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The Role of TBLT in Promoting Success
in Adult L2 Learning

Masashi Otake

Abstract

This literature review investigates the efficacy of Task Based Language Teaching (TBLT)
in achieving a high level of proficiency in adult L2 learning. First, the learner variables that
trigger successful adult 1.2 learning are identified and classified into two categories: cognitive
and non-cognitive variables. Then, the possible roles that TBLT play on these variables are
examined. This paper maintains that even though TBLT cannot directly stimulate people’s
cognitive variables, it presumably promotes two non-cognitive variables for successful adult
L2 learners: explicit learning, and extremely high motivation. In addition, TBLT temporarily
surrounds the learners with L2 input, which is similar to the immersion experience that
all the successful adult L2 learners have had. These findings suggest that when certain
conditions are met, TBLT offers what the successful adult L2 learners have done in the
process of achieving their high proficiency. This paper concludes that it is possible for adult

learners to achieve a practical, high-level L2 competence through TBLT.

Introduction

With the increasing professional opportunities due to globalization, many second language
(L2) learners are aiming for a high level of L2 fluency. Their pragmatic objectives are to
be able to negotiate deals, persuade others, and resolve disputes to name a few. The focus
of language teaching has been shifting from accuracy to fluency (Brumfit, 1984), and
Communicative Language Teaching (CLT), especially the strong form of CLT, Task Based
Language Teaching (TBLT), has gained the worldwide attention of researchers and analysts.
(Van den Branden, Bygate, & Norris, 2009).

In TBLT, the learners discover new language structures by themselves through the use

of the language in ‘meaning negotiation’. They exchange knowledge and ideas with others



to solve pedagogical tasks. While engaging in these tasks, the learners’ focus shifts from the
meanings of words to their language structures in order to make their meaning negotiations
more smooth and effective (Ellis, 2003; Long, 2014). The proponents are not only SLA
researchers, such as Ellis (2003), Skehan (1998b), and Long (2014), but also teachers and
educationalists, such as Prabhu (1987), Willis (1996), and Nunan (1989). These TBLT
advocates suggest TBLT nurtures learners’ practical high-level of L2 competence for not only
everyday basic language use, but also for educational and professional language use, which
many current adult learners are aiming for in their L2 learning (Long, 2005).

This literature review, therefore, aims to investigate the relationship between TBLT and
the learner variables that successful adult L2 learners possess in order to predict the efficacy
of TBLT in achieving a high level of proficiency in adult L2 learning. The research questions
are the following: (1) What are the learner variables that trigger successful adult 1.2 learning?
(2) Does TBLT promote the development of these variables? In order to answer these
questions, the remainder of the paper will, first, review TBLT and discuss what L2 learning
success is. Then, the focus will fall on the cognitive and non-cognitive variables that several
empirical studies on successful adult L2 learners have discovered. Finally, the paper will
discuss the possibility of TBLT and address whether TBLT promotes adult L2 learning in

terms of these variables.

What is TBLT and adult L2 learning success?

Many SLA researchers believe L2 learning happens when learners are richly exposed to
the target language and engage in meaningful interaction. TBLT approaches create such an
environment and elicit learners’ implicit incidental L2 learning. The tasks in TBLT provide
opportunities for learners to engage in meaningful communications, and to elaborate their
linguistic structures, while its focus-on-form instruction accelerates the development of their
grammar ability (Ellis, 2014; Long, 2014). The criteria of TBLT tasks that TBLT proponents
all agree with are the following: meaning based, goal oriented, outcome-evaluated, and
authentic (Skehan, 1998a). When it comes to “authenticity,” it does not need situational
authenticity, but at least it needs interactional authenticity. In other words, tasks themselves
do not have to mirror what they do in real life, but they have to be able to prepare the learners
for the language use in real life (Nunan, 1989; Ellis, 2003; Long, 2014).

TBLT supporters have slightly different conceptions of TBLT pedagogy, especially on
pedagogical interventions (Skehan, 1998b; Robinson, 2001; Ellis, 2003; Long, 2014). TBLT
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proponents all agree on the importance of learners paying attention to their language forms
during meaning negotiations, but how to attract the learners’ attention on these language
forms differ for several researchers. Ellis (2003) and Long (2014) maintain learners’ attention to
forms are mainly induced by instructors’ weak intervention using focus-on-form instructions.
Focus-on-form instructions are just-in-time grammar instructions that immediately shift the
learners’ attentions to linguistic forms whenever they make errors in meaning negotiations
(Ellis, 2014; Long, 2014). On the other hand, Skehan (1998b) claims that learners’ attentions
to form should be implicitly induced by manipulating task characteristics and conditions.
Robinson (2001) possesses a neutral position in which manipulating tasks characteristics and
conditions and teachers’ interventions with focus-on-form instructions are both essential.

Both Ellis (2003) and Long (2014) believe that teachers’ explicit or implicit focus-on-form
instructions bring efficiency and accelerate the learners’ attainment of the target linguistic
forms. Long says, without teachers’ interventions, learners might not be able to notice their
errors in their interlanguages because some erroneous forms that learners make do not hinder
their communications. Ellis focuses on explicit intervention of focus-on-form instruction.
He argues that explicit instructions promote learners’ learning in two ways. First, explicit
instructions, especially negative feedback, allow learners to clearly notice the gaps between
their linguistic forms and others’ forms, which in turn promotes modification of their output
and accelerates their mastering the target language structures. Second, explicit instructions
help teachers clearly understand which linguistic forms learners are trying to master and their
progress. Long stresses implicit intervention of focus-on-form instruction, especially recasts,
where teachers repeat or reformulate learners’ linguistic errors in their utterances. Long
argues that recasts focus on conveying only necessary information about the target language
in context, which promote learners’ form-function mapping efficiently and promote learners’
noticing correct forms. Recasts also provide motivation and attention to the fact that their
messages are at stake and they already understand some portions of the message.

On the other hand, Skehan (1998b) believes manipulating task complexity induces learners’
attentions implicitly and brings great progress in the learners’ language performance. Skehan's
(1998b) trade-off hypothesis argues learners” attentional resources are provided from only one
resource pool, and fluency, complexity and accuracy cannot develop at the same time. He
argues that without teachers’ interventions, learners’ attentions on each aspect of linguistic
performance can be manipulated by controlling task conditions and characteristics. For

example, providing more familiar topics and clearly structured tasks improve learners’ accuracy



and fluency, and providing more interactive tasks augments their accuracy and complexity
(Skehan & Foster, 1997). In terms of teachers” interventions, Skehan (1998b) believes
that teachers’ interventions hinder learners” automatization, in which learners’ spontaneous
noticing of gaps and restructuring their own interlanguages control their L2 acquisition.

Robinson (2001, 2005) stands between these interventionists and noninterventionists.
Like Skehan (1998b), Robinson (2001) believes that manipulating task complexity can
improve learners’ language performance, but his concept of learners’ attention deployment on
language fluency, complexity and accuracy is different from Skehan’s (1998b) understanding.
Robinson’s (2001) ‘Cognition Hypothesis’ argues that there are multiple attentional resource
pools, and learners’” language complexity, accuracy, and fluency never compete as long as
attention resources are provided from different pools. According to Robinson (2001, 2005),
task complexity is manipulated in two dimensions: resource-dispersing and resource-directing.
In the resource-dispersing dimension, task complexity is manipulated by controlling the
amount of the attentional resource from each attentional resource pool, and in the resource-
directing dimension, task complexity is manipulated by directing learners’ attentions to
a specific attentional resource pool and controlling the competitions of these attentions.
Robinson (2001, 2005) believes that increasing complexity in the resource-directing
dimension stimulates learners’ attentional and memory resources and leads to noticing gaps
between target input and learners’ output, which develops their L2s. In addition, Robinson
(2001) claims teachers’ focus-on-form instructions are essential. It compresses a long period
of time that is needed for learners to be exposed to the target language input extensively and
to notice the gaps between their input and interlanguages.

As mentioned above, unlike the basic concepts of TBLT tasks, there is no consensus on the
pedagogical interventions in TBLT. Further investigation of how L2 learners’ automatization
of input processing happens will help expose the efficacy of teachers’ interventions in TBLT.
The following section will define adult L2 learning success.

Adult L2 learning success can be defined in numerous ways because every L2 learner
has a different concept of L2 learning success based on his or her future 1.2 needs. In the
difficulty of conceptualizing L2 learning success, the concept of the success this paper adopts
is the one commonly used in several empirical studies focusing on their successful adult .2
learning participants: near-nativeness or nativelikeness. (Birdsong, 1992; loup, Boustagui,
Tigi, & Moselle, 1994; Moyer, 1999; Bongaerts, 1999; DeKeyser, 2000; Abrahamsson, &

Hyltenstam, 2008). The nativelikeness described in these studies was measured in two
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different dimensions: (1) L2 production features and (2) L2 knowledge.

L2 production features are measured and analyzed by several different methods, such
as error analysis, obligatory occasion analysis, frequency analysis, interactional analysis,
conversation analysis, and so on (Ellis & Barkhuizen, 2005). In the studies that depicted
the adult L2 learners achieving near-native level of proficiency, the qualitative coding of
data and the quantitative analysis of learners’ complexity, accuracy, and fluency are often
adopted. Qualitative data are normally gathered through naturalistic observation, open-ended
interviews, introspection/retrospection, field notes, and life-stories. In the analysis of learners’
complexity, accuracy, and fluency, accuracy was measured by examining the number of errors,
complexity was measured by counting the number of subordination, and fluency is measured
by calculating the rate of production and the number and length of pauses and false starts (Ellis
& Barkhuizen, 2005).

Explicit and implicit language knowledge that 1.2 learners possess is also often measured
to analyze L2 proficiency. In this measurement, L2 proficiency is believed to be the
accumulation of linguistic building components that the learners possess. In Purpura’s
(2013) conceptualization of language knowledge, grammatical knowledge plays a key role. He
argues that form-meaning mappings occur in grammatical knowledge, which allows learners
to use L2 at a pragmatic level. According to Purpura, several empirical studies provide the
evidence of this process. That is, the learners’ knowledge of grammatical form interacted with
their knowledge of the semantic meaning, which conveyed literal and pragmatic meanings
in the learners’ utterances. The Grammaticality Judgment Test (G]JT) focuses on learners’
grammatical knowledge to measure adult learners’ L2 proficiency and has been administered
in several studies (Johnson & Newport, 1989; DeKeyser, 2000; Ellis, 2009). GJT examines
learners’ knowledge of syntax and morphology, and the examinees are asked to distinguish
between grammatical and ungrammatical sentences. The following section will introduce the
empirical studies that depict the adult L2 learners’ near-nativeness or nativelikeness from

these two dimensions and examine the learner variables that presumably caused their success.

What variables contribute to adult L2 learning success?

This paper categorizes the learner variables found in the L2 learners who have attained a
near-native level of proficiency into two types: cognitive variables and non-cognitive variables,
adopting the definitions from Farkas’s (2003) study. According to Lee and Shute (2009),

Farkas’s definitions of cognitive and non-cognitive variables have been adopted in many



studies in economics and sociology, as well as in psychology and education. According to
Farkas, cognitive variables are the traits, behaviors, and skills that are measured by objective
test scores, and non-cognitive variables are ones that are assessed by more subjective rating
systems, such as surveys or observations. According to Hall (2011), there are several different
cognitive and non-cognitive variables that allegedly influence L2 development, such as age
and aptitude for cognitive variables, and motivation, attitudes, personality, learning styles,
and learning strategies for non-cognitive variables. This paper, however, will only focus on
the variables that were observed in successful adult learners who have achieved near-native
or native-like L2 proficiency. The subsequent sections will describe these cognitive and
non-cognitive variables that presumably affected adult L2 learners’ success.

According to several researchers (Schneiderman & Desmarais, 1988; loup et al,
1994; DeKeyser, 2000; Abrahamsson & Hyltenstam, 2008), some of the successes of
adult L2 learning are attributed to a cognitive variable: high language-learning aptitude.
Language-learning aptitude is human’s innate linguistic information processing ability
indicated by the scores of aptitude tests (Doughty, 2014).

Language-learning aptitude was originally theorized by Carroll and Sapon (1959), and
it consists of four factors: phonetic detecting, syntax comprehension, memorization, and
inductive learning. Carroll's ‘Modern Language Aptitude Test’' (MLAT) has since played an
increasing role in assessing adult language-learning aptitude (Abrahamsson & Hyltenstam,
2008). The updated version of Carroll's model, Hi-LAB (High-Level Language Aptitude
Battery) was introduced by Doughty, Campbell, Mislevy, Bunting, Bowles and Koeth (2010).
This model takes into account the understanding of the human memory system: working
memory and long-term memory. It can predict adult learners’ L2 acquisition especially at the
advanced level.

DeKeyser (2000) and Abrahamsson and Hyltenstam (2008) both investigated how
language-learning aptitude works in L2 learning. DeKeyser tested Bley-Vroman’s (1988)
Fundamental Difference Hypothesis, which posits that child language acquisition happens
implicitly by simply accessing Universal Grammar (UG), whereas adult language acquisition
instead needs learners” focuses on the linguistic structures of the L2 inputs. DeKeyser
did a replication study of Johnson and Newport (1989) and tried to find the relationship
between learners’ language-learning aptitude and their 1.2 proficiency as well as the aptitude
differences between adult and child L2 learners. DeKeyser administered a grammaticality

judgment test (G]T) and the Hungarian adaptation of the MLAT to 57 Hungarian learners of
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English. All the participants had been the residents in the United States at least for 10 years,
and their age at arrival was from 1 to 40. As predicted in his hypothesis, DeKeyser found
that the 5 out of 6 adult L2 learners who achieved near-native proficiency possessed high
aptitude. In addition, he found a significant correlation between the learners’ aptitude and
their L2 proficiency. Yet, he could not find any correlations between child learners’ aptitude
and their L2 proficiency. DeKeyser concluded that reaching an exceptionally high level of
L2 proficiency after puberty needed activation of language-learning aptitude. Conversely,
child L2 learners attain a high level of L2 proficiency only by activating innate implicit
language-learning mechanism.

Abrahamsson and Hyltenstam (2008) also investigated the role of language-learning
aptitude on attaining L2 proficiency and the relationship between learners’ ages and
the scores of the test in a different language. In the experiment, GJT and MLAT were
administered to 42 near-native Swedish speakers whose L1 is Spanish and assessed the
correlation between their L2 proficiency and language-learning aptitude. Their average length
of residence in Sweden was 25 years. The result confirmed DeKeyser's (2000) finding. The
near-native adult L2 learners had a higher language aptitude score than the near-native
child L2 learners. However, unlike DeKeyser’s study, Abrahamsson and Hyltenstam found
a correlation between child L2 learners G]T scores and their aptitude test scores. Based on
the fact that language aptitude was activated during the children’s early L2 acquisition, they
concluded that language aptitude is essential not only for adult learners, but also for young
learners for their L2 learning.

Both DeKeyser (2000) and Abrahamsson and Hyltenstam (2008) found the necessity of
high language-learning aptitude for adult learners to attain a high level of L2 proficiency, and
the finding of Abrahamsson and Hyltenstam suggests the importance of language-learning
aptitude in any L2 learning. Besides language learning aptitude, no other cognitive
variables were found in the studies that depict adult learners” high level L2 proficiency.
However, DeKeyser (2000) and Abrahamsson and Hyltenstam (2008) instead found several
non-cognitive variables that allegedly contributed to the high level of proficiency of adult L2
learners in their studies.

Non-cognitive variables, which are measured not by test scores, but by subjective rating
systems, such as surveys or observations, can also play key roles in learners’ L2 attainment.
The studies on achievement of near-native level or native-like proficiency by adult L2 learners

have observed three of these variables in successful learners (Ioup et al. 1994; Moyer, 1999;



Bongaerts, 1999; DeKeyser, 2000; Birdsong, 2007; Abrahamsson & Hyltenstam, 2008).
One of them is explicit learning. Explicit learning is an extraneous non-cognitive activity,
which according to Ellis (1994), is “a conscious operation where the individual makes and
tests hypotheses in a search for structure.” DeKeyser and Hall (2009) maintain that it is
indispensable for adult L2 learners, since it compensates for the implicit learning ability that
adults have lost after puberty. The explicit grammatical rules these learners receive in their
learning provide shortcuts, and it accelerates the speed of their L2 learning. The subsequent
sections will describe how explicit learning becomes effective comparing the studies of loup
et al. (1994) and Schmidt (1983).

Toup et al. (1994) described two cases of attainment of near-native L2 proficiency in their
study. Both learners, Julie and Laura, are English speaking L2 learners of Arabic, who were
chosen for this case study because native speakers could not recognize them as non-native.
Julie came from Britain to Cairo, Egypt when she was 21 years old, and had since then been
living there for 26 years. She had never received any formal language instruction of Arabic,
but constantly communicated with her Egyptian husband and two children in Arabic. In
the first four months after coming to Cairo, she kept a diary about her Arabic learning and
also received continuous explicit feedback from native speakers when she made errors in
communication. Laura, who was American, had been living in Morocco for 10 years. She
had received many years of formal instruction in Arabic. She started learning Arabic when
she was an undergraduate and continued studying it until a Ph.D. Program in the U.S. She
moved to Cairo in the middle of the program to pursue the acquisition of spoken Arabic and
had been an Arabic teacher since then. She also had been married with an Egyptian man for
10 years. When comparing these two learners, Julie showed higher fluency than Laura, even
though both of them had achieved an exceptionally high level of proficiency. loup et al. (1994)
attributed Julie’s success to her explicit learning, specifically grammar-focused self-teaching
with native speakers’ immediate feedback. Compared to Laura, who had kept taking formal
language classes to improve her L2 skills, Julie had actively engaged with native speakers in
informal settings. She also received error feedback from native speakers whenever she made
errors in everyday conversations. This was further enhanced by her self-study, as she kept
learning notes on the learned grammatical structures, especially morphological variations.

Schmidt’s (1983) case study of an adult L2 learner also describes the efficacy of explicit
learning on adult L2 learners. Schmidt (1983) conducted a three-year longitudinal case study

of Wes, a 33-year-old Japanese man who achieved high English communication skills in only
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three years without any formal language instructions. Wes had moved to Hawaii because of
his profound interest in and great affection for Hawaii and Hawaiian people. The comparison
of this study with loup et al’s (1994) case of Julie provides an insight into the role of explicit
learning. Like Julie, Wes also constantly interacted with native English speakers and received
error feedback from them. However, Wes’s language had little accuracy in grammar. Unlike
Julie, who always listened to the feedback she received and made tremendous efforts in
acquiring unseen linguistic elements of the target language, Wes ignored the feedback he
received from native speakers, which resulted in his inability of attaining the 1.2 accuracy that
native speakers could not recognize as nonnative. This comparison shows that explicit learning
may become more effective when the learners are actively involved in grammar-focused
self-study and try to internalize the feedback they receive from native speakers.

The study of loup et al. (1994) and Schmidt (1983) depict two other non-cognitive
variables that helped promote the success of the adult 1.2 learners: immersion experiences
and extremely high motivation for acquiring the target languages. In the study of loup et
al. (1994), Julie immersed herself in an Arabic speaking community for 26 years and her
motivation was being able to communicate effectively with her husband, two children and
people in the community in Arabic. In the study of Schmidt (1983), Wes lived in Hawaii for
three years, and his motivation was also becoming part of the Hawaiian community.

A short or long period of immersion experience of adult L2 learners who attained a
near-native level or native like proficiency has been observed in several studies (loup et
al. 1994; Moyer, 1999; Bongaerts, 1999; DeKeyser, 2000; Birdsong, 2007; Abrahamsson
& Hyltenstam, 2008). The immersion experiences that these studies describe are mostly
studying abroad and immigration to other countries. The efficacy of immersion experience on
adult L2 proficiency development was focused in the study of Lindseth (2010) and Tschirner
(2007).

Lindseth (2010) studied the improvement of the oral proficiency of adult German learners
during a semester of studying abroad in Germany. The use of two specific advanced level
grammar structures by 38 graduate students, who were majoring in German, were assessed
by a well-known oral proficiency interview offered by ACTFL (ACTFL OPI). This interview
was conducted by the professional ACTFL raters. As a result, 31 students improved their 1.2
proficiency after the one-month immersion experience including two students who reached
an advanced level and seven students who improved their L2 proficiency by at more than one

sublevel on the ACTFL Proficiency Guidelines for Speaking.



Tschirner (2007) also investigated the efficacy of immersion experience. His study
investigated not only the effectiveness of immersion experience on improving learners’ oral
proficiency, but also how to maximize the immersion experience. Tschirner’s (2007) study
assessed the oral performance of 15 adult American learners of German before and after the
four-week intensive immersion program in Germany. Two different instruments were used to
measure the learners’ oral proficiency: the Simulated Oral Proficiency Interview (SOPI) for
the pretest and the Oral Proficiency Interview (OPI) for the posttest. The learners were also
asked to fill in questionnaires to provide their biographical information and the head teacher
provided written, detailed comments to each student. The study showed that at the end of
the program, 11 of 15 participants improved their oral proficiency by at least one sub-level
on the ACTFL Proficiency Guidelines for Speaking. Tschirner (2007) also found out the five
following components that maximize people’s immersion experience: understanding how to
develop oral proficiency; intensive speech instructions with many opportunities to interact
with different native speakers; homestays that provide large amounts of language input and
speaking opportunities, and extremely high motivation. The only drawback of Tschirner’s
(2007) study was that two different instruments were used to measure oral proficiency:
the SOPI for the pretest and the OPI for the posttest. He argued that he administered
different tests because of the practical, scheduling and cost reasons. Even though Tschirner
(2007) maintained that the scores of these two tests are highly correlated, it is problematic
to compare the different test scores to observe the progress during the immersion program
because they are not exactly the same measurements.

Even though both Lindseth (2010) and Tschirner (2007) discovered the efficacy of
immersion experience on improving learners’ oral proficiency, neither of these studies nor
other studies delved deeper into what elements in immersion experience stimulate the
learners’ L2 development. However, Long's (2014) Interaction Hypothesis, and Robinson’s
(2001, 2005) Cognition Hypothesis corroborate the reasons immersion experiences
accelerate adult L2 learning. Long’s (2014) interaction hypothesis contends that, in addition
to comprehensive input, modifying their interlanguages in meaning negotiation facilitates
learners’ L2 acquisition. As Tschirner (2007) mentioned, effective immersion experiences
provide a lot of meaning negotiation opportunities in the interactions with native speakers.
Robinson (2001, 2005) and Robinson and Gilabert (2007) argue that increasing task
complexity in the resource-directing and resource-dispersing dimensions provides more

opportunities of interactions and meaning negotiations in learners, which promotes their
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noticing of new language forms. According to Robinson and Gilabert, learners experience a lot
of task complexity in both resource-directing and resource-dispersing dimensions when they
are exposed in the L2 environment. Tschirner argues that the ideal immersion experiences
provide the learners with such an environment, where they engage in large amounts of
speaking and interaction opportunities. As these theories suggest, immersion experiences
promote adult L2 development.

The third non-cognitive variable is motivation. According to Skehan (1989), the exact nature
of motivation is uncertain, and there is no consensus on the definition of motivation among
SLA researchers. Moyer (1999) also mentioned the difficulty of measuring motivation and
the scarcity of studies on the relationship between motivation and ultimate L2 attainment.
Despite the ambiguity in SLA research on motivation, what is known about it is depicted
as the crucial factor for attaining a near native level of or native-like L2 proficiency in many
studies (loup et al. 1994; Moyer, 1999; Bongaerts, 1999; DeKeyser, 2000; Birdsong, 2007;
Abrahamsson & Hyltenstam, 2008). Particularly, the studies of Bongaerts (1999), Birdsong
(2007), and Moyer (1999) indicated the importance of motivation on attaining a near-native
level of L2 pronunciation by adult learners.

Bongaerts (1999) conducted three experiments in his study: two with Dutch learners of
British English and one with Dutch learners of French, aiming to find if adult 1.2 learners
can achieve the L2 pronunciation that is indistinguishable from that of native speakers, and
to discover what factors helped the learners achieve such a high-level of attainment. The first
study compared the English pronunciation between three groups of participants: 5 native
speakers; 10 adult Dutch learners of English whose proficiency levels are highly advanced
according to English as a Foreign Language (EFL) experts; and 12 adult Dutch learners of
English in different levels of proficiency. All participants were asked to do the following two
tasks: (1) to talk about their recent holiday experiences and (2) to read 10 English sentences
and 25 words. Then, four linguistically inexperienced native English speakers rated the
accents in these speeches and reading samples. The result showed that the judges could not
tell the pronunciation differences between the highly advanced L2 learners and the native
speakers. The same results were found in the experiments conducted on the supraregional
accent of British English and standard French; the judges could not distinguish the sounding
differences between the highly advanced L2 learners and the native speakers. In this study,
Bongaerts discovered the three common variables in the learners who achieved a near native

level of pronunciation skills: receiving a large amount of L2 input from native speakers after
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entering university, taking intensive perceptual and pronunciation trainings for acquiring
accurate pronunciation of the target language, and exhibiting extremely high motivation in
attaining native-like pronunciation. One drawback of Bongaerts’s (1999) study is the lack of
scrutiny. The participants’ pronunciations were not analyzed at the segmental level, which
made the accuracy of the result skeptical.

Birdsong (2007) reexamined Bongaerts’s (1999) study. He replicated Bongaerts’s study and
analyzed successful adult L2 learners’ pronunciations in both sentence level and segmental
level. Twenty-two English speaking adult learners of French, who had experienced immersion
in the French speaking countries, were assessed on the durations of their French vowels,
voice onset time of their plosives and the sentence level pronunciations of three passages
from French literature. He also investigated the relationship between the productions of
the two levels. The recorded read-aloud of adult learners of French were compared with
the ones of native French speakers who had grown up in France. The result showed 2 of
the 22 participants achieved an exceptionally high-level of pronunciation in both segmental
and sentence levels, and their pronunciation was indistinguishable from the native French
speakers. He also found that the sentence level production predicts the segmental level
production but not vice versa. Finally, he found that both of the successful learners who
achieved near-native level of pronunciation in segmental and sentence levels had had formal
phonetic trainings, had spent more than 20 years in France, and had been highly motivated in
acquiring proper French pronunciation.

The studies of Bongaerts (1999) and Birdsong (2007) found the effect of high motivation
of adult L2 learners on attaining a near-native level of L2 pronunciation, but they did not
directly test the effect of motivation in their studies. Moyer (1999), instead, focused on the
correlations between phonological proficiency of adult 1.2 learners and extrinsic variables:
motivations, the starting ages of immersion and receipt of instruction, and the types and the
amounts of instruction and feedback. Moyer found the negative correlation between the
participants’ phonological performance and the starting ages of immersion and receipt of
instructions and the positive correlation between the participants’ phonological performance
and the amount of phonological instructions on stress, rhythm and intonation. While no
correlations were found between the participants’ phonological performance and other
extrinsic variables including their motivations on acquiring the language, Moyer found one of
the participants who achieved extremely high scores in all the pronunciation tasks and was

rated as native-like by the all the four judges exhibited an exceptionally high motivation in
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learning the German language.

Moyer also found there are two other non-cognitive variables that were mentioned earlier
behind this participant’s L2 success: explicit learning and immersion experience. He not only
had an extremely high interest in Germany and the German language, but also self-taught
through communication with his German friends, and had joined a one-year exchange
program in Germany at the age of 22, which, according to him, brought rapid growth of his
German skills. Successful learners’” explicit learning and immersion experiences were also
discovered in the studies of Bongaerts (1999) and Birdsong (2007). In Bongaerts’s study,
the successful learners had taken intensive perceptual and pronunciation trainings and had
immersion-like experiences, in which they had received a massive L2 input from native
speakers on a daily basis.

In the previous sections, the studies that had portrayed the adult L2 learners who attained a
high-level of L2 proficiency were reviewed and the cognitive and non-cognitive variables that
presumably caused a high-level of L2 competence were examined. The subsequent section

will focus on the relationship between these cognitive and non-cognitive variables and TBLT.

Does TBLT enhance the learners’ cognitive and non-cognitive variables and promote
their L2 learning?

A cognitive variable, language learning aptitude, and non-cognitive variables, explicit
learning, immersion experiences and extremely high motivation were identified as the
stimulants that have been described in the previous studies as ones that could trigger adult L2
learning success. Whether or not TBLT can promote these learner variables will be discussed
further.

The cognitive variable, which was allegedly contributed to adult L2 learners’ high
proficiency, was language-learning aptitude. Language-learning aptitude is, however, believed
to be an innate fixed talent for learning languages in many researchers (Abrahamsson &
Hyltenstam, 2008). If it is not developmental or does not fluctuate under external influences,
the role of TBLT in successful language learning is uncertain. Since there were only a few
studies that focused on the development or fluctuation of language-learning aptitude, it is
hard to understand the mechanism of language-learning aptitude. The study of Harley and
Hart (1997), which sought the relationship between the language-learning aptitude of 65
11" grade French learning students in immersion programs and the ages of first language

exposure, could not find the evidence of the development of language-learning aptitude.
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McLaughlin (1990), however, claims that language-learning aptitude is developmental
because he believes people’s prior successful language-learning experiences unconsciously
influence the following new language learning. Doughty (2014) also argues that at least one
component of language-learning aptitude, working memory, is developmental and can be
trained. If the language-learning aptitude or a part of it is developmental as McLaughlin and
Doughty claim, there is a possibility that TBLT can influence its development.

In addition, TBLT also might have a possibility to trigger the activation of language-learning
aptitude. Carroll (1964) investigated the contributions of motivation, instruction qualities,
time and intelligence on learners’ language aptitude in one-week intensive language course
and in a yearlong extensive language course. He found that when learners’ motivation is low
or the quality of instruction is low, their aptitudes were not activated. However, when they
consider that the language courses are beneficial or entertaining, the learners were more
motivated and their language learning aptitude started to make effects. Carroll's (1964) findings
suggest that if TBLT stimulates learners’ motivation, TBLT might also be able to stimulate
adult L2 learners’ language learning aptitude. Further research on aptitude development and
activation is needed to discover the role of TBLT on promoting language-learning aptitude. In
the subsequent section, the roles of TBLT on non-cognitive variables will be investigated.

Non-cognitive language learner variables discussed in this paper were explicit learning,
immersion experience, and extremely high motivation. Firstly, TBLT provides effective
explicit learning. In the study of loup et al. (1994), Julie received corrective feedback from
native speakers whenever she made grammatical errors in everyday conversations. This is
what TBLT’s focus-on-form approach offers to the learners. As mentioned earlier, in the
focus-on-form approach, a just-in-time grammatical instruction is given whenever the learners
need it in meaning negotiation (Ellis, 2000; Robinson, 2001; Long, 2014). Focus-on-form
instructions help develop the learners’ language abilities because the learners become
psycholinguistically the most susceptible to new forms when learners’ attention is shifted from
meanings to linguistic elements due to perceiving problems in comprehension and production
(Prabhu, 1987; Long, 2005).

Secondly, when it comes to immersion experiences, there are no studies on the explicit
relationship between TBLT and immersion experiences. However, TBLT provides similar
learning environments to what actual immersion experiences offer during class periods.
According to Révész (2009), TBLT aims to create the environment where the learners engage

in implicit and explicit learning, receive rich exposure to the target language, and meaning

14



The Role of TBLT in Promoting Success in Adult L2 Learning

based communication. This notion matches with the five components that Tschirner (2007)
argued for maximizing people’s immersion experience. In addition, Long’s (2014) Interaction
Hypothesis and Robinson’s (2001) Cognition Hypothesis suggest TBLT can create an
immersion-like environment. The input and output processing through interactions with peers
and instructors in classrooms expose the learners in comprehensive input and promote them
meaning negotiation and output modification, which accelerate the learners’ L2 acquisition.
TBLT learners can also engage in many cognitively demanding tasks in both resource-directing
and resource-dispersing dimensions. It provides them with ample opportunities of interactions
and meaning negotiations with teachers and other learners in the target language, which
allows them to notice new language forms and promotes their L2 complexity development.
What TBLT lacks when compared to the actual immersion experiences are the quality and the
quantity of input the learners receive. Unlike actual immersion experiences, the quality of the
input that TBLT provides is not as high as that of the input that actual immersion experiences
offer. TBLT learners receive native level input only from teachers and from the students who
grew up abroad unlike being surrounded by real natives in the actual immersion experiences.
The amount of the L2 input that TBLT learners can receive is limited, and it is normally only
the time in the classroom. On the other hand, in the actual immersion experiences, learners
receive the 1.2 input for a long period of time, sometimes all day long. Even though these
differences from actual immersion experiences exist, TBLT still provides immersion-like
experiences to its learners, which possibly accelerates their L2 attainment.

Finally, TBLT positively works on learners’ motivation. According to Krashen’s (1982)
Affective Filter Hypothesis, negative affective factors, such as negative emotions, low
self-confidence, and anxiety become psychological obstacles and hinder language learners’
full absorption of available comprehensible input. However, TBLT adopts needs analysis,
which eliminates these negative affective factors during the task design and helps teachers
avoid psychological obstacles that hinder the learners’ L2 attainment in the classroom.
TBLT's needs analysis also takes account of learners’ present or future communicative needs
or interests (Long, 2014), which stimulates the learners’ motivation and interests in the 1.2
development (Robinson, 2001; Tamponi, 2004). In the following studies, Chen and Brown
(2012) have found the efficacy of TBLT on the learners’ motivation.

Chen and Brown (2012) investigated whether or not task-based computer-mediated
communication (CMC) approach facilitates adult English learners’ motivation toward ESL

writing. Six adult learners (18 to 33 years old) who study in the ESL program at a university
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were assigned a task: to create informative websites using CMC tools. Their perceptions of
their progress in English writing and the motivation for improving it were analyzed. The data
was derived from the participants’ interviews, observation notes and finished websites. The
study found that the CMC supported TBLT facilitated the learners’ motivation. The learners
mentioned that relaying the knowledge they had in writing articles on the website made them
feel like being actual professional web journalists. Since they had to open their websites to the
public, they not only perceived the task as an authentic, purposeful, and meaningful activity,
but also made tremendous efforts to improve the quality of their writing in order not to “lose
face”. In addition, many learners often visited the websites that the other students made,
even though it was not the requirement of the task. Chen and Brown (2012) mentioned
that this fact indicates how much many of the learners were intrinsically motivated in this
task. They concluded that the task removed the learners’ anxiety and generated their high
motivation. The result of this study clearly demonstrates the efficacy of TBLT on motivation.
It reduced the learners’ anxiety and increased their motivation. However, there are limitations
in this study. First, the sample size was small, which compromised the validity. The number
of the participants was six, which was too small to generalize the findings to a bigger group of
people. Second, the tasks were mediated through the computer, and there was a possibility
that the learners were simply interested in computer-based activities, compromising the
construct validity. In spite of these limitations, this study still deserves attention, as few

studies have focused on the relationship between TBLT and L2 learners’ motivation.

Conclusion

The aim of this paper was to investigate the roles of TBLT approach in promoting success
in adult L2 learners. For the first research question, multiple cognitive and non-cognitive
variables that promoted success were indicated in the reviewed studies. When it comes to
cognitive variables, language-learning aptitude allegedly played a role in promoting a high level
of adult L2 proficiency. As for non-cognitive variables, three different variables were identified
as the stimulants for successful adult L2 learning: explicit learning, immersion experiences,
and extremely high motivation. Then, for the second question, the possible role of TBLT on
each variable was discussed. For the cognitive variables, even though TBLT cannot directly
stimulate people’s language-learning aptitude, it may be able to activate the aptitude by
stimulating the learners” motivation for learning L2 (Carroll, 1964). On the other hand,

TBLT presumably promotes two of the three non-cognitive variables of the successful adult
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L2 learners: explicit learning, and extremely high motivation. When it comes to immersion
experiences, TBLT also offers immersion-like experiences in which the learners only receive
low quality L2 input. These findings suggest that over all, TBLT offers what the adult L2
learners who have achieved a near-native level of proficiency have experienced in their life.
Provided that the tasks are always given in the areas of learners’ needs and interests, effective
feedback is provided instantly from instructors, and the target languages are meaningfully
and constantly used by both instructors and learners in the process of accomplishing these
tasks, it is possible for adult learners to achieve practical high-level of L2 competence through
TBLT.

In addition, the studies reviewed above proved that explicit learning, immersion experience,
and extremely high motivation were often observed together in the successful L2 learners
who achieved a high level of proficiency (loup et al. 1994; Moyer, 1999; DeKeyser, 2000;
Birdsong, 2007; Abrahamsson & Hyltenstam, 2008). This finding implies explicit learning,
immersion experiences, and extremely high motivation might interact with each other to
stimulate adult L2 learners and promote their 1.2 to a high level. In future studies, whether or
not these three non-cognitive variables interact with each other and how TBLT promotes this
interaction need to be investigated.

As Ellis (2003) and Gonzalez-Lloret and Nielson (2015) mentioned, the studies on the
evaluation and the efficacy of TBLT program are scarce and the existing studies on the
evaluations of TBLT programs are mostly qualitative and only focus on the experience and
perception of the learners on the gained language skills (McDonough & Chaikitmongkol,
2007; Towell & Tomlinson, 1999). The efficacy of TBLT on promoting success in adult L.2

learning also should be further discussed in future research.
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Difficulty levels of English /r/ and /1/

for Japanese learners: An acoustic analysis

Aya Kitagawa

Abstract

The present study aimed to examine phonetic and phonological learning with a specific
focus on production of /r/ and /I/ and to identify the difficulty level of these approximants
by defining /r/ and /1/ as easy, learnable or difficult items for Japanese learners of English.
Acoustic analyses were conducted, where the third formant was measured for /r/ and /1/.
The variables obtained from the analyses were submitted to three statistical tests, a cluster
analysis, a multivariate analysis of variance and a discriminant analysis. The results showed
that both approximants were difficult for Japanese learners to learn to produce. Despite the
difficulty in learning them, it was also found that there was an individual preference about
which approximant was learned faster. Some Japanese learners of English were learning /r/
faster than /1/ whereas others were learning /1/ faster than /r/. Further studies will be required
to explore what creates these individual differences, and how positively the preference for

learning /r/ or /1/ can affect the learning of both approximants.

1. Introduction
1.1 Purpose of the study

Previous studies have pointed out the difficulty of Japanese learners learning to perceive
and produce English /r/ and /1/ (Flege, Guion, Akahane-Yamada, & Yamada, 2004; Goto,
1971; Yamada, 1995). This is partly because of the difference in the phonological inventory of
approximants between the two languages: English has four voiced approximants, /r, 1, j, w/,
whereas Japanese has only two approximants, /j, w/. Japanese does not have a voiced alveolar
approximant, /r/, and a voiced alveolar lateral approximant, /1/, unlike English (English /r/
should be transcribed as [1] if based on IPA, but /r/ will be used in this paper following the

conventional transcription).
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It should also be noted that although previous research often has found that Japanese
learners of English tend to perceive and produce the English syllable-initial /r/ and /1/ as
Japanese /r/, English [r] and Japanese [r] are phonetically different. Japanese /r/ is not even
classified as an approximant. It is a flap, labelled as [r] or [¢], which is articulated with a brief
closure immediately before the following sound by quickly contacting the tip of the tongue
with the alveolar ridge (Kent & Read, 2002). It rather sounds similar to an English flap
used in American English, as in better. Japanese /r/ and English /r/ thus have very different
phonetic qualities.

The contrastive phonetics and phonology above suggest that Japanese learners of English,
less experienced learners in particular, would have difficulty in producing /r/ and /1/ in a
native-like manner. There seems to be a lack of consensus as to which approximants are
more likely to be learned, however, especially concerning production. Some argued that /r/
was learned with more ease (Aoyama et al., 2004; Hazan, Sennema, Iba, & Faulkner, 2005),
while others maintained that both could be equally learned (Flege, Takagi, & Mann, 1995;
Slawinski, 1999). This study therefore analyzed the production of these two approximants by
Japanese learners with no experience of living in an English-speaking country, using acoustic

analyses, in order to define the level of difficulty for these approximants.

1.2 Learning of L2 /r/ and /l/

The difficulty of discriminating perceptually between English /r/ and /1/ for Japanese
learners was empirically examined (Goto, 1971; Hallé, Best, & Levitt, 1999; Yamada, 1995).
Goto (1971) conducted an experiment, where American and Japanese participants read a list
of words including /r/ and /1/ tokens, and then identified the tokens as /r/ and /1/ by listening
to their own recorded samples or the other participants’. He found that both proficient and
less proficient Japanese participants discriminated between /r/ and /I/ in perception poorly.
Yamada (1995) is in accordance with Goto (1971), but claimed that the experience of living
in the U.S. affected accuracy in perceiving these approximants.

Whereas the findings of Guion, Flege, Akahane-Yamada, and Pruitt (2000) showed that no
Japanese sounds, including vowels and consonants, were similar to /r/ and /1/ perceptually,
they reported that /1/ was closer to /r/, a Japanese flap. In their experiment, highly experienced
Japanese learners and moderately experienced Japanese learners performed better in
discriminating between English /r/ and Japanese /r/ than between English /1/ and Japanese /r/.

Guion et al. regarded this as an indication that English /1/ sounded closer to Japanese /t/ than
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English /r/ to Japanese learners.

According to Goto (1971), Japanese participants with higher English proficiency
discriminated between /r/ and /1/ well in production. Therefore, whereas prior studies
generally agreed that both /r/ and /1/ were perceptually difficult for Japanese learners to
discriminate, these approximants may be more likely to be learned in production. Aoyama
et al. (2004), however, found a better performance of /r/ in learners’ production, as in their
perception. They carried out experiments, where adult and child speakers of Japanese
discriminated between /r/, /1/ and /w/ in perception and production. They reported that
the children improved the production of /r/ and /w/ more than /1/, while the adults showed
only a minimal improvement in learning these approximants. Although both children and
adults performed better in producing /1/ than producing /r/ and /w/ at the first session, they
concluded that there was a greater improvement in the production of /r/ and /w/, highlighting
a relative improvement. Hazan et al. (2005) also found some differences between /1/ and
/r/. According to their results, whereas the production test did not produce a significant
difference in the effect of the perceptual training with audiovisual stimuli between learning
/1/ and learning /r/, the rating task showed that the production of /r/ was better rated as an
authentic token due to the effect of the training. That is to say, the participants performed
slightly better in producing /r/ than /1/ as a whole.

In contrast, Slawinski (1999) argued that the learning of /r/ and /I/ was parallel in the
production. She carried out experiments of both perception and production of /r/ and /1/ by
Japanese children and adults to investigate the effect of spoken proficiency on the production
of /r/ and /1/. Four groups of Japanese children and three groups of adults participated in
the experiments. The production test was aimed at examining how the participants would
use temporal and spectral cues in discriminating between /r/ and /1/, the results of which
indicated that they improved the second formant (F2) and third formant (F3) transitions
of both /r/ and /1/ with age and exposure to English. The experimental groups did not differ
significantly, except that the adult late learners used a longer cue for /1/ at a significantly
different level from the other adult groups. Flege, Takagi et al., (1995) also found that
Japanese learners of English could learn to produce both /r/ and /1/ accurately, as they became

more experienced.

1.3 Acoustic measurements of approximants

The approximants targeted in the current study, /r/ and /1/, are similar to vowels in that
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they have clear formant frequencies. This provides them with vowel-like features, making
these sounds acoustically distinct from other consonants. The sonority of these sounds is thus
higher than other consonants, including plosives, fricative and affricates. Espy-Wilson (1992)
noted these characteristics, and analyzed all four English approximants in terms of a decrease
in energy at low frequencies, abrupt amplitude change, mid-frequency energy and the first
four formants.

F3 is recognized as one of the primary cues used to distinguish between /r/ and /1/ of all
measurements. The decrease of F3 is a characteristic feature of /r/, and the lowering of F3
in /r/ has been measured in previous studies (Flege, Takagi et al., 1995; Iverson et al., 2001;
Saito & Lyster, 2011). Flege, Takagi et al. (1995) highlighted the importance of lowering F3
for English /r/, noting that a higher F3 value led to more perceived foreign accentedness.
Figure 1.1 depicts F3 of [r] in rats and [1] in learn. The boxed portion in each spectrogram
corresponds to the whole /r/ and /1/. The horizontal line immediately below the arrow is F3,

measured in hertz (Hz).

(a) [r]
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Figure 1.1. The spectrogram of [r] and [1]: (a) [r]; and (b) [1].

A relatively wider range of F3 values have been reported for English /r/, which reflects
a different degree of r-coloring. Some initial /r/ was produced as low as 1240 Hz when
articulated with a strongly curled tongue; in contrast, because of the lesser degree of
r-coloring, F3 in the intervocalic /r/ is lowered only to a smaller extent (Ladefoged, 2003).
Ladefoged (2003) described the intervocalic /r/ in berry as having the F3 value of 2100 Hz.
Saito and Lyster (2011) maintained that the degree of F3 lowering affected native speaker
judgment, reporting that /r/ tokens with F3 values ranging from 2200 Hz to 2300 Hz were
judged as good examples of English /r/ of all tokens produced by Japanese learners of English.
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In contrast, as evident in a comparison with F3 of the sounds preceding and following /1/ in
Figure 1.1, F3 of /1/ has no abrupt change. Flege, Takagi et al. (1995) found that the average
F3 value of /1/ produced by native speakers of American English was 2854 Hz. Saito and
Lyster also noted that authentic /1/ would be produced with F3 of 2800 Hz.

Another acoustic cue of /I/ to be noted is the presence of anti-formants (Kent & Read,
2002). The spectrogram of [1] in Figure 1.1, surrounded by vowels, shows that formants of
/1/ are also generally weaker than those of the adjacent vowels. Because /1/ is articulated with
the tip of the tongue on the alveolar ridge, the air flow goes out through the side(s) of the oral
cavity. This blockage causes the energy to radiate, which is reflected as anti-formants on the

spectrogram, as with nasals.

1.4 Research question and hypotheses

This study aimed to examine the learning of /r/ and /1/ with a specific focus on production
and to identify the difficulty level of these approximants by defining /r/ and /1/ as easy,
learnable or difficult items for Japanese learners of English. To address this research question,
hypotheses were formed as follows.

It was hypothesized that /r/ and /I/ would be learnable and difficult, respectively. Both
approximants do not have any exact counterpart in the Japanese phonological inventory as
noted in Section 1.1, which suggests that Japanese learners have to learn both phones from
scratch. Previous research shows that training (Saito & Lyster, 2001) and exposure or age
(Slawinkski, 1999) would be key factors in promoting learning, and therefore, these findings
imply no strong ground for hypothesizing that these approximants would be easy items.
Additionally, some researchers claim that the degree of difficulty varies between /r/ and /1/ as
far as production is concerned: /r/ is more likely to be learned (Aoyama et al., 2004; Hazan
et al., 2005). Although others argue that both approximants could be learned (Flege, Takagi,
& Mann, 1995; Slawinski, 1999), it is not a major argument that /r/ is easier than /1/ for
Japanese learners to learn to produce. Thus, /r/ was predicted to be learnable and /1/ to be

difficult.

2. Methods
2.1 Participants
Ninety-one speakers participated in this study: 72 were Japanese learners of English (JL),

12 were native speakers of British English (BN) and 7 were native speakers of American
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English (AN). The JL participants were third-year students at boys high school well reputed
for its high academic level. They had diverse academic backgrounds, but none of them had
the experience of living in an English-speaking country. The JL's performance data were
compared against those of BN/AN obtained from publicly available databases, the UCL
Speaker Database (Markham & Hazan, 2002) and the Audio Archive (Merfert, 1997). The
data of these speakers with two different accents were used because both are the most
common accents of English taught in the classroom in Japan and spoken around the world. It
is known that gender affects the absolute values of formant frequencies, and thus, this study

only collected data from male speakers.

2.2 Materials

Phonetically-balanced passages, The Story of Arthur the Rat and Arthur the Rat, were
used. Data for the BN and JL participants were collected using the former passage and those
for the AN participants, using the latter. These passages were slightly different in some words
used, but they follow exactly the same story line.

Target words were selected from these passages. Voiced approximants, /r/ and /1/, occurred
either at the word-initial position or the word-medial position as follows. The number within

the square brackets in the list presents the number of repetitions, when provided:

BN/JL data
/t/: rat [5], rainy, room, roof [2], right, rode, carry and hurry

N/: learn, looked, lived, last, later, lying, Helen and Nelly

AN data
/t/: rat [6], rainy, room, roof, right, rode, carry and hurry

NV/: like, look, loft, little, long, line, Helen and Nelly

2.3 Recording and procedure

All recordings of the JL participants were made using a digital recorder, Roland-09, and a
condenser microphone, SONY ECM-MS957. Their data were recorded at a sampling rate of
44.1 kHz, 16 bit. The recording level was first checked and adjusted to each speaker.

The material, printed on one side of A4 paper, was distributed to each participant between

3 days and 30 minutes prior to the recording. A summary of the story was presented in
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Japanese on the other side of the paper, with the intention of helping them to grasp the
gist of the story. Although the participants were allowed to look up the pronunciation of
unfamiliar words in a dictionary before the recording session, no instructions were given by

the experimenter as to phonetic and phonological features.

2.4 Acoustic analyses

Based on the finding of Saito and Lyster (2011) that only F3 values predicted whether the
native listeners would perceive a produced sound as /r/, F3 was acoustically analyzed in this
experiment. F3 was measured for /r/ and /1/, after the spectrogram and formant track were
specified on Praat (Boersma & Weenink, 2011, 2015). Because the low F3 value characterizes
/t/ as described in Section 1.3, the lowest F3 values at the beginning of the upward slope and
the steady-state F3 value were measured for each token. The values were obtained in Hz.

One thing that should be considered when analyzing the speech sample collected from
non-native speakers is that the F3 values cannot be measured when another sound is
substituted for the target /r/ and /1/. There were two cases of this; one was the substitution
of a flap-like sound and the other was that of a vowel-like sound. The flap-like pronunciation
is evident from the presence of a hold phrase in most cases. When the presence of the hold
phrase could be confused with the presence of anti-formant for /1/, a durational cue was
applied to judge whether the token was /1/ or a flap-like sound, referring to the duration of
a flap obtained by Rimac and Smith (1984). Both durations and F3 values were therefore
recorded with the candidates for the flap-like tokens that had an unclear hold phrase. The
articulation rate, calculated using the script (de Jong & Wempe, 2009) on Praat (Boersma
& Weenink, 2011, 2015), was also obtained so as to take into account the difference in the
speaking rate between the BN/AN participants and the JL participants. The other type of
substitution, vowel-like pronunciation, was due to an incomplete articulation of /1/. The
tokens were classified into this type of error, when characteristics of anti-formant were not

visually evident in the spectrogram and waveform.

2.5 Variables for /r/ and /1/

Two variables were applied to the statistical tests on the production of /r/ and /1/: score for
the /r/ and score for the /1/ tokens, which corresponded to the number of tokens produced
as the intended sound as in Table 2.1. These variables were obtained by judging every target

token as /r/, /1/ or other sounds with reference to the BN/AN data, and counting the number
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of tokens identified as intended.

Table 2.1
Variables for the Analysis of /r/ and /l/

No. of Level of
Variable F) © evero Scale
variables measurement
Score for the /r/ tokens 1 Interval 0-8
Score for the /1/ tokens 1 Interval 0-8

After the F3 values were measured, they were converted from Hz to mel using Equation 1

(Fant, 1968):

Mel = 1000/10g,10 x log(1+F/1000) (1)

where F represents the frequency value. The thresholds of the F3 mel value to distinguish
between /r/ and /1/ and that of the durational value to separate /I/ from a flap-like sound were
then set based on the data of BN/AN participants. As for the F3 threshold to classify the
tokens into /r/ or /1/, all tokens of initial /r/ and /1/ obtained from the BN/AN participants were
ranked according to F3, and the F3 mel values whose z-scores fell at 2 SD and -2 SD were
defined as the thresholds for /r/ and /1/, respectively. The durational threshold for a flap-like
sound, on the other hand, was set using the average duration of American flaps for adult
speakers, reported by Rimac and Smith (1984), 33 ms, as a reference. Non-native speakers
are likely to speak more slowly than native speakers (Munro & Derwing, 1995); therefore, a
modified threshold for the JL participants was calculated by multiplying 33 ms by the ratio of
the average articulation rate of the JL participants to that of the BN/AN participants.

Every item was scored in terms of whether they were produced as intended or not, with
reference to the threshold values above. First, by comparing the duration of the candidates for
the flap-like tokens against the threshold of the durational value for a flap-like sound, tokens
longer than the threshold were considered not to be flap-like. These tokens were submitted
to the subsequent scoring process to judge whether or not the tokens were /r/ or /1/. The /r/
tokens with F3 lower than threshold F3 value for /r/ and the /1/ tokens with F3 higher than

the threshold F3 value for /I/ were judged as intended. The two variables were obtained on a
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scale of 0 to 8 by adding the scores for the eight items of /r/ and /1/ each. The target word rat
was repeated in the passage five times for the BN and JL data and six times for the AN data,
and roof was repeated twice for BN and JL data. These words were scored as intended when
more than one token was judged as intended for rat and when at least one token was judged

as intended for roof.

2.6 Statistical analyses

Three statistical analyses were performed using the variables above: a cluster analysis,
a multivariate analysis of variance (MANOVA) and a discriminant analysis. The first
statistical test, a cluster analysis, was carried out to group the participants into clusters,
based on similarities in the input variables. This analysis was conducted using the entire
sample, including the BN/AN participants, which made it possible to form the groups of JL
participants depending on similarities in their performances. The cutoff point was selected on
two criteria. One is that at least one of the clusters consisted of as many BN/AN participants
as possible, called a BN/AN cluster. This is based on the theoretical hypothesis that the BN/
AN participants would be grouped together. The other was that the JL participants formed
four clusters at most, called as JL clusters, considering the balance of the sample size of each
cluster for the subsequent analyses. The second statistical test, a MANOVA, was carried out
using the clusters generated by this analysis as the between-subjects independent variables.
It revealed whether there was a statistical difference among the clusters or not. The third
statistical test, a discriminant analysis, was performed to identify clusters that differed in the
variables at a statistically significant level. This judgment was based on the distance displayed
in the canonical discriminant function plots and the location with reference to the group
centroids indicated by positive and negative signs. A discriminant analysis additionally
showed which variables discriminated them and to what degree these variables contributed
to the discrimination. This was judged based on the structural matrix of the correlations
between the variables and each of the discriminant functions. There is no decisive standard
in the interpretation of the correlations, but those higher than .33 were interpreted to suggest
variables contributing to the discrimination, following the convention provided by Tabachnick

and Fidell (2007).

2.7 Criteria of learning

In order to define the difficulty level of /r/ and /1/ as easy, learnable or difficult, the results
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were discussed by comparing the BN/AN cluster(s) with the JL clusters. The definition
was then given against the following criteria. The first criterion was whether the target item
discriminated between the BN/AN cluster(s) and the JL clusters. The items that did not
discriminate between the JL clusters and the BN/AN cluster(s) were interpreted as easy
for Japanese learners of English. The second criterion was how many JL participants were
discriminated from the BN/AN cluster(s) when the target items differentiated between
the JL clusters and the BN/AN cluster(s). The items that discriminated more than half the
JL participants from the BN/AN cluster(s) were defined as difficult items. The items that
discriminated some JL participants from the BN/AN cluster(s), but not more than half the JL

participants, were defined as learnable items.

3. Results

Before presenting the results of the score for the /r/ tokens and the score for the /1/ tokens,
the threshold value of duration for a flap-like sound and the threshold values of F3 will be
reported. As described in Sections 2.4 and 2.5, the threshold value of duration was computed
to judge some /1/ tokens as /I/ or a flap-like sound. The articulation rate of the BN and AN
participants was 4.44 syllables per second and that of the JL participants was 3.43 syllables
per second on average, and the threshold was thus defined as 43 ms for the JL participants
by multiplying 33 ms (Rimac & Smith, 1984) by 1.29. The 33 ms threshold of duration was
applied to the BN/AN participants, and as a result of this threshold, six tokens produced by
BN/AN participants were judged as a flap-like sound.

The tokens defined as either /r/ or /I/ were then submitted to the scoring procedure to
determine whether /r/ and /I/ were produced as intended using the threshold values of F3 for
/r/ and /1/. The results of the BN/AN data showed that the F3 value of initial /r/ at 2 SD and
that of initial /1/ at -2 SD were 1665 mel Hz and 1671 mel Hz, respectively, and these values
were set as the threshold value of F3 for each approximant. Three /r/ tokens out of the 113
and two /1/ tokens out of the 111 that the BN/AN participants produced were identified as
unintended when these thresholds were applied.

Table 3.1 and Figure 3.1 present the descriptive statistics of the variables for the BN, AN
and JL groups. Figure 3.1(a and b) illustrates these variables, the average number of the
/r/ and /1/ correct tokens out of eight and the average number of tokens for each error type,
respectively. In Figure 3.1(a), the items are indicated on the x-axis and the score for the /r/

and /1/ tokens on the y-axis. In Figure 3.1(b), the error types and the average number of errors
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are shown on the x-axis and y-axis, respectively. The errors were broadly categorized into three
types, as displayed in the figure: the substitution of /1/ for /r/ and vice versa, that of a flap-like

sound for /r/ and /1/ and that of a vowel-like sound for /r/ and /1/.

Table 3.1
Descriptive Statistics of /r/ and /I/ for BN, AN and JL Groups

BN AN L
(n=12) (n=7) (n=72)
M SD  Max Min M SD  Max Min M SD  Max Min
r 7.83 0.39 8.00 7.00 7.57 0.79 8.00 6.00 286 2.62 8.00 0.00
1 742 0.67 8.00 6.00 7.29 0.76 8.00 6.00 2.69 234 8.00 0.00

Note. For /r/ and /1/, the highest possible value is 8, corresponding to the number of items.

(a) Scores for the /r/ and /1/ tokens (b) Number of errors
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Figure 3.1. Score for the /r/ and /I/ tokens and average number of errors for BN, AN and
JL groups: (a) the score for the /r/ and /1/ tokens; and (b) the number of errors for six
error categories. r> = substitution of /I/ for /t/; r>flap = substitution of a flap-like sound
for /r/; r>vowel = substitution of a vowel-like sound for /r/; I>r = substitution of /r/ for
/1/; I>flap = substitution of a flap-like sound for /I/; I>vowel = substitution of a vowel-like

sound for /1/.

The BN and AN groups and the JL group primarily differed in the number of correct tokens
as in Table 3.1. The JL group achieved lower scores for both /r/ and /1/ (M = 2.86, SD = 2.62
for /t/; M =2.69, SD = 2.34 for /1/) than the BN group (M = 7.83, SD = 0.39 for /t/; M = 7.42,
SD = 0.67 for /1/) and the AN group (M = 7.57, SD = 0.79 for /t/; M = 7.29, SD = 0.76 for
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/1/). Figure 3.1(a) displays no substantial difference in the scores between /r/ and /1/ for each
group, and also shows how low the scores of the JL group were, compared to those of the
BN/AN groups. Figure 3.1(b), furthermore, reveals that the low score of the JL groups were
attributed to frequent substitutions of both /r/ and /1/ for a flap-like sound. Substitutions of /r/
for /1/ and vice versa came next.

A cluster analysis was carried out to profile the JL participants, using the z-scores of the
scores for the /r/ and /I/ tokens calculated based on the mean and standard deviation of the

entire sample. Figure 3.2 shows the dendrogram output by the analysis.

INNERRRERRREEEN
TLEantcssinng LR T B HELE! B BLEE
RIS R L EEEEEE RREREREELEECLELLELELEEILEY LERREARREERRREREREE] LIALIHRII R IEIIATEEIALE)

= Cluster 3 Cluster 4 == Cluster 2 Cluster 1 =
(JL) (JL) (JL) (BN/AN)

1]
T

T

L]
TEsE° T

Figure 3.2. Dendrogram for /r/ and /1/

All participants were separated into four clusters at the earliest stage of the clustering
process. The four clusters were thus selected for the statistical analyses that followed.
Cluster 1 consisted of 12 BN participants, 7 AN participants and 6 JL participants. This
cluster was considered to represent native speakers, and termed as a BN/AN cluster (Figure
3.2). Clusters 2, 3 and 4 were comprised of 20 JL participants, 19 JL participants and 27 JL
participants, respectively, each of which was termed as a JL cluster (Figure 3.2).

Table 3.2 shows the descriptive statistics for the four clusters formed by the cluster
analysis, where the valid F3 values averaged across participants were also presented. Some
participants whose tokens were judged as neither /r/ nor /1/ failed to provide any valid F3

values; therefore, the number of participants from whom the F3 values were measured is also
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given in the table. Figure 3.3(a and b) visually presents the scores for the /r/ and /1/ tokens,
and the average number of errors for each error type, respectively. The results are summarized

in Figure 3.3(a and b) in the same style as Figure 3.1(a and b).

Table 3.2
Descriptive Statistics of /r/ and /l/ for Four Clusters

Cluster 1 Cluster 2 Cluster 3 Cluster 4
(n=25) (n =20) (n=19) (n=27)
Valid F3 n 25 /t/ /25 1/ 20 /t// 18 11/ 13 /t/ /19 /1/ 14 /t/ /19 11/
M SD M SD M SD M SD
r 7.40 1.15 5.75 1.41 1.21 1.03 1.11 1.22
1 7.28 0.74 1.55 1.23 4.95 1.22 1.00 0.78
F3 Hz [r] 1735.33  156.60 1819.72  102.23 1789.36  161.11 1861.69 156.89
F3 Hz[1] 2546.50 131.71 2562.12  176.40 249790 140.04 2565.37 115.93

F3 mel [r] 1489.06  69.40 1491.40  52.81 1460.20  81.78 1487.68 142.50
F3 mel [1] 1824.57 5231 1830.76  70.51 178435  56.42 1833.13  46.98

Note. The number given on the third row shows the number of participants who provided a valid F3 value
of /r/ and /1/. For /r/ and /1/, the highest possible value is 8, corresponding to the number of tokens.

The four clusters had different patterns of performance for the production of /r/ and /1/, as
clearly shown in Table 3.2 and Figure 3.3(a). The target tokens that the participants in Cluster
1, the BN/AN cluster, produced were most frequently judged as intended for both /t/ and /1/
(M = 7.40, SD = 1.15 for /r/; M = 7.28, SD = 0.74 for /1/). In contrast, Cluster 2 obtained a
higher score for /r/ than /I/ (M = 5.75, SD =1.41 for /t/; M = 1.55, SD =1.23 for /1/), Cluster
3 achieved a higher score for /1/ than /r/ (M = 1.21, SD =1.03 for /r/; M = 4.95, SD = 1.22 for
/1/) and Cluster 4 performed poorly for both /r/ and /I/ (M = 1.11, SD =1.22 for /r/; M = 1.00,
SD = 0.78 for /1/). These patterns are reflected in the pattern of errors that the participants in
the JL clusters made. As can be seen in Figure 3.3(b), Cluster 2, which performed better in
/t/, substituted /r/ for /1/ most frequently, Cluster 3, which performed better in /1/, tended to
substitute /1/ for /r/ or a flap-like sound, and Cluster 4, which performed most poorly in both

/r/ and /1/, substituted a flap-like sound for /r/ and /I/ more often than the other clusters.

33



BEMESREA SNERREE IS 5135

(a) Scores for the /r/ and /1/ tokens (b) Number of errors
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Figure 3.3. Score for the /r/ and /I/ tokens and average number of errors for four
clusters: (a) the score for the /r/ and /1/ tokens; and (b) the number of errors for six error
categories. r>| = substitution of /1/ for /r/; r>flap = substitution of a flap-like sound for
/r/; r>vowel = substitution of a vowel-like sound for /r/; I>r = substitution of /r/ for /1/;
I>flap = substitution of a flap-like sound for /1/; I>vowel = substitution of a vowel-like

sound for /1/.

A one-way MANOVA was conducted with the scores for the /t/ and /1/ tokens as dependent
variables, and the four clusters as the independent variables, in order to determine whether
these visually detected differences were significant or not. Table 3.3 shows that two variables,
the score for /r/ the tokens and that for the /1/ tokens, were moderately correlated. This
suggests that a MANOVA was estimated to work well with these variables, as in Tabachnick
and Fidell (2007), who states that the MANOVA does not perform well when the variables

have an extremely high or low correlation.

Table 3.3
Correlation between the Variables for /r/ and /I/

Variable 1
1. /r/ —
2.1/ 48%*
p<.0L
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The sample size of the largest cluster was less than 1.5 times as large as that of the smallest
cluster, so that the a level was set at .05 (Stevens, 2007). Pillai’s trace yielded a significant
difference among the clusters, [(6, 174) = 140.91, p <.001, n,” = .83.

A post-hoc discriminant analysis was performed to identify the differences among the
clusters, which was found by the MANOVA. Two discriminant functions were found to
discriminate between the clusters. The first function accounted for 76.7% of the variance,
canonical R> = .91, and the second function accounted for 23.3% of the variance, canonical
R* = .75. When combined, these functions significantly differentiated the clusters from
each other with the Wilk's lambda value of .02, x*(6) = 328.64, p < .001. After removing
the first function, the second function was able to discriminate between the clusters at a
significant level with the Wilk's lambda value of .25, 2X(2) = 120.70, p < .001. These results
mean that the differences among the clusters can be explained by these two functions with
the first function accounting more for the differences. The group centroids in Table 3.4 and
the discriminant plot in Figure 3.4 show that the four clusters were well discriminated by
the functions. The first function distinguished Clusters 2, 3 and 4 from Cluster 1. Cluster 1
and Cluster 4 were separated maximally. The second function differentiated between the JL

clusters, where Cluster 2 and Cluster 3 were discriminated most.

Table 3.4
Group Centroids for /r/ and /l/

Function
Cluster 1 2
1 4.58 0.09
2 -0.78 2.58
3 -0.28 -2.59
4 —-3.47 -0.17
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Figure 3.4. Canonical discriminant function plot for /r/ and /I/.

Table 3.4 is a structural matrix to show the correlations between the variables and the two
functions. The results revealed that the score for the /r/ tokens loaded on the first function
most highly (r = .81), and that of /I/ also loaded on it (r = .62). As noted above, the first
function discriminated Cluster 1 from the other clusters, especially between Cluster 1 and
Cluster 4. Taken together, the results suggest that both the score for the /r/ tokens and the
score for the /1/ tokens contributed to discriminating Clusters 2, 3 and 4 from Cluster 1,
Cluster 4 from Cluster 1 in particular, as seen in Table 3.2 and Figure 3.3(a). The participants
in Cluster 1 performed best for /t/ and /1/ of all clusters, obtaining the highest scores (M = 7.40,
SD = 1.15 for /r/; M = 7.28, SD = 0.74 for /1/), whereas those in Cluster 4 performed most
poorly, achieving the lowest scores for both /r/ and /I/ (M = 1.11, SD =1.22 for /r/; M = 1.00,
SD = 0.78 for /1/). Cluster 2 also achieved the lower scores for both target approximants
(M =5.75, SD = 1.41 for /t/; M = 1.55, SD = 1.23 for /1/) than Cluster 1. This was true of
Cluster 3 (M = 1.21, SD = 1.03 for /t/; M = 4.95, SD = 1.22 for /l/). Thus, none of the JL

clusters failed to attain the level of the BN/AN clusters for the production of /r/ and /1/.
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Table 3.5

Structural Matrix for the Correlations between the Variables for /r/ and /I/ and the Two

Discriminant Functions

Function
Variable 1 2
Score for the /r/ tokens .81 -.59
Score for the /1/ tokens .62 .79

Note. The variables with the absolute value of correlations with the corresponding functions of .33 and

above were highlighted in bold.

The second function concerned the discrimination among the JL clusters, as noted earlier.
According to the structural matrix in Table 3.5, this function was identified by both the score
for the /1/ tokens (r = .79) and the score for the /r/ tokens (r=-.59). As in the values presented
in Table 3.2, Cluster 3 gained the higher score for the /1/ tokens (M = 4.95, SD = 1.22) than
Cluster 2 (M = 1.55, SD = 1.23). In contrast, Cluster 2 obtained the higher score for the
/t/ tokens (M = 5.75, SD = 1.41) than Cluster 3 (M = 1.21, SD = 1.03). The participants
in Cluster 4 failed to achieve such higher scores than those in the other JL clusters for both
approximants (M = 1.11, SD =1.22 for /t/; M = 1.00, SD = 0.78 for /1/) as in Table 3.2.
Accordingly, these results demonstrated that the second function particularly highlighted
the differences between Cluster 2 and Cluster 3. The average number of errors in Figure
3.3(b) also emphasized these differences among the JL clusters, as described above. Cluster
2, which showed better performance in /r/, produced /t/ even for the /I/ tokens more often
than Clusters 3 and 4. Cluster 3, obtaining the higher score for the /1/ tokens, were likely
to substitute /1/ for /r/ more frequently than Clusters 2 and 4. Cluster 4 performed more
poorly in both /r/ and /1/ than Cluster 2 and Cluster 3, which would be reflected in the most

frequent substitution for a Japanese consonant, a flap-like sound.

4. Discussion
4.1 Findings

This study measured F3 values produced by the JL participants and BN/AN participants
to examine the difficulty level of learning two English approximants /r/ and /1/. The results

showed that a majority of the JL participants produced both consonants less accurately than

37



the BN/AN participants. At the same time, two patterns of learning were found for the JL
participants: one is the pattern that /r/ is learned faster than /1/ and the other is the one that
/1/ is learned faster than /r/. The results of the experiment and the definition of the difficulty
level will be discussed in more detail below.

To judge the target tokens as intended /r/ or /1/, the threshold values of F3 were defined for
/r/ and /1/, respectively, as follows: 1665 mel Hz and 1671 mel Hz. These thresholds of /r/ and
/1/ are equal to 2177 Hz and 2185 Hz, respectively, when mel was converted back to Hz. The
threshold of /r/ in this study was close to the F3 value of /r/ in Saito and Lyster (2011), who
reported the F3 value between 2200 Hz and 2300 Hz. This value defined as the threshold for
/t/ in the present study would therefore be reasonable. On the other hand, the threshold of /I/
defined was lower than the value that Saito and Lyster reported as F3 value of /1/, 2800 Hz.

Iverson and Kuhl (1996) also showed the F3 values for /r/ and /I/, which helped discuss
whether the thresholds of this study were reasonable or not. They investigated the perceptual
similarity underlying /r/, /1/ and /w/ within the framework of the native language magnet
model, and found that an F3 value of the best exemplar for /r/ was 1473 Hz, and that for
/1/ was 3478 Hz for one group, and 3329 Hz for the other. Compared with these values, the
threshold values /r/ and /l/ in the present study seemed higher and lower, respectively. As
Iverson and Kuhl noted, however, the best exemplars tended to be more extreme. The stimuli
were created by synthesizing female speech, and were tokens that constituted a simple
syllable structure, CV, in Iverson and Kuhl. In contrast, the F3 values that this study set were
not F3 values for good exemplars or averages, but thresholds. The values were defined based
on the speech sample collected from male speakers, and a passage was used to collect the
data. In addition, the phonetic boundary of F3 between /r/ and /1/, found by Iverson and Kuhl,
was somewhere between 2067 Hz and 2523 Hz. The thresholds of this study fell within this
range. Taken together, the thresholds of F3 defined in the present study would be acceptable.

The cluster analysis was carried out using the variables obtained based on these yardsticks,
and it generated one BN/AN cluster, consisting of 25 participants. All BN/AN participants
were classified into this cluster. The fact that only six JL participants were grouped into the
same cluster as the BN/AN participants suggests the overall difficulty of learning /r/ and /1/.

The cluster analysis also formed three JL clusters, each of which comprised of 20 JL
participants, 19 JL participants and 27 JL participants. All these clusters were discriminated
from the BN/AN cluster in production of both /r/ and /1/. The results suggest that /r/ and

N1/ were difficult items for the JL participants to learn to produce according to the criteria
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described in Section 2.7 because more than half the JL participants were differentiated from
the BN/AN cluster.

At the same time, it was found that there was a difference in the performances of both /r/
and /1/ among the JL participants, although none of the JL clusters reached the level of BN/
AN cluster. This points to some potential for learning by Japanese learners of English. The
major difference was that the JL cluster of 20 participants performed better in producing
/r/, that the JL cluster of 19 participants performed better in /1/ and that the JL cluster of
27 participants performed poorly on both /r/ and /1/. This pattern was further supported
by the results of the pattern of the errors that they made. The JL cluster of 20 participants
produced /1/ even for the /1/ tokens, and /r/ was thus an easier item than /1/ for them to
learn. In contrast, the JL cluster of 19 participants tended to substitute /1/ for the /r/ tokens
more often, which suggests that /I/ was an easier item than /r/ for them to learn, unlike the
JL cluster of 20 participants. The cluster of 27 JL participants were most likely to replace
both /r/ and /1/ tokens with a flap-like sound of all clusters. This indicates that they did
not have any preference for learning /r/ or /1/, but rather had been learning neither /r/ nor
/1/. The statistical tests including a MANOVA and a discriminant analysis confirmed these
results that some of the JL participants had been learning /r/ or /I/, while the others had not.
However, evidence of learning these approximants was only found in less than half of the JL

participants. Accordingly, both target approximants were defined as difficult items.

4.2 Definition of the difficulty level

It was hypothesized that /r/ and /1/ would be learnable and difficult for Japanese learners
of English, respectively. According to the results, more than half of the JL participants
significantly differed from the BN/AN participants in production of both target approximants,
and fewer than half of the JL participants improved their articulation of /r/ and /1/. Twenty-
seven JL participants, nearly half the JL participants, even performed poorly for both /r/
and /1/, and showed a high frequency of substitution of a flap-like sound for /r/ and /1/. Both
approximants were thus identified as difficult items for Japanese learners of English to learn
to produce, which rejected the hypothesis of /r/ and upheld that of /1/.

The present research formed the hypothesis for /r/ based on the findings of Aoyama et al.
(2004) and Hazan et al. (2005) that /r/ could be learned faster than /I/. One of the possible
reasons that this study failed to support this would be related to the proficiency level of the

participants. Previous studies have found the difficulty for less experienced learners to attain

39



the level of native speakers in production of /r/ and /1/ (Flege, Takagi et al., 1995; Goto, 1971),
and have suggested a different status of /r/ and /1/ in the 1.2 phonological space of Japanese
learners of English. Considering that the participants in this study were less experienced
learners, who had no experience of living in an English-speaking country, the findings here
were consistent with these past studies. Yamada (1995) pointed out that the experience of
living in the U.S. could affect the perception of these approximants. Saito and Lyster (2011)
reported that with training, Japanese learners of English could improve the production of /r/.
It was also found that there were /r/ preference and /1/ preference for learning, which
was unexpected. The participants in one JL cluster showed that they were going through
the learning process of /r/, while those in another JL cluster were learning /1/. This gives an
indication that there are individual differences in the way of learning. It should be emphasized
that some JL participants were learning /1/ faster than /r/, in particular. This is against the
prediction of one of the learning models for production, the Speech Learning Model (SLM;
Flege, 1987, 1995), which proposes that the newer L2 phones are easier for learners to learn
while the more similar L2 phones to an L1 phone are more difficult. Guion et al. (2000)
claimed that the difference between English /r/ and Japanese /¢/ would be more salient than
that between English /1/ and Japanese /¢/, although no Japanese sound was perceptually
similar to /r/ and /1/. From the articulatory perspective, /r/ could also be assumed to be newer
than /I/. The major phonetic features of articulating English /r/, such as retracted tongue
or lip rounding, are not prominently used in Japanese. On the other hand, English /1/ and
Japanese /r/ differ in that the former is continuant and the latter is not, but both require the
tip of tongue as an active articulator and the alveolar ridge, or around this region, as a passive
articulator. Thus, the newness is higher for /t/. When the SLM is applied here, the higher
degree of salience of /r/ can facilitate Japanese learners learning this approximant. However,
this did not hold true of this study that demonstrated that some learners were learning /1/
faster. Thus, the findings in this study suggest the need to test one of the most influential
learning models, the SLM, although it should be taken into account that the participants in
the present study were not so experienced as the SLM requires learners to be experienced for

its prediction.
5. Conclusion

The present study aimed to define /r/ and /1/, notoriously difficult for Japanese learners

of English to learn to produce, as easy, learnable or difficult items. The results showed that
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both approximants were difficult. However, it was also found that there was an individual
preference about which approximant was learned faster. Some Japanese learners of English
were learning /r/ faster than /1/ whereas others were learning /1/ faster than /r/. Further studies
will be required to explore from what these individual differences arise, and how positively

the preference for learning /r/ or /1/ will affect the learning of both approximants.
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APROXIMACION A UN CURSO DE
ESCRITURA CREATIVA

Beatriz Prieto Munoz

ABSTRACT

When students hear the phrase “writing class”, they usually anticipate boring classes with
a great deal of solitary work. It is possible, however, to have fun and communicative “writing
classes” that are much more in tune with the new educational times.

Based on relevant theoretical approaches about writing and creativity -and also taking
into account the questionnaires that students filled out before the beginning of the course
regarding their own interests- pupils exchange ideas, participate together in the creative
process, and then share the final results in a personal blog that shows their work on both
group and individual levels.

An evaluation system where students have to find and correct their own mistakes on their
own is also applied, making the learning process much more meaningful.

In this article, therefore, we will analyze the creation process of a Creative Writing course
in each of its stages: theory, class development and conclusion. The most popular activities
will be shared as will the evaluation method and the technological tools that this relies on.
Additionally, we will present the results of the final questionnaire, along with students’

opinions about the course.

Keywords: Writing, creativity, activities, groups, fun.

1. INTRODUCCION

Cuando a la autora de este articulo le asignaron un curso de Escritura Creativa en varios
centros educativos, descubrié que no habfa muchos manuales sobre el tema y que los pocos
que habfa no se ajustaban a los objetivos que se habia propuesto para su clase, por lo que

decidi6 crear el curso desde cero, basandose en un plan de organizacién que cubria, entre
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otras, las siguientes dreas:

1. Investigar sobre la adquisicion de la destreza escrita y factores que la favorecian.

2. Busqueda de materiales para el curso: libros de texto, articulos de revistas, Facebook,
materiales originales, etc.

3. Realizacién de una serie de encuestas al principio del curso sobre los temas de més
interés entre los estudiantes asf como sus expectativas, y al final del curso, para

comprobar los resultados.

La palabra “escritura” no suele causar gran entusiasmo entre los estudiantes, ya que
anticipan clases poco entretenidas y mucho trabajo dentro y fuera de la clase asi que los
objetivos del curso eran simples aunque no sencillos: conseguir que los estudiantes disfrutaran
escribiendo en espafiol y que pusieran en préctica lo aprendido a lo largo del curso anterior.
De igual manera, como objetivo secundario aunque no por ello menos importante, se buscaba
potenciar su creatividad e imaginacién y, muy especialmente, su capacidad para generar ideas,
algo que, todos los profesores de escritura coinciden en afirmar, es una de las partes que mas
dificultad entrafa.

Se tratard también la forma de evaluacién elegida para este curso, que tuvo que adaptarse
a las diferencias en cuanto a facilidades y acceso a la tecnologia de cada centro. En este
articulo, pues, se describird el proceso abierto de creacién de un curso de escritura creativa
en las tres fases de inicio, desarrollo y conclusion, se describiran actividades que resultaron
exitosas en la clase y se compartirdn los resultados de las encuestas realizadas durante el

mismo.

2. FASE INICIAL
2.1 MARCO TEORICO
Antes de analizar la combinacién de escritura y creatividad, decidimos profundizar primero

en cada concepto por separado.

2.1.1 ESCRITURA. El origen de la palabra “escribir” lo encontramos en el vocablo latino
scribere, el cual, segin la primera acepcion de la Real Academia Espafola, podemos definir
en la actualidad como “representar las palabras o las ideas con letras u otros signos trazados

en papel u otra superficie”.
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En la ensefianza de segundas lenguas, el papel de la escritura ha pasado por diferentes
etapas: desde el enfoque tradicional, en el cual la escritura se utilizaba bdsicamente para
hacer ejercicios de gramdtica y traducciones, pasando por ser un refuerzo a la oralidad en el
método audio-lingual, hasta llegar a épocas mds modernas donde se empezé a considerar un
instrumento de comunicacién en toda regla. (Garcfa Parejo, 1999: 25-27)

Es en estas dltimas etapas donde se comienza a ver la destreza escrita como un proceso,
no solo como un producto, y donde se incluyen tareas para trabajar las etapas intermedias
del proceso de escritura: borradores, esquemas, etc. con el objetivo de dotar al estudiante
de estrategias para escribir de forma creativa en funcién de sus necesidades comunicativas.
El texto final, pues, es el resultado de un proceso en el que se planifica, se negocia con el
profesor, se discute con otras personas y que se deja abierto a modificaciones posteriores, si
fuera necesario (Garcfa Parejo, 1999: 33-34).

En esta misma linea, el Marco Comtn Europeo de Referencia define la practica escrita
como un instrumento que propicia la interaccién comunicativa, aportando ejemplos de
escritura reales que los aprendientes pueden necesitar en su vida cotidiana incluso en etapas

muy bdsicas de su estudio, como por ejemplo, un formulario. (Consejo de Europa, 2002: 64)

2.1.2 CREATIVIDAD. Una vez recabada informacion sobre la adquisicion de la destreza
escrita, nos dispusimos a investigar sobre la creatividad.

El origen etimoldgico de la palabra “creatividad” se encuentra en el vocablo latino creare,
que significa crear, hacer algo nuevo. En realidad lo que llegamos a calificar de creativo serfa
aquellas formas nuevas a partir de otras ya creadas a las que damos una nueva utilizacién
(Vazquez, 2000).

En La Estructura del Tntelecto, Guilford desperté un interés cientifico por el estudio de
la creatividad, considerandola como una actividad intelectual que forma parte de lo que
denominé “pensamiento divergente”. Este pensamiento se define como aquel que, ante un
problema especifico, puede formular varias respuestas alternativas, en oposicién a lo que serfa
el “pensamiento convergente”, que ocurre cuando solo es posible una solucién determinada.
De esta manera, el pensamiento divergente implica utilizar el conocimiento previo de
formas nuevas, y el convergente estd relacionado con el pensamiento base, la reproduccion y
memorizacion de los aprendizajes y hechos. (Jiménez Gonzdlez, 2007)

A partir de los afos 70 y el resurgir del paradigma cognitivo, el sujeto creativo se empez6

a ver como un procesador activo de informacion, poseedor de una mente capaz de tener
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actividad auténoma, y se reconoce que la mente dispone de representaciones de la realidad
variadas, que se pueden entender como “médulos mentales”. De esta forma, el pensamiento
convergente serfa el proceso utilizado para solucionar los problemas mediante procedimientos
convencionales y predeterminados. En contraposicién, el pensamiento divergente serfa la
operacion que implica la produccién de distintas respuestas o soluciones para un determinado
problema. Asf pues, la produccién divergente retine las cuatro caracteristicas de la creatividad
o factores propuestos por Guilford: fluidez, flexibilidad, originalidad y elaboracion. Estos
cuatro componentes que configuran el pensamiento creativo fueron definidos de la siguiente
forma: a) fluidez: es la caracteristica de la creatividad o la facilidad para generar un nimero
elevado de ideas. Es decir, se trata de una habilidad que consiste en producir un ndmero
elevado de respuestas en un campo determinado, a partir de estimulos verbales o figurativos;
b) flexibilidad: es la caracteristica de la creatividad mediante la cual se transforma el
proceso para alcanzar la solucién del problema o el planteamiento de éste. Comprende
una transformacion, un cambio, un replanteamiento o reinterpretacién. En definitiva,
es la capacidad consistente en producir diferentes ideas para cambiar de un enfoque
de pensamiento a otro y para utilizar diferentes estrategias de resolucién de problemas;
¢) originalidad: es la caracteristica que define a la idea, proceso o producto como algo
unico o diferente. Esta referida a la habilidad para producir respuestas novedosas, poco
convencionales, lejos de lo establecido y usual; d) elaboracion: es el nivel de detalle, desarrollo
o complejidad de las ideas creativas. Se trata de una capacidad para desarrollar, completar o
embellecer una respuesta determinada. (Jiménez Gonzélez, 2007)

Asimismo, Torrance (1974), creador del test de pensamiento creativo, definid la creatividad
como el proceso de descubrir problemas o lagunas de informacion, formar ideas o hipétesis,

probarlas, modificarlas y comunicar los resultados y le asigné a la creatividad un cardcter de

habilidad global.

2.1.3 ESCRITURA CREATIVA

Aunque existen muchas definiciones de escritura creativa, elegimos la de Garcia Carcedo
(2011): “La escritura creativa es aquella, de ficcion o no, que desborda los limites de la
escritura profesional, periodistica, académica y técnica. Esta categorfa de escritura incluye la
literatura y sus géneros y subgéneros, en especial, la novela, el cuento y la poesfa, asi como la
escritura dramdtica para el teatro, el cine o la television. En este modo de escritura prima la

creatividad sobre el propésito informativo propio de la escritura no literaria.”
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Y la de Betancour (2000):

“Educar en la creatividad es educar para el cambio y formar personas ricas en originalidad,

flexibilidad, visién, iniciativa, confianza; personas amantes de los riesgos y listas para afrontar

los obstdculos y problemas que se les van presentando en su vida, tanto escolar y cotidiana.

Ademds, educar en la creatividad es ofrecer herramientas para la innovacién.”

Seguidamente, encontramos también seis estrategias propuestas por Hal y Sweet (2008)

para ensefiar escritura creativa:

. La estrategia del atelier, donde el maestro acepta a un discipulo y le ensefa todas sus
técnicas de escritor.

. La estrategia del imitatio auctoris, donde el estudiante se empapa de las técnicas,
formas y contenido de los cldsicos y copia sus modelos de escritura.

. La estrategia de la inspiraciéon. Con el objetivo de activar la creatividad de los
estudiantes, los profesores plantean una serie de ejercicios para vencer el bloqueo
frente a la hoja en blanco.

. La estrategia de la Techné, esta centrada en el profesor, que, utilizando los preceptos
y técnicas de grandes escritores para ilustrar conceptos, espera que los estudiantes
aprehendan esa técnica y sean capaces de utilizarla en sus propios textos.

. La estrategia del taller literario, en la que un grupo de aprendices son guiados por un
solo maestro.

. La comunidad de escritores, propone hacer trabajo colaborativo en pequefios grupos
de tres o cuatro estudiantes con intereses literarios comunes que son asesorados por

un profesor.

Nos parecié que la estrategia nimero seis era la que mds se adecuaba a nuestro curso,

ya que nuestro objetivo era que los estudiantes produjeran sus propias ideas, aunque

proporciondramos algunos modelos que les ayudaran cuando se produjera el bloqueo

mencionado en la estrategia 3.

Asi pues, teniendo en cuenta lo aprendido en nuestra investigacién tedrica, la preparacién

del curso de escritura debia cumplir unas condiciones bésicas:

1. Trabajar el proceso de escritura tanto en la fase creativa como en la escrita, para lo

cual se disefaron actividades en las que los estudiantes tenfan que trabajar en grupos
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en alguna de las dos fases o incluso en las dos, creandose asi contextos de interaccion
entre compafieros (Cassany, 1999: 20) y aplicando as{ la estrategia ndmero seis ya
mencionada: “Comunidad de escritores”.

2. Crear el ambiente y las actividades adecuadas que permitieran al estudiante escribir
de forma libre para desarrollar su pensamiento divergente, tratando de que el producto
final reuniera fluidez, flexibilidad, originalidad y elaboracién, las cuatro caracteristicas
de la creatividad.

3. Finalmente, nos propusimos que los estudiantes simplemente disfrutaran escribiendo
o, citando a Concha Moreno: reivindicar el placer de escribir por escribir. Para ello,
pensamos que era de vital importancia que los estudiantes escribieran sobre temas
que les interesaran, por lo que el primer dfa de clase se realizaron unas encuestas en
las que se les pregunté, simplemente, qué temas les interesaban, y cuyo resultado
dilucid6 que su vida y sus aficiones eran sus temas favoritos. También se trataron de
incluir temas no tan populares pero que consideramos serfan de utilidad en su vida

profesional, por ejemplo, cémo escribir un curriculum vitae en espafiol.

2.2 DESCRIPCION DE LOS GRUPOS.

El curso de Escritura Creativa se impartié en los afos 2013 y 2014 en varios centros
educativos a nivel universitario y, por tanto, a estudiantes de entre 18 y 22 afios. Cada
universidad cuenta con un nimero de estudiantes diferente en clase, asi como programas y
metodologfas diversos, pero las clases tenfan entre 10 y 18 estudiantes.

Las encuestas se repartieron en tres grupos en concreto, de 10, 12 y 18 estudiantes, en
total, 40 personas, de las cuales 23 eran mujeres y 17, hombres.

Asimismo, hemos trabajado con alumnos que estudiaban espafiol como asignatura
obligatoria y con otros que la tenfan como asignatura opcional pero no hemos observado
ninguna diferencia resefiable en los resultados de las encuestas, por lo que no hemos reflejado
esta distincion en los resultados. En cuanto al nivel, en todos los casos correspondia a un nivel
intermedio, alcanzado tras estudiar dos semestres de forma intensiva con 4 clases semanales
de una hora y media.

Con respecto a la metodologia que se ha usado en las clases de espafiol, no se siguié ningtin
libro en particular, ya que se creé material original especifico para esta clase. Ademas, los
estudiantes tenfan clases de gramatica impartidas por un profesor japonés mientras que las

clases de comunicacién, tanto oral como escrita, estuvieron a cargo de un profesor nativo
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hispanohablante.
Casi todos los estudiantes de estos cursos habfan viajado a algin pafs de habla hispana
como viaje de estudios con una estancia de entre 1y 3 meses, lo que ayudé a que la mayor

parte de ellos se encontrara bastante predispuesto y motivado de cara a estas clases.

2.3 MATERIALES

Para este curso se utilizaron actividades modificadas de varios libros de texto entre los que
se incluyen: Expresion Oral, Escritura Creativa, Nuevo ELE actual B1, Rdpido rdpido,
Gente 2, etc.

De ellos se tomaron ideas para realizar actividades referentes a cémo escribir un curriculum
vitae, hacer una entrevista a su compafiero o crear las leyes de un pafs imaginario, entre otros
ejemplos.

De igual manera, se utiliz6 material auténtico tomado de articulos de revistas, blogs y
Facebook, convenientemente modificados para adaptarlos al nivel de los estudiantes, claro
estd. Un ejemplo de ello es la actividad “Cosas que echas de menos de Japon”.

La autora decidié también disefiar material original para recrear ideas que no aparecfan en
ninguna de las otras opciones y que inclufan referencias culturales japonesas. Un ejemplo es
la actividad “Un dfa normal en el mundo”.

En cuanto a soportes digitales, se contemplé también la posibilidad de crear un grupo en
Facebook donde publicar lo que se iba escribiendo en clase pero se descart6 la idea por la
pérdida de control de privacidad y por la exposicién a material auténtico no modificado que
sobrepasaba el nivel de los estudiantes. En su lugar, se eligié la creacién de un blog como
opcién que mejor se adaptaba a los objetivos del curso.

Uno de los centros donde se impartié este curso proporcionaba a los estudiantes un
ordenador portétil que ellos siempre llevaban a las clases, por lo cual se les dio la opcién de
utilizar los dltimos minutos de clase para escribir en el blog. Los otros grupos tuvieron que
realizar esta tarea como deberes en su casa.

En el blog debian escribir todo el trabajo realizado en clase, una vez que éste habia sido
revisado por la profesora y modificado por los estudiantes, y se les indic6 también que se
valorarfa el aspecto visual del mismo, como prueba de su esfuerzo y dedicacién.

La profesora cre6 también su propio blog para que los estudiantes tuviesen una referencia
pero decidié incluir solamente una entrada de presentacion para dar mas libertad creativa a

los estudiantes.
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3. DESARROLLO

En el seminario organizado por GIDE sobre Expresion escrita en junio de 2013 la profesora
Concha Moreno empez6 con una imagen del kanji japonés de escritura para hacernos
reflexionar sobre su significado. Ese interesante comienzo, asi como otras ideas del taller
y de sus asistentes, resultaron de valiosisima ayuda para preparar el curso de escritura que
nos ocupa e hicieron que en la primera clase también se comenzara con una pregunta de
reflexion: “:Qué escribimos?”, siguiendo el modelo de Moreno et al. (1999:78). Para ayudarles
a responder esa pregunta, se les pidié primero que hicieran una lista de todas las cosas que
habfan escrito en los tltimos dfas: un mensaje en el mévil, una entrada en Facebook, un
examen, etc. y se puso en comtn en la pizarra.

El siguiente paso a esta actividad fue hacer otra lista de cosas que les gustaria escribir o
aprender a escribir, que conformé la base para preparar la mayor parte del curso y finalmente
se les indic6 que escribieran qué temas les resultaban mas interesantes, donde las opciones
mas populares fueron hablar de su mundo: su vida, sus aficiones, viajes, etc.

Con este primer feedback en mente, revisamos y modificamos el plan del curso para

ajustarlo a estos nuevos criterios.

3.1 ACTIVIDADES

En las actividades realizadas en este curso se trataron los siguientes géneros discursivos:
entrevista, historia, entrada en un foro, lista justificada, test, carta informal, diario de viajes,
biograffa, leyes/normas, cuento, articulo periodistico, poesia, curriculum vitae; ademds

pueden clasificarse en varias categorfas:

1. Actividades donde se trabaja la generacion de ideas en grupo pero se escribe
individualmente.

2. Actividades donde se hace el proceso creativo de forma individual pero para escribir el
texto se necesita la colaboracién de los companeros.

3. Actividades en las que tanto el proceso creativo como el escrito se hace en grupo.

4. Actividades en las que se da un modelo previo que se trabaja en gran grupo pero tanto
el proceso creativo como el escrito se hace de forma individual.

5. Combinacién de dos de las categorfas anteriores.

En la mayor parte de las actividades se trabajé con los compafieros en alguna parte
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del proceso, ya que el trabajo colectivo siempre suele producir mejores resultados que el
individual, como demuestra la actividad “Supervivencia en la luna”, incluida en la bibliograffa,
que la autora tuvo oportunidad de realizar en un seminario de formacion de profesores.

En otras actividades, no solo se realizé alguna parte en grupo, sino la actividad completa,
que luego cada estudiante podia modificar a su gusto y necesidad en la fase final.

A continuacion pasamos a explicar la dindmica de las actividades mds populares.

3.1.1 Un dia normal en el mundo. Esta actividad, basada en una idea original de la
autora, consistfa en imaginar un viaje por el mundo en un solo dia.

Vimos un gran potencial en este concepto, ya que los alumnos habian expresado su interés
en los viajes en la encuesta inicial, por lo que decidimos escribir un texto original narrando
un dia normal de la autora en el mundo, como referencia para los estudiantes. Introdujimos
la actividad con un componente cultural, preguntando a los estudiantes qué objeto magico
de Doraemon les gustarfa tener, y esperando que mencionaran el famoso £ T&E F7 o
“puerta a cualquier sitio”. Desde ahi les propusimos que pensaran a dénde viajarian en un dfa
si tuvieran ese objeto mdgico y qué harfan en el sitio elegido. Se propuso un ntimero inicial
de 10 lugares diferentes pero dependiendo del tiempo de clase o del ritmo de trabajo de los
estudiantes, se modificé en consecuencia. Una vez pensados los 10 lugares y lo que harfan
alli, se les pidié que escribieran una memoria de su viaje, siguiendo el modelo que se les habia
proporcionado y del cual adjuntamos un par de parrafos a modo de ejemplo:

11:00 Me voy a tomar el sol a la playa de Bora Bora. Hace mucho calor pero es muy
agradable sentir la brisa del mar mientras me tomo un zumo de mango y papaya. Después del
zumo, me doy un bafio laaaargo en el mar.

21:30 Cena con velas en Paris, a la orilla del rfo Sena. No soy fan de la comida francesa,
pero me encanta el ambiente roméntico de la noche parisina. ¢Con quién ceno? Eso es un
secreto... "

Casi todos los estudiantes se esforzaron en elegir lugares repartidos por todo el mundo,

destacando un estudiante que incluso viaj6 a la Luna.

3.1.2 Citas rapidas. Basada en una actividad que realizaron los profesores Mercedes Castro
y Javier Ferndndez para el Instituto Cervantes de Tokio, el objetivo es que cada estudiante
encuentre a su “pareja ideal”.

Para ello, tras confirmar el significado de “citas rdpidas” y preguntarles por su experiencia,
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que en Japén podria equivaler al 12, se comienza dividiendo la clase en igual ndmero de
chicos y chicas. Si hay mds de uno que de otro grupo, se pide que algunos estudiantes hagan
el papel del sexo contrario, para equilibrar.

Conseguido el primer objetivo, se entrega a los estudiantes una foto boca abajo, es decir,
que no pueden elegir, y se les pide que completen una ficha, que también entregaremos, con
los siguientes campos: nombre y apellidos, nacionalidad, profesion, edad, idiomas que habla,
gustos y qué tipo de persona busca.

Una vez completadas las fichas, se sienta a los estudiantes en parejas de sexo contrario y se
les indica que disponen de 5 minutos para hablar con esa persona y escribir la informacién
que consideren relevante o que les resulte de interés.

Transcurridos los 5 minutos, se cambia de pareja y cuando han terminado de hablar con
todas las personas, ponen en orden sus notas y eligen a la persona que mas les haya gustado
o con la que piensen que encajarfan mejor. Acto seguido, se pone en comun para ver si la
persona que han elegido también les ha elegido a ellos, es decir, si han conseguido formar
“pareja”. Este es, sin duda, el punto dlgido de la actividad.

La tarea final consiste en escribir una entrada de foro con su informacién personal, que
imaginaron en la primera tarea de la actividad, y una breve descripcién de la persona que
habfan elegido como pareja ideal, indicando si su “amor” ha sido correspondido o no y cémo
se sienten al respecto. Cuantos menos estudiantes haya en la clase, més fécil es que se forme

alguna pareja, pero como promedio, casi siempre se forman dos o tres.

3.1.3 Carta informal sobre una fiesta hispana. Actividad original donde el protagonista
vuelve a ser un viaje, aunque esta vez con mds detalle y con un componente cultural.

Tras una lluvia de ideas para ver qué fiestas hispanas conocen, se les pide que elijan una 'y
se agrupan con las personas que también han elegido esa fiesta. No importa si no la conocen
bien, ya que parte de la actividad consiste en investigar sobre ella.

En grupos, buscan informacion (dénde, cudndo, en qué consiste, etc.) y disefian un plan de
viaje para experimentar cmo es la fiesta: cudntos dias van, qué hacen alli, alguna anécdota
especial, etc. Para esta fase de la actividad, se les permite el uso de sus dispositivos moviles y,
si preocupa que se distraigan, se puede limitar a uno por grupo.

Tras revisar juntos el formato de una carta informal, del que se les han entregado un
modelo, escriben una carta a una persona de otro grupo explicdndole cémo fue su viaje y

su experiencia con esa fiesta, pidiéndoles que presten atencion a los tiempos del pasado, y
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repasdndolos si es necesario.
Ejemplos de fiestas elegidas por los estudiantes incluyeron las Fallas, la tomatina, el dfa de

los Muertos, etc.

3.1.4 Cosas que echas de menos. Actividad basada en el articulo de Raquel Pineiro: 22
cosas que echas de menos de Espaiia ahora que no vives aqui.

Como actividad previa, se divide a los estudiantes en grupos y tratan de adivinar cinco cosas
que echan de menos los espafioles cuando no estan en Espafia, por ejemplo, el sol, el teclado
del ordenador, etc. que forma parte del articulo.

Una vez que han entendido la actividad y el concepto de “echar de menos”, se les pide que,
también en grupos, hagan una lista de cosas que ellos echan (o echarfan de menos) cuando
no estdn en Japén.

Esa primera lista se pone en comun en gran grupo vy, ya de forma individual, tienen que
elegir 10 cosas y escribir su lista particular, justificindola.

Es importante limitar el campo “comida” a una sola cosa. De lo contrario, para muchos de
los estudiantes la lista estarfa compuesta integramente por productos alimenticios...

Algunos ejemplos de cosas que los estudiantes incluyeron en sus listas fueron las tarjetas
electrénicas como Suica o Pasmo, las tiendas de 24 horas, la costumbre de recibir agua o té

gratis en los restaurantes o el modernisimo toilet japonés.

3.1.5 Cuento en version moderna. Actividad inspirada en varios libros de texto y pdginas
web, consistente en reescribir un cuento cldsico en una versién moderna.

Debido a la complejidad creativa de este ejercicio, se trabajé en grupos durante la totalidad
de la clase. Como actividad previa, se visioné un video de una moderna Cenicienta que
encuentra a su principe en una red social, citdindose después en una discoteca y se les
proporcionaron expresiones relacionadas con los cuentos: “érase una vez”, “colorin colorado,
este cuento se ha acabado”, etc.

Aunque el video parecié interesarles mucho y enseguida se pusieron a trabajar, les costé
bastante empezar a generar ideas, o por lo menos, ideas aceptadas por todo el grupo.

Lamentablemente el proceso creativo de esta actividad llevé tanto tiempo que nunca
se pudo poner en comtn con el resto de la clase, lo que sin duda habria resultado muy
interesante.

Algunos ejemplos de las historias creadas por los estudiantes fueron un Momotaro que
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usa Facebook para buscar esposa, o una pequena cerillera que, en vez de vender fésforos, se

dedicaba a repartir pafiuelos de papel en la estacion de Shinjuku.

3.2 ENCUESTAS Y ANALISIS

En la encuesta de fin de curso, que se adjunta como anexo 1 al final de este trabajo, se

pidi6 a los estudiantes que puntuaran cada actividad segin dos pardmetros: su interés y su

dificultad, siendo 5 puntos el maximo en interés y 0 en minimo. En cuanto a la dificultad, 0

correspondfa a la mayor dificultad y 5, a la menor, por lo cual, cuanto méds dificil les resultara

una actividad, menos puntos le darfan. El resultado se ilustra en los siguientes graficos. En

este trabajo, por limitaciones de espacio, solo vamos a hablar de las cinco actividades mds

interesantes y las cinco que les resultaron mas dificiles.
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Estas cantidades son el resultado de la suma de los puntos que cada estudiante habfa
asignado a cada tarea:

“Un dia normal” = 192 puntos. “Citas rdpidas” = 188 puntos. “Carta informal” = 180
puntos. “Cosas que echas de menos” = 176 puntos. “Cuento en versién moderna” = 172
puntos.

“Poesia” = 60 puntos. “CV” = 92 puntos. “Suceso” = 100 puntos. “Test de la felicidad” =
104 puntos. “Cuento en versién moderna” = 112 puntos.

Como vemos en el grifico, la actividad mds popular fue “Un dia normal en el mundo”,
que, ya cuando fue presentada por la profesora, obtuvo una recepcion magnifica, con algunos
estudiantes empezando a escribir sin terminar siquiera de escuchar las instrucciones. En
los comentarios de las encuestas, los estudiantes escribieron que les habia gustado mucho
imaginar un viaje tan interesante y de hecho, fue la actividad donde mds cantidad de material
produjeron.

En cuanto a la segunda actividad mds popular, que produjo un nivel de emocién y
participaciéon muy positivo, a los estudiantes les gusté mucho la idea de buscar pareja y
ademds, hacerlo con fotograffas, no sobre ellos mismos, les quit6 cualquier presion personal.
Solo hubo quejas de que algunos personajes de la fotografia no eran muy agraciados y la
persona que habfa recibido esa fotograffa pensaba que serfa muy dificil ser correspondido. A
destacar, sin embargo, la reaccion de un estudiante que, tras recibir una de estas fotos “poco
agraciadas”, decidié hacer que su personaje fuera muy rico y con muchas aficiones, para
asegurarse de que al menos tendrfa cosas en comun con alguien. Le sali6 muy bien y fue
elegido por dos personas.

De la carta informal sobre una fiesta hispana, los estudiantes resaltaron que habia sido
interesante aprender sobre estas fiestas y habia sido divertido imaginar un viaje en grupo. De
hecho, el trabajo de grupos fue algo que muchos estudiantes destacaron como positivo del
curso, ya que les habfa permitido practicar la destreza escrita al mismo tiempo que la oral.

De la actividad “Cosas que echas de menos de Japon” los estudiantes escribieron que
habian sentido mucha nostalgia de su viaje al extranjero y que esta actividad les habia
recordado los sentimientos que habfan experimentado entonces.

Finalmente, sobre el cuento en versién moderna, los alumnos destacaron la originalidad
de la idea y aseguraron que habfan disfrutado imaginando y creando, aunque también
comentaron que les habfa resultado bastante dificil.

En cuanto a las actividades en el top 5 de viabilidad o dificultad, la razén principal comtn
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a todas las actividades fue que la generacion de ideas les habfa resultado muy dificil, aun en
grupos, lo cual hizo que nos plantedramos dar mas modelos antes de la actividad y pautarla en
mds fases previas.

Mencion especial para la actividad de poesfa, que no solo les resulté dificil por el proceso
creativo, sino porque la profesora cometi6 el error de seleccionar poesfas demasiado complejas
como modelo, con lo cual el tiempo de clase se pasé solamente intentando descifrar el
significado. Por supuesto, también decidimos introducir abundantes modificaciones en esta
actividad o incluso, viendo que el nivel de interés también habfa sido muy bajo, eliminarla del
curso. Una de las opciones que pusimos en prictica en sesiones posteriores fue trabajar la
rima de la poesfa con alguna cancién, donde numerdbamos los huecos de la misma rima con
el mismo nimero. Tanto la dindmica de clase como el resultado fueron mucho més exitosos
aunque atn nos qued6 pendiente la produccién de la poesia misma que, concluimos, quiza
deberfamos dejar para niveles mds altos de espafiol.

En cuanto a los comentarios generales de las encuestas, los mds repetidos fueron que
habfan disfrutado la clase porque habian podido imaginar, ya que en otras clases no tenfan
esta oportunidad. Los estudiantes también comentaron que habian apreciado la oportunidad
de escribir en espafiol sobre temas que les habfan resultado interesantes y, como ya hemos
mencionado, destacaron ademds que les habfa gustado mucho trabajar en grupo ya que
en otras clases trabajaban de forma mds individual. Paradéjicamente, a pesar de estos
comentarios positivos hacia el trabajo en grupo, algunas de las actividades mas populares
fueron las que pertenecen al grupo donde se trabaja de forma individual. Las razones que
indicaron fueron que los temas les habian resultado muy interesantes y habfan disfrutado
mucho imaginando.

En cuanto a los puntos que menos les habian gustado o que podfan mejorar, hubo un
estudiante que, ademds de no ser bueno usando tecnologfa y que, por lo tanto, parece que
tuvo muchas dificultades para crear y mantener el blog, comenté que él querfa una clase para
aprender textos académicos, y solo le pareci6 til e interesante la actividad de cémo escribir
un curriculum vitae en espafiol. No llegé a entender el objetivo de potenciar la creatividad
porque no lo consideraba importante en su vida.

Durante el curso, también hubo alguna queja sobre el trabajo extra de escribir en el blog el
texto corregido de clase, ya que lo entendfan como una tarea innecesaria y les cost6 entender
el objetivo de escribir el texto dos veces pero en las encuestas finales reconocieron que les

habfa ayudado y sobre todo, que se sentfan orgullosos de ver todo lo que eran capaces de
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escribir en espafiol.

4. EVALUACION Y CRITERIOS DE CORRECCION

En cuanto a los criterios de evaluacién, que adjuntamos en el anexo 2 al final de este
trabajo junto con el programa del curso, se decidié asignar un porcentaje de 50% al trabajo
realizado en clase, basado en la observacion y en el texto resultante de cada sesion, un 30% al
blog y un 20% al examen final, impuesto por la universidad y que consistia en algunas pruebas
del examen DELE B1.

Para la correccién de los textos que escribian o empezaban a escribir en clase, se decidi6
usar el siguiente c6digo, basado en el que propone el libro de texto Prisma B1 (2003:

transparencia 12):

Error de gramética Error de vocabulario O

Error de ortografia Falta algo 'V

Hay muchas teorfas sobre el mejor momento para corregir un error pero, al menos en el
caso de la expresién escrita, consideramos muy positivo ayudar al estudiante a descubrir y
modificar sus fallos en el momento (Cassany, 1993a: 124), ya que con el paso del tiempo, se
suele olvidar parcialmente (o completamente) tanto la forma como el contenido del texto que
ha escrito.

De igual manera, nos parece completamente imprescindible que el estudiante vuelva a
escribir su texto incorporando las correcciones sugeridas. De lo contrario, serd mas dificil que
asimile su error y entienda c6mo no cometerlo, de ahf que una de las tareas mas importantes
de la clase fuese el blog.

A pesar de la correccion formal, nos gustarfa insistir en que este curso no consistia en
aprender a escribir ni a corregir exclusivamente contenido [éxico-sintactico, sino un curso
en el que los estudiantes pusieran en prictica de una forma lo méds ludica posible los
conocimientos previos de espafol que habian adquirido en el afo anterior. De tal manera, los
criterios que primaron a la hora de realizar la evaluacion, ademds del cédigo ya mencionado,
fueron los relativos a los componentes de la creatividad, aplicados de forma general basados

en la definicién de Guilford.
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5. CONCLUSIONES

Comenzamos la preparacion de este curso con varios objetivos: conseguir que los
estudiantes disfrutaran escribiendo en espafiol, que pusieran en practica lo aprendido a lo
largo del curso anterior, y que se potenciara su creatividad e imaginacion, especialmente, su
capacidad para generar ideas.

Basdndonos en nuestra observacién de la clase, pensamos que la mayoria de las
actividades propuestas en el curso fueron del agrado de los estudiantes y que no les result6
pesado realizarlas. En algunas incluso, nos parece que realmente disfrutaron escribiendo
e intercambiando ideas con sus compafieros, por lo cual, damos por cumplido el primer
objetivo. Asimismo, las encuestas finales que pasamos a los estudiantes fueron en su mayorfa
muy positivas, destacando el hecho de que la clase les habia parecido divertida, algo que
aparentemente no consideraban posible en un curso de escritura y, de nuevo, apreciando la
oportunidad de poder trabajar en grupos.

En cuanto a poner en practica lo aprendido en etapas anteriores, aunque en muchas
actividades fue asi, hubo otras de vocabulario més especifico que implicaron aprendizaje de
vocabulario nuevo y dificil para los estudiantes. Consideramos eliminar las actividades de este
tipo que no tuvieron un alto grado de interés y modificar las que si les resultaron atractivas.

Con respecto al tltimo objetivo y basdndonos en los productos finales y en la observacion
de la clase en la etapa de produccién de ideas, pensamos que al final de este curso los
estudiantes estaban mas acostumbrados a generar ideas sobre temas generales y especificos
y que, como muchos mencionaron en las encuestas, el trabajo en grupo les habia servido de
gran ayuda, reconociendo que ese trabajo coral habia mejorado el resultado final del texto y su
propia creatividad.

De igual manera, nos ayudé mucho en la preparacion del curso conocer la teorfa sobre
escritura, creatividad y escritura creativa, ya que nos permitié definir mas claramente nuestros
objetivos y nos guié en la tarea de preparar las actividades mas relevantes para el curso.
También resulté muy valioso este marco teérico en la etapa de evaluacién de la creatividad,
un tema del que, reconocemos, no tenfamos mucha informacién previa.

Por supuesto, somos conscientes de que hay muchas cosas que revisar y mejorar, como
también nos lo hicieron saber en las encuestas pero, gracias a estos valiosisimos comentarios
de los estudiantes y del no menos valioso intercambio de ideas con otros colegas, seguiremos
trabajando para hacer de este curso de Escritura Creativa un medio de aprendizaje a todos los

niveles.
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ANEXOS

Anexo 1.

ENCUESTA

1. Escribe tu opinién sobre las actividades que hemos hecho en clase en este curso, por favor,

y puntdalas de 1 a 5:

1. Entrevista a un companero.

5 Muy interesante 4 Interesante 3 Normal 2 Poco interesante 1 No interesante
5 Muy facil 4 Fcil 3 Normal 2 Dificil 1 Muy dificil

2. Historia colaborativa.

5 Muy interesante 4 Interesante 3 Normal 2 Poco interesante 1 No interesante
5 Muy f4cil 4 Facil 3 Normal 2 Dificil 1 Muy diffcil

3. Citas rapidas.

5 Muy interesante 4 Interesante 3 Normal 2 Poco interesante 1 No interesante
5 Muy facil 4 Facil 3 Normal 2 Dificil 1 Muy diffcil

4. Cosas que echas de menos.

5 Muy interesante 4 Interesante 3 Normal 2 Poco interesante 1 No interesante
5 Muy facil 4 Facil 3 Normal 2 Dificil 1 Muy dificil

5. Test de la felicidad.

5 Muy interesante 4 Interesante 3 Normal 2 Poco interesante 1 No interesante
5 Muy fdcil 4 Facil 3 Normal 2 Dificil 1 Muy dificil

6. Carta informal sobre una fiesta hispana.

5 Muy interesante 4 Interesante 3 Normal 2 Poco interesante 1 No interesante
5 Muy fécil 4 Fécil 3 Normal 2 Dificil 1 Muy dificil

7. Un dfa perfecto en el mundo.

5 Muy interesante 4 Interesante 3 Normal 2 Poco interesante 1 No interesante
5 Muy fdcil 4 Facil 3 Normal 2 Diffcil 1 Muy dificil

8. Biografia de un hispano.

5 Muy interesante 4 Interesante 3 Normal 2 Poco interesante 1 No interesante
5 Muy fAcil 4 Fécil 3 Normal 2 Diffcil 1 Muy dificil

9. Las normas de tu pafs.

5 Muy interesante 4 Interesante 3 Normal 2 Poco interesante 1 No interesante
5 Muy fcil 4 Fécil 3 Normal 2 Diffcil 1 Muy dificil
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10. Cuento clasico en versién moderna.
5 Muy interesante 4 Interesante 3 Normal 2 Poco interesante 1 No interesante

5 Muy facil 4 Facil 3 Normal 2 Dificil 1 Muy dificil

11. Un suceso.
5 Muy interesante 4 Interesante 3 Normal 2 Poco interesante 1 No interesante

5 Muy fécil 4 Facil 3 Normal 2 Diffeil 1 Muy dificil

12. Escribir una poesia.
5 Muy interesante 4 Interesante 3 Normal 2 Poco interesante 1 No interesante

5 Muy f4cil 4 Facil 3 Normal 2 Diffcil 1 Muy diffcil

13. Curriculum vitae.
5 Muy interesante 4 Interesante 3 Normal 2 Poco interesante 1 No interesante

5 Muy fcil 4 Ficil 3 Normal 2 Diffcil 1 Muy dificil

2. ¢Qué te ha gustado en este curso y por qué?

3. :Qué NO te ha gustado en este curso y por qué? :Qué podria mejorar?

iIMUCHAS GRACIAS!
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Anexo 2.

ESCRITURA CREATIVA

1. PROGRAMA DEL CURSO:

Presentacion de la clase, explicacion del contenido y de los criterios de evaluacion.

CLASE 1 ) ) )

Presentacion y entrevista. (Traer el ordenador para la préxima clase)

Escribir una historia de forma colaborativa. Pretérito indefinido/imperfecto.
CLASE 2 o ) )

Explicacién del blog y creacion del mismo en clase.
CLASE 3 Citas rapidas. Buscar a la pareja ideal y escribir una entrada en un foro.
CLASE 4 | Crear una lista comun y justificarla. “22 cosas que echas de menos cuando...”

Elaborar un test para evaluar el nivel de felicidad de los compafieros de clase.
CLASE 5 ) ) )

También se crearan las puntuaciones y las conclusiones de ese test.

Buscar informacién sobre una fiesta hispana y escribir una carta informal a un amigo
CLASE 6 o ;

contando la experiencia en esa fiesta.

Diario de viajes: un dia normal en el mundo. Escribiremos sobre la rutina diaria ideal si
CLASE 7 ) .

pudiéramos viajar por el mundo en un dfa.

Biograffa. Buscar informacion sobre un personaje hispanohablante y escribir su
CLASE 8

biograffa.

Crear las leyes de un pais. Estructuras de opinién con subjuntivo. Leer las leyes de
CLASE 9 ] ) o

otros grupos y elegir el mejor pais para vivir.

Reescribir un cuento clasico desde la perspectiva actual. Estructuras para escribir
CLASE 10

cuentos.
CLASE 11 | Articulo periodistico. Describir un suceso (real o imaginario)
CLASE 12 | Escribir poesfas en diferentes grupos con diferentes teméticas.
CLASE 13 | Escribir un curriculum vitae en espafiol.
CLASE 14 EXAMEN: Prueba de Comprension lectora, Comprension auditiva y Expresion escrita

del examen DELE B1.

62




APROXIMACION A UN CURSO DE ESCRITURA CREATIVA

2. CRITERIOS DE EVALUACION:

A. Trabajo y participacién en clase: 50%

A

B

C

D

Ha participado muy

bien en clase y ha

Ha participado bien

en clase y ha hecho los

Ha participado en clase

regular y ha hecho los

Ha participado poco

en clase y ha hecho

hecho los deberes | deberes normalmente. | deberes algunas veces. | los deberes muy pocas
siempre. veces o0 hinguna.

B. Blog: 30%
A B C D

La presentacion vy
el contenido  son
excelentes. Muy buen

esfuerzo

La presentacion y el
contenido son muy

buenos. Buen esfuerzo

La presentacién y el
contenido son buenos.

Esfuerzo regular

La presentacion vy
el contenido son
insuficientes o no

presentados

C. Examen final: 20%

A

B

C

D

90-100 puntos

70-89 puntos

50-69 puntos

Menos de 49 puntos
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Extensive Reading
in a University EFL Classroom:
Issues of Fluency, Vocabulary, and Proximity

David P. Shea

Abstract

As universities move to offer content classes in the medium of English, students face the
challenge to handle large amounts of reading. Research in English as a Foreign Language (EFL)
suggests that extensive reading (ER) can strengthen fluency as well as improve attitudes
toward reading. While most ER researchers recommend graded readers, sociocultural
approaches suggest that shared texts may also prove effective. In this paper, I report on a
qualitative investigation of a required first-year reading class which incorporated selective
components of ER: a large quantity of interesting text, read for enjoyment with a focus on
meaning, not translation. Students overwhelmingly endorsed ER, reporting faster reading
speeds and more positive attitudes, yet a number of students felt that their vocabulary
declined, due to skipping unknown words. However, diagnostic tests suggested that although
academic vocabulary may have declined slightly, general vocabulary likely increased. While
a modified ER approach may be effective, it may be helpful to supplement reading with

vocabulary practice and to “sell” students on the idea of ER.

Introduction

With the spread of globalization, there is increasing pressure placed on universities in
Japan to offer classes that deliver authentic academic content in English (Brown, 2014).
The Ministry of Education has endorsed a university curriculum where “Japanese people
can acquire the necessary English skills” to take classes with foreign students in the country
(MEXT, 2012, p. 17), and the situation is arguably similar in other parts of Asia (Kirkpatrick,
2016). This increase of English medium instruction (EMI) raises questions about the balance

between content and language skills, between studying English as a foreign language versus
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studying an academic subject in English. There is some overlap, depending on the context.
Content-based instruction (Lyster, 2007) places emphasis on academic subject matter, with
a simultaneous concern for various elements of linguistic structure and discourse. Carty and
Susser (2015) note, however, that with most EMI, there is usually little if any provision for
language learning, which suggests that for many Japanese students, EMI is a sink or swim
situation. Advanced “returnee” students may have the language proficiency to take classes in
English, but “regular” students face an imposing hurdle.

Perhaps the biggest challenge for intermediate first-year university students who hope to
enroll in upper level EMI courses is learning how to deal with the large amount of required
reading (Spack, 1997). For many students at this stage, there is a strong tendency to rely
on an ineffective and time consuming word-for-word approach to reading, which involves
the “close study of short passages, including syntactic, semantic, and lexical analyses and
translation into the L1 to study meaning” (Susser & Robb, 1990, p. 161). An intensive
approach, however, simply does not give students the skills to deal with large amounts of
reading material.

Although the character of English education is slowly changing, with the recent
introduction of public international schools (Noguchi, 2015) and educational initiatives
for high-level returnee education (Kanno, 2003), the goal of reading instruction in many
high schools is typically word-for-word translation, with explanation of associated grammar
patterns, often in the L1 (Nishino & Watanabe, 2008). Informal surveys of incoming
students in my first-year classes regularly confirm that many have never read an entire book
in English. The problem is compounded when students report that not only have they had
little practice reading, they basically do not like to read. The challenge for instruction thus
involves developing both more positive attitudes as well as more effective reading practices.
As Lees and Althomsons (2015, p. 74) point out, “non-fluent readers may be trapped in a
vicious circle; by reading slowly and with little comprehension, they do not enjoy what they
read, which in turn causes them to read less and further stunts their reading attitude and skill

development.”

Extensive Reading
A good deal of educational research suggests that extensive reading (ER) is an effective
approach that improves fluency as well as attitudes toward reading, giving students the skills

to deal with large amounts of text. In Spack’s (1997) study of the academic socialization of
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a Japanese student at an American university, for example, one of the turning points was the
student’s decision to read extensively over the summer vacation, which improved confidence
as well as proficiency.

One of the strongest proponents of ER, Nation (2015), has stated that the “single most
significant change that a teacher could make to a language learning course would be to
include a substantial extensive reading program” (p. 139). Nation (2001) has also argued
that reading is “strongly related” to English L2 proficiency, pointing out that the amount of
reading learners do outside class is the “most important direct contributor to TOEFL test
performance” (p. 154). In reviewing empirical studies of “book floods,” Elley (1991) found
that engagement in reading programs using ER produced strong gains on text comprehension
measures, as well as increased motivation to read. Bell (2001) noted that extensive reading
produced higher comprehension than intensive methods focused on short texts with grammar
and vocabulary tasks. Robb and Susser (1989) found that university students who were
engaged in ER activities performed equal to students engaged in a traditional skills-based
approach, but with greater interest and enjoyment. Other research (e.g., Day & Bamford,
1998; Dupuy, Tse, & Cook, 1996; Krashen, 2000) has provided compelling evidence that ER
is a positive means of developing English proficiency.

Although there are common practices that define extensive reading (Stoller, 2015), ER is
perhaps most widely associated with use of simplified graded readers controlled for vocabulary
and grammatical complexity (Bamford & Day, 1997; Hill, 1997; Nation & Wang, 1999).
Within a graded reader program, students typically choose books that they read individually,
either inside or outside class. According to Day and Bamford (1998), students select only
books in which they are interested, with “the freedom to stop reading when they want to, with
no questions asked” (p. 27). Within this paradigm, reading is an independent activity with the
teacher’s role not to instruct, but to encourage students as a model reader, an “active member
of the classroom reading community” (Day & Bamford, 1998, p. 8). Prowse (2002) has argued
that most instructional follow-up activities such as tests and comprehension questions are
inappropriate because they preclude the natural engagement with books that stems from
intrinsic interest rather than compulsory assignment.

In endorsing ER, Nation (2015) points out that while reading for meaning provides a good
opportunity to develop incidental acquisition of vocabulary, students need to understand 98%
of running words if they are to effectively comprehend a text. A large amount of reading is

needed to acquire new vocabulary incidentally, so that the repeated meeting of new words
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strengthens the “small amounts of knowledge gained from previous meetings” (Nation, 1997,
p. 15). Along similar lines, Waring and Takaki (2003) concluded that students need a good
deal of repeated exposure if they are to successfully acquire vocabulary through reading for
meaning. However, Waring and Takaki argue that the primary “aim” of ER is not vocabulary
growth, but development of already known vocabulary. The point is that for ER to be
successful, it is critically important that students understand the books they are assigned.
Nation (2001, p. 21-22) recommended conducting a diagnostic vocabulary levels test as a
“reliable, valid and very practical” means to determine word recognition ability.

Many ER approaches refer to Krashen’s (1985) theory of acquisition via comprehensible
input, which hypothesizes that reading itself improves achievement — as long as the text is
understandable and interesting, so that the “more students read, the better they become at it”
(Day & Bamford, 1998, p. 4). In the classroom, the focus on natural acquisition often revolves
around sustained silent reading (Chow & Chou, 2000), an approach where students devote
time in the classroom to reading, typically accompanied by the teacher.

A number of teacher-researchers, however, advocate a more social approach, seeking to
balance learner development and collaborative interaction (Barfield, 2000). Within this view,
the teacher adopts a proactive role, guiding interaction in class and facilitating understanding
of the text through discussion and follow-up activities. Casanave (1993), for example, argued
that students “should think, talk and write about what they read, before, during, and after”
engagement with a text (p. 149), and she proposed that students write reflective journals in
response to reading assignments, with the goal not to reproduce textual facts, but engage with
ideas and generate thoughtful response. Renandya, Rajan, and Jacobs (1999) incorporated
a number of post-reading tasks into classroom activities, especially group-based discussion
and found that in-class peer interaction not only reinforced learning vocabulary, it also gave
students a sense of progress and broader understanding. Similarly, Jacobs and Gallo (2002)
integrated cooperative learning into ER classes, producing higher reading scores and more
positive attitudes. Both Dupey, Tse, and Cook (1996) and Hill and Van Horn (1997) stress
the importance of talking about books, discussing themes and critical issues, and addressing
open-ended questions related to character motivations, plot features, and related personal
experience. It is important, Dupey, Tse, and Cook (1996) argue, to give students relevant
cultural and historical information to facilitate understanding, a point that seems especially
relevant in Asian contexts.

While the rationale for integrating follow-up activities into an ER program often refers
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to Swain’s (2000) output hypothesis, which suggests that productive expression, both oral
and written, enhances acquisition, Swain (1993) herself argues that output is not as much
about pushing students toward more conscious awareness of increased grammatical accuracy,
as it is about situating engagement with texts in productive activities where students are
involved in expressing and exchanging opinions. A few ER advocates (e.g., Jacobs & Hannah,
2009) have grounded an extensive approach to reading in the Vygotskyian notions of
scaffolding (Wood, Bruner, & Ross, 1976) and shared cognition (Moll, 1990) which view

learning not as individual but collaborative social activity.

Methodology

This paper is a report of a small-scale, action research project (Burns, 2009) involving
reflective practice (Walsh, 2011), which investigated the effectiveness of using extensive
reading in a required first-year university English course. I was particularly interested in
adopting ER, but given the administrative, institutional, and organizational difficulties in
setting up a graded reader program, | opted to use shared texts (Rosszell, 2010) that students
read together as class assignments. As a result, a modified ER approach was adopted: a
large quantity of interesting but accessible English text, read for enjoyment with a focus on
meaning, not translation or skill-based exercises.

There were two sections of the same class which met weekly over two semesters, with
approximately 30 students in both sections (attendance varied significantly from week to
week). The two required texts were Holes (Sachar, 1998) and Molly Moon’s Incredible Book
of Hypnotism (Byng, 2002) critically acclaimed young adult novels filled with action, humor,
and adventure. In total, students read more that 600 pages of text over the course of the
academic year, at a rate of approximately 20-25 pages per week. 1 provided a basic glossary
for both novels that students could use as they read. At the beginning of each class, there
was a brief short-answer quiz with the stated purpose of encouraging students to keep up
with the reading. Quizzes were designed to review plot details, and students who did poorly
on a quiz were allowed to write a short summary as a make-up exercise. In-class activities
were organized around discussion of the reading, and students made short presentations
explaining selected passages. They wrote journal entries that they sometimes read aloud. 1
gave mini-lectures explaining key vocabulary terms, central themes, and culturally specific
background information. I also talked about my own response to the reading and asked

students to do the same.
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On the first class at the beginning of the academic year, I administered a vocabulary levels
diagnostic (Nation, 2001, p. 416) to obtain an approximate idea of vocabulary recognition
at the 2,000 (2K) and 3,000 (3K) levels, as well as the academic word list (AWL). Overall
scores for all students on the 2K diagnostic averaged 27 on a 30 item scale (90%), suggesting
a basic-intermediate reading proficiency. Scores on the AWL and 3K tests were slightly lower.
Average scores measured 22/30 on the 3K (77%) and 18/30 on the AWL (60%).

Individually, two students scored low (below 20) on the 2K test. Five students scored
below 20 on the AWL, and 12 students on the 3K. A preliminary estimate of the reading level
of Holes, based on a selected excerpt, suggested that the book would be broadly accessible
to a reader with a strong command of the 2,000 word level, with approximately 95% of the
vocabulary at the 2K level, excluding proper names and words likely familiar to a Japanese
reader. It was fairly clear that most students would not have 98% coverage of the vocabulary
of the novels.

In terms of overall language proficiency, individual student scores for the reading segment
of the TOEIC IP placement test ranged from 115 to approximately 300, reflecting noticeably
disparate abilities, from low to mid-intermediate, a common situation in university EFL
classes. Most students were diligent and attentive in class, although 5-6 students were absent
three or more times per semester, and 4-5 students regularly showed up 10-15 minutes late.
Two students had trouble staying awake in class, though they were attentive when not drifting
off. Four students had lived abroad for periods of six to nine months as exchange students
during high school.

Individual learning styles were noticeably mixed. For example, Aki (all names are
pseudonyms) was attentive and consistently received A’s on quizzes, but he scored low on
the vocabulary levels diagnostic (73% at the 2K level). Similarly, Taka scored high on the
vocabulary index (97% at the 3K level) but was often absent and rarely spoke in class. In
contrast, Nori was a returnee who had what seemed to be near native proficiency coupled
with the highest vocabulary level scores (100% at 3,000, 83% at 5,000 level) but, until the last
third of fall semester, was disinclined to make an effort to participate in class discussion or
keep up with assignments (i.e., he read in spurts, usually at the last minute). Kazuko, on the
other hand, asked for extra reading after quickly finishing both texts and in fact read two far
more advanced novels, including Jurassic Park. Most students were characteristically shy and
reluctant to talk in English, even in small group contexts.

At the end of the academic year in January, | asked students to complete Form B of the
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vocabulary levels diagnostic, to obtain a broad baseline comparison. Because of absences, late
registration and other factors, only 50 students took both diagnostics (Form A in April and
Form B January). Scores on the two forms, A and B, were compared to indicate broad changes
in vocabulary recognition. I also asked students in January to complete a 38 item evaluation
questionnaire using a 4 point Likert scale (strongly agree, agree, disagree, strongly disagree),
with open-ended questions and space for comments. Responses were anonymous. The
intention was not to find statistical significance, but to get an indication of the effectiveness
of ER. Feedback from students was evaluated within a qualitative paradigm (Patton, 2015),
using interpretative, inductive analysis (Hubbard & Power, 1993; Thomas, 2006) to generate
a grounded understanding of student attitudes. I tabulated survey answers in terms of a

simple calculation of percentage. I report the findings in the section below.

Results

First and foremost, there was a near unanimous endorsement of ER as an effective
approach to English study. A clear majority of students (77%) thought that their reading
improved because of ER. Almost everyone (88%) said that they read faster, with greater
understanding (96%) and increased enjoyment (96%). Taken together, all students (100%)
reported that they felt either speed or comprehension had improved. There was one student
who thought his reading speed didn't increase, but his comprehension did, while six students
responded that comprehension had not improved, but reading speed had. A large majority
of students (87%) stated that they understood the gist of the narrative, defined as more than
75% of the story, and two of the eight students who said they only understood only 50% of the
story actually made A’s in the class, consistently scoring well on quizzes and the final exam.

Perhaps more significantly, most students felt that they had developed more positive
attitudes toward reading because of ER. Though not all were unreservedly positive, either in
evaluations or class participation, nearly every student asserted more favorable orientations
toward English. The majority (75%) indicated that, after taking the course, they enjoyed
reading more than at the beginning of the year. Nearly two thirds (62%) attributed their more
positive attitudes toward English to ER. Most (80%) said that they would take another ER
class if offered, and 57% stated that they were more likely to read an English book in their
free time because of ER. Taken together, all but a handful of students (95%) asserted that
they either enjoyed reading more, were more positive about English in general, or would take

another ER course given the opportunity.
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The change in attitudes among students who were either reluctant readers or negative about
English was particularly striking. Eighteen students reported at the beginning of the academic
year that they did not like English in high school. Of the 18, almost all (16) said that at the
end of the ER course they enjoyed reading more or were willing to enroll in another class with
similar reading requirements. Some of the attitudinal changes were dramatic. For example,
Matosuke commented: “I hated English in high school because it was not fun. There were
too many things to memorize and the teacher let us read only boring sentences. But we can
read interesting novels in ER and I'm enjoying studying now.” Ayami, another student who
didn'’t like English in high school, said: “T really didn't like English. T knew it was useful, but
I thought that studying was hard and boring. But now I enjoy reading more than before and I
think it's because of Molly Moon! I really enjoy reading this book.”

There was also a shift in attitudes among enthusiastic students. For example, Chikako, said

that the way she thought about reading improved:

Until I took this class. I always had to translate each word. Studying for the entrance
exam, learning grammar, reading difficult texts, I couldn’t enjoy the content of what 1
was reading. ... And at first, with the homework for this class, T translated every word as
I had always done, but that amount decreased the more I read, and I was able to guess
even words I didn't know before. Because of that, my reading speed became a lot faster
and since I didn't have to stop reading in the middle of the story, I could enjoy the story

much more. [original in Japanese; translations are mine]

Similarly, Taka, a reluctant student who rarely demonstrated outward enthusiasm but who
scored very high on the 3K vocabulary test (97%), said that he was “thankful” for the class

because it gave him a new orientation toward English:

[ like to read English books a little more than before. 1 will try to read English books

Jor myself. This class is an opportunity to start to read English in private.

Choice of Texts
Nearly all students found the two novels interesting. All but three (88%) said they liked
Holes, and all but one (96%) said they enjoyed Molly Moon, suggesting that perhaps attitudes

became more positive as reading proficiency increased over the year. Although there was
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more to the class than simply reading, the overwhelming majority of students (96%) said that
they enjoyed the course as a whole. The only student who said he enjoyed neither the class
nor Molly Moon was Aki, who was nonetheless positive about ER. He replied that the class
had been helpful, and said that his reading confidence and speed, as well as vocabulary and
overall English proficiency, all improved by taking the class. Importantly, Aki’s grade for the
class was a solid A. He scored consistently high marks on the quizzes and participated actively
and attentively in class discussion.

Only a minority of students (25%) expressed a desire to choose their own individual book
to read. A full three-fourths of students said that they would rather have the entire class read
the same book chosen by the instructor. Students who said they wanted to read different
texts were divided into two fairly clear categories. Most (11 of 15) were strong readers with
high vocabulary test scores who reliably completed reading assignments and participated
actively in class. A few (4 of 15) were more passive in class and either had trouble with
attendance or completing reading assignments. In other words, class readers were positively
received by the majority, with little resistance to a shared text. In fact, a number of students
noted that they were able to complete the reading precisely because of the structured nature
of the assignments. A full 80% of students admitted that, were they not enrolled in the ER
class, they would likely not have read as much or as regularly. Only 12 of the stronger, more
independent students reported that they would likely be reading English even if they had not
had the class assignments.

The weekly quizzes, designed to structure the reading in terms of pace and attention
to details of plot and character, were not overly popular. At the same time, most students
seemed to accept the value of the quizzes. Only slightly more than half (53%) agreed that
they actually liked having quizzes. At the same time, 62% admitted that, without the quizzes,
they would likely not have read as consistently or as carefully. By far, the large majority (92%)
admitted that the quizzes served as a useful review of the story and were a good check of

comprehension.

Vocabulary

In spite of the positive attitudes and strong endorsement of ER, almost half of the students
(47%) thought that their vocabulary did not improve doing ER. Only a slim majority (53%)
said their vocabulary increased. A few even felt that their vocabulary had actually decreased

because of ER. Apparently, some students thought that the emphasis on quantity adversely
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affected the quality of reading. Certainly, the practical exigencies of reading 20-25 pages per
week pushed students to focus on understanding the bigger picture of the story rather than
the particular details of word meaning. Given this tendency to read pragmatically and skip
unknown words, some students seemed to feel that they were not acquiring new vocabulary
incidentally. Further, the skepticism about vocabulary development did not seem to be related
to not doing the reading. While eight students who stated that their vocabulary did not
increase admitted that they sometimes skipped reading assignments, the other 20 students
who said their vocabulary did not improve reported doing homework conscientiously.

Student impressions about vocabulary acquisition seem rooted, at least in part, in the
practice of guessing, a reading strategy which appeared prevalent. Students almost universally
(97%) reported guessing the meaning of unfamiliar words encountered in the course of
reading. Although most (73%) seemed to feel that guessing actually helped to learn new
words, many seemed to automatically assume that guessing was not productive and in fact,
even constituted a kind of academic laziness. For example, one student explained that his
vocabulary did not improve because, he said, “I skip a lot of words.” Another student used
almost exactly the same reasoning: “The disadvantage is that | skip words I don’t know, so it's
difficult to learn new words.” Still another drew a distinction between comprehending the

story and learning vocabulary:

When I came across a word that I didn’t know, 1 skipped over it and kept reading.
More than before, 1 got used to reading a lot of text. On the other hand, 1 think my

knowledge of vocabulary decreased as a result. — S22 [original in Japanese]

Apparently, some students felt that, when they skipped words (sometimes whole sections)
in order to grasp the “gist” of the story without stopping to look up unknown vocabulary, they
missed something important. In other words, students seemed to be assuming that they could
not learn if they did not pay explicit attention, arguably an attitude rooted in the intensive
approach to reading developed in high school English classes.

Student intuitions were not supported, however, by the vocabulary levels tests which offered
a more complex picture, suggesting that students may have in fact gained vocabulary, at least
the kind associated with reading novels. There may have been a slight decline in recognition
of academic vocabulary terms that do not usually appear in fiction but that students typically

study in preparation for university entrance exams, but the loss appeared to be small.
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On the whole, average vocabulary scores for the three levels (2K, 3K and AWL) showed
distinct trends. On the 2K test, average scores showed little decline over the course of the
year. If anything, class averages suggest a slight increase. The average score in April was 27.4
of 30. The average score at the end of fall semester was 27.7, a largely insignificant change.
Interestingly, however, four students showed changes of five or more points, and three of
the four were positive gains. For example, Josaburo, who demonstrated the biggest shift,
scored 18/30 (60%) on the 2K diagnostic in April, and 27/30 (90%) in January, which was a
noticeable increase.

On the AWL diagnostic, the average score showed a slight decline over the year. Total
scores for both classes dropped a total of 137 points, and the average individual score
dropped from 23.8/30 to 21.1/30, a little more than two words per student. Among individual
students who demonstrated a noticeable shift of 5 points or more, eleven students showed
declines, while only one showed an increase. Etaya, for example, dropped from 24/30 (80%)
to 15/30 (50%), which was one of the two largest shifts. The downward trend suggests that
on the whole, students may indeed have lost some command of the academic vocabulary they
studied prior to entering university, perhaps reflecting a decline that follows the intensive
study associated with exam preparation. In the words of Sakio, “You may have a good ability to
understand and read English when you enter college, but it declines day by day because you
study less than before.” The lower scores seem to reflect how students slowly lost some of the
complex vocabulary they had memorized.

However, scores for vocabulary at the non-specialized 3K level of frequency demonstrated
a markedly different trend. Diagnostic results showed an increase at the 3K level more
pronounced than the decline in academic vocabulary. Scores for all students increased 151
points, while the average individual score showed an increase of more than three words per
student, rising from 21.3 to 24.4. In particular, sixteen students demonstrated a shift of 5 or
more points, with four students making gains of 10 points or more. Guriko, who lost 10 points
on the AWL test, gained 23 points at the 3K level. Matosuke gained gained 10 points and
Sasuko gained 11. In sum, the increases in recognition of non-specialized words at the 3K
range surpassed the AWL decline, both in overall totals and individual scores.

The increase in vocabulary was particularly noticeable in students who scored low on
the diagnostic test at the beginning of Spring semester. Two students scored below what
might be considered a minimum criterion of 20 points (66%) on the 2K diagnostic, and 12

students scored below 20 on the 3K test. At the end of the year, all 14 students demonstrated
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increases, all more than five points each. On the AWL diagnostic, six students scored below
20, and there was little noticeable change, though one student increased six points. All
students who scored low on the AWL, however, showed increases on the 3K.

While the vocabulary levels tests provide only approximate measures of word recognition,
they do suggest that students might not be losing vocabulary in the way they imagine.
Explanations students made in open-ended comments are instructive on this point, in
part because they illustrate a flawed dichotomous logic. For these students, it was either

understanding content or skills development. For example, S11 said:

I could enjoy reading English because 1 didn't have to translate. However, I need to
improve my English grammar and vocabulary, so I wanted more grammar explanation

and vocabulary tests in class.

Student S14 concurred, for a similar reason:

I like extensive reading better.... But when I found the word I didn't know, 1 almost

never used a dictionary, so my vocabulary has not improved.

These students admitted that they enjoyed extensive reading, but at the same time, they did
not feel that enjoyable reading counted as language learning.

In effect, ER seemed to be too pleasurable, too much fun to be study. Elley (1991, p. 403)
mentioned this point, though in reference to elementary school administrators and parents,
not students. In several of the studies he reviewed, Elley notes that skeptics viewed ER as
students “merely enjoying themselves, rather than learning.” Yu (1997, p. 3), also noted that
students regarded ER “an optional extra, a luxury” rather than an effective means to foster
a “reading culture.” Certainly, the notion that learning requires diligence and conscientious
effort is deeply rooted in traditional attitudes toward education. Evidently, some students
seem to have internalized a conception of English study that equates learning not with using

the language, but with explicit and earnest attention to its constituent parts.
Proximity

Another notable finding involved the way students thought about themselves vis-a-vis

English. There was a perceptible shift in terms of proximity, as many students stated they felt
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closer to English because of ER. For example, Guriko said, “I'm not afraid of reading English
now” and Tahoya remarked that English had “become familiar” through ER. In part, the shift
in proximity was related to the way students understood English, as the language became
less a subject of study that required correctness and attention to detail, and more a tool of
communication. In particular, students began to relate to English through the enjoyment
and excitement of narrative. Many students made a point to contrast ER with the traditional
grammar-translation approach, which nearly everyone (92%) reported using to some extent in
high school. With ER, “I've been able to feel the enjoyment of English,” Jofumi noted, adding
that “T feel that T've drawn closer to English.” Similarly, Banichi commented that when he
“studied for the entrance exams,” he “hated” English, while now he “enjoys reading more.”
Junoya said, “My way of reading changed because I don't translate English into Japanese
anymore,” and Moyuki insisted that while he had learned English in the traditional intensive
style for years, he now thinks it “useless” because extensive English is “more fun.”

The shift in proximity generated a sense of ownership and connection, as students began
to appropriate English as something they related to personally. Manami said, for example, “T
learned to read English as English. Now I seem to understand how people using English feel.”
Similarly, Haseo commented, “I don't translate English into Japanese. Rather, I now think in
English as I read. I feel absorbed in English as it is.” In other words, student identities began
to change through ER. Students developed, in Hakui’s words, “English brains” as they began
to think in English and see themselves as readers to whom English belonged. Rather than
locating English externally, as a subject of study for exams with right and wrong answers,
English became rooted in the imagination and personal sense of value.

Part of the shift in identity was generated by the growing ability to engage with extended
narrative. That is, the reading was tied to creative involvement. Students read successfully
because they were able to construct the story, which worked in turn to attract them as
readers. This narrative engagement was evident in the adventure and excitement of the plot,
the appeal of the characters, and the relevance of underlying themes. For many, however,
affective engagement was neither immediate nor intrinsic to the story; rather, it was an active
process of construction that developed over time, only with persistence and concerted effort.

For example, Goto, one of the most skeptical students in class commented:

The book itself is relatively easy. If it were Japanese, even elementary school kids would

understand. But I'm not good at English (especially reading) and doing the homework
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every week was really difficult. The only thing that saved me was the interesting story.
You don't often find this kind of atmosphere in Japanese novels, and I like it. What's

more, | can empathize with the heroine, who is weak and unattractive.

For Goto, it was the connection he was able to construct with the story that allowed him to
deal with the workload and the challenge of getting through the reading assignments. More
specifically, Goto’s ability to get involved with the story provided the stimulus to keep reading.

The connection that other students built with the narrative was also strong, though the
focus differed. For example, Saiko pointed to Molly, the protagonist’'s changes of heart and
stated, “T was encouraged by Molly.” Makiko commented on the vicarious excitement of
imagined delinquency: “I experienced committing a robbery with Molly and Rocky. Though
robbing a bank is bad, I enjoyed the thrill.” Another student, Etaya, talked about the
excitement of travel to America: “This book taught me something important about my life. 1
also learned about American culture. I want to go to America.” And Mami remarked that, like
Molly, she too “wanted to use hypnotism!”

However, a number of students found the reading difficult at first, which made the story
hard to relate to. Sansuke, for example, noted how the level of difficulty changed as he began

to become involved in the story and make connections with the protagonist:

Until T caught the story, I thought it was difficult to read and there are many
vocabulary words I didn’t know. But as | became used to reading, I began to like Molly,

who noticed that hypnotizing is a dangerous power while she lived a gorgeous life.

Similarly, Manami pointed to her initial skepticism of the main character, because of what she

saw as the heroine’s selfishness:

The first part of this book is so disgusting. I disliked Molly’s character and the idea that
she could make anyone do what she wanted by hypnotism. | thought again and again
that T wanted to give up reading, but the story turned good. Molly changed, and T like

her now. This book is so enjoyable.

Until Manami thought the story had a moral point to which she could relate, her basic dislike

worked as an impediment and held her back to the point where she was ready to give up.
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What is significant here is that these comments express connections with literature that
experienced readers make. Students were able to go beyond reading the text as an assignment
and make contact with the narrative, developing an emotional investment in the story.
In addition, students were able to read beyond their competence, and develop increased
proficiency because they were drawn into the story by the narrative. However, the emotional
involvement did not come automatically. Understanding was a constructive process which

took place over time within the supportive structure of the class as a whole.

Discussion

In this paper, I have reported on a local investigation of using a modified ER approach in
a first-year university reading class. The evidence suggests that in reading the two novels
extensively, most students felt that their reading fluency (speed and comprehension)
increased. Further, interest in English and attitudes toward reading also improved for many,
with some students expressing a noticeably stronger sense of proximity to the language. A
small but significant number of students felt concerned that reading extensively did not
develop their vocabulary, because attention was focused on meaning, not explicitly learning
new words. The diagnostic tests suggest, however, that while academic vocabulary may have
indeed dropped slightly, vocabulary at 3K level (that is, non-specialized words that appeared
in the novels) may actually have increased.

Research in ER often talks about the inherent motivation of enjoyable texts (e.g., Stoller,
2015), but it seems that it may be important, not simply to trust the intrinsic power of
ER, but to “sell” students on the idea, explicitly reminding them of the value of reading
for meaning and the particular challenges that the approach entails. Given the experience
many first-year students have with English in high school, it would also seem to be helpful
to address unstated assumptions about how the language is acquired and remind students
that not only does learning and enjoyment often go together, but that an important aspect of
second language proficiency is acquired in the tacit focus on meaning and authentic content.

At the same time, evidence from this study seems to suggest that it would probably be a
good idea to supplement ER with additional vocabulary study, even if assigned outside class,
a position that Nation (2013) advocates as a matter of course. Browne, Culligan, and Phillips
(2013) have updated the academic word list and placed it online with flash-card exercises
that provide excellent individual practice, with the potential to not simply stem possible

attrition, but actually develop academic vocabulary. While there is a strong argument to be
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made that ER is more about fluency, narrative interpretation, and response, a supplementary
practice component would likely prove effective in addressing student concerns about losing
vocabulary.

Some critics might contend that popular fiction has no place in the university EFL
classroom, which demands a more serious approach to content. A focus on academic content
involving larger social issues is needed, the argument goes, to prepare for upper-level EMI
courses and, after graduation, a professional career in a globalizing world. Certainly this is the
ideal, which is possible for students already proficient in English, but intermediate learners
who lack fluency and tend to be skeptical about reading in general need an alternative
pedagogy that strengthens language skills. Findings from this study suggest that a modified
ER approach using popular fiction may in fact prove effective in strengthening fluency
and positive attitudes toward both reading and English itself. In sum, learning to read with
speed and enjoyment in the EFL classroom can play an important role in preparing first-year
intermediate students to deal successfully with upcoming challenges, including English

medium instruction.
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Student Perception on Giving Peer Feedback

in EFL Writing and its Implications

Orita Yoshikawa, Kyoko

Abstract

The qualitative case study reported in this paper explored Japanese senior high school
students’ perceptions on giving peer feedback in an EFL writing class. The study unveiled
two contrasting findings. The survey data revealed that the students perceived giving peer
feedback positively and recognized the benefits. The students identified the process of
giving feedback as an experience of reading non-standard, imperfect English essay actively.
The benefits they saw in giving feedback were related to the improvements in their own
English proficiency: the reviewing of their own English usage, the application into their own
writing of what they learned from giving peer feedback, and the exposure to the wide variety
of English their classmates used. On the other hand, the observational and interview data
unveiled the students’ irritation and impatience in giving feedback on essays written by their
peers in imperfect, non-standard English. It depicted the intolerance toward students’ own
non-standard English. The study stresses the importance of giving peer feedback in EFL
writing sessions with regards to 1) the students recognizing its benefits, and 2) the students
needing to develop tolerance and perseverance in dealing with their own non-standard

English.

Introduction

As the communicative approach gained its momentum over the grammar-translation
method in the 1990s, the Japanese EFL classrooms began to witness an increased amount
of pair and group work. The use of peer feedback was also not ignored. A large amount of
research on peer feedback was conducted, varying in its purpose, nature, and results. Some
studies emphasized the effectiveness of peer feedback (Keh, 1990; Hedgcock&Lefkowitz,
1992; Tsui&Ng, 2000; Nakanishi, 2006) while others criticized its ineffectiveness
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(Conner&Asenavage, 1994; Zhang, 1995).

Despite the differences in their results, most of the research on peer feedback focused on
the end product, the given peer feedback. Some examined the student feedback given on
paper in writing and dissected it using different approaches. Others studied the students’
reactions to the given feedback, while some others studied how much the given student
feedback was reflected in their second essays. However, when the focus is shifted from the
given feedback to the process of giving feedback, the educational and social benefits unique
to peer feedback came into the picture. This is precisely what this research paper is focused
on, the students’ perceptions on giving peer feedback in an EFL writing session, rather than

the end product, that is, the given peer feedback.

Literature Review
Studies on peer feedback can be categorized into the four types outlined below: 1) students’
preferences, 2) comparisons of teacher feedback and student feedback, 3) the constraints of

peer feedback, and 4) the benefits of peer feedback.

1) Students’ preference of feedback type

There are studies that focused on learners’ preference in terms of peer and/or teacher
feedback. Zhang (1995) conducted research involving 81 university students in an ESL
setting. Her study attempted to examine the changes in the students’ preferences as regards
teacher and peer feedback when social support was provided in the classroom. She concluded
that 93.8% of the students preferred teacher feedback to peer feedback.

Tsui & Ng (2000) observed 27 high school students in an ESL setting to determine the
effectiveness of the peer feedback. They attempted to clarify whether secondary L2 learners
benefited from peer comments or not. They found that the students preferred teacher
feedback, and that the teacher feedback was incorporated a lot more than the peer comments
in the revision of their writing. In addition, they stated that the reasons for the preference
were based on the teachers’ experiences and the directness of the feedback. Regarding the
peer feedback itself, they found that 88% of the students stated that given peer feedback was
more beneficial than receiving it.

Moreover, Chaudron (1984) examined 23 university students in an ESL setting and found
that nearly all the students preferred teacher feedback over peer feedback. He stated that

some students did see benefits of receiving peer feedback, but they doubted the validity of
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the peer feedback.

Regarding the validity of the feedback and its relation to the students” preference of
the types of feedback, Nakanishi (2006) concluded in her study that the validity and the
preference of feedback varied according to the language proficiency level of the reviewers
(pp-103-109). She had 13 teachers, 25 university students of higher-English proficiency, and
25 university students of lower-English proficiency review one common composition. She
found that the teacher feedback outweighed the student feedback in quantity and in quality.
Similarly, the students with higher-English proficiency gave much more direct and coded
feedback than those with lower-English proficiency. Her results aligned with the students’
preference for the types of feedback they received. In other words, the students preferred
teacher feedback to that of the high English proficiency students, while the high English
proficiency student feedback was preferred to that of the lower English proficiency students.
Likewise, Mendoca & Johnson (1994) stated that the corrections made in the peer feedback
tended to arouse doubts on the side of the receivers, especially when their fields of study
differed, resulting in an increase in the students’ preference for teacher feedback over peer
feedback. Interestingly, Sumida (2010) examined two-year college students’ perceptions of
EFL writing instruction through a survey analysis, concluding that the learners regarded
receiving feedback from teachers and peers to be a lot more effective than from teachers
alone. His study showed that the students acknowledged the fundamental differences of the
two and considered both to be significant. Similar results were reported by Tsui and Ng (2000)
and Wakabayashi (2008).

2) Comparisons of teacher feedback and peer feedback

Teacher feedback and peer feedback are fundamentally different. The strength of peer
feedback can be found in its social, cognitive and affective aspects all of which cannot be
fully supplemented by the teacher feedback. Conversely, the strength of teacher feedback can
be identified in its methodological and linguistic aspects (Rollinson, 2005, p.24; Liu&Hansen,
2002, p.8). Teacher feedback and peer feedback complement one another to provide the most
effective feedback. Thus, for example, when peer feedback is compared to teacher feedback
in its accuracy over grammatical corrections, the effectiveness of teacher feedback naturally
outweighs the other. However, despite such fundamental differences, there have been a large
number of studies concerned with a comparison of the two.

There is research examining how much influence peer feedback had on the final draft of
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students’ compositions when compared to the teacher feedback. Connor and Asenavage (1994)
reported on eight university students in an ESL environment, showing that approximately
35% of the teacher feedback was reflected in the final drafts, while it was only 5% for the peer
feedback (pp.266-267). They pointed out that the majority of the teacher feedback appearing
in the students’ final draft was of direct corrections.

In a study comparing the effects of different editing methods on EFL writing quality at high
school level, Shizuka (1993) found that the quality of the final draft improved the most when
the direct corrections were made by the teachers. Nakanishi (2006) compared the features of
the teacher feedback and peer feedback in her study involving Japanese university students
and reported that teachers made far more “grammatical” corrections than the peers (p.106).
Approximately 12% of the teacher feedback focused on the language, while it was only 4% for
the peer feedback.

Similarly, Hedgcock and Lefkowitz (1992) compared the final drafts of 30 FSL (French
as a Second Language) students that received either teacher or peer feedback. They found
that while the final drafts written after the peer feedback tended to improve in their content,
structure and vocabulary, those with the teacher feedback exhibited improvements on their
language use the most. Shizuka (1993) however, went so far as to question the effectiveness of
the direct corrections offered by the teachers. He stated that direct corrections in the teacher
feedback tended to appear as they were instructed in the final drafts, but suspected that in
the long run, such direct corrections may prevent learners from developing self-feedback skills
to revise and improve their own writing (p.20).

In the studies comparing the teacher feedback and peer feedback, the scores of the
students’ first and revised compositions were often examined. In most cases, the score of the
revised composition was better than the first one. Simply put, the “revision” improves the
score regardless of the type of feedback the students receive. Nakanishi (2006) conducted
a study involving four types of feedback (self-feedback, peer-feedback, teacher-feedback,
and peer-&-teacher feedback) and compared the scores of the revised composition. She
concluded that the improved scores of the second draft were due to the effect of “revision”
rather than the types of feedback the writers received (pp.171-172). Similarly, Yakame (2005)
studied the revised composition of students who received peer feedback and concluded that
their scores improved because the students simply added sentences to increase the volume of
their compositions (pp.108-109).

Furthermore, Sumida (2010), Wakayabashi (2008), and Kambara (2011) suspected the
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writing topic selection resulted in the score improvement. They all suggested that the score of
the revised compositions increased depending on the topic. Wakabayashi (2008) cited one of
the limitations of her study was the failure to adjust the composition conditions for the first
and the revised ones (p.106). Thus, regardless of what type of feedback the students received,

the score for the second composition increased in general.

3) Constraints of peer feedback

Outlined below are some problematic aspects of peer feedback including time constraints,
cultural dispositions, and both the students’ and teacher’s characteristics and beliefs.

Time constraint has been the major obstacle in implementing peer feedback (Rollinson,
2005, pp.25-26). Whether it is given orally or written, the process of giving peer feedback
itself is a time consuming activity. In addition, most learners are not accustomed to reviewing
papers. Pre-training on how to give feedback may be needed, which naturally demands
more time (Liu&Hansen, 2002, pp.151-155; Nakanishi, 2008, p.46). Moreover, usually in
secondary education, the EFL curricula have been set in advance, often leaving no room for
peer feedback sessions. Yu (2013) stated that Chinese EFL teachers were occupied with
aligning their content and schedule around the common term examinations that it was nearly
impossible to incorporate peer feedback (p.76).

Collectivism, often a symbol of East Asian cultures, may be a cultural disposition which
impedes the effective implementation of peer feedback. In their study, Carson and Nelson
(1998) suggested such collectivism to be the reason behind Chinese students’ tendency to
withhold critical comments. They stated that Chinese students were reluctant to critique
their peers in order to maintain group harmony within the class and to avoid exerting
authority over their peers. With similar notions in mind, Nakanishi (2006) conducted a
study involving 48 Japanese college students. In order to adjust such cultural dispositions,
she asked the students to give two kinds of peer feedback, one of which was named and the
other anonymous. Her results showed that the anonymous evaluation contained lower scores
and more comments on points to be improved. She also stated that the students commented
more specifically and directly when their feedback was anonymous. On the other hand, in the
feedback including their names, the students gave higher points and commented more on the
good points. Their wording was much more polite. Her study showed that conducting peer
feedback anonymously allowed the Japanese students to critique their peers more effectively

(p.124).
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Student characteristics and beliefs often interfere with the implementation of peer
feedback. Rollinson (2005) stated that many students might need to be persuaded to value
peer feedback (p.26). Some of them might not accept the notion that their peers were
qualified to read and critique their writing in place of a teacher. They might feel that only a
better writer, in most cases a native speaker or the teacher, was qualified to judge or comment
on their work. This is more apparent in a foreign language setting than that of L2 because
the exposure to the target language is extremely limited and the only model accepted is the
teacher. At the same time, Masaki (1997) stated that some students remained hesitant in
critiquing their peers’ writing due to their lack of confidence in their English ability.

Teacher characteristics and beliefs, although not often pointed out, may hinder the
implementation of peer feedback. Rollinson (2005) stated that teachers often questioned
the value of peer feedback and wondered how they could reconcile such a time consuming
activity with course or examination constraints. He also pointed out that some teachers had
difficulty handing over a significant degree of responsibility to the students. They feared
being unable to supervise each and every peer feedback taking place. Moreover, “the teacher
may find it difficult not to interfere by providing feedback in addition to that of the student
readers, which might well reduce the students’ motivation and commitment to their own
responding” (Rollinson, 2005, p.26).

Indeed, Yu (2013) conducted her qualitative research with 26 Chinese EFL teachers and
found that there was a gap between their beliefs and practice regarding the peer feedback.
Although most teachers acknowledged the significance of peer feedback, they did not put
it into practice due to various constraints, including their own beliefs. For example, some
teachers believed that their students did not possess enough English proficiency to make peer
feedback meaningful. According to her study, nearly all the teachers who incorporated peer
feedback in their class gave teacher feedback after peer feedback. This not only increased the
workload of the teacher, but it clearly illustrated how the teachers thought peer feedback was
not sufficient. Her study concluded that EFL teachers lacked the awareness of the value and
potential of peer feedback and thus needed to be persuaded.

Moreover, a teacher-centered approach and large class size prevent teachers from
implementing peer feedback in their classroom. Zaman and Azad (2012) found that although
the Bangladeshi teachers had a very positive attitude towards peer feedback in their study of
teachers’ perceptions of peer feedback, none of the teachers attempted to incorporate it into

their classroom due to the large class sizes (p.150).
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4) Benefits of peer feedback

The advantages of peer feedback have often been summarized as follows: Learners
receiving more feedback than from the teacher’s alone, learners receiving comments from
other learners’ perspectives, learners gaining audience awareness, learners focusing on ideas
for better revision, learners being able to improve their self-revision skills, learners being
able to enhance critical reading and critical thinking skills, and learners building a sense of
community in the classroom (Chaudron, 1984; Hedgcock & Lefkowitz, 1992; Liu & Hansen,
2002) .

One of the most influential benefits is depicted in the Cone of Experience (Dale, 1954,
p.43). Dale stated that students retained more in the active participation than through
passive participation. Moreover, in defining active participation, he concluded that the
students learn more by teaching one another. This is precisely what peer feedback is about.
By having students become involved as evaluators, the learning benefits of such students are
incomparably better than more passive approaches. Making corrections on peer’s essays are
typical examples of such benefits. In the process of giving peer feedback, the students consult
their friends and teacher; they take the initiative in making corrections; and they extend their
language retention period through such hands-on experiences.

As is self-evident, the amount of feedback the learners receive increases when peer
feedback is added to teacher feedback. This benefit has been reported by Sumida (2010) in
his study of Japanese college students. The students acknowledged that receiving feedback
from their peers and teacher was more beneficial than the teacher’s alone. Unlike the top-
down structure of teacher feedback, peer feedback allows the learners to receive comments
from the learners’ perspectives. It encourages and motivates them in improving their written
work.

Liu and Hansen (2002) stated that the benefits of peer feedback are found in its social
aspect (see Table 1). They stated that peer feedback enhanced the communicative power
of learners, allowed them to receive authentic feedback, and established collegial ties and
friendship. Learners may also gain audience awareness through peer feedback (p.8). Keh
(1990) asserted that using peer feedback allowed learners to gain a greater sense of audience
when their text was reviewed by several readers, instead of just by one teacher (pp.299-303).

Audience awareness enables the learners to conduct self-feedback and self-assessment
at every stage of the writing process. In other words, they are able to revise and edit their

work as it progresses from a reader’s point of view. Rinnert & Kobayashi (2001) also noted
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that peer feedback required leaners to become more aware of their own writing style, and

simultaneously, forced them to guess where readers might have problems reading their writing

(p.203).

Table 1 Benefits and Constraints in Using Peer Response (Liu & Hansen, 2002; p.8)

BENEFIT CONSTRAINT

Cognitive 1. Exercise thinking 1. Uncertainty concerning peers’
2. Take active role in learning comments
3. Engage in exploratory talk 2. Lack of learner investment
4. Build critical skills
5. Demonstrate and reinforce knowledge
6. Build audience awareness
Social 1. Enhance communicative power 1. Discomfort and uneasiness
2. Receive authentic feedback 2. Lack of security in negotiating
3. Gain confidence and reduce apprehension meaning
4. Establish collegial ties and friendship 3. Commentary may be over critical
5. Influence learners’ affective state
Linguistic | 1. Enhance metalinguistic knowledge 1. Too much focus on surface structure
2. Explore linguistic knowledge 2. Lack of L2 formal schemata
3. Gain additional language skill practice 3. Difficulty in understanding foreign
4. Enhance participation and improve discourse accent
5. Find right words to express ideas
Practical 1. Applicable across students proficiency levels | 1. Time constraints
2. Flexible across different stages in the writing | 2. Counter-productive feedback
process 3. Lack of student preparation
3. Time-efficient in some cases
4. Reinforces process writing

To conclude this review of current literature regarding peer feedback, we can see that most
of the research introduced here focused on the given feedback. Comparisons between teacher
feedback and student feedback were made, often resulting in the teacher feedback outweighing
the other in quality and quantity. Such studies have failed to focus on the process of giving peer
feedback. They disregarded how the students felt as they gave their feedback and what they
thought of the whole process. The practical research case study reported in this paper aims to

reveal the students’ perception of giving peer feedback and find out its implications.
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Practical Research
Methodology
(1) Participants
The participants in this research were 73 first-year senior high school students. The
academic level of this school against the national standard was considered to be high with
nearly all the graduates advancing to a four-year university. The students were divided into
two levels according to their English proficiency (intermediate and advanced), and all the
participants of this study belonged to the intermediate level. All the participants took four
50-minute EFL classes per week taught by the researcher.
(2) Procedure
First, the participants wrote English compositions on a given topic: my turning point in life.
The compositions were collected in class by the instructor. Later, the instructor photocopied
each composition onto a peer feedback sheet with the writers’ names hidden (see Appendix
A). Second, these photocopied sheets were handed out to be evaluated by the participants.
They gave feedback directly onto the peer feedback sheet in class using red pens. Third, the
English compositions with the peer feedback were each returned to the writers, who then
revised their compositions and submitted their second drafts in class.
(3) Instruments
As described above, four instruments were used: peer evaluation sheet, questionnaire,
interview notes, and observation notes.
i) Peer evaluation sheet
The peer evaluation sheet consisted of four parts. First, the participants twice
summarized the compositions they read — once in 50 Japanese characters or less, and
once in English. They then made changes and comments directly onto the composition
referring to a proofreader’s guide. Next, they evaluated the composition according to
five criteria - content, organization, vocabulary, language use, and mechanics — using
a scale of four. Finally, they gave comments and advice to the writer in Japanese (see
Appendix A).
ii) Questionnaire
The questionnaire was given to the students when they submitted their second draft.
Nearly 10 minutes were allotted for the participants to answer two questions.
a) Do you think giving peer feedback on EFL composition is beneficial to you?

b) What is your reason for answering YES or NO to the above question?
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iii) Interview notes
Interviews were conducted with the five participants who answered that they felt
that giving peer feedback on EFL composition was not beneficial to them. All the
interviews were conducted separately under very casual settings. The interview time
varied from five to ten minutes and was all conducted in Japanese.
iv) Observation notes
The students were observed under two circumstances: when giving peer feedback,
and when writing up their second draft. The observer was the instructor. Notes were

made after class based on the recollection of the observer.

Analysis
The responses to the questions on the questionnaire were analyzed according to the
qualitative data analysis scheme — data reduction, data display, and conclusion drawing and

verification (Miles & Huberman, 1994, pp.55-66).

Results
(1) Questionnaire

Question #1 Do you think giving peer feedback is beneficial to you?

Of the 73 participants, 67 answered that giving feedback was beneficial to them. Five
answered that it was not beneficial to them; and one answered “neither”.

Question #2 What is your reason for answering YES or NO to Question #1?

For those who answered yes, the improvement in their overall English skills appeared
the most as the benefit of giving peer feedback. In order of perceived benefit, they were
1) English composition skill, 2) grammatical skill, 3) reading skill, and 4) vocabulary skill (see
Appendix B).

First, regarding the English composition skill, the participants replied that giving peer
feedback enabled them to learn from peer’s writing and mistakes, compare their own work to
those of peers, and review their own writing. They further mentioned that they could imitate
peers’ writing in their second draft.

Second, the participants felt that giving peer feedback strengthened their English grammar.
In order to confirm if the grammatical corrections they made on the peer feedback sheet
were correct or not, they had to consult dictionaries, grammar books, and other classmates.

Moreover, they mentioned that they became more careful so as not to make the similar
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grammatical mistakes as their peers.

Third, as for the reading skill, the majority of responses reflected how their proofreading of
the compositions was carried out attentively and carefully. It appeared that reading imperfect
compositions written in “raw” English without any set of answers required much attention on
the part of the reviewers.

Fourth, regarding vocabulary skills, the participants mentioned checking the spellings,
witnessing peers using vocabulary they had never used before, and actually using a set of
vocabulary they had learned from giving peer feedback onto their second draft.

Aside from the general English skills, other responses by those who answered yes included
learning from comparing one’s writing with those of peers, being able to realize one’s own
mistakes, being motivated by the idea of peers reading one’s work, and being able to provide
detailed feedback.

First, regarding learning from the peer comparison, the participants noted that they learned
where they stood among their peers in regards to their English proficiency. Some responses
pointed out the surprise of discovering how much their own and peers’ writing differed in
quantity, quality, and topic.

Second, as for being able to notice their mistakes, the participants discovered some patterns
in mistakes made by their peers; and those patterns were taken into account when they wrote
the second draft. They also learned how misinterpretations occurred in EFL writing. The
majority of them pointed out that giving peer feedback made them conduct self-checks, or
self-feedback, while writing.

Third, some participants thought that giving peer feedback motivated them in writing
English compositions. They said that it was inspirational that somebody actually gave
feedback to their writing, just as they were giving feedback. The last point was being able
to provide individualized, detailed feedback. Unlike the teacher feedback, the participants
felt that they were giving more individualized feedback with, for instance, grammatical
explanations and examples.

For the five who answered that giving peer feedback was not beneficial, the main reason
given was their own lack of English proficiency and therefore ability to make meaningful
judgments. They further pointed out that even if they could locate a mistake, they did not

possess enough knowledge to make necessary correction or give advice.
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(2) Interview

The five participants who answered 1o to the questionnaire were then interviewed casually
in order for them to clarify their reflections. Of the five, two had low-intermediate level of
English proficiency, while three were high-intermediate.

All of them reiterated that they lacked enough knowledge of English to “correct” their peers’
compositions. The low-intermediate participants stated that they could not locate mistakes
and problems within the composition. They said that their time was spent merely trying
to figure out what was said in English. Thus, they felt extremely useless in the process of
giving peer feedback. Those with high-intermediate English proficiency felt that none of the
students in class possessed enough English knowledge to give feedback to another student.
One felt that it was a waste of time to give feedback when neither the reader nor the writer
knew the “right” English.

Regarding the peer feedback itself, one participant of low-intermediate proficiency stated
that he feared he might be “contaminated” by non-standard, incorrect English. Since he
lacked a basic knowledge of English, he worried that he might accept the grammatical
mistakes made by peers as correct, and end up learning them in such a way. One participant
with high-intermediate proficiency insisted that the teacher feedback was the only feedback
he wanted. He saw no significance in peer feedback.

As for the method of incorporating peer feedback into the EFL writing classroom, one
participant said that it was difficult to give and receive peer feedback only on paper. He said
that it was meaningless without an oral explanation and that he could not make corrections
or advise well enough on paper. By the same token, he could not understand the corrections
and advice given to him on his own paper and wished to ask the peer reviewer directly, face to

face, for more details.

(3) Observation

The participants were observed under two circumstances: first, during the procedure in
which the participants gave peer feedback to anonymous writers, and second, during the
process when the writers began working on their second draft, after receiving the anonymous
peer feedback of their first draft.

During the process of giving peer feedback, the majority of the participants worked
individually following the peer feedback guidelines at first. Once they completed the whole

process, they began to consult those sitting nearby for advice on certain points they could
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not give feedback on. Meanwhile, some of the participants, regardless of their English
proficiency, reacted openly to peers’ essays. Some were surprised at the level of English they
displayed. Some were irritated by being unable to decipher an essay written in non-standard,
grammatically-flawed English. The positive and negative comments by the participants while
giving peer feedback were in such terms as (researcher’s translation): “Wow!” “This guy knows
how to use English.” “This writer should be in the advanced class.” “What does he want to
say?” “How can you read it, Sensei? It's incomprehensible!” “Native speakers would never say
it this way, right?” (see Appendix C for remarks in Japanese). As the class period approached
its end, many participants voiced the need for more time to give peer feedback.

When the anonymous peer feedback sheets were returned to the students, some students
reacted emotionally, verbalizing their feelings. Some criticized the anonymous peer reviewers
for pointing out the mistakes and attempted to prove that their peer reviewers had wrongfully
pointed out the mistakes. It seemed that the participants were fighting back at the unseen
anonymous reviewers. Some students appeared to be threatened by the given peer feedback
and seemed desperate in trying to justify the mistakes pointed out in the feedback sheets.
One participant nearly begged his instructor for an approval that his paper was sufficient and
that the peer reviewer made unnecessary revisions. The participants were making full use
of dictionaries and English textbooks, and consulting the teacher and classmates in writing
up their second draft. Some of the comments expressed out loud by the participants when
reading the anonymous peer feedback sheets were: “Why can’t you get it?” “You should be
able to read it and understand it.” “I checked the dictionary. It can't be wrong!” “What I wrote

is right, isn't it?” (see Appendix C for remarks in Japanese).

Discussion

After analyzing the above results using qualitative data analysis scheme (Miles and
Huberman, 1994), the study raises the following three main characteristics, further discussed
below: 1) the benefits and constraints students saw in giving peer feedback, 2) the students’
definitions of giving peer feedback, and 3) the students’ reactions to anonymous peer

feedback.

(1) The benefits and constraints students saw in giving peer feedback

The majority of the participants (67/73) answered that giving peer feedback was beneficial
to them. This is similar to the finding by Tsui & Ng (2000) in which 88% of the participants
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thought giving peer feedback was more beneficial than receiving it (p.158). On the other
hand, less than one-tenth of the participants (5/73) answered that giving peer feedback was
not beneficial to them. The reasons given by the participants aligned with the benefits and
constraints of peer feedback summarized by Liu and Hansen (2002, p.8) (see Table 1). The
findings are significant in that they revealed that the students recognized and acknowledged
the benefits and the constraints of giving peer feedback.

First, in all the responses noting benefits, cognitive, linguistic, and practical aspects
are evident. Cognitively, some participants mentioned of gaining audience awareness.
For example, one wrote, “through the process, I can see what kind of writing is easy to
comprehend, and on the other hand, what kind of writing causes confusions for the readers.”
Others touched upon taking active roles in learning: “T had to use all my resources in giving
peer feedback, and T think the process contributes to improving my grammatical skills in
return.” Linguistically, the students found benefits in improving their English skills. Some
referred to gaining additional language skills. For instance, one wrote, “I discovered some
new English expressions.” Another wrote that he noticed a certain tendency for grammatical
mistakes while giving peer feedback, and hoped not to repeat similar mistakes in his own
writing: “[Through the process of giving peer feedback,| T get to see what kind of grammatical
mistakes are made often, and it helps me when I write.” As for practicality, one of the students
wrote: “Regardless of the language proficiency of the peers, we can all learn something
through giving peer feedback. From those who are good at English, we learn how to construct
the composition. From those who are not good at English, we can learn the solutions of
improving not-so-good compositions.”

Second, the responses illustrating the constraints of peer feedback could all be witnessed
in cognitive, social, linguistic, and practical aspects. Cognitively, two participants of
high-intermediate English proficiency expressed uncertainty concerning peers’ comments:
“T believe none of us has enough knowledge of English skill to give peer feedback. I doubt
the appropriateness of the feedback I give, and of that I receive.” Socially, some participants
with lower-intermediate English proficiency expressed discomfort and uneasiness. One wrote,
“T hate giving peer feedback because T don't have any confidence in my command of English
and T can neither point out the mistakes nor correct them.” Linguistically, one participant
focused too much on surface. He said that he was hesitant in marking the paper directly
because he wasn't sure what he wrote would be right. Another student said in the interview,

“I don’t want to pick up some incorrect English knowledge through reading peers’ writing. 1
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don’t want to be ‘contaminated’ by non-standard English.” As for a practical aspect, a majority
of the participants pointed out the time constraints. They stated that they needed much
more time in giving peer feedback: “I couldn'’t finish giving feedback. One class period is not

»
enough.

(2) The students’ definitions of giving peer feedback

The results of the questionnaire revealed how the participants defined the process of giving
peer feedback (see Appendix D). Two definitions emerged from the results: 1) pointing out
the mistakes and 2) reading imperfect English. The significance of these definitions is that
it made it apparent that the students were intolerant toward non-standard English writing,
and that a realistic depiction of present-day English language was essential in an EFL writing
class.

First, more than one third of the participants (27/73) defined the process as “pointing out
the mistakes”. For example, one wrote, “I can improve my grammatical knowledge because |
read to find the mistakes.” Another wrote, “[The process of giving peer feedback] is like the
error-recognition questions on the entrance exam.” Of these participants, one-third (9/27)
additionally answered “making corrections” as part of pointing out the mistakes. Interestingly,
three of them (3/9) were the participants who responded that giving peer feedback was not
beneficial. One of the responses reads as follows: “Our English proficiency is not so high. So,
the process of making us point out the mistakes accurately and expecting us to correct them
is too time conswming, and it is even doubtful that the corrections are right.” Rather than
defining the process merely as “pointing out the mistakes,” these participants placed greater
expectations on the function of peer feedback as simultaneously offering corrections. On the
other hand, those who responded positively said that they could strengthen their grammar
as they needed to check to make sure the corrections they were making were correct: “By
pointing out the mistakes and making corrections, the process is inscribed in our memories.
So, we don't repeat the same mistakes. Through it, we are reviewing our own grammar
knowledge unintentionally, but aggressively.”

Second, nearly one-third of the participants (23/73) defined the process as “reading other
people’s writing.” Under this definition, the most commonly expressed feature was “reading
imperfect English” followed by “reading ambiguous English,” and “reading various kinds of
English.” One wrote, ‘I learned a lot from giving peer feedback because reading composition

written in imperfect English was a new situation for me.” Another wrote, “I am reading
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and evaluating a composition with no correct answers.” Others wrote that they had to read
carefully and attentively because compositions were written with “raw English” unlike those
in English textbooks. This definition indirectly confirmed the lack of student exposure to
varieties of non-standard English writing. It showed that they were exposed only to texts
written in Standard English, and thus reading non-standard English compositions left a strong
impact on the participants, which was closely reflected in their definition of the process of

giving peer feedback.

(3) The students’ reactions to anonymous peer feedback

The students’ reaction to anonymous peer feedback unveiled their intolerance towards
non-standard English writing, while showing the effectiveness of anonymity in overcoming
certain cultural dispositions, especially collectivism.

Some of the expressions heard in the classroom during the process of giving anonymous
peer feedback highlighted the non-standard English. However, after receiving anonymous
peer feedback, comments expressed frustration at the feedback and looked for support as
their own non-standard English came under attack.

The students tried to justify their writing by validating it with the use of dictionary,
consulting their instructor, their peers and counter-attacking the anonymous reviewers.
What all this illustrated was that the students, although non-native speakers of English and
still at a relatively early stage of learning English, lacked tolerance and/or immunity towards
non-standard English writing.

The effectiveness of anonymity over the culturally-disposed barrier of collectivism also stood
out in the observational study. The participants were able to maintain group harmony within
the class and were not forced to take authority over their classmates. They could critique the
composition objectively without worrying about any after-effects of their reviews. This allowed
the peer feedback to be implemented effectively, fulfilling its purpose. Nevertheless, it is true
that anonymity did bring about some over-critical reviews, impolite wording, and insufficient
responses. Despite this, the anonymity in this study can be said to have reduced the cultural

barrier against the effective implementation of peer feedback in EFL writing classrooms.
Conclusion of Practical Research

Some limitations of this study could be found in its inapplicability to other situations, the

students’ tendency to answer in the favor of their teacher/researcher, and the limited amount
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of interview data as a qualitative research. A longer term study would be beneficial so as to
see how the students’ attitudes developed over time as they improved their English ability, and
became more accustomed to the peer feedback method.

However, consideration of the results of this practical research pointed out a strong need
for incorporating peer feedback in EFL writing sessions for two apparent reasons. The first
one is the students’ recognition of the benefits of giving peer feedback as reflected in the
questionnaire and supported by the observational data. The second is the need for a realistic
representation of English in EFL classrooms. The students’ lack of tolerance was shown in
how they defined the process of giving peer feedback, and how they reacted in giving and
receiving peer feedback on their non-standard English writing. This study made it clear that
incorporation of giving peer feedback in EFL writing sessions is crucial because students
do indeed acknowledge the benefits of peer feedback. There also seems to be a need for the
students to develop tolerance and immunity towards non-standard English writing as the
majority of English speakers in our present-day world are non-native speakers whose English

may be far from standard.

Conclusions and Implications

Based on the findings from this study, there are two implications for teachers incorporating
peer feedback into their EFL writing lessons: 1) the need to acknowledge students’
recognition of the benefits of giving peer feedback, and 2) the need to develop students’
perseverance and willingness to communicate even when faced with non-standard varieties of
English.

The constraints of peer feedback, as mentioned in the literature review, weigh so heavily
on the teachers that it seems nearly impossible to conduct peer feedback in class regularly.
However, as shown in the study, the students are well aware of the benefits of giving feedback
to their peers. They find giving feedback strengthens their own English skills. Furthermore,
the students need to be exposed to non-standard varieties of English to develop tolerance
and acceptance toward their own non-standard English, and to nurture perseverance and
willingness to communicate even when faced with such non-standard English. This is because
non-standard English is prevalent in our present-day society when the English language is
used as a lingua franca and when the majority of its speakers are non-native speakers. The
students’ rejection of non-standard English is indeed a rejection of their own non-standard,

developmental-stage English. It is crucial that the English language is presented realistically
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in accordance with the present-day society, and that our students possess the means and the
will to communicate with others even when faced with non-standard varieties of English.

In conclusion, this paper examined the students’ perceptions on giving peer feedback.
Through the practical research, it was found that the students recognized the benefits of
giving peer feedback, while being intolerant toward essays written in non-standard English.
Based on the findings, the study concludes that the incorporation of peer feedback is
essential in EFL writing classes. Teachers need to acknowledge that their students themselves
recognize the benefits of giving peer feedback, and that their students need to obtain the

means and willingness to communicate even when encountering non-standard English.
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Appendices

Appendix A Sample peer feedback sheet

4

1. Summarize the essay in Japanese. 503 FHiif4IC B

2. Summarize the essay in English. #3521 SCICEHY

3. Give feedback directly on the essay. (E#E#E AL, R T)
¥Rz R T2 ZEEATRRFIERT, BAENRT +— RNy 7% |
MAERL S

HIER the KAERTICR S | the @ | K//INCF ®® AR—=2R o
A o PBagZe s 1 NiEIA © VN

4. Evaluate the essay by circling the appropriate rating. 3% [FHfi] &5 Kb & THIS

N 1 (very poor) 2 (poor to fair) 3 (average to good) | 4 (good to excellent)
K 1 (very poor) 2 (poor to fair) 3 (average to good) | 4 (good to excellent)
h 1 (very poor) 2 (poor to fair) 3 (average to good) | 4 (good to excellent)
PYEFS 1 (very poor) 2 (poor to fair) 3 (average to good) | 4 (good to excellent)
iz 1 (very poor) 2 (poor to fair) 3 (average to good) | 4 (good to excellent)

5. Write a comment addressed to the writer.

FIAHE - eET
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Appendix B Students’ perceived benefit of giving peer feedback

Code No. of Responses

English-skill English composition skill 15
related Grammatical skill 14
Reading skill 12
Vocabulary skill 5
Non Comparing one’s writing with those of peers 10
English-skill Being able to realize one’s own mistakes 8
related Being motivated by the idea of peers reading one’s work >
Being able to provide detailed feedback 1

Appendix C  Student remarks in Japanese

Observation 1: Observation 2:

Student remark when giving anonymous Student remark when receiving anonymous
peer feedback peer feedback

[CVDAT =155 | [ZATHEEN? ]

(st 7P (7Y, bhd7E55 1]

MRS Wz ? | BEFICZ b ol Boh LN, ]
[HOZ7EN ] MMEA TrvwTdkia?)

e, IN&<HHEITR, RER, ] M. H-oTHEI L7

[(ZAT 4 TRIIFVETALA.

Appendix D Students’ definitions of giving peer feedback

Code Definition: No. of Responses to Q1

Giving feedback means... Responses No Neither

Pointing out to look for mistakes 18 17 0 1
the mistakes to make corrections of the mistakes 9 6 3 0
Reading to read imperfect English 14 14 0 0
other people’s (e, ambiguous English 8 8 0 0
writing to read various kinds of English 3 3 0 0
No definition  to give feedback (redundant response) 4 4 0 0

nothing mentioned 17 15 2 0
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Motivation of
Japanese Elementary School EFL Learners
[lluminated through the Test of English
as a Foreign Language (TOEFL®)

Ohgi Ito

ABSTRACT

This article reports on the practice of an English Language Teaching (ELT) experiment at
an elementary school in Japan, employing an international standardized test as a stimulator in
a private school context. The introduction of assessment tasks and the implementation of the
Test of English as a Foreign Language (TOEFL) Primary towards 11 to 12-year-old students
revealed a strong learning motivation of young learners and their enthusiasm for the practical
use of the foreign language. Although the discussion has been continuing about whether
or not English language should be taught at an earlier age, the field of Teaching English to
Young Learners (TEYL) is increasingly expanding, and the government policy has set the
directions of elementary school English to be started at a lower grade. This article illustrates
the impact of assessment opportunities and highlights the motivation of Japanese EFL (English
as a Foreign Language) learners. The power of social values, including family influence, is
observed and the experimental classes exhibit the strong desires of Japanese young learners to
communicate in English however limited their abilities may be. The results could potentially
contribute to the development of TEYL in Japan and suggest the need for further longitudinal

research into motivational transition from elementary to secondary school English education.

1. Introduction

This study was undertaken with the aim to shed light on Japanese EFL learners’ motivation
in undergoing assessment and their views on learning English in an elementary school
context. In Japan’s education scenario, there has been a discussion about whether or not

ELT should be implemented at an earlier age. Since the announcement of the Action Plan
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to Cultivate “Japanese with English Abilities” by Japan's Ministry of Education, Culture,
Sports, Science and Technology (MEXT 2003), the field of TEYL has occupied the attention
of Japanese people. Traditionally in Japan, ELT had relied heavily on the grammar-translation
methods, and it was not until the mid-1980s that people started to call for the need for
‘English for communication” and the method of Communicative Language Teaching
(CLT) gained ascendancy in the 1990s. Those changes were brought on by the growth of
linguistic influence in international relations, media, travelling and communications (Crystal
2003:86-122) and the social context has influenced the direction of ELT in Japan. The field
of TEYL has been no exception to this trend, and many express their belief that the ‘earlier
is better’ in child second language (L.2) acquisition. The number of young learners has been
growing, and the government most recently proclaimed the English education reform plan
(MEXT 2014) and officially announced that English language classes would be taught from
Year 3 (age 8-9) in all state schools from 2020.

Meanwhile, private schools have a different background with a long history of ELT, and
the institution in this article is a private elementary school in Tokyo with children from Year 1
(age 6-7) to Year 6 (age 11-12), who take English classes once or twice a week as part of their
regular school subjects. From a teacher-researcher’s point of view, ELT has brought positive
outcomes and strong learning motivation can be observed, although various factors, e.g.
individual interest, aptitude, intellectual curiosity and influence from family or peers, seem to
be deeply connected with their motivation. Interpreting this highly complex EFL setting can
illuminate what plays an important role in stimulating elementary school learners and in what
aspects the objective measurement has potential for TEYL. The experiment first commenced
with the idea that the impact of an assessment could motivate the young EFL learners for
further development as well as provide the teachers with meaningful factors about learning
motivation.

For this experiment, a case study method is employed in order to portray what it is like to
be in a particular EFL situation and ‘to catch the close up reality’ (Cohen et al. 2007:253).
Empirical research is conducted on 18 Year 6 students with research tools such as observation
and questionnaires, and the data collected from the TOEFL Primary attempt to illuminate
the enthusiasm of Japanese elementary school EFL learners for acquisition of English as a

foreign language.
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2. Context

For this research experiment, it is essential to give full descriptions of background context,
particularly of TEYL in Japan, and to throw light on the layers of context. Crystal (2003:59)
identifies two aspects for the present-day world status of English as ‘the expansion of
British colonial power, which peaked towards the end of the nineteenth century, and the
emergence of the United States as the leading economic power of the twentieth century’,
both of which can be evidenced in the history of ELT in Japan. From the mid-1980s through
the 1990s, the method of CLT started to gain ascendancy, and the primary goal of ELT
became ‘fostering communication skills’ for global stages (MEXT 2003). Some critics put in
question the Japanese perception towards English language learning that reflects their belief
in ‘communicative English for intercultural communication’ (Kubota 2002; Sakui 2004),
and the changes to the trend for CLT have apparently brought confusion to schools; Sakui
(2004:155) describes metaphorically that CLT in Japan is somewhat like ‘wearing two pairs
of shoes’, taking on ‘a parallel situation” where the teachers keep the grammar-translation
approach for university examinations, while teaching ‘communicative English” as required
by the government. These historical and social backgrounds of ELT are deeply entrenched
in Japan, and the field of TEYL began to flourish in the 1990s with great expectations from

adults about young learners’ potential for ‘communicative’ competence.

2.1 Teaching English to Young Learners (TEYL) in Japan

As indicated, the social context has influenced the direction of foreign language education
in Japan, including TEYL, and the number of young EFL learners has been growing in spite
of the fact that Japanese children have extremely limited exposure to foreign languages. There
has been a belief that the ‘earlier is better’ in child L2 acquisition, and the government decided
to introduce English language in all state schools from Year 5 (age 10-11) in 2011 and from
Year 3 (age 8-9) in 2020 (MEXT 2014). The decision inevitably affected the whole ELT in the
school context and raised issues from both extremes. Critics such as Otsu (2004) and Torigai
(2006) argue that Japanese children are not ready to learn a foreign language and that early
learning of a foreign language might disturb the acquisition of their first language (L1). Others
fear that TEYL might take away the ‘identity” as Japanese and suggest that ELT should be
combined with other subjects such as social studies or intercultural understanding at school
(MEXT 2006). Content and Language Integrated Learning has been advancing in Europe;

however, this approach cannot be easily adopted into the environment where foreign language
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exposure is limited and comprehensible input is sparse. Among these negative perspectives,
Tomita (2004:18-20) advocates that linguistic input is not required for young EFL learners
and that their ‘awareness’ to unknown, new things around the world should be the goal for
TEYL. It has been a concerning issue what can be done to facilitate the foreign language
learning of young learners in a ‘low-immersion’ context like Japan.

Under these controversial circumstances, TEYL has become a reality in Japanese schools
and the focus is now moving towards what age would be the best to introduce English
language as a school subject. In private schools, on the other hand, ELT has long been
implemented from younger ages, since these schools can select their own educational policies
with minimal control from the government. In the early years of CLT, the effects of TEYL
activities such as chants, games and short plays were highlighted and researched mainly;
however, the situation has changed, and several studies have revealed linguistic and emotional
effects of ELT, such as Nishida (2013:93-109), who investigates motivational differences in
age and gender among Japanese school children. At present, the link between elementary
and secondary English education has become a new topic for discussion (Higuchi et al.
2008:58-69). Therefore, TEYL is still in the middle of pursuing methods and materials, and

empirical studies are rather thin on the ground, remaining unexplored as yet.

2.2 English Language Teaching (ELT) in this institution

The institution in which this experiment was conducted is a private elementary school in
Tokyo, and since the foundation in 1874, ELT has been implemented with original materials
and methods. Learning English is a part of the school curriculum from Year 1 (age 6-7) and
the class size in upper grades is relatively small for a Japanese school, dividing a class of 36
students into three groups (12 students each for English classes) from Year 4 (age 9-10) onto
Year 6 (age 11-12). There is a unique assessment for the upper grades, offering the students
speaking and writing sessions, and the whole course of study has been positively accepted,
although educational research into learning motivation has been scarcely administered.

The Year 4 English generally carries an enthusiastic class atmosphere, but the dynamics
start to change as the students grow physically and mentally; competitiveness between Tast’
and ‘slow’ learners arises, and parental influence on achievement becomes remarkable. Some
parents provide children extra classes outside school, and others express concerns about
children’s achievement in the reports. During Year 4 and Year 5, the main focus of teaching

is to get the students familiar with English sounds through chants and simple expressions,
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not so much with vocabulary or structure. The Year 6 English classes introduce syntax with
new vocabulary by degrees so that the students can prepare for secondary school English; in
Japanese schools, English language formally becomes a required subject from the secondary
education. Still, the Year 6 students are vigorous and energetic in learning English, thanks
to their curiosity about different languages and cultures, and the milieu of a small class size
enables them to speak out without hesitation. From Year 4 onward, the students learn English
twice a week (40 minutes each), which is twice as much as state school students learn, and
the proficiency level of the Year 6 students is assumed to be high, compared to other average
Japanese school children. It should be noted, however, that their language abilities are varied
and individual differences in motivation and competence are immense. In addition, parents
play a crucial role in motivation with some, for example, believing that earlier learning would
result in better achievement of ‘communicative competence’. The learning environment
greatly depends on each student’s background, particularly in the private school context as in

this article.

2.3 The Test of English as a Foreign Language (TOEFL) and TOEFL Primary for EFL
learners in Japan

The TOEFL is a standardized test to measure the English language abilities of non-native
speakers who wish to study at English-speaking universities or institutions, and it has been
taken and accepted globally for many years. The test is designed and administered by the
Educational Testing Service (ETS) in the United States and the official score report is
received as a certificate of applicants’ English abilities by major academic and professional
institutions around the world. In 2005, the internet-based test (iBT) was introduced and
gradually replaced the paper-based test and the computer-based test. The iBT format consists
of four sections, measuring four language skills, i.e. Reading, Listening, Speaking and
Writing sections, and it requires comprehension and integrated communicative skills as well
as academic knowledge for higher education. A significant feature of iBT is the quality and
quantity of its content as the four-hour test is conducted by means of a personal computer
with a headset and a microphone. Integrated skills are measured, for instance, in the Writing
section, the test takers first read a passage, then listen to a related lecture, and finally
summarize the whole content, typing within a limited time frame and word amount. In the
Speaking section, various topics are indicated and some require the test takers to read a short

passage, then to listen to a conversation, and finally to express their opinions or suggestions
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on what has been previously presented.

According to Test and Data Summary for TOEFL iBT*® Tests (ETS 2015), the score means
(average score) of each country is published as a guide every year, and the data is primarily for
comparing the performances of individual test takers in the same country, not for comparing
countries by rank. However, the results provoke concerns in non-native English-speaking
countries, including Japan, because the iBT format appears to be difficult and the low score
might become a barrier for EFL learners to study abroad. With such a background, the
TOEFL Junior for learners from age 11 and the TOEFL Primary from age 8 were introduced
to meet the needs of young EFL learners around the world. Both tests intend to measure
English language skills, guide to the next step of learning, and help both teachers and young
learners to identify their strengths and weaknesses. The scores are mapped to the Common
European Framework of Reference (CEFR) levels released by the Council of Europe (2001),
and both tests enable the young learners to get accustomed to the test format and receive an
appropriate measurement of their linguistic abilities. These junior versions of the TOEFL
have been introduced in Japan, although the test opportunities are limited and the contents
are not yet well-known.

The experiment in this article started with this background, reflecting the voices of former
students of the researcher who intended to study abroad, but struggled to achieve the TOEFL
scores high enough to be accepted to the overseas universities in which they wished to
enroll. The experiment, therefore, has a mission to highlight learners’ motivation as well as to

enhance EFL learning by inclusion of an extracurricular assessment opportunity at school in

Japan.

3. Literature Review
3.1 Research methodology

When research involves children who cannot be regarded as being on equal terms
with adult subjects, special attention should be paid to respect their freedom and
self-determination. Thus, it is necessary to take into consideration ‘the issues of sampling,
reliability and validity at the very outset’ (Cohen et al. 2007:49), and ‘sensitivities’ of ethical
issues should be addressed. Another critical phase is that teachers have an extremely strong
influence on students’ decisions and actions in class, hence the participants should not
feel coerced, nor suffer any disadvantages, retaining anonymity and confidentiality of their

identities to protect privacy. For this particular EFL experiment in an elementary school
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context, a case study approach is effective because it attempts to examine ‘an instance in
action’ and to provide ‘a unique example of real people in real situations, enabling readers
to understand ideas more clearly than simply by presenting them with abstract theories or
principles’ (Cohen et al. 2007:253).

According to Nisbet and Watt (1984), case studies have strengths in that ‘the results
are more easily understood by a wide audience’, as they are frequently written in ‘everyday,
non-professional language’ and that ‘they can catch unique features that may otherwise be
lost in larger scale data’. The findings might hold the key to understanding the situation
and provide insights into other similar contexts. Weaknesses, on the other hand, are that
‘the results may not be generalisable’ and ‘they are not easily open to cross-checking, hence
they may be selective, biased, personal and subjective’ (Nisbet and Watt 1984:78-79). The
outcome of a theory-seeking or theory-testing case study might lead to a ‘fuzzy generalization’
(Bassey 1999:30); therefore, it should be understood that a case study may lack rigor with
little basis for scientific generalization. Nevertheless, Simons (1996:225) welcomes ‘the
paradox between the study of the singularity and the search for generalization’ and helps

researchers to understand the characteristics of case studies.

3.2 Teaching English to Young Learners (TEYL)

It was widely believed until quite recently that L1 acquisition was largely complete by
the age of five, and it has been hypothesized that ‘children learn a L2 better than adults’
(Cameron 2001:12-13). Nevertheless, literacy skills of children are still in the early stages of
development under school age, and some studies provide evidence that there is no such ‘cut-off
point for L2 acquisition as suggested by the Critical Period Hypothesis (CPH; first proposed
by Penfield and Roberts in 1959), the idea that children can learn a L2 more effectively before
puberty because their brains are still able to use the mechanisms that have assisted their L1
acquisition. Lightbown and Spada (1999:16) present some evidence for and against the CPH
and they point out that if the goal of the 1.2 learning is ‘native-like proficiency, the learning
benefits from an early start, but if the goal is ‘communicative ability’ in a foreign language,
the benefits are much less clear. In EFL teaching, the process of child language acquisition
is highly suggestive; however, attention should be paid to different needs, motivations,
and contexts of diverse learners. O'Grady (2005:164-175) admits that ‘there is still no real
solution to the mystery of child’s language acquisition’ and the substantial indication is that

the mystery cannot be explained by ‘imitation’ nor ‘teaching’. It is a popular idea that children
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learn languages by imitating adults in immersion contexts, but the imitation cannot account
for the speed at which children acquire vocabulary and language rules. According to Eyres
(2007:26), children are in fact not very good at imitating sentences containing unfamiliar
words and structures, and they typically repeat only what they can already say. Children
often produce sentences (e.g. allgone milk, come car) which they have never heard anybody
actually say before. Their language learning cannot be explained in one simple ‘straight line’ of
progress.

Cameron (2001:14-15) asserts that different languages have different ways of carrying
meaning, and that the particular ways in which a language encodes meaning act as ‘cues’ to
interpreting the meaning of what is said. When faced with the new language, children try to
understand it in terms of ‘salient cues of their L1 and also pay particular attention to items of
L2 vocabulary that they are familiar with’ (Schmidt 1990:141). Generally, children are said to
be more enthusiastic and lively as learners than adults, seem less embarrassed with speaking
in the L2, and their ‘lack of inhibition’ seems to help them acquire a more native-like accent.
Meanwhile, they lose interest more quickly and are less able to keep themselves motivated
on one task than adults. Cameron (2001 :xi-xii) claims that ‘Theorising the teaching of young
learners has an important role to play in complexifying oversimplifications about working with
children and thereby increasing the quality of foreign language education’. When teaching
young learners between the age of five and twelve, significance lies in the fact that they are
still in the middle of development in their L1 and individual differences are remarkable;
formal L1 literacy skills are still in the early stages of growth, discourse skills are continuing
to develop. As a result, there is a burden on the teachers to provide exposure to the L2 with
effective classroom activities. Young EFL learners attempt to make sense of the world in terms
of their limited knowledge and experience, but they definitely need ‘skilled’ help in noticing
and attending to various aspects of the English language.

The implications for TEYL that can be drawn at this point are threefold: firstly, if language
learning is neither ‘imitating’ nor ‘teaching’, effective methods and programs (other than
the L1 acquisition approaches alone) can be explored to facilitate the L2 learning. Young
EFL learners in ‘low-immersion’ contexts like Japan have very few opportunities to ‘imitate’
or ‘produce’ the L2 in their everyday life, meaning that their learning approaches should be
distinguished from the ‘L2 immersion context’. Secondly, teachers play an important role to
support young EFL learners by focusing their attention on useful sources of information,

however limited their ‘cues’ are in the target language. Lastly, the process of L1 acquisition
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and young learners’ characteristics should be fully considered in TEYL, and the socio-cultural
context needs to be examined as it exercises an invisible but enormous influence on learning

motivation.

3.3 Assessing young EFL learners

The nature of young EFL learners might generate issues of assessment in need of
attention: factors such as age, gender, the influence of L1, background context, the linguistic
development and diverse learning motivation, all need to be taken into consideration.
Cameron (2001:215) suggests that it seems ‘Teasonable to require an assessment to serve
teaching, by providing feedback on pupils’ learning that would make the next teaching even
more effective, in a positive, upwards direction’ [her italics]. Despite that, the reality is often
contrary; ‘assessment seems to drive teaching by forcing teachers to teach what is going to
be assessed’” and some of the classroom activities are restricted to test preparation in extreme
cases. Thus, the assessment for young EFL learners is expected to ‘identify the needs of
young learners, to determine what level, if any, of proficiency they have in the target language,
to diagnose their strengths and areas in need of improvement, and to keep track of their
progress in acquiring the language’ (Alderson and Bachman 2006:x).

At the same time, vulnerability might become apparent when the impact of assessment on
young EFL learners is to be studied. Children are sensitive to praise, criticism and approval,
and their self-esteem is influenced by their experiences among friends and teachers at school.
Therefore, they need experiences that will help them to succeed and maintain enthusiasm
and creativity; a lack of positive experiences might result in loss of motivation. The
assessment has a power to change their learning both positively and negatively, and McKay
(2006:18-19) asserts that effective assessment provides valuable information to educators,
parents and students themselves, and the valid assessments are ‘those that measure what they
are supposed to measure’. The TOEFL Primary in this article can be classified as a ‘summative
assessment’ to measure language skills of young EFL learners as well as an ‘assessment to
encourage and motivate’ them. By utilising objective ‘scales and scores for each language
skill’ rather than ‘pass-fail results’, the TOEFL offers the Japanese learners an opportunity to
understand their English language abilities as well as to see the progress that they have made

up to the present.
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3.4 EFL learning motivation

In regard to learning motivation, Dérnyei and Ott6 (1998:65) attempt to give a
comprehensible definition stating that ‘motivation can be defined as the dynamically changing
cumulative arousal in a person that initiates, directs, coordinates, amplifies, terminates, and
evaluates the cognitive and motor processes whereby initial wishes and desires are selected,
prioritised, operationalized and (successfully or unsuccessfully) acted out.” Dérnyei (2001:46)
also points out that the ‘motivation to learn’ is ‘an intricate, multifaceted construct’ on its
own, but if the target is the mastery of the L2, ‘the picture becomes even more complex’. He
indicates two aspects of L2 motivation; one is that the L2 is a ‘learnable’ school subject and
the results of its studies on academic achievement are of direct relevance to motivation. The
other is that language is ‘socially and culturally bound, and serves as the primary channel
of social organisation in society’. The mastery of the L2 is not merely an educational issue
but is also connected with social events that require incorporation of a wide range of factors
in respective cultures. Gardner (1979:193-194) reveals the social nature of L2 acquisition
and claims that foreign language learning in the school context should not be viewed as
‘an educational phenomenon’ in much the same light as any other school subject, but as ‘a
central social psychological phenomenon’. For school-age young learners, the ‘school’ literally
represents a social arena, and the effects of the ‘microcontext (i.e. the immediate learning
environment)’ as noted by Dérnyei (2001:32-34 [his italics]) need to be examined thoroughly
in motivation research.

The question remains, however, whether young learners’ motivation is driven by an intrinsic
interest in the field of subject (e.g. intellectual curiosity and preferences of challenges), or
by an extrinsic orientation motivated by desire, for instance, getting good grades or skills in
order to win teachers’ approval or meeting external demands for higher education. As Dérnyei
questions the ‘researchability’ (2001:183) of motivation, what makes motivation research
a formidable task is that it is not subject to direct observation but must be inferred from
‘some indirect indicator, such as the individual's self-report accounts, overt behaviours or
physiological responses (e.g. change of blood pressure)’ [his italics]. What is recommended as
a principal step for motivation research is to keep the level of this inherently subjective nature
of motivation to the minimum, especially when analyzing motivational factors of young EFL

learners.
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4. Methodology
4.1 Research methods

Having taken the layers of context into consideration and reviewed relevant literature, the
experiment in this article commenced with the question whether an assessment opportunity
would stimulate the motivation of Japanese elementary school EFL learners and what
motivational factors could be observed through the preparation for the TOEFL Primary. It
was not the researcher’s intention to make assertions on the learners’ achievement from the
scores or to draw attention to a simple interpretation of the small-scale data. The experiment
was planned for 18 Year 6 students, due to the limited facility of the computer-assisted
language learning (CALL) system needed for the Speaking test; prior to the actual test day,
two preliminary classes were scheduled. The announcement was made in a letter to all 144
Year 6 students and 41 students showed an interest and applied to participate. With these
circumstances, the participants were decided by lottery and all attended two preliminary
classes to experience the mock tests and get accustomed to the test format of the TOEFL
Primary. In addition to the recordings of the interactions between the learners and the
teachers, a semi-structured questionnaire and post-interview were conducted after the test.
A supplementary free comment space was included to gather various forms of ‘self-report

accounts’ and ‘overt behaviours’ (Dérnyei 2001:185), and respective research tools are

described below.

4.2 Research tools
Preliminary classes prior to the TOEFL Primary

The participants in this experiment carried diverse English learning backgrounds and their
fluency levels varied, but the researcher had taught them previously or was teaching them
in regular classes, so each learner's English levels were acknowledged. The relationship
between the participants and the teacher-researcher was intimate and friendly, which made
it easy to draw their true feelings and honest opinions. The preliminary classes were held
on consecutive weekends, each for three hours, in order for the participants to understand
the test content and prepare for the unfamiliar format. Two teachers implemented the
lectures, one for reading and listening practice and the other for speaking, using the
textbook “Preparation Book for the TOEFL Primary® Step 1 (Kumon Publishing 2015)".
The participants practiced answering a variety of questions and were given an explanation

of the vocabulary and comprehension tasks. After this, they took the mock tests of each
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section. Throughout this process, two observers were present from the TOEFL testing
organization (Global Communication & Testing Co. Ltd.), who supported the test session and
audio-recorded the lectures. Target factors to be investigated were categorized accordingly in
relation to the post-test questionnaire questions as shown in Table 1 (see also Appendices 1
and 2), and the teacher-researcher, while engaging in interactions with the participants, took

observation notes in written format, utilizing subsequent video analysis of classroom exercises.

Table 1. Target factors to be investigated through the preliminary classes prior to the test

Questions in the questionnaire Target factors to be investigated
1. Did you know about the TOEFL Primary - Recognition of the standardized English test
before this experiment? — Personal interest in assessment opportunities
2. Why did you take part in this experiment and - Specific motivational factors
decide to take the test? — Influence of family/peers/school milieu

— Attitude towards learning English

3. How were the TOEFL Primary tests? — Fondness of the assessment/test content
Which were difficult? - Confidence or fear for speaking English
4. What did you think about the Speaking test? — Factors related with characteristics of young
EFL learners
5. Agreement rating: The TOEFL Primary — Fondness of linguistic activities
preliminary classes were good. - Attitude towards assessment opportunities
6. Agreement rating: This opportunity to take the | — Learning motivation towards English

TOEFL Primary was good.

7. Agreement rating: T would take the TOEFL — Future images of learning English
Primary again if planned. - Perception towards learning English

8. Agreement rating: Further TOEFL test — Motivational factors related with personal
opportunities in affiliated schools would be good. wishes

9. Do you wish to study abroad (either short or

long term) in the future?

Observation of the actual assessment and post-interview
Observation is a strong tool for interpretive research and offers researchers an opportunity
to gather ‘live’ data from naturally occurring social situations (Cohen et al. 2007:384),

although it is also beset by issues of validity and reliability. For this case study, the actual test
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session was observed and recorded in written format by the teacher-researcher in accordance
with the target factors shown previously, and for structured observation, four motivational
domains clarified by Morrison (1993:80) were used, i.e. physical setting, human setting,
interactional setting and program setting. For the Speaking test, two groups were formed
to maintain the personal space while speaking to the microphone; one group contained 8
students, taking the Speaking test for the first 30 minutes, while the other had 10 students,
who took the paper-based Reading and Listening tests for the first 60 minutes. The Listening
test was played on an audio-CD player and took approximately 30 minutes to finish with
the directions in English. To reinforce individual accounts, the participants’ live and instant
comments were extracted verbally immediately after the test and written into the form
of notes. Post-interview was administered one month later when the test results arrived.
Interviewing was beneficial ‘to understand the world of children through their own eyes rather
than the lens of the adult’ (Cohen et al. 2007:374), and it revealed how the participants
perceived the assessment. The duration was five minutes, and each participant was asked the
following questions: 1) How did you like the TOEFL? 2) Were the preliminary classes and

the test session beneficial? 3) Would you like to develop your English abilities?

A semi-structured questionnaire to 18 participants

Subsequent to the actual test, a semi-structured questionnaire (Appendix 1, translated
by the researcher from Japanese into English) was undertaken with the 18 Year 6 students.
The questionnaire is a useful tool for collecting data from a large number of respondents’
and ‘the information sought is not so complex’ (Hinds 2000:42-3). The primary objective
was to grasp the participants’ interest in the assessment and their attitude towards English
language learning. A Likert scale (named after its deviser in 1932, Rensis Likert) with five
point responses was employed, as it was easy for the young learners to indicate their opinions
by simply circling a mark which should represent their ideas most. A free comment space was
included to invite ‘an honest, personal comment from respondents’ (Cohen et al. 2007:330),
which might contain information that otherwise might not be caught in standardized
questionnaires. Although 18 was not a sufficient number to yield a general tendency of young
learners, the results contributed to illuminating certain motivational factors such as ‘a sense
of achievement’, ‘parental influence’ and ‘future images of EFL learning. This experiment
was not for generating hypotheses, classifying or categorizing; rather, it aimed to illuminate,

interpret and describe what was observed in the practice of TEYL, informing ‘on-going’
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teaching and learning in a specific context in Japan.

5. Results and Analysis
5.1 Results of the preliminary classes

During the preliminary classes, all the participants showed strong interest and curiosity in
the content of the test, asking enthusiastically about the meaning of each text and sharing
the new knowledge with their peer group. As the TOEFL Primary Step 1 is specifically aimed
at beginner-level young learners, both the Reading and the Listening tests carry a number
of illustrations to match the correct vocabulary. The participants found them amusing and
answered the questions with confidence. In latter parts of the Reading test, there are riddles
and short passages with about 80-100 words in order to examine the test takers’ knowledge
of vocabulary and syntax as well as to test their comprehension speed in English. Contrary to
the researcher’s anticipation, the participants vigorously answered the questions and sought
more detailed explanations in Japanese. While reading the passages beyond their lexical level,
they made inferences with some verbal assistance and exhibited high motivation to answer
the questions. This suggested that an assessment opportunity could give young learners much
more than mere linguistic knowledge; a learning motivation driven by young EFL learners’
pure interest in new things, not just to score good points on the test.

Similarly, the Listening test contains illustrated Figure 1. Preliminary classes with the

conversations in the beginning, but the later =~ CALL system for the Speaking test
(December 2015)

sections include several dialogues and recorded
messages. The participants practiced oral reading
of some scripts with approximately 80-100 words
in the preliminary classes, but they struggled with
the high speed of spoken English as well as the
deliberate choices of vocabulary. Moreover, in

the Speaking test, practical usage of the English

language is required; for instance, the test takers
look at several pictures and describe the situations in progress within 15 seconds, or in other
topics, they watch an animated cartoon story and are required to explain what has happened
within 30 seconds. The preliminary classes offered the participants an opportunity to exercise
this format with the CALL system within a required time (Figure 1). The results displayed

some remarkable behaviors, for example, some students uttered whatever words that flashed
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into their minds, or others showed puzzlement with the gap between L1 and L2, being unable
to describe the situations in English. Nevertheless, the participants enjoyed the activities for

the most part, indicating a positive attitude towards learning English.
5.2 Results of the assessment session

During the actual TOEFL session, several factors were identified in terms of motivational

domains, following Morrison’s categorization (1993:80) as shown in Table 2.

Table 2. Motivational domains observed in the assessment, Morrison (1993)

Physical setting — Physical environment of the test room and the layout of the desks created a
serious, quiet milieu for the Reading/Listening tests.

—The distance between the participants was sufficient for the test.

—The CALL room was assisted with the teachers and the testing staff, which

seemingly added a tense ambience.

Human setting — Observable actions and behaviors were witnessed such as tone of voice,
facial expressions and postures before and during the test session.

— Most participants showed fear on their faces in the beginning.

— Characteristics of individual participants were observed, e.g. puzzled faces

when listening to the instructions in English.

Interactional setting | — Both formal and informal interactions were observed in the tests.

—When each group finished with the Speaking tests, the participants moved
and some interactions occurred among the two groups.

— Some showed confidence in the Reading test, while others looked troubled,

especially in and after the Speaking test.

Program setting — Preliminary classes seemed effective as the participants had learned
beforehand what to expect in the actual test.

- Some participants cited they would study more speaking and listening.

In the Reading test, most participants finished the section earlier than the time limit, and
the score results showed that 8 students out of 18 obtained 109 points (the best score for the
Primary Step | test), and 15 students (83%) reached A2 level of CEFR, scoring more than
107 points (see Appendix 3).

In the Listening test, on the contrary, the content was perceived as challenging, and
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many of the participants indicated confusion in the latter section. As was hypothesized, the
Listening test was difficult for the beginner-level participants, and the test duration of half
an hour appeared too long for the young learners to remain focused. As a result, the scores
varied greatly, and 6 students reached 109 points (the best score). Despite that, all of the
participants reached A2 level of CEFR listening ability, scoring more than 105 points.

The most challenging section was the Speaking test, and the participants were
overwhelmed by the time limit. During the session, some keyword vocabulary was presented
verbally on individual computer screens, but the test format seemed far beyond their previous
experiences with spoken English, with the result that the Speaking test was regarded the most
difficult. In terms of CEFR speaking ability levels (maximum point score of 27), 6 students
(30%) achieved A2 level, of whom 4 obtained 18 points or more. Another 11 students (61%)
were graded at Al level.

The actual session of the TOEFL Primary revealed that the Japanese elementary school
EFL learners lacked the experience of listening to spoken English as well as speaking the

language in authentic settings.

5.3 Results of the semi-structured questionnaire and the post-interview

The results of the nine closed-questions were analyzed with some charts from gross
responses (Appendix 2); Questions 1 and 2 explored the participants” knowledge about the
TOEFL and the reason why they took part in the test. Question 3 searched for the learners’
perception of the test in regard to three language skills, i.e. reading, listening and speaking.
Question 4 focused particularly on the Speaking test, investigating what aspects seemed easy
or difficult to the participants and whether they became motivated or demotivated by the test
format. Questions 5 to 8 related to the young learners’ attitudes towards EFL learning and
how the extracurricular assessment opportunity was regarded. Question 9 looked into the
learners’ interest in studying abroad, and the last space invited free comments, which were
translated from Japanese into English by the researcher and listed in relation to two broad
categories of motivational factors.

Question 1 was the premise for learning motivation, and three quarters, 14 out of 18
participants, did not know about the TOEFL before the experiment. Question 2 was directly
connected with the individual motivations (Figure 2), and the top three answers were: a pure
interest by the young learners in a new experience, preparation for secondary school English,

and a simple motivation to acquire foreign language. It was shown that for young EFL
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learners, family influence plays a central role; more than 40% responded that their parents
advised them to take the test. Those participants wishing to study abroad in the future
were strongly motivated and considered the assessment as a good opportunity for acquiring

practical skills.

Figure 2. (Question 2: Why did you take part in this experiment and decide to take the test?)

motivational factors

Pure interest
Future preparation

Improve English

Like English | | | | | ’
Family Advice | | | | ]
Trial of own skills !

Plan to study abroad |

Other reasons

Teachers recommend i Jl

Friends recommend |

0 2 4 6 8 10 12
person(s)

Question 3 intended to find the participants’ impression on each test (Figure 3), and the
overall view was that the test was difficult, particularly the Speaking test. Roughly 60%
thought the Reading test was hard, and more than 80% considered the Listening test difficult.
Over 88% believed the Speaking test was ‘beyond their abilities’, according to their verbal
accounts after the session. The results reflect that the Japanese young EFL learners are not
accustomed to the actual usage of English language, and the test format is far too unfamiliar.
Among them, the Reading test was perceived positively and was actually finished within the
time limit. This implies that some young learners already possess a certain level of literacy

and can read English texts to some extent.
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Figure 3. (Question 3: How were the TOEFL Primary tests? Which were difficult?)

person(s)
14 ¢
12
10 %
8 /é @ Reading T
/ eading lest
. @ Listening Test
/ O Speaking Test
4 % %
L7 7 7m ]
Strongly agree Agree Neither Disagree  Strongly disagree

Question 4 specified what factors of the Speaking test were considered difficult, as the
test format of using a microphone was unfamiliar to the Japanese EFL learners; nearly 90%
agreed that it was their first experience to speak English to a machine. The participants
also found the test content demanding and struggled to express their ideas within a limited
time frame, although the instructions in English were understood properly. In regard to
learners’ motivation, more than 70% showed an intention to take the test again, proving their
enthusiasm and a sense of competitiveness. The results showed the strong motivation of
promising young EFL learners who are willing to advance their learning.

Questions 5 and 6 investigated the post-assessment impressions, and the results were 100%
positive; the participants appreciated the preliminary classes and the assessment opportunity,
verifying that the inclusion of extracurricular test opportunities is meaningful and could
stimulate young learners’ motivation. Questions 7 and 8 shed light on the participants’ desire
to take another assessment in the future, and the majority (77%) displayed eagerness to try
again, although some negative responses were observed at the same time.

In addition, Question 9 explored learning motivation connected with the participants’

eagerness to study abroad in the future (Figure 4), and nearly 80% agreed, half expressing
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a strong wish. This implies that Japanese elementary school EFL learners feel it necessary
to live in an English-speaking environment to become fluent users of English language. A

powerful motivation was witnessed.

Figure 4. (Question 9: Do you wish to study abroad (either short or long term) in the future?)

B Strongly agree 8

‘ Agree 6
m Either 2

W Disagree 0

2

i

B Strongly disagree

Lastly, the free comment space collected individual voices and diverse perspectives on
English language learning, which highlighted the young learners’ subtle yet enthusiastic
attitudes towards EFL learning. A supplementary question, “What English abilities would you
like to acquire?” was added so that the participants could write their thoughts without losing
focus. The responses could be divided into two broad categories for clarification, ‘linguistic
knowledge’ such as vocabulary and syntax that the young EFL learners hope to acquire, and
‘communicative experience’ such as speaking and listening skills that the Japanese learners
hardly have a chance to gain outside the classroom (Table 3).

The results of the post-interview reflected how the individual participants perceived the
assessment and the responses were diverse, for example, “The preliminary classes were
enjoyable, but I never expected the Speaking test to be that difficult.” or “It was exciting and
I want to improve my English.” A large number of the comments pointed out the importance
of English language learning for the purpose of school, business, travel etc. in the future. In
addition, positive images of English were seen from their verbal comments such as ‘It's cool to

speak English’ or ‘I feel great when using English’.
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Table 3. Voices from the free comment space:

Linguistic Knowledge (vocabulary/syntax factors)

[ want to learn more words and phrases. [ want to get better reading and listening skills.

I want to read faster. I want to learn grammar.

[ want to get more vocabulary, acquire grammar @ 1 want to use English more accurately.

as well as composition skills.

Communicative Experience (sound/communication factos)

[ want to understand English spoken in the

movies and TV dramas.

I want to be able to speak English without being

too nervous.

English would be very helpful when talking to

foreign people for the first time.

I want to get English abilities accepted and

understood abroad.

I want to speak English fluently and travel
around the world by myself.

I want to work as a bridge between Japan and

foreign countries.

[ want to be good at English so that I can
understand what people are talking about.

[ want to know more convertational expressions

and vocabulary out of textbooks.

[ want to explain the directions to foreign visitors

instantly when they are in trouble.

I think grammar is important, but I want to get

speaking proficiency too.

I want to listen to English more and get better

listening and speaking skills.

I want to work on the global stage in the future,

and English is necessary to get there.

5.4 Analysis of young learners’ motivation observed through the experiment

The observation and the questionnaire in this case study exposed to view various but
fundamental motivations of Japanese EFL learners, and the experiment illuminated the
elementary school learners’ attitudes towards EFL learning. The free comment space
particularly succeeded in gaining motivational factors in detail, reinforcing each factor to
be narrowed down for further research. Some responses might be ‘impressionistic’ (Cohen
et al. 2007:330); however, the comments mirror the reality of the present TEYL in Japan,

especially in the elementary school context, and the significance of the data collected can be
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summarised as follows:

1)

The preliminary classes made it apparent that the participants perceived the
assessment opportunity positively and considered it as a chance to test their language
abilities. Parental influence is extremely powerful for shaping these positive attitudes
and images.

The challenge of assessment means more than a mere measurement of language
competence to young learners. The participants in this experiment found pleasure
in gaining new knowledge and their motivation was driven by their pure interest and
intellectual curiosity. The assessment can function as a stimulator and the elementary
school students can obtain foreign language experiences with appropriate support
from the teachers.

The questionnaire revealed positive images of EFL learning among the young learners
despite the reality that the English language has no major role in Japanese society.
An important implication for TEYL is that the social context plays a crucial role in
motivating young EFL learners.

The participants were highly motivated and some possessed advanced language
abilities for their age as the test results showed (Appendix 3). They appreciated
occasional assessment opportunities, especially those who were wishing to study
abroad. The issue to be discussed further is the link between elementary and
secondary school English education; the experiment has opened a question to the
present ELT curriculum, in which no linguistic skill-based subdivisions have been

constructed between the two.

This was the first attempt for all the participants at the TOEFL Primary, but the results

showed that the Japanese elementary school EFL learners possessed diverse motivations, and

they found enjoyment in EFL learning. The experiment has illuminated the enthusiasm of

young learners and their motivational factors for English language learning. As was observed

all through the experiment, socio-cultural influence appears to be enormous in creating

learner perception, indicating the necessity of setting appropriate contexts for young EFL

learners.
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6. Discussion: the impact of assessment opportunity and motivational transition

In this case study, motivation of Japanese elementary school EFL learners is highlighted
through the course of study for the TOEFL, and the results imply that the inclusion of
assessment might function effectively in TEYL. The motivational factors are diverse and the
data indicates both intrinsic and extrinsic motivations, the former mostly from the learners’
pure interest, curiosity or competitiveness, and the latter from family influence, desires for
appraisal or positive images of EFL learning engraved in Japanese social values. Occasional
assessment opportunities like the TOEFL could stimulate young learners’ enthusiasm, and
high expectation towards global status can be observed. However, the question remains
whether the young learners can maintain high motivation through puberty on to adolescence
in the present EFL environment in Japan. Each young EFL learner differs in motivation and
likewise in aptitudes for foreign language learning. As this experiment has elucidated, different
motivations are originated in each learner’s ‘value mechanisms’ or ‘appraisal system’ (Schumann
1997:2). A constructive outcome is the fact that the positive young learners naturally find
pleasure in learning linguistic knowledge and acquiring communicative experience through
the assessment.

On the other hand, as Nishida (2013:98) recognizes, ‘motivation tends to decrease as
students get older’ and ‘no objective measure of linguistic ability is available’ in Japanese
elementary school contexts. As learners grow older, linguistic achievement is required,
and many EFL learners tend to weaken in motivation in Japan. Yet, the results from this
experiment have contrasted young learners’ willingness to obtain real-life communicative
competence, and the participants possessed a strong desire for further learning. The
problematic features of standardized tests like the TOEFL would be that the settings are
always ‘virtual’, not authentic, which has often led to the question as to whether this would
facilitate genuine communication skills. As the learners get older, the issue of ‘authenticity’
can affect their motivation, because foreign language learning tends to become a mere ‘school
subject’. The differentiations in learning motivation might call the need for ‘individualization’
in EFL teaching, particularly in school context, and a dramatic improvement in the link
between elementary and secondary school English education is greatly needed. Along with
needs analysis, a variety of teaching methods and techniques should become essential for
elementary school EFL learners, and it is suggested that the young EFL learners in Japan
would benefit from more effective, individualized English teaching in a smaller group and in

an appropriately streamed form of learning for better communicative practices.
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7. Conclusion

The experiment in this article has shed light  Figure 5. Preliminary classes for the

Reading and the Listening tests
(December 2015)

on the motivational factors of Year 6 students in
a private elementary school context in Japan and .
portrayed diverse motivational factors of EFL
learning. Through the preliminary classes (Figure
5) and the actual TOEFL Primary session, it was
discovered how the assessment was experienced by
the Japanese elementary school students, and the
impact of the assessment opportunity was closely

examined. Despite the argument, the reality is

that elementary school education adopts English

language as a regular subject, and Japanese people consider it necessary for the future careers
of the younger generation. The dominant power of social context including family influence
has become evident, and the strong desires of young learners to gain communicative skills
were exhibited in this study. The assessment opportunity could function as a stimulator for
young EFL learners and as Cameron (2001:218) advocates, a tactfully practiced ‘learning-
centred perspective should be assumed in TEYL.

The remarkable feature of the Japanese EFL context is that the positive image of acquiring
English language is deeply connected with young learners’ motivation, and a social ‘value’
conveys an immense effect on foreign language learning. The various factors cannot simply
fit in one theory or generalization; however, the inclusion of assessment can offer important
opportunities for EFL learners to see their linguistic abilities by an international standard. It
is, therefore, recommended to create these opportunities regularly at school in order to help
both learners and teachers to measure language skills and identify the next step of learning
and teaching.

This experiment has also called for the need to explore further motivational transition from
elementary to secondary school English education longitudinally. It is to be hoped that the
voices of the young EFL learners in this experiment can contribute to the betterment of the
field of TEYL in Japan, in some part enabling methods of effective learning and teaching of

English language in school contexts to continue to be enlightened by further research.
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Appendices

Appendix 1: A semi-structured questionnaire (translated into Japanese by the researcher)

- — el EiRHE T@EFL’T@S{ES ﬁm

[Experimental Class “Starting TOEFL Preparation™: Questionnaire]

NS

[11 Did you know about TOEFL Primary before this experiment?
[2] Why did you take part in this experiment and decide to take the test? (multiple answers)

[0 Iwas interested in the test. o Ilike learning English.
O My family advised me. o Ithought I could improve my English.
O My friends recommended. o Iwant to study abroad in future.
[0 My teacher recommended. o Iwant to test my proficiency
[0 The test will be necessary in future. o Other reasons (
[3] How were the TOEFL Primary tests? Whichs\:":: difficult?
Asree

(D Reading was difficult.

Neit her Disagree
|
|
@ Listening was difficult. |
|
|

TTT9

@ Speaking was difficult. I

[4] What did you think about the Speaking test?
Speaking to the microphone was difficult.

e

@) 1couldn’t express myself in English well.

@ Instructions in English was difficult. I I ] ]

@ 1want to try the Speaking test again.

[5] The TOEFL Primary preliminary classes
were good.

[6] This opportunity to take the TOEFL Primary | | | |
was good. !

[ 7] Iwould take the TOEFL Primary again | | | |
if planned.

[8] Further TOEFL test opportunities in affiliated | } } |
schools would be good.

[9] Do you wish to study abroad (either short or | ‘ I I

long term) in the futore?

L

|
Stron gy
Agree

|

|

[Free Comments] (What English abilities would you like to acquire in the future?)
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Appendix 2: Gross results of responses for the semi-structured questionnaire (with original

Japanese version, the numbers indicate the responses)

-
ST _surssmns TOEFL.Tests
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[1] B@id s TOEFL Pimarve®f - TwE L0 T =40 4

Wi 14

[2] 4B TOEFLeTest ORTRELFAFERBRTEZ L LEBARETTI ? (FEIEH)

O EsgRddfcdhd 12 O #EHiFEiEds 8
O F\iz@dshi=is 8 O HXFoHE&BEZEZLEB-2dS 19
O #2FBizFEbhizd b ') O W|EFFEZTZTBHDE &
O &Ez@Hshizis 2 O HA#ALELEDoT=dB
. R TOEFLibE 58 11 5@EEH D
O $BBBAVEIEDS 12 O 2ot ( Lo miiie 20 Gz azres

G5 OANE N Bl B hin D
[3] TOEFL Primarys Step 1 O FBELFAFEERLTEIBEL DT

o HL BB B0 Botd
BHED BHED e BAELTWL BHIELER

@ Reading "L o7 | |

& 7 3 & o
@ Listening &L o 1 | | | |
5 io 14 b o
@ Speakhgﬂ‘!bﬁ*ok 1 1 1 1 ]
i3 3 1 T o

[4] Speaking FA FEZDWTEIBEZLED?
@© PCHFEZA 2 TETOFEL-
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ol
ot
e
ml
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Appendix 3: [Upper part] Gross results of the open-ended question
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[Lower part] Score results of the

participants; the TOEFL Primary Step 1

* Z0M, BREEAM (SEEQLSILHEBONEHFIZOFLTTM?)
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R R ARVARYN - & AR

Reading =2 Listening @ /) &, 234050 7z
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PREONE B LoD ERITED

Fak, BAE AEOZEFEIZ/A Y 20

ARF AT VIEAEITIC 1 ATITE 2
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Abstract

The present study examines changes in young adults’ non-verbal cognitive abilities induced
by foreign language learning, with a view to investigating how a particular instruction method
may affect students” general executive function as well as language proficiency. Seventeen
Japanese university students were divided into two groups, on the basis of their scores on
tests evaluating their non-verbal cognitive abilities and knowledge of German. Participants
in the first group were taught German using the inductive method and participants in the
second group were taught the language using the deductive method. Both groups were taught
the same content with the same material; the only difference between the two was in the type
of instruction. There was no significant difference in the level of language proficiency attained
between the two groups. However, there was a weak but significant effect of instruction
method on participants’ ability to perform a non-verbal cognitive task. We also found a
significant difference in reaction time between the two groups in a German and a non-verbal
cognitive task. These findings suggest that it might be possible to enhance certain types of
one’s non-verbal cognitive abilities through language learning, although more research is

needed to reach a firm conclusion.

1. FC&IC

AF T, HSVERREEE, FHICHVEREZ 575 2 AR TR I 5 & EEBOHNERED
PRI T, JEEFEMNREIREREICZILICE VDAL S5 2 Dh &V 5 I DWW TR
%o 9. RIS, HMEREAE OFEIR & U CIESREMNRERIBREICZILNEL B LS T EN
HDSBDNE, PERDINAY IV ENERELEOWIFRZSIRL T T, i TANIFIOR
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BRGEZ L %o & BIC, 552 AERINT OINEREA B OB 2 X AAREZ BERE
£ % A VEEEE 2R E LT/ Samy MEERZHRAY 2, REICFHBRRIRZET A, 2
75 % PRI OINEREAE IS & 245 E OFBNIERENDE 2 5 208 L 1 ONEREHE O
B2 %,

1.1 NEFEFTERERICL HERHMEEOZEL
1.1.1 NAUVAHITHBZ &lcE>TELBRMEREDE(L

ol EBRMENERT 21O, HBOSHEZFARFICEET 5. K72IEREELSN OIS ERE
YPHIBZFCLY, HENCEROSHEZHEHT2REMEAT0E, Cok5ic, H5HA
WY LR ZODFFE T L. T OMHAEZ/NAY 2 H)V (bilingua) EFERT
&M% (American Speech-Language-Hearing Association, 2004), AHiTd, /31 V AL
TH2T NPT EZ RIZ UEZ DN, & SICARIFEORREREIC DOV i L %,

1960 ETNNA Y Y HWIE—DDFFEEZFETE/ U )V (monolingual) OFFEL )L
ICERET 5 T EMHPRY. 2N 22 < OFFMIHEICE W TE /Y VANV EKDE > TV S
EEZ BN Tz (Tunmer, Pratt, Herriman, & Bowey, 1984), L L1960FRIC A% &, #
EDOWFITIFHFAENRD 7 )V — TR OHERE L NV RE@m D E N Tuwian, FHERE
ICAEE RNRE S LEZIC S VIENZEN TV 2FOFAE S iE#m O RGN D 5 1=
EMERIE NG L7z (Adesope, Lavin, Thompson, & Ungerleider, 2010; Bialystok, Craik, &
Luk, 2012; Peal & Lambert, 1962; Tunmer et al., 1984), Z®D7z&. T 95 LizihkiflE iz
ZNLBFEOWZHC KD, NV VIIVIEE /) VIV KD L < OFFAIEREIC B TEN T
REBTH LWV MEDZHZ LD L L 5ICE o7,

INA Y VA IVHMERIME D & S AFRMLHIC ZAEE A DL DB B EEbNT WS, O
DI FBAMEZ MGt LAY 2 X X FSEBMAD & (metalinguistic awareness) Td %,
INAVVHIVDAREFEINGRDEOREZRT EDICE—EORELHEA 2H S H 5
FEOWMEFEOREIINRNETH S T EAHIENTWVS (Cummins, 1979; Ricciardelli, 1992),
oo TEENA ) VIV A SN D EICEN TV B NSOV TIIEBOFREZMEHT % C
ETEMDEVE EDSHAMOMRIENFEET 205 TR BN ERKRINTVS, £50
D, JEEFERE T ZO % < OFRANHEREIC RS 3 2 BRI Hm U T & 75 5 EIThRE
(executive function) (Miyake et al., 2000) TH 2, T, FEECLLER EDRE SN IE
2D DIEIEE T HARRRE 21TV B R T8 2 HIE 5 mROHERE TH %, /N1~
AIVOFATHEED IR Z (S 72 Icid, ZSREOMEL TIIE <NA UV HIVEE OF-M
BI5LFbNTWD (Bialystok & Barac, 2012), LA LNA U 2 )V OFATHEBE D 1%
KNV VHINVEBICBIT 2 EDX S IHENTE L T-OMINHTH - 7.
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ESICBEDONA Y VIV OFRITRREEDEBAIEIC OV TR ERFEmE 2V, e xid, 538
DIEFFREH « ZOEE - N1 ) VAV EFEOHLEZ E2 il 5 &0 BN DH 2 L5 g
FERIFHEB LRV, & 92HETEH 5 (Paap, Johnson, & Sawi, 2015), LA L% 5 LI
BV THRIED /A Y & AVEEBRICIRNSRITIREICIE O B2 RIE S T EMEETEH W
ELTW5,

ZT T, AW TRITLVWERBZY S L SICREDAE MR Z3HRE L, FHEEN 2EE D
FATHRREIC S B 5.2 2P ReE 2 ETd %, ED—fle LT, &2 H#amitz VWi 2875k m
S RERVRRAIILIEERRE, R —H DTG & HE BRI Y] 72 [ D & 72 HERF L Rh RAVIC R
FRTRS 2 RATREREIC o B2 NS T & W o REi 2 7o T VEREZEIC BT 5 BURE ORI
DB T %,

1.1.2 HNEFEFZFEIRICHT SRMEEOE(L

HITHT T U 72 S REEEIC IR 5 972 O —iRAY &R HIBEEE (general cognitive function) D75
BINA Y VIV EE SV VI EWS BEEITHIR S 2 ERFIRZE & R, &0 EENZITE
LT, HANERRICINE L TW AR WHERE R OIERE Y Ei1R T — MR Rl ne D22z
HIE S 2 @RI B B IBRFRIIZE IS, YEREZERBNA R U2 ORbA - #7 O#fifil
TENER, PEZHER LT < SEREAE BRI RE D222 £ T L 5 RIEREfRZ I
EMCT B IDICHENEITEDTC EDTHEM, NAVYHIVEES VU VHANDB BT TO
KHEE & o T FRRRIIRFRIC EEN, Z DRI R 7250,

TN E T Bialystok *° Bak 5D 7V — 70, & % SVEREICHE LU TO IR W HEERE RO SV ERE
FHEAIE T, SBlCR 5 ARWEEC IR T & OFRHIBEOFZ L T\ (Bak, Long,
Vega-Mendoza, & Sorace, 2016; Bialystok & Barac, 2012; Janus, Lee, Moreno, & Bialystok,
2016; Sullivan, Janus, Moreno, Astheimer, & Bialystok, 2014), & DOFEHE, U & DOWIZE % [k
Z L DML THAITER 0 BEE LRRAIRERE D M) EAGED STz, Flo, BEFRFAERED L
MWHBENEDSTERTE, JESFERENOMIEHZ Uiz & T A0 YAV ORgi 2 >~
ICHARIL 725G o s v S, &9 LIEHRDZ CE RIS IHERE A ERERIC X 538505
REDZALIITFIES 5 LWV S iz XRg 5L DL %,

LML, TN TONEREEEER T, SNEREFETIEI M A T FEEE L LSS 2 i
BED DI 2 2 [FIRFIC 2 SR B2 2 SR SNNEREFE DN OO LR O— A TESRZRET
Bole, T, DX BNEREZEFIENRARRRE D2 L2 £ HR TV E WV o TEHIHE
ZHEHEEH LN ST, TOT i, miiTHAIEL SIS, FED B ZEBENFEE DR
ITHERBICR B2 G- 2 5 7z ] 5 AR TR ARZLEELMETH 2 L VA b,
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—_
N

NEEBFBHEICS T 2EEHER

7 Pinker IC KN FFEFE L 3FER EHAIOFE D 5% (Pinker, 1999), <M
DFEEBC DV TEMMNH O FICSHEHAZ EOX S ICBI T 50 ZH > TIRE
< DM & % (Ellis, 2011; Robinson, 2008), —MRIICHIHID A 1E % {HamICED W TR
ENBTENZV, #HEFwIEGA SN (proposition) M5 LW i@z 8 < FiEZRY
LOT, HINESZ1TS ETRMEBEVEDTH D, TDHZ L OFREEELLIEEE
N7 S #edm & SR OB fRICELL 2 £ > T & 7z (Isaac, Szymanik, & Verbrugge, 2014;
Johnson-Laird, Khemlani, & Goodwin, 2015), % L CEaL DWFFETIE, Bz 3 HEERD 1L T,
SRR & ¥ 75 B ] REM 2 HHE U7z (Goel & Dolan, 2004; Heit & Rotello, 2010),

HEEmO 1L, D D HERRRHNE DI KRS ., —75 Z R GEfEE ; rules of deduction)
LT, B 5 —T5 2 ENERAD (AN 5 rules of induction) &PES, FEERANC KHud, Hix
% 5 aafFEEs (linguistic utterance) M BMIOEL % SEEAFEEEDEM N, IR LU,
B2 5 SR, ZTNNETHEI0E I DIEDN> TWIRWRZEDHERNDH > TIN5
KO BRCETH Z RPN SHNENN S (Reichenbach, 1947), —fi&ic, BEFERANIEAID
#EHI] (premise) Z84&Z ORGUCHHEH L. WHRNIE 2 OF5en 5 ORERIIEIHNC & D RO
FERIZGE T T LN TE S,

CNZNEREICE T 2 SFEMRIOEEHGEICY TS 5 & EfENEE L TR mYICSER
HIDBRINIC G 2 5 N2 EE 3R 28 2 OBINCEH U, IiiyAEiE T E 2 ofllo # 5 %
5N FEE L T NS ORBRIVEED SRERINC G A 5N SEHAIZ P E T 5, R EE
B EFRRATDIRIVIC S 2 51 % 3ERFHE (grammar-translation method) IR E N, I
FARZEE LS SREFRRIDME 4 OBl D 5 BICHIRNICG X 5N % R CERZZE (direct method)
% AL (audiolingual method) IR B L T3 (Corder & Allen, 1975), 3 1ENIAR
AYIBERE N & S USRS S H LIRSS (explicit learning) SPRE/RAVAEE (implicit
learning) LW oI AT BLELH L, ZLOWRICE > T, 2D XS BHVEREZEE
OxAZENEEE S (Gollin, 1998), ZDRNE, D D FEHEOEE DM LIEN DD
BRERIENTERDN, TORTE ELLDOEEEDIRPEONICOVT, ERESMN TS
(Erlam, 2003),

AW T ZDOHERE B, RIS RN A E L L RN A ETEIC X %180 2SRRI T
ICE o> THETT %, KR, TN E TONEREEENEDONIRIIZEN I N T FFEDOREE DZ{LD
AIERZY T TWIDITH L, SAEREZEIC > THEU I T2 ICER T %, 97
Db, FEEHEAHEICENTE, PEEIC X > THEHATEROBEEILDEAVIENNET S
DME S MOV THGETT B,

&
il

o il

aul b=
op  Od
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2. NEFEFBRROAE

2.1 Bm#E

KR DOBINE I, KFENDA V2 =3y hRKRARZ—IC K BILHME R TISE LTz, #FEE
B /2 < GFIE - HAGEDOARHERE « SHET 3 A AL EES Lic T &RV EEIZ1T
HORFETH S, 1 HIFFBREABRICSINZIND RO T, BMFD F A VEABRERET
6 AZBATZOFNE1.067 A (BHERRE 0447 A) Zoleo BINEIE CREE X R
THI) MPEEAZ 2. FEO PSSz L7z, £ TOMESInCEHLY b h
oo ARG BERZAR A A MR ERIC K b &R E Nz (FEH13006),

2.2 F&
2.2.1 FBEROFHESE

EEFHICSINE W R A Y BOREE 72 13 h % FEEOME & JES BRI AEZ 3 h % —fE
HHOME, AFHUREEHOBRBICINO AT, FAVEEORELEZIINHHETIE, FAVEE
AEME (German Diploma in Japan) 4% - 5% D20144-45 & 2015 O 520/ &, H
TED B A GESGEMEHIWERESO N B Uz, R7IESEERERMIMGREZ 3 2 EE T 1d. JE
SHEAHIREMRE TH 5 L— 7 VilERN~ t U w7 ZMi#E (Raven's Progressive Matrices; RPM
#E) (Raven, 1941) OFERTE30M &, BIEOXIEZ H W I HamaE 18RI [ L /e,

FEBRICOEBINE L AEF L FRRD R AV EORGELE 2130 % _FE O S & IFS 5]
FEAEZ 130 2 “HEHOBRE, AetUMEOBMEICI O AT, R VEROREL 23 h 2 HE
T RAYREREERGE 48 « 5201445/ & 2015E B ORED 5200 & EFEDRID KA
Y ERSGEMEHIWERESO RIS B U Tz, R 72IFS ARMIRRIIRRE 2 3 AR E Tl JESRERVAIRE
i T d %5 RPM M OMREFTES0M & . BEDHIDXIE 2 FH 7 femafd 18I [H1% L 7z,

RAYEBEOREEZ I BFED—TH 5 A VEHRERE ZFER EIC X > T ZEN
s 27, FENBOFEMOMZE L B2 LW THEEIN, UL, PEuie¥E%
ZTNENOHDPFECHEICEET B LIiIc kD, FIEBOREROZEHBOEZIIMNS Z &K
P EAMRA L OMAEOZZEN 5 N TESLT b L5 —HOBAFRE L AT 5 C
LU, iz, JFSHERVRRMIKREZ (3720 2 ARE D — )7 TH % RPM ME I EIEL I HERTE
R EZ R Ulclz ., PEFTEORE O ZEMNERL 2 N TRENT, LL,
FIREIC AT & R OB SOZE BRI O ZZ I N B T & R UEFIGR OB OWMBEOZZIN B T &
MTEZ BT EI L E LT,

&5 —J7D R A VEEOREE 2 I BT H 2 R AV FESOEMEHIWERE L HAEHIRE &35
RZFAREOED LT ST L THEFMBROREROHZLEZ BB ILFELITELIIEED
oo BRTED KA VRIS L BADETHES N, B R A Y ESGERBDNIEL WD
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ELLB0hE TIRTEZ Tz, e, &5~ OIESFENFEAHER 13 % FRHE T b % Hamak
B, WEOHERFEMZE (Crone et al., 2009) Z S E LA E T ML L W - 2R OfEE H
WIS HERRICEDR S NS EMEOEMEE 2 179 % C & TEERIROMER OS2 B K
ZHLLTBE B DT,

EEOHERAREIC DOV T E DI ZHHAT 2 e L%, COMERKEORICHEHLE
DAWTIC LTeD > THEM LR > TV B REZ#wmT 5 D TH 5, #iIEIEE FED 317350
MEOM T & FED 11T 4FOKEOM TN 5D . Hic LB D 317 3FIH DA FORED 5
FROPVUA K TR & 755> TV %, BhiE I LB D 317 33IHOA FOKIELIN O KIE O T
NS, 313FHOA FOREMITH ZRNED, RE#ELEZKEEZ FEROMNDOKEN 5 —
DBEATEZ BT LIRDENT, FRFHEORMMNFEE L OHSNICT B 7201, HEdm
SREED BB OB D KUER 3 DI T2,

X 1 3R OEMEED/KEMENTEDORERMTH 5, EED 317 3%HOH FOXELAY
DHEOATIZFCEDOPUATED, Lieh->T 317 35HOH FORIFICHR S E L 72 XE
BHRCHETH 2 TEROLEND 2HEEZBATEZSONIEMTH 5, X2 EFIHREOEMIED
IKHENR T DOREOREFNTH %, LD 317 3FHOH FOKELUANDOKIE O T IEF T & ic
FLC&DOMIATED, LiA>T3173FHDE FORFICHRE#E L 2K FE O 3%51H
DL LAICKIETH B FEDOLEN S 2 HHZB AL TEAZOMNIERTH S, K3 IEFIHEDHE
MM D KEDN S ORIEOREN TH %, FEERD 317 3%HDE FORBLINOKIFIZ ANFIC
BoTHD, ZOMTIEIMIOKIEIZITT &ic, NHIOKEES T LICRTCEDOMRILATH
. LiM>T 317 35HOH FORFIC M L7z KIEE MU 317H & [| U TR 351
HEREUCKETH 2 FPEROLEND 3FHEZRATEAZOMNEMTH 2, EOENZI<H
T, FICEH T 2N DK E EDERICE B 28z IR U b e Tige & 0 8
NI TH B0, MEOEE L. HORBFIRL Tz,

SRR O Lo © O ©
OO0 QLo ] O]

O e L] > OO QO[]

X1 AEOEMENMEVEE K2 HEOEMUEITEEORE K3 AEOEMMELSEVRME
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BAREDRIIRD K S 1KDTz, R A Y FERRERE 3 20/ D IEE 2 RD Tz, R A VEE
SOEMEHIWARREIC B % ZIROFRIMEOFREIC X, EERHERICHE DWW Tr— - T 174
(dprime; d) $EiEZHWWzo TORFNEREG & =2 (EEE Qi) -z (T+—IVA - TI—L
H (false alarm)) 12 &> CTEHE L7z (Macmillan & Creelman, 1991), /37U > HLIZ DWW
TOFATIIZE X O FEIHOFERIBERE 2 13 1 % [ T 1 ERHIAY ELR O /& W - T O AfilEE & D
ZW R (Bialystok, 2006; Costa, Hernandez, Costa-Faidella, & Sebastian-Galles, 2009)
EDOHIEMBDH O, RPM BEE B OMBEIE EHZED LA BRENCE > T2 0T, 3072z
508U R%D 6 MOIEEYZRD T, HiamadE TIIELR E N 2 5TR OEHEMEN GV ERE D IE
BRI RD 2, WINOFEL LIV a—ZOEEICEEEZRLAENS, —T
DRSS ZFHIIL . ISR O R IEE ORISR N 5ETRE Lz, ZIn&ERvwantH
FOR—ATRIEZ RN T, A Y FEREERE & RPM & D & I I3 RHIRRRFE N T+ —
A= R EOEFF—2H U, P YREGEMHIKERE & HEERAREO & Eiid TN T35 0
HIBRIFE A & 108 ORI AN T+ —3y F EOF—2 L TE A 2,

2.2.2 FHEBLFBERNR

Shi& &, SFEENC A U PURBREO B « FOCKIC & - T, JESREINAIGEE KA Y EED
PEEIC BB X TEDTOEEN A ERE 8 Y L IR AERE O D 2D ZEBIC T BN
Too TEAFEMYSAERE 8 1 D THIF#n1320.285% (BRMERRAE 11.7271 ). Weliy2 8 BE 9 4 D 11
D3 19.045% (BEMERRE 5.24 H) THERIC DWW T Ll 3MEINZZRIIFED 5o Ik
(t(15) =1.21, p>0.24),

ML BICE CBM CHCABZFE Ulc, 7el2—DMilETHR 2 sUd. IR E D RN
HISAE D &0 o T BRI D FETE © Too ARV AERE A 5 SRERRIZ FIRIC S X 51,
TN SENCEFEHMNZ Y TEOENEEE Ulcs —/. I ZERHI my Il < DOF D &
Lz 50, b OIS SHRINC S Z 5 N SRBRRIZEHEN L DD% Uiz,

LIV NABNIEREM OB L HIC a— S AEH 5 AFNRRICE > EHET— X
ZEmBBEICHW S T — 2 BEHFE (data-driven learning; DDL) (Johns, 1991) 12 {f\>y,
HRENTHRELEFEED FA VL VICHII L 72 6 X 217005 M LEEa — /R A ED
WTIERE N, 7 A XPRa & TEBEIRE NI, BREL BIC 3 7 AR 9 MO0/ 53¢ L 18
2@ U T RA Y EEOHE - i « oA - Ba - BhBhed - iean - B 2 O 7 IReaE
2 REOHI LI EE LTc, DDLICEZPEENEHET — 2 2 HHICHER LA AT 58
A (divergent) ZEE &, TORD SNEHEEICHT TEMNDDERET — X 2HEIC
FI9 2% (convergent) AEMNH B A, FEIFHEEHEDHIEETHD, £TLELTD
FEEDN IR ARHZRREE LTWEh sl BEOHEZEIRU, Alb, F¥ETE
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RAVEEOFIIZI Y Ea—2E LLENY F7 Y MK TUREN, HETEBINECESX
N7z iPod touches (Apple Inc.) &5 a7 Al AR bkAR 208 U TR 7« X & L ThHlD
RENT, EHIPEENTIIFBROBEOIERE 7 «— RNy 7L LTHR, HEOHTIEHA
DOREICIERRD T ¢ — R/ & L20M T & OIEN TR E NIz, FEBF IR ORISR TOR
NOTEHEMZEN L TEHET — X 2@ U CEBHAIZE Ulzs DDL GIRAYEEEIC
FMHEND T ENZVD, BN EEEICAHHENS T LLA[HETH 5, /. DDL DR
& U CERRHIENSSOED SFRRERMYI D EE nic < < MEMICEZE T2 H %,

2.2.3 BEARE

PUF D & S IHFHIE OME 21T > 2o 2EERATRD N A FHEHEMIE O IEB B U KIS
M. R VRESGEMEHINERE O SRR N O ROSKHE, RPM M O RIS, FHEOEMENE
Y ECHERRARE O SO 2 . A ERRH] CHIR S 2 B, AR SMENER, ¥
PRz SInE MR &3 % BB 2T o Tee R A Y FESGEMEHINEE P HIHE R O
BHitR D5 RPM RE EEBOF iR O 270 %2 FE MR c g 25813 c g
17> 7o RPM MEIEZE. FHEOEMMEN & W HERZE D EE O 2R w22 ik % 5
BT Wilcoxon OFFSMIENMMIE 21T > 72o RPM BE O ERTEER B & CEEBRIEFH.
MR O MMM DY O HERRARE O R E B K OB B IE SR FHE O BMEME D O R
BIEERH OB DA, RPM MESICK I OB/ D720 2, AR Tl %
121 Mann-Whitney 8UE %217 5 720

3. NEFEFBERROER
3.1 HNEEOMEENE{L

HIE TRz K SIS, FAVEEOREE DL L 2R % Tzdic, PHEFIHR T, FA Y iEHAER
EORIEMN 520/ & R A VEESGEMHINEREZ6M A R E Mz,

R A BEREERE DB TR B Z DB 1B INE 2RO EEE O FE O L #
SN, FEETRO FNRIEHE AR REAN D > 7z (F(1,15) =3.83, p<0.07). LA L.
RO EZHEE 5 < (F(1,15) =0.03, p>0.8). FE itk & BB OLAIERAN G- o7z
(F (1,15) = 0.007, p>0.9). WEEO¥EEHIEIC KB B A VEEOHEE KL U T OZALICF AN T
5N EhoT,

B 4 1CERED R A Y FESGEMEHINGRREIC B0 2 FREIE O ZH %A L2 R T, FRTERS
NTV2DONFNEEERET, MR TR IN TV S OWEENEEHTH %, KAlTHEND
oI, RAVEEGHEEHIWGEREOZEHI% T3 i E H b Y s inE 2RO R EDFY
HOmE EMH SN, FEATZOFMREFANCERTH - 72 (F(1,15) =22.22, p<0.001),
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UL, W o ERREE < (F1,15) =007, p>0.7), #EHitk & BB O R EIEH D 7
ofeics (F(1,15) =001, p>0.4), MEFOFETIEICK S A VEEOFERN U Z D21t
ICRADNASNED > T, KSREBEOZE RGOSR B AR AT ORHERRZ 5 [\ Tkl
Thd, HEICHEND XS, WEEOFHAEOMSIEDIEEE>TED, ROENHEN
T b s (£(15 =078, p>0.4),

wEp
K 1501 IRmmTEE 124
A vaemyen bR
Y 1.25- £ 8 101
§ Eé %ﬁj "T"
£ 0.751 E% 06 +
B i I
‘%ﬁ 0.50 gg % 04- J_
§ 0.25- B,
a1 0.00 00
1 0251 ' IR T B T
-050 . . s
FBE FBR TS\ /-1 R
TI5—/\—: +/-1 {2%58=
K4 SCEMHIEERERSIZEOHTS 5 SCEMFIMEREAIIBIZOFERIRE

FOSKERNE B A Y EBRBEMED 2 b DB o nE 2R TR O A A SN
(F(1,15) =0.45, p>0.5). WEHOELHS NG o7 (F(1,15) =0.24, p>0.6)s LD L.
R LR O AFRICHEREBERMNS O (F(1,15) =3.33, p<0.09). HEENZEHETE
SOSRERT & A0 T8 TR Z © 7o DAV EERITIET S KM Ll DI L. IRANAY AT
TR CTAMIRE R > Te DDVEEBRITIZISMICIEE L7 C L MBS E Nz,

R A BESGEMHIWERE O KSR Tl i 2 b ¥ e S nE ek A igIcE RICIEERE
U7z (F(1,15) =10.02, p <0.01). KIGHMIGZE T TLIMRRE - Te D2 E%RICIF2.20
WIEE L7 e MRS NI, L L, WROZLHE5NT (F (1,15 =034, p>0.5). *#
ik MO AMEH G A< (F(Q1,15) =0.08, p>0.7). ZEORISKMICEIZH 5N &
Mo,

3.2 FFSFEMEHIMEEDEL

R TR NT & 51, IESRRINGRAINEEE & T DZE L2 30 % 7o DI 211 D RPM Mid i
fe6 R &, FHROBEMED d O HERRPRE 6 (7251 L 72,

RPM M&E D “Ht7% H OB e S hNE 2RO IEE MO FEEIZEERE TENALS NG >
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fo (Z=-153, p>0.1)o F=WifEOEEHOFEMEEEEE (U=234.00, p>0.8) &22H7
(U=36.00, p>0.99) &EMNFHSNT, FEBOIEELD 5 ZEFOIEELZ 5\l D
A L& MR T ENS A S NEA 5T (1(15) =01, p>0.9)

X 6 12 S REDFHH OEHENED & O HERRERREIC 351 2 IEB ORI (b 2R, FRERTE
TNTVZDOMNIFHIPEERET, R TERIN TV 2 OB PEETH %, K6lcHDN
% &2, FtEOEMMEDE O HERAEO B R H DY R BINE 2RO EEBULFEN% T
BHLNEMo T (L=-0.26, p>0.7)0 FlzmliBEOEFREEE M (U=27.00, p>0.3) &
HE% (U=255p>017) bENHLNENDN > Tee KT XSO B O RO BN
EOCHERBE O EEBD 5 EHOZNES W RTH 2, RTIcHBNE XS, Y
HBOIEBED 5B RO ISR 5 1O I BEE O A EIZIRRAEREDIZ S DERICKEN > T2
(U=15.5, p<0.05),

yup
5 60 T RS R
= EENTER
D EtIE 154
B 8%
. B 101
Ja) EH 054
5 | L 55 K3
% sod Eé % 0.0 1
% ..... ug ~0.5- I
5 as 5 =1.0 1 -
E *1.5 T T
5 IR R SRIENF B
4.0 T T FRE
am 2 TS5—/\—: +/-1 12%8=
IS5—/\— +/-1 12#E8=
K6 HEOEMENSVHBRED K7 HEOEMELGEVHREREESHO
EEHDOH#HEFR 2HuigE

[ 8 IC & EED RPM MARAL 6 MIC 381 5 KGR ORI A 2R T, RMTRENT
W3 DONITAHPEE T, R TEIN TV 2 O EBENEERTH 5, RPM MERK6 [
DRIGK I B2 b DBz (EBEN RN >eBn#E 1 Bzl ShiE2k cEE ik
DZENAH 5N (F(1,14) =1.08, p>0.3), WRHHOEZEASNZN > (F(1,14) =0.13,
p>0.7), UL, FHuikEHEOREERMND D (F(1,14) =4.64, p<0.05). [HFENEY
BET IR CH IR 2SR T2L6MRRE 2 > 2 OB BICIZ18.5FICEM L 72 Dic i L, il
2R BE C LR AT CLT 2R 72 o 7o O DR RICIE 25 IICIER L 7 T E MBI E Nz,
B9 IF R RO E R D RPM MERKE 6 ORISR A 52D T N 25|V IR TH %,
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KIlcHBEND &I, OSKHHIIFNIVAE RO WA RICIER L. (U=14.0, p<0.04),

FHEOBEHEMED S OHEER R E O MG Tk 2 b B & 2k TR %
BB BN ST (F(1,15) =056, p>0.4). Fio, “BOKISHMICLZERLNED >
Teo MBEEIOEEASNT (F(1,15) =0.26, p>0.6). FEH1%EBHBOLHERE A o7
(F(1,15) =0.08, p>0.7),
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Yo 504 Y
D =15 T T
0.0 T T IRME TR TRIENF B
] PR os—
To—N= 4/ RERE TS5—N—: 4/ BEERE
H8 RPMBRERK/ RGO K9 RPMEEREABERIGEKEEOFE
BIEE
4. =i

AF T, SAERREOSERAZ 275 2 # R THEE T 5 L. FEHEONEREDREL T
Il FESFERRAMEREIC EBVAEL S 200, AU VANV RE SRR OLITIH
ZRBEIT AL L bIc, HAERRNELE T2 KA VREEEENRE Lic/SA 1y MERERICD
WTHRRET LTz,

FEROFER, HEREOFGEE 75 12D R A W EBRBEMIE & R A Y sECE M Il &
PR THEN DN B EAND 0. ZOMEAIEERF CEN RN Eibh sz, —/7, 2Y
At DIE S FEREREIRERE DA i3 RPM s & HEGRARE DO AT TH S NI o fe b, 2ER kR
PMEFEI DRI NS & > THERBE D A EFIROZLIc —HEN A B NIz, AlB, FHIEA
FIMKRE VK S HEHEOEHEE DN & O HEGRRE TRV EE RO L E RO MU E D >
Too Fio. BEORICREHO WA 5, HEFEOREL 2 238D & & & IESFHINEERIE
Azl 23D & T, RN AR AR L O L EE%ROE S WER CRE L0
R U, IRFAEENE S K 0 £ 2B 0E 5 DERETHE T 2N A b N, &I,
R AW FEHHERE & RPM RE D & X Z OFRAEARERAEN A BN,
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TNEOREEN S, NEFEOIERICE L T, RN RIS E D 5 3,
WREOBINE I N A Y FEOSFEMAIOER 728 U T, NERBOEEOZEMNR L, FRIC F A
VEBORAED A U ATREMEA E N E WA Do FESRERVRRAIBEREICRI L Tk, R
D & ZIFTREOEMMEDN SO HERRE D RO M BN —EA 5 iz, 2 LT, RIGHRHICES
L&, SHEREOFNEEICRI I % 38 & IESREIRERIBRE 2 Il 5 BBV g h b, A ZE L
T, R EEHIRT L RIEERHE Co K DIRFET 2 K 51> L ATBEME D V. &
nh, RA VEBHHEERE & RPM RED & ZICRENT-DIE, 2NN D OB fRES
% E TORICHIRZ AT B TH 2 Ebhn s,

WU T. SEOERIE, NEREOSHEHAIE B 5 PR TP T % & IESEERERARE
RRICBZAMICEWAEL S 5T L 2R T B /R VA %, JefTi%E (Erlam, 2003) T
BNTVEEED, B2 PERNENEFEBORELICITELZE5A 5 LIEVA RN
Too Uir L. 5474222 ERRI3IE S FRAERHIBNE O it LIce B e 53 % T LR E hiz,

AWFEDOEEEF, HLVWSHEZESR L 0PN EEEORITHRERIC B2 5 X 5 AlHE
MaRAER L. PGB ET R T IcH B0 /N1 U VAV BMENEZRFD K 5 IRk
ISR DT DN H 2 T L 2B LTETIZE TR, XA XSO I EFROREE
M. FATREREICIINA ) Y HIVBE OFRN G2 52 5 T EMEHEE N TV (Bialystok
& Barac, 2012)o L L/SA Y VIV DFATREBEIC /S A ) Y ANEEIC BT 2 ED & 5 it
DB LLEODBAHTH > Tce ERNAVUHNTH BT EDFATERIEORER T DTIX
BNEWVSTEMEDENTE, FERBERZEE LT, HBRED/NA Y VAV AT
AEICF T 2 ATREME DER VR E N T W /e (Paap et al, 2015), &9 LERWICEZZH X
% leHIcid, BE OB TRIE D2 2B 512 RE U < DFITHREDZA L 251l % T L AE
HTH5T LEAFIFIIRLIZEVZ B,

—J7. AR HAL HEERT I RNEBRTHZ L 02 %, £9, BIGEOE»VRL, £
BB DIz, FHREND 0 I3V ARV, D, BRI EEHBICIEEE LS
HTTHENIE R A VEEEE 2R T 2BMERHTRVATRRE L D5, SRISFHIFICBEIL THE
B LD & 5 REREIRE R R A X AN« BRERZFF > TVB DN E VI BINED E 51T
TANEROMET L AL RPN D, ESICEEBOFMICIH N T R A Y ERE & IS FERED
[ty g Y TITbNTWVWE T8 R A VEEORZEDERBZ L L2 5 IFSFEHREICH O A
ke H 0. FEOMITZR A OHICITY TEDPRETH S, FATHEEEDH LA ERRIC
5t < DML HERDLETDH %o

SHBIET S LR BIEL TR ZRBE B 208N H %, £, SEFEEED, HrILVLE
FROMFP ATV OBGZRETICHES T, BEXTEMRATOL 02 bEEs L, &
SICZENFFEERNIC K > TES I AMIEICEEL 5 5 &0 S AR 2B KN T 2 A b %

1|
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EERA D, TOMBE, ODHEDMREREIFIC BT 5, BRERORE & U TEREIRERE K O
ZlEMET 0 B20onE VI MBEICELE U2 HERRETH 5, £z, IESEMNERAIKEE
M EEE2 8 GHEEAEFTECL > TROENS THA I FEEORREN, —RAAEH
e (learning skilD 1@ 2 INLATREAR & DIRDOD WV - e iEAE TN ERETH %, D
FONEREZEIC L > T - T2 RBFORREN, K0 — a2 E e L CARM cinl
(transfer) L9 20 E WV METTH B, T DFRDITITHEHERTIE O HA & REIC RS &
bhd,

BEO RN FERREOEHBOEEN L < DBABEWROY CEBNEER2EZ S5
IKERTNZ LXK KPS 2RSS T8, 751EM (learn how to learn) &> 7z
KFATHL SN TS (Haldsz & Michel, 2011), Y EFBEE WS D5 T—HI 4% 22 HikE
CREN RV O, IR, -y RFELES KA (Common European Framework
of Reference for Languages) (Council of Europe, 2001) T, 222 =/—< 3 Y FiBRESN
(communicative language competences) DMICKAE THEEFNICH DD 5 —%IT7REE
(general competences) O—fi& L TN SN TV S ¥EEES] (savoir-apprendre, ability to
learn) TH %, FHENESEAEVOEFRZ RO, FEAMEZENTTSEDT, TOHIC
A X FEENKDE (metalinguistic awareness) ICREENZ K57, FiBea3a=r—
va VICBET B R, A S E R R B o, fshbaE. HREmEN G EN D, RIH
TETHALEDDLAE EE LHIEL TWARENIC ORI E EN, L (identify).
778 (classify) . —fi1t (generalize) %238 U T#EE O HENZEERAZ2EE S E S (Johns,
1991),

NEFEZE TR, TOXS BREEHGENNEEFEOYHOARIcED T LT, S, D
FOHMLVLWEENHMOXOAGEEE, MHANAGEICEZ EEZ5NTWVWS (de Sousa,
Greenop, & Fry, 2010; Kuo & Anderson, 2012), E7/zEZ/BEZHWV 5 T & TENHEE S N
% LWV HE (Jessner, 1999) £ H 2, — /. NWEFEZEIC K > TH > kP EORREN &
D —fRINIRAEHRE L U CHRHE TR RIEED & 5 h ORZEIE &2 (Moreno, Lee, Janus,
& Bialystok, 2015; Patel, 2003). H#( (Vukovic & Lesaux, 2013b), ##FF &M (Vukovic &
Lesaux, 2013a). &% (Mayer, 2004) IZ DWW TWL DWFEET 2D, Sk & D £ L OIFZEIC
KXo THEHE NI NI RS RN E VR %,

/o, NEREAEBRED & 0 —IaFEERe L L TIULATRETH 5 a5 5551, %
NEEEEOD, IKDOVTEHLNMCENEZTNRES AV, FIZ X ERE SR~ DX
BRI EHERZHEG L T a0 5 Lo 7@l (Patel, 2003) . A X FHEEMIR K D
RHVEFEEAEINICARAT S 5 LW o JeFiBH (Karmiloff-Smith, 1979) W& % W% D IGENFE Tz
N5,
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Toic, E0ES BAETHERENZHEL TR IOV TONFRERLETH 5,
CTDXITREIE, FENENE, & DT & DR & fEH D JFHERNC B I % BB R 520
KRR D22 E PR : Licidbn g, BERHRICIRAE L BT Z2NE TOREKICH L
Bzt (synthesize) 9% 2 & T, HAMTHNICHET 280 EZ 5N TS (Perkins &
Salomon, 1989), Z D7z, *FEEHTIEHROMLAICH T % B RIEZ TS L 5 BNAZ
AT RETH D, B ANETEEE . HEENEZIIR L AKO B ZHRNICZEE 5 X5
IR HRRN LSRN EEANOR D LRI 2 NETH A5, T L TREEFE L
FEEHEMACLDEZD S B0V HEEEITXRELTH S,

DLED &S SREENEFEAERBRAE 2 ED XS ICTREN LV S REBHBERICBWT
LEERHEIZEEZ SN S,
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X 2) 1) “—FEAEHA~T KON SRR E RSN, SR ARRT A,

3.3 ¥HKEX Q) <RFRH. /AR>

T KEX @), “—FAEM~" MRS RN =R R, SR,
LA R BR KM b BT BOY KA (2) MR TR R SR, HAEY
KEX Q) B, HUEMEER B SR EAIIAEE, BN E B BRI AT
TR E L 2 REAT REAT S K L (3) RSO R

Gr#l) ARRAETAH/ RS

(19 —EAGHMERA | BHEAFLREAR N FhEEH >,
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R AT A — B AR~ IR

1 (19) RSCEARR, SCE I N AR K 2 7] 22 AR AUAS T 48 77 O B2 Hh R g e 53 T,
1M H AT TUE FPROL R o JE AR R (B BA AR AT, “#" WIEo P i s BRI
B A) AP EAR L) R RARBTTBR AR = 1

BEAh, EIRXA —FAGHA~T AR, R AEE BB SO A, eI
1 (20) HLf “WEEKT RN CBRAET, AR E ORI SGR .

(20) RFIEDEZRSE, A NEBIMERZ @ S A GuEHEEeE, WIENBORSGIENEA —
RN 7R S

XFENRE IS A — NGRS, HLE DA TIRAR, BEIRNIIS R, SRR B Ry
RITFk, HSCREE RPN RAREIN KR, FRMNEE, EHEEMEENEZ, ¥
JI R R TS, AR AR R A E SR AEDR, 877 BUE R K I A, (8
FERGE T MRS IRMBE SR RO 57 . A LA TR GTRFh R A HR ISR LT i, R “—F
NEE~T XA MIZRAT R, R IR BT R L 5 e RO B LB, B BRI 4
BABAR I DL AEIXN )T BUS S AR T BRIV T A RIS OL, I 250 10 R A R THR S
ARBESE,  AAIS NI I

(D —BEALEHLE, AL T %

CEAEHAT WEE, ERIERES IEEER N, G RAE B oW RIS A
PRIGA G SCR PSR AT, EAL KBRS MBI T A, A SR E R
FAXE, HE OSBRSSO, B, - FAEMA~ B TR E () W,
e fie 58 4o SO MR RO BEKR, 5 IR T T — R RO o

M. #REXEER

CEAET BYEKEN C—EARHITE B S ARG TR K. )5, A
AREEAS AT R A B B e BB MR, KRS, HAOVEIM ST A, 15
HERA TR, RO, BRI, XEHORAER R RIR R, B BRI RE MR BT B 2R
Hko HIRTIRNZRRTAL, FEREE B XY 5K, S AGH~" Al m B EE R, AR X
BRI AT, kBT ME CRAEE, BRI A IEH & XA, kA A
JE AT, R IR SR, PITRRR SZE BRI AR A3 Y SR R R 5 T Sk FA SRR
GV GRS

1 (22) Al (23) 1) “—FAGH~" WAE TR E X HE, A mIl 2, "B,
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BEMESREA SNERREE IS 5135

B R RKIATE, RRNWAEARLSE, ROaamE . MiEms, 6 Q3) 1 Lk
WA AL BAWEMPN R, HERE MRS NRIFRE, EEmESE, €5
SCEARX LB IR, Bk, FFEEME “—F e~ MARE, 58BN AR,
FEIE 5 R Pr 2L BRI A BT,

(22) —EAEHEN, —SAGHEW, —SAMERN, —FAaMbER HED
o, RAMGEER, —F A G UHARRE, m@%ﬁ&%ﬂﬁ%

(23) %ﬁ,%%%%?*%fﬁ SR A RN 2 T HOAR R, B AR IEAE KEAGEAT Hh B BN,
—a A E ST |

" ME
ACNIEF ML, Y KOS SR T MERITAN AR~ YRR
SR EY R G, BRSO < —AIERAA RS, SLZI~>0 WA R CATA B
T RESG
Pk (D) <BAE - WSA—B, LZ~>,
Fokmy (2) <@f>
FIkE N (3) <HAPrHL, RIEK>
FoRBERE XK —FAGH~ AR - QEERTry k) R GLz)
HHEEHEAREDo Kk (D) B R #7308 QAT AR R Lzl <h
R B AR LIRS KGR E AP AR 24k 55—, VAIET7 ANE B SRS K 3
RS, S8, Jo it LA i P BT A R AR TP B A J e 2B f i = 30,
JERIBEN “—FAEH~" WA, ORI (B2 TFE" MR A U R
R R R, AN RIIE XS REEEN —F A~ AU, X AR Y
IR SCEWAERESE R, §kE X () RSO ErEHd> Gz CARAmEE/ARE o
PR FART AR QEENTT > M KH k) AR, RO WiBMRREHEAR MR R E
HEDo “TEARHAT ARFIR - MRNE RSB S E, BSLZEAT AT, BT XA
Pk CH, R RIS E RSO, L ZIBEAT AT N, IR L (3) M SR AF T
LA ARATAT N/ RE Do B —FAE" HRIESORHRIGR, Bz i Gzl
(8 e o e fR Ao
F~" A B SR TR R I 2 5 K, o AR A B A8 73 1) 9% 2R A T R T,
ot 2 VLB MR RS, BN R ER P A Ry, GLZD X
NESURMAE =AY IR SCRARBOR A, AT MZRAT A QLo DA SO O
R, RS IR SURR R W LR, AIHRR — FAE" A SOZ#R,  OOR3
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R AT A — B AR~ IR

RN e N THSRIE” B AR SR, PUKE] ek AR E R, RA A
WREESR GLz) Z—xilb, SUFER, BEE “—FA G BORDHSRAA, )5 6EHBLE
TETEBR PR HOZ A TE RS, A D e SORIE” e REIFE Al iiaiE A, Ak, 5
JRRE SRR SO I R ROR, L2 B R B 5 AOR thl 5 25

N SRERE ——BFE” MEK?

P2 AT A A SIPLR AR B, AT RERIRE L, H—DREERUNE “—F4AE
B~ RS 2K, £ U,

S AR TS YT OK RO OB R 2o - F A G~ W DURYE BT SCRER A2 i
B AR “—FAEGMARE RN REMAER N AT AR E, HE SKEKTTINE |
—EANGMBRE, WAL IR P B AR R X A R R CRARE A
WAy 2R A NG R TE 5 TE I ) 50 R0 250 FE In DL

G5 = AN VRABUR S S SR A TS, € N IR E o ASCRE R LR BRI A
GEUST RORIETHIR], (AT DX oy A iR 1 A I A T N 1204 A T S A A SR
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BEMESREA SNERREE IS 5135

X

POBFIA R R H R, #] (D H5EEEZLTONT, 2 EM0EDT, TADICE STz, il (2) i
DITEENTIIR L LTz,

EHWEL AN, RIBREGE —FAE
[a] (FpiE), FrigmiZ A amE, L RERBHREL, 2009,

(bl (RGiEES), FINTHE DM, BE LR AR, 1981,
[c] CHAPERBAET M), (HADOERERE M) MSHM, KB 7GR IR, 1985,
(d] CPUERGERI), HMRIBYE R e R (UBRGERI) S5 Hgm, L 0 [EHE0E MR, 1978-

1983,
le] (PUERGERS), 24 Sdgm, A o DIFES ik, 1985,

(] (BB RGE IR L), LRGSR T = e, FEMI T AR B AkE, 1985,

gl PUERGESIIESM), my Mg, il ZHRY R, 1987,

(h] RUEF k), 22X B RmE, Fh% @ B NREE iRtk 19860

[i] MGk, Fmailg, Jbat @ &4 MG, 1990,

(] ARBGER) CGEARD, TEL R BE S0 e mi =g, Jbut @ B E-aiE, 2012,
(k] ChEEREEREIL), OGS ; A7 X% T, K& &R, 1986,

B (3) Hikk sk, L), Ll RS SRR, 1990,

Bl (4 ik @ FhnL, GERELBYRED, GEA5), dont @ B - 34 - B =AsE, 1981,

Bl (5) hb Bk, KANZ&), Lifg: LgESCZdift, 1995,

B (6) Hi4b : https://zhuanlan.zhihu.com/p/21596004

HiBJESC D AR (2003:141) THEOERO AN T, mEBEARNTH D BE(LORE - SRHER7Z
5 (cognitive prominence/cognitive salience) M@ &V o Tzl 27z & D&z 71 b & A4 THIEK
ERET B LICT Do) (AFE 1 143) [ZHEEOEBOT®RD 5 5, HiE LHIKD 2V, 52 WIEHIF
PHERBNC DR VERRZ 7o b 2 A THERR EREE L, (B8,

i Jgsc  fUL (2002:101) T2EFEIHOME L LTI G EETD3DNH 5, O T &
A THEROFE @ EROFKROHERGROPIR O EHBORE®RT N T2 2 €TV - A
DI, |

s S APAAM Cheep://www.hyded.com/cy/htm5/yy1851.htm)

BT Hikk s R, G\ (1), dbxt @ A& « 8 « B =1hE, 19944,

Bl (8) ikt @ 4xfE, CRME)\EE) (T, Jbmt @ A « w45 « B =405, 199445,

B (9) ikt skFafE. HEgEh . MR, 2016/08/23.

(http://shanghai.xinmin.cn/xmwhb/2016/08/23/30357792.html)

B (10) th B A et T e PR E  (hetp://asbe.iis.sinica.edu.tw) o JEICHER T, SEEEIL

HEEAITE (https:/zhidao.baidu.com) FAAREENR, AT ACH AR AT A% B O ot A A AT BN, 78

FEETTI, B AR AL, AR TEEEAIE ERA RN, W IRE S (D) BT R SO
SRS IR, TS AR IR SR OB AT LEB AR, AR S (1) R Y R S SR )

IRHARLEE e, RN LR i/, AR EESEFRIE T IR, mZW T Ik E X (1) o m R By 5k

X
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Bl (11) ik
http://zhidao.baidu.com/link?url=kmfsXA7DI8BTgIGFId500tYz65xQQ0M-c7a]fOVrV2uG3piGv8X
NHjrT1LD7GZwuQINmXvhK88gXg7dDtnngyOmhv7bM YkwWAprpPfZXIS

Bl (12) Hi4k
http://zhidao.baidu.com/question/1642054281732843980.html>qbl=relate_question_1&word=%D2%B
B%D1%D4%B2%BB%BA%CF%BE%CD

B (13) Hikk @ http://tieba.baidu.com/p/4103200894

il (14) Hi4b : https://www.zhihu.com/question/36612887

B (15) Ak @ http://www.gd xinhuanet.com/newscenter/2016-07/12/c_1119204347.htm

Bl (16) Hi4k  http://Awww.weibo.com/3490279655/DxqAFzYaX?type=comment

Bl (17) 4k hitp//www.jianshu.com/p/8045fcchbd18¢

B (18) Hikk © http://3g.d1xz.net/astro/gexing/art145353.aspxo EEKIE “DH " BECN Sy,
B (19) ik @ http://business.sohu.com/20160807/n462985365.shtml

Bl (20) WIESCHER T, GEEBSL BRI :
http://www.weibo.com/ttarticle/p/show?id=2309404000797389127598

B (21) Hikk @ http://fashion.sohu.com/20160701/n457275249.shtml

il (22) Hi4k < http://bj.leju.com/scan/2016-07-04/15236155631982564127711.shtml

B (23) Hikk @ http://www.gd xinhuanet.com/newscenter/2016-07/12/c_1119204347 . html

BilE) i Ab - http://toutiao.com/i6301900495153791489

BEXE

(1] /4, GARSIEF—ASIE S #510), B 0 BESMEHGE thitt, 2006,

(2] FaABE, GARIBERIE), Ax0: KEEWHAE, 2003,

[3] ¥mbisr, GAREWRRO U A), ARal: Bk, 2002,

(4] KRASCARZA P FTER R g B 2= g, (hETERE M (), ARut: M)IHE, 1994,
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RAY OFEERTAE ISR T % SRR

Al B0

1. IELHIC

20005 DFFF i TIBATERERE OB IA (PISA2000) 12K D, FA YV IEREDHEE,
HAO B ENC & > T, EREDOAEFEEOEEDRLRKEVETH S 2 RSN UhE
2008:76-84), T DRI, 2001F12H LR, MARB B ICB T 5 SRR, FHERE T
CICEENEM D KD IKE > T,

BERDFEIT E N TH S IGFEZROBE, R Y OMERABICHB N T, TEMPIEE & -
T3 D 2R, FSEEZEEROHIE LT Baden-Wiirttemberg Ml ON—=F> « F a)b7 X
WIING LUN BW M) TOHRDHAZIRET %, £ LT, HEICDEDD 2Dt a1 &
NOHAFEABICEICHATRERZ LB A BN B HZ2ELT 5,

2. FAYORETMHEE
2.1 |BRAEFAVHIKICRSNZEER

B 201D I KE, o HEFE K Yl cld. s EmEEeRIcE T 55 205,
i 2 S EREICHIBGE N R 5 Nz, [HIE B Ml Tl fissndns - Bl ERAR oL &y
REPHE DEBEIREICH D LMD LD WS EFEZ AL, SRR ZNGE T
B IRERROBHIEE L SBNTWIZ, —J7, [HR R YR T, 2 TERRHERET OB
RO &, AN S OEMREL KUMEHAFE, B B BCARL TV, Hi—2H
I [HPE Ry s Ci R 2 R L. (HR R0 s TR IHPE B Y D€ 7IVIC RN E
Nieh, ZTOBRIZRLTERTEDOD TR ANt EDN TV 5,

2.2 (REMEROESE

FAY OREREFNESVERYIEOE & 160D 5 BIONTHEDE « it - LM - &
HEBEREIC. 6MBABEZETE T 5 BETICAE SN TV S, BT LEED L L, T i
HE - Mz 2 KEWMFEE L, ERESHIC KD, REFESEEITEDREE NS
(F2014) o —fRIIC, BEERTO T2 B2 2 REY — L Rici3, REREHRE ' & B
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filirg & O 2 FERMNFE L. AWIFHCBE S % BRENEATER Z L NS00 %,

- B (Kinderkrippe) @ 0 &M 5 3 Al K2 5 & U fiaz

- HifERE (Kindergarten) © 3780 BELAATOMR 2 X5 & U Tz Hidk

- R MR (Kindertagesstitte. @R KITA) @ #fR—rofb & Nizhiiag

- %% (Kinderhort) : BHEHE 1 4500 & 14RCRTN T E £ TG & L flak"

2.3 RFEEHSZ5HEME

20084E12H 1 FAMEBNED R T E Nz T & T, 3MARIGIRICHED 72 RE Y — & XOFIHHE
EE kL, EEHEED S 2HEENOBITMTRabnDDH %, 20134F 8 Hicld, 3mAME
et L Ulc TIRBHRME] DRSO 5N, 3RO 72 DIRE i DR ZIRICHESD 5
Nl B, COBETHREIN TV AREE LTI, LTO3EANETENS,

(1) HEROMERRICHES REENE

201442 7 H16HAT D Die Welt ZEic K 1UE, HEFHRATE SICI12/T ADREEDRLREE NS
MENMHTVWS, (REE— A0 OEYT 3 3w ILOEMANTE ST 1:3 THZDIC
WU [HP Ry il Tl 3.8 A, [HE KA Y HUIK CId P63 N TH -7z 3IELLE
DIFECEFAOEIMN RO N, REHE 1 Abz 0L XN 3 HRO NBERMER T2 LT
B0, TL—AVifik BWINOATH - 7z,

2) BERESSEZEOFHOBEZREMN

ek, NEFEZ RO F RO ZRIEE « RENOSNRE, FAYEEBOFEL 0K w
FRIDEFEN S BEKENIEE > T2 LOIERIL H o 72hY UNE2008:78-79). LFE. HE
THREENTVIEBRERZ DL B 2acfiRICE > Hmicd 2 (VBW 2016),

1 REMREER THREZRITTIWVS, H3VRBEREY -—EXZRITTVWBFHOEIE

it 1 5 3% iifi 3 5 6 %
o g | PERERE | BRES o o | BEERE | BRERE
FOBIRT | Fie s R FOBIR | s
20094 20% 11% 25% 92% 84% 96%
20144F 32% 20% 38% 94% 85% 98%
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WAL TIRE T —E A 22T 25 FHOBEDEREIEID B ERESNTHEL, BIKTOD
BRZRD IFWAME T, REY—EA 2RI 5EAaMNZE
F2fICHATVEDIE, FFEEITREHEATH S, K. 3@, D 6mIMICBL Tk, w4
I 5 DMERRIES . HBVRET—EAEZITZ LV TEMEELTWVS, R, B

R EEEIOEDOV TV S, BRE

BRZFHOTFHOS 5 FAVEE

2 I REMRERERICEEL TV RAHRE LT

KERNSECTHEVLFHOBE

RA Y OEERTEE B % 5 RSB

MRENSFE TR AEVFEOEIAZRT,

R&E

(0m~14%) DHFT.

TEAERED 5 B
~2

ERRED S B

ERERED S B

ERREDS B

0~25% 25~50% 50~75% 75~100%
20094F 33.7% 36.5% 22.4% 8.4%
20144F 30.4% 36.0% 23.2% 10.5%

kA v EED

X2TIE, K1 LD EWGRETZFHOFMMIERENTVBH, FEEREDS B R A Vik%
KIENTHH L Z W OB EDN50% 2 A 5 IREMRIE. BUS—t Y P TRHEM EFHL
TW5, A TIERHIBZESERG O X TRETETHE 5. MatORMD S %,
IR T, FAVEREFETIEZE A EMH > TOERWFED K2 L6 5 REiEEAY10.5%
ET 25 T i, (REMRR TR RZ1T72 5 REENGVWZT T <, HE ORI T
RAVEEDOA T 2 T & BRDNEETH 5 REMROIEINL TW5 T EARBEN D,

(3) MREEEMHREOREL

KA OREHEALRIAFEHE (Soralpadagoge) &5 [HHD T IEREILL L0
HBEEREZREZER AT LTHBEEINS (FM200DY TOs, RECEENEMY
BAETHZMEENRFZEDTED, BWHN TR KA THAREE L ZBD IREEN 2RO
14%ICEE R (FMEEOREIC £ 3o Vithum (2014) 1 kU, fEEfiziTabh
ZRBOLLEMN G < BEHRIEMD TRV, EFPARE AT O HUERN60 % I E T % F42
LHd, TORD, D REEOMGKEDLE", 2) EMERTHTEDN TV RHEDHD
[ EY 3) BEEORMAREED —Ek, MRkHENTVS (Mix 2013), 5. —EEH
L2508 (LZORE) 2L, AMEE 2G> T eic, HMtzR- RE
H. BIUOBICHLWVEEREEZURT S LD TEBRREARE S HFEEOBERNDEE L
H5N%,
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3. MFERIICEIFBEEREERE —BW MEFlc—

Statistisches Bundesamt (2016) 1 X4UE, BW MO ALOD27% (FI29515 N HBERE =
ZRioTWa, T U TIANTEE. REMRE T —EADE - B2fXN/iHE& T, BW MNid—
MERIF LI, COBERICHBDE, BWINOSYL « HE « 2K — Y EAMRE Bz Hikif
17755 % . AREDHEDA EADES)1TH %, (REEMIT OWHE - HEZ RS, B
RBEHMMTREBMVIKEZR > TWVE, Z LT PLSZ2FOREEDNDEh >, [
MOBGRIC X b, 2 LEERDOHREE R EEHD25%IC EF Uiz, LUF, ERICfTAabh Tk
SRR N T %,

3.1 Sag'mal was — Sprachférderung fur Vorschulkinder
(RZA. AHLE>T —AFFOFHOHDEEBZER)

T BT T LNF2003FE 52010FIC T T, FAVEERE SR L LTHERT % 3k
i) 24009 2 REFIC AT THRFEE N7z, 1) Mit Kindern im Gesprich (Fft & DZFH)
2) Dialoge mit Kindern fithren (Fft& OXfEEZ%E <), 3) Sprache macht Stark! (FLEAH
9% 1) L5320 FITAY 27 b5,

DX BEERMNLE EN> i Ricid, MAT&E D REEERRDO AV F 25 LI, SiHfE
1%« B2 L2 2 SHEMMD TORVw LIS Tl LB T ENS, TORZHD
Bic, REED. 1) HEHOSHEEHRR - AR E, IkRDIRS, 2) MiwesU, F

AR & LR WIIRO EREFEZ @Y A, SdRZ1TA 5 K21k %, 3) Fitilé
RS 2HFAEILD B oS L2 d, TeZHNE L TUTRbNT,

3.2 Sprache macht Stark! Sprachbriicke Familie-Kita
(BENEBCT S | RELRBHERDOEICEDL B EENE)
2070 T LF200650 52009F ST T, Y UNA LRFEE Y NA LTHRTIV—F
T C AN—T . VHiORE M. BASF ttOWi 106 EEME Nz, Wi, Tracy (2009)
IS DFEfllZ IR FHEBIAT R D NTIEE OB Z HRICE T 5,

R ET B 2N D 4. RET R A VRN DO FFEO AN TG,
ZVIEEBL SHNERETE > ki, SHERE/IDERIEY E RaEh
TWRAVEEZREEL T 55,

B 1 DoTF—RIDE2EBE 17— LT, 1ERITES,

s WG E T BEE MR © 20069F1 5 7 FTh S BAUA, 20094F F TI239 7 AT TR E Nz,
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RA Y OEERTEE B % 5 RSB

- HI 1D REMERICASEIOLIC, BiErx R A VEERENIZHICE T EH 5,
2) SBYIEREHMR U REEE ~RIC 2% T ORET 32D DOHEL I %,
JEBIONE © 3 DDOMEEIFER L TR 9,

a) SZFIV—T1EEYR A N LT V=T 2 A, J3E 1T OTES. 17—
RICDE, 15~20DFBELEHZ EHEAMICHE S, RET IEZECHEEBEEZMED T,
WIS R AV EEZES L I D K O1ET,

b) BTV —T1EE) L3 1 (A1 KRR~ 2 BRERREE TR 0. HET. H—FiafioT
LUk 2EE 22 {1755, REBRYENZ UL - LEFETED L DEREE X,
RAVEBERFEE LRWED, 5% EDX ST HO RA Vil ESETE 2%
MEd %,

) HETONZHE 1a) & b) THEEHLTVWAT— Tbh T —< LiE@EzsoREE
EHA L. BN HEOHRTHRMNESEPERIICHRICMN SN B ZHEDT,

3.3 Sprache macht SpaB! (SEFZELWL!)

KRITT T L, 32CHLNMRAEZEN U, S TEEE T 0T T LT 514
BHEOBEKZ AN E LT, 20124ED 50154 E Tirbnic'™, SiEZIRICH D HEREH I
BB 7—<POEY 2 —NVlilTiTabn, HameikDiERD OGHEH0a~x N 55%, AIHT
k. 2oHH S Modul 3, 5, 9 ZHLHO L%,

Modul 3: SiBETIVE L TOHRESE

FEHEN I TEHBETIVELTOREE LR ZEZ S, N E ZSFETHT T L D%
LEEMB i, MEEMIZ T UL IO &S RIEICE D HE,

H G SREEAHER. PEER AR E S, AR AItoRGEE TR el itk
ANOWHEAERICOWTEEZ ZED 5,

F O FEOHLA. BEERTIROBEADHENGZZT, BOERE2zELTNCEHNT
MEZEL T, YR SHEZEGT 5T A2 RERT %,

Modul 5 : FHOSFEREZBE TS : R—r 74U A AM

FEEN  WROBERERZBEL, MET2DOR-FT 1) F21E%,

B G RYROFFEREOBREIE, BRUR-F 74V ADIED S2EES,

2 BCEBRICHR 1 NDOFERER, SHEMIch o THELEDOE, R—FT7 4+ VA%

fERR L., HERT 5,
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1 :R=-bT7x)FDH

Das binich (Tthhb7zL)

Name ($47(7) Datum (HAY)

Ich heile (%711

So alt bin ich gerade (4Ffiis)

So sche ich aus So grof bin ich gerade (FFDEE)

(BRENS) So viel wiege ich ({K=)

Meine Haarfarbe (Z2Dh)

Meine Augenfarbe (H D)

Das mochte ich tiber mich erzihlen (CT AT & ZFHELZWY)

Diese Worter kann ich schon ({#2 % 5%%)

Datum (H{$) Wort (GE#H:) Wortbedeutung GEDEIE)

Modul 9 : (RE DB AN 5 Rz DL 558

FEEW  ETEEES (BB KBWT, BRI REZMS, thOFFERHEIC
T BEEEHGOREZRD K5,

B B SREEE - UEWIRTELNIAAERM D SEREEESEEEIC DN TR T
ExB, B—Sb - B_FE - HEEOEVZH D, B E > LFBAE OHED
AN ZIRDIES, EHICEFHENAATTT 1 DIEDHZZES,

E K IREEHGOSHEANAAT T T 4 ZENT %o EHIKHMIRHDNAFT ST 11id
MPREE BB EBINE L L, 74T« 7255 - ET %,
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RA Y OEERTEE B % 5 RSB

X2 :BOOEFEEEZRY RS cHDT— b

Meine Sprachbiografie Erst- oder Muttersprache(n) (35—575% L < 1&REEH) ©
SENAATTT 1)

Zweitsprache(n) (GBE-F38) :

Fremdsprache(n) (#}EEE) :

Dialekt(e) (55) :

Besonderheiten CRfEd=RIE) :

Mein Sprachverhalten mit z.B: Gestik, Mimik, Sprechtempo, Sprechmelodie,

Fremdsprache(n), Dialekt(e) Grammatik

GHERE )5S O S RRREE) (VzAFv—, 23v7, TUR AT — EKE)
4. ER

ARETIE R AV 22BN ERTBE IC B 356 L . SEXIEREMGI Lz, 2T TR
FHERAYTO RAE] TRE] CETZEZS., REMKROEND S, H—H%OHIE—A
LOHEL EIWFEFED LixoTz, LT, REOEMTEIFND B ANEFEABITENDDH
. RENTHEZZT 5 HROPICE, FAYEERENSHE LanFHREZIGENS
KT T B B LRI OB T, BN R YVEHEHICE T 2RENH 5, HL YR
EZMEL T IRBIC R U T, EMRPINO B EAEEE L, REF I T HIHEYE
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