nevertheless included because of the value of the dis-
course in those samples.

At the outset Jun was at the highest level of fluency, followed in order
by Natsuko, Yuka, and Isamu. The individual results are discussed below
in this descending order.

Jun

Jun shows a complex profile on the five variables. His SR scores are
relatively steady over the six months, while his AR scores drop, especially
in samples two and five. The film prompt for those samples was Strings,
and he articulated more slowly while retelling that particular narrative.
His NTR scores, however, drop over time, especially in sample three, but
rise for sample four. In this case, the film prompt would not have had any
influence on the pause times. His MLR grows steadily over the samples,
dropping for sample two and staying level for sample five, which were
based on the film prompt Strings. His FRR increases modestly and again
we see the possible effect of the film Strings in his drop in FRR for samples
two and five. Overall, Jun may show a film prompt effect, which makes
his general fluency profile a weak fit with the goal of increased SR, AR,
MLR, and FRR, with reduced PTR.

Table 2. Jun: temporal measures

Sample 1 2 3 4 5 6 %1-6
SR 91.1 79.5 97.3 91.1 87.4 98.5 8.1%
AR 205 175 185.2 192.2 181.5 189.2 -7.7%
NTR 55.1 55.3 47.5 524 52 48.6 -11.8

MLR 41 3.6 41 4.3 4.3 5.1 24.4%
FRR .56 47 51 .58 47 .57 1.8%

Note. SR = Speech rate; AR = Articulation rate; NTR = Non-phonation/time
ratio; MLR = Mean length of runs; FRR = Formula/run ratio; % 1 - 6 = Percent-
age change from sample 1 to sample 6.
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It may be that Jun showed a reduction in AR because he articulated
more slowly to allow himself to plan ahead or retrieve formulas, concepts,
and creatively constructed language. He shows reduced pause time over
the course of the study but little increase in length of runs. It could be that
he used slower articulation instead of hesitation as a strategy to create an
illusion of fluency.

He stays on the topic of narrative retell and does not tend to use self-
talk formulas such as “I don’t know,” or “I think.” He does not show
evidence of avoiding difficult aspects of the narratives, except in the first
two samples, which are brief and cursory general descriptions of the
main thrust of the stories.

Samples 2 and 5: Strings-guests arrive and begin to play music

First Attempt
came (0.3) his house (1.4) to make music (2.5) and they played mu-
sic (0.7) with (1.1) guitar (0.4) violin contrabass
6.4 sec. total pause time - 2 formulas - MLR 3.0

Second Attempt
some people will come to his house / to play music (1.5) their in-
struments are also strings
1.5 sec. total pause time - 3 formulas - MLR 10.0

The second attempt deals more concisely with the content probably
because Jun avoids trying to recall the names of the particular instruments.
The first run is extended by linking two formulas.

Natsuko

Natsuko also shows a complex pattern of development. Her speed
scores, SR and AR, increase steadily and her mean length of runs also
increases somewhat. Her NTR scores fluctuate from sample to sample
showing a slight decrease overall. Her FRR declines over time, indicating
perhaps that any increases in her fluency profile were not due to use of
formulas, but to other factors such as automatization of syntax or strate-
gies for fluency which involve lexical devices or other language features.
Her MLR increase is modest and her NTR erratic, which would seem
to show that use of formulas does not account for the increase in speed
variables.



222 JALT JourNAL

Table 3. Natsuko: temporal measures

Sample 1 2 3 4 5 6 %1-6
SR 89 73.3 86.9 94.4 88.5 113.9 28%

AR 155.8 121.7 152.1 154.7 152.3 187.3 20.2%
NTR 423 39.3 43 39.7 42 39.1 -7.6%
MLR 3.74 3.1 4 3.6 3.6 41 10.8%
FRR .36 23 .33 31 27 .29 -19.4%

Note. SR = Speech rate; AR = Articulation rate; NTR = Non-phonation/time
ratio; MLR = Mean Iength of runs; FRR = Formula/run ratio; % 1 — 6 = Percent-
age change from sample 1 to sample 6.

It is noteworthy that Natsuko’s speech samples were usually the
longest and most detailed of the group and that she began the research
project at a relatively high level of fluency as measured by the tempo-
ral variables. By exploring details and trying to address some of the
complexities of the retell task directly, she may have overextended her
language and fluency ability. This would mean that she did not avoid
difficult parts of the narrative or events which might have been difficult
to express comfortably, leaving her to struggle, reformulate, and repair,
producing clusters of dysfluencies. Furthermore, her FRR declined over
the six samples, which may mean that she lacked the formulas to express
what she wanted or that she became cognitively overloaded by the task
of recalling what she had seen and could not use automatized chunks
which she might otherwise have easily retrieved.

Natsuko’s enthusiasm for detail, combined with her minimal progress
in developing fluency, may stem from her investment in the task. If her
desire for comprehensive retelling made her overstep her fluency abili-
ties, this could illustrate how strong investment in speech tasks can actu-
ally be a disadvantage. Her lengthy and detailed speech samples may be
evidence of investment in the process and a level of self-efficacy, but, by
trying so hard, she may have pushed herself into dealing with language
and concepts which outstripped her actual ability.
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Samples 3 and 6: The Cat Came Back-taking the cat to the forest
First Attempt
and (1.0) first he (1.0) um (1.5) took the cat tried to (0.5) out the cat
(0.4) in the forest (1.2) by car (0.3) but the cat (0.5) um returned the
house (2.2) came back the house (2.6) faster than him
11.2 sec. total pause time - 5 formulas - MLR 3.09
Second Attempt
I forget / I forget the order but maybe the f he went to the forest
first (0.6) and ah (0.3) to put it (0.4) put it (0.3) in the forest, leave it
(0.7) but (0.6) ah (1.0) he couldn’t make it (0.3) cause the (0.9) um
(2.8) before he (0.6) he went back to his car (0.4) the cat already
came back to his car and ah
8.9 sec. total pause time - 8 formulas - MLR 5.0

In this case, Natsuko produces a much more fluent description in the
second attempt while adding a comment about her difficulty recalling
it. Although still dysfluent in runs 2 to 4, 6 and 7, and 9 to 11, she uses
formulas to extend runs and express herself more efficiently. Pausing is
reduced and MLR increased. The formulas are simple and the last two
contain a common lexical element back, effectively relating the events,
and perhaps triggered by the title of the film, The Cat Came Back.

Yuka

Yuka’s profile on all variables is complex. She performed the poor-
est on sample five on all variables, and her NTR scores show increased
rates of pausing over time. However, she managed a strong increase in
formula-run ratio over time. While her data are not a model of the pat-
tern which shows steady development of fluency, she did demonstrate
improvement in some aspects.

She sometimes digressed from straightforward narrative retell to com-
ment on other issues. In sample four she makes lengthy reference to the
September 11th terrorist attacks in New York. Sample four is brief and she
focuses on the actual retell for less than half of the speech time. In sample two
she comments several times that she doesn’t understand. This may account
for her decrease in fluency for that sample, but also, it may account for the
fact that she shows a large increase in FRR for sample two. Formulas such as
“I don’t understand,” “I don’t know,” and “I'm sorry” add to the number of
formulas but do not facilitate the actual retell of the narrative itself.
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Table 4. Yuka: temporal measures

Sample 1 2 3 4 5 6 %1-6
SR 61.5 56.6 72 77.8 53.9 65 5.7%
AR 134.9 136.9 147.3 158.5 114.9 152.7 13.2%
NTR 54.4 58.7 51 51.1 53 57.3 -5.3%
MLR 2.83 2.52 3 3.7 1.78 3 71%
FRR 22 45 .33 40 31 .38 72.7%

Note. SR = Speech rate; AR = Articulation rate; NTR = Non-phonation/time
ratio; MLR = Mean Iength of runs; FRR = Formula/run ratio; % 1 — 6 = Percent-
age change from sample 1 to sample 6.

The uneven pattern of development in Yuka’s speech may be due to
issues of self-efficacy and language anxiety. Yuka was among the lowest
performers at the beginning of the research project and, as lacking a sense
of voice or power, she struggled with each retelling and may have been
less invested in the process,.

The variations in which narrative elements or themes Yuka chose to
deal with make it impossible to directly compare segments of her narra-
tives. However, the ends of her samples based on film 1 Neighbours show
greater fluency and a change in her use of formulaic sequences.

Samples 1 and 4: Neighbours-end of the story/theme

First attempt
but last (2.5) they are (0.8) died (1.2) there is nothing (1.5) th (2.0)
after the fight (2.5) they can’t (1.5) gain (0.5) anything (1.5) without
died.
14 sec. total pause time - 3 formulas - MLR 2.3

Second attempt
I think world (0.3) war is biggest (1.0) accident in the (1.3) world
(0.7) or in the earth (2.5) but I don’t know how should I do (1.2) but
we have to (0.3) stop (0.7) that things
8 sec. total pause time - 4 formulas - MLR 3.5

Yuka is communicating something different in the second attempt.
Rather than simply retelling the scene from the film as in the first attempt,
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she extrapolates on the theme. While expressing this more complex con-
tent, she is still able to produce longer runs and avoid lengthy hesitations.
She uses more formulaic sequences to do so, including an idiosyncratic
formula how should I do. She is probably able to simultaneously control
content and production in the second attempt because she is expressing
her feelings rather than struggling to recall events and recount them di-
rectly.

Isamu

Isamu shows development in all variables to fit the profile of in-
creased fluency and formula automatization. His speed scores and NTR
show good development, especially in the last three samples. However,
his MLR scores level off for those same samples. His FRR development
shows variation over the samples but more than tripled from sample one
to sample six.

Table 5. Isamu: temporal measures

Sample 1 2 3 4 5 6 % 1-6
SR 58.4 59 59.5 74.4 96.2 105.9 81.3%
AR 112.3 121 97.6 132.6 154.8 150.9 34.4%
NTR 49 49.9 39.4 43.5 37 30 -38.8%
MLR 2.7 2.6 2.5 3.7 3.8 42 55.6%
FRR .06 a2 .07 22 .16 25 | 316.7%

Note. SR = Speech rate; AR = Articulation rate; NTR = Non-phonation/time
ratio; MLR = Mean length of runs; FRR = Formula/run ratio; % 1 - 6 = Percent-
age change from sample 1 to sample 6.

Like Yuka, Isamu shows a tendency to talk about issues related to the
topic or themes of the films in addition to direct retelling of the narratives.
For example, in sample four he reflects on the September 11th terrorist at-
tacks at length, and in sample five he comments at length on the unusual
floor plans of the apartments depicted in the film. Unlike Yuka, however,
he manages to progress on all temporal aspects of fluent speech over all
six samples. His speech samples are all relatively brief, and he is gener-
ally cautious to retell only the main narrative moves without detail.
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Isamu may be an example of an L2 speaker who has limited language
ability but enough investment in the process of trying to speak that he uses
discourse strategies to appear fluent. He avoids conceptually or linguisti-
cally challenging content and injects his own opinions and observations
into the task. While he was clearly among the least fluent participants at
the start of the research project, he showed steady improvement as time
passed. Unlike Yuka, he was able to perform the task without being over-
whelmed each time, and unlike Natsuko, he chose what to express most
efficiently. It may be that he lacked language anxiety and had a sense of
investment which helped him overcome his language limitations.

Samples 3 and 6: The Cat Came Back-suicide and pursuit by
souls of the cat

First Attempt
she dead (1.0) and (0.5) then (0.5) they happy because (0.3) they
(0.5) separate (0.7) ah (1.0) by (1.0) cat (0.7) cat (1.0) die dead (0.9)
and she unhappy (2.5) ah (0.5) then (0.5) many cat (1.0) she go (1.5)
he (0.5) go to (1.3) heaven with (0.5) many cat (0.4) she very cry
16.8 sec. total pause time - 0 formulas - MLR 2.10

Second Attempt
and then he dead (1.0) yeah (0.5) and then but ah (0.8) next non-
sense (0.5) why cat (1.0) cat dead but (0.8) cat spirit is (0.5) just nine
(0.5) ah a lot of ni it’s ah nine (0.5) spirits (1.0) so (1.0) terrible he
grow up
8.1 sec. total pause time - 4 formulas - MLR 3.33

Isamu’s initial attempt consists of one- or two-word runs and many
lengthy hesitations—almost one large cluster of dysfluency. In the second
attempt, he improves fluency with several simple formulas and more
direct and concise description. This increases MLR and reduces pausing
significantly. He makes use of the rhetorical device and then to lengthen
runs and mark the sequence which helps him buy time in articulation as
it is repeated after a long pause. This may create an illusion of fluency as
he tries to recall the next event or formulate the next stretch of language.

Conclusion

The results of the study indicate the participants as a group experi-
enced fluency gain as expected in a study abroad context. The paths taken
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by the individual participants are quite varied, however, whether meas-
ured quantitatively or by an analysis of the discourse. Human discourse
is complex and influenced by situational and affective forces, including
amount and quality of language contact in a study abroad situation and
classroom experience (Segalowitz & Freed, 2004). Several themes emerge
from the data in the present study. Participants used formulas to extend
the length of runs and give concise expression to events in the narratives.
By doing so, they were in some cases able to eliminate all or part of the
dysfluency evident in earlier retells of the same film. Even in cases involv-
ing the especially challenging film prompt Strings, participants were able
to use formulas to navigate the discourse more effectively and efficiently
in the second retelling. Pause times and frequencies are reduced as well
in most instances in the second retells, as the use of formulaic sequences
facilitated expression. In some instances, the second retelling of a film
segment included extra or more complex content, but nevertheless the
participants were able to communicate more efficiently by using formu-
las. In several cases retrieval of a key lexical item in retell number two is
followed by a brief pause and a formula containing the key item, uttered
coherently and quickly: an indicator of automatic retrieval as the lexical
item may have triggered retrieval of the whole formula.

The factors which may have facilitated the acquisition and use of for-
mulaic sequences in these speech productions are not readily apparent in
the data, nor is there a firm set of theoretical or empirical knowledge in
the literature to guide an interpretation. No doubt the participants ben-
efited from input and experience over the months of the study in an Eng-
lish language environment although to varying degrees. It may be that
the participants attended to formulaic sequences in the classroom, had
exposure and practice with them in classroom tasks, or had encountered
them prior to arriving in the university intensive program. As previous
research has suggested, language contact, cognitive factors, and initial
proficiency play a role in the development of fluency in study abroad
situations (Segalowitz & Freed, 2004).

In any event, in the present study participants used more formulaic
sequences in later speech productions, enhancing their fluency. They may
have stored them by any variety of means based on their frequency, util-
ity, or surface features. They may have retrieved them in a range of ways
from automatic single-step (triggered by pragmatic aspects of the speech
situation) to conscious and controlled (based on meta-awareness of con-
tent requirements). Clearly, further research is needed, using a broader
range of discourse types including dialogic conversation, but, based on
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the results of the present study, a case can be made for a broad experi-
ence with spoken language as being an important element in enhancing
speech fluency in EFL.

It appears that the use of formulaic sequences can be important to
the development of fluency in L2 speech and that experience in a study
abroad context can indeed aid learners in achieving the goal of fluency
gain. Perhaps the common belief in Japan that studying English abroad is
the way to improve speech ability is correct. It may be time for Japanese
English language educators and planners to attempt to incorporate a
study abroad component in English programs or to find ways to aug-
ment classroom instruction with increased contact with native speakers
by electronic or other means.
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Information serial processing skill: Factors
differentiating high performers and low
performers of English listening in Japanese
EFL learners
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In recent years, factors affecting listening comprehension in second language
settings have been discussed by many researchers. One of the important vari-
ables that affect comprehension is phoneme perception. A few researchers have
tested phoneme identification training for foreign language learners to improve
their English listening performance (e.g., Logan et al., 1991; Lively et al., 1994).
Although these studies revealed the crucial role of the phoneme in listening at the
input level, further investigation is needed to fully understand the mechanisms
of English listening comprehension in foreign language learning.

To understand the information processing mechanisms in listening, the
unique characteristics of listening comprehension cannot be ignored. In listening,
auditory information flows almost continuously and listeners have to deal with
serial and evanescent acoustic signals and process them in real time. The current
study examined whether information serial processing skill is the key factor dif-
ferentiating high performers and low performers in EFL listening.

Researchers de Bot, Paribakht and Wesche (1997) adapted Levelt’s L1 speech
production model and proposed a lexical comprehension and production model
in L2. In the model, spoken or written signals were processed through a shared
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route to access lexemes, and lemma then reach the concept. Hirai (1999) also
reported that the optimal listening rate and reading rate are similar. These stud-
ies suggest that the information processing mechanism in listening and reading
comprehension are quite similar. Therefore, the present study presented visual
stimuli to evaluate participants’ information serial processing skills.

The study hypothesized that high performers in listening would have strong
information serial processing skills and would be able to perform well in serial
text presentation tasks. On the other hand, low performers in listening were pre-
sumed not to have developed information serial processing skills yet, and would
not able to perform well in serial text presentation tasks, but perform well in
non-serial presentation tasks such as normal reading tasks.

The subjects for this experiment were 21 native Japanese students (average
age 21.1). All stimuli were presented by the stimulus presentation software "Su-
per Lab 2.0.” Two conversational English skits were used in each task, and a total
of 10 skits were shown to a participant.

The experiment consisted of five tasks. In the Reading Task, an English skit
was presented and participants were asked to read the passage and summarize
it in Japanese. In the Listening Task, an English skit was played once on a CD
player and participants were asked to listen to the skit and summarize it in
Japanese. In the Self-Paced Task, participants were asked to press the “space”
button of a desktop personal computer, and an English skit was displayed word
by word. Participants were asked to summarize it in Japanese after they finished
reading it. In the Slow Paced task, an English skit was displayed word by word.
Each word was presented for 472ms. After all words in the skit were presented,
participants were asked to summarize it in Japanese. In the Fast Paced task, an
English skit was displayed word by word. Each word was shown for 363ms and
after all words in the skit were displayed, participants were asked to summarize
the skit in Japanese. The summaries written by participants were graded by three
language teachers from 0 (incorrect) to 5 (correct) on the Likert scale. Each task
consisted of two passages, and the total points for each task was therefore 10.

The participants were divided by mean score of the listening task, and two
groups, “High performers of listening (High)” and “Low performers of listening
(Low)”, were formed. Statistical comparison was made between these two listen-
ing groups in the Reading Task, Self-paced Task, Slow-paced Task, and Fast-paced
Task.

In the Reading Task, in which non-serial information processing was allowed
and the participants could read the text in a back and forth manner, both the High
and the Low group performed well. However, in the Self-Paced, Slow and Fast
Tasks, the Low group showed lower performance than the High group. There-
fore, when serial processing was not required, the two groups understood the
information at same level, but in the serial processing requiring tasks, the Low
group performed worse than the High group. On the other hand, the High group
showed a high performance in all tasks. This results indicates that serial informa-
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tion processing skill is a key factor in differentiating high performance and low
performance in the listening skills of Japanese EFL learners.
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A= TE) =T DM THE SN TS,

V=T 2T EVAZ T DGR D HHIGHRIZER T — I N S5HZRHFINT
5. Hirai(1999)13 35522 EF I — T ¢ > 7Y/ sg RE S A2 2712 Y)
IR REEORR AR Lz FER, iFTTIZR U TH =2 E2MEL TR, 5
T ETEOEEE ML SR ISR T, I SN TWST O ANEE T S Al RE
PEMBD B ZEERBLTVWS.  ZOLINT, HEEHEOHEHBIEEREEEIGHRO ST
T O NI AT DEFEET DI REE N TN S RIE SN TN S, 1
T, BREFEFRICESTIAZ IR =T 27X DB L <B>TLEIDTH
AN

EHGFFEH DX =2 T EHL < LTS T LK

M#E19NIIHAFEDEFRRNIEE DY A DT HA D EERHL, HAA
EEX, HRETEDEOMHSNIRN/S/, VI-Ibl73.E D FEOBIEED /A
THodIEEWHSMNILZ. £z, FEOA R ADNE DEAF (Vanderplank, 1988)%,
BEFEEA DV X LADFEA(Vanderplank, 1993)H A= 7 #REICL TWHEREL
T, INETOMRTIEZHITENTNS. DFED, YA I RHERIZ 22 ER D 1D
ELT, W TREZIERMNE A TH D720, ANEWMEEHEICESZDIENIERIC
HLNWENWDTZENBHIFSND.

KIZETENDDMN, AE—F O ETH 5. Griffith(1990)1348532007E L D Hif
WAE—FI, PR EWIR OIS U= 538 7 OB Z 1T 7= Z E2AS ML T
W5, 7z, AE—F O E HINC AR & Ll U218 (Griffith, 1992) T, 140
121881 D HLFEMFE X N DMediumS 2, 143 25016 D BFEAYEE S 11 D FastS&e i
EIE LT, AE—FHENRHIEL, 10BIC127TEOBENGEE N5 X DSlow
SN, UAZ DT DERIRE NGNS T2 EEZMELTWS., ZOLIIT, AE—FOD
R Z = T R ORI EE FIF T ZEMFASMIIR TN S,

UAZ T RREIC 2 RERE L T=DHICHITF SN0, REFEEHESED
HAEREIE DEWTH D, Glisan(1985) 13 REFE DB G N EIE S FEDY A2 27 Rk
HICHADHEEMEL TS, HRIIEFENHFETH DT AUNANERRIZ, 3FED
ARA 2B DR FEREEN VA T OMMREICGA D B E i Uz, T O/, U
AZ T E TR 572 ARA VR D FEREDY, EBRBINEBFBORFETHDHEEOHR
ERIEICODEETARMTIRY A Y OMMREE N E M- T27S, BEE R B EN
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WRBE LSRRI TIE, VAZ D T OBfRENELS /o7, 2O ENn5, REiEs
EHES3EORMEBEREEOBNN, YAV OMREIC B LR 5252 L2 W5 LT
3.

PWIE THeaT 92 LK : RFULEE X F )l

INSOERITMA, AEFEFZHICBWTYAZ D TIC KRR L <T2H
K& U TAWIZE THaTT 2013 MEROMREULIE ZF)V) THD. XFELTEMN
FEREUB T =T 27U T, URZ 7 ICBWTIERZH S DI3E A
THD. T, GAHARONFEIND) =T 27 EIRZD, U2 ZITBIT5
BAAMIIZBNWTIE, AMERZ HIE S EOMERISE O TR T2 2 &
MNERIND. ZOANEHRZUIETED AT OFEN, UAZ T ORI %8
LTWSHEEMND D, TNETIZ, MR B RULE O 2 —F 10 > 7D
RERRETUIZE (AR, 1992)1dH 57278, MERFRIC IS R2 U3 2 A5V N A=
S DIRRE LB D D T LA LRI W, F2T, ARV A=
DRENMENFEEEZEE A DT DRENINMENEEE T, 2 I UE T 5
AFIINE T2 D ODRE 21T,

UAZ 27 BRI BT B A EALITALE § 28 ES, & FR 2 EMICH SN
LT EITMA, ANESNDEREREFRNITRLZ LU THIENTESDIT, YA
Z2UDOBICEBEFETHIENTELERDOND. T D720, HEBENRLITHRERE
NHAROIMTERLWREICBWTOREWEMEZ RS ZENTRINS. 4, UA
Z U EICBI DRI MALTLIE T S EF D, BIAE R OMEIO N ERIC
TELELTH, ANSNLEREMRIFNAUIETLIENEFTHLEEALN
2. Z D, HARDINHF ST I RE PRI 2 Z AR5 N2 HE
T, BfgENZELEBLIENTHEINS.

Jitk
LS

ENTEED KZAE13H ERZBEASH (MEI0N - BIELLN) DNARZFEICSIL
77. EBRBINE O EEHITI211K T EANHADO RS - @ THEFEEZFUTE
THO, FFEEICES LERBRO B HFILE TN TV,

FZ

FERBIFLS DDERFT o2, TNTNOMEIL 2B DHEEDAF v S (EY
TTAFE) THERR S NTW S (BRI, St DIRRIEFH L& ST L2303
EBRBMERITHI Y —NFG LA ES>THRSINZ(FE]L). SEDOIERITIRT
FZB MY 7 R 27 SuperLab 2.0Z W T A E a—4 — OB IR I 1.
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x1 FEOHRRIEF

LISTENING  READING SELF SLOW FAST
e AFvbAB  AFvHCD  AFvHREF  AFVbGH  AFvHHI
webRE2 AFvhHI  AFvbHAB  AFvbCD  AFvBMEF  AFvhGH
WE#E3  ZFvbRGH  ZFwBRHI  ZFYBAB  ZFvhCD  AFVREF

el 21

o

1. LISTENING#ZE&

EBRSZNMBL TZNNSERNRNET. TORTHER S IZRFEOMEZHA
BTHNWTZ SN, HIERFHIZH D ERA) EVWSBUREGAILH ET, EHH EHRMHR
DR TITODEFUES TUEME, T O E2HSHLZ.

2. READING#E/%

EBRSMEL TR RSNSELERALET, MEZAAFTHESHLT
<&, HREHIZHDERA) EVWSBREZFRALKT, A2 Ea—F—EHIC
EXIMERS N HGFEDAF Y baFidh, TOMEZESHL.

SELF#ERE, SLOWFEE, FASTREREIZBWT, ERSBINF L 2N s HHEE
MIFBEZEIHORINET. TOBTIRRINTENE O EE HAGE TrlRE/anE
DEZZLTRIWN. HIRFMIISOERTA] EVWDSBUREFGALET, L TO%HEZE
f1o72(K1).
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3. SELF#d
AR—AF =T LTI HET DAL P a— Y —DE IR RINAIEEDA
Fy bz, HOOR—ATIHEBET OH AL S THEZEESH L.

4. SLOWH e
A2 a—4— O IZHEMIZ 1 BFEIC D EEH472ms (R 22 R :1/1000
) TIRRINDHEDAT Y MEFAT R THEZEZH L.

5. FASTH#rifeE
HEWICa > Ea—4—DHEIC 1 BiEIC D EFHE363ms TR S 1D HAED A
FyhEGAER THERZESHL-.

SELF#EE, SLOWRLEE, FASTEEEED 3D DREIT A 717 8 0D fk 7 e L BR 2300 2
THRETHS. 3SODBEITNTCICBVWTERSINEIHE L ZFHARD T
INT, RSN HEEEIGEOREIE Tt A TR TR 5700,

3DODMEEDEWIIE RIEFICH . SELFRREIZHD O R—ATHFETLITAF
wREHROZEINTELHETHS. —F, SLOWE EFASTAREITHGEIZH B
IC—E RE$R R S 3, FEBRSMEFILRHIICE OFE R EE (SLOWRR#E472ms/ 1 B
i, FASTARRE362ms/ 1 HEE) TAFw GO T E &5, i, ik EO R RHIT
Griffith(1992)12 FDWTHEH L.

REH, BERBINEICIZEETHWZEXOAZ) T M ERE, Mo nWEE
MEENTWEESITITZFOREITIZDIT THLW, EBRSBINFOHS R WHEE
INAREO M B L TWRWHIET T 2B W=, i, S Wz ZFy M

[ef 2l VAZ VMY —2y NIESCEE, 2001)) 255127,

AT

UAZ T OHREZSIGEIRBIO T A N CTHE 5L, BIRENSNED
FARNEEEIC /2572 8, FIE R MERE I N TS (Wu, 1998). = D78, AWFZET
W EAEAARE TENTHSESbDE3ADEF A EI->THETHENIH
RERALE., EBRSIMENESH U ED, 0@ <HEMLTWRW)NG, 55
(RZERSHEMBELTND) DB THE S, AR REIL5 5 X 2R =105 /5 TH A
INTz. Tz, EBRBIME DS IR WEEEICHE DT =AU T RO LD, A
Fu M R EIRSTZEBRSMENASBNEGEITEEN TN EN
MRS N, BHEGREUCHEEERIOMBE(NEE B L= 25, e B R EEE
RE(E2)NEE N oD SO E P 2 HREDOIRE L L THWS Z&EL
7z. LISTENINGEREDFEEFER RS INE DU A D TR OHEREEOIFEEL
TREFHL.
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£2 FEEEREENT

EH 1 A 2 APiEH 3
FEEH 1 1
FEH 2 0.84** 1
FEE 3 0.90%* 0.94** 1
** p<.01

EIIAHBEGR L -

F et

LISTENINGRRE D AN EEE (3.245) X0 E Mmoo ERSmMEEZTY
A2 b EE), FHELIDBY AT EENRWERSINEZTY 2
SO TFMBEIEL, 2BOAZ T BN UAZ DT AL X 4 2R &
(READING, SELF, SLOW, FAST)DiE & sHE DD 81177,

(RS

WX RERNEIRINDT-DHARDINT E, HlERH 720 =D, RUFFE THW
FEDOH TIIRBEBES ThH D EEZNSN/ZREADINGIREIZBWNT, /D50
B F DR GRET) TH oS MFAGIY, AT E R TIC AT ISR
NEMATNIZNEHIE L Wt RN SR L7z, T OFER, it SRETe>7=%E
BRBINEL AL BEL0%, PR E o7z, VRS DT BEE (VAT B U A
Z2RAN)X  FREREADING, SELF, SLOW, FAST)DiE&&HEI O Wi &7
OTAER, UAZ T BEEOENR(F(1,15)= 41.60 p<.01), sREOFZNHE(F(3.45)=
19.74, p <.01), RN A= 27 8z B S AR E DA HAEH (F(3,45)=9.62, p <0) A
ThH-o7=(X2, £3). KEERANEETH /DT, YA T BGEE T LICHAE
NBROMEEToI2ETA, UAZ T BT EHICE BB ZIZA 5N/ h
S7N(F((3,27)= 1.06, n.s), VA=Y FEHIB TR BB ENA LN
(F(3.18)= 40.12, p<.01). TukeyDHSDIZ L5 L& Ll 7 o72& %, SLOWRREE
FASTAEBEDM 2R <, TR TORREREM To% /KM THRETICH B AN A SNz,
F/z, REIEICHMENROMEET 27225, READINGEREZ RS TXRTO
FEICBWTYUAZ DT BRI P L DB E WA T 2RL, MeticbaE T
H-o7=(READING: F(1, 15)= 3.64, n.s., SELF: F(1, 15)= 9.66, p<.01., SLOW: F(1, 15)=
4465, p<.01., FAST: F(1, 15)= 31.68, p<.01).

HE

AT, AARANNRGEZ FE DRI =T 2 VKDY A TN L <73,
LIFRKHDO1IDELT, ANEROMIFUE ORI S 2EZ Tz, T LT, YA >V HED
PRARN EAZITAZIE S A EFH L, ATIEHRZIGE OREIAD X kAL L CRE
R 2HEMTEDN, YA I REDRAEN MLITALE T 58 F L, ANER
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B JRZ=YT EHIEE(N=10)
B YRV TFHRIEEIN=T)

o N A O 0 O

READING SELF SLOW FAST
ARRAEH

B2, BEIEOREE-ME

#*3 BB OME M

READING SELF SLOW FAST
A= EAEE(N=10) 837 (0.97) 770 (2.20)  6.97 (2.06)  7.53 (2.93)
UAZZU TAREN=7) 733 (1.25  4.38(2.09) 1.29 (1.05)  1.22 (0.25)
O ) IERERE

ZHEEFRYICULEE T2 2 EDREE TH D720 A SV OBICHAEEIME T35 &0
IR FENL TRETET 7=

FOFER, IRFUIZFEIN, WXICEETNDHEHEBEN 1 HET ODEBINICIER
SN, RO ALERNBR SN ASELFARE, SLOWRRRE K INFASTRREIZHB N
T, UAZ T RAE TR OB RENE L IRBZENHSMNTIH7. LA,
I REDSLOWRERE & FASTRRE DR T BT T B ZE SR &M 5,
T REDFEZICE ST IT D EAT2msiE R L7ZSLOWS A DL R EE TH
STh, IRREENHTE -0l GEMENH 5. FREO R R H IS 22 (Griffith,
19IDICEHEDNWTIRE LD, PlAESE ZTWE R R EEZ RD/- -
T, SLOW,FASTA# DI REEZIRETHLENH - EBbs. — 4, UAZ
U RAE AL ERE, A SIE R O R ULEE N ER S BFAST, SLOW, SELFRRREIC
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BOWTHIRENE LS &3 Mo/. O EMNS, HEEDEIETIE W2 BRI
WM TEDZFINNBHZINEDIMN, YR TR OMMREIZRE L TWA R HEEN
HDENHSNT ez,

UAZ DT RS FAREICBWTIE, AR DIETE WO REE 2 H 5 Tk
TESSELFIEREMHIZHBNTS, READINGERE LD HEMBENTNH>TNS I &
NS, FREEICLSTHAROM TN EMN, YA DT MEFFEHN
B RE LU E T DR OREZRFEITE>TNWSIEEMEDH 5. READING
AEICPWTII B CRE TR B 2137 o /22 &M, AR
INFFEINDGM T TCOMBEOEMEIIRZEDL NIVITHDHEEZSND. LIzNo
T, KHFFRICBNWTY A DT RfE FALRE & A= D T Rkl FALEEDORIIC A 5172
FAST, SLOW, SELFRREEDRAEDEWD, SiARDZELEWTR X EZHETE 5
EIMITHDBEHNZDEAD.

ANENDIERNERERPFERERNENDIENVLH DN, ZNE AT
DOFROEEFAERONBIBI TEADE, UAZ VTG F B OFEZEIFARD
ELIRS THRYZHBETEDAFINND NG, UAZ U TDOBRICHRRZEENS
AN ENDEERIEMAZIFEOEIEOE ERRNUE LEMFETEIENTEDLDT
IE78NWEBH M. — 5, UAZ TR PO FEEIL, ARV ZELRNERET
INERFR T E/RN20, B OMIFH /2N R SNDUAZ 2 7I2BWNWT, HifiE
ENREEBADDTIZZNZAD M.

ZDTENS, THFEFHIZBWT, XF T EMRICOMNDHNEN, & THI<
EEEL <7D D7D EWVSBWICH LTI, #ATEMRT DB, FARD
ZLUTIHHMENIE TS ENHFINDD, F THRWTHEMAT DRI, FHERE ik
RRRICALEE N TERITFULRS RN END T EN, 1DDFERELTHITENSEAS
.

PFWIEDEF ETEDIEL

INFETOIFFEIAZ DT IIETIE, BEDANLNVCHZBRT T, BHER1T0
W25 50, JGERAOA N AR EDQHERICE ST, Bz IEMICH SN and
LMW, TEEDVAZ TN L <IRBRERERTH 2 EEITMED L IFEATW (g,
Lively Pisoni, Yamada, Tohkura, & Yamada, 1994 ; Logan, Lively, & Pisoni, 1991). Z1
IZHRL, BRIV AZ TR @D FEE BN FEEZ NIV EDDHERE &
LT, EROMRIE ZF)V B 5 LTSI EERUIZ. LnL, T O8 TULHE L7
T T <ITHEATLES BHRORMEEZEZTD, M LEZ LT XV A= 2T
DI Ay =T TERNERETAHILIFZEHRTH S EBDOND. 72, K
R A= 2 T OMRIZ BT HERERN 2 T T HHO TN, SHEFEOUZZ
UM TELZOINE, FEENEROMEMD N TE, EHIEROEMRA >
Ty NRHHRETELIENBETHS,

KWFFEDBRIR T

ANTENT B G| ERL LRI T E S AT OFHEDN, YA T BiAd
R EVAZ T M E 3T ERDIDTH S I LRI SN L.
UL, UAZ T RRAE MR E V2 BRI E LB TE 20D oh, UA
Z2UBRBNE W EEBENEDQISITU TR 2L 25 L 2 DN DNT
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&, BHFEDOTHA 2 DSIEASNITIR>TNRW., T D720, 16 Hz Mk I LB
TRAFINEDIT DI ED R IBNANE RN DN EIT, BEITBIT S5
UAZ D THREIENT ZENBETHS.
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#ZRH
BHEH  REELUTHWEZIE DA

Excuse me, could I ask you about this exercise? I don’t know much
about weight training.

Certainly. What is it you’d like to know?

Well, I've been doing it for a month, but I'm not getting any
stronger.

Well, maybe you need to use heavier weights, or maybe you’ve been
doing it incorrectly.

Why don’t you show me how you do it?




Reviews

The Psychology of the Language Learner: Individual
Differences in Second Language Acquisition. Zoltan
Dornyei. Mahwah, NJ: Lawrence Erlbaum Associates,
2005. 270 pp.

Reviewed by
Greg Brakefield
Toho University

In Psychology of the Language Learner, Zoltén Dornyei has set out to
write the definitive single-authored book on Individual Differences (IDs),
their complex relationship with SLA, and how they affect L2 proficiency.
This is an ambitious book and, some might argue, a logical next step in
Dornyei’s work, which has sought from early on to create a comprehen-
sive and unified theory of motivation in SLA in which IDs play a leading
role.

Admirers of Dornyei will not likely be disappointed with this book,
though it is something of a departure from previous works which fo-
cused almost exclusively on motivation: IDs, or those characteristics that
differentiate people from each other and make individuals unique, are
examined from the perspective of educational psychology and its relation
to SLA. As usual, Dérnyei provides a comprehensive, balanced overview
of the field—past, present, and future—of educational psychology and
ID research in relation to applied linguistics, much of which will be new
even to those who have read his previous works.

Thebook discusses the current state of affairs in the field of IDs research,
which Dérnyei is cautiously optimistic about, and specifically focuses on
ID variables (in Chapters 2 to 6) such as personality, temperament, mood,
language aptitude, motivation, learning styles and strategies, and how
those constructs are operationalized, assessed, and researched to advance
the understanding of the complex mechanisms of SLA.

Throughout, Dérnyei makes the credible case that ID factors and re-
search into them are far more important than the body of current research
might indicate. He states that this is an area of research that is full of
untapped potential to illuminate the understanding of the underlying
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processes of SLA, asserting, IDs have been found to be the most consist-
ent predictors of L2 learning success (p. 2). (Also see Dornyei & Skehan,
2003; Sawyer & Ranta, 2001.) The case for the importance of ID research,
however, is tempered by Dérnyei’s acknowledgement that understand-
ing the complex mechanisms and underlying processes of IDs and their
relation to L2 proficiency is a highly problematic and even philosophical
quest somewhat akin to illuminating the meaning of human existence
itself. This is something I often enjoy about Dornyei’s writing, because
he is not afraid to step off the podium of “serious academia” and wax
philosophic at appropriate moments, which adds a liveliness to the writ-
ing that is often missing in other works on the subject.

In addition to the great depth and breadth given to the theoretical
in Chapters 2 to 4, Dérnyei delves into the practical, discussing in some
detail in Chapters 5 and 6 the implications for practitioners in the field.
This gives insight into how an understanding of ID mechanisms and
processes can help (enable) teachers to understand, identify, and accom-
modate various learning styles and strategies. This is something that I
found to be of great interest. As in much of his previous work, Dérnyei
does a very serviceable job of painting in broad strokes when discuss-
ing the practical implications, but I would have preferred more specific
information regarding how to practically implement various ID-related
strategies in the classroom.

Dornyei’s final appraisal is that while there is a wealth of research in
the field of IDs which is pointing the way, there is a great need to reex-
amine and refine to further understanding, saying that, “The future of L2
studies in general, lies in the integration of linguistic and psychological
approaches in a balanced and complementary manner” (p. 219). This bold
and ambitious statement belies the inherent difficulties of the endeavor,
which Dérnyei acknowledges as daunting but necessary.

I found the book to be a readable, well-written, well-researched, and
well-argued work that provides an excellent overview of the subject. That
said, my mild disappointment with the book is that it does not give the
reader what they are inevitably searching for—a unified and comprehen-
sive theory which explains in clear detail the fundamental mechanisms
and processes of the way people learn a second language vis-a-vis IDs
and how teachers can apply that knowledge in the classroom. However,
these are early days in this area and a unified theory will take years to
emerge. In the meantime, this book will make for a good start and I would
recommend it to anyone interested in IDs as they pertain to SLA. It is my
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hope that Dornyei will take the leading role in this research, as he now
seems to be the field’s strongest advocate.
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Inner Speech-L2: Thinking Words in a Second Language.
Maria C. M. de Guerrero, 2005. New York: Springer. xvii +
251pp.

Reviewed by
Tim Murphey and Naoki Yamaura
Dokkyo University

In this eight-chapter book, Maria de Guerrero has produced a com-
prehensive coverage of research and theory concerning Vygotskian-
theorized inner speech in a second language. She has gathered together
a valuable variety of research and perspectives which are sure to inform
more detailed studies in the future. Her subtitle “Thinking Words in a
Second Language” takes us to the heart of the matter of how, in a second
language, we might think with words and use words to further our think-
ing.

The first two chapters set the stage for the latter six, which are mainly
about L2 inner speech. The first chapter provides the in-depth back-
ground for understanding inner speech research historically and theo-
retically. The second chapter looks at what we know about inner speech
in the L1, research that has been somewhat scattered across several do-
mains. In Chapter 1, we find the crucial concepts of language of thought
and language for thought that evoke the power of inner speech, which not
only displays and recalls ideation but also promotes the processing of
partially acquired language and ideas which stimulate internalization of
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social tools (i.e., language, pragmatic use, and concepts). Also de Guer-
rero usefully defines and limits what inner speech is as well as a plethora
of other related terms (verbal thought, self-talk, mental rehearsal, private
speech, etc.) In Chapter 2 she divides the perspectives of inner speech in
the L1 into sociocultural (principally the Russian theorists and research-
ers) and cognitive approaches (more Western). She then usefully cites the
more recent research into brain-imaging technology and ends with a list
of questions from L1 research that serve as a basis for her treatment of
the L2 use of inner speech in the following six chapters: for example, “Is
egocentric (private) speech a phase in the internalization of the L2? What
purposes does talking to oneself in the L2 serve?” (p. 58).

Having to navigate the first quarter of the book, with the history of
inner speech in the L1, may put off some L2-interested researchers at first.
In reading the book in a graduate school class, we found it useful to dive
into the parts that we found interesting at first glance and then to go
back to read the first two chapters to better understand the background.
Having said that, we would advise an early reading of the definitions and
limitations of the terms.

Chapter 3 looks at the background research in L2 inner speech organ-
ized around five main thematic groups: “(a) inner speech as the mecha-
nism for verbal thought in the L2, (b) the internalization of social speech
as inner speech in the L2, (c) the role of inner speech in reading and writ-
ing in the L2, (d) mental rehearsal of the L2 in its various forms, and (e) L2
inner speech activity as revealed through brain imaging technology” (p.
59). Chapter 4 is about the many methods used to research inner speech
and, usefully, the pros and cons of each. Chapter 5 interestingly presents
what learners say about L2 inner speech mainly based on the intensive
research that de Guerrero has done over the years.

Chapter 6 attempts to draw on the previous three chapters to present
an integrated view of and theorizing of the origin, nature, and develop-
ment of L2 inner speech. Chapter 7 takes “a pedagogical perspective” to
describe what applications of the research and theory look like in differ-
ent classrooms with various approaches. Teachers already sold on the
power of promoting L2 inner speech will most probably want to look
here first. Chapter 8 presents a brief synthesis and directions for further
research that should especially interest graduate students and research-
ers in the field.

The book is a treasure of past research. Since it seeks to cover the ter-
rain as completely as possible it is not always easy reading. Depending



REVIEWS 247

on the depths to which teacher researchers and graduate students wish to
go, there is certainly something for everybody in this volume, but some
sections may prove either too abstract or too detailed for everyone’s use.
In conclusion, de Guerrero has done an excellent job of covering the field
of L2 inner speech at this point in time for researchers and teachers. We
might expect the field to expand exponentially in the coming years due
in no small measure to this book.

Sociocultural Theory and the Genesis of Second Language
Development. James P. Lantolf & Steven L. Thorne.
Oxford: Oxford University Press, 2006. xi + 398 pp.

Reviewed by
Nicolas Gromik
Tohoku University

Lantolf and Thorne present a compelling coverage of the history of
sociocultural theory and its transformation into activity theory. In order
to present the content of Sociocultural Theory and the Genesis of Second
Language Development, the board game Monopoly is used as an analogy.
Action Theory (Chapters 8 and 9) can best be understood when we con-
sider the structure of a game such as Monopoly. First, there are the rules
and regulations that govern the game. Then there are the artifacts, such
as paper money, dice, and the board (Chapter 8). Finally, there are the
players, who may know each other and form part of the community of
players with a leader, or who may not know each other, in which case
a large number will form the inner circle while others will act as new
players and will be apprentices of the playing process, not only learning
the language but also what constitutes acceptable forms of participation.
The players then divide the roles that they will perform during the game
(such as banker, real estate manager, and participant). The game becomes
a little more complicated once it begins. First, the players will observe
each other’s behavior attempting to notice who is or isn’t alert, who can
be duped, and who should not be offended or taken advantage of. Once
this is established then the rules start to be broken with “under-the-table
deals” or cheating strategies. Players might develop a type of coded
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language or have established certain gestures to indicate their deals,
otherwise known as symbolic mediation (Chapters 4 and 5). Although all
players are connected through the game and its artifacts, each player is
an individual, and this is where the intricate details of gaming become
complicated. Sociocultural theory begins to explain what goes on inside
the individual during participation in an activity.

For the sociocultural researcher, the individual is a combination of
both ontogenesis and phylogenesis (p. 29). In other words, the player is
made up of physical, psychological, historical, social, and developmental
components which, depending on the individual, develop at different
times due to different external influences and the ability to interpret those
influencing forces (Chapter 2). Individual players will establish their own
internal codes of game behavior based on their experiences playing with
friends or relatives and their understanding and interpretation of how
such players decide to behave (Chapter 3). Mediational forces are not
limited to tools or objects; they encompass people, language, and any
information whether virtual or real which assists the individual to shift
from the immature stage to a more self-perceived acceptable level of ma-
turity. This shift occurs through the Zone of Proximal Development (ZPD)
(Chapter 10).

The ZPD is the gap between what the player is able to do at the begin-
ning of the game and what he/she is capable of achieving by the end of
the game. The process of achieving progress is the gap (Chapter 10). The
development of the ZPD is stimulated not only by external mediational
factors (such as friends, language, paper money, and cause and effect)
but also by the individual’s aptitude for internalization. Internalization
is a complex developmental process because it requires the players to
understand the external experience and transform it rapidly into an
external form of expression, which is based on either a historical- or
contemporarily-based imitation of game behaviour. Hence, “success”
at Monopoly is based on an individual’s ability to navigate within and
between constraints and affordances experienced during social participa-
tion. As Lantolf and Thorne point out “it is through the activity that new
forms of reality are created” (p. 215). For them, the creation of this reality
is a lifelong developmental process activated by constraints (aspects that
limit the developmental process) and affordances (aspects that accelerate
it) defined by the individual.

Although Lantolf and Thorne have constructed a solid overview of
sociocultural theory, there is an absence of a conclusion. Instead the text
finishes with pedagogical implications for teachers such as systematic-
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theoretical instructions and dynamic assessment (Chapters 11 and 12 respec-
tively). This leaves the reader stranded as the text does not consolidate the
prospects for sociocultural theory and the main research developments,
which are propelling this theory forward. Also, the text is on occasion
ambiguous. Communication with Professor Lantolf indicates that while
the ambiguities will be addressed in future editions, a conclusion will not
be added as he does not feel it is needed.

On a personal note, I would recommend that readers who are not
familiar with sociocultural theory begin with Lantolf’s 2000 edited book
Sociocultural Theory and Second Language Learning. The introductory chap-
ter is a beginner-friendly summary of sociocultural theory and many of
this theory’s concepts are clearly articulated.

Finally, sociocultural theory is well suited for the Japan educational
context because the ZPD not only engages students to cooperate in order
to develop their mental abilities, but also propounds the hypothesis that
the learner is a novice and the teacher or peer is the expert; this comple-
ments the Japanese “kohai” and “sempai” (loosely, “junior” and “senior”)
relationship. Therefore Lantolf and Thorne’s efforts through this publica-
tion deserve the attention of Japan-based language educators.

Reference

Lantolf, J. P. (Ed.). (2000). Sociocultural theory and second language learning. Oxford:
Oxford University Press.

Practical English Language Teaching: Speaking. Kathleen
M. Bailey. New York: McGraw Hill, 2005. vii + 199 pp.

Reviewed by
Paul Hullah
Miyazaki University

Selected chapters of 2003’s very useful Practical English Language
Teaching are now being published in expanded form as a series of sepa-
rate sibling volumes, of which Kathleen Bailey’s Speaking is one. General
series editor David Nunan terms this book an opportunity to “explore the
teaching of speaking in greater depth than was possible in the core vol-
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ume, while [the volume] at the same time remains both comprehensive
and accessible” (p. vi). His promising appraisal is, I am glad to report,
a fair one, and Bailey’s book will form an appropriate complementary
companion to the hitherto standard reference work in this area, Brown
and Yule’s Teaching the Spoken Language (1983).

Speaking is composed of five sections. Chapter 1 gives an introduc-
tory historical overview whilst enumerating principles for teaching and
assessment of oral communication. Chapters 2 through 4 respectively
discuss beginning, intermediate, and advanced learner tuition. Syllabus
design, appropriate pedagogic principles, relevant tasks and materials,
and practical assessment techniques are dealt with separately at each
level with suggested further reading lists plus helpful web site URLs and
descriptions appended. The final chapter pragmatically explores work-
ing with different learner styles in classes of varying sizes, employing
technology, and integrating error correction.

The text unfolds logically. The opening chapter, What Is Speaking?,
concisely draws parameters, practical and theoretical, within which oral
communication instruction operates. The methodological shift from
accuracy-oriented approaches to fostering of appropriate communicative
strategies, and concomitant conceptions of assessment via varying de-
grees of test directness and types of rating criteria are neatly, intelligently
presented. Necessary fundamentals are thereby set forth, allowing read-
ers full appreciation of motives underlying certain pragmatic suggestions
made in the following chapters. In this respect, the overall pacing and
planning of the book cannot be faulted, as Bailey expertly and smoothly
guides us up the scale from beginner to advanced learner classroom pro-
cedures and materials selection.

Though lapses in textual consistency are few, they do exist. The “Re-
flection” and “Action” boxes that punctuate sections to challenge reader
comprehension of the text through contemplation and extrapolation seem
sometimes thoughtlessly conceived. Quantitatively or factually inquiring
“Reflection” boxes are left hanging unanswered, since no instructive key
or appendix is offered. Elsewhere, a “Reflection” box urges teachers of
advanced learners to muse on needs assessment by means of an activity
so facile that it might be used verbatim in a beginner EFL class (p. 124).
The issue of how to deal with “false beginners,” a continuing source of
concern for EFL teachers in Japan, is (arguably) not adequately addressed
either. Such missed opportunities unfairly detract from Bailey’s otherwise
consistently masterful treatment of her subject matter.
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These minor quibbles aside, Speaking serves more than adequately
as an opinionated but nondogmatic treatment of its subject. Bailey’s
analysis of the policing of pronunciation in beginner classes, in particu-
lar, is erudite and provocative, and a suggested original diagnostic ice-
breaking activity is deftly conceived and well explained. A recommended
mini-drama to employ in a low-level speaking class is interesting and
eminently usable. The section for “Advanced Learners” is excellent, sen-
sibly advocating the nurturing of “linguistic self-awareness” and giving
excellent directives on washback, promoting assessment of students ap-
proaching L2 fluency (Bailey has extensively researched and written on
the “washback” phenomenon, i.e., the effects testing can have on learn-
ing). Though Speaking’s 200 pages contain only four glancing references
to cultural issues, dissemblingly admitting that “some cultures value
silence more than others” (p. 169), for EFL teachers in Japan seeking an
open sesame to unfettered speech production in a culture where silence is
indeed notoriously golden, the final chapter’s discussion of reticent (and
dominant) students and anxiety in the language classroom is revealing
and gives judicious recommendations without hectoring.

Methodologically, this text is never overly prescriptive, rather prefer-
ring implicit promotion of the eclectic, mix-and-match needs-assessed
approach currently in vogue. Early cataloguing of instructional meth-
ods and assessment instruments that have come and gone leaves one
with the distinct impression that TEFL has been batting in the dark as
much as steering a steady course where teaching speaking is concerned:
notable instances of this or that methodology’s jargon-laden attempts to
elevate common sense into science are soberly noted. But the subtextual
prognosis is positive, and an able educator will be able to see the trees
as well as the wood here. In Speaking, Bailey has done an admirable job
of comprehensively surveying this special-interest area and produced a
provocative, readable, and rational treatment of an area of L2 instruction
greatly in need of such lucid and accessible explication.

Reference

Brown, G., & Yule, G. (1983). Teaching the spoken language. Cambridge: Cambridge
University Press.
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Practical English Language Teaching: Grammar. David
Nunan. New York: McGraw-Hill, 2005. iii + 178 pp.

Reviewed by
Nicholas Doran
Hampton School of English

Of the six books in the Practical English Language Teaching series,
“Grammar” is the only one written by David Nunan, who also serves
as the series’ editor. Nunan has managed to write a clear and concise
book on what is a complex and often disputed area. Although there is
some discussion of the theoretical background to grammar, this book is
essentially methodological in nature, providing many ideas on how to
teach grammar.

The book’s organisation is straightforward and it seems to be one
which should be delved into from time to time rather than being read
from cover to cover. Chapter 1 deals with some theoretical background
to grammar; Chapters 2, 3, and 4 then go on to present different activities
for teaching grammar to beginning, intermediate, and advanced level
students. The last chapter could be labelled miscellaneous as Nunan in-
troduces a mixture of different topics such as using information technol-
ogy (IT) or teaching large multilevel classes. Also included in the book is
a short monolingual glossary of linguistic terms and references, as well as
a number of website recommendations.

This book is written in a clear, easy-to-digest style with Nunan draw-
ing on his own personal experiences, for example:

When I began teaching English as a Second Language (ESL) in
England, after having taught in Australia for a number of years, I
was given an intermediate class. I was really surprised...that the
students had language skills that in Australia we would have clas-
sified as Advanced. (p. 38)

Although many readers may well welcome this personal kind of writ-
ing, I found it at times to be a little self-laudatory, especially where Nunan
mentions conducting workshops throughout the world.

Chapter 1 starts by providing some background to grammar. Here
various terms are introduced and discussed such as genre, assessment,
and discourse. There is also an interesting section on the differences
between written and spoken grammar with an invented “dialogue” to
illustrate the stylistic differences between the two:
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A: Great sausages, aren’t they?

B:  Yes, the ingredients are guaranteed free from additives and artifi-
cial colouring.

A:  Had to laugh, though. The bloke that makes them, he was telling
me he doesn’t eat them himself. Want a ciggie?

B: No thanks. Patrons are requested to refrain from smoking while
other guests are dining. (Thornbury, 2000, p. 7 as cited in Nunan,
p.13)

From this dialogue the reader is asked to identify differences between
written and spoken English. Throughout this book, Nunan asks readers
to interact with ideas by providing them with questions to consider or
tasks to do.

Nunan introduces some complex linguistic terms and attempts to
explain them in a concise and easy-to-understand manner. Most of the
time he succeeds in doing this, but at other times he has a tendency to
oversimplify. Examples include the following definition of a prescriptive
grammarian, who Nunan sees as “someone who specifies what is right
and what is wrong” (p. 3) or error analysis, which apparently involves
looking at learners’ language to identify grammatical errors for feedback
(p. 31). These definitions can be contrasted with other writing which has
a more academic feel such as the discussion of genre where he writes,
“systemic-functional linguists...have argued that all [bodies of] spoken
and written language, not just literary texts, can be analyzed in terms of
their predictable and recurring rhetorical structure” (p. 13). This combi-
nation of academic and nonacademic writing styles may make it hard on
some readers.

After some discussion of theory, the book then focuses on the practi-
cal side of teaching grammar, and Nunan provides various activity types
which can be used with different student levels. The activities introduced
will probably already be familiar activities for many teachers, asrole-plays,
information gaps, clozes, games, and so on are all discussed in detail. It
should be noted that in terms of methodology, this book will have little
to offer experienced teachers. However, for teachers on a training course
this book may come in handy. As mentioned, activity types are organised
according to student level. For beginning students a gamut of activities
are on offer; however, as we move on to higher-level students, activity
types become more selective. For example, for beginning students, Nu-
nan recommends drilling, error correction, games, and fill-in-the-blanks,
but no mention is made of these activities for higher-level students. It is
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hoped that teachers reading this book will use their common sense and
realise that these activity types are in fact suitable for all levels. Other
activities such as dictogloss and information gaps are mentioned in each
of the three level-specific chapters. There is, therefore, some repetition
between chapters, and as mentioned, omission of activity types. Both of
these could perhaps have been avoided if the book had been organised
differently, for example, by activity type rather than student level.

The final chapter, entitled Key Issues in Teaching Grammar, is mislead-
ing in that the areas covered seem to have very little to do with teaching
grammar. Paragraphs on why, when teaching large classes, teachers often
feel out of control or how teachers can avoid being frustrated by having
to correct written work seem to lack relevance for a book on grammar.

Overall, while this book holds few surprises for the experienced
teacher, it could really help novice teachers as an introductory text on
teaching methodology.

Reference

Thornbury, S. (2000). How to teach grammar. London: Longman.

Practical English Language Teaching: Listening. Marc
Helgesen & Steven Brown. New York: McGraw-Hill ESL/
ELT, 2007. viii + 184 pp.

Reviewed by,
Andre A. Parsons
Hokkaido University of Education, Hakodate

Practical English Language Teaching: Listening by Helgesen and Brown
is another one of six books in the new series published by McGraw-Hill.
Both of the authors have extensive experience in this field, which shows
as they have written a very informative book that teachers should have
on the shelf in their collection of English resources.

The book is divided into five chapters with Chapter 1 dealing with the
question of exactly what listening is before moving on in the subsequent
chapters to discuss listening and teaching techniques for beginner, inter-
mediate, and advanced level learners, and finally, focusing on key issues
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in teaching listening. There is also a glossary and an appendix of possible
listening activities.

In Chapter 1, the authors introduce key topics necessary for under-
standing the concept of teaching listening. Key points such as reciprocal
listening, top-down, and bottom-up processing are some examples. They
do this by using simplified language so that even those who have little or
no experience in the field can understand.

In the following three chapters, the authors explain what are consid-
ered beginner, intermediate, and advanced levels. They then provide a
wealth of advice for teaching and assessing learners at a particular level.
For example, in the chapter on beginning level learners, they give tips
on how to build success. For intermediate learners, teaching listening
strategies is discussed and for advanced learners, cultural literacy. In
each chapter, the authors provide illustrative examples, many of which
are found on an enclosed CD so that the reader can experience what a
learner might experience if that activity were used. The idea of having
the readers do the activities themselves is appreciated, since this practical
experience helps to illustrate those activities while reinforcing the teach-
ing methodology behind them.

In the final chapter, the authors discuss learner autonomy. They
provide ideas for encouraging and teaching autonomy to students. The
authors present several ideas such as using a diary to note the listening
that the learner has done, using the Internet to listen to various samples
of English, and using DVDs with subtitles to improve one’s listening.

I was very grateful to find much valuable information, some of which
has inspired me to come up with some new activities that I have started
to use in my classes. In addition, the ACTFL proficiency ratings are pro-
vided for each level of listening ability. Being able to understand better at
what level a student may be will help me in my lesson planning. Know-
ing how to adjust an activity so that I can build up students’ confidence
while improving their ability to comprehend English, is valuable. That
this book offers a detailed yet simplified introduction to the subject of
teaching listening is good news to any language teacher, especially for
those who are concerned about listening skills development.

Sections such as the Reflection questions and Action sections could be
quite useful, not only to a new teacher, but to an experienced one as well. As
teachers, we are always learning how to improve, and having readers think
about such questions could encourage the discussion of these issues with
others in the field, thus providing an opportunity to develop professionally.
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As a practical English language teaching guide, this volume satisfies
that purpose. Reading it will probably lead many to discover the other
books in this series. Of course, this book is not the last word on teaching
listening, but an aid to get you started. As the book provides an extensive
bibliography, one can easily further their understanding of this important
subject. As a starting point for teaching listening, it gives the reader a
good base from which to build and become a better teacher.

Practical English Language Teaching: Young Learners.
Caroline Linse. New York: McGraw Hill, 2005.
viii + 216 pp.

Reviewed by
Thomas C. Anderson
Aoyama Gakuin University & Tokai University

This book, another in the Practical English Language Teaching series, “is
designed for practicing teachers or for teachers in preparation who may
or may not have formal training in second and foreign language teaching
methodology” (p.vii). Linse brings together information from three areas
in order to give the reader a clear picture of the situation and issues with
which teachers of young children must deal. First, she examines develop-
mentally appropriate practices for which we should take into account the
stages of a child’s physical, emotional, and cognitive development; sec-
ond, she describes abilities of children who are native speakers of English
and the content they are taught so as to avoid expecting more of ESL/EFL
learners than native ones; and finally she discusses content related spe-
cifically to ESL/EFL. In this book, Linse helps both novice and perhaps
experienced teachers to become aware of the bigger issues, such as child
development, in order to develop curricula and activities appropriate for
children between 5 and 12 years of age.

In Chapter 1, Linse introduces the concept of “developmentally ap-
propriate instruction” (p. 2) and explains how a broad understanding of
childhood development and factors affecting it must be taken into ac-
count when working with children. Three tables in the chapter indicate
attributes of emotional/social, cognitive, and physical development. Fol-
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lowing this, she discusses ways to find out about children’s development
and interests. She then gives a broad overview of children’s learning and
acquisition, bringing in ideas such as Stephen Krashen's comprehensible
input. She finally looks at ways of supporting children in the classroom,
invoking Vygotsky’s concept of the child’s zone of proximal development
(p. 14). She also mentions the importance of support and giving children
the necessary time to respond to a question.

Chapters 2 to 6 look at the teaching of the traditional four skills (listen-
ing, speaking, reading, and writing) as well as the teaching of vocabu-
lary. Each chapter begins with the definition of the skill and the issues
involved. They then turn to an examination of the skill as it is developed
in the classroom. Practical activities are described which help to foster
growth and development of the skills.

The final three chapters have a broader focus than just classroom
practice. Chapter 7 talks about assessment of young learners of both
formal and informal natures. Chapter 8 is concerned with working with
parents of young learners. The concept of a “teaching team” in the home
and school is perhaps something not necessarily being brought to life to
a wide extent in Japan but, as more foreign teachers choose to remain
here on a long-term basis and develop understanding of the language
and culture, it has potential for improving English education here. Linse
completes her book by discussing current issues affecting the teaching
of younger learners. These include classroom management, dealing with
children with special needs, developing activities using multiple intel-
ligences, incorporating technology, and getting professional support.

There are several features used in this book that make it user friendly.
Each chapter begins with a list of goals which the reader should be able
to achieve by the end of the chapter. There are reflective activities for the
reader which are meant to help him/her apply the information to their
own situation. There are also action activities which have the same goal.
At the end of each chapter there is a list of further readings, helpful web-
sites, and references to help the reader who would like to go beyond what
is mentioned in the chapter. At the end of the book there is an appendix
containing children’s songs and fingerplays. In addition, there is a glos-
sary of terms which will prove valuable for the layperson or beginning
teacher.

Linse has attempted in this book to weave together theories and
research concerning child development and language acquisition with
nuts-and-bolts practical ideas for the English language professional to
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use in the classroom. She has succeeded in this and this book is not only
a good synthesis of the ideas and resources in this field, but it could be
something which encourages the novice TESOL teacher to do research in
the field and also to be creative and try new ideas and activities.
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