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B BARFBOBEFICE, BERLOFRFOHREI LV, 20, OBXEFOREFE
DRA VMDD, BTHIZ, BRBFBOEFFHMTEE L2/, ¢, K, RFEOFFRY T
B, 0320 —2a vilELELEAENTL, OARELE-SEL TAEIKEE
BEBLL) ETIHE OWBEOERREY OFELQEBENDFFOHEHOFHE D 2 BITK
ENBEZ LIS (4),

BEOBEIIOWT, BAREOBEOEBEREZORET I VL WESbiD, —ik
KIRERA RV BRI S HMEOERN 2 BENH 2P, ThIREE., B#E. BFOM,
WEAAR EOHREAIMbALHEELFR UL b VOFHEHIIEE, BEIZ, BHOKTIEL
<V EMZAETH 5. ARBOHREVEBOREEE CHY T 50 LM, KHHE
BHAFBOREFBIFABROET 2T 5, . NEEOREOTTMICIZTEAEZENS 5,

HEEDFEEFRITIZDOWTIX, A. C. Gimson I Teaching the pronunciation of English {22 \»
T Appendix T, FEFEDFF @ Simplified system (5 ) ZFEF L TV1724%, Tt A. Cruttenden
WMOESHICLFIEMAN, E3FEEZoTVE, TORLERSKROZI L LB LEEE



HTHO, Lord, BEFRERLEEIELD, RP EH D THLT A A IRUEFE (General
American: GA)IZ b BO THMIZHELTELERLTH 5,

22 HH ‘

WEDGTEACVC DEEEHEELHEO DI L, BARZEDTEH AN CV OEE#E L i
DI LWREHRTH S, HEER [FHROLEBIIED] THH L L, HAFELEFOTHE
REEAICO L (6) BARZBOFH IS OFHALLLHEHLTL, [HEWNLZDLDE
MATD 110 5] 725, HFEEOFEHIRBZ5 (3000 £ %5DTR LS ) H] &b
Rb, FOHBE— BT CEHIKLLIHETHEBEL FECERI KDL LA EHHES
EWIH D, BEETEESHOEEER L LTV, VC, VCC,2 L1551, CV, CCV, CCCV
L&, SRWT, CVC, CCVC 5 CCCVCCC ¥ T 19+ IENE, 20T E L
T, CVC & CVC HFE LN, CVCCVC E VI BERSE TN, THEOEIKRAIZETH
b, CNAEEOSH # R+ LA, BABCRZ2VWEERFALHTHETH 5, AC.
Gimson (& An Introduction to the Pronunciation of English M &% 4 hfit | Tables of Word Initial and
Final Phoneme Sequences & L THH & FF DELH(Phonotactics) /R L. HEIDIEEZ/R L
TW5 (7)) —BlZ, BARED [7 Y RATA] LEFED "Christmas" % LB § UL, FE
B2 CVCVCVCVCV & CVCCVC Dxflbicz y, e LTid 532122 %, L2 L. £
OHEEIZIIKEVHEREEZRE TV, HERFEEOD T, TEHEELHEARL LTRELH
ARFEOEELE X RD X 512479 (p.167)0

(LR (HAFE

FHEitEE CVC F&H CV H&EH
EHEiER FEEIZE W FEEIA LW
FELE BB LI
EFOE KEw NE

XF HEXTF HHEISLF

B HiE FEFEIZLH N FEB LR
EEOBER L BH %
FEEE PARARRY J=RtE iy
ET7sEV b R55 R LR HER R
) A L e LR EREREALIY

23 WREgT7T 7L b

HETOI I N L) IC, BARBLEECTITHEELHED. £  OFEHAT LI
Bhh, T/ PIBVTHRAKTH L, KT EREE, [FRF—FvDF] &
"Doe, a deer, a female deer" DETH - T, BEAEFEBETELZ ST LI ETHDITH L,
FETITHMEBTHT L) £ 5, BEOEHRTWV R, IEVERLAORIDETH S
DAL, BEFRALEHICIDYALDETHD, COEIFEESELRETHLE
WZHEAY 72 error THINL A, Bill Clinton 13 Bill-Clin-ton D Z N ZIIZEFTOHBE NS & &
BHIEN, HEGEWCRAE [Et Vo) v o) b EOREEE LD, —F. ReEFED



ER:S

{111

LA+ 5L [JLE] 13"Hir-o-shim=a"® X 9 (255532 4% A @0 % FF oo

2.4 T@@%ﬂ
(MFERFEAEET D E, R OTHBET 5 MEIZEAELFE(Standard English) DRI TH
Bo BBUEFEL X [WWEE] T, OFELR [P EE] 280 v ) —Kltadrd 5 H
EThb, HBELTERLLOICHUTHAREOH =H F 0T, % HAFE (Standard
Japanese) & Id, £ D X 9 & HAEFE 'Cﬁ) 5. FEMETHDLON D HREBEISREEHARET
HHEEZXBHL . NHK D=2 —XDOHAFESENZLE D ER b, HiFIZH FAKROMEND
5o IT4 YINTKEFED D. Abercrombie HIRIZ KD L HIZE -7 (8)o
Standard English is easy enough to identify -- you are reading it now, for example.
OS2I, ErNbDIIOVWTEERZEREL TV, THIFHICEI N SESEE
THAEVIDERMUEZFICED,  FRFEHEP Trudgill RN EHIZFED (9)o
Standard English is that variety of English which is usually used in print, and which is
normally taught in schools and to non-native speakers learning the language. It is also the variety
which is normally ‘spoken by eduecated people and used in news broadcasts and other similar
situations. The difference. between standard and non-standard, it should be noted, has nothing in
principle to do with differences between formal and colloquial language; or with concepts such as
'bad language'. Standard English has colloquial as well as formal variants, and standard English
speakers swear as much as other. (T#i | &%)
EPNLCEELARICBEOHLLONVFETEEL L, BEEIEDAY, A, B
STRHTIRZWE LTS, TmiaEELEEETHVEL,
7 A1) A HFE(GA)DIEHEFEIZOWTIL, A7 4 7 DHFE% Network Standard & L TEE®H
% (10), Marckwardt IZXD L HIZE D,
The "neutral" dialect concept of General American was replaced, especially in the research of
certain psycholinguists, by that of Network Standard, the speech of television newscasters on the
major networks and the kind of English which Americans clearly admired more than any other. (T
=)
Uk@i?~\ﬁﬁ%;@iT@%kTTéﬂé%Tﬂi 4#UX%; DY IdIHE
NI TEHRE*EOHREHETNTH S, HFEIZIZ"Estuary English" (a middle-calss
pronunciation typical of the Thames estuary: Cruttenden & Gimson, p.86) & #9357 — 2 XJIliiz
WIZIRAT)  RPAEBFLTETWE T Mi‘%ﬁ“ %o TWBH, ZNLTHRP £V EF
NVEWELRIETH L, 7AUNEFROLEIL, R ) L), HETOBRERZER
Lf%TW&aKl?o
OFEERA ML L E, EDETVEAVLPEERLMETSH L, LICHED I
22 =2 a BB RS B VWHATORERE CIE, TFVORIRIEER
BREHEO, COETNVOBBEIIOWTR,. Z205 LT 5w D 5 o £ D —D I British,
Americian, Australian, South African & Vo 72K EWVWHIBOR % —0oDEF L L T 5 FiE
(Cruttenden & Gimson: p271) &, D —2d Kachru EDEFIVHEBDERTH S, BiEld
Gimson DRDEERNHIFE 5o

When It is a question of teaching English as a second language, there is clearly much greater



adherence to one of the two main models. Most allegiances to one or the other tend to be traditional
or geographical: thus, for instance, European countries continue on the whole to teach RP, whereas
much of Asia and South America follow the American model.(Gimson, 4th Edition, p.91.) ( F# :
£E)

T Ut L. Kachru i Indian English, Nigerian English, Singaporean English 72 &+t L
TREFEICHEZL T, BB ELOEZEITRTCEE» S BEEL 72 3% ZE (Tranplanted
English) 72 &) BREA 5, REVHBORELX TFVICT LI LI LT, EofMbh bR
55 (1),

... In functional terms, then, the role of the Third World varieties has to be viewed with reference to
the sociocultural network of a particular country. Generalizations from an American or British
standpoint are dangerous, and to a large degree irrelevant. The uses have to be perceived from the
consumer's vantage point, not that of the native speaker's linguistically secure perch. (T4 ; &%)

HARDEBHE TOIERBHRBT A EI AL X, FOEEEOBRICYS), EELD
ERVAMTH S D EHFLLTELWAELL ZW0AEBHBEE LT, EFMICEA
DEEBHFNE, HIEOFE, BUANEE, —BHEEEBL 2 HEL, HROPIER2
HARNIN T HREFEZOBRE HNE LTIOMESZETLE X, #2103 ExT
BRI TR S NQMBEL 20, SRIIMAORIRICR 575, HAMICIE, REHEH
MBEHOBERLKRE., EMOBFLLLOMETERT LI ENFLETHY), Lidb, %
REHARLDOSHEDOBEDEICHE ) LIHFIERBICANL L TR EL 2V, O
KHHHDI, FROEHHS 2 HEIND 20D —D>DH #i(prescription) DFE TH 5, =
DREBERIETVORFEERT 5, ZOEFTVIEETIC L > THRER L, ZRITH
A\, FROBTDET NI Y OERNE VAT LOFEB NS TH b, IFRDER
EERANDOBHR DN, [k, HOOR(C AT M2 EOBNEET L2010, T’
BEREGRDIEPUETHS ), FORERLBEEFEDO VAT LOFE R EWRT S, HY
DILEFEIT intellligibility & acceptablity Z 2 A 720 DEMELFBT L L0k b, 2D
T3 HEAER FF S92 Kachru & D O HHEF FHET S Gimson DE 2 F TV, Z OEIROHEH
, BEREHARFEL OMBEOHEIBOTKEVI LIZH D, FOEIKRTL L) %Y
VINARERT B EDBLELE,STH D,

25 FIEFHEOBERM

HRERRR L EEOMBRLEET 5 & & B FRH(Critical period) D3 % BB T+ hIFizid
WV b & REIWATEF (ethology) DEFR 2 S DIBA T, ABIDBEIE-SHEER T
FEHOBFHD D 5 LR 720N, 7 A1) S OLHESE Eric Lenneberg Th b, LA L.
BAECE> THRREAMLLTBL T, WELICHRLEFE L HRSHESTOREIZ L -
TwWh,

Lot b—RWEEAMHIE, SHEEEER2BREL BTN, BEPICERDLL LV
DT, BEMPIIMOBRBPERT LI EDPERTHLETH, L L, ThIZHLT,
AR S LARIICHEZL L CLE ) & SEHERICHET 2N 10D OB VEAKRE
2 Th, BRGW, FHRFBEHLLIEDNRS (12), BETAIC, #HEHORKELRD
Thb,

1



LirL, £0—F T AFRS, 4FENEDERMBITERNIC S )R,
DEEOMMEDFEL, FTIEIXAFLEERAT [Fr v 7 - A V] LR, BHOFD
SHEUNORICREEA RS2 [ 9RO 2WRTL2HEFEERS (13). ZOEERIT -
LTREELIDOTIE LS. TOEREICET 5 &EDHFE TIX, Harley and Wang O
[ERMIRFH197)] (14) ). BEEROMAF D2, BEERDOL) 2 bDTH 2,
(WFLBHFAOEEE R, B 0RPRCRIEFSHOMKE - BRI BT 5o
Q)0 E#b ) ZAHIZEFMEORRLY,
CBERARTBELLARAEEI LSS, BRLIEEND BERTEILL S,
WE_SEIER, E-SHEOEBOBENE) L L WHREESEV,
GVEZEEDOFTTE, EHOFTVEZOHNILOD ) LIFFEESLED IOV THERD
LA
OVE_SEORESHRYOERENOENIT, 6 RITHDLHIEE . RADEEETIX, K
MO L EROETOMER, $EEREFFOOHEOHEOMEII OV TR M IBENT
Wb,
NEFHIFBERTRD L L) 2 L OFBH LGS TV RV, KADFEEET
bEFHEANVELL, HIZ, FLEHIORIZEEFIIRLEVEDL WS,

@AV Y HVDTODFFHROMA L b P E—DFELPFES LVADOL AN E R
5 EV) DIBEHITTER WV,

O ODEER LBV LARLVTHET LI LR, BICFOEEFFT T AL 2 0EE,
Frbizk 5Tk LY,

W, RROESSEOBRR [ZOFELFTALOMASE L bIC] BPEAITS
%9 LG T 5,

BRAH»OEZ T, EEHE. FYEHORELBT IR, L0 L) LBOEET
i, OEOEFLHMPEL LV E—OEMHFI LD, HHELHMEAREL EFEOF
BEREDHECHELIMELRTILIIH D, FHiL ) XLDOMELRI P LEIESLZ
ENBREERETHS ),

26 % - BROFBREEHELE EFHE

BATO R ZBIGEEECERIT(1989)%E 3 A)D/MEFEOBEILRO@EN TH 5 (15),
COXEICEOFEFHENORSVHBEIIRI A T A,

(NEEHEEL, NEECERETAEBNRENFEY, NEBTHEENICII 2 =S
—vavEEAILTAREFETCHELEIIC, SERLLICHTAEL2ED, ERE
ROEBEEREES ] :

2002 20 & AT SN A R ERFEIREEHECERK 101998)4F 12 A)DHEIXRD L 9 124
botz (16), HEBEEHFICVoFIRMEIIE-EER LI,

(MNEFEZELC, SERP LIS T2HEBYED, BENICII2=r—2a 205
IETLRBEOFRERD ., M ERHETILLEDERWII s~ a VEEAD
EEEE) ) (TH EH

BT oB%¥RFBREEHERT(1989)4F 3 A)DONEFEOBZ IR, FFROBENRK
B (89 B [EDA] L ELoETTHE, (17 THIFED L RBET, P



REBEERICILEOEEN DY, ABEDOEBOMEZTICE > Tnd, HNFEEEHE
~D¥gEHT, RERERL LS ICHBIOR S TWA,

—F7. 2003 5 [iAT SN B ESEFRFBIGEEETRK 11(1999)4 3 B)DsEENOH
BIIROLH)IZELEERETVAE (18), OREEEOARTI L YIRS N,
(MEREAEL T, SRR T 2EBLED, BB II 2 =Fr—Yarzl5
HETHEEOFREZHY ., FHPAHFOBALEXEMLALVBTOEZ R EERBAL
0T AEBMII A -2 arviENEE) ] (TH D)

Bt eil, BITL0HBE [F—F90V - 23224/ —YarA, B, CJ &AL
NIREEFE I EHAN, LHABA, B, CA'1, IIIREFSIA TS, HLHIZO
EEEHBICNARBEVIHEITH S,

MEEEOREICISHFIREN A2, FHREFHETITROL ) 2BHERL
TWh, FERD O EEFBRADAFRBRTIEIFORES bR, EEFE, L KEND
AFRBTHLZORENFMDONLIDTH B2, FOREOERIIOWTIE, T LdRY
LDTIE RV, FRIBKFEOERD 852 L5056, FERREBEHONAEIFHEE(CHE
ENTVEVnIZERDHEbDERbRA,

RIZ, B FTIREEH(1989,1999) IR SN/ h R L BEEROEFIFEICET S
FBIIROBY TH 5B,

(1) PERFBIGEEHECERIT(1989)4F 3 A)(pp.100,101)iCid, BIF 1 [EFEME] 12K
DEHTRENTV S,

7 OEHE

(7) BIRoEEN L RE

(1) EoOTrEY

(7) XDOERWLER

(L) XIZBITHERN XD

() XIBITHEERN L ER

EEERAFREBECEEMEOFEY FPRZIORBICEBRIH LI EEIBETE Vv, L
L, bo & bEELFI 0 [BRROEENLEE] LVWIRBTH L, Lito [
B OEFEEREZ, T2, ETIVOREIRR world Englishes D&% 2 5 L &, FORE
EED LR L, ABROBRVLETDH 5,

(2) Riz, HERETEIREEFECER 10(1998)4E 12 A)oNDERIZ, ) [SHEME
WRD I ICHETEI N TV 5B,

(D)OSFEFEENE, LTIORTSHEMEO I B0, 10HEXERTADICLE DLV
LOEBEHRNTITDbOES,

7 OEE

(7) BIUROEEN L %5
) RELEEOEREICL AEEL
(%) EE. A, XISBIT B KRR 2R

) XICBITBERY R,V P ER—-Ta Yy

) BT BERN KD



CTERI N, [RROBENLREE] B20F FICRL, [BEHEOERKICLS
wﬂjtrm\ﬁ\iakﬁégﬁmﬁﬁﬁj&“ﬁxoﬁkﬁ%ﬁﬁ&otl&?%
%o HIFWMEERRIIBI L FHEOEFRI, BEEOBEROES L EOMBZ IS
RIS VEBR L OFRL TRTH S,

(3) BEFRFBIGEEHECERIT(1989)4E 3 H)(p.108) Tit. ROEEIH 5,

2 AE (2) SEEME

[7 (WOBHEOSHEEEHIC OV, R & LT, PEROSEMBRUBSSED
Hﬂ@v%#%l@@ﬁ%LmTém ZHASHLVLOXHEEAVTITOE .45,
MEHZ, BROEENLEEICL2bDE T2, (T £8)
:f&ﬁi«%ifﬁﬁmﬁﬁmaﬁﬁjkwi%%@ﬁmf%éo__fﬁvfﬁ
B OBRMRPLEII LB,

o oy

ﬁ# ( M Iﬂ]g{ Uﬂil

5

<4>;%%rigﬁéﬁﬁﬁﬁmlﬁawwsﬂmnm)  ROLE BTN, [
R LREE] LR ZOTIRREIN TS,

2 AE . Q) SEME

[7 (WOEBEBOSEFEHICOWTIE, BRI LT, q:;&;ég}g%g@% 2EEIHE
%2’5?%%&ﬂ&0f7474/7l@%‘Tﬂ%%ﬁ%ﬂﬂMUTr*%&&UW
FEROBHFMH] L0090 )0 b20, 1OBEEERTH0IAEL L L OEEH
BAwCitbeEs, |
[ZDB, ROBHICEETLb0ET 5,

[(7) BEHEHL, BEE LS ORI 2 IR £ 5 2 o AL A AT
EBREICEC I 227 =2 a v OFRE L THEDLDR TV A ERIZOERET LI L] (T
o EE)

[(1) SHHEOHH LRI ZLERANRIZE L0, EROBET LD L IfEbID
BBl ERICERTAZLZERTAZ L,

BRI L7 ) 1o, VAR C L P & B (R e
b, DEEFHBOBE LB VRO SHEIRL TS, 22IRITHIEE, 20X
BELDI)IIHRL, #PLOL ) ICERIIBTIAOMETLZDTH S,

3. ORBEEFEDLDIZYINADER ‘

PlEC, OREEEHBICHELT, WA TH 575, ﬁ?%ﬁﬁ E%EF B R,
HETEFN R, Mﬁéﬁiwﬁﬁ FERBEBEEIRENLE R 2 @M LT, Bk
DREFEAT o720 SHOEREMICEBORFICAN, FOHEL+EMICBTI 52k
mn B, B dbROBEHEFZEERTDHLLEND 5,

1 BEEFELERT S,

HMUDHNHK¢%$%mX#vb-:y%xbjmﬁﬁ%@ﬁﬁjﬂ%QTu\%%
FEEIZOWT, @IELWEET, RAYERLMTE T2 L8 T2, b IEIER»
BYXLBMNEERLARAFTORELT L, OMBICERLTT 28> b3 A4k F—
varyORELTHRETL, (REORBFLRBEDHEREAEA Y Mh—Y 3 v i



BYh, @EBONEEF— T — FTERHIRELXTH, OFF v EHICEETED L)
WIETLH, D6HORELIT-o TV 5 (p.154), $IZ, FEORBFTIZOWTIRRDS A%
HIF, BEFHERELTVEY, VINRIZELENERETHS I,

O~ ROICBTHERIEOIRESE2,

QEEHED/p, t, KIH BHFIENTEF EE 5,

GEHEOMZ Z v, t, kL, HOPTHEEL SE5,

@is, sz i, ROICEEFESHE 5,

GMIZORIZHETHE S ¢ 5,

Gyuwz 1fHOEFEL LTRESE S,

32 FEOBRICIAEFRLL, EHoMEZERT S,

H D H(consonant clusters) DEEM (X, FEROMY . FEBIGEEHIC [ELEOEKE
WEBER] L LTHEHICHD EIFohasZ bilhol, SREREEIC, HAELEED
FEOMEIIROPEDL ZEFHRLEEORFAEL LB FAE. [27) A<
AL IZCVASEELS S5 FEH A, HEFED Christmas 13 CVC- CVC D 2 EHiTh b,
AE® Christmas DFEEFICIE, BELXERICETTAI LY, FHEEHRIZ2 FHTRY
THIEDHPEET, TNLUNOFH I TCELRETTREEL LTRAHETH S,

33 RERTDSREELITRICS 2,

FEEE OB NFEEFERE CRREVREII L b, bl h & 7+ 2FA LKT
BBNTE7H, ZORBICBEESLETH S, ZOEEL L, BROFEICHOOA
BNYHFRER, LTRBEOFEE LTRET S I LBUALS L TH D, TOMHI
ECHARSTER L) 10, EREBRITEICLD 2 EABMEPSTHL,

EHE, MW TEFICTFEOBRYMAFE LI, FHEEIIIFOREEDLEHO
72\, Bl Z4E, white paper[ R T A O RAN=ICROGNB LI, TOOREOFTRET
HIET, BABICRAVEBOTEAWRICRET 524 TES (19),

34 EFVDRETYATLMEN 2$ 5, ,

International Phonetic Association(PA)DREEH L H THEDRE L /R THE I, WHMIC
AEPELZEFCRTIEDTRTH LD HELLETORE TR, FEWRFEVIIELE
LBV, R, CHE—20FETH-> T, HEREICHEETAHE L OROEES 1 4
DELFTENT LI EDPTREII L B, ZOFIDY, EFE 2,1 TlB~X72 Gimson D& 5 MIZEH
D& % EH O 5 WA M (Fig. 49. Monophthongs: simplified system, & Fig.50: Diphthongs:
simplified system)(p.285) T %, LEED@ED . FEFEITIL 20 OB EFI D b (Gimson, 55 5 FiL.
p-88). CD20%X, FRENOE(EME, HE)NLoT, HEHDIAFLDF#HE >, L
120 T, EDOMEDY AT 413 Gimson DFFSHREICE o THFCRBTE D, —H,
FERN T EELOWIBH DL 0D, ERER S/, 4,k b,d, g |, m /% &,
RIDFEDFBIZLETORICHEBTH S Lo Ty,

L7zAo T, EFVDEELZTV, VATF2EV R L, —DDEOPTFED VKSR
PROLVATLAEENDITAZ EICL o T, HEXRBEORZRTLYMRTX A,



35 RFESSLOEES LET 5,

FRL10(1998)4F 7 B ICHE REFERRIBTR LTV, [HFRER SEHE+EL L E
RBIETHERWEZLS] E LTI - RANLFE ., BREROEEO ML -
EHL] 23, k0L 5B (20),

T, MEFER RER, SEER. BER. BERRUEEZRIC [RENLEZ O
TRIRRL . EFRPBIELREZ A, L b 0B RS —BREEATELIIIITHL
b, EREME - S ERERE. B BRE. B - B L CoBEII oW THERY - &
EHLRFEPTCELL I BHMAREZ LT D,

CHIZE o T MFRTHOEELHCBE S TE D L )2 o7z, 2002 £ X ) £/N¥EK
TIRE 505, FBEERIZ, 2000 F 4 BRLEDL/NFROENWI L TH S ), AFERIE
BEETIREBAIICKO L ) ICERRLTWS (21), |
ERRERICETAFEEO—RE LTONEBRFES T & &3, EROEEEZ IS,
WRESIEFE A, NEOEFER IR SICBNRB LAY T 5 % LSRRI
TEDLLWEBRHLZEE 2 ITbA L HIITH I L, '

ZZTED . [MEE] & X cross-curricular DER T, MERESRENEHL LIRS LD 20k
BEV), LD o TEBLVBEORBICRET A I Ea{iThhb, 7. [HE
B] &3 integrated NDEIRT, 2R EFRAMNICEDLSE Z L 2K T 5, ZOIREEL
THIE, FEHNICHEEZERLZDTIE R, YA RRTTIRADIEIPLEILLS D,
WERDOBEB 072 TNWNADTLDPERENS, Hl2iL, 20004 B NHKEEF L
TGS N AN EERFEMEOEEFMA[Z W) 7 V] B TH b, FOH T B
IEDHAN] ELTIHREEPRRENTVEY, ZOHAIF, BEWEFEEOREO Y
FNADHFIZEPENLRL TR ELBVKRA VI THBLEEZ LD (22), FOHEA ¥ M,
TEBLRETHEEL TR, BRI TFICHRICBNEEL L1252 L T,
NERFEFBEBE TOHBREOERIT, Thito&b0THD,

36 BODERYAT LEFIEDL Y INAZERT 5,
HEFEOVINARZMFISE LA EETHF T EEL L) RIFEFE TR I s
Vo BIRDEY, HFICEUAOBRETHIHE, BEELHIN T LHF—onEK
BEEIC R B, FOREARBEEITOWT Cruttenden and Gimson(p.276-287)i 2 OB ESE
Hei8F 5, 20—213. L ZFTANS B HEEEMHigh Acceptabilty) TH b . fin—o13
RANREED 5370 ) %3 & (Minimum General Intelligibity) Tdh b, D 2 Sx HIfFT & ¢ 5
eI, LD L) BRI NAED BLEIIR B,

ZHIIHIR T, World Englishes # #8783 % Kachru i3, Gimson 5 DHEXEM L o2,
“acceptability, appropriateness, and intelligibility in the context of culture” (p.122) & 9 (2227
3%, Gimson DEFNTRART, [ESRFARSK, Hhh 2§ 8 %HF2] ko, [£
NENDLALD 2 THEITH LI L | BRELEETH, A ¥ FRF 4TV 7 TIE4R
DIETHEH, TOFEZFE, BRTREDI I ICENERERE D, BREOMELD
LHETH 5,

BARANEBEDZDIZ, SHLIYINMERORAL > M2 1 EMA D551, 2%

10



BIZEDEINLVETDY AT L b o LB ELEELX WNDLILTHA ), 2DV T
NWIEDIZE, BFEFOMBE Lo 28O LRPULEIILRLTHA I,
(2000 4 3 H)

F

(1) THUImERER] 53, 1981, =&,

(2) Cruttenden A.(Revised) 1994. Gimson's Pronunciation of English. 5th Edition, Edward
Arnold. p.88. -

(3) FIHES 1968. [HADHE] FEHRHLIUCHE 160. H&tE. p.75

(4) HDHEZ@FFRMAEE1994. [INHKFEELEAF Y b - 32 F A M DEEHOD
STl MEE AR LA ST 4 FEASCHSE M 2 - BERF5E. e RisE,
BOEALEE A F v MRS, pp.52-7T1(HRHE—), pp.92(TEH).

(5) Cruttenden A.(Revised) 1994. p.285.

(6) #IEE 1971 [THEILBFEFAM] KIEEEE. pp.132-167,

(7) Gimson, A.C.1989 An Introduction to the Pronunciation of English, 4th Edition, Edward
Arnold, pp.259.

(8) Abercombie, D. 1956 Problems and Principles in Languge Study, Longman, p.44.

(9) Trudgill, P. 1974. Sociolinguistics: An Introduction, Penguin Books. p.17.
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Tars L YR b

(D)%

(2%

(3)HT

(D %FI

(5)%&Hi

piriod.c ;

Wit KXTFAPRZEYAPNR, 7 ZAFavv—0, IV AT TA— g
Y= TYATL. —XEXIZLb R 7 7 A VICHTIT B,
F1T7 74V piriod

R

period textA.txt textB.txt

COBEELTFADN textADS % 1 XXYINIZ L7 textB AELN B,
tangokugiri.c

HNE (VOB 77 AN EZAR=ZAT LK o THATL, BERY 2L 7
bOEWMHT7 7 ANMICHENT 5,

F4T7 7 1)V tangokugiri

B

tangokugiri textA.txt textB.txt

ZOE 1 XX ) DD textA 55 HEEX L ) DD textB HESN S,
kigousakujyo.c

HNE QOB T77ANDE)F R AV TV AITFTA—arv—17,
JIAFar<—rEORTZEIRLbOEMI 7 7 A VI T8, ¥
ThaA—7—=rarid, Im® Lets RED7ZOIIERLTH <,

F477 7 4 v kigousakujyo

56 H #1

kigousakujyo textA.txt textB.txt

ZOGEHERY ) OO textA 2L EHF EZHIR LD textB A ES N5,

fontchange.c

WE QDU 77ANVCTRICHFEIF LD T ZOHELHEELE N7 7 4
WMIZHT T2, EDT7ANEER)AMN LT L, ZOL XEEANIZLY,
RIXFVFRL 072 TTRIET 2 0/ NCFIE L CRET 5 H55%IRT 5,
#4177 7 4 fontchange

155 F B

fontchange textA.txt textB.txt

COGEHFEXY ) T, 2B 05 2 IR LD textA 20 5 BEEXY) ) T,
REHIER L, BELRR L textBGERY R MAWES NS,

sekitrue.c

NE DTHONLERYAME 2OMVWREES Y RO THIT 2,
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(6) % T

(DRI

(8) % Hi

(9%HI

FEIT7 74 sekitrue

i H

sekitrue textA.txt textB.txt textC.txt

ZOHEFERE) X D textA & textB P HLHEESEROIFERY A b textC AME
bith, '

wasyugo.c

NE OTHLNZEREY A M 2 ofVWHIES LRk THIT 5,
FAT7 714V wasyugo

fER B

wasyugo textA.txt textB.txt textC.txt

COREFERE) A D textA LFEEY A T textB 2 SHIES L RKO/FEE) A b
textC 2MELN B,

sasyugo.c

HE @WTELNERY X M 2 DHVEESZ RO THIT 5,

F477 74V sasyugo

15 F 51

sasyugo textA.txt textB.txt textC.txt ,
CONERE)AMEERIAIPOEEGEROIER) A MEON L,

goihindo.c

HNE OTHONZERIA M 2OV . 2D 2000 RKROIEEED )
ERA NI CTORBMEENSER)Y A P 2OMBEEICKTRESN/-LE
DHYDELTI 77 ANIIHT, ToL &, HBBEEDIREX, HEANNL
—bkryTF—=IZTIT ),

F4T7 74 )V goihindo
A B

goihindo textA.txt textB.txt . textC.txt

COGEEEVAMLERI A MPOBESININA—2yT—Y U EDLD
ZHEDIFEEY X MAMER NS,

1g0Sougo.c , ‘

WA R A Moo BEERURRER R Ko TRER NI . 2D & ERKLFE
PRLoLTTRET L0, ALFTELTRET L2 IEEATTEET %,
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fEH B
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(10)%&Hi

youkodo.c
NE FHEEVAMLEERI AP 2O0BEEL RO, ZOHEOGFIHERY
A+ 2DHEDEFNIM L TEDAEGGEERE) A N 1 OFFE&E) A b 21207
BEMEE) KO TEREHRTIIZH .
#4177 74V youkodo
fEH B
youkodo textA.txt textB.txt

COBEETERY AN EOBRESERD, ZOHEOEFHFERY A MK
RN L ThHO & & 2 FEHITITH T,

WA 1 LHATEe Y BT,
70y L% period.c

#include<stdio.h>
#include<stdlib.h>
#define MAXLINE 100

main(int arge,char *argv(])

{

FILE *fp1,*fp2;
char a,pre;
pre='a’;
fp1=fopen(argv([1],"r");
fp2=fopen(argv[2],"w");

printf("Commandname :%s¥n",argv([0]);

printf("FILEnamel :%s¥n",argv[1]);
printf("FILEname2 :%s¥n",argvi2]);
if(fp1!'=NULL&&fp2!=NULL) 1* NJIER*/
{
while((a=gete(fp1))!=EOF)
{

if(a>=0x0030& &a<=0x0039 | | a>=0x007f| | a==0x0022){
fprintf(fp2," ");

continue;}
if(al=""| | pre!l=""
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if(a>=""'&&a<="~").
{fprintf(fp2,"%c",a);
if(a==""| |a==""| |a=="7")
{forintf(fp2,"¥n");}
relse{fprintf(fp2," ");}

pre=a;

Helse{printf("File Not Open¥n");}
fclose(fpl);

fclose(fp2);

W x BEERYI ) T 729,
7075 L% tangokugiri.c
#include<stdio.h>

main(int arge,char *argv(])

{
FILE *fp1,*fp2;
char a,pre;
pre='a’;
fp 1=fopen(argv([1],"r");
fp2=fopen(argv|2],"w");
printf("Commandname :%s¥n",argv{0]);
printf("FILEnamel :%s¥n",argv(l));
printf("FILEname2 :%s¥n" argv[2]); .
if(fp1!'=NULL&&fp2!=NULL) = 1* NF1E*
{
while((a=getc(fp 1))!=EOF)
{
if(a!=""| | pre!='")
{
ifa==""| |a==""| |a==""| |a=="'
"| Ja==""| |[a==""| |a=="?"| | a==0x007c)
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fprintf(fp2,"¥n");

if(a==0x0027&&pre=="¥n'| | a==0x0027 &&pre==" "} a=='
'&&pre==0x0027 | | a=="¥n'&&pre==0x0027)
continue;-

if(a>=' ‘ &&a<="~"&&a!=";'&&al="&&a!=",'&&a!='

'‘&&a!=""&&a!=""&&a!='?") ‘ '
fprintf(fp2,"%c", a);

Fif(a=="'] l[a==""| |a==","| |a==""| |a==""] |a==""| [a=="?")

fprintf(fp2,"¥n");*/

pre=a;
Hrelse{printf("File Not Open¥n");}

fclose(fpl);

fclose(fp2);

BT AR LB 2 HIRT 5,
775 L% kigousakujyo.c
#include<stdio.h>

main(int argce,char *argvl])

{

FILE *fp1,*fp2;

char a,pre;

pre='a’;
fp1=fopen(argv[1],"r");
fp2=fopen(argv[2],"w");

printf("Commandname  :%s¥n" argv[0]);

printf("FILEnamel :%s¥n",argv[l]);
printf("FILEname2 %s¥n",argv[2]);
if(fp1'=NULL&&fp2!=NULL) 1* NT1ER*/
{
while((a=getc(fp1))!=EOF)
{

if(a!="¥n'| | pre!="¥n")
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if(a=="""| | a==")continue; ,
if(a>='A'&&a<="Z'| |a>='a'&&a<='z'| | a=="¥n'| | a==0x0027)
{
if(al="¥n'&&a!=""'&&a'!="'")
fprintf(fp2,"%c",a);
if(a=="¥n'&&a!=0x0040)
fprintf(fp2,"¥n");

, if(a=="
"I la=="¥n'&&pre=="¥n'| | a=="¥n'&&pre=="7")
continue;
}

H

pre=a; ;

Helse{printf("File Not Open¥n");}
fclose(fpl1);
felose(fp2);

7075 L%  fontchage.c

#include<stdio.h>
#include<stdlib.h>
#include<string.h>
#define MAXLINE 10000
main(int arge,char *argv(])

{

FILE *fp1,*fp2;

int  i=0,j=0,e[MAXLINE],f,g[MAXLINE],h[MAXLINE],syori,mask=0x0020:;
char ¢, a]MAXLINE]{30],b{MAXLINE][30];

int $=0,t=0,k=0,jmax,]1=0,m=0;

fp1=fopen(argv[1],"r");

fp2=fopen(argv[2],"w");
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printf("Commandname  :%s¥n",argv[0]);

printf"FILEnamel - :%s¥n",argv[1]);
printf("FILEname2 :%s¥n",argv[2]);
printf"KXFOF FRHEDOH AL 0 2P LFINETHEIX 1 2 AL TIZ S,
¥n');
scanf("%d",&syori); ,
if(fp 1'=NULL&&fp2!=NULL) 1* NTIER*
{

if(syori==0){
while((c=gete(fp1))!'=EOF)

{
h[i]=0;
eli]=1
ali]jl=c;
if(c=="¥n")}{ [*R D BEEA~*/
i++;
ifG>=jmax){
jmax=j;}
i=0;
continue;}
I+
} EATIERD#EA D) */
fclose(fpl);
=1 AT BRI/
1=0;
1=0;
t=0;

[*EZE L SR O
277 AN 1 OLFEEFS ali]IHREE ei]EFIORKEL 774NV 2D
XFEF p[s][t)BEE n[s]EEF DR AE y*/
for(i=0;1<=f;i++){
i#(h[i]1=0){

continue;}
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fE*/

LTRVR S

LikiT %%/

INETRE LI o726

&I

for(s=i+1;s<=f;s++){
if(h[i]'=0){

continue;}
- if(afiljl==als]{tD{ /A CBESCFE I 072 6%
while(a[i][jl==a[s][t]){ ¥ CXXFD
Jt
t++;

if@fi]jl!=als]itD{* &+ £ TL >

j=0; P B
t=0;
break;}

if(a[i]j]=="¥0'&&a[s][t]=="¥0"){ /*

eli]+=1; i B

hls]=s;
m-++;
=0;
t=0;
break;}

for(i=0;i<=f;i++){

if(h[i]==0){

for(k=0;k<=jmax;k++){
. if(afi}[k]=="¥0")break;

b{l]{k]=a[i][k];}

gll]=e[i];

++}

for(i=0;i<=(f-m);i++){
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if(b[1][1]>=0x0061&&b][i])[1]<=0x0079 | |( b[i][0]=="a" ||
b[i][0]=="1'| | b[i][0]=="A"] | b[i][0]=="T)){
for(j=0;j<=jmax;j++){
if(b[i][]'="¥n'&&b[i][j]'="¥0"}
pute(b[i][j].fp2);}
if(b[1][j]=="¥n'&&;j!=0){
fprintf(fp2," %d¥n",gli]);
=0;
break;}
i

fclose(fp2);}
if(syori==1){ P*INLFEDBE*
while((c=getc(fp1))!=EOF)
{
h(i]=0;
eli]=1;

if(c>="A'&&c<=0x005a | | c>='a'&&c<="z'| | c=="¥n'] | c==0x0027)

{
if(c>=0x0041& &c<0x005a){
c¢=c|0x0020;}
H
ali]j]=c;
if(c=="¥n"){ 1R BLEE~*/
1++;
if(j>=jmax){
jmax=j;}
=0;
continue;}
it
} I* ATED#4 0 */
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felose(fp1);

B TRIRA
1=0;
3=0;
t=0;
I*HLEE L B D S &R/

<7 7 AL 1 OXFEH alil[lHBSARE e[| BEFIDRKEE 774V 2D
X FBCF ps][t)HFE n[s)ALE 0 & AME y*/
for(i=0;1<=f;1++){
1f(h[i]'=0){
continue;}
for(s=i+1;s<=f;s++){
if(h[1]'=0){

continue;}
if(afi]jl==a[s][t]){ A LB FIE07-6%
while(a[i][j}==a[s][t]){ *ECXFD
fa1*/
I+
t++;
if@[][]'=als]ith{/* &+ £ T L »[FH
CTROVRL
j=0; I*# 0 R
LikiT 5%/
t=0;
break;}
if(a[i][]=="¥0'&&a[s][t]=="¥0){ /*
INETRLIZEo7:6%
efi]+=1; *H B4R
BEx R34
h[s]=s;
m++;
[* AR 5 [ B/
1=0;
t=0;
break;}
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for(i=0;i<=fi++){ /*BL5 a S HELH b, BLSl e A S B g ~D AN R

if(h[1]==0){
for(k=0;k<=jmax;k++){
if(a[i][k]=="¥0"break;
b{l}[k]=a[i](k};}
gll)=efil;
1++:3
for(i=0;i<=(f-m);i++){
if(b[1][1]>=0x0061&&b[i][1]<=0x0079 | |( b[i][0}=="a" ||
b[i]{0}=="1A

for(=0;j<=jmax;j++)
if(b[i] []'="¥n"'&&b[i][j]!="¥0"){
pute(b(i][(}.fp2);}
if(b[1] j]=="¥n'& &;!=0){
fprintf(fp2," %d¥n",g[i]);

1=0;
break;}
W
fclose(fp2);}
telse{printf("Not Open¥n");}

}

7077 L% sekitrue.c
#include<stdio.h>
#include<stdlib.h>
#define MAXLINE 10000
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main(int arge,char *argv(])

{

*/

FILE *fp1,*fp2,*fp3;

int i=0,j=0,e[MAXLINE],f,g,h,[MAXLINE]k;

char al]MAXLINE][30],b[MAXLINE][30],c,z[MAXLINE];
int s=0,t=0,n[MAXLINE],y,u,v,0[MAXLINE],w,r;

char p[MAXLINE][30],q[MAXLINE][30],m,x[MAXLINE];
fp 1=fopen(argv[1],"r");

fp2=fopen(argv[2],"r");

fp3=fopen(argv[3],"w");

printf("Commandname :%s¥n",argv[0]);

printf"FILEnamel :%s¥n",argv[1]);
printf("FILEname2 " %s¥n";argv{2]);
printf("FILEname3 :%s¥n",argv[3)]); -
if(fp 1'=NULL&&{p2!=NULL&&fp3!=NULL) * NF1E
{
while((c=getc(fp 1))!=EOF)
{
efi]=0;
1{i]=0;
if(c>=0x0030& &c<=0x0039){ PFEFDT 4 VT —*
bi][g]=c;
gtt;
H
afilfjl=c;
if(c=="¥n"){ [*RDBGEN*/ ,
if(a[i]j-1]>='0'&&al[i][j-1]<='9){
i+
- g=0;
j=0;}elsefi--;
=0; }
continue;}
Jtt;
} *ATIED#ED ) */
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fclose(fp1);
f=i; PATEARTE*/
1=0;
1=0;
while(i<=f){
while(b[i] [j]'="¥0"){

J+
1fi]+=1;}
1=0;
1++;}
1=0;
1=0;
while(i<=D{* XL F» L BEDOLRE Z (b DOABFLX7ZHTATOIT
L E OEFHIAER>/
while(b[i][;]'="¥0"){

z[jI=b[10];
h=0;
1i]-=1;
it}

h=atoi(z);

e[i]=h;
for(k=0;k<=j;k++){
z[k]=0;}

3=0;

i++;}

1=0;

j=0; P*EBER D>/
if(fp1'=NULL&&fp2!=NULL&&fp3!'=NULL)

1* NF1ER*/
{
while((m=getc(fp2))!=EOF)
{
n{s]=0;
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o[s]=0;
if(m>=0x0030& &m<=0x0039){

als]ful=m;
utt;
}
p[s[tl=m;
if(m=="¥n"){
s++;
u=0;
t=0;
continue;}
t++;
} I* KTTERD#Ed> 1) */
fclose(fp2);
y=s; AT EUARAE*/
s=0;
t=0;

while(s<=y){

s=0;
t=0;

while(q[s][t]!="¥0"){

tt++;

ofs]+=1;}
t=0;

Cstt}

for(r=0;r<=y;r++){
x[r]=0;}/*x D EE{L*/

while(s<=y){/*XLFEH» L BHOLEWRE Z CbOAFX72OTATOIT

% U E OECHNIAEH*

while(q{s][t]!="¥0"{

x[t}=q[s][t];

v=0;
o[s]-=1;

29.
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t++;}

v=atoi(x);
n[s]=v;

for(w=0;w<=t;w++){

x[w]=0;}
t=0;
s++;}
s T
t=0;
1=0;
1=0;
s=0;
P*REfR S DVERER

*7 7 AV 1 DIXFESY ai][IHHBRMEEE e[i] B OBRKME L 7 7.4V 2 OXFEF
ps][t]SHEE n[s]ECHI D HAME y*/
for(i=0;i<=f;i++){

for(s=0;s<=y;s++){

if(afi] jl==p[s]tD{ M| CEEXXFE 072 6%/
while(a[i][jl==p[s}[t]){ I*[8] U3 D™/
it
t++;

if@[]G]=p[sIth{*&H £ TLARLE TR W

o/
3=0; DR LIk 5
*/
t=0;.
- break;}
iftafi]j}=="'&&p[s](t]=="'N{ I* AR
—AITELEo76% -
e[i]=e[i]+n[s];
HFEBRE % T/
3=0;
while(j'=MAXLINE){
I3 ER*/
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if(a[i][j]==0x0027| | a[i][[]>0x0039){/* B FD 7 1 L ¥ */

putc(a(i][j].fp3);}

if(afi] j]==" N

if(e[i]'=0){

fprintf(fp3," %d¥n" efi]);}

1=0;
t=0;
s++;
break;}
}
}
H
}
H
fclose(fp3);
telse{printf("Not Open¥n");}
H
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7077 L% wasyugo.c
#include<stdio.h>
#include<stdlib.h>
#define MAXLINE 10000

main(int argc,char *argv[])

{

*/

FILE *fp1,*fp2,*fp3;

int  1=0,j=0,e[MAXLINE] f,g,h I[MAXLINE] k;

char a[MAXLINE](30],b[MAXLINE][30],c,2[MAXLINE];
int s=0,t=0,n[MAXLINE],y,u,v,o[MAXLINE],w,r;

char p[MAXLINE]([30],q[MAXLINE][30],m,x[MAXLINE];
int jadge 1[MAXLINE],jadge2[MAXLINE];

char max1,max2;

fp 1=fopen(argv(1],"r");

fp2=fopen(argv(2],"r");

fp3=fopen(argv[3],"w");

printf("Commandname  :%s¥n",argv[0]);

printf("FILEnamel Y%s¥n", argv[1]);
printf("FILEname2 :%s¥n",argv[2]);
printf("FILEname3 :%s¥n",argv([3]);

for(i=0;i<=MAXLINE;i++){
jadgel[i]=0;
jadge2[i]=0;

}
1=0;
if(fp1'=NULL&&fp2!=-NULL&&fp3!=NULL) * NF1E6
{
while((c=getc(fp1))!=EOF)
{
efi]=0;
1[1]=0;
if(c>=0x0030& &c<=0x0039){ PREFDTANE —*
bli][g]=c;
gt+;
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afi]b]=c;
if(c=="¥n"){ [*R D BLEE~*/
if(max 1<j){/* EEELF RO B AME/
max1=j;}
if(afi]j-1]1>='0'&&ali][j- 1]<="9"){
it+;
g=0;
1=0;}elsefi--;
1=0; }
continue;}
1+
} I*AFIEDO#EA ) */
fclose(fpl);
f=i; AT BURAF/
1=0;
3=0;

while(i<=f){
while(b[i][j]'="¥0"){
I+
1i}+=1;}
1=0;
i++;}
1=0;
3=0;
while(i<=D{* LF» LEROEHRE Z b DOHNEX/-HTATOIT
L L E OEFNIIAEH*/
while(b[i][j]'="€0"}
z[1=b[i][];

h=0;

1[i]-=1;
I3}
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h=atoi(z);

e[i]=h;
for(k=0;k<=j;k++){
z[k]=0;}

J=0;

1++;}

1=0;

3=0; PRI O R
if(fp I'=NULL&&fp2!=NULL&&fp3!=NULL)

1* RNT3ER*/
{
while((m=getc(fp2))!=EOF)
{
n(s]=0;
o[s]=0;
if(m>=0x0030&&m<=0x0039){ /*HFEDT7 1+ L ¥ ~*
qfs][u]=m;
ut++;
}
p[s]{t]=m;
if(m=="¥n"){ [*R O BEEA~*/
if(max2<t){
max2=t;}
s++;
u=0;
t=0;
continue;}
t++;
} FANEDED h*
fclose(fp2);
y=s;  MTEIRTEY
s=0;
t=0;

while(s<=y){
while(q[s][t]'="¥0")
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t++;
o[s]+=1}
t=0;
s++;}
s=0;
t=0;
for(r=0;r<=y;r++){
x[r]=0;}/*x D FEAIL*/
while(s<=y{*XF» L EBOEHRI Z IZbOHNFEL/2HOTATOIT
L E ORFZA&MY
while(q[s][t]!'="¥0"{

x[t}=q[s][t};

v=0;
o[s]-=1;
t++;}

v=atoi(x);
n[s]=v;

for(w=0;w<=t,w++){

x[w]=0;}
t=0;
s++;}
PRI DB 1%/
t=0;
3=0;
1=0;
s=0;
IR E DIVERER*/

*7 7 AN 1 DOIFES ah][]EBREE eli) BT ORKMEE 7 7 1V 2 DXFEY)
pls][t]$HFE n[s] B FI D ZKME y*/
for(i=0;i<=f;i++)
for(s=0;s<=y;s++){
if(afi]j]==p[s][t]{ I LB o7 6%/
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while(a[i][j]==p[s][t]){ S e L
it
t++;
@G G]=p ][ & £ T L AR 1T o

nH*
1=0; FEEDRLIKT S
*
/
t=0;
break;}

ifafi]j]==""&&pl[s}[t]=="){ /*Z~
—AITELAEo76%

eli]=e[i]+n[s];

*ILIRMARE & B3/
jadgel[ij+=1;
jadge2[s]+=1;
1=0;
while(G!=MAXLINE){
1* i 1 &R/

if(a[i][j]==0x0027 | | a[i][j]>0x0039){* BFD 7 4 1L & */

putc(ali](j].fp3);}

if(afi]j]==""}

if(e[i]!=0){

fprintf(fp3," %d¥n" e[i]);}

1=0;

t=0;

s++;
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break;}
Jt

}
3=0;
for(i=0;i<=f;i++){
ifjadge1{i]==0){
while(a[i]j]'="¥0"){
fprintf(fp3,"%c",a[i] h]);
if(a[i]j]==""%
if(e[i]!=0){
fprintf(fp3," %d¥n" eli]);

1=0;
break;
}
}
jt+3}
}
}
t=0;

for(s=0;s<=y;s++){
ifGadge2[s]==0){
while(p[s][t])!="¥0"){
fprintf(fp3,"%c",p[s](t]);
if(p[s]{t]==""N

if(n[s]!=0){
fprintf(fp3," %d¥n",n[s});
t=0;
break;
H
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t++;}

}
}
fclose(fp 3);
telse{printf("Not Open¥n");}
}

707 L% sasyugo.c

#include<stdio.h>
#include<stdlib.h>
#define MAXLINE 10000
main(int arge,char *argv[])

{

FILE *fp1,*{p2,*p3;

int 1=0,j=0,e[MAXLINE],f,g,h, I[MAXLINE],k;

char a[]MAXLINE][30],b[MAXLINE]{30],c,2[MAXLINE];
int s=0,t=0,n[MAXLINE],y,u,v,o[MAXLINE],w,r;
char p[MAXLINE]{30],q[MAXLINE][30],m,x[MAXLINE];
int jadge I[MAXLINE],jadge2{MAXLINE];

char max1l,max2;

fp 1=fopen(argv[1],"r");

fp2=fopen(argv[2],"r");

fp3=fopen(argv[3],"w");

printf("Commandname = :%s¥n",argv[0]);

printf("FILEnamel -  :%s¥n",argv[1]);
printf("FILEname2 :%s¥n",argv(2]);
printf("FILEname3 :%s¥n",argv|[3));

for(i=0;i<=MAXLINE;i++){
jadgel1{1]=0;
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*/

jadge2[i]=0;

}
1=0;
if(fp 1'=NULL&&fp2!=NULL&&fp3!=NULL) : *ANTE
{
while((c=getc(fp1))!=EOF)
{
e[i]=0;
1[i}=0;
if(c>=0x0030& &c<=0x0039){ PFEEDT 45 —*
b[i][g]=c;
gtt;
H
ali](jl=c;
if(c=="¥n"){ [*R D HZE~*/
if(max 1<){/* BEE T D i KfE*/
max1=j;}
if(afi]j-1]>="0'&&ali]{j-1]<="9"){
it++;
g=0;
7=0;}elsefi--;
=0; 1}
continue;}
it
} I*AFTEO#A ) */
fclose(fpl);
f=i; 4T BARAF*/
1=0;
i=0;

while(i<=f){
while(b[1] [j]!="¥0"){

3t

1[i]+=1;}
1=0;
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i++;}
1=0;
1=0;
while(i<=H{* L FPLBHOERE Z b OAEL7-HTATOI T
B L E OEFNIAEH*
while(b[i] [j]!="¥0"){
z[I=b][);

h=0;
1[i]-=1;
I+

h=atoi(z);
efi]=h;
for(k=0;k<=j;k++){
z[k]=0;}
1=0;
it+;}
1=0;
=0,  PPERBEOREKY
if(fp 1!'=NULL&&fp2!=NULL&&fp3'=NULL)

1* KD ER*/
{
while((m=getc(fp2))!=EOF)
{
n[s]=0;
o[s]=0;
if(m>=0x0030&&m<=0x0039){ /*HFED T 1 L ¥ —%
q[s][u]=m;
ut+;
}
p[s](t]=m;
f(m=="¥n"){ 1R D BLEEA~*]
if(max2<t){
max2=t;}
s++;

b
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u=0;

t=0;
continue;}
t++;
} I*ADERD¥E ) */
fclose(fp2);
y=s; P AT EARTE*/
s=0;
t=0;
while(s<=y){
while(q[s][t]!'="¥0"){
t++;
o[s]+=1;}
t=
s++;}
s=0;
t=0;

for(r=0;r<=y;r++){
x[r]=0;}/*x DEEAL*/
while(s<=y{*XF 0 LEHOERE Z CbONEX O TATOI T
IR L E ORSIZAEH*
while(q[s][t]!="¥0"){

x[t]=q[s][t];

v=0;
o[s}-=1;
t++;}

v=atoi(x);

n[s}=v;
for(w=0;w<=t;w++){
x[w]=03}

t=0;
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s++;}

AR Bt
t=0;
J=0;
1=0;
s=0;
PREE S DVERER*/

774N 1 OXFEY alilGHEBERE e[)BFIORKIME £ 7 7 4 L 2 DXEEF
p(s][t]3HFE n[s] BT DR AAE y*/
for(i=0;i<=f;i++){

for(s=0;s<=y;s++){

if(ali]Gl==p[s}[t]}{ IR CEXL T/ o7 5%/
while(a[i][j]==p[s][t]){ G &= 1) L]
I+
t++:

if@f)G)'=pIt* 2R F CLAR L TH W

o *

1=0; DR LIRS
*/

t=0;

break;}

if(afi]j]==""&&pls][t]=="){ /*A
—RAETHELIE2725%

efil=e[i]-n[s];

LB % B3/
e(1]=abs(e[i]);
jadgel[ij+=1;
jadge2[s]+=1;
3=0;
while(j'=MAXLINE){
= <Dk

if(a(i]j]==0x0027 | | a[i][]>0x0039){* B FED 7 1 L & */

if(e[i]!=0){
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putc(a[i]jL.p3):H

if(afi]jl==""N

if(e[i]!=0){

fprintf(fp3," %d¥n" eli]);}

3=0;

t=0;.

st++;

break;}
s

}
=0;
for(i=0;i<=f;1++){
ifGadge1[i]==0){
while(afi][j]!="¥0")}{
ifGadge1[i]==0){
fprintf(fp3,"%c",a[i][jl);
if(a[i}j]==""K
ifefi}!=0){
fprintf(fp3," %d¥n" e[i]);
7=0;
break;
}
B
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3}

}
t=0;
for(s=0;s<=y;s++){
ifjadge2[s]==0){
while(p[s][t)!="¢0"){
if(jadge2[s]==0){
fprintf(fp3,"%c",p[s][t]);
if(p[s][t]==""){
if(n[s]!=0){
fprintf(fp3," %d¥n",n[s]);

t=0;
break;
}
b
t++;}
}
}
fclose(fp3);
telse{printf("Not Open¥n");}
H

7055 L% goihindo.c
#include<stdio.h>
#include<stdlib.h>

#define MAXLINE 10000
main(int arge,char *argv[])

{

FILE *fp1,*fp2,*fp3;
int i=0,j=0,e[MAXLINE],f,g,h,l[MAXLINE],k,flritu[MAXLINE];
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*/

float hiritu,sekiritu[ MAXLINE];

char a[MAXLINE][30],b[MAXLINE][30],c,z2[MAXLINE];
int s=0,t=0,n[MAXLINE],y,u,v,o[MAXLINE],w,r;

char p[MAXLINE][30],q(MAXLINE][30],m,x[MAXLINE];
fp 1=fopen(argv[1],"r");

fp2=fopen(argv([2],"r");

fp3=fopen(argv(3],"w");

printf("Commandname :%s¥n",argv[0]);

printf("FILEname1l :%s¥n",argv([1]);
printf("FILEname2 :%s¥n",argv[2)]);
printf("FILEname3 :%s¥n",argv([3));

printf("7 7 AN 1 DT 7 AN 2T HHBEEOKTIAM A~ b ?¥n");
scanf("%f",&hiritu);

if(fp 1!'=NULL&&fp2!=NULL&&fp3!=NULL) * NT1ER
{
while((c=getc(fp1))!=EOF)
{
eli]=0;
1[i]=0;
if(c>=0x0030& &c<=0x0039){ PEFEDT AN T —*
b(i](gl=c;
gtt;
}
a[i]j]=c;
if(c=="¥n"){ %R O BLEEA~*/
if(a[i][j-1]>="0'&&al[i]j-1}]<="9')}{
i++;
g=0;
j=0;}elsefi--;
=0; 1}
continue;}
It
} I* ATTER DD 1) */
fclose(fp1);

f=i; IATER A

45



1=0;

1=0;

while(i<=f){
while(b[i][j]!'="¥0"){

it
liJ+=1;}
1=0;
1++;}
1=0;
1=0;
while(i<=D{*XFPCEBDOERB Z b OHEX~DTATO I T
ZiR L E QRG> v
while(bl[i][j]'="¥0"{
z[j]=b[i](];

h=0;
1[i]-=1;
i}

h=atoi(z);
e[i}=h;
for(k=0;k<=j;k++){
z[k]=0;}
1=0;
1++;}
1=0;
1=0; I*IREBD B ik */
if(fp1!'=NULL&&fp2!=NULL&&fp3!=NULL)

1* N HER*/
{
while((m=getc(fp2))!=EOF)
{
n[s]=0;
o[s]=0;

if(m>=0x0030& &m<=0x0039){ PPEEFEDT 45 —*
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qs][u}=m;

ut+;
}
p[s][t]=m;
if(m=="¥n"){ P*RDBEE~*/
s++;
u=0;
t=0;
continue;}
t++;
} I*AFTEROHD ) */
fclose(fp2);
y=s;  IATEREEY
s=0;
=0;
while(s<=y){
while(q[s][t]'="¥0"){
ot
o[s]+=13}
t=0;
s++;}
s=0;
t=0;

for(r=0;r<=y;r++){
x[r]=0;}/*x D EEA{L*/
while(s<=y){*XF»HLEROERE Z b DABFEXZOTATOIT
i L E ORFNIARM
while(q[s][t]!="¥0"){

x[t]=ql[s][t};
v=0;

ofs]-=1;
t++;}
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v=atoi(x);

n[s]=v;
for(w=0;w<=t;w++){
x[w]=0;}
t=0;
s++;}
I*BIRER D Bt/
t=0;
1=0;
1=0;
s=0;
I*Ta e & OIERER*/

#7740 1 DXFTES ali]jIEBEE e[i]RFIOBRAEE 77 4L 2 DL FET
pls][t}3EEE n[s]ECHI D B AME y*/
for(i=0;i<=f;i++){
for(s=0;s<=y;s++){ : _
if(a[i]j]==p[s][t]){ /@ LB T 5 72 6%/

while(a[i][j]==p[s][t]){ I*[7 C3XLFEDR*/
It
t++;

if(ali)i]!=p[s)[tDY*i2 % £ T L 2R LTk v

%/

1=0; PFEORLIKGT S
*/

t=0;

break;}

if(afi](j]==""&&p[s][t]==""){ /*A~
—AITRLAEo75%
flritu[i]=el[i];
774N 1 DEE R
efi]=e[i]+n[s};
FHBSE Y BT
1=0;

sekiritufi]=((float)f1ritu [i)/(float)n[s])*100;
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while(j'=MAXLINE){
1*H F7ER*/
if(a[i][j]==0x0027 | | a[i][j]>0x0039&&sekiritu[i]>=hiritw) (*SLLD T 1 L  */

putc(ali][j].fp3);}

if(ali]jl==""}

if(e[i)!=0& &sekiritu[i]>=hiritu){
: fprintf(fp3," %d
¥t %.2f 7¥— € > ¥n"e[i],sekirituli]);

1=0;
t=0;
s++;
break;}
J++;
}
H
H
}
H
fclose(fp3);
else{printf("Not Open¥n");}
}
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7075 L% igosougo.c
#include<stdio.h>
#include<stdlib.h>

#define MAXLINE 10000 .

main(int arge,char *argv(])

{

FILE *fp1;

int  1=0,j=0,e[MAXLINE],f,g,h,I[MAXLINE] k;

char a[MAXLINE][30],b[MAXLINE][30],¢,z[MAXLINE];
int $=0,t=0,n[MAXLINE],y,u,v,0o[MAXLINE],w,r;

char p[MAXLINE][30],q[MAXLINE][30] ,m,x[MAXLINE];
int jadge1[MAXLINE],jadge2[MAXLINE];

char max1l,max2;

fp1=fopen(argv[1],"r");

printf("Commandname  :%s¥n",argv[0]);

printf("FILEnamel Y%s¥n" argv[1]);
1=0;
if(fp1!'=NULL) 1* NJIEB*/
{
while((c=getc(fp1))!=EOF)
{
eli]=0;
1[i]=0;
if(c>=0x0030& &c<=0x0039){ PEFEDT 4 N5 —*/
bli][g]=c;
gtt;
}
a[i][j]=c;
if(c=="¥n"){ /%R D HEE~*/

if(afi][j-1]>='0'&&al[i] [j- 1]<='9"){
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i++;

’

g=0;
J=0;}elsefi--;
=0; 1}
continue;}
Jts

} I* KFTERDO#D ) */
fclose(fpl);
i TR
1=0;
1=0;

while(i<=f){
while(b[i][j]!="¥0"{

>

1[iJ+=1;}

s

3=0;
i++;}
1=0;
1=0;
while(i<=H{* L F 0 L BYUDEIRI Z b DABELZ7ZOTATOIT
ZH U E OEHNIZHEM/
while(b[i][j]!="20"){
z[)]=bLi]1 0}

h=0;
1[i}-=1;
it
h=atoi(z);
eli]=h;
for(k=0;k<=j;k++){
z[k]=0;}
1=0;
it++;}
1=0;
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1=0;  AARER D i thr
for(1=0;i<=f;1++){

jt=e[i];

printf("#ifld %d #iEIE %d T, ¥n"f-1,));
telse{printf("Not Open¥n");}

TN YT L% youkodo.c
#include<stdio.h>
#include<stdlib.h>
#define MAXLINE 10000

main(int arge,char *argv(])

{
FILE *fp1,*p2,*fp3;
int  1=0,j=0,e[MAXLINE],f,g,h, [MAXLINE] k;
int sum=0,f2sum=0;
float youkodo=0.00;
char a[MAXLINE][30],b[MAXLINE][30],c,z[MAXLINE];
int s=0,t=0,n[MAXLINE],y,u,v,0[MAXLINE],w,r;
char p[MAXLINE][30],q[MAXLINE][30],m,x[MAXLINE];
fp1=fopen(argv[1],"r");
fp2=fopen(argv[2],"r");
fp3=fopen(argv[3],"w");
printf("Commandname  :%s¥n",argv|0]);
printf("FILEnamel :%s¥n",argv[1]);
printf("FILEname2 %s¥n",argv[2]);
printf("FILEname3 :%s¥n",argv[3));
if(fp !'=NULL&&fp2!=NULL&&fp3!=NULL) * A 7758
*/
{

while((c=getc(fp1))!=EOF)
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{

e[i]=0;
1[i]=0;
if(c>=0x0030& &c<=0x0039){ PPRFEDT A NET —*
b{ij(g]=c;
gtt;
}
a[i](]=c;
if(c=="¥n"){ 1R D HEGEA*
if(a[i][j-1]>="0'&&a[i][j- 1]<="9"){
i++;
g=0;
j=0;}elsefi--;
=0, 1}
continue;}
it
} I AP ERD#E A 1 */
fclose(fp1);
f=i; PATEIRTE*/
1=0;
1=0;

while(i<=f){
while(b[i][j]!="¥0"){

it
1[i}+=1;}
3=0;
it+;}
1=0;
1=0;
while(i<=H{* XL E»LEROEHRE Z b DAF*LOTATOIT
L E OERFIZAEM*/
while(b[i][j]!="¥0")
z[j]=bli](};

h=0;
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1[i]-=1;
I+

h=atoi(z);
e[i]=h;
for(k=0;k<=j;k++){
z[k]=0;}
1=0;
i++;}
1=0;
i=0; PBIRER D Btk
if(fp1!=NULL&&fp2!=NULL&&fp3!=NULL)

1* NF3ER*/
{
while((m=getc(fp2))!'=EOF)
{
n[s]=0;
o[s]=0;
if(m>=0x0030&&m<=0x0039){ H*HFED T 1 L & —*
q[s]{u}=m;
ut+;
H
p[sl{t]=m;
if(m=="¥n"){ [*R D HEE~*/
s++;
u=0;
t=0;
continue;}
t++:
} I*RTIE DK 0 */
fclose(fp2);
y=s; PATERTF*
s=0;
t=0;
while(s<=y){

while(q[s][t]!="¥0"){
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t++;
o[s]+=1}
t=0;
s++;}
s=0;
t=0;
for(r=0;r<=y;r++){
x[r]=0;}/*x D EATL*/
while(s<=y){* X FEPLEROLRE x 12 q DAFEZHTATOIT
2 L n ORFNIREM
while(q[s][t]!="¥0"{

x[t]=q[s](t];

v=0;
o[s]-=1;
t++;}
v=atoi(x);
n[s]=v;
for(w=0;w<=t;w++){
x[w]=0:}
t=0;
s++;}
I*BARER O Bt/
t=0;
3=0;
1=0;
s=0; |
for(s=0;s<=y;s++){ *7 74N 2DEEEEH
f2sum+=n[s];}
I RE S DVERER*/

P77 40 1 OXFEE ali)[] B e[(EHIOBRKIEL 7 7 4V 2 OXFEF
p[sItI3HE n[s]ALH D B AE y*/
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nH*

*/

for(i=0;i<=f;i++){
for(s=0;s<=y;s++){
if(a[i]j]==p[s][t]){

while(a[i][[]==p[s][t]){
I+

t++;

FE LB F o7 6%
[ C3CF- DR/

if(alili)'=plsl[tD &4 £ T LA LT s

—AFETELAE o7 6%

B & R 3/

It Sy ER*/

J=0; IR DR LR %

t=0;
break;}

if@fi](j]==""&&p[s][t]==""){ /* A<

efi]=e[i]+nl[s];

3=0;
while(j'=MAXLINE){

if(a[i][j]==0x0027 | | a[i][j]>0x0039){* BT D 7 1 )L %/

putc(alil[],fp3);}

if(afi]j]==""){

if(e[i]'=0){

fprintf(fp3," %d¥n" e[i]);

sum+=eli];}

1=0;
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t=0;

s++;

break;}
s
}

H
}
}
H
}

youkodo=((float)sum/(float)f2sum)*100;
printf" 7 7 AV 2 ODHEEE%d BMESDHE S % A%
FE %1% %¥n" f2sum,sum,youkodo);
fclose(fp3);
telse{printf("Not Open¥n");}
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A5 =2y FECBTHEERETEMOBRR
LR R A o AL R

BT LH¥EH BB

1. B
MWMxMWMe%M&DWNM@B%eWm&mmSwmm%%Wtﬁﬁﬁﬁwﬁﬁﬁ%ﬁﬁTétb\
FREHE B e LaHEi £ 4T o f:o BUE, EBM L LTER, €79, 7 L ERESA TR TH 5%
INHDEMIFEEND—TBATREM TH 1) . 2 OB EFWEEDE S DIEINT FRPHE RS OTA
L0272 VRS DL, EOIT, BONLTLOBRLRIZR Y, LELEREBLZ LI PR )OF
FMEREZEZEL CLEIRED D Do TNODBIED—2 L LT, AV ¥ =%y b HICEESH 2 2A5L
% OFREDSOBESTIEE Y 715 4 412 DS LR L CHRL, BRSILT— 5 2R 52

LIZL D BMERFELIT) L EENLT 2,

2.

| WW LC DBMS & /-8 Dsa, 7o & ZISHHFH R 2 37T, FOBEERALTH O 21380
BUEZ)TIVE A bIGEIENTED,  HOH U DataBase OB) IZEINME I LCHBIHIT. IF
B ANER R EICE D FREICOEREERRTIE L TE S, SHIBLNIHEY 75 758104 UTEE
BORE, NMEFE L EOMER S FBICHITTE | ZOMBIIER O 7% & TIFEEIC b T 2 & AT
L% %0 W DEED 1 DIZRNF AT A TEBBIARZ D Ehib b, BEBMEELBEINIT
DILFN—ZADEFFOIZAN W L TIAERILE, B, SHE 2 CFE RSk LI LI L V2, SHL
B eiRETE 5, WWEHCVEZLICE DEFE LEWEREDY 7L A4 A TRHIALL) & ) AFTA.
SHIIDBERVD I L CEBENIEFEDT = R EDP LI ) SWEMERERL TV T EATA,
DWTEHEEDOTIGIZO EFDRRET A — FNy 7 LTV ZEDTRETH D L £ 5N 5,
SOITIEDRERRL A ¥ 7 — % v MORBICL VEME LTINF AT 1 TEMAMTE 27553 T2%

CEBEDLOME L EERLEFRE UTRITIS 2 L WREE 25T 5,
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AHEETIEWIW & DBMS DT & B L7 3EB 8TVl A ROFRIEIC OV TGERT %o

3. W HDDB~DT 7 L AN A

AT

Gﬁ)l F(E)
1 Internet Information Server *
‘ .

(Z)l T(D)
@

ODBCKI (/%

(8)
<:3‘>T T(c) @1 I(A)

DCHA  HTXBR o
D9k Tr4 N ToHR—R

1 DBADOREEIE
WiW & DB & DFERRIZIZ VL DD FESEZ OND, IHTTWWH—/vE LTE LAV SLNTWZINIX

HTTPODBC.DLL

(FARL— 37 7)) B WWH—/3Tld DBMS & D#EFEIZIE CGI (Common Gateway Interface)
ZROTIFHILTV 5 o BISEE S ORI TR N E B O N BEO RIS ERAT L, SHIL T
W72 73 Z2 NI ER D UNIX 12 & % WWW H-— /3 & CGL DA S 1Tl UNIX EHERIC T WiligER
TIEDFTELRVIRRDSEZ HGNTZe o T BIFEA Y= DR BT TOT— S BRALETH o 1
Z &H % Windows NT Server @ IIS(Internet Information Server) % Fiv>7z Web #—s3& IDC(Internet
Database Connector) & 7— % ~— 2 Y 7} Access97. Access2000 % FIV 723 X 7 4 CHAOIEH £ 47> 720
IDCIE IR T 7 ANVEHE TR T 7 A &) 28D 7 7 A VERWT, DBIXT 7EA%4TH, IC

77 A, EDODBEED I IEETHOP LB L TBL 77 AVT, HIX X7 7 A ViZ HIML

BT 7= 774 NVT, DBOBEREFRTHDDT7AIVTH A,

LRIz, TIS ASDBACx L CERAT ) BB OFIEEL R T,
O  CICTFRT 7 ANORHT
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‘HTTPODBC. DLL % 24T -
IDC R T 7 14 VEEAAL

@
®
@  CHEESNDBNREGSETT
® ‘DB #{E%1TH

L.

b HE%ﬁ774wK%fﬁot&ﬁ®%%%7747Vbuﬁ?lﬁui#hfwt&wi
(A) - BEREROm S

(B) #HERERET

©) HIX®R 7 7 4 V& AR

(D) :#5R% HIX A 7 7 £ VT Likdx, HIML Fostio st

E):7 547> MAERIREL |

BLED &5 12 U CHABIIE S\ WN EO#kbt & DB & 45:64 2 = L AR 4 B,

4. TWEL7-3GEEFEH 1conT

4.1 SFEHAONIE

WL 2 SR EE B ERT, 4l SROFBHIRSEDT v — bR U b thik | Bkt i
HRAEFIE L4 DOMBE TR ENTOB, TV 7 — h_— VIS BEENRED L 5 1 HEE HE
W BDDPEEENBEIT DD oo b AR L7388, 7 v o — bi— UTRONIFEED
ID %% =7 — F& LTHERSREBEMT 2170 T b, HBEE 1127 V7 — b=V %mT,
BRI~ T 2 BRI L 7o 1 DIMERDLER— ZADHMTHY . b5 102 W LTRSS &
2 LEFNEM B L7z B L OV ORI % ST 5,

RIS, HIR. BAEL CEEAEECHVAEE ISR ) | AFECTEINS 1 5RCHES
NTRDo LFN—ADPMORE, BEFEL 4T, BEITCIB ICERS N, MEOTFR, RiE
PRSI SRS L) 25T B,

BERNBM OGS, ER BT~ AOHM LRI U T 255, BIE & BIROMERII~ Y 2 TR i
TEMEDAE =, b LAY FRYPOHNE 12T, FEREIIREBIOTHE LR X
BRIZEBDONDRY V4§ Z L 12X DIREA B IS S AR 2o Twb, -
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HEER 2 [ZARTARIBO—E %R T, URL: 163.47. 27.25/test/ 2 BML T /-/i& 72w,
LERARREDTR L MR

RRRHAFAESROFEDH 1 25 TEBRFTEOME £1To Tb b o/=(F8R 1), ZORREER 212
TTo X —HIEMEOEAo7-FE 1 1 OBREER 3ITRT

100 ol : 100
Py e, UE M Lot
80 v»\’ Ry _ 80
% 60 | i%a 60
0
% 40 g
20 20 /
0 ole= |
12 3 45 6 7 8 9101112131415 0 1 2 3 4
[EES[E BIRES(H]
2 EEBEOERE H3 BE110RESE

é HIZFEE D Reading ETI & Llstemng RENDIE AT 720, TF F é:l’]l’\]ﬁ@?ﬁ ’a":\ E—
4 %ﬂij VR, 2 o@F‘ié%Eﬁ;%‘%ﬁﬁml%ﬁ%?ﬂfﬁi%%lﬁm 5 AR ﬁo TbHo7

(%%%2)0 %@fﬁ%%l4 ISR T X XL BRIk <1_\/>7b 3 o 7RI T DRER A 5 IR

| JTRLIAERDOME]L 1 3L R—F TRAELFEUETHRY LI LR V) VHEAEIZEICEED T b5
EIEY, VIS TH S, FREDS—BEOERE LTELLNSZ Lk, 2o f:fi%ﬁf‘&;t’-—f
Tl B TRTENS o, BEAEEIC B O A SEE T 2 IAG0 L W3 HTh b,
®5 TR LHROBMIT IS (9 LA L 610 LE A7) LB BECT. MEOERIIE
1. Will you like coffee or tea?
2. Would you like coffee or tea?
3. Can you like coffee or tea?
4. Could yéu like coffee or tea?
D4 >T To RN, LFEOTEFRIIN L TEEOEHRMENZ L2 5, [Will youJ & [Would youJ

PELCHERNRTOWRWE W) EREZ Shb,
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ZNDEHZ DB IXERAONLET =500, DEDX I RERIMELNT, TRED, BRI B 2228
BOFBEOERENVIRTE, E6IEDTF—=72EZTWIHE. AN, 7 F&: FR OSBRI OF=%

DHERELBIEDT =7 2 BT LOTRETH D,

100 —@\ ;Xﬂgfw\"&\‘ w&\%,o--%‘ 100 #Ii
- 80 k,\ f::ﬁ / .&l ’ = 80 =
S, 60 W ‘% - %i»— %r‘ 60
% 40 \*‘f/ : G M1 40
W S]] [Easm | ®
0 L . 0 @—
1.2 34 56 7 8 91011 1213 14 15 0 1 2 3 4
| PIEE S(E] BRESIE]
B4 ZHEBOERE 5 ME7OBEE
4.2 JCHRE

35 KA FEHOAAMEL S L TH AR, b RE i L’CFu'igé’%{’filﬁ L7z ZEARRIZIEEIRAT
AL L%’é”%‘f)“ﬁ’i%"%igss‘: Iy r—% %HX%T5ﬁ?£6iﬁﬁiﬂ§@%§§ﬁ2ﬁ@ii"‘—xﬁﬁ & A A
EECTH S, I, COBMIIIEARE %o T b, ML KERITIE 7 SUERIEE L T8 27250
CEHET>Twah, BFLTOIRHIFEEDOH O LIZE BT 2 v ADE L Hotze A1k, KFA
AR T (O AARTEEZ BT 52 LIk Y SCEFQEJ%Et SELLAAPER OGNS, FEEET

A—VIZEYER BE. RERARBIZOWTORVWEhbErd o7,

FHTRARY3 AR L7 BB 7R (RLE165.47.27. %5 fexany Z BIEL T2 5 3 20,

4.3 SUERHE | | |

WWTIRZ 5> 7Y & LTS DE LTIV F AT AT :V%yvﬁﬁéaéﬁuﬁﬁkbf
HEMREFD—EET =X —2 a3 YL DEYEL ., ot & Lfﬂﬁﬁﬂ‘%%ﬁ&%ﬁo 720 CHUIHIEE T =
A= a vk UTERT B 12T CHEEEORE 3R 47 DB f\@?%%ﬁ‘?f&i%‘é‘ﬁﬁit&ﬁ%@ﬂff’uﬂ%t
FILTH BRI % LFRER T (B &) B TIR T E 2 2 L I3EE S & LTI IR FmE

DENWFETHHLEZ LN,
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7. K& RO It®
AR L 7o 3B SIS & L COMED HIREB Y AT L ENBOIT A I ENTEL,EHIT
B EBBDONDPEEREE L EAHCTA Y9 T 074 THBEMITRAETHRE AT L E O
bEZOND, FIZIE, {BEE L FEEIVMNEITCORETH, 20 L) LM HOTGRE 21721,
FORBERIBEFIFDENTED, Lo T IHEEIFNERITEELELZ ) T YA LERL TV
EHEREE 2o LA > T, #EM & L TORII A S ILEBHEFDICHbEZEZ b1 b,
ZOEIZWWEHNDZEIZEN Y TIVY A L EAFEFEOBERLIY) W EBMOTEATE,
EOIZB VA I EIZL DERERINICT— 71T U ThRA RABEAMT ) e 5TE B, FRIZE - TR
NLFREDFEMEMRERE R EE2 A Z L2 ) M B L UEEOBG~D 7 1 — b3y 7 H5]gE
Eiedh, RESELTHIIVFATAT AT 7Y OREENIZLL, IR LAEFET—%
DENVHT Y B G FBE Lo TETHE I wEA ETOoNS, 7 W LOER Z1ER L T
BAOETEERE Lo T WEMMER L2 &2k 0| BEDO—BHIIRITIEATLTWE, 4
FERBE Do TV AHER, MIREOH L L L ), SEEG LW EFHE L, L0 AERLE8M
TERLEATV 2V ARRFZEIR 1998 4 & h BRRG S L-h5, 8% 2 FERIC L D ETEEMIIRECREL, 1
¥y =4y PORELCELGBROREL A V59— 4 v PORKEIIWW L TOEMIL &L o THIZH
LWFEEEZ DLEN LR SE TV S, FIBOFTEORCOBETIE /4 DLW ETEDEFT
— Y EFRIMIETE B L) 120 o 1 HETRIAMRNFERILE L CABURSLEE S & 3k L7 W+ —
NOBRBEEZTND, KEEEEEEYHAAILIZE DSOS, EHAETLFAFAT avF
7Y DIROHTEEL 2 ) | FREOE S TN TORSERR, BXDANLIHIBYE, THEL 57—

SRR L TREE 2 b0 I 7 — S L IEEOKERIED W LB & L CERTREL % 5,

8. &EIW

1. KIRSCZE % Windows NT 4.0 Web 77 r—L a VOBEAA K V7 by 1997
2. EHFL F AccessI7 /X—T 7 pTRY— HWHIAFL 1997

3. T L 3% | 358 HIML & JavaScript ##t FFIPZA57L4 1997
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LRDT7/r—MMz AhEIE ﬁﬂ’ébﬁt\bi?
B EMEEBRBT ANLTH, ERBALEEL)
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) BBIVARRORMALSE
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http://163.47.27.25/test/English/ques:.idc

EQLALORBEI-HELETH 2
)R EMMEIERERTT, :

(LA AE
[B#EL]: Reading
EBE2]: Listening |
K$E]: Writng

HBEA [ Reading & Writing|

TFr—rHYMRESTEVELT:,

Tlk. ANREUEMLT, BEICFYLoSLTira,
BB o

 BRE2 | HBA
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http://163.47.27.25/test/English/q senior2.ide

UTOXEEZERATC, AVLEEEELTVNILOEZHEEMT, RAT2ALY,
Thanking

1. HLBEOREBIC, RANTLE N ERABLTOELE RANTLEUIEZLHLT, HLIZRD
FITBVEY . HLBHEUDORBLEEAET AEBVET D,

Your friend: PUSH—2) 03 3L MEBMNANES,

You: PUSH
O]

QO 1pusH O 2pPusH

OapusH O 4pPusH

2 BBOBRITY, HLULIEOISHVMBORGERBTHRELESEBNELEA, HLMCERIC

%ff% {glfgé/g_%m:mau:a&nﬁ LTChAESIZHATEEC D, ARAHNELEHLThELE:,
e - n \ \°

A: PUSH

You: PUSH
O]
O LeusH O 2pusH
O apust O 4puUsH

Apologies

L BRARET, HL-EEHTTROADRERBATLENEL . TOATEMN>TLET ., HT- 12
B3LBVET . WEBRVET D,

Someone: PUSH

You: PUSH
O]

O reusH O 2pusH

OapusH O4pusH
2. HET-IRBDO 2RI (Speaking test)ERITTVEYT, BETOR--KB(TOOXA. Hst-I2 8%k
IZEWTWNMAZLET D, 1) NEMERNERBATLE:, HEEEALE->TMERELET H .
Examiner: PUSH

You: PUSH
@®

O 1pusH O 2pusH
OapusH O 4puUsH

3. HERIEFREGTLBUAICNET . SBIEHHEHTHTLROTARMELTLET, Al 4
D=8, HROROPFHN OISR >TLENELE, MOU—F—THIHI1=IL, BYTHYDAIZ
RATCEZBREIELET £T . FILB>TRLEDET .
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R http://163.47.27.25/test/English/q senior2.idc

You: PUSH
®

O 1pusH O2pusH
OapusH O 4PuUsH

Passenger: PUSH

Requests

| REOBRICIFURADTY~REMPOTEELT, HAFIE, JU—KENBXEEBELINES
PMNTHIEVEBS>TWET, EDLSIZMEETH,

You: PUSH
@®

O 1pusH O 2pusH
QapusH O 4PUSH
Marie: PUSH
2 % BOHBAI-. HLEEORIZVDECDEBEANBRTEELE:, HEE-OEBEALBLARYER
HTNET LI FREELE R, BREAIS. I—E—LAROEEL A KV HBREEDEBVELE,
EDQXSIZMEETH,
You: PUSH
O]

O rpusH O 2PuUsH
OapusH O 4pPuUsH

Aunt: PUSH

3. SHIBETHAVLAYLTONET, HH-E, BRXOBEMITIELLLEL. BRORAICBEMITT
£S5 THLLHBRESELTHET, FERNET D,

You: PUSH
®

O 1pusH QO 2PusH
OapusH O 4pPusH

Friend: PUSH

4 RURABTT BEQOXRLENS, ZREEICRBEENTDLITEBDAEL, HULM ERICRELT
HHLRBIRMPTT, RAICPHSERLTHOBIEBLVDFEL FALBVETH,

You: PUSH

®

QO 1pusH O 2pPusH
Q3apusH O 4pUSH

Friend: PUSH

5. HELIEEAORKICRELLEL -, hOICRABDEBIANBIEIHEL:. BAXBOSHZA
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http://163.47.27.25/test/English/ q_senior2.idg
& HBEITFEE>T, BEEOLIFILBUETH,
You: PUSH
Kenta's mother: PUSH
®
O 1pusH O2pPusH
OapusH O 4pusH
Offers

I TLA—8—7 SEL—#IcRYELE, ALBTRYZSEIZHY, £EHSBYTE BESEBIVEL
T2 EOKIIZBNET .

You: PUSH
®
O 1pust O 2pPusH
OapusH O apusy

Teacher: PUSH
Greeting

1. BEIIEH, RBIZR-1-55, FIEBLETH,
You: PUSH

@

O 1eusH O2push

O3pusH O 4pusy

2. Hltlk

IRBOBRTIY—RLEIIRATT D, JEBENTSNEL, HHEIZETERATT, {
LERELET D,

Marie: PUSH
You: PUSH
®
QO 1rusH O 2pPusH
OapusH O 4pusH
Compliments

1. RADBFMN a—bhybzLTEELE, BEFIFETHRE>TVBEBNELS, BFEAICAEE
STEDTHITETH, : -

You: PUSH

©®
O 1pusH O 2pusH
OapusH O 4pusH

Aya: PUSH
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Assertion

http://163.47.27.25/test/English/q_senior2.ide

1. BELIBHEANNBELET, 4 B EHLLOHEA T, SHEAEBLFIZANRoThEES

% FLORAELV LR R DICEFMERVET A

Your sister: PUSH

You: PUSH
®

(O 1pusH O 2pusH
QapusH O 4PUSH
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L http://163.47.27.25/test/English/ g_collegeide

ETOXEERAT, RETEBEAL2E,

i1

HEI-BEANDBBRTAE—FEEENELEM, RE—F£T 30 ZMOEOTTRIZFA5 LB E
T MERAIEVDLTLLSH,

3
P2
BEADTRLTCI0FA Lol ) EFIVELT=, IEEZETH,
N | g
»: Fl
PifE3
FAINTPAUADER A Major League DBRDRA S IZHFESNELT -, 8IS, TRIZBILZELVELL
Do

A

5
HifE4
RABISAKBORE—FarFAMHBL. UIMRIZPOYRIELE. BREOEEEDOLTHIFELLS,
HitES
&ﬁwa@%mﬁ!a}f:w, ﬁ?%wﬂﬁ’&ﬂ&ﬁbkﬁf:b\w‘(‘?‘#. RAFLTDEREIZFEENST=DLMNT

Do

g
e
BILOSADREADZERE CHE BT EHDORANSMEELS -, HEILESFAEEZETH,
PirE7
HATRA, HEACEEBTELIMSAELAS, FKEHRAGMYEBA, HU-LBHEIEEVET M,
‘, | e g
Fl
HifEs
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EAS LB ETERERATOET . MUY ELE, BALELET .
i

g
B E ke E D SEYT-MD player£ B S DBL (BE) CEYBLTLENELE A ELWVET D,
| et e

HiE10

B35 & I SIEYFMD playerZ BE OB ECREEFT oIt bET ., LA STEN L
o TLEWEL, fELWETD, ‘

HIrE11

Bt B A=BI2 =T 4— DD ERELTVET, BEERTF—TNEET KM ERTT. T—
TNERFHERDEEEVELLS,

o L 05 ‘Wm*qvwm,vuwmwﬂAJmmwgmhqwﬁwa”mﬁqum[:]
i

[E%75

L¢§@§EMR?6VJ
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(BRBXRIBE

V-i

V-ii

http://163.47.27.25/exam/waseda.html

To complete the English version of this Japanese sentence, answer the question
below. )

HEYAEBREFLLEVERESBINVE20EEDEDSFA, JUSLDERE
RAEBEDDIARIZ ARTIEBVELSITRRAEZEVSDIXRKRRNIETHS.

It is interesting that science fiction of the middle of the twentieth
century, . seemed untrue to more experienced and educated people.

Complete the underlined part. Write your version on your written answer sheet. Your
version must not exceed ten words.

o e & 3 AT g A A R T

o

Read this dialogue, and answer the question below.
Girl:  What's that book you're reading?

Boy: It's a science fiction novel. Planet of the Orange Daun. It's one of the best
I've ever read?

Girl:  Have you read a lot?
Boy: Oh, hundreds. Maybe thousand.
Girl:  So you're science fiction fan, then?

Boy: Yes.

Girl:  For so long? 1 know you're 19 now, so that means you must have been four
" when you read the first one. Are you sure you aren’t exaggerating?

Boy: Well maybe. But it's at least years.

To complete the underlined part, write one sentence in English on your written
answer sheet. You must write a complete sentence. and it must contain between
eight and twelve words. .
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(MBEXILE (148, X, #2. B, &F. %) (SBE) http://163.47.27.25/exam/kansaid ki

(m)A.

ROBEXEEXERAT, BEICEZLEL,

2D ORBPEHETIE, RMTHETEATHS, EALSOTHOTH, RENEDHILEMN
M TUCCELBYS5, K5 DMEC DLl ko T A BO BB LB DS, 1M
FOMIE, RAFIURRAD—FEADT L, LIS OMIZ2IEFEEIDTAELNEA, TR
FTRoTLES, SLALIANEBRICEY, TALEELHICHR 1 AD, BOERGN TS
EALRMEMBLTSNLESESS, COIE, RIMAEED >CYTERN, DB ITIEE - BME
BLT LSRR OREI F TR SEE S SETRERSE A 1o 0o TEI AULEUREE

I DIZDD,

FAUHAERE TR, HBLLIEAROREBBICHA KA LHITBIL, FREBZOETELLIE
LATH, KBNGERERH L OELEULENTT 0, DR AR T, BETEAT
BLERCRITHTEE OB TIZELAL, ﬁﬁ"ﬁbfif:ﬁ%?LT(%%Z&Eﬁﬁbﬁk\fzavo LER
BT A BN RN TS LA H TR > TS, AN GBS R T BE LA L
CESL. LS LB DLTHLERBICRHAMNESH LIS 125,

In this mobile society of ours, friendships can be close, constant, intense and generous, yet fade away
in a short time if circumstances shift. Neither side will (:a ). Both may exchange Christmas cards for a
year or two, perhaps a few letters for a white——then no more. If the same two people meet again by
chance, even years later, they pick up the friendship ®( 1)(23(3)(4) and are delighted. This can be

perplexing to those from countries where friendships flower more slowly but then become lifelong
attachments, with mutual obligations, extending sometimes.deeply into both families. -

In the United States you can feel free to visit in people’s homes, share their holidays, enjoy their
children and their lives without fear that you are taking on a lasting obligation@( 1)0(23(3)(4)(5)
_6 ) because you cannot offer it in return. No one will (b ) for they know you are far from home.
Americans will enjoy welcomirig you and be pleased if you accept their hospitality easily.

D FREOOEF( 1 )~( 4 )iz BAXOBKIHDESZROF ~4 MEBULEDE—>
TORU. TOREET—ILEEN, 1F5L, RATLOH—DEFL TS,

Fileft . ) A .where ) them It
#.off

@ T

M7 @7

@ _THEQ@OEF( 1 )~( 6 )z, BAXOERIZHZLSIZROT ~hh5BLEHELDE—>
FORU. TORBET—HILAS, 10, XBIBLOLNLETCRLTCHE,

7 .accept A .not . do I hesitate

*+to 75 hospitality

@7 @7

Q@  BEXOEBWIHUTIEXITHILSIC, B a) (bITAThELLREEAN. Th
BEBRIZIRALLES, DI a HREE *h%

a:: ]
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[BRHEE L 4 BFEHERER | EFREF OBHIL]

B BREKEA T4 TRy M7= vy —HEBRLE5 T (EEREdR)

1. [#E OE#RI]

£V —Fy FORE~NOER, BIEIOBEF iz Lol T 2ERLEROER I
Vv, BE - AR EEBREERHAROP TERNICEEAN TR NEE N ESFIIOT
KB LV LERSE 15 PRREEEERE - RERTREN, [MTERILOERE I
L7- 9 S 1B 1 2 BHME oS T A REM R IR SR QT [BIE
S PEE SN,

ZOHER ST 2 1998 4 12 A1/ - hEREEIREEHEOYETSS, 1999 £ 3 AILEHE
BRSPS DY ETAMT DL, /b - PRI 2002 205 BHEFIIE 2003 225 f
Fansd, BHASGIZEEL T, UTOEAFHITEN TS,

- BRERRY THEMRFROKE] THRBRIYLFE, MEHRRELEEOTE,

- BEEETHFTORRERD, RENGEENPRANOTHREL EH.

- TV a— Y EOBRFROERF B, hEEHE - RER CHERICETINEL
DB, EEFRTHE MEHR] 2Bt R

2. [ (B) o%F] & [H#REE OFHR]

L BEOBRIL Y BT EEO “BHREE" . &8 [HR] 0BFRFLHLL
TLHED “IERHEE L BAESHOBHESIEERLLE TS HHREEOERIL” OKE
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FEOLEEII Ay =Y a VAP ROOND X RBETHS ) LV FHELT
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TITONTELEBEB BT (B LB SEIEE] L LT, 7FA MDD,
FEPINFFH L. BEAFEORETV, HESHE - BHRETILVIDDTH -7,
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ENTELD, avCa—setry VI — s FHOEBELH 2 2FHEOZHTRERIIB
BX #3000 AFiREVIKETHL, ZHUE, BV Ea—F - )T T V—HF Y
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ABLEI R, FREROBERMIIE U CLELBIEICOWTHATS = ENTED,
72& 213, BITNET TEE® T 256, BAICRA— LB HY 25841213 REPLY
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VI DI, BEFHNETZaT A Do 22320, NCHC R ) LThrNITHE
LIl ThHhoT, BEELZDIEIA—NVDRY) L )OFTHEOENXEEZFIHATLI LN
HHZ ¢, F7 mailhandler 12% ) LIEE D> TWE I L2 KEE L TLORBED
LYo AIETHL, HREOBEDHTEFA—NDIRVEHZ L E V) T Lid, BR
ERBADIEDPHBPTIELL, BFA—LALDORD LD W)L H2 A LPHWT
Hb, 1994 FEEDIZFET BITNET OBRIERH R 7FHED 1995 FEDORIZE > THH7ZID
Windows F® GUI V7 b2 fHTAA—NVN VAT LDT AT Y b2 BUG L TEFA—N
W WEBH LTS, 2OBATHEY =27 VEEEP Th 72720, 1 I3
BEolzHREVEEZ DD, BEEDIRETEF A —LVOFEVLHEZbYL o200, &
LOBERESTRLTAITEEZ TV, Y AT ABEEOHKR Y AT LEH O
T, AR b2 #%Z A LD, A/ E2—FRxy VT =2 DL HITHVHEED
MIZE LWELE BT T RIZOVWTREETH A ), FLTENILIF, IV Ea
— ¥ DEETII 2L, EEBHBFOREILL OB EDDTH S,

BEM—5

JERREE, o ¥a—% 2iAkE LARKFASE OO OEKREEICET -2 E%: RMEKX
BERAFLT Gy bT—F -k rF BT ABREERT B L LT, TR 11 FEFHEL
HBHEMAES, 1999 4.

AHREER ARRER R, (o R KSR TAREE] 73X M JREKAFEH
%, 1994.4

BEOtkRE, aHgEs, [(1vy—ty MoTe/E] , ¥4 24, 1999 5 A
10 H, ISBN4-7819-0905-1.

D, [TEEOBEHREE] Ay b7 —rBRoEEEZOSILT), 1994 £ 6 H 27
A, #EE SRS EHSRT, IEHY v —7 )V Summer '94, Vol. 3, No. 1, (#% 66
%), pp. 20-21, ISSN 0981-4376.

EHED, SRR (FEE 0 1) SHEEEE OBRMIL - FBFEE & IRREE O
HEEDELT - T - FHEBREAAR L EEEREORAIIET2BO T
MEy s -], RRAASES S, ALER%E No.33, pp. 89-101, 1995-2-14

EHED [FYFL 2y bT—2HEOTVFATFTAT - VT T —~], KFERE
EEPCHY T 79y AEBERE, PCHY 775 v AFH%E, pp6-11,1996 £ 7 H 7
H.

FHE, [ X717 L XHRHE ], REBAHLER RS BERFERKFE) FKEFE
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BERERLFUENRERIHEFHE, pp.43-50,1996 4 7 A 18 .

RHRL, [NAVTFA2hyvay [a0Ca— S HaTonchMEBLoN] #iE] ],
REEHP CH Y779 Y AEFTEAR, 96 PCH > 77 Ly AHEK pp.6-13, 1996 4F
12 A 10 H.

BHERD - ROLE - WTEs, [1EHEE] OB ERLESEEA (92 Va—5 L H5E
WFsEs] , 200042 A 18 H.
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Fx V7 CHRTAHBNETHEDOT LD
HEFEMT  OKAIEANE
ZITE, FEOEI(F YYD EEFFIELEbo TV LT IHATHIROF T, ZLITHA
Lk 4 HET, BH LT 5,
(DKenij Hakuta
“Prefabricated patterns and the emergence of structure in second language acquisition”

Language Learning 24:2, 1974

WEE  HENOBRGKRTEELE SEL L TEEL TS HBEAADL DT Uguisu (LED
HIRERZ, 17y MUEFOKRZLD L ETHH)

BRI C 151 (60), EEICHEL TS WARKALAL 54T D L0565 FFT,

FE 2 AL CRK 2EMOBRNARFEY T —THELEIRIT (ELDEVTORF) -
#10 #3 7T, 581 ORFER, &3 (121 F). B3 (56 XD . BHFE (40 HE) ©BET
% (Smith (1926)12 L AU H A F 4 TOFE 52 T 2000 FEOFEREERT L L VbR TWV2),
Brown (1968,1973)13 what's that ® what dat D & ) IZ&HEF VD ED/-T D ELTHATVWA D%
prefabricated routines & Zf§i} %, F72, fki whatsplusaslot DZ L HbFRL, slot D& AT
XFEFLAFMPFBASNL L L TWABA, Hakuta (& routines &\>9) X 0 & prefabricated
patterns D H @I Z L 5,

SHFIEEE. (1) copulabe # W k4 %3, (2) ERICHWSHMA doyou. (3) how-to D
how-questions DIHIAARL, Th b,

1. copula be % Fi\V2 728k 4 %2 X (be + not b & Tr)

NSNS

Brown (1973)id. L1ICBWTUEBERE, TAPLELI VT A P TR, &L EVIRE, L%
Ll [ OIREEAN & BeBEf(gradual)ic, ¥ 72 Z R (variable) 7 performance = b > TEFE I N L &
LTWwWhb, BRICIZ BT B8 (question-inversion) b £ /3% — ¥ %R, Uguisu b A1 71 7
L REBOKR;RE SN TS (Hakuta 1974),

copula (2B LT, Uguisu 3. 1%DEE& T LA &E(Omission)Z I LTV, HI&IZBITA
200 HEEHIZ D B copula DEIEIX, F1 AIZH 50%THo72h%, 82 AITIE 20%I2THD ., 4
10 I CTFOEEEMERF LT 5H, TR EF LEEIC, Uguisu DRGED 300 EFEH 24 © % copula
DEE D 20%127% o TV B DIZBERZE

2. HRMXXIZHWSH LA do you
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Uguisu &, LT 4 45 (you(=listener)f)§f%@%/Ez\) TR L, BRI, 2 DENTBEBENT
WhHEHICRZ B,

Do you know?

How do you do it?

Do you have coffee?

Do you want this one?

Lo Ledts, BISEIX, 35403 AR BEREH D & X (2 &3 Bhaonrch s,

EREDP 3 AR TR TS S 2 & &, Uguisu iz ko k WHEEHEL T 5,

What do you doing, this boy?

What do you do it, this, froggie?

What do you doing?

KA EFBELCwL LS WL FHLLATH E 2 Thne EDGHB, OF D do you {2
#’Lilj:ﬁ‘%(segment)’é $1Z question marker O segment L LTHZ LN TWE = & W5

BERFHD DL T LR 5 ZOWHETIX, 3 A005%8 A ETix. where/what/how did you
& doyou B35 L T»d, 8 H Tt do you + EjFE 0@ FH (Do you saw these peppermint?) #%
AOND, BIALKI L >TL S % C DA did you + BHAOERIN - Tftbbh s, 2F0h,
TN do you %% segment 125 R & N, W< Br0ch s,

3. how-to @ how-questions DI DRHL

FIAHS 6 AFTiE. how to +BYFE ML, Ak = Nz ZVIRIRIZB VT, #100%
DELSHAEN TS, LFA20H,

I know how to do it.

I ' know how to do read it this.

I know how to read it this.

I know how to make.

I'know how to draw it cat.

I know how to draw (it) butterfly.

I know how to draw it boy.
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LaL. B 112565815 BICid, EL{EHSNTVAEREN0-50%ICTFTA>TLE), UTHZFD
Hlo

First I gotta write it and show you how do you spell “Debra.”

I know how do you spell “Vino.”

We only know how do you make it like that.

I know how do you write this.
H# & LT, where questions D OAA LD FIGERE YA THD,

£1AH BB A X 5 R,
I don’t know, where is money.

= “sentence + question” with inversion (Hatch 1974)

#6H copula DMHE & N VB,

I know where it is.
¥8H REID -4 U DR,

You will see where is your house is.
%9A IEU CER SRR,

I know where it is.

Pl k%8B % 2 T, Uguisu ® how-to ® how-questions DHEOAA L DB EBIE R EETH L, BY
dhowto ZU DD unit & LTERBT L85  (RIIZET72 72D how to DL L. I know how
to+ BIRATRERALEEZLND, BOREET 7 NMITBWTIE, how to ZMDEE (show, tell,
and be) L IITHH L T b, EHIZ, FDH%ICZ% 5 L, “sentencetquestion” with inversion (L0
B, First I gotta write it and show you how do you spell “Debra.” 7z £)IZHl-> TfUb 5TV 5,

Uguisu DEERIZZ 2 THEDL LA, FHE L Tid, how DHEDIAA LD where DEDAALEF LT
OtA%7:80, IELV: how to DHEILRES EEbhb,

Rk SN BEREMEIL, ROZETH 5,

1. Uguisu #°how to 272X ) & L THICHHFL T4t o725 | how-questions DI OIAMALIE
DEHBEENLZDOTHS )

2. prefabricated pattern 72 F N & LTEZAZLIZL o T, ZNAXOHIHAANLNS
TOEABRDONLDN, BHEONREDD,
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3. prefabricated pattern I3 # P BB & (internal structure)h™ 5 #60 WiEEE R LT,
prefabricated pattern D ¥ ¥, A7 F h & | THEx Tl % % D2, & B\ 13, prefabricated
pattern & LTI, BIZHETELN, BHEANL VDA 2 9 B

(2) Pawley, A and F. Syder
“Two puzzles for linguistic theory: nativelike selection and nativelike fluency” in J. Richards and

R. Schmidt (eds.): Language and Communication. London: Longman, 1983.

1. Introduction

Pawley and Syder (1983)i3. =& BE)  (linguistic capacities) &£ L T, nativelike seletion &

nativelike fluency ® 2 D% 317 T2, %4, nativelike selection & 1%, FFFEFEE ACHR THo

nativelik % R % F\v CIEE 1Y (routinely)lZBIRE{EZX B DZ & Th o, = ZTORAL » MiT,
FLE®REEDTZ DT B(E VIR TREL) UM 2 A b & 2 iz HX (natural) TIEH

My (idiomatic) %2 L& R DL o h, & 1o 9T ETHB, RIZ, nativelike fluency &3, HEM

(spontaneous) TE L T Y DH2HFEOH/-F 0 EERTABIDI L THL, 2 TORL Y R i3,

HOBLD, HBHVIFEL TV BRI, 2R E 5 5L (encode)d 2 A DEES] 12 R A
BLDIZA DO, ZORBEEE 2 & BOND L) L DL DHEi» S 74 2535 (multi-

clause utterances) ¥ %45 = L 25T % 2 03 RN, EWVHZETH B,

2. The puzzle of nativelike selection

ABICIE, SEOHBOEL LT, AR ED N 7 RREHLR A & B3 0912 0 H X (grammatical
sentences) B § 5 §ES) (the creative power (potential) of syntactic rules)7siJ Tl 7 < |
nativelike selection # 2E A I THEN 3% 5, =D nativelike selection % 7% ?i%, grammatical
sentences D/N S % —# % K 2,

FEEE, [HERE] 72 0nl. unnatural T highly marked % % ® ¥ normal T unmarked s
b b --nativelike % b 0--% g &, N TFHIER 5 vy,

grammatical & ungrammatical sentences & [[J#%1Z, nativelike & non-nativelike sentences |
B2 3D & LRI A Vv, B 212, Twant to marry you. & V29 it I wish to be wedded to you.
% I desire you to become married to me. 20 k IEBEWZ S (pragmatic synonymity %
functional equivalence 7% 3 ), &K (diomatic) & iV 2 97, B X (naturalness)?® &5 THEM 3
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5o

nativelike selection X, syntactic rule. syntactic structure. length or complexity .
grammatical simplicity. discourse context, familiarity EVioe b D TRE—MLFEHESTE 2V,
%l %12, Do what I say!%® Do what I tell you it, [ UEIRk% % Obey me! & ¥ L5009 THH L,
That’s got nothing to do with it.l3 That’s irrelevant. & FIFIZEAKN TH L, F7, FEETIHIEEW
1B A 12, 1/4 (XY 5 7250, It's twenty to six.& ) KB HV 527, BEIIIZ )W )&
V) AL ORI RETH 5o

3. The puzzle of nativelike fluency

nativelike fluency % #FEZEFE B HH AT B 1IITE S % A5, FEEEEZE RS- DD L
LTTETLE ) o MENLGEHIZIOWTOER A —FE % T 5000 TEILOT fluency & \»
IDDDELAEHEDTH S,

TREFTOERICL L E . —HD encoding THEHTEXLHARDHEAIL 4-10 FEPH 25 —DDE L &
N2, FarOEBTIE., fluent ZELFTH 4-10 25 7% AEH DD Y T slow down % pause 73D 5
TENGh ot (BHRTRENTHS), 2D LA 5. oneclause at a time constraint 733 5 & \»

25

IHETOERL VRO EPHLMIIEN TV, Thbb, EFRHFEHEE., KBV T,
(a)fluent units (52 5 . 1 FREIZH 5 FELL LOREHEE TEE S L5 pause D A\ unit EEERSN
)T, —4F B 270-300 FEIOTFEE ¥ 0. T DHEL rehearsed speech (25T b EFNIE
PhEEL DI ER TV, (b)fluent units @ 50% L EIZFEE LR ITEMLRE TH %o (Q)HEIIZHL
% hesitations \2 BV Tit 0.5 L E, HiOBRIIBW TR 20 WUER-X§5Z L300 721C
2\,

4. Memorized sequences

Z % T. nativelike selection/naitvelike fluency B ICEFHBBH LW L 2 AT E 2, Fil
FER LRI, TR DAL 4°--memorized sequences--45&% % Z & b b (TR BERI DA HL I
BWTHH 9o
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memorized sequences & 1, #1313, Canl help you?, Can I help?, Need any help?t \WWo7- 1 5p
EiZIT TR, ZREDVEVTE you believe that you will believe anything.<> There’s something [
forgot to tell you.D & 3 %2 b D EEnsg,

Z 15 D memorized sequences 139 TIZHR EAS> T 2 DT T L ALY encoding DI % /55 &
Lz,

<D &9 % memorized sequences > Hi7 5 + KIZH % lexicalized sentence stems 2B P E5
NERBODBELLZDTH 2,

5. Lexicalized sentence stems

memorized sequence & lexicalization DiEVT, BT Chomsky ?D > performance . $BEI
competence (AT 2 L vy - b ThHb, H5EEH lexical item & 72 % &1, HZoXBoE
RETD 513 GE212) FRTE R &L @b B #E XREDHM % Rz BOBNOBEA T 2
& @FOHARITBBTEE L s h boLLTbncws sy, TH5b,

lexical items & if. single morphological lexical items (] 3 ¥\ headache/backache ) .
morphologically complex lexical items (long house #*%" v 27 o frs T BT 3), lexicalized

sentence stems (Z L1213, a complete sentence & less than a complete sentence 58 ¥ 1.2)% &

Ut TH b,

BRUDEY R 21243,

I'm sorry to keep you waiting,

P'm so sorry to have kept you waiting.

Mr X is sorry to keep you waiting all this time. .

FORBAFDH LD, Thohb + lexicalized sentence stem & L.

NP be-TENSE sorry to keep-TENSE you waiting

VEEZEND, I'm® Mr X 2 inflections T, so % all this time 7% expansions & 7z %

lexicalized sentence stems i3 3755 0 DERDPIZE ALED, BB S REDEEZ LD L
Bhb, FlRIE,

That be-TENSE the last time I'll (ever) ask NP to V (NP) for me!

(That'll be the last time I'll ever ask Harry to do a job for me, etc.)
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DL, BEICLABY) 2 EPETIHEIE, KEOXFBE)OEREDTNIFEL S, T2,
lexicalized sentence stems {Zi3. inflection X* expansion % ¥ ¢ IZ[EE{t L 72(completely rigid)
nbH5o

BEER Z LT, lexicalized sentence stem Z &I ZFDIKIZR R B720, FEEVEERI LT
HHIAZ NS D lexicalized sentence stem ICHTIHIZFAEBETHE, LEHTIED S
idiomatic THRWVWXZIEDZLTLEI L) T ETHAH,2F D, HAHIFED lexicalized sentence
stem 75 novel forms AT 5121, £ D stem BERODOLEZ AT LULEPHLDTH 5,

6. Theoretical implications

FEEREFHEOL XV a yOKETIE. ¥ 50-60 J5 D lexicalized sentence stems % & ¢ complex
lexical items 2* 5 & V) 37 o TV 5 (the lexicalized sentence stem hypothes1s)o

VATYT A4 v ZICHERRBTHBTE 2\ O % Chomsky @ X 9 IZ marginal cases & LT, &
BZOWEPHIETTI L S TE S, complex lexical items ilii:ﬂ?‘é WiEH I DD FOHENI LT
X5,

complex lexical items & . % Z %5 inflection/expanding/transformation % j8 L T nativelike

sequences % *E A 3 semi-productive Z B 2k ) B O b LB IZIILETH 5,

(3) Nattinger, J. R. and J. S. DeCarrico
Chapter 1: The nature and description of lexical phrases

in Lexical Phrases and Language Teaching. Oxford: OUP, 1992

Nattinger and DeCarrico (1992)i%, BEEsEE (FIHFEDEFER) PHELEL, BEL, ¥%
SATEYICERRE LT v GARRIZBIT A lexical phrases DR/ THRENFEH L, #h0FHKRIC, £2 8

ABLUYNERBHBFCODANTHH EERT L, SHIZ, ZONLEEFERDOHEIAMET S lexical
phrase (2220 770 —Fid, TN F THERESI (grammatical competence), & 5\ I {5ERE
(communicative copmpetence)D &HE HNICHF - CE2HIRELHTF I ABELO L) 21%H
2hTEThH, bbAHA, BULEEMAEZ BT, HMERUOSMP 2 A LAIIEATnED
JTId RV,

Nattinger and DeCarrico (1992)id. lexical phrases L TFTO X HIZEVW#Z TWwbH, T 72,
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collocation & I3BS:#I3H 2 b D, Rz ELTwa,
lexical phrases =
chunks of language of varying length
an ideal unit which can be exploited for language teaching
prefabricated language chunks
ritualized bits of language

form/function composites

lexical phrases 1. g —.. ago, if I X, then 1Y, the ----- er X, the ----- eBREDI LT, FwEL VAL N ]
LHDSLRY . slot 12kE 4 7 filler * AN B L2k, a year ago, a month ago,, the higher X,
the higher Y, the longer you wait, the sleepier you get & & v 7- EENEL 2,

Lexicon: Pragmatic component;:
@analyzied chunﬂ @ction in contgrm

Syntax: 4
v ’
frules of grammarf< , timits of adaptablity]

Figure 4 (p. 16)
TR LR 120 b 2 70 TAL RRIEERROEEN S0 b 2 7 T RAERY,

b

AREIFIZE LT, Peters (1983)%3v2 9 X 512, lexical phrases (3 unanalyzed lexical chunks & L
THENZ BT 5 BEBE (function in context) EFENDNTEITN S, fi 3 &, I-want-t-go 250 5
REDELTHBEINFIC, < BOR> &S Bge s A e & NI TEIEN D, 24T, L.want.
to-get-up, I-want-my-ball, I want-a-cookie & V2o 22 HEEERY 127 I+ ILERBUCHEL, #2h 5%
(context) & 34 ) BES W72 Co s — o B L, IS L AL L, EE OMIEME 8
Airir,

lexical phrases 1212 limits of variability (adaptability)5s& 2 45, = i3 pragmatic competence
—#8% 2. B 212, thisisa piece of cake (= X can be accomplished with ease)ld < H T 3£ |-
PVTORME> & v ) BEE 2 35, this 18/it's going to be/will be a piece of cake {2\ V7%, this had
been a piece of cake % this is a piece of baklava (FEflioo#sE & LTO) @80 Lv, fiop e LT,
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2% %3 You are pulling my legs (IE L < 13 You are pulling my leg) , John has a thigh-ache (IE

L < F John has a pain in the thigh), I intend to teach that rascal some good lessons he will never
forget(if L < T intend to teach that rascal a lesson he will never forget) & \* o7z & IR 72H5,
%55 L < %\ (unidiomatic)it ) £ LTS %o

EELZ LT, MEBHREBRARDSFAZ . ERNICHAATNTY, lexical phrase ASEGTH L
BT 2 HfE(function in context) & A L TV A BRIIHERE S, ST SN L D AN TV AERTH
HHLVRERBIHEPLODPLT TRy =V LTI QLT 7R ENE, 2 ), —HH
OHEEE L L TORESE L7 lexical phrase frame (3, FIRICSERENO—HEL b % 5, BT, if]
were you (. BEDOHEE L UMDV THE D | pragmatic competence & Bi#E§ % %%, if I were the one
that she really wanted to talk to lZ4FE DR L KT OV TWB LT, MaEHAr LERKIND

grammatical competence |ZF8:# L T\ 5%,

this is a piece of cake(= X can be accomplished with ease)lX H T DFHREIZ D\ TDFHli & W ) HhE
% ¥, this is/it's going to be/will be a piece of cake (L2277, this had been a piece of cake X this
is a piece of baklava GEHiORAE L LC) kB2 L\, oflE LT, 4E I You are pulling my
legs, John has a thigh-ache, I intend to teach that rascal some good lessons he will never forget

D X R SCEMEA, BEFEDS L < & (unidiomatic)it ) LT AN D o

Paradingmatip flexibility

v v

Syntactic simplicity Modal ———>» you ———p VP
Figure 5 (p. 18)

lexical phrases PMEBIL I N b D& L GRIRE NS 2 DOREELTRIE L T b, D& DX, MEH
LS8 O B X (syntagmatic simplicity), b 9 —2ld, #FIAIRIFRO B X (paradigmatic simplicity)
Thb, 2F 0, HFFLILBEWEMTH 50%, FBREROBFICHL TEFRRTH L 2 LAROLND,
Bl ZIE, BERERDTEERITA L L TO'Modal + you + VPIE I N5 2 DODEME 512G

99



(4) Myles, F., Hooper, J. and Mittchell, R.
Language Learning 48:3, 1998

Myles, Hooper and Mittchell (1998)i%. formulaic language 2 EEHEIZ RS- TIRENX, chEc
SODHENSHbITE L FET 2, 55—z, FEHED formulaic language %9 D1k, R+
77 competence %5 = & 2 k - TRIEROERZES 47100 communicative strategy T
LEVIHE, FEEIZ, formulaic language % f# 5 ¢, fluency # E0H 270 production
strategy TH b &b, 2L <. FEZELT, o4 s N2V Teke LTaEshtns
formulaic language VIERE DRI & v yn HDLoTLEHh, 4+ 5. rote-learned
utterance %% creative, rule-governed utterance ~ & BT+ 2884582 B, = DERIEDE =D
HBINETL - & % < formulaic language 12B9 L T3 < NRIZEZETLTwE,

Peters (1983, 1985), Weinert (1995)i2ff> T, chunk % FETHHEL LT bDEEIFT N
at least two morphemes in length;
phonologically coherent, that is fluently articulated, non-hesitant;

unrelated to productive patterns in the learners' speech;

)
1.
2.
3
4. greater complexity in comparison with the learner's other output;
5. used repeatedly and always in the same form;

6. may be inappropriate (syntactically, semantically or pragmatically) or
7. otherwise idiosyncratic;

8. situationally dependent;

9

community-wide in use,

KBRE LT, #Er gy LT, 79 28E% EMIOTESERE 2460 (11 A5 135%) 1ohb-
> THRE L7, VAN ROVAE 3 T N chunk & L T,

L. & 2EOEER T

ou habites-tu?, quel age as-tu?

2. BEBOEER &L

Jje ne comprends pas, je ne sai pas, je n'ai pas, je n'aime pas
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3. —A\MEEFETEOX

j'ai, j'aime, j'adore, j'habite

¥EEL WED 3 B G E L7z, Bl X 12X, she likse shopping & W\ /72w & X2, elle jaime le
shopping (she I like shopping).Richard likes museums & \*\272v2 & X {2 Richard j'aime le musée
(Richard I like the museum) & \* 9 & 9 {2, jaime (I like) & \* 57z chunk %D F T A SN L
THEHEINS, 51X, IN% over-extension LIFA TV 5,

EEOHR, LTOZ LS 2I% o7,

1. chunk %%/ f#(breakdown) S % @13, ERKB L FL N L WBHE CEEOAMRLFAO KR
PELLZBEREMEEL TWwh,

2. FEEII3I DD A T ITHINnT,

(1) 2 EFOF M OKE T TIC, chunk Z25HHIZHM L. OB T H HEIC AR L
ZBTNV—"T, '

QLD V=T XD I3® B LT chunk % FHTHIICHHEL TV L T V=T,

@)% < chunk % HTHICHMRTE 572 7 N — 7,
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CLAWS7(Z & 3P0S % 7 {4 1+ (O 45
(PEEDOHRZENO—HS)

0000001 001 **6;0;START 01 NULL

0000001 002 ,

0000002 001 ” 03 ”

0000002 010 Monday 93 NPD1

0000002 011 , 03,

0000002 020 May 93 [NPM1/100] NP1%/0 VM@,/0
0000002 030 17 17 MC

0000002 031 , 03,

0000002 040 sunny 03 JJ

0000002 041 » 03

0000003 010 | 93 [PP1S1/100] ZZ1%/0 MC1%/0
0000003 020 got 93 [VWD/100] VWN/O |
0000003 030 up 93 [RP/100] 11@/0 W0%/0
0000003 040 at 93 11

0000003 050 5:45 59 MC

0000003 051 . 03 .

0000004 001

0000004 010 | 93 [PPIS1/100] MC1@/0 ZZ1@/0
0000004 020 slept 98 WD

0000004 030 late 03 [RR/95] JJ/5

0000004 040 this 93 [DD1/100] RGY%/0
0000004 050 morning 93 NNT1

0000004 051 . 03 .

0000005 001

0000005 010 So 97 RR

0000005 020 | 93 [PPI1S1/100] MC1%/0 ZZ1%/0
0000005 030 ate 98 WD

0000005 040 breakfast 93 [NN1/99] Wo@/1

0000005 050 in 93 [11/99] RP@/1

0000005 060 a 93 AT

0000005 070 hurry 93 [NN1@/99] WO0/1

0000005 071 . 03 .

0000006 001

0000006 010 And 93 CC

0000006 020 | 93 [PPIS1/100] ZZ1%/0 MC1%/0
0000006 030 left 98 WD

0000006 040 home 93 [RL/95] NN1/5 W0%/0
0000006 050 at 93 11

0000006 060 6:15 59 MC

0000006 061 . 03 .

0000007 001

0000007 010 We 93 PPIS2
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0000007 020
0000007 030
0000007 040
0000007 050
0000007 060

started
for
Tokiwa
by

bus

0000007 061 .

0000008 001
0000008 010
0000008 020
0000008 030
0000008 040
0000008 050
0000008 060
0000008 070
0000008 080
0000008 090
0000008 100
0000008 110
0000008 120

98 WD

93 [IF/100] CS%/0
06 [NP1/81] NN1@/19
93 [11/100] RP%/0
93 [NN1/100] W0@/0
03 .

0000008 121 .

0000009 001
0000009 002
0000009 010
0000009 011
0000008 020
0000009 030
0000009 040
0000009 050
0000003 060
0000009 070

0000009 071 .

0000009 072
0000010 001
0000010 010
0000010 020
0000010 030
0000010 040
0000010 041
0000011 001

We 93 PPIS2
went 98 WD
to 93 [11/100] T0/0
five 93 MC
colors 04 [NN2/85] WZz@/15
ponds 93 NN2
and 93 CC
made 93 [VWD/86] VVN/14
a 93 ATH
sketch 03 [NN1/100] w0/0
of 93 10
it 93 PPH1
03 .
5 03 1
Then 93 [RT/100] JJ%/0
, 03,
we 93 PP1S2
went 93 WD
hiking 93 [WG/99] NN1@/1 JJ%/0
around 93 [11/55] RP/44 RG@/0
the 93 AT
ponds 93 NN2
03 .
"% 03 ¥
They 93 PPHS2
were 93 VBDR
very 97 RG
beaut i ful 93 JJ
. 03 .
**8- 7 text 01 NULL
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A Needs Analysis Focusing on Motivation:
Establishing New Goals and Objectives
by
Kazuo Yukina

Introduction

Most researchers in the late 1960s and the early 1970s were not very sensitive to
individual differences among learners of different ages or different mother tongues (Ellis, 1994,
p-2). In other words, they tried to fit all of those differences into a single abstract construct
called language aptitude, just focusing on apparently common features in second language
learning.  Since those two decades, a growing number of researchers have come to realize the
necessity of explaining individual differences more analytically (Skehan, 1989). Those
researchers are convinced that second language learning results from the interaction and
integration of analyzable factors. This longitudinal study focuses on one of those factors.

The primary purpose of this longitudinal study is to investigate students' needs in a
private school as a basis for establishing curriculum goals and instructional objectives of a new
curriculum to fulfill those needs. This longitudinal study started with regular needs analyses in
the form of questionnaires to Junior high school students I was in charge of in the following year.
Although more than one-third of those students listed reasons for studying English that indicated
integrative motivation, such as "because I want to talk with foreign people," or "because I want
to make friends with foreign people," or "because I want to live overseas" to a simple question
"For what purpose do you study English?", another third listed instrumental motivation such as
"because English is useful and practical," or "because English is necessary to get a good job," or
"because I want to get a good school record.” As a result, I have established new curriculum
goals and instructional objectives to satisfy those two almost contradictory kinds of motivation
at the same time.

This paper is composed of two sections. First, I shall investigate students' needs
through a series of questionnaires. Second, I shall deal with curriculum goals and instructional
objectives, giving consideration to those needs perceived in the questionnaires. This particular
context in Japan, together with the students' motivation and learning style, suggests a need to
proposing a new supplementary syllabus. Although a new supplementary syllabus in the
compulsory educational curriculum in J apan is an interesting issue, I shall center on interpreting
needs analysis, and establishing goals and objectives because the other factors in the curriculum
design are obviously beyond the scope of this study.

1 Needs Analysis

As psychologists have long claimed, motivation is essential for learning to take place
(McClelland, 1987). In this section, I now concern myself with the motivation of the target
students. Their motivation to learn English can be expected to vary considerably. Each
student is brought up in a different environment. Each region or even each district has special
characteristics. This diversity, nevertheless, is hardly reflected in the Course of Study designed
by the Ministry of Education. This is partly because, as a general rule, the Course of Study is
approved on legal grounds for the purpose of standardizing the nationwide level of basic
education.

The problem is that students' needs at the Junior high school level are often ignored.
As far as T know, very little literature dealing with student motivation has been published for
decades. Moreover, most of the analyses are cross-sectional. It seems that the people
working with the Ministry are not very interested in what the students are like, or what kinds of
skills in English they really desire to learn. This is probably because Japanese educational
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systems are based on the academic rationalism. In other words, there is an authoritarian belief
that the policy makers and the people working with them already know everything the students
need to learn in real life, and even everything most students want to know. Consequently, what
those people usually put into the Course of Study is what they traditionally, or sometimes
intuitively, believe the students should learn at school. Otherwise, it would not be very realistic
to require publishers to distribute similar kinds of authorized textbooks on the same structural
syllabus to various types of schools or districts for years.

1.1 Educational Setting

Here I have to mention one of the special characteristics that is closely related to the
social context in Japan. The students studying at most private junior high schools are fairly
free from the pressures of the entrance examinations of the senior high school. This applies to
most private junior high schools that are attached to a senior high school. In the target school,
for instance, nearly 95% of the students, if their records are satisfactory, are accepted by the high
school within the same educational institution. Therefore, the results in the target school
cannot be interpreted as typical of the students studying in an ordinary public junior high school.
In this section, I shall describe the educational setting of the target students. Without this
description it would be very hard for outside people to recognize what should be considered
when they interpret and evaluate this longitudinal study.

The target school is a private all-male junior high school in Tokyo. Each grade is
composed of about 180 students: about 70 of whom are graduates of the attached co-ed
elementary school in Tokyo, about 15 of them are overseas returnees, the majority of whom are
from English-speaking countries, and the rest of the students are screened by an entrance
examination. Thus, as compared with ordinary students studying in a public junior high school,
the cognitive levels of most students are homogeneous and fairly high.

As for English, the students in Grade 7 receive three hours per week of grammar and
reading lessons, and spend one hour in the language laboratory. In addition, those who have
already started English conversation lessons receive one hour per week of conversation lessons
with a native-speaker teacher, while the others receive another hour of grammar and reading
lessons. The students in Grades 8 and 9 receive three hours per week of grammar and reading
lessons and one hour per week of reading or grammar lessons, according to their skill level.
They also receive one hour per week of conversation lessons with a native-speaker teacher, and
spend one hour per week in the language laboratory. Each class, except for the class in the
language laboratory, is a skill-level class. Namely, the class is divided into half-class sections
of about 20-to-25 students each. The students are assigned to one of the two class sections,
according to their scores in English in the previous term.

1.2 Questionnaires on Motivation

In the absence of a needs analysis, we can hardly expect to develop teaching materials
that interest the students. Although some people may be dubious about the results of
questionnaires for junior high school students as young as 12 to 15 years old because they might
not mean what they say in their responses, some needs analyses are far better than nothing at all
in that those analyses often suggest some tendencies about students' behaviors. In fact, I have
learned a lot about the target students from a series of needs analyses. Also, I have perceived
from needs analyses a considerable number of communicative factors that can be used in
teaching materials. For example, when the students with integrative motivation are asked to
prepare and make a speech about themselves, they work harder and learn more (Robinson, 1980).
A specific curriculum effective with some students will surely be effective, to some extent, with
others with similar motivation. Consequently, putting together similar factors in students’
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needs facilitates designing a commonly effective curriculum for a large number of students in
the classroom. - This could apply to fairly homogeneous groups of students in the compulsory
educational system. ‘

I have long thought that some needs analyses would be necessary to increase my
understanding of the students, especially of their motivation, which is closely related to their
span and degree of attention that is the key for any kind of learning to take place. I started with
various small-scale needs analyses in 1988. The data gathered varied too much to allow useful
interpretation, probably because of the diversity of the subjects, the number of the items, and the
dates and the ways of sending out the questionnaires (Reid, 1987, 1990; Johnson, 1985). Soin
1990, I started using needs analyses quite small in scale and with quite simple items. The
analyses were quite small because I wanted to ask all the students the same questions in exactly
the same manner at almost the same time of the year, limiting the analyses to only the students |
was going to be in charge of.

Quite simple items were selected in the questionnaire; I wanted to avoid complexity
mainly because of the students’ age. The needs analysis began with handing out one card to
each student at the very first meeting of the year. I asked the entire class to write down
responses to three target questions for the analysis. They were to include their name and other
miscellaneous data about them in Japanese. The three target questions in Japanese are as
follows: .

1. Do you like English? Write down one of the numbers 1 through 5 according to the
degree to which you like the subject.  For example, if you really love English, write
down the number 1. If you hate English, write down the number 5.

2. What line of business do you want to follow in the future?

3. For what purpose do you study English?

The accumulated results for seven years (1990-97, N = 1749) were not striking, but
were much simpler than I had expected. The typical answers and the numbers of classified
responses to the third question are shown in Table 1. Interpretation of the responses, however,
is not as simple as the results might indicate.

1.3 Classification of the Data

There were two critical problems when 1 classified the types of motivation from the
responses.  First, the two categories of instrumental motivation and integrative motivation did
not apply to some ambiguous responses. For example, the motivation of those who answered
that they wanted to study abroad could be interpreted as instrumental as well as Integrative
because the students must pass a number of tests to be successful as a candidate in this test-
oriented society.

Secondly, the motivation classified as instrumental had two subcategories.  For
example, the motivation of those who responded "because I want to get a good job" were able to
be classified as test-oriented instrumental and as job-oriented instrumental.  Some who wanted
to be lawyers might have responded that way because English is one of the main subjects in the
entrance examination. Others who wanted to be interpreters or translators might have
responded in the same way because the job itself required proficiency in English.

In order to classify their motivation more precisely, I had to ask a further question by
means of a validated qualitative research method. However, I purposely avoided giving precise
directions on how they should respond, or having the student pick one out of a number of written
alternatives because, according to my previous experience, those ways of asking often lead
students to produce answers determined by the directions or by the alternative answers (Patton,
1990). What I needed was answers expressed in their own words about what they really
wanted to do with English.
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Table 1: Studehts’ Responses on Motivation (1990~97)

Grade
———————————————————————————————— Total
7 8 9

Because I think that English is useful 69 179 136 384
and practical in the future. (Al 13.4 % 29.2 % 21.9% 22.0 %

Because I think English is necessary 87 62 43 192
to get a good job. (A2) 16.9% 10.1 % 6.9 % 11.0 %

Because I want to get a good school 22 31 15 68
record. (A3) 4.3 % 5.1% 2.4 % 3.9%

Because I want to read English books. 7 12 14 33
(al) 1.4 % 2.0%  2.3% 1.9 %

Because I want to understand English 2 1 13 16
movies. (a2) 0.4 % 0.2 % 2.1% 0.9 %

Because I want to understand and sing 0 6 7 13
English songs. (a3) 0.0% 1.00% 1.1 % 0.7 %

Because I want to read English 0 2 3 5
newspapers. (ad) 0.0 % 0.3 % 0.5 % 0.3 %

Because I want to talk with foreign 121 107 130 358
people. (B1) 23.5 % 17.5 %  20.9 % 20.5 %

Because I want to make friends with 73 59 52 184
foreign people. (B2) 14.2 % 9.6 % 8.4 % 10.5 %

Because T want to live overseas. 12 23 24 59
(B3) 2.3 % 3.8 % 3.9 % 3.4 %

Because I want to travel abroad. 48 43 42 133
(b1) 9.3 % 7.0% 6.8% 7.6 %

Because I want to go abroad. 33 36 45 114
(b2) 6.4 % 59%  7.2% 6.5 %

Because I want to study overseas. 15 12 7 34
(b3) 2.9 % 2.0%  1.1% 1.9°%

Because 1 want to work overseas. 1 2 8 11
- (b4) 0.2 % 0.3% 1.3% 0.6 %

Because I think studying English 1s 1 5 32 38
our duty. (C1) 0.2% 0.8 % 5.2 % 2.2°%

Because I just like (to study) 3 11 7 21
English (C2) 0.6 % 1.8%  1.1% 1.2 %

Because I think speaking English looks 4 6 4 14
stylish. (C3) 0.8 % 1.0% 0.6 % 0.8 %

I study English for other 8 8 10 26
miscellaneous purposes. (cl) 1.6 % 1.3 % 1.6 % 1.5 %

I study English for no purposes. 9 8 29 46
(c2) 1.7 % 1.3%  4.7% 2.6 %

i 515 613 621 1749

Total 100 % 100 % 100 % 100 %
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As is easily imagined from the social context in Japan, the motivation distinctively
classified as instrumental such as "English is useful and practical in the future (AD)" and
"English is necessary to get a good job (A2)" and "I want to get a good school record (A3)"
prompted more than one third (36.9%) of the students to study English. What is more
interesting is the percentage of those who listed integrative motivation such as "I want to talk
with foreign people (B1)" and "I want to make friends with foreign people (B2)" and "I want to
live overseas (B3)." It also accounted for more than one third (34.4%).

1.4 Questionnaires on the Learning Style

The results seemed to be a little odd because very few students speak out or read aloud
enough during the class session, even if the teacher tries hard to encourage them. Then, I gave
another questionnaire (N = 176) asking why the target students would hesitate to speak out or
read aloud enough in the classroom. The majority of the students gave two reasons. First,
they were not confident in oral articulation (Lennon, 1990, p.-409). Second, they were afraid of
being laughed at by other students when they made errors.

Then, T assumed the majority of the target students were willing to speak aloud if they
had a clear idea of articulation, and if they were told that a clear and loud voice is necessary for
effective communication. At the same time, however, some students who were themselves
unnecessarily sensitive to sound were equally willing to laugh at other students' divergent
articulation, even though that articulation would not impede the natural stream of
communication. In other words, the target students were not mature enough to create a
"comfortable classroom atmosphere" (Morley, 1991, p. 504). I was afraid that this classroom
atmosphere would not only make the students lose confidence in phonology, but would also
produce a negative effect on pair work and group work in the classroom, which are the central
means of the Communicative Approach.

Of course, what is relevant for the improvement of the situation is to create a
comfortable classroom atmosphere which would accept variants of articulation. But that is not
enough. What is more relevant is not only presenting new cognitive knowledge that would
make students confident in articulation, but also giving exercises that would make students put
their linguistic knowledge into actual practice every day. In fact, according to other
questionnaires on learning style in 1994 (N = 350), when they were told to memorize difficult
English sentences, 41.1% of students (N =144) in Grade 8 (N =92) and Grade 9 (N =52) of the
students responded that they wrote those sentences along with reading them aloud over and over
again, while 30.9% (N = 108) of the students in Grade 8 (N = 49) and Grade 9 (N = 59)
responded that they only wrote those sentences.

clear ideas of the sound system of English. This is especially true of beginners who are totally
subject to the sound system of Japanese. In the long run, it saves time to give detailed
instructions on articulating distinctively and recognizing correctly each phoneme that could
cause confusion. This means the teacher not only saves time by preventing fossilized
articulation from scratch, but the teacher also increases the amount of "audible input" from the
very first stage of language learning. 1 coined this term from Thomas Sticht's concept of
"auding" (cited in Crowder, et al., 1992, p. 112) for the purpose of describing the presumed brain
process right before that of "comprehensible input" in spoken language in Krashen's sense
(1985) begins.

In sum, I have found an unexpectedly high percentage of the target students have
integrative motivation on the one hand. On the other hand, those students have to survive in
the test-oriented society in which performance on written examinations that focus on grammar
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and translation skills is highly valued. Then, giving consideration to their desire to
communicate in spoken English with people from all over the globe, I put up the following two
kinds of need:
- 1. needs to have the target students develop their linguistic knowledge in the strict order
of sequence predetermined by the authorized textbook; and
2. needs of the students to receive more "audible input" during pair work and group work.

Unfortunately, those two types of need are almost contradictory. It is obvious that a
teacher who spends more time on translating from the target language into mother tongue or vice
versa has his/her students score much better in traditional types of written tests, at least in the
short run (Savignon, 1991, p. 266). = That is especially true when a curriculum filled with
grammatical structures with limited vocabulary is employed because the test items suggested for
the curriculum show nothing but how well those structures and vocabulary have been
memorized during the course. However, those atomistic chunks of knowledge are hardly
accessible in time-limited conversation.

On the other hand, giving students more opportunities for listening and speaking
increases the "audible input/output”, which leads to communicative competence in the long run
through pair work and group work (Swain, 1985). However, this "audible input/output" hardly
contributes towards solving problems of complicated syntax in time-limited written
examinations. In sum, the central task for a curriculum designer consists in proposing
curriculum goals and instructional objectives that would integrate reading/writing materials with
listening/speaking materials.

2 Establishing Goals and Objectives

The two types of needs described in the previous section was mterpreted as increasing
"audible input" without "loss of morphosyntactic accuracy" (Savignon, 1991, p. 268). What is
necessary in the next step is to establish curriculum goals and instructional objectives. I also
distinguish objectives from goals as in Brown (1995). He defines program goals as "general
statements of the desirable and attainable program purposes and aims based on the perceived
language and situation needs in a program (p. 139)," and instructional objectives as "specific
statements, which describe the particular knowledge, behaviors and/or skills that the learner will
be expected to know or perform at the end of a course or program (p. 142)." Obviously, putting
up instructional objectives with subject performance, conditions, measure and criterion (pp. 164-
71) gives a clear picture about what the teacher is supposed to do in the classroom not only to
outsiders but also to the teacher himself/herself, especmlly when the teacher introduces new
materials, exercises and techniques.

2.1 Social Context :

We must take many factors into consideration when we establish curriculum goals and
instructional objectives: language aptitude, age, language backgrounds, interest, needs,
motivation, learning styles, previous knowledge of the target language, and cognitive knowledge.
Social context is also a decisive factor (Spolsky, 1988, 1989). Even in a fairly homogeneous
society in Japan, where English is a foreign language, we can readily imagine that students in the
city are quite different from those in the rural areas not only in learning opportunities but also
attitude toward foreign language learning,

There are three critical points in terms of the social context in Japan. First, the
transactional function of the written language is often most valued in this context because
lecture-type classes rather than discussion-type classes are more often the case in most
institutions of higher education in Japan. Second, Japanese society is test-oriented. In other
words, test scores are almost always used as criteria to screen candidates applying for a school
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placement or a job opportunity. In addition, importance is attached to the scores in written
examinations that are usually considered to be objective, fair and practical. Finally, the input in
written English is considerably larger than that in spoken English for ordinary junior high school
students because all the subjects in the compulsory education system in Japan, often including
English itself, are taught in Japanese because that language is the sole official one.

Consequently, Japanese junior high school students must score high in written
examinations in order to survive in the test-oriented society. The tests in English, often
focusing on cognitive knowledge about grammar and translation, are used when the skills of the
students are -evaluated in almost all junior and senior high schools, though most language
teachers agree with the idea that language as a means of communication is primarily spoken, and
that the writing system plays a secondary role (Jespersen, 1933, p. 17). Indeed, beside the
difficulties in setting the criteria employed in the assessment of proficiency in speaking, it is
hardly realistic to administer other types of tests such as interview tests several times a year.

2.2 Curriculum Goals
The general goals of the curriculum I proposed for each grade are stated as follows:
By the end of each grade, the students will be able to:
1. understand, memorize and use the grammatical structures assigned by the Course of
Study;
2. understand, memorize and use the vocabulary on the authorized textbook adopted for
the grade; and
3. have "phonological confidence" (Lennon, 1990, p.409).

The rationale of those goals are as follows: Since the main purpose of this
longitudinal study was establishing curriculum goals and instructional objectives in order to
propose new supplementary syllabi that satisfy the target students' motivation perceived in the
needs analyses with a close look at the social context, the new goals and objectives ought to be
consistent with the main goals and objectives already established by the Course of Study.
Besides, the supplementary goals and objectives ought to be passed in a rather limited number of
class sessions. - Thus, we established the third goal: making students have phonological
confidence. In fact, the first two are what every teacher in the compulsory educational system
puts up as general goals.

There are two advantages when students have confidence in phonology.  First,
students' confidence in phonology facilitates introducing pair work or group work in the spoken
English in the classroom context. This drastically increases "audible input" during any kind of
communicative tasks among students. Second, the confidence reinforces the association
between visual images and auditory images when the students listen to somebody reading aloud
a passage in the textbook, when the students themselves read aloud, and even when the students
read silently through the process of sub-vocalization. Thus, it could be possible that the input
in the written English transform into the input in the spoken English. This process that
presumably happens in the brains hopefully offers an opportunity to learn English by means of
the written forms to students in the social context where the input in the spoken English is more
exiguous than that in the written English.

In order to give a concrete shape to the general goal of making students have
phonological confidence, I have decided on three phased goals for each grade as follows:
1.-By the end of Grade 7, the students will be able to pronounce consonants acceptably
when they read aloud a passages in the textbook, and will be able to recognize
consonant precisely when they listen to a passage in the textbook. :
2. By the end of Grade 8, the students will be able to read aloud unfamiliar sentences
- within a limited vocabulary acceptably with confidence when they are asked to do so
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in the front of the classroom.

3. By the end of Grade 9, the students will be able to write down unfamiliar sentences
within a limited vocabulary fairly accurately with confidence when they listen to the
sentences.

2.3 Instructional Objectives
For the purpose of making the phased goals listed above more concrete, I have
decided on supplementary objectives which focus on the sound/spelling relationships, as
suggested by Morley (1991, p. 486), as follows:
By the end of Grade 7, the students will be able to:
1. recognize and identify each consonant pronounced in simplified speech with 70 %
accuracy;
2. articulate each consonant distinctively (Gimson, 1980, p. 316);
3. have self-confidence to pronounce any word within a carefully selected vocabulary list
(e.g., COBUILD 2,000) with its stress accent with 50 % accuracy;
4. immediately pronounce any word of a fundamental vocabulary list (e.g., COBUILD
1,000) when they see the word on a card with 70 % accuracy;
5. write down any word of the fundamental word list when they listen to the word with
50 % accuracy; and
6. have a general idea about basic morphemes by means of word families of the selected
vocabulary list.
By the end of Grade 8, the students will be able to:
1. recognize and identify critical words within the fundamental vocabulary list in
authentic speech with 70 % accuracy; and
2. pronounce each word in sentences composed of words within the selected vocabulary
list naturally. '
By the end of Grade 9, the students will be able to:
1. write down critical sentences composed of words within the fundamental vocabulary
list in authentic speech with 70 % accuracy; and
2. pronounce sentences composed of words within the fundamental vocabulary list
appropriately.
The focus of our objectives moves slightly from consonants toward vowels during
Grades 7 and 8, and the focus moves from segmental phonemes to prosodic features during
Grades 8 and 9. Here, it might be necessary to mention the goals and objectives for Grade 9.
Since Grade 9 is the last year of the junior high school, namely the very last year of the
compulsory education in Japan, a concrete and practical goal is essential. Otherwise, it can be
extremely difficult to motivate most students to learn the language on their own.

Conclusion

In this longitudinal study, I focused on motivation. Motivation is one of the critical
factors in second language learning. One of the simplest ways to inquire of a large number of
students about their motivation is by means of questionnaires. According to a relatively
informal needs analysis, I estimated that more than one third of the students in our junior high
school have highly instrumental motivation while another third of the students have ordinary
types of integrative motivation. Furthermore, I became increasingly sure of these proportions
as the data accumulated year by year. For the purpose of satisfying those two almost
contradictory kinds of motivation perceived in the questionnaires, I established supplementary
curriculum goals and instructional objectives that would focus on reinforcement of the
association between the phonemes and the graphemes of the target language.
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Prototype Effects in Understanding Word Meanings.
Norifumi Ueda

1.Introduction

For second language learners, to rich their vocabulary is very important in order
to improve their language skills: reading, writing, speaking and listening. In Ueda
(1997a) and Ueda (1997c), two things are examined: (1) how subjects (Ss) understand a
polysemous word, PJay, or how the representation of p/ayin the mental lexicon of Ss is,
and (2) whether there any differences in the mental lexicon between second language
learners of English (SLLE) and native speakers of English (NSE). As to (1), it is found
that some prototypical meanings are center and other meanings are around them. Here,
we can see prototype effects. Concerning the question (2), the structure of the mental
lexicon between SLLE and NSE is found to be similar.

Here, we have one question: how Ss understand the sentences with peripheral
meanings of a polysemous word. In this paper” , we will examine the prototype effects
in understanding unfamiliar usages in a polysemous word, play, through their way of
translating English sentences with a polysemous word into Japanese.

2. Prototype Effects

The concept of prototype effects was examined through the experiments by Rips
and Shoben (1973) Rosch and Mervis (1975), , and Rosch, Mervis, Gray, Johnson and
Boyes-Braem (1976). In Rosch and Mervis (1975), a prototype is defined as the best
example in a category, and conceptual categories are structured around central
members or prototypes. The characteristics of a prototype are defined as follows:

1. Items judged to be typical members of a concept can be categorized more
efficiently than atypical one.

2. Typical members are learned first by children.
Prototypes are named first when subjects are asked to give examples of

" This paper is based on the presentation in the 22¢ Korea/Japan colloquium of Applied Linguistics
held at Waseda University in July, 1997
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members of a concept.
4. Prototypes serves as cognitive reference points.
(Hatch and Brown 1995:52)

3. Preliminary Study

Before going into a case study, we will first examine the mental lexicon of SLLE in
Ueda (1997a, 1997¢) In Ueda, 18 sentences with different meanings in a polysemous
word, play, is used. Table 1 shows the list of the 18 sentences. In the analysis, each
sentences 1s judged by Ss according to the similarity, and the results are analyzed by
Multidimensional scaling and Cluster analysis. The results of multidimensional
scaling is shows in Table 2, and those of Cluster analysis, in Table 3.

Table 1: the list of Playin Ueda (1997a, 1997¢)
(81) You'll have to play inside today.
(S2) I used to play baseball.

(S3) I've never played center—forward before.

(S4) Do footballers hear the crowd, when they are playing?
(85) I think we should play Bill on the wing in the next match.
(S6) There is classical music playing in the background.

(S7) She played her records too loudly.

(S8) She plays the piano well.

(S9) The guitars played.

(S10) A world-famous violinist is playing at tonight's concert.
(811) He will play concerts in Amsterdam and Paris.

($12) They played a joke on me.

(8§13) His ambition is to play the pait of Dracula.

(814) The UN would play a major role in monitoring a cease—fire.
(815) You're always playing the fool.

(S16) Sikander Bakht played a bad shot.

(S§17) The sun played on the frosty roofs.

(S18) A smile played on her lips.
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Table 2: the results of Multidimensional Analysis in Ueda (1997a, 1997c)

dimentio |dimentio

ni n2
S1 0.9851] -1.2617
S2 0.9895| -1.2278
S3 0.7105] -0.9084
S4 0.8942| -0.3959
S5 0.0184| —0.9843
S6 0.8443] 1.3224
S7 0.7233| 1.0905
S8 0.6565] 1.4298
S9 0.6413( 1.3407
S10 0.5279 1.539
Sit -0.01] 0.8206
S12 -0.8968| -0.8409
S13 -0.1586| -0.095
Si14 —-0.7309| -0.4732
S15 -0.4327) -0.807
S16 -0.1088| -1.1045
S17 -2.3339| -0.0074
S18 -2.3192 0.563

In the results, some meanings are judged to be quite too peripheral or too similar.
To solve the problem, we leave out 7 sentences from the list: S5, S6, 59, S11, S14, S16
and S17. However, some meanings in the cluster which has prototypicalk meanings as
central meanings are left.

Next, we examine two clusters: cluster(1) consists of S1(You'll have to play inside
today.), S2(I used to play baseball), S3(I've never played baseball) and S4(Do
footballers hear the crowd, when they are playing.), and cluster (2), of S7(She played her
records to loudly), S8(She play the piano well.) and S10(A world-famous violinist is
playing at tonight’s concert.). Sentences included in the clusters have similar
meanings to each other. To find out how similar they are in each cluster, Euclidean
distances among each sentence are calculated. The results are in Table 4.
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Table 3: the Dendrogram of Cluster Analysis in Ueda (1997a)
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Table 4: Euclidean Distances among the sentences calculated based on
the results in Ueda (19974, 1997¢)

S1 [S1 [S2 [s3 |s4 [s7 [s8 Isio S12 |S13 |S15
S2 0.03
S3 0.45| 0.42
S4 | 087 084/ 054
S7 2.37| 2.33| 2.00| 1.50|
S8 2.71| 2.68] 2.34| 1.84| 0.35
S10 | 2.84] 2.81| 2.45| 1.97| 0.49( 0.17
S12 11.93| 1.93| 1.61] 1.85| 2,52 2.75| 2.77
S13 | 1.63] 1.61] 1.19 1.09| 1.48( 1.73| 1.77] 1.05
S15 | 1.49| 1.48| 1.15] 1.39] 2.22| 2.49| 2.54| 047 0.76
S18 | 3.77] 3.76| 3.37| 3.35| 3.09| 3.10| 3.01 2.00] 2.26 2.33

In the cluster (1), the distance between S1 and S2 is closest (0.03). S3 is close to both S1
and S2. 84 is close to S4 but not to S1 and S2. Concerning cluster (2), S8 and S10 are
closest, and S8 and S7 are next.
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4. Case Study

The purpose of this case study is to examine whether we can find the prototype
effects in understanding the various meanings of the polysemous word. And research
hypothesis is as follows:

Research Hypothesis:
Ss use prototypical meanings as a referential point to understand the
meanings which are a little away from the prototypical meanings, or the
peripheral meanings.

This case study consists of three experiments: Experiment 1, Experiment 2 and
Experiment 3. Experiment 1 is production test. In this experiment, we examine
which usage/usages is/are prototypical in Ss. Experiment 2 is acceptability test, where
we identify which meanings of p/ay are familiar or unfamiliar to Ss. The Experiment 3
is translation test. In Experiment 3, we find out what kind of strategy is used by Ss
when they translate unfamiliar meanings of play into Japanese.

4.1. Experiment 1

Subjects
24 Japanese university students participate in this study. They are all junior and
senior students of Waseda University, who major in English language and literature.

Method

In experiment 1, we asked 23 Ss to write 5 sentences by use of play. At this time,
there was no limitation in the part of speech so that we can identify which meaning(s)
is/are a prototype/prototypes of play in Ss’ mind. We use two ways for analyzing the
results: one is to identify which meanings are more often produced by Ss, and the other
is to examine which meaning first occurred to Ss. The reason why I used two ways in
the analysis is that, even if the meanings of the sentences are not produced first, they
could be prototypical meanings in Ss, because prototypical ,meanings as referential
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points are not necessarily only one in a word. (See the results of the Multidimensional.
Analysis of Ueda (1997a , 1997¢))

Results and Analysis

We can get 144 sentences, because one subject produced only 4 sentences. These
sentences are analyzed according to the meanings. Firstly, we examine which
meanings are more frequently produced by Ss, and, secondly, which meanings first
occurred to Ss. In the results, some students produced all the sentences by use of the
only one meaning, so they could be thought to use cheating way in producing the
sentences. But it does not matter, because this only one meaning can be influenced by
prototype effects, so we can think of this meaning as a prototypical meaning in Ss.

Table 5 shows the result of the analysis that which meanings are frequently
produced by Ss. As can be seen in Tablel, the sentences which got more than 10% are
“to do sports,” “to produce sound by a musical instrument,” “to amuse oneself,” “drama,”
and “to perform a role.” Among them, the most frequently produced meaning is “ to do
sport” (28% of the total). The second most frequently produced meaning is “to produce
sound by musical instrument.” (16% of the total); the third one, “to amuse oneself’ (15%
of the total); the forth one, “ drama” (13% of the total); and the fifth one, “to perform a
role” (11% of the total).

Table 6 to Table 10 shows the results of the analysis according to the production
order.  Considering the results from the view point of how first the meanings occurred
to Ss, and how many of the sentences with the same meaning Ss produced, In Table 6,
the most frequently produced meaning is “to do sports,” (78%) and next one, “to produce
sound by a musical instrument.” (17%) As can be seen in Table 6 to Table 10,
frequently produced meanings are “ to do sport,” “ to produce sound by musical
instrument,” “ to amuse oneself,” and “to perform a role.”

Table 5: The analysis of all the sentences produced by Ss, according to the difference of
the meaning. , ,
' - Meanings of produced sentences : the number of Percentage

produced sentences ,
amusing oneself 2 ‘ 1%

to perfdrm a role A 13 1%

__to produce sound by musical instrument 18 - 16%
B k to do sports 32 28%
drama 15 13%
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to amuse oneself 17 15%

to pretend to be 1 1%

to plan and carry out for one’s own 1 1%

amusement

performance 2 1%

game 2 1%

to participate in the game 5 4%
person who play around 6 5%
performer 3 3%

for amusing 1 1%

to make cassette produce sound 1 1%

Table 6:Analysis of the meanings in the first sentences produced by Ss

meaning total percentage
to do sports 17 73%
to produce sound by musical 4 17%
instrument ) ;

drama 1 4%
amusing oneself 1 4%

Table7: Analysis of the meanings in the second sentences produced by Ss

meaning total percentage
to produce sound by musical 7 30%
instrument 7

to perform a role 5 22%
to do sports 4 17%
drama 3 13%
to pretend to be 1 4%
to participate in the game 1 4%
person who play around 1 4%

Table 8: Analysis of the meanings in the third sentences produced by Ss

meaning total percent
to amuse oneself 6 26%
drama 5 21%
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to do sports 4 17%
performer 2 9%
amusing oneself 1 4%
to plan and carry out for one’s own 1 4%
amusemént

to participate in the game 1 4%

Table 9: Analysis of the meanings the forth sentences produced by Ss

meaning total percent

to amuse oneself 6 26%
to do sports 5 22%
drama 5 22%
to produce sound by musical 2 9%
instrument

to perform a role 2 9%
performance i - 4%
game 1 4%
to participate in the game 1 4%

Table 10: Analysis of the meanings in the fifth sentences produced by Ss

meaning total percent
to produce sound by musical 5 23%
instrument ,
to amuse oneself 4 18%
to perform a role 3 14%
to do sports 2 9%
drama 1 5%
to participate in the game 2 9%
performer 1 5%
for amusing 1 5%
to make cassette produce sound 1 5%
game 1 5%
performance 1 5%

4.2. Experiment 2 ;
The purpose of Experiment 2 is to examine which meanings of play are familiar
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or unfamiliar to Ss and which meanings are prototypical in play. In this Experiment,
we ask Ss to judge, by 7 point scale, the acceptability of the sentences with different
meanings of playin the list. If some meaning gets lower acceptability than the others,
it can say that it is an unfamiliar meaning in Ss, because the criteria of judging
acceptability of each sentence can be influenced by prototype effects.

Subject

37 university students from Waseda University participated in this experiment.
They are all senior and junior students, whose majors are English language and
literature.
Method

Ss are given a list in Table 11, which contains 11 sentences with different
meanings, and asked to judge the acceptability of each sentence by use of 7 point scale.
In this 7 point scaling, 1 represents the most acceptable, and 7, the least acceptable.
That is, the acceptability is reduced from1to 7.

Table 11: the list of Play

(S1) You'll have to play inside today.

(S2) 1 used to play basketball.

(S3) I've never played center forward before.

(S4) Do footballers hear the crowd, when they are playing?
(S5) She played her records too loudly.

(S6) She plays the piano well.

(S7) A world-famous violinist is playing at tonight's concert.
(S8) They played a joke on me.

(S9) His ambition is to play the part of Dracula.

(S10) You're always playing the fool.

(S11) A smile played on her lips.

Analysis and Results

Table 12 shows the results of Experiment 2. As can be seen in Table 12, the most
acceptable sentence judged by Ss 1s S2 (I used to play baseball.) (average=1.56,
standard deviation=1.33, variance=1.77), and the next one, S6 (She plays the piano
well) . The variances of the two meanings are 1.77 and 2.38, respectively.  Hence,
we can consider that these two meanings in S2 and S6 are most familiar meanings
among Ss. On the other hand, S11 (A smile played on her lips.) is judged as the least
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acceptable meaning by Ss.

Table 12: the results of analysis of acceptability test.

Sentenceltotal average |standard [Variance
deviation

St 81 2.38 1.78 3.15
S2 53 1.56 1.33 1.77
S3 109 3.21 1.93 3.74
S4 88 2.59, 1.81 3.28
S5 115 3.38 2.00 4.00
S6 50 1.47 1.54 2.38
S7 100 294 2.06 424
S8 113 3.32 2.14 4.59
S9 71 2.09 1.73 299
S10 105 3.09 1.86 348
St 157 462 1.69 2.85

4.3. Experiment 3

We examine how Ss translate the polysemous word, play, into their native
language, Japanese, and how prototypical meanings influence the way of
understanding the various meanings of pla y and the way of translation.

Subjects
37 university students of Waseda university participated in Experiment 3. Their
major is English language and literature.

Method

Ss were given the same list as in Experiment 2, and asked to translate each usage
of playinto Japanese. During the task, using dictionary by Ss was not allowed.

Analysis and Results
The translations produced by Ss are analyzed according to the difference of the
meanings. The results are showed in Table 13. ~As can be seen in Table 13, S1 (You'll

122



have to play inside.) got only one translation, “asobu (“to amuse oneself”).” And also,
Ss gave S2 (I used to play baseball.) the same translation, “suru (“to do sports”).” As to
S6 (She plays the piano well.), we can find two ways in its translation: “hiku” and
“ensou-suru ,” for which English translation is the same one, “to make sound by a
musical instrument.” The difference between these translation is in the degree of
formality ( “ensou-suru’ is more formal than “hiku”.), so it can be said that these two
meanings are almost the same. S4 got almost all the same translation, “shiai-wo-suru
(“to participate in a sport game”) ” with one exception, “asonn-de-iru (“to be amusing
oneself’).” Hence, we can say that almost all Ss gave the same translations to S1, S2,
S4 and S6, though we can find various translations given to the other sentences.

Table 13: Analysis of translated sentences according to the meanings.

Sentenc |Translation Total

e

Number

St asobu(to amuse oneself) ’ 38

S2 suru (to do sports) 38

S3 tantou-suru (to perform a role in a position.), 27
pureisuru ( to do a sport in some position) 4
mamoru ( to do a sport in some position) 4
ichi—ni~tuku (to do a sport in some position) 1
yakuwari-wo—eru (to get a role) 1
shutujyou-suru (to participate in a game) 1

S4 shiai-wo—-suru (to do a sport) 37
asonn—de—iru (to being amusing oneself) 1

S5 kakeru (to put on records) 31
narasu (to put on records) 2
yomu (to read) 2
kiku (to listen to) 1
hanasu ( to talk about) B 1

S6 hiku ( to make sound by a musical instrument) 24
ensou-suru (to make sound by a musical 14
instrument)

S7 ensou—suru (to make sound by a musical 31
instrument)
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hiku ( to make sound by a musical instrument)
hiraku (to hold)
shutuen-suru (to appear)

iu (to say)
S8 iu (to say)
‘ |karakau ( to make fun of)

N
(23]

[e2)

(%)

shikakeru (to make fun of)
okonau (to make fun of)

—

-

itazura—wo-suru (to do something mischievous)

N
[0

S9 enjiru (to act a part)

yaku-wo~hatasu (to perform a role)
mi—te—iru (to see)

jyouen—suru (to present)

S10 suru (to do) 1
enjiru (to perform a role)

furi-wo—suru (to pretend)

fuzakeru (to do something mischievous)

furumau (to behave)
iu, tuku (to say)

WDjWlbh|{Nlw|lo]—=]|—=]|0

N
(e=]

St ukabu ( to appear)
arawareru (to appear)

koboreru (to appear)
deru (to appear)
ukagawareru (to see)

nasareru ( to be done)

bishou-suru (to smile)
mieru (to be seen)
kazaru (to decorate)

—L—L—A—L—L-—LNNO’

tukuriwarai-wo-suru (to put on a forced smile)

5. Discussion and Conclusion

In Experiment 1, we find Ss consider “to do sports,” “to produce sound by a musical
instrument,” and “ to amuse oneself,” as prototypical meanings in p/ay in the case we
eliminate the meaning, “drama.” From the result in Experiment 1, we could expect
that the acceptability in the sentences with these three meanings would be high in
Experiment 2. In Experiment 2, sentences whose meanings were considered to be
more acceptable by Ss are “to do sports” and “to produce sound by musical instrument.”
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On the other, as to the meaning, “ to amuse oneself,” is not given as high acceptability
as “to do sports” and “to produce sound by musical instrument” are. (Average of the
acceptability=2.83 standard deciation=1.78 variance=3.15) Nevertheless, the
meanings, “to do sports” and “to produce sound by musical instrument,” and “to amuse
oneself” can be regarded as prototypical meanings in Ss. Hence, from Experiment 1 to
Experiment 3, we can say that, for Ss, prototypical meanings are more acceptable and
more easy to understand.

Now let us consider the prototype effects in understanding a polysemous word. As
we examined in preliminary study, the list of Table has two groups of the sentences
whose meanings are similar: one group consists of S1, S2, S3 and S4 (corresponding to
cluster (1) in the preliminary study), and the other one, of S6 and S7 (corresponding to
cluster (2) in the preliminary study). As to the group with S6 and S7, S6 has a
prototypical meaning from the results on Experiment 1 and Experiment 2. Moreover,
we cannot find any variations in its translations produced by Ss in Experiment 2. On
the other hand, S7, meanings of which are slightly different from that of S6, are given
various translations. However, most of the translations for S7 are prototypical
meanings.

As to the group with S1, S2, S3 and S4, we found that S1 and S2 are both
prototypical meanings from the results of Experiment 1 and Experiment 2. According
to the distance in Table 4, S2 is closer to S3 and S4 than S1 is, so S2 is used as a
referential point, if the experimental hypothesis is correct.  Considering the
translations of S3 and S4, they are not the same as that of S2. However, if we
introduce the idea, image schema, as in Lakoff (1987), Dewell (1994) and so on, and if
we hypothesize “to do some role in a sport” as the image schema for S2, most
translations in S3 and S4 can be explained. This is the case of S6 and S7. If “to make
sound by a musical instrument” is hypothesized as the image schema for S6, most
translations can be explained as to the relation between S6 and S7.

In conclusion, we point out the possibility that prototypical meanings in a
polysemous word can be used as referential points, and that when Ss understand
unfamiliar or peripheral meanings is a polysemous word, Ss use a strategy to transfer
prototypical meanings to image schema. Of course, in this study, we cannot examine
much of the various meanings gradually away from the prototypical meanings. We
leave this problem in the future study.
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The Learning Effect of Unknown Word Inference Strategy
' in Reading

Naoko Saito
Tokyo Metropolitan Koto Commercial High School

Abstract

This paper examines whether or not, learning unknown words in a context is useful
to Japanese high school students.

The present study examined the learning effect of unknown word inference
strategy in reading. The subjects were 70 students in the 2nd year in a public high
school. 38 students were given the lists of unknown words before reading (the control
group). 32 students inferred the meanings of unknown words while reading (the
experimental group). After the reading comprehension, all the subjects took the
unknown word tests. The result of the tests showed that the unknown word inference

strategy was more effective in retaining the unknown words than the word list learning.

Preceding Studies

Many researchers have developed studies on the relationship between unknown
words and a context. Some of the researchers have discovered positive evidence in the
relationship between unknown words and a context. Nattinger states that “guessing
vocabulary from context is the most frequent way we discover the meaning of new
words” (1988:63). He continues that to discover the meaning of new words, we have
learned to look for a number of context clues: for example, the topic, the other words in
the discourse, grammatical structure and so on. Oxford and Scarcella (cited in Lawson
and Hogben, 1996) mention that “ by far the most useful [ vocabulary learning ] strategy
is guessing from context.”

From these two positive arguments for the relationship between unknown words
and a context, we understand that Nattinger explains that guessing the meaning of a
word from context is very important in vocabulary comprehension, and that Oxford and
Scarcella declare the importance of context in vocabulary learning.

On the other hé.nd, Nation and Coady suggest that “ studies on learning words
from context have not shown the large amounts of learning we might expect,
considering the rates at which first-language learners seem to increase their
vocabulary” (1988:103). Lawson and Hogben (1996) report their study on vocabulary-

learning strategies of foreign-language students. According to their observations on
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vocabulary-learning strategies, the great majority of the students used -the unknown
word repetition strategy, and did not use the unknown word inference strategy.
However, as regards the result of Lawson and Hogben’s experiment, there is a problem
in that one sentence is considered to be a context.

From these two negative statements against the relationship between unknown
words and a context, we recognize that Nation and Coady doubt how much a learner
learns a new word on the basis of a given context. We also understand that Lawson and
Hogben question the importance of context in vocabulary learning.

As far as the EFL studies in Japan on the relationship between unknown words
and a context are concerned, I presented a piece of evidence of these studies in my paper,
Saito (1996). According to my research, in the area of Japanese EFL learners’ unknown
word inference strategies, when learners guessed the meanings of unknown words, the
context was most used as one of the unknown word inference strategies. In my
experimental study, it was found that there were six kinds of information sources used
as unknown word inference strategies: grammatical knowledge, prototypical knowledge,
native language transfer, general knowledge, personal experience, and context. In the
unknown words’ test researching the use of unknown word inference strategies in a
multiple-choice format, the context occupied 84% among all the six kinds of information
sources (See Figure 1). Therefore, Saito supports the above Nattinger’s argument that is

a piece of positive evidence in the relationship between unknown words and a context.

Context

Personal

General

Grammatical

0% 10% . 20% 30% 40% 50% 60% 70% 80%  90%

Figure 1: Unknown word inference strategies

Taking these preceding studies into account, in the present research, I investigate

the effect of context use upon the unknown word learning. The unknown words mean
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here unfamiliar or new words to learners, which might be inferred in a context, and

might be important for learners.

Experiment
1. Purpose
The purpose of the present study is to examine whether or not guessing the

meanings of unknown words in a context is effective in learning vocabulary.

2. Research question
In order to accomplish the purpose of my research, the following research question
was considered.

. .Research question: Whether or not, the meanings of unknown words would be
retained in learning the words in a context rather than in
learning them with a word list.

Next, I indicate my research design according to the subjects, the materials, and

the procedure.

3. Method
1) Subjects

The subjects were 70 second year students in a public high school. 70 subjects
were divided into two groups: One group had 38 subjects who were given word lists of
unknown words before reading. It is called here a control group. The other group had 32
subjects who were given contexts to infer the meanings of unknown words while they
were reading. It is called here an experimental group. Two groups included both girls

and boys. Their English abilities in these two groups were statistically the same level.

2) Materials

The material is Lingua-Land English Course II, Kyoiku Shuppan (1991). It is a
school textbook the students use to learn English at school (See Appendixes A and B).
Materials were taken from two lessons in the textbook. The title of one lesson is "Ms.
Green’. This material is called here Lesson 1. The title of the other lesson is A League of
Their Own’. This material is called here Lesson 2. After reading comprehension with
each lesson, two kinds of tests were conducted.

Test 1 was conducted immediately after reading comprehension.’This test format
was to make the subjects choose suitable words from the word group to fill in the blanks

and make them answer the meanings of the words (See Appendix C). Test 2 was
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produced 80 days after reading comprehension of Lesson 1 and 63 days after reading
comprehension of Lesson 2. This test had two formats. One was to'make the subjects
answer the meanings of words which were presented in a word list format. Namely, in
this format, there was no context. The other format was to make the subjects answer
the meanings of words which were given in a context. That is, in this format, there was

a context (See Appendixes D and E).

3) Procedure

70 subjects took Tests 1 and 2 according to the schedule (See Table 1). As I said
before, Test 1 was conducted soon after reading comprehension, while, Test 2 was
produced 80 days after reading comprehension of Lesson 1 and 63 days after reading
comprehension of Lesson 2. That is to say, Test 2 would be able to measure the retention
of unknown words.

The subjects spent 5 minutes to answer Test 1, and spent 15 minutes to answer
Test 2. If they wanted to take more time, they were given 5 to 10 more minutes. They
submitted each test right after they finished it.

Lesson 1 Lesson 2
Test 1 Test 2 Test 1 Test 2
Control Sep. 13 Dec. 2 Sep. 30 Dec. 2
Experiment Sep.13 Dec. 2 Sep. 30 Dec. 2

Table1: Tests' Schedules

4. Results
1) Result in Test 1

Table 2 and Figure 2 show the result of two groups’ mean scores of Test 1 in Lesson
I and Lesson 2. According to the Figure 2, it can be recognized that the mean score of
the experimental group is higher than that of the control group in both Lesson 1 and
Lesson 2. Moreover, I conducted the statistical t-test to know whether or not the mean

scores of these two groups are truly different (See Table 3).

Lesson 1 | Lesson 2

Control ' 7.8 6.7
Experiment 9.3 7.9
(max=12)

Table 2: The means of Test 1
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Figure 2. The means of Test 1

Material t-value df p
Lesson 1 2.66 64 significant
lL.esson 2 1.6 61 ns

p<.02

Table 3: The result of t—test in Test 1

As a consequence of t-test analysis in Test 1, it was found that in Lesson 1, the
experimental group was significantly different at p<.02. In Lesson 2, however, there
was non-significant difference between the two groups. Therefore,kin the Tést 1, which
was conducted soon after reading comprehension, there was a difference between the

experimental group and the control group, but it was not significant.

2) Result in Test 2

Test 2 was conducted 80 days or 63 days later. Table 4 and Figure 3 indicate the
result of the two groups’ mean scores of Test 2 in both the word list format and the
context format. According to the Figure 3, it can be found that the mean score of the
experimental group is higher than that of the control group in both formats. Like the t-
test in Test 1, the statistical t-test in Test 2 was conducted (See Table 5). As I mentioned
before, Test 2 was constituted of two kinds of formats: the word list format and the

context format. Each format contained 10 test items concerning 5 new words in Lesson
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1 and 5 new Words in Lesson 2. In other words, each format tested the subjects on new

words of both Lesson 1 and Lesson 2.

Word list | Context
Control 3.9 52
Experiment 53 7
(max=10)

Table 4: The means of Test 2

O = N W d 1 & 4 ®

Word list

Test 2

Context

Figure 3: The means of Test 2

Format t-value df. p
Word list 3.6 64 significant
Context 4.62 64 significant

Table 5: The result of t-test in Test 2

p<.001

As a consequence of t-test analysis in Test 2, the following result was found. In

both the word list format and the context format, there were significant differences at

p<.001 between the experimental group and the control group.
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3) Retention of unknown words

How about the retentive rates of unknown words in two groups? Are there any
differences in the retentive rates of the unknown words between the control group and
the experimental group? The another research calculated the retentive rates of

unknown words in the two groups (See Table 6 and Figure 4).

Control Experiment
Test 1 60 72
Test 2 52 70]
(%)

Table 6: The mean percentage
scores of Tests 1 and 2

Retentive rates of unknown words

80%
70%
60%
50%
40%

- 30%
20%
10%
0%

Test 1
B Test 2

Control Experiment

Figure 4: The mean percentage scores of Tests 1 and 2

According to Table 6 and Figure 4, in the control group, the retentive rate of
unknown words decreased from 60% to 52% in 80 days or 63 days later, which indicated
8% down. On the other hand, in the experimental group, the retentive rate of unknown
words decreased a little from 72% to 70% in 80 days or 63 days later, which showed only
2% down.

5. Discussion
According to the results, we can understand the following three points. First, in
Test 1, which was a test about unknown words conducted soon after reading

comprehension, there was a little difference between the control group and the
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experimental group, though, it was not significantly different. It is suggested-thatin the
unknown word test immediately after reading comprehension, the differences of the two
kinds of learning: the word list learning and the word-inferential learning would not
have a great influence upon the word learning. Second, in Test 2, which was a test about
unknown words done 80 days or 63 days later, there were significant differences in both
the word list format and the context format between the experimental group and the
control group. From this result, we recognize that in the unknown word test 80 days or
63 days after reading comprehension, the differences between the word- inferential
learning and the word list learning would influence vividly the word learning. Thirdly,
the retentive rates of unknown words in the experimental group was higher than those
in the control group. Therefore, it is emphasized that the meanings of unknown words
tend to be retained in inferring the meanings of unknown words during reading rather

than in learning the meanings of unknown words using the word lists.

Conclusion

The present research was about the learning effect of unknown word inference
strategy in reading of Japanese high school EFL klearners In conclusion, there was the
learning effect of unknown word inference strategy in reading in the present study.
Therefore, it would be suggested that i in reading, the meanings of unknown words would
be retained, when learners guess the meanmgs of unknown words in the context during
reading, rather than when learners use the word lists before reading.

Taking account of the results in this paper, English teachers have to recognize the
learning effect of unknown word inference strategy and improve our teaching

techniques to help our students learn new vocabulary.
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Appendix A
[ Lessonl: Ms. Green ]

Yesterday, I met my next-door neighbor and introduced myself. He looked very friendly. Then he said, “Nice to
meet you, Miss Green,” and I didn’t feel very comfortable.

“Please call me ‘Jane’ or "Ms. Green’ when you are speaking English,” I said. He looked a little puzzled, so I
explained.

“Miss or Mrs. Label women whether they’re married or not. Mr. doesn’t label men that way. I just want to have
the same advantage as men.”

He seemed more puzzled and started to introduce himself.“My name is Akira Tanaka. 'm a mailman.”

Then I couldn’t help saying, “Oh, I see. You're a mail carrier, Mr. Tanaka.” He looked even more puzzled. Maybe
he thought I was not very friendly.

I wish I could make myself understood better!

Appendix B
[ Lesson 2: A League of Their Own ]

They were pretty, and they could play baseball. That was the reason they were chosen to play professional
baseball in a league of their own.

When was it? — It started in 1944,

Where was it? — In the Midwest of the United States.

Why did they start a women’s pro baseball league? ~ Because all the good men players were fighting in the
World War II.

At first most people thought it was a joke. But they played so well that their owners had a Women’s World
Series.

One coach who had once been a famous player always got drunk and slept on the job. At last he began to coach
the hardworking women seriously.

He is talking to his team, the Peaches, just before their first World Series game.
Jimmy Dugan: Okey troops. I hate admitting this, but I love you and I'm sorry I gave you all such a bad time.
Team: Ahhhhhh! We love you too, Jimmy.
dJ: Right now, I want you all to get out there and play like there’s no tomorrow. Because you know something? There
is no tomorrow. Okey. Go get them.

They were so popular that they continued to play even after the men came back. In the Baseball Hall of Fame

in Cooperstown, New York, there is a display with this sign: ALL-AMERICAN GIRLS BASEBALL LEAGUE,
1944-1954.

Note: The unknown words are underlined here in Appendixes A and B.
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Appendix C
[ Test 1] (About “ Ms. Green ”)
‘ Class( )No.( ) Name( )
The following sentences indicate a summary of “ Ms. Green ”. Fill in the each blank selecting a suitable word

from the word group below, and write down the meaning of each word.

Jane Green is an AET. One day, she met her (1) ( i ) neighbor, Akira Tanaka. He is a mail
2) ( ). When he said to her, “ Nice to meet you, Miss Green,” she didn’t feel very
3)<¢ ). Because Missis used only for @ ( - ) women, but Mr is used for all
men. She wanted to have the same ®) ( ) as men. Akira didn’t understand her and was
®)( ).

[ word group ] puzzled, carrier, advantage, next-door, unmarried, comfortable

[ Answer ]
(1 ( ) the meaning: [ 1
@ ) the meaning: [ ]
@ ( ) the meaning: | ]
) ( ) the meaning: [ ]
®) ( ) the meaning: [ ]
®) ( ) the meaning: [ ]
Appendix D
[ Test 2 ] (Word list format )
Class ( )No.( )Name( )

Write down the meaning of each word.

1. display [ Ji
2. puzzled [ i
3. seriously [ ]
4. next-door [ ]
5. admit [ ]
6. carrier [ ]
7. continue [ 1
8. advantage [ ]
9. owner [ 1
10. comfortable [ 1

140



Appendix E
[ Test 2] ( Context format )
Class ( ) No. ( ) Name ( )
Read the following two kinds of sentences. Write down the meanings of underlined words.
L
Yesterday, I met my next-door neighbor and introduced myself. He looked very friendly. Then he said, “Nice to
meet you, Miss Green,” and I didn’t feel very comfortable.
“Please call me ‘Jane’ or ‘Ms. Green’ when you are speaking English,” I said. He looked a little puzzled, so I
explained.
“Miss or Mrs. Label women whether they're married_or not. Mr. doesn’t label men that way. I just want to have
the same advantage as men.”
He seemed more puzzled and started to introduce himself. “My name is Akira Tanaka. I'm a mailman.”
Then I couldn’t heip saying, “Oh, I see. You're a mail carrier, Mr. Tanaka.” He looked even more puzzled. Maybe
he thought I was not very friendly.

I wish I could make myself understood better!

next-door [ ]
comfortable [ ]
puzzled [ ]
advantage { 1
carrier [ ]

I

They were pretty, and they could play baseball. That was the reason they were chosen to play professional
baseball in a league of their own.

When was it? — It started in 1944.

Where was it? — In the Midwest of the United States.

Why did they start a women’s pro baseball league? — Because all the good men players were fighting in the
World War I1.

At first most people thought it was a joke. But they played so well that their owners had a Women’s World
Series.

One coach who had once been a famous player always got drunk and slept on the job. At last he began to coach
the hardworking women geriously.

He is talking to his team, the Peaches, just before their first World Series game.

Jimmy Dugan: Okey troops. I hate admitting this, but I love you and I'm sorry I gave you all such a bad time.
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Team: Ahhhhhh! We love you too, Jimmy.
J: Right now, I want you all to get out there and play like there’s no tomorrow. Because you know something? There
is no tomorrow. Okey. Go get them.

They were so popular that they continued to play even after the men came back. In the Baseball Hall of Fame
in Cooperstown, New York, there is a display with this sign: ALL-AMERICAN GIRLS BASEBALL LEAGUE,

1944-1954,

owners [ ]
seriously [ ]
admitting [ ]
continued [ 1
display [ ]
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A Study of the Output Hypothesis: Cognitive Processes of
Speaking a Foreign Language

Kouichi Ano
( Waseda University)

This study examines the role of output, especially of speaking, in a foreign
language learning environment. Japanese senior high school learners who are
learning English in classroom settings often have some difficulty in speaking English.
One of the reasons may be lack of practice and opportunity for using the target language.
In this experiment, while learners were speaking English, their performances were
videotaped and they were asked to reflect on their cognitive processes of speaking by
watching the video. Their think-aloud protocols were classified according to the
cognitive processes, and they were examined. It appears that through producing a
target language, language acquisition/learning can occur, and it can be said that the

data supported the Output Hypothesis.
I Introduction

The purpose of this thesis is to investigate the role of output in foreign language
learning, especially among Japanese senior high school learners who are studying
English as a foreign language in a school setting. For many years, English education
in Japan has placed emphasis on a written form of English, reading and writing, and
most students have tried to gain a good knowledge of grammar and to enlarge their
vocabulary in order to pass required entrance examinations. As a result, even though
they have some knowledge of English, they have difficulty in communicating in English,
especially in oral English, listening and speaking.

In order to improve English education in Japan, the Ministry of Edueation
introduced the new Course of Study in 1994, which emphasizes communicative
competence. Since then, more emphasis has been put on listening and speaking,
according to the newly introduced subjects, Oral Communication A, B and C. Students
now have far more opportunities to listen to English by listening to tapes or team-
teaching lessons in which a Japanese teacher of English and a native speaker of English
(ALT) conduct lessons together. According to Krashen’s Input Hypothesis(1982, 1985),
this is the best and only way of learning a second language in the sense that learners

can receive comprehensible input. Teachers often use the target language English, as
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a means of instraction. .: In this case, this is a kind of content-based lesson and similar
to immersion bilingual education in Canada. It is true that students now have much
opportunity to listen to English, but as far as their speaking ability is concerned, they
still have much difficulty in speaking even simple English. Thinking about this fact, it
i1s not clear if comprehensible input is enough both for developing listening and
speaking ability, and so one of the purposes of this thesis is to consider a possible
solution to this problem:

Little attention has been given to the role of output, though a considerable number
of studies have been made on the role of input.  Swain (1985, 1995) proposes that while
learners are producing a target language, either speaking or writing it, they are in the
process of acquiring the language, especially syntax or grammar. According to this
Output Hypothesis, the production of the target language seems to improve learners’
speaking ability even in English classrooms in Japan, too. It seems very important for
Japanese senior high school teachers of English to know the cognitive processes of
producing the target language, and to examine whether this hypothesis can be applied

to Japanese learners of English or not.
I Pretest

" Before examining the details of cognitive processes of speaking, a questionnaire
was done as a preparation for the experiment. In order to collect data, the
classifications for the protocols have to be made beforehand. That is to say, the

purpose of the pretest is to make a list of the classifications for the cognitive processes.

1 Subjects

‘The subjects in this test were 32 eleventh grade senior high school learners of
English at Inagakuen Comprehensible Upper Secondary School in Saitama prefecture.
12 subjects were boys and 20 were girls. In addition to studying an English reading
course as a part of their required lessons, all of them had completed English listening
lessons in their tenth grade and were taking English speaking lessons at the time the
experiment was done. Since none of them has studied abroad, we can say that all the
subjects have a similar educational background. They have been learning English in a

school setting for about five years.

2 Procedure

Two questions were given to the subjects and they were to write as much as
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possible in response to each qﬁestion. The instructions and questions were given in
Japanese.
(the content of the questionnaire)

Answer the following questions. Give concrete examples item
by item to each question. (Detailed explanation was given to the
subjects orally.)

1. What do you think you are doing in your mind when you are about

to speak in English (just before you try to speak in English)?
2. What do you think you are doing in your mind while you are
speaking in English? You can write the same answer as you

wrote in no. 2.

The processes of speaking are divided into two questions because it may be easier
for the subjects to think about what they are doing before and while they are speaking
in English respectively. It took about fifteen minutes for the subjects to complete this

task, and they answered three items to no.1 and two items to no.2 on average.

3 The classification

The questionnaire data were integrated into the classifications of eighteen items.
The item for grammar has four small categories. When the descriptions from the
subjects were classified, the language related episodes of Swain and Lapkin (1995) were
sometimes referred to, but in order to make the characteristics of Japanese learners
clearer, the classification was divided into more items. For example, ‘think about
Japanese words and then translate them into English’ is equivalent to ‘Lexical search
via English (1)’ in Swain and Lapkin's category, and ‘think about Japanese sentences
and then translate them into English’ means “Translation (phrase or greater) in their
category. However; we cannot find the categories equivalent to ‘trying to speak English
by thinking in English by the unit of sentences or phrases’ and ‘think about the content
of what they want to talk about and then compose the appropriate English sentences’ in
their language related episodes.

The classifications are as follows:

1 search for English words by thinking in English

2 try to speak English by thinking in English by the unit of sentences or
phrases

3 think about the content of what they want to talk about and then search for
the appropriate English words
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4 think about the content of what they want to talk about and then compose
the appropriate English sentences
think about Japanese words and then translate them into English
think about Japanese sentences and then translate them into English
try to remember and use idioms or expressions which you have already
learned
try to search for more appropriate expressions
try to speak English by thinking about grammatical rules
a- think about agreement of number (singular form and plural form)
b- think about sequence of tenses
c- think about verbs and their sentence patterns
‘d-  think about uses of prepositions
10  try to compose sentences by applying them to sentence patterns
11 speak English, paying attention to pronunciation of each word
12 speak English, paying attention to rhythm and intonation
13 pronounce English words by remembering their spellings
14 wonder if the senteﬁces that you spoke are grammatically correct or not
15 wonder if the English words that you used are appropriate or not
16 wonder if there is a more appropriate expression
17 wonder if your pronunciation was correct or not

18 wonder if you can communicate and be understood in English
Il  Experiment

1 The purpose

The aim of this experiment was to try to elicit the cognitive processes by using the
think-aloud method and these concrete examples were examined to make clear the
characteristics of the cognitive processes for speaking English.

According to Mann (1982), think-aloud protocols can be divided into three kinds:
“introspective protocols” (learners’ reports about what they are aware of, while carrying
out comprehension activities), “immediate retrospective protocols” (recollections by
learners of what they had done to fulfill the preceding step of a task), and “delayed
retrospective protocols” (learners’ reflections on the whole process after the completion
of a task) (qtd. in Bot, Paribakht and Wesche, 1997: 319). To collect the data for the
cognitive processes for speaking, the elicitation method for delayed retrospective

protocols were adopted in this experiment because of the following reason.
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As far as the descriptive case study on the cognitive processes for second or foreign
languages is concerned, many kinds of research on reading and writing have been done
by using the think-aloud method (Block, 1986, 1992. Bot, Paribakht and Wesche, 1997.
Garner, 1982. Hosenfeld, 1984. Kern, 1994. Swain and Lapkin, 1995). It has been
thought impossible to observe the cognitive processes for speaking by using the think-
aloud techniques simply because we cannot speak a language and talk about the
cognitive processes for the utterances at the same time. However, it can be regarded as
plausible that a human being can memorize clearly what he/she did just a few minutes
ago and this memory makes a research on the mental processes for speaking possible.
It can be said for this reason that on the basis of this delayed memory the speakers can
trace the cognitive processes of making their utterances and the protocols can be
observed and examined.

It may be true that not every cognitive process can be elicited by asking “Did you
do that?’ or “What did you do?” about the utterances, but a certain amount of concrete
examples of the cognitive processes can be drawn and examined. It is very likely that
specific characteristics of the processes of producing English by Japanese learners can

be observed in this experiment.

2 Subjects

The subjects were 30 eleventh grade senior high school learners of English at
Inagakuen Comprehensive Upper Secondary School in Saitama prefecture. 3 subjects
were boys and 27 were girls. They were different students from the subjects in the
pretest. To make sure all subjects have a similar English educational background, two
conditions had to be met when asking for volunteers. One was that they had no
experience in living and studying in English speaking countries for more than one
month, and the other is that they took English I and Oral communication B class
(listening class) in their tenth grade and were taking English reading class, Advanced
English reading class and Oral communication A class (speaking class)y at the time when
this experiment was performed. These were the required English classes for the
English major students, but some of the subjects were studying Current English or
General English in addition to these required classes in their eleventh grade. 36
students volunteered as the subjects and 30 students were chosen at random among
them. Their English levels varied from high to low in the school grades of their

English classes. None of them had studied or stayed abroad for more than two weeks.

3 Procedures
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Each subject met the researcher individually in a quiet room. First the subjects
were received a brief explanation in Japanese outlining the task that they would expect
to do. In order to give all the subjects the same explanation of the experimental
procedure and instructions, the researcher used a handout explaining the procedure of
the experiment. After this introduction, they were told that they should describe in
English for one minute a series of four pictures concerning a typical high school
student’s life, and that in order to understand the story or meanings of each picture,
they would be given thirty seconds before starting to describe the pictures in English.
Thirty seconds was considered to be long enough to understand the pictures and longer
time would give the subjects extra time to think about English itself which they would
use for describing the pictures. They were asked to speak in a voice loud enough to be
videotaped, and were also told that they would not be allowed to use dictionaries or ask
any questions while they were engaged in describing the pictures.

The researcher prepared eight different series of pictures, which were chosen and
combined from the picture cards which were included in an authorized senior high
school textbook “Birdland. Oral Communication A” (Buneido) as additional teaching
aids. However, since one of them was found to be too difficult for the subjects to
describe in English while one of the subjects was trying to do so, only seven of the eight
picture series were used in the experiment. In order to avoid one subject talking about
the content of the pictures to the other subjects beforehand, only one of the seven kinds
of pictures was presented to each subject by the researcher at random.

After receiving a series of pictures and thinking about the eontents for thirty
seconds, the subjects were told to start describing them in English. All the processes of
describing the pictures were videotaped. ~And just after finishing describing them,
each subject looked at the videotape with the researcher which had just been recorded,
and were asked what they were doing in their mind when they were speaking English
or describing the pictures. The researcher asked questions about their cognitive
processes whenever the subjects made pauses before or while they were speaking
English. The subjects were also asked to explain their reasons for paraphrasing or
changing a previous utterance into another form. The researcher stopped the
videotapes when asking questions. In order for the subjects to think about and explain
their cognitive processes more easily, they were told to read through a handout which
listed the classification of the cognitive processes for speaking. These think-aloud
procedures were recorded on audio tapes, and the researcher transcribed their

utterances and then classified the protocols.
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IV Results

285 episodes were collected as the cognitive processes. The frequency for each

classification is shown in Figure 1.

W N =285

Classificat

[¢] 10 20 30 40 50 60 70 80
Frequency

Figure 1: Frequencies of Cognitive Processes for Speaking English
(Each number refers to the classifications of the cognitive processes)

Before looking into the concrete examples of cognitive processes for speaking, one
can summarize general tendencies observed in Figure 1. Among other things, the most
prominent category is no.4, in which the subjects use images or contents to make
sentences. It means that they often depended on images to prepare their utterances.
The second and third prominent categories are no.5 and no.6. Both of them are

categories about translation and it means that Japanese learners of English used
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Japanese translation quite often when they prepared to speak English. It might be
related to the traditional grammar-translation method the subjects received.
Compared with the frequent use of images and translation, the subjects never used or
thought in English in producing their utterances in English.

No. 9 and no. 14 are categories concerning grammar. While making sentences,
the subjects were sometimes paying attention to grammatical items and even after
finishing their utterances, they monitored their utterances by checking their
grammaticality. And also thinking about their expressions was one of the important
factors when the learners were producing their utterances (no. 7 and no. 8). It can be
said that these facts support the Output Hypothesis. Nevertheless, as far as
pronunciation is concerned, the ‘subjects seldom paid attention to individual sounds,
stress or intonation as can be seen in nio.11 and no. 12, for they could not afford to think

about pronunciation when they attempted to speak English.
V  Discussions

To make the characteristics of the cognitive processes for Japanese learners of
English much clearer, some typical examples for each category are examined below.
Each classification is listed in order and some of the examples are discussed. The
number of each episode which could be found during this experiment is shown in
brackets after the titles of each classification. The protocols elicited from the subjects
were shown in English translation. The original protocols were all in'J apanese.

1 search for English words by thinking in English ©)
2 try to speak English by thinking in English by the unit of sentences or
phrases (0) |
It should be noticed that the subjects never used English as a means of generating their
utterances.
3 think about the content of what they want to talk about and then
search for the appropriate English words (18)
Example (a):
“I made a image of ‘wallet’ (not through the Japanese word saifiy and
then searched for the appropriate English word. However, I thought it
strange to interrupt the utterarice to think about one word. So I spent
some time to search for the appropriate word by repeating the same
phrases ‘she can’t, she can’t find ---’ and then the word ‘money pocket’

came to mind.”
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As in this example, the subjects stalled for time by using the method of repetition, in
order not to pause in the utterance, and eleven examples of this kind could be found in
elicited data. Though native speakers of English would usually use some phrases like
“Well” or “Let me see” in these cases, the Japanese learners of English used some easy
words or chunks (set phrases) which they did not have to pay attention to while
thinking about the next word to come. It seems that this is one of the strategies for the
Japanese learners to spend time for thinking about the sentence to follow.
Example (b):

- “Judging from Ken’s facial expression, he is in a bad mood. I .searched
for the appropriate words to describe him. First I said the word ‘sad’
and then ‘tired.”

By looking at the picture, the subject recognized a negative image in the boy’s facial
expression and then thought about two words which represented negative images. In
this case, the image itself led to English words and it seems that this process is very
similar to the process which takes place in our native language (Brown, 1994: 23).
During the interview after the experiment, this subject said that if she first thought of a
specific Japanese word, she found it difficult to search for the equivalent English word.
Therefore, she tried to use images to think about suitable English words.

4  think about the content of what they want to talk about and then

compose the appropriate English sentences (71)
Example(a):
“While I was repeating the word ‘Ken’ three times like ‘Ken---Ken---Ken-

--, T understood the situation that Ken was standing on the platform at

the station. Therefore I said ‘Ken was waiting for a train.”
This subject was observed to use the repetition method of an easy word ‘Ken’ while
thinking about the situation of the picture and making an English sentence which
described the situation. This is just the same method that could be observed in the
previous category.

Example(b):

“Considering that Emi likes wan-piisu (dress), the English sentences ‘The

one-piece is very nice. She likes very much.’ came into my mind.”
Though the word ‘one-piece’ is what is called Japanese English, three subjects out of five
used this word when describing one of the pictures. = Since they thought of ‘one-piece’ as
an English word and they were also familiar with this word quite well, they did not
have to search for another English word and could make a sentence without much

trouble only through images. It can be said that the familiarity with English words is
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very effective in producing utterances even if the words are used incorrectly.
Example(c):
“I thought Emi had to get up early tomorrow morning because she was
supposed to take an examination tomorrow. So she was now setting the
alarm clock. I wondered how I could express this situation in English. 1
had no idea.”
In this example, the subject understood the situation depicted in the picture quite well.
However, the fact that the subject tried to integrate different pieces of information into
one sentence made her cognitive processes more complicated, preventing her from
making any utterance.
Example (d):
“I thought the situation was in the girl’s room. The image of it naturally
led to-a phrase “in the her room.”
This wrong usage was seemed to be influenced by a chunk “in the.” It can be said that
this subject has a fixed set phrase “in the” in his mind, possibly because he was familiar
with and learned or remembéred it as a set phrase “in the,” as in “in the morning.” In
this example, a chunk played an important role in producing an utterance and it seems
to have occurred to the subject automatically, though the usage was wrong.

Generally speaking, in the -case of using images or thinking about contents to
compose sentences, it is true that the subjects needed some time to make their images
lead to utterances. However, when they could use quite easy words or their familiar
phrases, their utterances could be made smoothly or almost spontaneously even if the
usage was sometimes wrong. From this viewpoint, it may be said that chunks play
important roles in producing quick utterances.

5 think about Japanese words and then translate them into English
(55)
+ Example(a):
“I spent a long time thinking how I translate J apanese word kaisha into
English, but I couldn’t.”
In this example, the lack of knowledge of only one English word prevented the subject
from producing the whole utterance and led to a pause before the next utterance.
When a learner has a fixed Japanese word, especially a noun, in his/her mind and
cannot think of the equivalent English word, he/she may sometimes have much
difficulty in composing a sentence which includes the word and often takes up a lot of
time trying to translate.
Example(b):
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“A Japanese word sichaku came to mind, but I could not translate this

word into English.”
This seems to be an example of a lack of knowledge of English words, but in this case,
the problem was that the subject tried to think of this English expression as one word.
That is to say, Japanese senior high school learners of English sometimes remember
English words based on a ‘one Japanese word to one English word’ principle. When
teachers encourage the learners to speak English, they should teach them that knowing
and trying to use a way of paraphrasing make it possible to express what they want to
say in English.

Example(c):

“When I thought about a Japanese word asa, an English phrase ‘in the

morning’ came to mind automatically.”
This is a good example of automaticity for producing an English utterance, in which a
chunk or a set phrase could be used very effectively. The subject first thought of one
Japanese word, asa, then she could get a fixed prepositional phrase. This automaticity
might make it possible for her to make a sentence quite smoothly and naturally without
spending an extra time in thinking about grammar or usage.

Example(d):

“After saying ‘She is eating,’ I could not thought of an English word which

meant yushoku immediately. So while I was spending some time by

repeating the previous part ‘She is eating,” I searched for the equivalent

English word and then said ‘dinner.”
In this example, the subject repeated a phrase which was apparently familiar to him, as
the other subjects used the same method when they used images or contents to produce
English. In this process, since the subject concentrated on searching for the equivalent
English word, it can be said that the automaticity of a chunk played an important role
for searching for words instead of saying ‘Let me see’ or ‘Well’ in English way.

Example(e):

“T was thinking what the English word to nakama was, and thought of an

English expression ‘his friends.”
This subject succeeded in paraphrasing when she had difficulty in translating one
Japanese word into the equivalent English word. The fact that she did not stick to the
original Japanese word and paraphrased it into another expression made it possible to
continue her utterance and not to make an extra pause. This subject had a better
command of English according to her English grade in English classes; she got the

highest grade 5 both in English reading class and Oral communication A (speaking)
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class.

The subjects often had difficulty in translating a Japanese word into English if
they stuck to the original Japanese word and did not know how to paraphrase it into
easier or more familiar expressions. . In this case, thinking of Japanese words in an
early stage sometimes distracted learners from producing English sentences. It seems
reasonable to conclude that learners should be flexible without sticking one Japanese
word and learn to paraphrase. And also it can be said that chunks led to smooth
utterances even when they used Japanese translation, as seen in this category.

6  think about Japanese sentences and then translate them into

English (42)
Example (a):
“I tried to translate the Japanese sentence Emi wa tsukareta into

English and I said ‘She is very tired.”
This is one of the typical examples that Japanese translation into English sentences
works well in communication. The reason might be that this English sentence was
very familiar to the subject; in other words, it worked just like a chunk and the sentence
came to mind automatically just after thinking of a Japanese sentence. However, in
the next example, the situation was quite different from this one.

Example (b):

“Though I thought a Japanese sentence denshani norouto sitakeredomo

nakanaka norenakatta and tried to translate this sentence into English, I

could not do it.”
This subject struggled to translate a J apanese sentence into English, but could not do so.
Compared with the previous example, the Japanese sentence was longer and it
contained a more difficult Japanese expression to translate like nakanaka. It follows
from this fact that it can be hard to produce an English sentence spontaneously after
thinking of a whole Japanese sentence especially including some expressions peculiar to
Japanese.

Example (c):

“While repeating the word ‘she’ with some pauses like ‘she---she--- I tried

to translate Japanese sentences kanogjowa hasitteiru, isoide iru, and then

said ‘She run, hurry up.”
The method of repeating an easy word was also used here while translating a Japanese
sentence into English.. Though this subject could produce an English sentence, she
could not afford to pay attention to grammatical items. She missed the third person

singular “s.”
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Example (d):

“After wondering how to say denwao kakeru in English, I said ‘She is

calling telephone her friend.”
In this example, a Japanese expression appears to have confused the subject. In
Japanese, the expression denwao kakeru consists of two parts, a noun and a verb, but in
English, just one verb is enough, for example, ‘call, ‘ring,’ ‘phone,” or ‘telephone.”” It
may be said that if learners use images or contents instead of using the sentence
translation, they can avoid this kind of mistakes.

Example (e):

“When I'thought of the Japanese sentence pikunikku ni yuku, the English

phrase ‘go on a picnic¢’ came to mind.”
In this example, even if the subject made a Japanese sentence first, a chunk or set
phrase made it possible to produce an English utterance in a natural way. The data in
this category also suggests that chunks are the very important factor for making the
subjects produce utterances successfully.

Example (f):

“Since an English sentence for yamano kuukiwa oishii did not come to

mind, I thought another way of saying by using the words which I knew

and said ‘Mountains are very beautiful.’ In this process, I kept searching

for an English expression for kuukiwa oishii”
The Japanese word oishir in this situation meant ‘fresh’ in English. Since this was an
expression peculiar to Japanese, the subject could not translate the Japanese sentence
into English and then paraphrased it, but the meaning was different from the original
Japanese sentence. While she'was engaged in this process, she still tried to translate
the original Japanese sentence. It might be said that the specific Japanese expression
prevented the subject from expressing what she wanted to say in English.

When the subjects tried to translate the entire Japanese sentence or lengthy
phrases, they would have a great deal of difficulty in doing so. Japanese sentences
with some length or with some peculiar expressions were especially difficult to translate
and the learners often spent a long time to produce English and sometimes could not
say anything in English. It was true that chunks worked well in this category too, but
the role of chunks would be limited if the chunks were only a part of the whole sentence.
By way of conclusion in this category, it does not seem better to use sentence translation
for smooth and correct English utterances.

7  try to remember and use idioms or expressions which they have

already learned (7)
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Example:

“When I tried to describe the people in the train, I want to use the set-
phrase for ippouwa---tahouwa---. 1 thought of the only one word ‘other’
and could not remember the first one.”

The subject tried to search for an appropriate expression in her own knowledge sources
and to apply it to her English sentence. In this case, the subject failed to produce an
English utterance because of the vague knowledge about the idiomatic expression ‘one
1s ---, the other is ---’  However, she noticed her linguistic problem in the process. The
fact that learners pay attention to English expressions which they have already learned
and try to use them in their own sentences can fix and foster their knowledge of English
expressions. This fits in well with the Output Hypothesis that while producing a
language, learning may occur. -
- 8 try to search for more appropriate expressions (23)
Example (a):
“I said ‘shop’ but I want to describe the picture more precisely, so I
changed the word for ‘boutique.”
In this category, the subjects compared more than two expressions and tried to select a
more suitable one for English. In these cognitive processes, the subjects might be
engaged in reconfirming their knowledge of expressions and they must learn to use the
expressions correctly at the same time. In the above example, though the subject first
used the word ‘shop’ to describe the place where clothes were displayed and sold, she
put this word in another way by using the more specific word ‘boutique.” . In the process,
by comparing the word ‘shop’ with another word ‘boutique,” she checked some semantic
difference between the two words and applied it to the actual production of a sentence
as an output.

Example (b):

“While repeating the girl's name saying ‘Emi---Emi---, I was wondering

-which word I should use to say tesutoo ukeru, ‘take’ or ‘have.”
This subject struggled to choose more appropriate verb for ‘examination,’ and compared
the two words ‘take’ and ‘have’ in her mind. Finally, though she decided to use ‘take,
she was not sure whether she made the right decision or not. At that time, she had no
way of receiving any feedback and checking her decision. The method of repeating an
easy word to stall for a time to think could be found in this example again.

Example (c):

“I was wondering which of the two expressions ‘sleep’ or ‘go to bed’ was

appropriate to neru. And then I found a magazine on the bed in the
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picture, so I used ‘go to bed.”
This subject used the context or situation in the picture effectively to select the suitable
word. Since the Japanese word neru has two meanings of both ‘sleep’ and ‘go to bed,’
she thought about the situation carefully and tried to use more appropriate word in her
utterance. It could be said that she was engaged in the process of learning how to use
English words or expressions according to a specific context.

These examples from this category make it clear that the learners are engaged in
the processes of reconfirming their knowledge of English expressions by having had
chances to produce output. This seems quite effective especially when learners have
fixed knowledge of these expressions, in other words, after receiving enough
comprehensible input. However, learners with insufficient knowledge cannot learn the
proper usage unless they receive some kinds of feedback about these expressions,
though they can notice their linguistic problems or lack of the knowledge.

9 try to speak English by thinking about grammatical rules (39)
This category is divided into five small groups.

a- think about agreement of number (singular form and plural form) (0)
No episodes could be found in this group. It is likely that the subjects could not afford
to pay attention to the number agreement or they did not perhaps care about it because
Japanese language does not have these kind of grammatical rules.

b- think about (sequence of) tenses (13)

Example (a):

“] was wondering which the most appropriate tense in this context was, ‘is

waiting,” ‘was waiting’ or ‘waited.”
This subject first thought of the three tenses and then attempted to select one of them
by comparing the three forms, the present progressive tense, the past progressive tense
and the past tense. In this process, she confirmed the forms and the meanings of each
tense and was very careful to apply the knowledge to her utterance.

Example (b):

“I wanted to talk about an event in the future, so I was going to use the

word ‘will.”
Since this subject had the knowledge that the auxiliary verb ‘will’ indicated future tense,
she thought that she should use ‘will’ when she talked about an event in the future. In
this case, she tried to apply her grammatical knowledge in producing an English
sentence, output, and she could confirm her grammar, which meant that she was
engaged in the processes of learning English.

c- think about verbs and their sentence patterns (4)
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Example:
“The verb phrase ‘enjoy —ing’ came into my mind, so I said ‘They
enjoyed hiking.”
This example shows that the subject remembered the sentence pattern for the verb
‘enjoy’, which takes a gerund as its object, and by using this knowledge, she could
successfully produced the utterance. It can be said that the process of producing the
output provides an opportunity to confirm her grammar.
d- think about uses of prepositions (8)
Example (a):
“l used ‘at’ first when I wanted to say the time. But ifI say ‘at’, the exact
time should follow it. So I said ‘about seven o’clock’ instead.”
This subject seemed to know the usage of a preposition ‘at, so during the process of
producing the utterance with the preposition, she had a chance to check whether her
knowledge could be applied or not. As a result, she seemed to have confirmed the
usage.
Example (b):
“I'had no idea of how to combine ‘They go’ with ‘hiking.’ At that time, the
phrase ‘go to school’ came to mind, so I said ‘go to hiking.”
Since the phrase ‘go to school’ seemed to have been familiar with this subject, ‘go to’
worked as a chunk when she tried to combine the two words ‘go’ and ‘hike.” Therefore,
in this example, insufficient knowledge about grammar and the set phrase resulted in
the grammatically wrong sentence.

It can be said that in this category some grammatical knowledge leads to learning
through output, however, insufficient knowledge sometimes makes learners lead to
wrong usage.

e-- Others (14)
Example (a):
“I was wondering whether ‘the’ should be placed before ‘movie theater.”
Example (b):
“After I said ‘She pay,’ there was a pause to think about whether I should
say ‘a’ before the noun ‘money.” Since I thought it unnecessary, I said just
‘money.’
In example (a), the subject thought about the usage of a definite article ‘the,” and the
subject in example (b) checked the usage of an indefinite article ‘a’ in the cognitive
processes of producing English utterances. It can be said that these processes of

speaking made the subjects think about how to use articles and made them have good
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opportunities of confirming the knowledge of articles.
Example (c):
“] was thinking about the Japanese words isshokenmei and kibisiso, and
wanted to put this kind of word into an English sentence. I thought of
the English word ‘hard, but I didn’t know where to put this word in the
sentence ‘I practice volleyball, so I couldn’t help making a pause after
saying ‘I practice.”
This subject tried to add information by using the adverb ‘hard’ in the English sentence
I practice baseball” The process she was engaged in involved checking her knowledge
of the position of an adverb in a sentence. This might be regarded as one of the
processes of learning.
Example (d):
“T said ‘After she call his friend, in which the word ‘his’ appeared
automatically. - However, since I recognized that ‘she’ was a girl and I
should have said ‘her’ instead of ‘his,” I corrected myself. The reason why
I said ‘his’ first was that I was used to say ‘he’ or ‘his,’ because the model
sentences for memorization which we learned in Advanced Reading class
contained these words more often.”
Two important facts could be considered in this example. First, the subject had her
own speech habit of using the pronoun ‘his’ before a common noun automatically, for she
had memorized many sentences which contained the pronoun. The second fact was
that the subject did not pay much attention to the gender distinction in English. This
is possibly because Japanese people do not use promouns in their first language,
Japanese, so often.

Many other examples relating to grammatical items could be found in the
protocols. The subjects sometimes noticed their linguistic problems and tried to solve
them by using their grammatical knowledge. Some succeeded in solving their
problems and confirmed the knowledge, but some could only recognize their linguistic
problems and failed to produce grammatically correct sentences.

10  try to compose sentences by applying them to sentence patterns (2)
This classification could be integrated into the previous one, grammar, because a
sentence pattern is often considered to be one of the items in grammar. - However, since
the purpose of this study was to examine the details of the cognitive processes‘ of the
learners, these two classifications were prepared separately. Attention was paid to the
whole sentence, basic sentence patterns or English word order in this classification,

whereas individual grammatical items were to be considered in the classification for
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grammar.
Example:
- “I'was thinking about a subject and a verb of the sentence that I was then
making. I decided to use ‘Emi’ asa subject and ‘waiting’ as a verb.”
Since most of the Japanese learners of English studied five major English sentence
patterns (SV, SVC, SVO, SVOO, SVOC) at the early time of their junior high school days,
they sometimes tried to combine words according to these sentence patterns, and the
above example was one of them. = This subject first thought about a sentence pattern
and then attempted to put two words into the pattern. In this process, she might get
used to English word order, which was different from the J apanese one, and this could
be considered to be one of the learning processes.
11 speak English, paying attention to pronunciation of each word 2)
Example:
“I was wondering which the correct pronunciation was, ‘gui-tar’ or ‘gui-
tar.”
Only two examples were found in this category.  While the subject was trying to
pronounce the word ‘guitar,” she was wondering where the stressed syllable should be
placed. This might happen because the word. ‘guitar’ was also used in Japanese, yet
the place of the stressed syllable was different. This subject at least noticed her
linguistic problem of the word pronunciation and this could lead to acquisition of the
pronunciation for ‘guitar.’
12 speak English, paying attention to rhythm and intonation (0)
This classification is about the attention to sentence rhythm and intonation, not to word
pronunciation. However, no example could be found in this category. It could be said
that since the subjects were concentrating on making sentences, they could hardly
afford to pay attention to pronunciation both for words and sentences.
13 pronounce English words by remembering their spellings (0)
No example could be found for this classification, for the subjects were likely to separate
spoken English from written English, especially when they were thinking about words
in their cognitive processes.

The classifications from one to thirteen were all about cognitive processes during
the pauses before the subjects produced utterances or while they were producing
utterances. The next five classifications, from fourteen to eighteen, were about the
subjects’ attention to the utterances which' they had just produced. In other words,
these were the cognitive processes just after the utterances were produced or these were

the processes of conscious learning in which “monitor” (Krashen, 1982) worked after the

160



utterances were actually made.
14 wonder if the sentences that they spoke are grammatically correct
or not (14)
Example (a):
“After I said ‘wait for,” I was wondering this was the correct usage or
not.” |
This subject looked back on her utterance and was anxious about the usage of the
preposition ‘for” This might be a part of the process of reconfirming the knowledge of
grammar, in other words, she was learning the usage of the preposition ‘for.’
Example (b):
“I wondered whether the utterance ‘is coming back home,” which I had
just said, was grammatically correct or not and I kept wondering until
the next utterance was produced.”
In this example, the utterance “is coming back home” triggered the subject to notice his
vague knowledge. This had the advantage of helping him to notice his linguistic
problem, but this cognitive process also took some time and delayed the next utterance.
15 wonder if the English words that they used are appropriate or not
(5)
Example:
“Did the word ‘payming’ mean siharai? Was it enough to add ‘ing’ to
‘pay?”
This was an example that the word itself which the subject said triggered her to
recognize the lack of her knowledge about the word and gave her a chance to compare
the meanings of some synonyms.
16 wonder if there is a more appropriate expression (6)
Example:
“I wondered if I could use a better expression instead of saying “There
are five people.”
The subject was wondering after the utterance if she could find a more appropriate
expression than what she had just used. It might be a first step for the subject to learn
how to paraphrase a sentence, which could help her to avoid leaving pauses to
compensate her lack of lexical knowledge .
17 wonder if their pronunciation was correct or not (0)
No protocols could be found in this classification. dJust as could be seen in the
classifications eleven and twelve, it is very likely that the subjects could not afford to

pay attention to pronunciation even after having issued utterances.
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18 wonder if they could communicate and be understood in English €))
Example:
“I was wondering if the sentence ‘He come his house’ made sense or
not.”
This classification relates to communication factors. In this example, by looking back
on her own utterance, the subject could make an assessment of it and confirm whether
her communicative purpose was achieved or not.

In collecting data, some protocols appeared to be classified into more than two
categories. In this case, the most typical factor in each protocol was focused and the
classification to each protocol was decided.

To sum up the major characteristics of the cognitive processes observed in the
above examples, the following five points are of most significance.

(1) In order to avoid leaving pauses before or during utterances, the
subjects often stalled for time by repeating an easy word or phrase
which they did not have to pay conscious attention to, or a set phrase
(or chunk) to which they were familiar. This might be one of the
strategies of Japanese learners of English for stalling for time, whereas
the native speakers of English usually use the chunks “Let me see,”
“Well” and so on.

(2) Chunks which the learners had already remembered or acquired
helped to make their utterances automatic and to reduce the number of
unnecessary pauses.

(3) Their lack of lexical knowledge of English often led them to pause
before or during utterances.

(4) If the subjects first thought of a long Japanese sentence containing a
lot of information or an expression peculiar to Japanese and then
attempted to translate it into English, they sometimes had difficulty in
producing English (never to produce any utterances) or left a long
pause before they started to speak.

(5) The learners who had some knowledge of English grammar and words
after receiving enough input could check their knowledge and confirm
it in the processes of speaking. On the other hand, the learners with
poor knowledge could notice their linguistic problems in the processes,

but they could not learn the correct usage while they were speaking
English.
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VI Implications

In this experiment, the details of the cognitive processes for speaking were
observed and examined by using the think-aloud method, and five characteristics of the
Japanese learners of English were derived from the descriptive data. At first, it was
observed that they used the repetition method for stalling for time to prepare utterances.
They repeated an easy word or short phrase and sometimes a set phrase (chunk) with
which they were familiar in the process of producing an utterance. It might sound
unnatural to native speakers of English, for they do not use this kind of method. By
teaching some English set phrases, like ‘Let me see’ or ‘Well,” and then making the
usage be familiar to the learners, their utterances may become more natural and they
can produce their utterances more smoothly.

The second finding was about the important role of chunks in the process of
producing utterances. Chunks sometimes made the utterances automatic and helped
to reduce the number of unnecessary pauses. If learners can use chunks effectively in
the process of speaking, it may lead them to reduce the time to think in Japanese and to
make the learners produce utterances more successfully. So teachers should recognize
the significant role of chunks in English utterances and try to enrich learners’ source of
chunks as a preparation for speaking English.

The third one was that the lack of lexical knowledge of English led the learners to
pause before or during utterances. It is safe to say that learners can compensate for
their lack of knowledge if they know how to paraphrase the word or phrase in another
way. S0 léarners should be flexible without sticking only one word (either in Japanese
or English) and learn to paraphrase it into another expression.

The next finding was ‘about one of the problems concerning the frequent use of
Japanese translation. If learners attempted to translate a Japanese sentence with
some length or with some peculiar expressions, they were often forced to spend a long
time before speaking English and they sometimes could not produce any utterance.
This was because the learners depended on Japanese translation too much. It may be
said that teachers should instruct their learners not to use Japanese translation too
much but to use images in the process of producing English utterances.

Finally, it is true that the learners with some knowledge of English grammar and
expressions could confirm their knowledge in the process of speaking. However, the
learners with poor knowledge could not learn the correct usage only while they were
speaking English because of the lack of or vague knowledge, though they could notice

their linguistic problems. For the former learners, teachers should encourage them to
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produce more utterances to provide them with another opportunity to consolidate their:
knowledge. For the latter learners, teachers should try to give them some kind of
feedback to compensate the lack of knowledge and to make them confirm the right
usage.

The result of the experiment clearly shows that learners are in the process of
learning the language while they are trying to produce output. By way of conclusion of
this thesis, the significant role of output should be emphasized in language learning and
learners must be provided enough opportunity to notice their linguistic problems and to

confirm their knowledge of grammar, expressions and other factors of learning English.
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A Reanalysis of Grammaticality Judgements Test Concerning Dative Shifts among
Korean, Japanese and Chinese Learners of English

Michiko Nakano, Waseda University and Kyung-ja Park, Korea University

1.0 Purpose
The present experiment has two purposes. One is to replicate Ellis (1991) and to see
whether the different native languages will bring about differential grammatical
judgements on dative constructions among Korean, Japanese and Chinese learners of
English. The other is to find out how these learners understand passivized dative
constructions. 21 Chinese subjects in Ellis (1991) were graduate students and 40
Japanese university students and 28 Korean university students took part in the
present experiment. This is an reanalysis of Park and Nakano(1997) based on Lexical
Functional Grammar (LFG). While Ellis (1991) is concerned with the validity of
grammatical judgement tests themselves, we focused our analysis on predicting the
learners’ judgements on the basis of LFG and compared our predictions with the data
obtained.
2.0 An analysis of the elicitation data presented to the subjects
Appendix presents the elicitation data given to the subjects. This section classifies the
data into to-datives and for-datives and comments their usage in simple terms. As you
can see below, the well-formedness of such constructions with the verbs, reserve and
design, is controversial. In this sense, we should point out first that all the
constructions used in Ellis (1991) are not strictly controlled. It is therefore
questionable that Ellis (1991) can argue the relevance of grammatical judgements tests
based on his data.
2.1 To-datives and for-datives
Based on Jakendoff (1991) and Levin(1991), we regard dative shifts as consisting of two
kinds: to-datives and for-datives shifts. In to-datives, the thematic role of the subject
NP is source and that of the NP in the prepositional phrase is goal. According to LFG,
the double object construction is derived from the single object construction with its PP.
When we illustrate this derivation, using the verb, send, according to the simplified
argument structure, we get the following: ‘

send (source, theme, to(goal))

send ( source, goal, theme)

It is known that the goal NP must be animate. This constraint indicates that the
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recipient of the theme needs to be animate. The to-dative constructions includes such
verbs as giving verbs ( give, hand, offer, pay, pass, sell, feed, lend, etc.), sending verbs
( mail, send, ship, forward, etc.), instantaneous verbs of action( throw, toss, flip, kick,
etc.) speaking verbs (tell, ask, advise, etc.) the verbs of communicative media (telegraph,
telephone, fax, e-mail, etc.) But all the verbs belonging to these verbal categories are
not eligible for the dative shift, but some other constraints are known to exist,
According to Pinker (1994), the Latinate verbs are ineligible for the dative shift, but the
monosyllabic verbs as well as the polysyllabic verbs whose first syllables are stressed
are eligible for the dative shift.

On the other hand, the recipient of the theme is a beneficiary in the case of for-datives.
According to LFG, the double object construction is derived from the single object
construction with its PP. We illustrate this derivation by using the verb, bake;
according to the simplified argument structure, we get the following:

Bake (agent, theme, for (beneficiary))

bake (agent, beneficiary, theme)
For-dative verbs include making or preparing verbs ( bake, boil, build, cook, make, peel,
sew, slice, toast, carve, prepare, fix, etc.), getting verbs ( get, buy, call, book, catch, order,
etc.), and performing verbs (sing, etc.): The phonological constraint is essentially the
same as in to-datives. The making or preparing verbs and performing verbs belong to
the class of achievement verbs according to Vendler's classification. Therefore, the
theme roles represent the respective outcomes of the actions denoted by these verbs.
Furthermore, it is important to distinguish the grammatically obligatory for-beneficiary
expressions from the optional adjuncts with the preposition, for. In the following
examples, the first one stands for the former and the second, the latter.

1. He fixed supper for me. — He fixed me supper.

2. He opened the door (for me).

In the first example, the prepositional phrase is obligatory and for this reason, the
dative shift is possible, as shown in the right hand side of the arrow. On the other
hand, in the second example, the prepositional phrase represents an ajunct and it is an
optional constituent which modifies the verb phrase.  For this reason, in the second
example, the for-dative shift is not permitted. Since the verb ‘open’ is an
instantaneous verb of action, this property is one of the relevant features for the for-
dative shift, rendering the verb a seemingly plausible candidate for the for-dative shift.
However, the nature of its argument structure hinders ; the receipient (i.e., ‘me’ in the

prepositional phrase) does not receive the door (the theme role), but the action denoted
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by the verb phrase as a whole.

2.26 predictions based on LFG ;
Ellis used six verbs in his judgement test: send, offer, report, explain, buy, reserve, open,
and design. The following six sentence constructions were employed:

A. The sentences before the application of dative shift rule: 8 examples with

send, report, and explain.

B. The sentences before the application of beneficiary shift: 8 examples with
buy, reserve, open and design.

C. The ditransitive sentences after the application of dative shift: 8 examples
with the same verbs used in a. These constructions can be further divided
into two: those with human subjects and those with institutional subjects.

D. The ditransitive sentences after the ’application of beneficiary shift: 8
examples with the same verbs as in a. These constructions can be further
divided inte two: those with human subjects and those with institutional
subjects.

E. The passive sentences whose subjects are personal pronouns or human
nouns, and the verbs used are report, explain, open and design. (4
examples)

F. The passive sentences whose subjects are institutional names and the

verbs used are the same as in E. (4 examples)

On the basis of the above classification of sentence constructions, the following six
predictions would be made within the framework of LFG.
Prediction 1
Based on the order of the lexical rule for the dative shift, we predict that Pattern A
would yield more acceptability than Pattern C.

A >C
Prediction 2
Based on the order of the lexical rule for the beneficiary shift, we predict that Pattern B
would yield more acceptability than Pattern D.

B>D
Regarding the passive sentences in E and F, we can predict the following. The passive
lexical rule in LFG is stated as follows:

Subj — by obj

Obj — subj
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Therefore, the EFL learners who regard the passive sentences in E and F as acceptable
must accept the ditransitive constructions given in C and D. Otherwise, the passive
lexical rule would not be applied. That is, the acceptance of E and F presupposes the
acceptance of C and D. Let me illustrate this point. The passive sentences presented
are as follows:
9 She was reported the accident.
10 He was explained the problem.
11 He was opened the window.
12 She was designed a house.
21 The police was reported the robbery.
22 The people were explained the difficulty.
23 The little girl was opened the door.
24 My girl friend was designed a trouser suit.
It must be noted first of all that these passive sentences are all ill-formed. The
subjects who accept these ill-formed sentences as acceptable must have thought that the
ditransitive constructions are acceptable, in order for them to apply the lexical rule (obj
— subj). The ditransitive constructions were in fact all included in the judgement
test:
3 The policeman reported me the accident.
4 The teacher explained me the answer.
7 Mr. Smith opened her the door.
8 Mrs. Jones designed her a dress. ‘
15 The bank reported the police the accident.
16 The council explained the public the decision.
19 The bank opened my son an account.
20 The factory designed the manager a new car.
We predict that the subjects who accept 3 and apply the passive rule would accept 9 as
well-formed. Likewise, those who accept 4 as well-formed and apply the passive rule
would accept 10 as well-formed. The same reasoning would apply to the following
pairs: (7, 11), (8, 12), (15, 21), (16, 22), (7, 23) and (20, 24). For this reason, we have the
following prediction.
Prediction 3
In the following pairs, the first pair would elicit larger amount of acceptance among the
subjects than the second pair would. ‘
(3,9), 4, 10), (7, 11), (8, 12), (15, 21), (16, 22), (7, 23), (20, 24)

Sentence 19 is ill-formed and it stands for a metaphorical meaning of the verb ‘open’; ie.,
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open an account. For this reason, 23 is not regarded as derived from 19, but from 7.
Next, let us consider a difference in terms of the subject nouns. As noted earlier, the
eight subject nouns in C and D are realized as human nouns (1,2,3,4 in dative shift
constructions and 5, 6, 7, 8 in beneficiary constructions) and on the other hand, the
other eight , as constitutional names(13, 14, 15, 16 in dative shifts and 17,18,19, 20 in
beneficiary shifts). This difference closely relates to the subjecthood hierarchy in
LFG, notably the proto-agent roles. According to this, the human subject nouns are
closer to the notion of the proto-agent roles than the other remaining institutional
subjects. Therefore, we can predict that the subjects would accept the sentences with
the human subjects more readily than those with the institutional names.

Prediction 4

The sentences with the human subjects will be accepted by the subjects more than those
with the institutional names.

Now, we will proceed to the predictions for the acceptability order of the ditransitive
sentences. We will deal with the dative shift, first. In 2.1, we have seen that the
subset principle for this lexical rule involves some knowledge of Dphonological rule, @
argument structure and (3 the internal structure of a verb phrase. There are eight
sentences derived from the dative shift. Depending on the nature of the subject nouns,
they can be divided into two:

I. The first group: four sentences belonging to E

1 My wife sent me a letter. OQO@®

2 The president offered him a job. OB

3 The policeman reported me the accident. XO3B2

4 The teacher explained me the answer. X@O32

II. The second group: four sentences belonging to F

13 The shop sent my wife the dress. OD2®)

14 The committee offered my brother a gift. OD@®

15 The bank reported the police the accident. XOR2

16 The council explained the public the decision. X@EB®
First of all, we should note that since the institutional names are the subjects in
Group II, the rate of acceptability would be lower than the first group. Secondly,
a learner’s familiarity of the verb can be taken into consideration. It is evident
that all the learners would be familiar with the verb, send. = Thus, one can predict
that sentence 1 would rank highest in the acceptance order, followed by 13. It is
also possible to assume that a grammatically correct sentence would be accepted more

readily by the subjects than otherwise. For this reason, sentences 2 and 14 would
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be accepted by the subjects more readily than ungrammatical sentences, 3, 4, 15 and
16.  Due to the subjecthood hierarchy in LFG, 2 would be accepted more than 14 would.
So far, we have predicted the rank order of acceptability to be 1, 13, 2, and 14,
With respect to sentences 3, 4, 15 and 16, one can point out that they contain the
same argument structures as those which are eligible for the dative shift among verbs
of communication (see 2.1). Therefore, the important constraint which blocks the
dative shift is the phonological rule reflecting a historical accident; since they
are Latinate verbs, they are not eligible for the dative shift. Unless a learner
is explicitly taught about this, it would be difficult for them to reject these
sentences. Since ‘report’ is a borrowed word in Japanese, the learner’s familiarity
would be greater than the verb, ‘explain.’ Taking the LFG’s subject hierarchy - into
account, the acceptability ranking would be in the order of 3, 15, 4 and 16. Thus,
we get Prediction 5.
Prediction 5 ;
The rate of acceptability among the ditransitive sentences derived from the dative
shifts would be in the order of 1, 13, 2, 14, 3, 15, 4 and 16.
In the ditransitive sentences invelving the beneficiary shifts, there are eight
sentences as in the dative sentences above. They can be also divided into two,
depending on the nature of the subject nouns. In the first group, the subject nouns
are human. In the second group, the subject nouns are institutional names.

I The subject nouns are all human.

5 My mother bought me a shirt. 0N 0HE)

6 The manager reserved me a seat. AQGXD)

7 Mr. Smith opened her the door. X@2D

8 Mrs. Jones designed her a dress. ADR®

IT The subject nouns are all institutional names

17 The government bought its ministers new cars. OQ2@03)

18 The school reserved Mr. Smith’s son a place. ADRGXD

19 The bank opened my son an account. X@2QD

20 The factory designed the manager a new car. AQRQ
As in Prediction 4, since the institutional names are the subjects in Group II, the
rate of acceptability would be lower than the first group. Secondly, a learner’s
familiarity of the verb can be taken into accounts. It is evident that all the
learners would be familiar with the verb, ‘buy’. Thus, one can predict that sentence
5 would rank highest in the acceptance order, followed by 17.
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There are four sentences marked by triangles which indicate that their ac-
ceptability is uncertain even among native speakers. Ellis(1991) however regards
sentences 6 and 18 as acceptable and sentences 8 and 19 as unacceptable. On the other
hand, BBI Dictionary states the opposite. Some native speakers pointed out to me
that they would not use sentences 6 or 18, but children might use those forms on the
semantic analogy of the verb, ‘book’; i.e., “I booked a seat for him.” — “I booked
him a seat.” This suggests that since the double-object constructions are native to
English and perhaps colloquial, some Latinate verbs such as ‘reserve’ are inclined
to retain more formal register with the prepositional phrase. These grammatically
ambiguous sentences would elicit a larger amount of acceptance than the completely
ungrammatical sentences, 7 and 19. In terms of the native language interference,
we can point out that ‘open’, ‘reserve’ and ‘design’ are a part of Japanese borrowed
from English. We cannot predict which verb would influence the grammatical
judgements most among the subjects. However, we can predict that the order of
presentation 17, 18, 19 and 20 would influence their judgments. They are presented
as a group, and there is a definitely metaphorical sentence in them, i.e., ‘open an
account.’ After all, the sentences with institutional names are more abstract(less
concrete) than the sentences with the human subjects. In this case, the
psychologically well-known effect of concrete vs. abstract effects might override
the effects of proto-agent roles. It is known that the abstract effects can sway the
balance of human judgements which can relevantly control the concrete materials: see
Nakano (1986 and the numerous experiments cited there). In the present experiment,
the concrete-abstract effects yields the prediction which contradicts with the one
derived from the subjecthood hierarchy. This is the main reason why the experiment
provided by Ellis (1991) is not controlled and it does not give us any clear prediction

among the for-datives. So, we can only produce two separate predictions.

Prediction 6: The Acceptance Rank-order for the for-dative shifts
If the subject hierarchy overrides the concrete-abstract effects, 5, 17, (6, 8),
(18,20), 7, 19,.The brackets stand for tied ranks.
If the concrete-abstract effects overrides the subject hierarchy,
19 > 7, 18 > 6, and 20 > 8.
Ve do notvhave any means to predict the magnitude of the concrete-abstract effects

among the three verbs, the prediction is relative to each verb.

2.3 Procedure
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2.3.1 Subjects :

In El1is(1991), the subjects were 21 Chinese graduate students from the People’s
Republic of China studying in London. Their age varied from 25 to 46 years old. They
had been studying English between 4 and 15 years. They had lived in London between
6 months and more than 4 years.

28 Korean students were English majors at Korea University. All of them were taking
the TEFL course and wanted to become teachers of English at the secondary schoo!l level.
They had been studying English between 9 and 14 years. Their age varied from 20 to
24 years old.

40 Japanese students were third year students, majoring in English, at school of
Education, Waseda University. They had been studying English between 9 and 11 years.
2.3.2 Procedure
The subjects were given a sheet of paper where 40 sentences were printed (see Appendix).
The subjects were given three choices in giving their response to a test sentence:
(1) grammatically correct (O), (2) not grammatically correct (X) and (3) not sure(?).
They were asked to discriminate and correct the sentences if they are ungrammatical.

The responses were not timed. They could change their judgements on each sentence.

3.0 Result and Discussion

In 3.1, following the method of scoring and tabulation in Ellis (1991), the results
were compared among three kinds of subjects. In 3.2, we discussed the results and
the six predictions derived from LFG.

3.1 A comparison with Ellis (1991)

According to the method of analysis in Ellis (1991), Table 1 summarizes -accuracy of
judgements among the subjects, Table 2, analysis of erroneous Judgements, and Table 3,

Erroneous Judgements per verb.

Table 1 Accuracy of judgements

Correct (%) Incorrect (%) Not sure(%) No response (%)
Chinese 719(85.6) 112(13.3) : 9(1.1) 0(0.0)
Koreans 836(73.7) 284(25.0) 14(1.2) 0(0.0)
Japanese 1060(66. 3) 464(29.0) 68(4.25) 8(0.5)

As Ellis (1991) indicates, the ‘not sure’ choice was used very little, suggesting that they

were temporarily sure of their judgements at the time of the test; otherwise they would
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not respond.

Table 2 Analysis of erroneous judgments

NPNP

(wrongly rejected)
NPNP

(wrongly accepted)
Passives

(wrongly accepted)
NP (pronoun) PP

(wrongly rejected)

No.Subjects

Erroneous Judgment

Total No. of

Erroneous Judgments

China/Korea/Japan China/Korea/Japan
20/20/34 43/61/124
11/23/30 41/88/135
11/20/33 31/138/234
2/ 4/10 6/ 7/ 39

We should note that Ellis regarded ‘reserve’ as ditransitive and ‘design’ as mono-
transitive, which is counter-intuitive for some native speakers.
accept the result above as it is.
suggests that the ratio of correct judgments is in the order of Chinese speaker, Korean
Speaker and Japanese speaker.
English. This interpretation accords with the description of the subjects:, i.e., Chinese
speakers were graduate sﬁpdents in London, Korean speakers, candidates of English
teachers, and the J apanesé speakers who did not have any desire of becoming English

teachers did not pay much attention to the grammatical points in question.

Table 3 Erroneous judgments per verb

But, the mean number of erronecus judgments

This could be interpreted as suggesting their level of

send
offer
report
explain

buy

Total No. of errors

Error ratio(%)

China/Korea/Japan China/Korea/Japan
1/ 6/ 26 1.2/ 5.4/16.3
3/16/ 42 3.6/14.3/26.3
31/62/101 24.6/36.9/42.1
22/49/102 17.5/29.2/42.5
11/ 2/ 23 13.1/ 1.8/14.4
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reserve 32/39/ 64 38.1/34.8/32.0
open 4/57/ 79 3.2/33.9/32.9
design 8/69/101 6.3/41.1/42.1

Although we cannot agree with Ellis’s method of scoring completely, this analysis can

tell us the rank-order of difficulty according to the verb. We regard the number of

erroneous judgments as indicating the learner’s difficulty.

The rank-order correlation coefficient between Chinese and J apanese speakers:
0.4048 Non-significant relation.

The rank rank-order correlation coefficient between J apanese and Korean speakers:
0.7143 Significant realtion.

The rank rank-order correlation coefficient between Chinese and Korean speakers:
0.4048 Non-significant.

The significant corelation between Korean and Japanese speakers might indicate a

strong similarity between their native languages.

3.2 The results of the 6 predictions ,
In this section, each prediction is discussed separately. On the whole, the predictions
derived from LFG accord with the results very well, except for the passives. In the 6t
prediction, the concrete-abstract effect can override the proto-agent constraint, as we
see below. _ 7
3.2.1The result of Prediction 1 : To-datives
A > C ( the sentences belonging to A would elicit more acceptance than those
belonging to C).
Table 4 The result of Prediction 1 (to-datives)

A No. of Correct responses . ( Prediction
; Japan/ Korea Japan/ Korea Japan/ Korea
send 37 /27 , > 35 / 26 /0O
offer 36 / 27 > 25 / 20 O/0
report 39 / 27 > 23 /20 /0
explain 40 / .27 > 21 / 21 /0O

O represents that the prediction was conf irmed by the observations.
This prediction was 100 % met by the observations, indicating that the lexical rule for

the to-datives in LFG is supported by the present EFL learners’ data.
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3.2.2 Prediction 2: For-datives
B > D (the sentences belonging to B would be accepted more than those in D).
Table 5 The result of Prediction 2

B Japan/Korea D Japan /Korea Prediction

Japan/Korea
buy 37/ 28 > 3B/ 28 /0O
reserve(Ellis) 36 / 28 > 14 / 19 /0O
36 / 28 > 26 / 19 /0
open 40 / 28 > 35 / 22 /0
design(Ellis) 39 / 28 > 22 / 18 : O/O
39/ 28 > 18 / 10 : /0

O represents that the prediction was confirmed by the observations.
The prediction derived from the lexical rule for the for-datives is completely

confirmed by the observation data.

3.2.3 The result of Prediction 3
Prediction 3 states that in the following pairs, the first pair would elicit larger amount
of acceptance among the subjects than the second pair would:
(3,9), (4, 10), (7, 11), (8, 12), (15, 21), (16, 22), (7, 23), (20, 24)
Table 6 represents the result.
Table 6 The result of Prediction 3

(Japan/Korea, Japan/Korea) ' Prediction(Japan/Korea)
report(3, 9): 17/ 8, 29/ 20 X /X
report (15, 21): 18/ 13, 32/ 19 ‘ ‘ X /X
explain(4, 10): 19/ 7, 33/ 15 X/ X
explain(16, 22):17/ 10, 32/ 14 X/ X
open(7, 11): 5/ 6, 29/ 16 X/X -
open(7, 23): 19/ 19, 26/ 16 V X/ X
design(8, 12): 18/ 10, 29/ 23 X/ X
design(20, 24): 22/ 15, 28/ 15 X/O

X indicates that the prediction was not born out.
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It is evident that the subjects did not use the structural assumption mentioned above,
to arrive at their judgment. This suggests that they consulted their argument
structure directly. - This conjecture is supported among the Japanese speakers in that
all the passives in this test are acceptable in Japanese. Recall that in an argument -
structure semantic roles are specified in relation to a predicate and that in the
test sentences these semantic roles are the same both in Japanese and English. If
so, 1t would follow that the passive sentences are accepted by the subjects more than

mostly ungrammatical ditransitive sentences are.

3.2.4 The result of Prediction 4

Prediction 4 is to do with the nature of the subject nouns. According to the subject
hierarchy in LFG, the sentences whose subjects are closer to the proto-agents would
be accepted more readily than otherwise. In the present test, Dthe sentences with
the human subjects would be accepted by the subjects more than @those with the
institutional names.

Table 7 The result of Prediction 4

@ @ Prediction
send 35/ 26 27/25 /0
offer 25/ 20 24/21 O/ X
report 23/ 20 22/15 /0O
explain 21/ 21 23/18 xX/0
buy 35/ 28 27/26 O/0
reserve (Ellis) 14/ 19 31/20 X/ X

26/ 19 9/ 8 /O
open 5/ 6 19/19 X/ X
design(Ellis) 18/ 10 22/15 - X/ X

22/ 18 18/13 /O

According to our scoring, apart from ‘open’ and “offer’ among .the Korean speakers,
the other verbs supported the prediction. In the case of ‘open’, the effect of
abstract-concreteness would explain the performance made by the subjects. This
effect is well-known in psychology and Nakano (1986) lists many wel l-known experiments
concerning the effect. Although human judgments operates on concrete stimuli
relevantly and effectively, the biasing factors in face of the abstract stimuli tend

to be triggered and distorts human judgments. In our example, the subjects responds
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negatively to the ungrammatical concrete sentence; “Mr. Smith opened her the door.”
Their grammatical judgments are thus sound in dealing with the concrete stimulus.
But the same subjects respond positively (although their responses should be negative)
to the abstract ungrammatical sentences, “The bank opened my son an account.” The
abstract stimulus thus distorts and sways the . judgments, leading to their wrong
acceptance of the ungrammatical sentence. The same argument can be applied to Koreans’
response to ‘offer’.

We should bear in mind that the subject hierarchy can be overridden by the

concrete-abstract effect, as shown in the responses to ‘open.’

3.2.5 The result of Prediction 5: to-datives

Prediction 5 states that the rate of acceptability among the ditransitive sentences
derived from the dative shifts would be in the order of 1, 13, 2, 14, 3, 15, 4 and
16. The following table shows the result.

Table 8 The result of Prediction 5

Sentence No Predicted Order Observed Crder Japan Observed Korean Order
1 1 1 1
13 2 2 2
2 3 3 4
14 4 4 3
3 5 7.5 7
15 6 6 5
4 7 5 8
16 8 7.5 6

The agreement coefficient between the predicted rank-order and the observed
rank-order among the Japanese subjects: 0.8743 - ( p < 0.02)

The agreement coefficient between the predicted rank-order and the observed
rank-order among the Korean subjects: 0.8571 ( p. < 0.02)

The agreement between the Korean and Japanese observed rank-order: 0.8262 (0.02 <
p<0.1) ‘

As we have seen in Prediction 4, we can observe the abstract effect here. The
predicted order for S 3 and S 15 among Japanese is 3 > 15 but actually S 15 elicited
18 positive responses as opposed to 17 responses in S 15.  Likewise, among the Korean
subjects, the predicted order for S 3 and S 15 is § 3 > S 15, but in reality, S 15
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elicited 13 positive responses and S 3, 8 positive responses. ‘Furthermore, S 2
elicited 20 positive responses and 514, 21 positive responses. These three cases
triggered the abstract effect, although in S3 and S 15 among the Japanese .and in S2
and S 14 among the Koreans the difference is only slight. It is our future research
topic how much the abstract effect can nullify the stored knowledge of the subject
hierarchy.

3.2.6 The result of Prediction 6
Prediction 6 states that if the subject hierarchy overrides the concrete-abstract
effects, 5, 17, (6, 8), (18,20), 7, 19. The brackets stand for tied ranks.
If the concrete-abstract effects overrides the subject hierarchy,
19>7, 18> 6, and 20 > 8.

Table 9 The result of Prediction 6

Sentence No. Predicted Ranks Observed Ranks(Japan) Observed Ranks (Korea)

5 1 : 1 o 1
17 2 2 2
3.5 8 8

8 3.5 4 3.5

18 5.5 6 3.5
20 5.5 5 6
7 7 7 7
19 8 3 3

The agreement coefficient between the predicted rank-order and the observed
rank-order among the Japanese subjects: 0.5904 ( p<0.1)
The agreement coefficient between the predicted rank-order and the- observed
rank-order among the Korean subjects: 0.7152 ( 0.02 < p < 0.1)
The agreement between the Korean and Japanese observed rank-order: 0.8623 (p<0.02)
The agreement coefficients are not statistically significant in the first two cases.

This is because the abstract effects were observed among the following pairs:

S 19 and S 7 in both groups

S 18 and S 6 only among the Japanese

S 20 and S 8 in both groups.
The statistically significant agreement coefficient between the Korean and Japanese
observed rank-order might be a reflection of similarities between their native
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languages.

4.0 Conclusion

The present experiment replicated EI1is(1991), but the six predictions derived mainly
from LFG were examined. The order of the lexical rules for the to-datives and
for-datives were entirely confirmed by the data obtained. The present method of
scoring also supported the notion of subject hierarchy in LFG. The more particular
predictions 5 and 6 showed that the abstract effects needed to be incorporated into
the framework of 2™ language acquisition. The analysis suggested at the same time
that the acceptability of the passive constructions might be directly derived from
a learner’s argument structure rather than from the structural assumptions required
in theory. The present experiment and analysis also indicated that a part of
elicitation data were not appropriate for us to determine the adequacy of grammatical

judgments tests themselves.
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Appendix
From E11is(1991)

My wife sent me a letter.

The president offered him a job.

The policeman reported me the accident;
The teacher explained me the answer.
My mother-bought ‘me a shirt.

The manager reserved me a seat.

~3 Gy Ut AW DD e

Mr. Smith opened her the door.
7 Mr. Smith opened her the door.
8 Mrs. Jones designed her a dress.
9 She was reported the accident.
10 He was explained the problem.
11 He was opened the window.
12 She was designed a house.
13 The shop sent my wife the dress.
14 The committee offered my brother a gift.
15 The bank reported the police the accident.
16 The council explained the public the decision.
17 The government bought its ministers new cars.
18 The school reserved Mr. Smith’s son a place.
19 The bank opened my son an account.
20 The factory designed the manager a new car.
21 The police was reported the robbery.
22 The people were explained the difficulty.
23 The little girl was opened the door.
24 My girl friend was designed a trouser suit.
25 She sent the flowers to her brother.
26 He offered some money to my friend.
27 She reported his absence to her boss.
28 He explained the problem to his friend.
29 He bought a bieycle for his son.

30 She reserved a place in the queue for her friend.
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31 He opened the window for his father.

32 She designed a new house for her mother.
33 He sent the money to me.

34 She offered a piece of cake to him.

35 He reported the accident to me.

36 She explained the story to him.

37 He bought a new dress for her.

38 She reserved a car for him.

39 He opened the bottle for her.

40 She designed the coat for him.
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A Study of Pragmatic Functions of Refusal Expréssions
among Japanese and Korean Learners of English

Kyung-Ja Park Michiko Nakano
Korea University Waseda University

Abstract

For the past thirty years, studies on language performance, especially speech act/ behavior realization patterns
have been conducted not only in the fields of first language acquisition/learning but also in that of
second/foreign language acquistion and learning albeit Chomsky’s influence on the imprtance of studying
linguistic competence. '

Many researchers of language teaching and learning (Billmyer, Jakar, Lee, 1989: Hahn, 1998, etc.) have
shown that linguistic competence of the target language cannot guarantee the sociolinguistic competence of
the target language community. The pragmatic aspects of a languge are extremely important for learners to be
aware of in order to efficiently and appropriately engage in communication activities in the target language.
Learning how to interact in target language environments is essential so it doesn’t cause miscommunication or
pragmatic failure.

Different views are adopted by different speech communities as to what is considered the appropriate means
of remedial verbal actions expressing various semantic functions, although there are some similarities
observed. These differences can be a cause of miscommunication or pragmatic failure among people from
different cultural and linguistic backgrounds. Therefore, language learners are expected to learn and acquire
sociocultural and sociolinguistic proficiency of the target language.

The most widely studied speech acts comparing the performances of native speakers(NS) with those of
nonnative speakers(NNS) are (1) request, (2) apology, and (3) refusals and (4) compliment respectively. All
of these speech acts are related in terms of their actional characteristics and pragmatic universality.

The study reported here is on the study of refusals between J apanese and Korean learners of English and
Korean native speakers(NS). It is part of a larger scale cross-cultural project of comparing the similarities and
differences observed among (1) Japanese and Korean learners of English living in their respective countries,
(2) Japanese and Korean learners of English living in America, (3) Japanese and Korean NS living in their
respective countries, (4) American learners of Japanese and Korean living in America, and (5) American
learners of Japanese or Korean living in the respective countries of their target language.

The research questions of this study are as follows:

1. What kind of strategies is used by the learners (both Japanese and Koreans) to express refusals?

2. Is there any difference in terms of the number of sentences used to express refusals in the two different
situations, such as a refusal of marriage proposal and that of lending a large amount of money?

- What is the order of semantic functions for both Japanese and Korean students?

- What is the frequency of semantic functions used by both Japanese and Koreans?

- What types of expressions are used or preferred by Japanese and Koreans?

- Are there any cultural and socio-linguistic characteristics not shared by Japanese and Koreans”

. What types of verbs are used by Japanese and Koreans to express refusals indirectly or directly?

~ SN LB W

1.0 Background

For the past twenty years studies on language performance, especially speech behavior/act realization
patterns, have been widely conducted not only in the fields of the first language acquisition/learning but also in
those of second/foreign language acquisition and learning albeit Chomsky’s claims on the importance of
studying linguistic competence, not communicative competence.
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As is discussed in many researches on language teaching and learning, possessing linguistic competence of the
target language alone cannot guarantee the learners of a target language to be able to efficiently engage in the
social interaction of the target language community (Bilimyer, Jakar, & Lee 1989, Hahn 1998, etc.). The
importance of native-like socio-cultural and socio-linguistic proﬁcnency presupposes the significant roles
played by speech act sets in language learning.

Every society has some means of remedial verbal actions expressing various semantic functions. Different
views on the appropriate verbal remedies have been adopted by different speech communities and these
differences could bring about some serious misunderstanding in communication or serious pragmatic failure
among people from different linguistic and cultural backgrounds. Therefore, language learners are in a
situation where they should be aware of and be familiar with different semantic functions so as to make
themselves clearly understood.

Research on various speech act behaviors have been conducted comparing the performances of native
speakers (NSs) with those of nonnative speakers (NNSs) of the language.

As.ofpresent, the most widely studied speech act sets are request, apology, compliment, thankmg, refusals and
complaints both from cross-cultural and: interlanguage pragmatic perspectives. The languages included in the
cross-cultural and interlanguage studies so far have been Hebrew/English(Cohen-Oshtain 1981, 1990;
Danish/English (Trosborg 1987), Japanese/English (Takahashi-Beebe 1987), German/English (House 1988),
Spanish/English (Garcia 1989), Chinese, Japanese, Korean, Russian, Spanish/English (Eisenstein & Bodmen
1986), Japanese/English (Beebe et al. 1998), Chung (1998) to name a few.

These studies, however, focused on one or two speech act sets. For instance, Eisenstein & Bodman(1986) for
thanking, Beebe et al (1998) refusals, and Maeshiba-Y oshinaga-Kasper-Ross (1995) apology among others.
In the case of Korean subjects , Eisenstein & Bodman (1986)’s subjects ranged from 4 months to 5 years in
terms of the length of studying the target language born and raised in America and from a variety of socio-
economic backgrounds. Chung(1998)’s Korean subjects are very small in number and again are students
studying at a university in the US. Moreover, these studies focus on diverse situations representing severe
social domains and interlocutor role relationships in terms of social status and distance. In order to clearly
examine the existence of cultural differences reflected in languages and the éxistence of pragmatic transfer in
foreign language learning it appears to be very important to collect appropriate and sound data, not just any
data, ranging from the learners of a target language in their native language settings to those in target language
settings. Here, the importance of corpus linguistics comes under way.

The main focus of the studies conducted so far was on one of the following:

(1) What is considered to be a speech act set?

(2) How is a speech act set realized?

(3) What is the-value of contextual factors?

(4) What types of formulaic expressions are-used by people from different cultural backgrounds?
(5) What strategies are used?

(6) Does pragmatic transfer exist?

(7) What types of intensifiers are used in the realization of speech act sets?

Regarding the method of data collection, both written and oral interviews or role plays have been adopted.
For written type of data collection, both a discourse completion test (DCT) and a questionnaire which
provided different situations are used.

1.1. Speech Act Sets
Speech act sets are defined as the linguistic and pragmatic strategies which either alone or in combination
represent the particular speech behavior in a given situation (Cohen, Olshtain, & Rosenstein 1986). Speech act

sets are, therefore, sometimes referred to the strategies or the semantic formulas of speech behavior (Wolfson,
1989).
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Speech acts have the narrowest scope within the framework of communicative competence, the speech
situation being at the top, speech events activities directly governed by rules of speech comes second because
they take place within the speech situation and refer to the acts we perform when speaking such as giving
reports, giving advice, apologizing, complaining, agreeing, thanking, refusing, and so forth.

[t has been pointed out by researchers that the verb carrying particular semantic meanings is closely related to
many speech acts in English (Austin 1962, Searle 1972). For instance, ‘to complain,’ ‘to appreciate,’ ‘to
apologize,’ and so forth, which are usually referred to performative verbs according to the notion of a
performative act (Austin 1962). However, a variety of verbs different in semantic meanings can be very useful
in realizing the semantic functions as the performative verbs in informal speech events. Indirect speech acts
are used in informal speech events by a variety of verbs.

2.0 Research Questions

The study reported here is part of a larger cross-cultural project on native and nonnative speech act sets. In the
broader project, we are comparing the three speech act performances (i.e. Refusals, Apology, and
Compliment/Thanking) of three groups: Japanese and Korean native speakers of EFL learners, English native
speakers of Japanese and Korean learners, and finally Japanese and Korean native speakers. In this paper, we
focus only on Japanese and Korean learners of English compared to native speakers of Korean language with
respect to their performance on refusals.

The purpose of this paper is to generalize claims made by Beebe, et al (1990) with some relevant
modifications by comparing Japanese learners of English with Korean learners of English in terms of the
following S areas:

(1) number of sentences used for different situations

(2) order of semantic functions

(3) number/frequency of semantic functions

(4) content of semantic functions .

(5) cultural and socio-linguistic characteristics not shared by each other

(6) types of verbs indirectly used for refusals

3.0 Method
3.1. Subjects

The subjects of this study are 52 informants: 28 Korean learners of English studying at K.U. in Seoul, Korea,
and 24 Japanese L1 learners of English enrolled at Waseda University in Tokyo, Japan. Both Japanese and
Korean subjects are considered to be advanced learners of English who have been studying English for more
than 9 years and are proficient in making themselves understood in English.

The following table 1 illustrates this point:

Table 1
Japanese subjects Korean subjects
1. number of subjects 24 28
2. sex (male vs. female) 15:9 4:24
3. years studying English 6 to 25 years 8 to 15 years
4. age range 19 to 50 20 to 25
5. major fields varied(English, Math,Education, ~ English

Japanese, Social Science, etc.)

While Korean leamers of English were undergraduate students majoring in English Language and Literature
at Korea University, Japanese learners of English were both graduate and undergraduate students from a
variety of majors taking an applied linguistics course and English writing course at Waseda University. Their
average age was 24 for Japanese and 22 for Korean students. Considering their average length of years of
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studying English and their performances of written English they are considered to be advanced learners of
English. -

Since female students outnumber male students an attempt was not made to compare the performances of
males with those of females. All the subjects of this study are requested to participate in this experiment on a
voluntarily basis. :

3.2. Procedure

Two versions of a language use questionnaire for:15 situations (Korean and English versions) were designed
to elicit apologies, thanking, and refusing by modifying those situations used in previous studies in this
field(Eisenstein & Bodman 1986, Cohen, Olshtain & Rosenstein 1986, etc.). Three different pragmatic
functions of apology, thanking, and refusing were included to avoid the possibility that the students may
answer mechanically using the same forms for all the situations without any prior thinking: six situations for
apology, seven thanking and two refusals. The 15 situations are given in the appendix.

Both the English and Korean versions of 15 situations of language use were prepared for Korean subjects in
May 1998. In early May, the 15 item dialogue construction questionnaire (DCQ) for various situations were
given to the Korean respondents first in English and then in Korean a week later. This was done so that
mechanical and automatic repetition could be avoided in their responses. A month later, the English version
of the 15 situations was given to Japanese students. The Japanese version of the 15 situations was not prepared
at'the time of this study. They also had a week to respond.

The DCQ represented situations which were likely to occur in everyday life. However, the situations did not
represent severe different social domains and interlocutor role relationships in terms of relative social status
and social distance except in a couple of cases. The present study focuses on examining how Japanese and
Korean learners of English respond when there are no great differences in terms of their social status (because
they are friends and students).

Although DCT was adopted by many (Beebe, et al. 1990, Blum-Kula 1982, Olshtain & Blum-Kulka 1985,
Cohen, Olshtain & Rosenstein 1986, etc.) DCQ was used in this study following Maeshiba, Yoshinaga,
Kasper, & Ross (1995), the main reason being that the students are considered to be advanced and proficient
enough to do the work in English. The major difference between DCT and DCQ is that the former asks the
subject justto complete part of a dialogue while the latter the whole utterances or dialogue which is meant to
elicit more sentences to make himself or herself understood. Detailed explanations of the instructions and
unfamiliar words were given to the students-at the beginning of the study. The subjects were asked to supply
what he had to or wanted to say in a given situation, which was analyzed later.

An assessment session at the beginning of the study was prepared for the students in order. to examine the
relationship between contextual factors and strategy use. Instead of preparing an assessment questionnaire an
oral discussion session was given to rate each context according to their acceptability, probability, context-
external factors'such as social distance, and so forth.

The following table 2 illustrates the classification of 15 DCQ and their assessments

Table 2 ,
stimulus type status DCQ number situation assessment(J) assessment(K)
offense not known #1 ; _ in a subway improbable probable
offense higher 2 car accident improbable - probable
offense not known 3 break into a improbable un-  improbable un-
: line less urgent . less urgent
offer not known 4 proposal probable probable
offense - higher 5 late for meeting probable probable
offense equal 6 borrow camera  probable probable
offense equal 7 laughing at improbable improbable
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invitation -equal -8 dinner ‘probable - probable but

seldom
offer equal 9 borrow $3,000  probable very seldom
request - equal 10 borrow $3,000 . probable very seldom
offer equal 11 borrow $10 probable probable
offer equal 12 Birthday probable probable
present
offer higher 13 pay raise very rare very rare
invitation equal 14 Fancy probable probable
restaurant S
invitation equal 15 farewell party  probable probable

Oral discussions in class provided very interesting cultural differences. In this paper only two situations
concerning refusals (situations 4 and 10) are presented.

Situation 4: Marriage Proposal
While a marriage proposal is normally offered by a boy in Korean community, it can be done by a girl in
Japan, which is neither very surprising nor unusual to Japanese respondents.

Situation 10: Borrow $3000

This situation was assessed as improbable by Japanese respondents. According to them, only a small amount
of money like $5 or $10 could be asked to be lent from friends. They never ask their friends for a large sum of
money to borrow. Neither do they lend it. But, Korean respondents found situation 10 not very improbable.

4.0 Data Analysis

The 15 situations are classified into three main different speech act sets of refusals, apologizing and thanking ,
adopting Bergaman & Kasper(1992) classification of apology, Eisenstein & Bodman (1986)’s classification
of thanking, and" Beebe and et al.’s(1990) classification of refusals as models or frameworks to determine if
there are any differences observed. The length of speech act sets are computed according to different semantic
funetions. ‘

The order of semantic functions for each situation of refusals was coded according to the framework of Beebe,
Takahashi, & Uliss-Weltz(1990) and then calculated. Both the total number of each semantic function and the
frequency of each function were calculated for each speech act set and semantic function. Grammatical
acceptability or accurracy were not examined because our main interest was to uncover the existence of
transfer and whether there is any similarity between Japanese and Korean responses .

Among the three different speech act behaviors of refusal, apology, and thanking only refusals are discussed in
this paper. The study is presented in the order of data analysis followed by findings and relevant discussions.

The present study includes two situations of refusal. : , :

The refusals were analyzed in terms of (1) the number of sentences used and (2) the sequence of semantic
functions. For instance, if a respondent refused a marriage proposal by saying “Sorry. I am not prepared.
Would you give me time to think?” this was coded as : <expression of regret>, <excuse>, and <avoidance by
postponing>. The remarks at the beginning of an utterance which cannot stand alone but function as refusals
are termed adjuncts (Beebe, etc. 1990): examples such as “I’d love to...,” “Well, ...,” “Uhh,...,” etc.

The order of semantic functions used in each refusal was coded in order to compare three varieties of written
questionnarie by the two groups of students. Therefore, the above example was coded as (1) <expression of
regret>, (2) <excuse>, and (3) <avoidance by postponing>. Both the total number of each semantic function
(formula) and the frequency of each function (i.e. the number of regret, excuse, etc.) were-calculated for each
situation.
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4.1 Results and Discussions

Evidence of both negative transfer (situations where dissimilarity between Korean and Japanese responses is
believed to be due at least in part to influence from native language pattern) and positive transfer were
observed in 1) the number of sentences used, 2) the frequency of semantic functions, 3) the content of
semantic functions, and 4) the order of semantic functions.

Pragmatic transfer (i.e. transfer of native, discourse level, socio-cultural competence when performing L2
speech acts Beebe, et al.1990) is also found in the data.

4.2. Number of sentences used

The following Table 3 illustrates the mean number of sentences used for the situations of refusals.

Table 3

Shortest sentence Longest sentence Mean #of sentence
Situation 4 Japan Korea KK  Japan Korea KK Japan Korea KK
Marriage proposal 1 1 1 8§ :5 :6 3 ¢ 3 :3
Situation 10 Japan Korea KK  Japan Korea KK Japan Korea KK
Refusal to lend I 1 1 4 :6 :8 4 : 2 : 4

money

As far as the mean number of sentences used for the speech act behavior of refusals is concerned, both
Japanese and Korean respondents are the same in case of situation 4. However, in case of situation 10 in
terms of the mean number of sentences both Japanese learners of English and Korean responses by Korean
learners of English are the same. However, Japanese learners of English and Korean learners of English differ:
Japanese tend to use longer sentences than Korean learners of English. One possible explanation may be due
to the nature of the situation itself. That is, Korean respondents might have felt that they should ‘not just say

no” to a friend who is in need when they respond in Korean. If they do, they are afraid that their friend might
think that they are stingy and devoid of feelings. Therefore, they tried to explain to and persuade their friend as
to why they can’t lend that amount of money by giving plausible and reasonable excuses and justifications.
Another possibility may be that Korean respondents when asked to write their responses in English did not
tend to write lengthy ones when they are in a position to refuse. This was probably due to a lack of confidence
in their English abilities. This is usually the case for Korean students. However; this does not seem to apply to
Japanese respondents. Japanese learners of English appeared to perform a little better than Korean learners of
English in terms of the mean number of sentences. We have to see how they respond when they are asked to
write their résponse in Japanese.

4.2 Order of 'semantic functions/formulas

Either similarity or dissimilarity in the domain of the order of semantic functxons between Japanese and
Korean is considered to be evidence of transfer.

The following Table 4 indicates typlcal order of semantic functions of refusals for situations 4 and 10, where
KK represents Korean responses in Korean.

Table 4
Situation 4

sentence order Japanese respondents Korean respondents KK
1 (= first sentence of  [Regrets (40%) Adjuncts (70%) Avoidance (50%)
the students’ Adjuncts(20%) Regret (20%) Adjuncts (40%)
responses) Regret (0.7%)
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2 Excuse/reason (90%) Avoid (40%) Excuse/reason (75%)

3 Avoid (45%) Excuse (80%) Avoidance (40%)
4 {-—} Attempt to dissuade(60%)]{-—-}y
Situation 10
Order of  |Japanese students , Korean students KK
functions ‘ ' ,
1 Regret (50%) Regret 52% ‘ |Regret/Apology(51%)
2 |Excuse/reason(50%) Excuse/reason(50%) Excuse/reason(50%)
3 {---} {---1 Alternative / set condition(35%)

{---} : indicates there are so many varieties of responses observed in the data that no preferences
in terms of the frequency of certain semantic function of refusals can be said about.

Our study shows that both Korean and Japanese respondents used indirect refusals compared to direct
refusals, the ratio of direct refusals being 0.5% to 1.0 % respectively

Beebe et al. (1990) reported that Japanese speaking Japanese in Japan(JJJ) and Japanese speaking English in
Japan (JEJ) respond differently in terms of the order of semantic formulas depending on the refuser status.
That is, while they started refusals in requests with status unequals with apology/regret whereas American
Native speakers of English put it second, they start with positive opinion omitting apology or regret.
Americans speaking English (AE), on the other hand, use positive opinion, not empathy in the beginning of an
utterance and maintain apology/regret in second position.

Our study shows that both Japanese and Korean respondents react differently depending on different
situations. Although excuses were a very common semantic formula, the order in which they apeared differed.
For example, when they were in a position to refuse the proposal (either from her boy friend or

his girl friend to-get married), the Japanese respondents started with regret followed by excuse and avoidance
while:Korean respondents sarted with adjuncts followed by avoidance and excuse. However, when they were
in a pesition to refuse to lend a large sum of money to a friend, they start with the expression of regret followed
by excuse, reason, and explanation of why they can’t lend it.

Beebe et al (1990) reported that Japanese speaking Japanese and Japanese learners of English typically put
their excuses second in all status situations. Our study supports their finding in that excuses are made second
in both situations(Situation 4 and 10) by Japanese learners of English and in situation 10 by Korean learners
of English. When the Korean leamers of English were asked to write in English in situation 4, however, the
order in which the excuse appeared differed: after the statement of avoidance. This may be due to the fact that
in the present study there is no differences between the interlocutors in terms of social domain and role
relationship. Further studies are needed to investigate why this is so.

Unlike Beebe et al’s finding (JE, JJE and Americans all started with an initial adjunct when the refuser was
higher in social status), our study shows that even to the person with the staus equal to his or hers at the
utterance initial positions adjuncts were very commonly used. Rather than expressing empathy for the
requester in their adjuncts, they commonly expressed pure pause fillers such as “Well, Uhmm, Oh, Uhh, Ah,
ete.) . Korean respondents in their written Korean data seldom did it. After adjuncts, an excuse was presented
for situation 4. For situation 10 an expression of excuse is preceded by the expression of regret.

To recapitulate, both Japanese and Korean respondents are very similar in their use of semantic formulas but

different in the order of semantic formulas,

4.3 The numbet/ffeque@y of semantic functions
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J, K, -and KK all used the formula of “(I am)(terribly/really) sorry,” “P’m afraid that...” “I need the time to
think.” Only in situation 4 (not in situation 10) one Japanese responded “Excuse me. [ can’t meet your
propose.” This clearly shows the lexical level transfer of the Japanese tendency to apologize in Japanese using
English “Excuse me” or “I apologize.” No such examples are observed from Korean respondents.

Both Japanese-and Korean learners say “I am sorry” very frequently. However, J, K. and KK did not use a
formula of “I apelogize...” for both situations of refusais. ‘

1, K, and KK have a similar range of differences in response to different situations. The ranges of difference in
the frequency of formulas used both by Japanese and Korean learners of

English and Korean responses by Korean learners of English(KK) clearly show an additional source of
evidence for pragmatic transfer. KK and English responses by Korean learners of English displayed
noticeable code-switching in frequency of regret and excuse depending on the situations whereas -
Americans speaking English are not said to display such noticeable code-switching in frequency of
formulas(Beebe et al. 1990).

Evidence of pragmatic transfer was found in frequency counts of semantic functions in situations where the
percentage of  the Questionnaire response of a given formula reflecting any one of the following 6 patterns :
(1). KK> K>J : This means that in terms of the semantic function of avoidance, KK displays a much higher
frequency than K and J. The frequency order pattern is KK>K>J in situation 4.

(2). I>KK>K in terms of the frequency rate of the semantic function of excuse in situation 4.

(3). J>K>KK in terms of the frequency rate of the semantic functions of regret and excuse in situations 4 and
10.

(4). K>KK>]J in terms of the frequency of the semantic function of statement of alternative in situation,
10.

(5). K>J=KK in terms of the frequency of the semantic functions of adjuncts in both situations of 4 and 10.
(6). K>J>KK in terms of the frequency of the semantic function of regreat for situation 10.

The following table 5 illustrates this point:

Table 5 :
Situation #  Status Situation Sfunctions Japanese(J Korean(K) KK Pattern
4 unknown propose Avoidance 16 22 30 KK>K>J
: Excuse 30 16 20 J>KK>K
Adjuncts 10 20 10 K>KK=J
Regret 16 10 4 J>K>KK
10 equal borrow Regret/ 35 50 25 K>J>KK
$3,000 = Apology
~ Excuse 24 21 16 J>K>KK
Adjuncts 10 15 10 K>J=KK
Alternativ =~ 2 9 8 K>KK>J
e .

Sfunction: semantic functions/formula

Only 4 cases of regret /Apology (approximately 4 %) of KK responses contained “mianhay(I am sorry)”
No-expressions such as “I apologize...” is to be found in KK. This is probably due to the social status of
interlocutors.

4.4 The content of semantic functions
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In order to discuss the existence of pragmatic transfer in our data, not only the frequency and the order of
semantic functions/formulas but also the actual content of the formulas should be examined.

To claim that both Japanese and Korean respondents use excuses or suggest alternative as formulae when
refusing is not enough. Rather, what counts as an acceptable and appropriate excuse should also be suggested
together with the appropriate type of alternatives. The following discussions are just intial findings of our long
term project.

The following table 6 illustrates the semantic formulas used by Japanese not found in Korean respondents.

Table 6: Semantic formulas used only by Japanese

Situation Semantic formula

Situation 4: refuse to accept the proposal Avoidance by Joking
Leave-Taking
Statement of Alternative

: Set Condition for future or past acceptance

Situation 10: refuse to lend $3,000 Attempt to dissuade the interlocutor

Statement of empathy

It is very interesting to find out that classification of refusals on the basis of the framework for this study
adopted from Beebe, et.al.(1999)is far too complex and detailed for our data. For example, most refusals are
made indirectly : for Japanese 20% (21 occurrences out of 105) whereas for Korean respondents only 9%(13
occurrences out of 143) for both situations belong to direct refusals,

Table 7: Percentage of indirect refusals in each of the two situations

Situation Direct refusals Indirect refusals

Situation 4 : Japanese Korean KK. . . Japanese Korean KK
13(18%) 13(9%) 7(7%) 47(78%) 66(84%) 93%

Situation 10 8(20%) 0 (0%) 0 37(80%) 64(100%) 100%

Both Japanese and Korean respondents differ in their use of direct refusals: J>K>KK.

For indirect refusals KK>K>J: Korean learners use more indirect refusals than Japanese learners of English.
It has been assumed that Americans speaking English tended to be a little more direct and specific about their
plans. Koreans and Japanese are assumed to be more indirect when they have to refuse a request.

Our result shows an interesting difference between Japanese and Korean in that Japanese tend to be a little bit
more direct than Korean.

Pragmatic transfer exists in the content of several semantic formulae, the most significant being excuses,
adjunct pause fillers, verbal avoidance, and statement of alternative.

Excuses are considered to be one of the most interesting and promising areas for content analysis.
According to Beebe, et al (1990), Japanese excuses are less specific than American excuses, thus L1 transfer
is expected in Japanese learners of English. One might assume the same thing from Korean learners of English
could be observed in our study. Both Japanese and Korean respondents in our study appeared to use excuses
27% and 20% respectively in situation 4 and 18% and 22% respectively in situation 10. This seems to indicate
that Japanese tend to use more excuses than Koreans when making refusals.

Specific expressions realizing excuses(/reason/explanation) used by Japanese respondents are compared with
Korean ones in the following table 8:

Table 8.

Situation 4: Marriage Proposal v .
KK Japanese Korean
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. Have to ask my parents

..Too sudden to me

: not prepared yet

. marriage is not an easy matter
. not ready for it yet

. never thought of it though I love
you

7. let’s just be friends

8. marriage is a burden to me

9. too many things to do

10. do not have enough money
to get married

11. too early to get married

AN BN

Situation 10: Borrowing $3000
1. don’t have any money with me
2. my situation is bad

1. I still want to be single

2.1 have a man I love now

3.1 am very tired. | want to be
happy. Everyday is same thing.

4. Everyday is the same thing

5. Everything is the same

6. I’'m not prepared.

7.1 don’t want to.

8. I don’t want to get married.

9. Because it’s very short that I’ve
getting along with you

10. This is too sudden to me

11. I have worked for ever

12. I have things what I want to do,
and same thing for you as well

13. I can’t get married.

1. I don’t have a lot of money
2. I don’t have money so much
3.1 don’t have $3,000

4. Because [ don’t have it

5.1 am need of money, too

6. 1 have only $100

. but now I don’t have enough
money to lend you -

8.1 am a student

~

I. Honey, as you know, I don’t
have enough money to get married
2. So I have to make some money
3. As you know, I’m not ready for
marriage yet

4. Fhaven’t thought about
marriage

5. I don’t want to marry anybody
now

6. This is not a little thing in my
life

7.1 want to enjoy my life and work
hard ,

8. I have a lot to do except
marriage

9. L hope 1 live free without any
define

10. I have a lot of things to do

11. I want to work more now, so
that I don’t feel like marrying
anybody now

12. But to get married is reality

1. In fact, I am also in the same
situation where you desperately
need some money

2. I don’t have as much money as
you need.

3. How can I explain my financial
state these days?

4. But I don’t have enough money
now

5. Nowadays, I don’t have enough
money to spare

In the columns of KK of both situations 4 and 10, the translations are mine.
As is shown from the above table 8 less specific excuses are used in KK, J, and K.

KK used only two types of excuses for situation 10 whereas J 8 and K 5 for situation 10 and for situation 4 ,
KK 11,713, and K 11 are used. Japanese learners of English tend to use a variety of expressions of excuse
more than Korean learners of English and KK.

Regarding how often and how much indirect refusals by using excuses are enjoyed by Koreans I have been
told a very interesting true anecdote of miscommunication between a Korean boy who went to the States to
study in late 60’s. It seems that both interlocutors in this story are very unaware of approprite sociocultural and
pragmatic rules. The boy who was eager to improve his English decided to take private English lessons from
an American classmate who also wanted to learn Korean from him. They had the mutual interests and it went
on like this for several months until one day the girl told him that she fell in love him and that she wanted to get
matried him. The boy was very embarrassed when he was told so. She asked what he thought about her
proposal. He didn’t want to get married to her but neither did he want to discourage her by saying just one
word of “No” directly to her. So he told her what he must have said when he was in the same situation back
home by saying “ I don’t think I can make you happy.” After saying that he thought he couldn’t have told her
in any better way. However, to his surprise, the girl said, “Oh, don’t worry! I can make you happier.” To her
reply he didn’t know what to do and to say. He calmed himself down a little bit and decided to tell her family
situation back home so as to dissuade his interlocutor by saying “You see, I am the first child of my family.
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In Korea the first son of a family has to live together with his parents and support them. I don’t think .can °
support both you and my family back home financially. The girl still smiling at him said “Don’t worry, I will
support them financially.” The boy was really at lost. He had been trying hard to make himself understood in
vain. He decided to tell her about the sanitary conditions and other inconveniences of living back home by
saying “You see, the sanitary condition back home is not good and I don’t think you want to live there.” But
she said, “Don’t worry. No problem. We can make our house very convenient and nice.” At this point he had
no place to head for but a complete dead end. So he decided to say what he never wanted to say and should
have said , “Well, I don’t love you.” : ' ‘
To this she got mad at him by saying “Why didn’t you tell me that before now?” And off she went.

It was evident that the excuses he had-been using were not taken as refusals by her. ‘

From this story we can see what consequences and misunderstanding can be brought about through cultural
differences when making a refusal. It is, therefore, very important for those who are engaged in foreign
language education to teach the learners of a target language to be aware of the socio-cultural differences of
culturally different speech communities. Appropriate use of speech act sets should be emphasized even in
formal classroom settings.

As for the use of ajuncts to refusals only statements of positive feeling and pause fillers are used by Japanese
respondents. No cases.of statement of empathy are observed from Japanese data. Observe the following table
9 for that:

Table 9

KK Japanese Korea

AlIPF S-4 1. It would be nice...but... 1. 1 like you but...

2. I'love you very much,... 2. Thank you for your proposal,
but...
8-10 1. I want to lend you $3,000... 1. I'd like to help you, but...

1. I'm sorry. Id like to ... but... 2. I really want to hlep you, but...

A2PF S-4 '

1. Well(ceki) 1. Well,... 1. Well,

2, Uhmm, ce, cakiya 2. Oh,... 2. Oh,

S-10
1. Ah,... 1. Oh, ... 1. Oh,
Oh,...

3. Hwu...

SE S-4

1. T like you but... 1. Please understand me
2. 1 fully understand you, but...
3. Yeah, I understand your
situation
4. Thank you for your kindness

SE  S-10

AIPF: Adjuncts 1 positive feelings
A2PF: Adjuncts 2 pause fillers
SE: Statement of empathy

As can be shown from the Table 9 no statement of empathy is used by Japanese learners of English for both

situations. This can also be taken as a piece of evidence that Japanese are a little bit more direct than Koreans
when refusing. For pause fillers, various types of fillers are used in KK. The most interesting one is “caki-ya
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(self-vocative)” used as a pause filler. Nowadays, this expression is very frequently used among young
couples when addressing their spouses.

As forthe avoidance function, no nonverbal avoidance was observed since our study was based on the written
responses of both Japanese and Korean learners of English.
Regarding performative realizations of verbal avoidance no topic switch is observed in our data. The
following table 10 gives us an idea of what types of verbal avoidance expressions are used:
Table 10.
Japanese
Situation 4
1. postponing: Would you wait for me? *
Could you give me time to think about it?
I need the time for thinking
Just a moment
So please wait for me
2. Hedging: I'm not sure if it is good that we marry

Korean
Situation 4
1. postponing: Could you give me some time so that [ can consider what you asked?
I need some time to think of it.
Please give me some time to think about that
I think we need more time to know each other
Are you give me some time to think about it?
I need some time to consider.
Let’s talk about it later, okay?
I’d have some time to answer that
2. repeition of part.of request
What? Get married?
3. Hedging: Your proposal was so unexpected that I can’t say anything to you now.
Besides T am not sure that I really want to marry you
I am not sure I really love you
4. Joke: You must be joking.

Situation 10
1. repetition: You need some money?

KK

Situation 4

1. Postponing: I need some time to think about it
Will you give me some time

2. Hedging: I am not sure of marriage

3. Joke: You must be kidding.

4. repetition: Marriage?

Situation 10
1. repetition: You need money?
2. postponing: give me some time to find another one who has the money

From the above Table 10, we can see that Japanese respondents use more postponing than hedging in situation
4 while neither of them are used in situation 10. For stuation 4, four types of functions are displayed by

Korean respondents: only topic switch is not observed in the situation 4 while only repetition is employed by
them in situation 10. In case of KK postponing, hedging, joke and repetition are displayed by Korean students
in the situation 4 whereas both repetition and postponing are employed by them in the situation 10. This also
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seems to show that Japanese learners of English are more direct than Korean students in their refusal
responses.

Finally regarding expressions of statement of alternative none is displayed by Japanese learners of English
whereas Korean students employ some as in the following Table 11:

Table 11.
Japanese Korean
none Situation 4
1. If you want to get married now, why don’t you look or another girl?
Situation 10
1. please mention this to others. -
2. I will look for some others who can lend you money.
3. Why don’t you tell your situations to others?
KK

Situation 4: Marriage Proposal
1. look for another one if you really want to get married now

Situaion 10: Borrowing $3000
1. why don’t you ask for other friends? ‘ _
2. I will try to look for others who can lend you money

No passive construction is used for refusals while some are used for apology and thanking.

Beebe et al. classifies refusals-into two broad categories of direct and indirect refusals: Direct refusals
subclassified into performative (I refuse) and nonperformative statements (No and negative willingness of I
can’t,  won’t, and I don’t think so, etc.). For indirect refusals 12 subcategories of (1) statement of regret (I'm
sorry, I feel terrible...), (2) wish (I wish I could help you...), (3) excuse, reason, explanation (I have a
stomachache...), (4) statement of alternative (P’d rather... I'd prefer... and why don’t you ask me?), (5) set
condition for future or past acceptance(If you have studied harder yesterday, you would have...), (6)
promise of future acceptance(I’ll do it next time...), (7) statement of philosophy (One can’t be too careful), (8)
statement of principle(I never do business with friends...), (9) attempt to dissuade interlocutor (self-defense,
request for help, empathy, criticize the requester, threat or statement of negative consequences to the
requesters), (10) acceptance that functions as a refusals, (11) avoidance, and (12) adjuncts to refusals -

Both Japanese and Korean learners of English share common features in their use (1) statement of regret, (2)
excuse, reason, explanation, (3) avoidance, and (4) adjuncts to refusals. However, no use of statement of
alternatives, promise of philosophy, set conditions for future or past acceptance, and attempts to dissuade
interlocutor is observed from the data of Japanese learners of English in our study.

4.5 Intensifiers, multiple semantic formulae, and types of verbs used for indirect refusals

When refusing indirectly, intensifiers can play a very important role in that they indicate the degrees of
speakers’ regrets for having to refuse the requests made by their interlocutors. In spoken languages, however,
nonverbal elements cal also play significant roles.

The following Table 12 illustrates the types of intensifiers used by the students in the present study:

Table 12 :
situation . - Korean students KK ; ; Japanese students

S-4 so/actually/please ; too/really/
really/frankly/more terribly/very much
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S-10 fully/unfortunately/ truly/absolutely really/
really/so/also

From the above Table 12 when expressing their regrets, Koreans learners of English used 6 types of
intensifiers to show the degrees of their regrets conveying to their interlocutor that they are really sorry for not
being able to meet with the interlocutor’s request. Korean learners of English appeared to use more varieties of
intensifiers than Japanese learners of English. It is very interesting to find that very few intensifiers are used
by KK: in fact none is used in situation 4 and only two in situation 10. The reason may be due to the fact that
in Korean indirect ways of expressing one’s feeling are preferred. Showing one’s mind openly is not
recommended if it would hurt one’s interlocutors as well as the speaker. Thus in situation 4 when refusing a
marriage proposal from a friend, using intensifiers would make one’s interlocutors in a more difficult
position. He or she might have felt that he or she is not good enough for the speaker. Most expressions used by
KK in situation 4 are the ones of asking to give him or her some time to think about it, thus indirectly refusing
the offer. Thus no intensifiers are necessary because they do not display the expressions of regret in situation
4 in KK.

Regarding multiple semantic formulae, Korean learners of English tend to use groups of functions combined
to form the high level speech act set of expressing refusals. Depending on the situation we found speech act
sets ranging in length from two functions (expressing pause fillers + avoidance) to five functions (pause fillers
+ regret +avoidance + excuse + attempt to dissuade). Sometimes repetition of the same semantic functions are
used (pause fillers+regret+ excuse+attemtp to dissuade+excuse / regret +excuse +statement of alternative +
excuse). If a speaker feels especially sorry for not being able to meet his interlocutor’s request, he tended to
produce a lengthy speech act set. Greater emotion often resulted in lengthier speech act sets. However, it is
very difficult to give a generalization because this emotional feeling depends on each individual. Each
individual may feel differently even for the situations 4 and 10.

As for the types of verbs used by the students in our study, the verb forms used to express excuse, reason,
explanation, avoidance, regret, and so forth are the ones used for indirect refusals: varieties of verbs are used
by the students in our study.-

5.0. Conclusion

The study reported here is part of a larger cross-cultural project on native and nonnative speech act sets of
refusals, apology, and compliment and thanking. In the broader project, we are planning to compare the
speech act performance of Japanese learners of English in Japan, Japanese learners of English in America,
Japanese native speakers in Japan, Korean learners of English in Korean, Korean learners of English in
America, Korean native speakers in Korea, American learners of Japanese both in Japan and America, and
American learners of Korean both in Korea and in America.

In this paper we have tried to show evidence that transfer is also manifested at the level of pragmatics.
Pragmatic transfer from both Japanese and Korean influence the English of Japanese and Korean speakers in
Japan and in Korea respectively on the levels of the order, frequency, content, number, and the type of
semantic functions. Although both Japanese and Koreans are categorized as Orientals thus considered to be
very similar by many westerners, there are definitely some similarities as well as differences between them
from cross-cultural and interlanguage pragmatic perspectives . Japanese students appeared to be more direct
than Korean students when they are in the situations of refusing. Frequency of semantic functions, the order of
semantic functions, the content of semantic functions, use of expressions realizing certain semantic functions,
use of adjuncts and avoidance, and use of intensifiers are not the same between Japanese and Korean learners
of English. It is interesting to note that their cultural and socio-linguistic differences can be a source of their
different speech act behaviors.

The evidence given in this. paper, albeit tentative it is due to several reasons such as the method of data
collection, inhereent variables affecting the data, the number of subjects and so forth, appears to be sufficient
enough to support the existance of pragmatic transfer in the area discussed in this paper.
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We also believe that this study supports the importance of teaching various semantic formulas in formal
educational settings so as not to be misunderstood in a given situation. Grammatical and linguistic cometence
in itself may be a necessary condition for smooth interactional communication but surely not a sufficient
condition for it. Learners of a target language need to learn and be aware of not only the rules of the languge
but also socio-linguistic and pragmatic rules of when to use what form to whom. Language performances in
given situations are not easy matters especially for foreign language learners. They may know certain
expressions and rules without knowing when to use them. They may also be unaware of the acceptable forms
of the expressions in a given speech community.

Different cultures have their own unique way of expressing certain things. For example, in English ‘I am
sorry”and ‘Excuse me’ are used differently in that the former is an expression of regret for the pain and disgust
the addressee has to persevere. The fact that a fair number of natives would select ‘Excuse me’ in the situation
1 in our study does not hold true for our respondents. Both Japanese and Korean respondents adhere to ‘I am
sorry’ as the form to express apology. This suggests that they might have overgeneralized the use of ‘sorry’ as
a safe strategy expressing apology in almost all cases.

Another example can be drawn from the sentence, “I didn’t expect you here,” uttered by a Korean student
meeting a Japanese student in an international conference. The Japanese student was annoyed to hear the
sentence from-a Korean friend who evidently didn’t understand the consequences of what he has just said.
What the Korean student meant was “ I am glad/happy to see you here,” “ [ was wondering whether I could see
you in this conference or not, “ or “ You surprised me with rejoice/I rejoiced to see you here in this
conference.” Direct and literal translation of one’s native language into a target language without taking any
socio-linguistic and pragmatic differences into consideration would cause a fatal miscommunication often
resulting in a deep and serious wound in one’s heart.

Therefore, it is suggested that curriculum materials be designed on the basis of the studies performed in the
area of pragmatic transfer.

To recapitulate, in this study a detailed description of how refusals are realized both by Japanese and Korean
respondents are presented. The main purpose of this is to examine the extent and the nature of gaps between
Japanese and Korean respondents, if any. The current study shows that both J apanese and Korean respondents
showed (1) lack of sensitivity to certain expressions, (2) lack of variety in their realization of certain semantic
formulas, (3) preferences of using multiple semantic formulas by repetition, (4) tendencies of using large
percentage of conjunction ‘but’ followed by a sentence, (5) preference of using indirect refusals, and finally
(6) dominant use of adjuncts such as interjection, surprise, and pause fillers in case of Korean respondents.

In general, a variety of intensifiers/adverbs and semantic formulas (especially interjections and adjuncts)

were used more often by Korean respondents when required to write in Korean than when requested to write
in English in DCQ.
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Appendix

Instruction

Please read the following situations. In each situation, please try to do your best to respond if you’re in an
actual situation. Write your response in a separate sheet of paper. Write your response as much or as little as
you wish - you may choose to write nothing in some situations.

[Situation 1]

Everyday you take a subway to go to work in your office. This morning the subway is very crowded and you
step on a passenger (same sex, similar age but good looking) in the subway.

The passenger said: “Look what you have done to me.”

What would you say?

[Situation 2]

You are at a crossing to cross the road. The red traffic light is on for the pedestrians. Many people are at the
crossing to cross the road when they see a car accident. A driver in his late 20’s is coming from the opposite
direction speeding up. When the traffic light changes he is trying to stop his car abruptly in vain. He hit an
elderly woman in her late 60’s. The lady gets fainted and motioniess. The pedestrians gather around the old
lady and said: “Oh, what did you do to her?” to the driver. The driver gets out of the car.

What would the driver say?

How would you describe the situation?

[Situation 3]

You want to take a taxi to visit your mother in a hospital. But there is a long line waiting for taxes to come. You
break into a queue of people waiting for a taxi. A gentleman in the queue said: “What are you doing? Don’t
you see these people in a long queue?”

What would you say?

[Situation 4]
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You have been getting along well with a boy friend for a couple of years..Your boyfriend wants to get married
and he makes an offer of marriage to you/proposes marriage to you. But you don’t want to accept his proposal
of marriage. You don’t want to give your hand to him. Your boyfriend said: “Let’s get married.”

What would you say?

[Situation 5] ,

You have a very important formal meeting of the board of regents. Due to a heavy traffic you are late (almost
35 minutes late) for the meeting. However, the thing is that this is not your first time to be late for the meeting.
The director said: “What happened?”

What would you say?

[Situation 6]

You promised to return a camcorder to your close friend within a couple of days after videotaping your
mother’s birthday party. However, you kept it for almost a month. Your friend said: “I am really upset about
the camcorder because I needed it for my brother’s graduation ceremony.”

What would you say?

[Situation 7] )

Today is the home-coming day for those who graduated from A High School in 1970. You are enjoying it very
much meeting old friends and teachers. After the home-coming party sponsored by the school, you go-out to
drink beers with some of your old friends. When drinking you make a fun of one of your old friends in the
school. Your friend said: “What is the matter with you? You’re drunk. You don’t know what you are doing to
him.”

What would you say?

[Situation 8]

You have been invited to the home of a friend. You have dinner with him and his wife and a few other friends
of theirs. You really enjoyed the evening with the great food. As you leave, your hosts accompany you to the
door.

What would you say?

[Situation 9] ‘

You are in sudden need of money ($ 3,000). You mention this to a friend who .immediately offers to lend it to
you. You are very surprised and very thankful. You take the money from your friend.

What would you say to him?

{Situation 10]

Your friend is in sudden need of money ($ 3,000). Your friend mentions this to you and you refused to lend it
to your friend.

What would you say?

[Situation 11] S : L

It’s Saturday. You have only 5 dollars in your wallet. Your friend at work is willing to lend you 5 te 10 dollars
when he hears you saying that you have to go to-the bank. Your friend is a rich man who knows that you will
pay the money back to him on Monday. , ' :
What would you say? :

[Situation 12] »
It’s your birthday and you have a birthday party with your close friends. One of your friends brings you a
present of pink sweater.

What would you say?

[Situation 13]

You have been working for a company only for six months when you are called into the office of your boss. He
told you how much he was pleased with you working so hard and doing a good job. He gave youa 1,500 dollar
raise a week. :
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What would you say?

[Situation 14]

Your friend suggested going out to lunch. Your friend didn’t know you didn’t have enough money to go out
for a lunch with him. You told him that you didn’t have enough money for it. Your friend assured that he
would take you to a very nice restaurant much more expensive than the ones you usually go to. You have a
very nice time. Your friend paid and you got up to leave.

What would you say?

[Situation 15]

Just recently you have gotten a new and better job. A friend at the office tells you that he has organized a
farewell party for you.

What would you say?
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Can Japanese Students Pass the Entrance Examinations for Universities?
Yoshiro HAMAOKA

The purpose of this paper is to describe the difference between the level of Japanese high
school English textbooks and that of the English examinations for J apanese universities from
the viewpoints of the size of the vocabulary and readability scores.

The Japanese government sets the guideline for teaching. The contents of textbooks in
Japan are required to follow it. High schools must also follow the guideline in teaching.

Nevertheless, it seems that there is another guideline for teaching. It is the level of
university entrance examinations. From the standpoint of high school teachers, entrance
examinations should test the achievement level of the applicants. However, university
teachers in university usually expect the applicants to have the academic level of ability to
understand the instruction there.

Many criticize this situation and it is thought university entrance examinations have
distorted the lower level education. The same kind of issues can also be observed in many of
the countries in the world. However, this issue is too political to be discussed here.

Therefore, the status quo of the university entrance examinations was analyzed from the
viewpoints of vocabulary level and readability score, hoping this could be basic data for
further discussions. '

1. Introduction

A number of articles have been devoted to the study of entrance examinations. Li,-Chen-
ching (1994) states the introduction of essay writing into the English section of the Joint
College Entrance examination gave the positive impact of English as a second/foreign
language writing in Taiwan. Arjona (1993) in Denmark reports on the test created for the
purpose of having students to be assured, once they have been accepted for graduate study, of
passing the final examination. A success rate of 91% has been experienced in the use of the
test so far. The entrance examination has its own functions and effectiveness.

However, it has been said that entrance examinations should be improved. Ingram(1982)
in Australia states it seems that a score in the Entrance examination does not predict success
in the Institute's courses. Sym(1976) in Korea found the present system was inefficient and
unprofitable, and suggested a change in the university entrance examination system.

Takahashi and Williams(1974) say, since the entrance examinations seem to be the main
guideline in high school English teaching, examination questions all over the country must be
improved to permit high schools to teach English for real communication. Still the pace is slow
in improving the situation of the entrance examination.

Furthermore, it seems that discussing entrance examinations is not academic and that it is
not a job of university teachers but of the teachers of cram schools. Therefore, at least in

Japan, only a few attempts have so far been made by university teachers at the analysis of the
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quality of the entrance examinations.

One more problem is that the level of the materials used for teaéhing at high schools is not
high enough to enable students to pass the entrance examinations. High school teachers have
claimed that the level of the entrance examinations should be lowered as it is far above the
level of high school textbooks.

Hence, the status quo of the university entrance examinations should be analyzed to
supply the basic data for discussion. This time, they are analyzed from the viewpoints of
vocabulary level and readability score.

This time the Korean Entrance Examination was also analyzed to give honor to the

attendants from Korea as this conference is held in Korea
2. Materials
2.1. Textbooks ;
Table 1 shows 12 senior high school textbooks which are analyzed. They are chosen according
to their market share to obtain samples of popular textbooks. They cover approximately one
forth of the population. Book 1 is for the first grade students, Book 2 is for the second grade
students and book R is for the third graders. Three kinds of textbooks for junior high school
students are also analyzed.

All the texts in the textbooks are scanned in and broken into words and their frequency of
appearance are counted. There are 2,753 types of word forms in 50,480 tokens for junior high
school textbooks and 9,225 types of words in 136,862 tokens for senior high school textbooks.
Readability scores of the passages are also estimated.

2.2. Examinations

The analyzed entrance examinations are listed in table .Z-scores for the universities in
an examination of a cram school are added for reference. Those for some of the universities are
not available this time. The Korean “#52#/1348%” or “Academic Scholastic Aptitude Test in

Korea" are also analyzed. The procedures of analysis are all the same as those for textbooks.

Table 1 High School Textbooks

Book 1 share Book 2 share Book R share
unicorn | 6.9 unicorn Il 8.7 unicorn R 74
Powwow ! 5.2 Powwow I 5.5 Milestone R 71
Vista | 1.5 Milestone Il 5.0 Spectrum R 125
Milestone | 5.2 Spectrum Il 49

Spectrum | 4.6 ;

Total 294 241 270
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Table 2 University

‘ Z-score

Tokyo National

Tokyo Mtro. Public

Ochanomizu National

Tokyo Tech. National

Shizuoka National

Okayama National

Chiba National

Hokkaido National

Waseda poli. Private 67

Wseda Lit. Private 67

Keio Lit. Private 66

Waseda Edu. Private 65

Kansaigakuin Private 63
. Aoyama Lit. _Private 60

Asia Private 55

Senshu Eco. Private 55

Kanagawa Private 54

Tokyo Eco.  Private 52

Surugadai Private 49

3. Techniques and Procedures
3.1. Readability Score

Harris —Jacobsons Readability formula was chosen to estimate the readability of the texts,
because it was the newest formula when the writer set the system to calculate readability
scores in the computer. It is based on the list of words with flexion, and, therefore its
reliability is higher than other formulae without a wordlist.

Three numbers are used to calculate the Raw Score. Firstly the words in a text which are
found in the list are deleted. The rest of the words in the text are counted. This is the number
of hard words (B). The other numbers are the number of words in the text(A) and the
number of sentences (C). The V1 score and V2 score are obtained by the following formulae;

V1=B/A x 100 and V2=A/C. | -
Then the Raw Score is calcuiated by the following; VI x 0.245+V2 x 0.160+0.642.
The Raw Score is found in the table and then the corresponding Readability Score is also
found. The Readability Score shows the grade level in the United States schools.
3.2. Type Token Ratio or Lexical density

Type Token Ratio or Lexical density is the ratio of different words to the total number of
the words in a text, sometimes used as a means of measuring the difficulty of a passage or text.
Lexical density is normally expressed as a percentage and is calculated by the following
formula; Lexical density = number of separate words / total number of words in the text x 100.
Richards(1992)
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3.3. Word frequency and cross checking of the words

All the procedures are performed with a computer. Some of the programs are written by

the writer. They are

1.Scanning the texts in.

2.Breaking the texts down into words

3.Counting the numbers of the words and sentences, and word frequency.

4.Cross checking of the words in the voeabularies to examine the inclusion.

4. Result
Table 3
filename TYPE TOKEN TTR wd tokn type wd type wd tokn wds not exam w/m
coverd coverd cover cover found in time
by txt by txt rate rate txtbook

Cntlck2 844 2621 322 2282 680 80.60% 87.10% 12.90% 80 33
Cnt2ck2 898 2670 33.63 2323 742 82.60% 87.00% 13.00% 80 33
kreack2 1644 4995 32.91 4105 1216 74.00% 82.20% 17.80% 100 50
Ochack2 489 981 49.85 850 370 75.70% 86.60% 13.40% 100 10
Asiack2 754 2175 34.67 1953 618 82.00% 89.80% 10.20% 90 24
Okack2 601 1280 46.95 1105 477 79.40% 86.30% 13.70% 120 1
Kanck2 1125 3272 34.38 2838 842 7480% 86.70% 13.30% 90 36
Keiock2 452 863 52.38 699 321 71.00% 81.00% 19.00% 120 7
Suruck2 560 1240 45.16 1121 475 84.80% 90.40% 9.60% 60 21
Kanack2 948 2919 3248 2592 768 81.00% 88.80% 11.20% 70 42
Aoyack?2 863 2456 35.14 2020 616 71.40% 82.20% 17.80% 100 25
Shizuck?2 552 1258 43.88 1098 430 7790% 87.30% 12.70% 80 16
Chiback2 855 2086 40.99 1763 645 75.40% 84.50% 15.50% 90 23
Sensck2 558 1423 39.21 1210 424 76.00% 8500% 15.00% 90 16
Waedck?2 920 2511 36.64 2110 672 73.00% 84.00% 16.00% 90 28
wapolck2 811 2333 34.76 2044 631 77.80% 87.60% 12.40% 90 26
walitck2 1076 2760 38.99 2300 763 70.90% 83.30% 16.70% 90 31
Tmetck2 525 1102 47.64 993 430 81.90% 90.10% 9.90% 120 9
Tokyck2 856 2887 29.65 2600 704 82.20% 90.10% 9.90% 120 24
Toecck2 404 1001 40.36 917 341  84.40% 91.60% 8.40% 60 17
Totcck2 529 1070 49.44 964 448 84.70% 90.10% 9.90% 90 12
Hokack2 598 1363 43.87 1180 460 76.90% 86.60%  13.40% 90 15

TYPE = Word type Examination vocabulary.

TOKEN= Number of words in the Examination vocabulary.

TTR=Type Token Ratio.

wd tokn coverd by txt=Number of words in the Examination vocabulary covered by textbook vocabulary.
type coverd by txt= Number of word types in the Examination vocabulary covered by textbook vocabulary.
wd type cover rate=The rate which textbook vocabulary covers word types in the Examination vocabulary.

wd tokn cover rate = The rate which the textbook vocabulary covers words in the Examination vocabulary.
wds not found in txtbook = Number of the words which are not in the textbook vocabulary.

exam time= duration of the examination

w/m= Number of words applicants have to process during the examination.

when you read a passage containing 100 words with TTR of 50%. Percentage of the unknown words

or the words that are not found in the textbook vocabulary ranges between 19.0% and 8.4%.

These numbers of percentage are fairly large, suggesting that the readers find the passage difficult
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to comprehend and the words could be an obstacle for comprehension. The number of the words
which the applicants have to process in a minute while they are taking the examination
ranges between 50 and 7. This must be take into account when comparing the difficulty of the:
examination. However, it is not the main point for discussion here.
4.2. Word Coverage

Figure 1 shows how many of the words in the Entrance examination vocabulary are
covered by the words in the textbook vocabulary. The number of the words the applicant has to

process in a minute is also indicated.(The unit for this figure is not percentage but the number

of words.)
—&— Type Covered
% or W/M Figure 1 ~4ff— Token Covered
Word Coverage -~ - wds n. Found
100% ’— —W/M
90% - y e - — e .
e dh | ol L P S e S N T & i
gos | o HT el o | e /\\ ar = e
S - - |- Ne
70% \\/ o] I B g NPU N~
60%
50% 2
40% //
sox | T - . /N\/”'
bt o , ) L 2 e ] e, . -
0% T A /\“{Z ™ ‘/K)/< i . B X/_ -
0%
O I NN U . Y. A VY. T A SR VN VY VSR N N N R )
K o ot <F il Caliere- ot PR o o ¥ o o oF oF o o ot [oa St
S & & F & & & & & & & & F &F & & & & F
Examination

4.3. Readability Score

Table 4 is the statistics of the readability scores of the passages in Korean Entrance
Examination. Table 5 and 6 show statistics of readability scores of the passages in the
textbooks and the entrance examinations. In the fifth column, differences of the numbers for
each group are shown.

Maximum score for each group is the same because the number is the upper limit of the
commutation table for readability score. However, only two passages in the textbooks exceed

the limit while eight of the passages in entrance examination have the scores over the limit.
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‘Table 4 Korean Entrance Examination
Raw Scores Readability Scores
mean 71.22Jmean ; 8.75
standard error 0.35]standard error 0.52
median 7.05|median 8.60
mode 9.50}mode 6.40}
standard deviation 1.90|standard deviation 2.63
variance 3.60}variance 6.90
kurtosis 0.16}kurtosis -0.89
skewness 0.74]skewness 0.28
range 7.60}range 9.40]
minimum score 4.40|minimum score 4.60l
maximum score 12.00jmaximum score 14.00]
total 216 50}total 227 40
num of samples 30.00]num of samples 26.00
table 5 Examinations ITextbooks

Raw Scores dif.
mean 7.84}mean 4.51 3.33
standard error 0.23|standard error 0.08 0.15
median 8.05|median 4.40| 3.65
mode 8.10|mode 4.40 3.70
standard deviation 1.84|standard deviation 1.26 0.59
variance 3.40}variance 1.58 1.82
kurtosis 0.28]kurtosis ~-0.02 0.31
skewness -0.30}skewness 0.37 -0.67
range 9.00|range 6.20§ 2.80
minimum score 3.00|minimum score 1.70 1.30
maximum score 12.00|maximum score 7.90 4.10
total 486.00}total 1109.80
num of samples 62.00|num of samples 246.00

Table 6 Readability Scores

Examinations Textbooks dif.
mean 10.28|mean 517 5.10
standard error 0.41}standard error 0.14 0.27
median 10.70}median 4.60] 6.10
mode 11.80]mode 460  7.20
standard deviation 3.00|standard deviation 2.26 0.74
variance 8.98|variance 511 3.87
kurtosis -0.32}kurtosis 249 -2.81
skewness -0.52}skewness 1.39 -1.91
range 11.80}range 13.30 -1.50
minimum score 2.90|minimum score 1.40] 1.50
maximum score 14.70Imaximum score 14.70I 0.00
total 554.90[total 1303.70}
num of samples 54.00Inum of samples 252.00I




Comparing Figures 2 and 3, the difference of the distributions of the readability scores is obvious.
Most of the scores of passages in the textbooks.are lower than 9 grade, that is the highest grade in a
Jjunior high school. Only a few of them are in the level of high school.

On the contrary, almost one third of the passages in the entrance examinations has scores over the
high school level. Korean Examination comes between the two. Five of them exceed the level of high

school. Five out of 30 passages seems a reasonable number for the entrance examination for university.

Figure 2 Distribution
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Conclusion
Nation and Coady(1988) state on what the optimal ratio of unknown to known words in a
text is :

Marks et al.(1974) found that replacing 15 per cent of the words in a reading
text with low frequency words led to a significant decrease in comprehension.
Freebody and Anderson (1983), however, have called Marks et al's criteria for
high and low frequency words into question. Freebody and Anderson compared
two low frequency word ratios - one low frequency word in three content words,
and one low frequency word in six content words. Counting both function and
content words, these translate into ratios of roughly 1in 6 (17.per cent) and 1 in 12
(8 per cent). Although there was some decrease in comprehension at the 1 in 12
ratio, it was only at the 1 in 6 ratio that there was a reliable decrease in
comprehension. Kameenui et al (1982) found that ratios around one low frequency
word in fourteen running words (7 per cent) gave a reliable decrease in correctly
answering inferential questions based on the text. The answering of literal

questions was not significantly affected.

In short, 7 to 17 percent of low frequency words in a text leads to a significant decrease in
comprehension. All of the passages in the entrance examinations have more than 9 percent of
unknown words in them. All of them are incomprehensive if the applicants study only with
these textbooks at high schools. Furthermore the textbook vocabulary consists of the words
from three or more kinds of high school textbooks and junior high school textbooks. There is
little possibility for students to study with three different kinds of textbooks for reading at a
time.

The mean of the Readability Scores of the passages in the entrance examinations are five
grade higher than that of the passages in the textbooks and the scores of most of the passages
are on the level of high school or university in the United States. Applicants for a university
who have never studied at a cram school must feel as if they were elementary school students
reading a university level reading.

Therefore, it is thought natural for the students to go to cram schools to get ready for
entrance examinations. Is it cram schools’ job to have the students learn English to be
competent enough to study at universities? Who should fill the gap between the levels of

teaching in high schools and universities. Moreover, it is a matter of importance to establish a
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system by which students are taught English to be competent enough to get along with the
rest of the world. This comment is only on the present situation in Japan, as the writer is a

visitor to Korea and not familiar with what it is like in this country.
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Techniques, Exercises and Materials
in New Phonics for Beginners

Kazuo Yukina
(Waseda University)

Abstract

This article belongs to a series of articles on New Phonics, an innovative course designed for
Japanese EFL beginners, focusing on the sound/spelling link in the English language. After a brief
introduction to the development of New Phonics, this article describes the concrete contents of this course
for beginners, i.e., the techniques, the exercises and the teaching materials for Grade 7. The techniques
of the course draw heavily on the presentation of the relationships between letters and types of sound they
usually represent. The characteristic exercises are repeating after a recording without looking at the text,
and dictation as a review. As for teaching materials, vocabulary control is an important issue for future
research.

Introduction

This syllabus design study started with investigating learners' motivation and
social context (Hutchinson & Waters, 1987; Tessmer, 1990). Motivation, which often
springs from social context, is one of the critical factors in second/foreign language
learning (Yukina, 1996; 1998a). One of the simplest ways to inquire of a large number
of students about their motivation is by means of questionnaires. An informal needs
analysis revealed that more than one third of the target students in a junior high school
in Japan have motivation to talk with foreign people, while another third of the students
‘have ordinary types of instrumental motivation. Furthermore, these proportions
became increasingly steady as the data accumulated (Yukina, 1996, p. 27; 1998a, p. 9;
in press). Then, to satisfy those two rather contradictory kinds of motivation at the
same time, the study changed its focus to adopting, adapting and designing an
innovative course (Yukina, 1998b).

Further needs analyses also revealed that it was a very hard job for the target
students to speak up in the classroom (Yukina, 1996, pp. 28-29; in press). There are

two arguments. The most convincing argument is that Japanese people can lead a
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normal daily life without any skill in speaking and understanding English. Namely, it
is not critical whether or not one can communicate in English as long as one is living in
Japan. The other argument draws on the differences between the English and Japanese
languages.  Significant differences in the area of phonology become a crucial factor in
second/foreign language learning because sound is the véry base of language learning
and ordinary communication. In addition, the re-categorization of phonemes has been
reported to be exclusively difficult after the sensitive period of phonology.  After the
differences in orthography and phonology were mvestigated closely, it was concluded
that Japanese learners do not follow the restructuring continuum in most of the stages of
interlanguage phonology, but the continuum which is somewhat similar to the
developmental continuum (Yukina, 1996, p.12 ff). On the other hand, since the
cognitive 1ével of junior high school studentskis fairly high, Such cognitive knowledge
should be utilized and play a major role in second/foreign language learning.

New Phoni’cs for beginnefs 1S an infroductory course focusing on simplified
cognitive knowledge of the learnable letter/sound link in the English language, designed
specifically for Grade 7 students who start learhing English for the first time in the
classroom context in Japan r(zYokina, 1998a, p. 221).' This course was developod
through environment analysis; needs analysis and fhe opplication of principles
supported by research and theory (Nation, 1996). ‘The ’goals of the course for
beginnors are 1) to have the learners gain phonological confidence in reading aloud and
listening to English letters and basic English words; and 2) to introduce the learners to a
rudimentary descriptive system of English sounds. The following sections describe the

three important factors in New Phonics for beginners: 1) how the letter/sound link is

212



presented throughout the course, 2) how the students are practiced to develop their

fluency, and 3) how the teaching materials are selected for the course.

1 Presentation of the Letter/Sound Link

The techniques of New Phonics for beginners draw considerably on the
presentation of the letter/sound link of the English language. When the letter/sound
link is presented, the real problem lies in the fact that the relationships between letters
and types of sound they represent in the English language are notoriously complex and
complicated as compared with those even of other Indo-European languages. On the
other hand, most students in Japan start learning English after they enter junior high
school because English is a subject in the junior high school afterwards as prescribed by
“the Course of Study”. Therefore, the Roman alphabet as well as English sounds
ought to be introduced because the Japanese writing system uses completely different
graphemes from those of the English system.

One of the characteristic techniques of New Phonics for beginners is introducing
only the block capitals of the Roman alphabet at the very first stage. In order to
introduce types of sound in English, New Phonics uses those capital letters with three
devices (Yukina, 1998b, pp. 225-26). In other words, the technique incorporates newly
introduced capital letters as its own descriptive system of sound. Then, the course

introduces the lowercase letters.

1.1 Vowel Letters in Block Capitals

Basic vowel letters are treated in Lesson 1. One of the fundamental goals of
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New Phonics for Grade 7 is having the students able to articulate each consonant
distinctively with confidence, and to recognize each consonant accurately. Lessons 2
through 7 are constructed for those purposes. However, both basic vowel letters and
cognitive knowledge of the articulation of vowels are introduced in the first lesson.
There are three reasons.  First, cognitive knowledge of basic vowels is essential for the
students to pronounce any letter name or any word with confidence. Second, those
vowel letters occasionally represent their letter name. Finally, there are very few
words composed of consonants alone, such as "pst".

The five basic vowel letters, "A", "E", "I", "O" and "U" are introduced with ten
basic types of vowel sound in Lesson 1. The "long" vowel sounds are easily
introduced through presenting the actual sound of English in quite a short time, as
almost all students know all the letter names of the Roman alphabet before entering
Junior high school. Of course, some minor corrections are required at a later stage
because the actual sound that the letter "U" represents is a combination of two types of
sound /y/ and /(long) oo/. With the intention of keeping a consistency of description,
however, if necessary, the correction is made only implicitly.

Some rules that would explain what kind of phonetic circumstances determine
the occurrences of "long" sound, "short" sound, or "schwa" are also introduced briefly
in Lesson 1. However, whenever rules are presented, it is necessary to investigate
outstanding exceptions of the limited vocabulary that the students could have access to.
No rules have persuasive power without its limitation clearly described. Words such
as "have", "give" and "live" are the exceptions in this case.

The difficult part of Lesson 1 lies in the presentation of the "short" vowel sounds.
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Close attention is paid to the three difficult types of sound /(short) i/, /(short) o/ and
/(short) w/. It is most efficient to present the differences as follows: The English
sound /(short) i/ is a neutral sound between the Japanese phonemes "i" and "e". The
English sound /(short) o/ is similar to the Japanese sound "a" with the mouth wide open.
The English sound /(short) u/ is similar to the Japanese sound "a" with the mouth half-
closed as in articulating the Japanese sound "o".

Two kinds of homework are assigned for Lesson 1. The first one is writing
down in the notebook the five capitals of the vowel letters as many times as possible
while pronouncing both "long" sound and "short" sound that those letters usually
represent. The second one is preparing for dictation in the ne){t lesson, which will use
the ten words covered during Lesson 1. In Lesson 1, several consonants are introduced
with little explanation because each vowel sound have to be presented as part of a word.
Still, this does not give the students a burden as the words employed in this lesson are
all loan words that are well established in the Japanese language.

The treatment of meanings of each word covered in each lesson may alsb be
characteristic.  Since the focus of this program is on cognitive knowledge on
phonology, meanings are introduced after Lesson 13, which is the final lesson of the
introduction to the alphabet. That avoids too heavy a load on the students. Those
words employed until Lesson 13 are materials that are selected just for the purposes of
explaining rules and their exceptions concretely, and for having the students practice
pronunciation. In New Phonics, meanings are referred to, only if they are closely

related to the morphology of words enumerated as examples.
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1.2 Basic Consonant Letters in Capitals

Taking the existing variety of vowels among dialects into consideration,
pronunciation and recognition of consonants are more important than vowels when it
comes to real communication (Gimson, 1980, pp. 315-16). Lesson 2 through 4 treat
basic consonant letters and the types of sound they represent. Lessons 2 and 3
introduce those consonant letters that have letter names closely related to the sound they
usually represent. After Lesson 2, dictation is given as a review exercise for the
previous lesson at the very beginning of each lesson. The correct answers are written
on the blackboard after the dictation in order to help the students mark each other's
papers in pair work. Some of the low scorers are asked to repeat some words from the
blackboard so that they can fix them in their memories.

Lesson 2 chiefly covers the four most fundamental voiceless consonant letters,
"P", "T", "K" and "C", and the voiced consonant letters, "B", "D" and "G" with the
corresponding types of consonant sound. In presenting these letters and types-of sound,
close attention is paid not only to the place and manner of their articulation but also to
the aspiration that occurs when one of the voiceless consonants come at the beginning
of a stressed syllable (Lisker & Abramson, 1964). As far as the voiced consonants aré
concerned, most students learn the articulation easily as compared with that of their
voiceless counterparts. As the letters "C" and "G" are treated, the two types of sound
/s/ and /j/ are also introduced in this lesson. Close attention is paid to having the
students avoid the interference from Japanese. Japanese students often pronounce the
sound /s/ as /sh/ before /(long) e/ and /(short) i/, and almost always pronounce the sound

/il as /zh/.
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This consonant /zh/ can not be ignored even in this simplified descriptive system
of sound because it often appears in high-frequency words such as "television",
“usually"”, "pleasure", and "genre". - Nonetheless, it is found efficient to spend more
time on the articulation of the sound /j/ because the sound quality of /zh/ is very close to
the consonz;nt part of the Japanese syllabic sound "ji". The phonetic symbol of /zh/ is
in limited use throughout New Phonics for Grade 7 in order to reduce the complexity of
the letter/sound link. The letter names introduced in Lesson 2 are described as /PE/,
/TE/, /KA/, /SE/, /BE/, /DE/ and /JE/, by means of each consonant letter as a symbol of
the sound that the letter usually represents.

There are two remarks to make about Lesson 2. First,’although each consonant
in Lesson 2 can be practiced alone, each letter name is first introduced and then each
consonant is practiced because some Japanese students resist somewhat when they are
asked to pronounce some consonants such as /p/, /t/ and /k/ alone.. Second, as for the
letters "C" and "G", only the fact that those two letters usually represent two types of
sound each, namely, a "soft" sound and a "hard" sound is introduced, because there are a
number of exceptions that can not be tidied up easily in the basic vocabulary, such as
"get", "give" and "girl". However, each of these two consonant letters has the
possibility of representing two types of consonant sound mostly according to the
phonetic circumstances in which they occur, while ordinary consonant letters usually
represent only a single type of consonant sound. Namely, those two letters usually
represent the sound /s/ and /j/ respectively when they come immediately before one of
the letters "e", "i" and "y". In other circumstances, they usually represent the sound /k/

and /g/ respectively.

217



- Two kinds of homework are assigned for Lesson 2. The first one is writing
down in the notebook the seven capitals of consonant letters as many times as possible,
at the same time pronouncing both each letter name and the sound that each letter
usually represents. The second one is preparing for dictation in Lesson 3, which will
use the words covered in Lesson 2.

Lesson 3 introduces the consonant letters, "J", "S" and "Z". Like the letters
introduced in Lesson 2, those letters have a letter name that has a consonant that each
letter usually represents. Although it has already been introduced in the brevious
lesson, the sound /j/ is presented again as a part of the letter name of "J" at the
beginning of this lesson again because distinguishing the two types of sound /j/ and /zh/
in articulation is quite difficult for Japanese learners. The letter "S" is also introduced
as a consonant letter that has the possibility of representing one of the two types of
sound /s/ and /z/. The letter names introduced in this lesson are described as 1JA/, IES/
and /ZE/, by means of using each consonant letter as the symbol of sound that the letter
usually represents.

Two kinds of homework are also assigned for Lesson 3. The first one is
writing down in the notebook those three capitals of consonant letters as many times as
possible while at the same time pronouncing both each letter name and the type(s) of
sound that each letter usually represents. The second one is vpreparation for the
dictation of the words covered in Lessons 1 through 3.

Lesson 4 introduces the consonant letters "M", "N", "F", "V" "L" and "R".
Those letters also have a letter name that has a consonant that each letter usually

represents. It is very effective to explain the place of articulation with a face diagram
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in describing the articulation of the types of sound /s/, /z/ and /n/ at this point.
Obviously, the difficult part of this lesson lies in introducing the articulation of /f/, /v/,
/V/ and /r/, which are far removed from the corresponding consonant part of the Japanese
syllabic sound. A traditional way of instruction to produce the types of sound /f/ and
/vl 1s to have the students breathe out, gently biting their lower lip with their upper teeth.
This presentation does not work well because most students pronounce those types of
sound as plosives, biting their lip too strongly. It gives a little better result to have the
students breathe out through their upper teeth and lower lip with their teeth slightly
touching their lower lip.

The type of sound /l/ is by far the most difficult for students both in articulation
and in perception. The most critical part is having the students breathe out along both
sides of their tongue in articulating the sound.  For that purpose, it is often helpful for
most students to have them breathe oﬁt with their mouths open wide with lips spread,
with their tongue expanded vertically and pressed hard on the alveolar ridge. In
contrast, the articulation of /r/ is a little easier for most students, especially when it
occurred between vowels (e.g., very). - For the purpose of consciously distinguishing
th(; articulation of /r/ from that of /l/, it is also an effective way of instruction for most
students not only to have them point the tip of the tongue towards the throats without
touching the roof of their mouth, but also to have them open their mouth horizontally so
that the breath can not leak out on either side of the tongue.

- The letter names introduced in this lesson are described as /EM/, /EN/, /EF/,
/VE/, /[EL/ and /AR/, by means of using each consonant letter as the symbol of sound

that the letter usually represents. The phonetic description of the letter name of "R",
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which is actually a new vowel sound, is introduced as it is in order to avoid complexity.
Two kinds of homework are also assigned for Lesson 4. The first one is writing down
in the notebook those six capitals of consonant letters as many times as possible while at
the same time pronouncing both each letter name and the type(s) of sound that each
letter usually represents. The second one is preparation for dictation. This time,
however, the students are warned that the teacher will use any new and unfamiliar one-
syllable words composed only of the letters introduced in Lessons 1 through 4 as

dictation items.

1.3 Other Consonant Letters in Capitals
Lesson 5 introduces the remaining block capitals of the Roman alphabet: . "X",
"W MY "Q" and "H".  Those letters are introduced late not only because their letter
names are difficult to pronounce for Japanese beginners; but because they are hardly
related to the types of sound each letter usually represents. The sound quality of the
letter "X" can be inferred to some extent from the phonetic circumstances like the cases
of "C", "G" and "S". In final position in a word, the sound becomes /ks/, while it
becomes /z/ in initial position. Otherwise, the quality becomes /ks/ or /gz/. Again,
only the fact that the letter "X" can represent one of those three types of sound is
introduced in order to avoid complexity.
The letter "W" has two roles: one as a consonant letter and the other as a
vowel letter. When the letter comes immediately after a vowel letter, it works as the
vowel letter "U", while it works as a consonant letter otherwise. The sound that the

letter "W" as a consonant usually represents is used in the letter name of "Y". The
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articulation of the sound is introduced by making the students release a puff of air after
puffing out their cheeks with their mouths puckered up.

Also, the letter "Y" has two roles: one as a consonant letter and the other as a
vowel letter. When the letter comes initially in a word, it works as a consonant letter,
while it works as the vowel letter "I" otherwise. The articulation of the sound that the
letter "Y" as a consonant usually represents is introduced by making the students raise
the tongue up to the roof of the mouth from the position of the tongue where the long
"E" is articulated. The letter "Q" also has a peculiarity. This letter together with the
letter "U" represents the sound /kw/. However, it does not seem to be necessary to
introduce the fact that this combination sometimes represents the sound /k/, such as in
the words, "mosquito" and "cheque".

The letter "H" is a little complicated. The sound that this letter usually
represents is introduced as the sound of breath made when shining a mirror or when
warming up the cold hands. The difficult part lies in the fact that the letter "H" that
comes immediately after another consonant letter changes the sound quality of the
preceding consonant through the combination. In fact, the letter name of this letter can
not be described without the combination of letters "CH". Using this combination, the
letter names are described as follows: /EKS/, /DUBLU/, /WY, /KU/, /ACH/.

Two kinds of homework are also assigned for Lesson 5. The first one is
writing down in the notebook all the block capitals as many times as possible while
pronouncing both each letter name and the types of sound that each letter usually
represents, since all the letters of the Roman alphabet have already been introduced to

this lesson. The second assignment is preparation for dictation in Lesson 6, which will
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use the words covered in Lesson 1 through 5 as dictation items.

1.4 Combinations of Consonant Letters in Capitals

Lesson 6 introduces the peculiarity of the letter "H" that has already been
referred to in Lesson 5. The combinations introduced in this lesson are "CH", "SH",
"TH", "WH" and "PH". The sound that the combination "CH" usually represents is
introduced as the sound /J/ without the vibration of the vocal chords. The sound "SH"
is introduced by having the students press both sides of the tongue to the roof of the
mouth when they breathe out.

The most difficult part of this lesson is how to articulate the two types of sound
that the combination "TH" usually represents because the Japanese phonetic system
does not have similar sound. This combination represents both a voiceless consonant
and a voiced consonant. A traditional way .of instruction to-articulate these two kinds
of sound is having students put the tongue between the teeth. It is more effective to
have the students feel the breath coming gently out between the upper teeth and the
tongue with the tongue sticking a little way out of the mouth.

- The combination "WH" is not too difficult for those who can accurately
articulate the sound /w/ because they easily understand the meaning of the phonetic
symbol /HW/ cognitively. The combination of letters "PH" is easily articulated by
means of re-writing it as /F/.  Although the articulation of this sound has already been
introduced and practiced in Lesson 3, working on it again is not a waste of time because
the sound is not found in the phonetic system of the Japanese language.

Two kinds of homework are also assigned for Lesson 6. The first one is
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writing down in the notebook the five combinations of consonant letters introduced in
this lesson as many times as possible while pronouncing the types of sound that each
combination usually represents.  The second one is preparing for dictation in Lesson 7,
which will use the words covered in Lesson 1 through 6 as dictation items.

Lesson 7 introduces typical combinations of letters other than those introduced
in Lesson 6. Only the four combinations, "-NG", "-CK", "WR-" and "KN-" are
selected because the chances are that very few students come across words beginning
with one of any other interesting combinations such as "GN-", "PS-", "PN-", "PT-" and
"CT-" throughout the three years of junior high school. When the progress of the
students ‘is not satisfactory, just the first two of the four corﬁbinations is introduced
because the other combinations can be introduced and practiced as examples of silent
letters in fluency activities.

Close attention is paid to the combination "NG" in Lesson 7. This combination
usually represents two types of sound /ng/ and /ngg/. The former is the difficult type
for both articulation and perception. - The cue to be pointed out is that the place of
articulation of /ng/ is the same as that of /k/. It is extremely difficult for most students
to distinguish the two types of sound /ng/ and /n/ in perception. In fact, the Japanese
orthography has only one syllabogram "n" for the syllabic types of sound /m/, /n/ and
/ng/ such as in the words, "tombo", "hantai", "kenkou". Of course, the difference
between the two types of sound /ng/ and /n/ does not cause serious communication
breakdown. However, conscious awareness of the place of articulation is essential for
students to produce any types of sound with confidence. But for clear presentation of

the place and manner of articulation, ambiguous or the wrong articulation could be
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fossilized easily through the process of pair work or group work in EFL settings.

Two kinds of homework are also assigned for Lesson 7. -The first one is
writing down in the notebook the four combinations of consonant letters introduced in
this lesson as fast, and as clearly as possible while pronouncing the types of sound that
each combination usually represents. The second one is preparing for dictation in
Lesson 8. This time, the students are warned that any new and unfamiliar one-syllable
words besides the words covered in Lesson 1 through 7 might be used as dictation
items.

If necessary, the teacher can give a review lesson at this point. He/she can
investigate how well the students have developed the automatic processing of
transcribing the types of sound into corresponding letters through new and unfamiliar
words in dictation. The purpose of this review lesson is to give the students
confidence in transcribing a considerable number of new and unfamiliar words, just
employing the rules they have already learned. Consequently, the number of real new
and unfamiliar words used in dictation should be limited. Two to three items out of
twenty are enough.  After marking in pair work, some of the low scorers are asked to

repeat some words from the blackboard so that they may fix them in their memories.

L5 Lowercase Letters in Review Activities

No lowercase letters are introduced or employed until Lesson 7. The intention
1s to have the students concentrate merely on the relationships between sounds and
letters. Lesson 8 reviews the relationships between vowel sounds and vowel letters,

using the lowercase letters.  Lessons 9 and 10 review the letter/sound link introduced

224



in Lessons 2 and 3, respectively. Lesson 11 also reviews those relationships presented
in Lessons 4 and S, introducing the lowercase letters. - Lessons 12 and 13 correspond to
Lessons 6 and 7, respectively, using all the lowercase letters.

At this stage, stress accent is explicitly demonstrated through two-syllabled
words. -There are two reasons. First, stress accent is critical in real communication.
Second, the position of primary word stress can be predicted with some probability. In
other words, the first syllable of any word of COBUILD 2,000 that bears the primary
stress when they are read aloud separately is between 60% and 70%, according to rough
estimation. Having students with high cognitive skills realize this fact is extremely
practical because this piece of information automatically revéals what kind of words
they have to memorize cognitively concerning stress accent.

For intermediate students, instruction on certain relationships between particular
combinations of letters and the position of stress accent is also helpful. For instance,

the positions of primary stress in words beginning with "a-", "be-", "de-", "dis-", "in-"

b

"

re-" or "sub-", and words ending with "-ic", "-ate" or "-ese" can be introduced from
time to time. In addition, clarifying stress accent also helps students.learn how to deal
with unstressed vowels in an unfamiliar word, namely pronounce some of them
successfully with reduced vowels (Gimson, 1980, pp. 261-64). After the students
become able to write any sentences in block letters freely and comfortably, the
relationships between each letter and its typical type(s) of sound are reviewed again,
introducing the cursive form of regular writing, which also has capital letters and
lowercase letters.

The preceding sections described the basic techniques of New Phonics for Grade
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7. Yukina (in press) describes the concrete examples of Lessons 1 through 13 together
with the list of units used throughout the year. Each unit, which is originally designed
to be introduced one per week, is different in nature from Lessons 1 through 13. As
mentioned above, listing a large number of materials in those units is not for the purpose
of suppressing other teaching materials in the classroom, but for the reference of
practitioners who might be interested in relating materials for this letter/sound link to
the materials of an authorized textbook.

The order of presentation of those units do not have any strictness as in Lessons
1 through 13.  In other words, the list of units is more like a memorandum for teachers
so that the teacher could select any units or any items from the entire series of units
according to his/her students' aptitude, ability, interest and needs. After introducing
basic relationships between letters and types of sound in Grade 7, New Phonics for pre-
intermediate learners has the Grade 8 students tackle the difficulties of the

vowel/spelling link.

2 Exercises in New Phonics

As is often the case with an ordinary school grammar of syntax, just presenting
cognitive knowledge does not improve students' performance in language use. In short,
exercises that make the controlled processing into the automatic processing are crucial.
Two characteristic exercises are adopted for New Phonics for beginners throughout the
year. Those two exercises are repeating after a recording as a fluency activity, and
taking dictation as an accuracy activity (Murphy, 1991, pp. 62-3).

One of the characteristic exercises of New Phonics for automatizing cognitive
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knowledge about the letter/sound link is repeating after a recording. The exercise of
having an individual student, a group of students, or the whole class repeat after the
recording of teaching materials from the textbook has long been employed in a number
of classrooms even where the focus is on the grammar/translation since tape recorders
are available at a fairly low cost in Japan. However, the exercise used in New Phonics
is slightly different from those exercises in two points. First, the students are not
allowed to see the scripts before and during the exercise. Second, the students are not
expected to repeat exact bits and pieces of the sentence, let alone to understand the
meaning of what they repeat.

The other characteristic exercise of New Phonics is dictaﬁon. Dictation is used
for three reasons. The first reason is related to Savignon's suggestion about ideal
activities (1991, p. 269). Dictation might be used as one of the few activities which
contribute to the integration of form-focused exercises and meaning-focused experience.
Second, dictation can be interpreted as a base for note-taking skills, which are essential
for those who intend to study at institutions of higher education. Finally, dictation can

be used as a measure of communicative competence (Savignon, 1982, p. 45).

2.1 Repeating after a Recording

In the exercise of repeating after a recording, one student is asked at a time to
repeat one sentence or part of it of the target materials after listening to a recording
without looking at the textbook. This exercise focuses on fluency, which reveals the
student's integrated skills of reconstruction, and checks what kind of phonetic cues that

students can not use (Brown, 1990, p. 12).
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The purpose of this exercise is to have the students perceive and imitate not only
each segment of the sound but also authentic intonation patterns at their best so that they
can learn some clues to obtain as much "auded" input in authentic listening as possible
(Yukina, 1996, pp. 30-32). When students are allowed to look at the written text, it
becomes next to impossible for them to be free from the interference from the sound
system of the Japanese language through the visual images of letters. They are then far
from concentrating on physical sound. In other words, they become hardly able to re-
categorize the stream of sound on their own.

Of course, it is hard for those who have never had access to authentic listening to
repeat an English sentence aloud at first. The exercise of repeating after a recording
becomes unexpectedly easy when students are asked to repeat the same sentence over
and over, starting with the last word and gradually expanding from the last meaning unit
to the whole sentence. They soon becorﬁe accustomed to repeating an unfamiliar
sentence, taking good advantage of reduced sounds for unstressed syllables with
considerable accuracy (Gimson, 1980, pp. 127-8). In the process of repeating and
imitating exactly what they have heard, the students come to realize without any
cognitive explanation that most of the vowel letters in an authentic sentence are reduced
to a "schwa" except for those carrying word stress -or' sentence stress. Through the
exercise, the students are set free from the idealistic view on pronunciation (Brown,

1990, p. 2).

2.2 Dictation as a Review

As for the exercise of dictation, appropriate items for the dictation have to be
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selected. As was mentioned above, the dictation employed in New Phonics is an
exercise focusing on accuracy. Therefore, some of the sentences printed in the
textbook are handy to use. Besides, the authorized textbook ought to be used anyway.
The students are told to prepare for the dictation as a review of the previous lesson.
Since most students are extremely sensitive to any type of test in most educational
settings, an exercise of dictation is given at the very beginning of each lesson in order to
have them concentrate on the lesson. As far as the authorized textbooks for Grades 7,
8, and 9 are concerned, it takes less than ten minutes to dictate all the sentences for a
one-hour grammar and reading lesson unit. By means of dictation, the materials for
grammar and reading in the textbook are used as those for listéning. However, there
are still two problems to solve: in what manner the items should be presented, and

according to what criteria the answers should be marked.

2.2.1 Way of Presentation

In the exercise of dictation, the way of presentation has to be determined.
According to Gillian Brown (1990), spoken English as teaching material is presented in
two styles and two manners. The two styles of spoken English are interpreted as
simplified speech and authentic speech (pp. 3-4). The speech in the former style is
composed of easily identifiable segments or words, and has stable phonetic form. The
speech in the latter style is employed by ordinary native speakers to communicate in
real life.  Authentic speech is difficult for language learners who are accustomed only
to simplified speech because it has many phonetic cues only available for native

speakers (p. 12). When having students take dictation, some teachers read sentences
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aloud so slowly and clearly that the function words, the contracted forms, or the
morphology would become unnaturally obvious. Although that kind of presentation
appears to be considerate to the students, it actually robs the students of opportunities to
learn the essential sub-skills in communicating in spoken English (Ur, 1984, p. 46). In
addition, from the viewpoint of the sensitive period, this manner could be pernicious.
Brown also introduces two manners in authentic speech. Those two manners
of spoken English are interpreted as the public manner and the informal manner . 7).
The speech of the former manner, which has a transactional function, usually centers on
transmitting new information. Therefore, even function words in that manner are
easily transcribed. In contrast, the speech of the latter manner, which has an
interactional function usually centers on reinforcing human relationships. Therefore,
some segments of the sequence of sound can not be transcribed without critical
information about the context where the speech has been performed. Since academic
skills are considered to be the most valued in EFL settings in Japan, the transactional
function of spoken English is much more relevant. Consequently, the public manner
of speech is found more appropriate for this educational setting than the private manner.
Then, in New Phonics for beginners, the sentences are dictated in the public manner as

naturally as possible.

2.2.2  Criteria for Marking
Establishing criteria for marking is a difficult issue, especially when the answers
are marked as pair work. The class members are told to exchange papers with their

partners for marking and correction in New Phonics. Through this process of marking,
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the students receive immediate feedback from their partner. The purpose of this
exercise lies not only in automatizing the skill of transcribing perceived sound as visual
letters, but also in making students sure of the sound that those letters represent. The
criteria employed for marking are as follows:

1) Each student starts with 20 points when he/she does a dictation.

2) With one letter wrong or missing, he/she loses 1 point.

3) He/she loses 5 points at most for one word.

4) He/she loses 10 points at most for one sentence.

The above criteria come from my ongoing pilot research on dictation. The face
validity of the criteria can be understood this way: If a student vtranscribes a few wrong
letters for dictation, one of two cases is highly probable. First, he/she has misspelled a
few words. Second, he/she has missed a few morphemes because of a lack of
knowledge on syntax. Thus, a point is reduced. If a student has missed two content
words in a sentence, it is highly probable that he/she has misunderstood the sentence
because two Words usually mean more 6r less 20% of each sentence in the textbook.
Each sentence is composed of about ten words. If a student has missed two sentences,
it is highly probable that he/she has misunderstood the entire text because two sentences
usually mean more or less 20% of each section of the textbook. Each section is
composed of about ten sentences.

The 1dea 1s that the points given to an answer should reflect the degree of the
student's understanding of the entire text to some extent. However, some more
empirical research should be done before the criteria are generalized and adopted as the

ones for other types of test such as the norm referenced test for students at various levels.
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The criteria are sometimes changed slightly according to the level and the number of the
students in the classroom even in New Phonics for beginners.

The above criteria certainly seem to be a little too severe. There are two
reasons, however, for adopting those criteria.- First, the criteria ought to be strict so
that the students know how well they have reviewed the previous lesson in terms of
phonology as well as syntax. The nurhber of the wrong sentences does not give the
student nor the teacher much information. Second, the criteria ought to be clear and
fair enough to have the students mark efficiently with confidence.

Every day, while the students are marking, the teacher has time to circulate,
checking their homework assignments. Besides completing the corresponding section
of the workbook, there are two major assignments on a daily basis. One of them is
only for those who score less than zero in dictation. They are told to write down in
their notebook every sentence of the test three times. The other assignment is to
translate the transcript of the dictation (which is exactly the same as the unit covered in
the previous lesson) into Japanese as a review. This exercise of translation, which is
often eriticized as ineffective, is employed for two reasons. First, through this process
of translation, students consciously realize and spot what they do not perfectly
understand. Second, it is easy for the teacher to identify, while circulating, what
students do not understand during the previous series of lessons. In fact, it is
extremely useful for the teacher to receive feedback about the lessons directly from the
students by means of examining in what way each student understands or
misunderstands each sentence. It is often the case that students do not make mistakes

in the way the teacher expects.
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3 Materials for New Phonics

Because New Phonics for beginners focuses on word-level phonology,
vocabulary control is a serious issue for selecting teaching materials for the course.
However, too much simplification in the classroom hardly helps students in the
authentic communication situation (Brown, 1990, p. 6). For example, too strict control
over the vocabulary does not improve students' understanding of not only the whole
structure of phonology but also of authentic discourse because native speakers naturally
use a fairly large amount of vocabulary unconsciously when they talk with other native
speakers (Widdowson, 1979, p. 197).

Recently, a number of frequency count word lists (e. g.,vWest, 1969; Hofland &
Johansson, 1982) have become available. The problem lies in which part of which list
should be employed for the course because there are significant differences among the
lists. Employing COBUILD 2,000 has bright prospects for the future because about
87% of the current words of authentic texts in written English are claimed to be on the
list of COBUILD 2,000 (Nation, 1990, p. 14). As far as reading and listening
materials of second/foreign language learning are concemed, the percentage could be
probably much higher because words in those materials are usually selected according
to a more simplified word list.

In contrast, there are three criticisms about adopting and adapting COBUILD
2,000. First, the list is based on research on British written discourse. As Gimson
(1980, p. 302) suggests, from the viewpoint of geography, American English might be a
better choice for Japanese learners who mostly live and work in the countries around the

Pacific Ocean. Besides, written discourse is different from spoken discourse in terms
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of vocabulary. Second, this rather large range of vocabulary, which British people use
in their daily life, must be a burden to Japanese students in a setting where English is
taught as a foreign language. Finally, too strict control over the size of the vocabulary
would not improve students' understanding of the letter/sound link in the English
language (Yukina, 1998b, pp. 217-18). This would be contrary to expectations. For
example, it is hardly possible to construct a set of rules about phonology from the bare
list of the vocabulary selected by the Ministry of Education. However, vocabulary
control is another serious issue, which goes far beyond the scope of this discussion.
The issue should be kept in hand for future empirical research.

Thus, the drawn conclusion was as follows: It would be necessary to introduce
as many words that would follow the basic rules from COBUILD 1,000 as possible.
On the other hand, exceptions of the rules should be first selected from COBUILD
2,000 because the existence of exceptions of high frequency of use would indicate the
limitation of each basic rule. Also, exceptional words of the level far beyond
COBUILD 2,000 could be enumerated to clarify the limitation of rules for practitioners'
reference.

For most students, however, it does not seem to be a burden to present the basic
rules of this letter/sound link with those exceptional words, even without any meanings.
Many junior high school students easily memorize and sing English songs and parts of
them without knowing their meanings. Moreover, it would not be a waste of time to
have the students associate an auditory image by the sound of a word with a visual
image by its spelling as a very first step to expanding their receptive vocabulary if it is a

high-frequency word. Namely, memorizing words or fragments of words by sound

234



could help students recognize which word or which part of a word they do not
understand or recognize when they come across an unfamiliar sequence of sound. In
that case, they could construct probable words, taking good advantage of the consonants
and vowels they have positively perceived. Then, they could consult a dictionary to

identify enough words to understand the meaning of the sequence of sound.

Conclusion

Many factors should be taken into consideration in adopting, adapting and
designing any new course for second/foreign language teaching: age, language
aptitude, interest, needs, motivation, learning style, previous knowledge of the target
language, and cognitive knowledge. Among other things, both motivation and the
relationship between the target language and the mother tongue is often ignored because
second/foreign language learning has been considered as a collection of homogeneous
human activities. New Phonics for beginners has been designed and developed in the
light of those factors.

Most practitioners in Japan seem to have paid little attention to phonetic forms
even at beginning levels, since the Communicative Approach was introduced.
However, the focus of instruction should be changed according to learners' skill levels.
Learners are expected to practice sub-skills that are critical at their levels as well as to
repeat integrated activities they can perform at their levels. Instructional objectives
and ultimate goals belong to two different categories. It is sometimes. efficient for
some specific learners to do certain activities that look quite different from the language

skill they really need to acquire in the long run.
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Although the letter/sound link in the English language introduced in New
Phonics for beginners is expected to be understood, memorized and used immediately
after being introduced, even this simplified version of the letter/sound link with
priorities indicated is found far too complex and complicated for the target beginners.
Therefore, basic rules and their exceptions are presented and practiced by means of the
characteristic techniques and exercises of the course over and over again throughout
Grades 7 and 8, and even in Grade 9.

In short, as for techniques and exercises in the classroom, those of grammar and
reading materials in the authorized textbook should be thought out because the textbook
is packed with syntactical rules with a bare list of limited vocabulary. Thus, dictation
using written materials in the textbook might be one of the prospective activities that
contribute to integrating form-focused exercises on the grammar/translation with those
of the letter/sound link.. Also, most students feel at ease when the materials are
presented like those of other subjects such as history or science. As far as teaching
materials are concerned, vocabulary control for this innovative course is an important
issue for future research. In other words, empirical research studies on vocabulary
control for beginners are required for refinement because the simplicity of the
letter/sound link on which New Phonics for beginners are based depends heavily on
selection of words.

In sum, what is really required of course designers of second/foreign language
teaching does not seem to be a brand-new course but rather empirical data about the
results of the application of existing courses with precise descriptions of their adaptation,

the learners and the teaching context. Only precise data can make it possible for other
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practitioners to make a better choice in designing a different course which is most
appropriate for their target learners in a particular teaching context. Designing a
course prompted by practitioners' intuition as well as by administrative coercion not
only interferes in the smooth and favorable development of methodology in
second/foreign language teaching, but also could finally leave both practitioners and
learners with the process of making the same mistakes made by preceding generations

over and over again.
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A Study of the Acquisition of Unaccusative Verbs break and fall
by Japanese Learners of English1
Kazuharu Owada

(Waseda University)

The purpose of this paper is (1) to call into question the data of grammaticality judgment tasks (GJT) on which several
GB-based studies on the second language acquisition of the unaccusative verbs by Japanese learners of English base
their arguments and (2) to report on the results of a pilot study. The results of the pilot study show that students are
sensitive to the context and that they conceptualize the meanings and argument structures of the two unaccusative verbs
break and fall in various ways.

1. Introduction

Previous research as well as our own experience as teachers of English suggest that students
have problems with the usage of particular kinds of verbs; unaccusative verbs such as break and fall
whose subject NP takes a thematic role of theme or patient.

So far there has been a lot of discussion of intransitive verbs concerning the distinction
between unergative verbs and unaccusative verbs. This distinction based on some empirical
motivation from Italian verbs is often referred to as the Unaccusative Hypothesis, as in (1). This
hypothesis was first formulated by Perlmutter (1978) within the context of Relational Grammar and
later adopted by generative linguists.

Unaccusative Hypothesis
(1) a. Mary worked. (unergative)

b. Mary arrived. (unaccusative)

! This is based on a paper read at the 3rd Japan-Korea Association of Applied Linguistics (JKAAL) conferénce held at
Sungkonghoe University, Seoul, Korea, 3-5 August 1998. I would like to thank Victoria Muehleisen for her
collaboration in this research. This research was supported by a grant (98A-092) from Waseda University.
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In (1a) the subject Mary is the agent, while in (1b) the subject Mary is the theme or patient.
Please note that unaccusative verbs- are also known as ergative verbs and that there is still
considerable confusion over the terminology (e.g. Crystal 1997).

According to GB-theory, although (la) and (1b) look alike on the surface, the members of

the two classes are associated with the D-Structure syntactic configurations schematized in (2).

D-Structure syntactic configurations
(2) a. Unergative verbs: NP [wV]

b. Unaccusative verbs: __[y,V NP]

An unergative verb takes a D-Structure subject and no object, as in (2a). And its S-Structure is
identical to the D-Structure. On the other hand, an unaccusative verb takes a D-Structure object and
no subject, as in (2b). The unaccusative verb is unable to assign accusative case to its complement
NP because it lacks an external argument (the underline). Therefore, at S-Structure the NP will have

to move to the subject position to be case-marked.

? Two textbooks on GB-theory and one student grammar book may illustrate this point. Haegaman (1994) uses the term
‘unaccusative’ for passive verbs, raising verbs and verbs of motion and (change of ) state, while one-argument verbs like
sink are referred to as ‘ergatives’. Napoli (1993:293) makes a distinction between ‘unaccusatives’ and ‘middles’ as
follows:

unaccusative: The bottle broke when she knocked it over.

middle:Glass bottles break easily if you knock them over.
The Collins COBUILD grammar (1990:155) defines ‘ergative verbs’ as follows:

Verbs which can have the same thing as their object, when transitive, or their subject; when intransitive, are
called ergative vebs. For many students of English, the ergative verb is a new idea, and may take a little time to learn.

However, it is an important type of verb, as the common examples below make clear. There are several hundred
ergative verbs inregular-use in current English. In the last case ‘ergative verbs’ are used to refer to both intransitive and

transitive verbs.
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Some linguists make a further distinction between alternating unaccusative verbs and non-
alternating unaccusative verbs. Alternating unaccusative verbs such as break have transitive
counterparts, as in (3b). According to Levin and Rappaport Hovav (1996), the intransitive form of
an alternating verb like break (3a) is derived from the causative form (3b). In short the surface
subject of unaccusative verbs originates in the object position. On the other hand, non-alternating

unaccusative verbs such as fall, arrive and happen can only occur as unaccusative verbs, as in (4)-

(6).

Two types of unaccusative verbs
A. alternating unaccusatives (unaccusatives with a transitive counterpart)
(3) a. The window broke.
b. John broke the window.
B. non-alternating unaccusatives (unaccusatives without a transitive counterpart)
(4) The leaves fell.
(5) The guests arrived.

(6) Something happened.

Within the frar‘neworkof GB-theory just meﬁtioned, several studies have been made thus far
on the acquisition of unaccusative verbs by Japanese learners of English (Shomura 1996, Hirakawa
1997, Tomita 1998, etc.). Hirakawa (1997), for example, concludes that although Japanese learners
of English were sensitive to not only the distinction between unergatives and unaccusatives but also
the two classes of unaccusatives just like native speakers, they, unlike native speakers, had two

problems in the process of acquisition. One problem is that unaccusatives are harder to acquire than

241



unergatives because of syntactic characteristics. The other problem is that alternating unaccusatives
are more difficult (see Shomura (1996) for the opposing argument, i.e., easier) than non-alternating
unaccusatives because of syntactic characteristics. Furthermore, she claims that these two problems
are predicted by innate principles of Universal Grammar such as the UTAH (the Uniformity of
Theta Assignment Hypothesis).

Although these studies based on GB-theory use various tasks to elicit student data, there are
some problems. First of all, they apparently classify the verb types based on certain syntactic
features without considering the individual behaviors and semantic features of each particular verb.
Second, they tend to rely heavily on the simple yes/no answers in their grammatical judgment tests
without context. Therefore, the data may not actually be as reliable as they first seem to be. For
example, Tomita (1998), after reviewing the previous studies in this field, still uses Grammatical

Judgment Task, as can be seen in some of his examples (7)-(10).?

3 Tomita (1998) classified fhe verbs into three types: ‘ergative verbs’( both transitives and intransitives are included;
both types are referred to as ‘ergative’), ‘unaccusative verbs’ ( only intransitives are included) and ‘unergative verbs’
(only intransitives are included). Then he conducted three tests: a meaning test, a grammatical judgment task and a
suffix -able attachment task. The meaning test was conducted to see if the students can translate the English verbs into
Japanese. The grammatical judgment task was the one explained above. And the suffix -able attachment task was done
to examine whether the students knew that they could attach -able to the ‘ergative verbs’.

Based on the results of the meaning test, eight verbs which had the highest rate of correct responses were
selected for each verb type, that is, change, dry, move, open, close, stand, break, and roll for ‘ergative verbs’; happen,
live, stay, arrive, fall, appear, occur, and exist for ‘unaccusatiye verbs’; dance, smile, swim, cry, Jjump, sleep, speak, and
work for ‘unergative verbs’. He combined the results of the three tests and calculated the average scores for the eight
verbs in each type. ‘

The results were as follows. In the case of ‘ergative verbs’ no verb exceeded the targeted 40% correction rate.
In the case of ‘unaccusative verbs’ three verbs exceeded the targeted 40% correction rate. And in the case of ‘unergative
verbs’ seven verbs exceeded the targeted 40% correction rate. Therefore he concluded that ‘ergative verbs’ are the most

difficult to acquire.
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Grammatical Judgment Task (from Tomita 1998)
Direction:In the statements below, which verbs do you feel are correctly used? Circle "a" and/or "b".

A. alternating unaccusative verbs (‘ergative verbs' in Tomita's terms)

Correct Judgment (%)
break (Results of Meaning Test=92.31)
(7) a. Jane broke the vase. 92.71
b. The vase broke easily. 9.38
move (Results of Meaning Test=99.04)
(8) a. The little boy moved the big stone. 79.61
b. The big stone moved. 55.34

B. non-alternating unaccusative verbs (‘unaccusative verbs' in Tomita's terms)
fall (Results of Meaning Test=85.58) |
(9) a.*Mayumi fell her watch on the floor. 30.34
b. Mayumi's watch fell on the floor. 44.94
arrive (Results of Meaning Test=86.54)
(10) a.*The plane arrived Ken'ichi in time. 76.67

b. Ken'ichi arrived in time. 94.44

Grammatical judgment tests without context such as this one may be useful for checking the
understanding of some other grammatical constructions in English. But in the case of unaccusativity,
grammatical judgment tests without context may be problematic on two points. First, the numbers
of arguments in two sentences in a pair are not the same. That is, the amount of information given in

a test sentence is not the same. For example, when students are faced with a pair such as (7), they
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may be more inclined to accept the one having two arguments including:a person as the agent, (7a),
than the other having only one argument, (7b), because the former may make it easier for them to
create a context in their mind. Second, the data from students who have little or no training in
linguistics may be incomplete without looking into what kind of criteria students might use for their
grammatical judgment. Some might reject 'The big stone moved' in (8b), for instance, just because
they might think that a stone is highly unlikely to move by itself, at least not in the real world.
Although it is beyond the scope of this paper to discuss in depth the validity of grammatical
judgment tasks in GB-based SLA studies, I will present the results of a pilot study which is

designed to elicit more reliable student data in the following section.

2. The pilot study
2.1. Purpose

The purpose of this pilot study was (1) to investigate whether students are sensitive to the
context in choosing/interpreting verbs and (2) to gain an understanding of the Japanese learners'
conception of the meanings and argument structures of two unaccusative verbs, the alternating verb

break and the non-alternating verb fall.

2.2. Subjects
- The subjects were 44 Japanese EFL students. Of those 44, 35 were undergraduate students
and 9-were graduate students at Waseda University, Tokyo.
Of the 35 undergraduate students, 8 students were enrolled in an Elementary class, 8 students
in an Intermediate class, 9 students in an Advanced class at the Institute of Language Teaching.

Which class students are enrolled in is based on students' self-selection and/or consultations with
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the instructor. These students come from various departments. And 10 undergraduate students are
seniors majoring in English at the School of Education.

Of the 9 graduate students, 6 students are English Literature majors and 3 students are
Applied Linguistics majors at the Graduate School of Education.

As native controls, 5 native speakers of English (American graduate students) participated in
this experiment. According to the Japanese language instructor who teaches them, they had no
trouble understanding the directions in the test sheets because they were all very proficient in

Japanese.

2.3. Materials and procedure

Two test sheets were used in this study. First, the subjects were given the first test sheet.
Then, after completion, they were given the second test sheet.

The first teét sheet was Contextualized Translation Test in which the subjects were asked to
write four English sentences which would correspond to the Japanese cues so as to fit the discourse
context (see appendix 1). The second test sheet consisted of Multiple Choice Judgment Test and
Guided Composition (see appendix 2). Contextualized Translation Test and Multiple Choice
Judgment Test are developed from the original multiframe cartoon (see apendix 3).

One of the reasons to conduct Contextualized Translation Test and Multiple Choice
Judgment Test on the same material was to investigate whether students have a tendency to avoid
the intransitive form of break in (iuestion 4.

Furthermore, since it was one of the points to find out what kind of explanation they would
give for rejection, ambiguous words such as good and bad were deliberately used in the directions

of the Multiple Choice Judgment Test in order to give the subjects some leeway to make their own
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decisions as to whether to answer based on pragmatics or based on grammaticality.

As for the Guided Composition, the adverb Just was placed before the blank in order to guide
subjects toward the use of intransitive break. The reason is that in a situation where the speaker has
no idea as to what went wrong with something, or tries to avoid responsibility in some way, it is

usually the case that an adverbial such as Just or by accident is inserted before the verb.

3. Results and discussion

3.1. Contextualized Translation Test

TABLE 1 shows the results of the Contextualized Translation Test.

TABLE 1

The Results of the Contextualized Translation Test

Controls. El I Al N| G Total(%)

n=5| |n=8n=8| n=9|n=10|n=9 n=44

1|transitive use of break 5 81 7 8; 71 6] 36(82%)
other uses 0 0 1 1 31 31 8(18%)
Total 5 8] 8] 9 10] 9[4(100%)
2|transitive use of break 5 71 8 5 91 6] 35(80%)
other uses ‘ 0 1} 0] 4] 1] 3| 920%)
Total 5 8 8] 9 10| 944(100%)
3|transitive use of drop 5 2l 5 6 3| 3] 19(43%)
transitive use of fall 0 21 2 1 4] 2] 11(25%)
other uses 0 4 1 2 3| 4| 14(32%)
Total 5 8 8] 9 10 944(100%)
4|passive use of break 0 4 3 3] 2] 4| 16(36%)
'broken' 0 I 2 1 41 0| 8(18%)
transitive use of break 0 20 21 2] 0] 2| 8(18%)
intransitive use of break 5 Of 1f o o of 12%)
other uses 0 1] 0 3 4f 3| 11(25%)
Total 5 8] 8] 9] 10] 9[4(99%*)

Note: *The total equals less than 100% due to rounding. E=Elementary class; I=Intermediate class; A=Advanced class;

N=Nakano Seminar; G=Graduate School.
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The answers given by the native speakers were basically the same in every question. However, the
answers given by the Japanese students were varied. In question 3, for example, 11 students out of
44 (25%) used the ungrammatical transitive use of fall. And, in question 4, although all 5 native

speakers used the intransitive use of break, only 1 Japanese student out of 44 (2%) used it.

3.2. Multiple Choice Judgment Test
3.2.1. The results of native speakers' judgment on the Multiple Choice Judgment Test.

TABLE 2 displays the results of native speakers' judgment on the Multiple Choice Judgment

Test.
TABLE 2
The Results of Native Speakers' Judgment on the Multiple Choice Judgment Test

1] 2| 3] 4| 5| Total
1 (a) {It broke by accident ungrammatical ol X| X| X| X 1
(b) |1 just broke them by accident |[pragmatically appropriate | O] X[ O] O] X 3
(c) | They broke by accident grammatical o X| x| o] O 3
2 (a) |Dad's binoculars broke grammatical Aol x|olo 3
(b) |Dad's binoculars broken ungrammatical XX X[ X} X 0
(c) | broke Dad's binoculars pragmatically appropriate | O} O] O] O] O 5
3 (a)|They just fell grammatical X{O|X]O]O 3
(b) 1 just fell them ungrammatical X X XXX 0
(¢) |T just dropped them pragmatically appropriate | O] O] O] O] O 5
4 (a) [(And) they were broken grammatical AlAal x| ol X 1
(b) [(And) they broke pragmatically appropriate | O] O] O] O| O 5
(c) [(And) they break ungrammatical X[ x| x| X| X 0

Note: A triangle indicates that subjects specified the context under which the question item became acceptable.

In this test, (1b) [ just broke them by accident, (2¢) I broke Dad's binoculars, (3¢) I just dropped
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them, and (4b) (And) they broke were supposed to be pragmatically appropriate answers because
these expressions were exactly the same as in the original cartoon. However, in question 1, twg
native speakers rejected the original line (1b) because by accident and just sounded unnatural to
them, respectively.

Each question contains three choices; one pragmatically appropriate sentence, one
grammatical sentence, and one (situationally) ungrammatical sentence.

Two patterns will emerge from the table. One native speaker (NS3) chose only pragmatically
appropriate answers, while the other native speaker (NS4) chose all the grammatical answers
including pragmatically appropriate ones. In other words, NS3 is pragmatically-oriented, while NS 4
1s grammatically-oriented. It should be added that none of the Japanese students responded
pragmatically in all the questions as NS3, while only one Japanese student responded grammatically

in all the questions as NS 4.

3.2.2. The Results of J apanese Learners’ Judgment on the Multiple Choice Judgment Test

TABLE 3 presents the results of the Multiple Choice Judgment Test.
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TABLE 3

The Results of Japanese Learners’” Judgment on the Multiple Choice Judgment Test

E I A N G| Total(%)
n=8 n=8 n=9n=10 n=9 n=44
1 (a) |1t broke by accident 1 0 0 1 1] 3/44(9%)
(b) [T just broke them by accident 8 7 8 10 9] 42/44(95%)
(c) | They broke by accident 1 2 1 2 1| 7/44(16%)
2 (a) {Dad's binoculars broke 1 4 2 1 4 12/44(27%)
(b) |Dad's binoculars broken 6 3 3 9 1| 22/44(50%)
(c) |I broke Dad's binoculars 8 8 9 9 8| 42/44(95%)
3 (a) |They just fell 5 4 3 4 6| 22/44(50%)
(b) |1 just fell them 3 3 2 3 1} 12/44(27%)
(c) |1 just dropped them 7 8 9 8 7| 39/44(89%)
4 (a) |{(And) they were broken 8 8 9 9 8| 42/44(95%)
(b) |(And) they broke 2 3 2 2 4 13/44(30%)
(c) |(And) they break 0 0 0 1 1] 2/44(5%)

The number indicates the number of subjects who drew a circle, or said dkay to each choice. Two
points need to be made here. First, the reaction to question 3 shows that the students do not have a
very good grasp of the verb fall because 12 out of 44 (27%) accepfed the ungrammatical transitive
use of fall. Second, a number of students chose (4a) over (4b), quite contrary to the reaction by the

native controls.

3.2.3. On avoidance of intransitive use of break in question 4

In the Contextualized Translation Test, 16 students out of 44 used the passive form of breat.
Of those 16, only one student accepted (4b) in addition to (4a) in the Multiple Choice Judgment
Test. This result refutes my assumption that students would use avoidance strategy (i.e., choose the
passive form rather than the intransitive although they know both forms are possible) because they

feel more secure in using the passive form.
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3.2.4. The results of fall (question 3)

The students adopted three strategies in answering the question 3. That is, out of 44 students,
17 students used Strategy A (grammatically-oriented), 13 students used Strategy B (pragmatically-

oriented) and 8 students used Strategy C (the other frequently used strategy).

17 students gave grammatically-oriented answers to question 3, as in TABLE 4.

TABLE 4

Strategy A: grammatically-oriented (n=17)
3 a. They just fell. (O) / b. Tjust fell them.(X) / c. I Just dropped them.(O)

Reasons for rejecting (3b):

Fall has only intransitive use.

Fall means 'ochiru’ in Japanese.
Fall should be changed to 'dropped'.
Unclear explanation

No response

Total 17

= NN WO

We can say from the reasons given that the 9 students who stated that 'Fall has only intransitive use'
know the behavior of the verb fall. On the other hand, we may not be so sure of the 3 students who
cited the Japanese verb ochiru. They probably accepted (3a) because the Japanese verb ochiru is
usually used to refer to something falling‘. If they have only a one-to-one correspondence between
Jall and ochiru, they probably would reject such sentences as / (John) fell and I (John) fell down

which are translated by using another Japanese verb korobu.

13 students gave pragmatically-oriented answers to question 3, as in TABLE 5.
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TABLE 5

Strategy B: pragmatically-oriented (n=13)
3 a. They just fell. (X) / b. I just fell them. (X) / c.1 just dropped them. (O)

Reasons for rejecting (3a):

Calvin made them fall and/or they didn't fall by themselves. 6
It should be passive. 2
Unclear explanation 5
Total 13
Reasons for rejecting (3b):

Fall should not be used in this case. 5
Fall means that someone 'falls' something intentionally, i.e., someone

intends to make them fall. Therefore, it is not appropriate in this 2
situation because Calvin did not make them fall on purpose.

Fall has only intransitive use. ) 1
Off should be added to the sentence. -1
No response 4
Total 13

On the surface, we may conclude from these results that those 13 students were really sensitive to
the context and that they had a fairly good grasp of the verb fall just like the native controls.
However, when we start looking into what they had to say, we will soon realize that those results are
really misleading. In other words, what may be true of native speakers is not necessarily true of
Japanese learners of English.

First, consider their reasons for rejecting (3a). 6 students showed some sensitivity to the
context by stating that 'Calvin made them fall and/or they didn't fall by themselves'. And we can say
that the 2 students who stated that 'It should be passive’ mistakenly believe that fall can be used

transitively.
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Next, consider their reasons for rejecting (3b). It is interesting to note that the 2 students
stated that 'fall means that someone falls something intentionally, i.e., someone intends to make
them fall. Therefore, it is not appropriate in this situation because Calvin did not make them fall on
purpose’. They falsely believe that fall can be used transitively in certain contexts, but not in this
context.

8 students responded as follows.

TABLE 6
Strategy C: the other frequently used strategy (n=8)
3 a. They just fell. (X) /'b. Ijust fell them. (O) / ¢. I just dropped them.(O)

Reasons for rejecting (3a):

Calvin made them fall and/or they didn't fall by themselves. Intransitive |

Jall is used to refer to something falling naturally without any force. 6
A person should be a subject. ‘ , 2
Total o , 8

We may think that those 6 students rejected (3a) because of their lack of knowledge that fall is
intransitive. But their reason suggests that they did not necessarily reject the intransitive use of fall

outright. Rather, they were sensitive to the context according to their own intuitions.

3.2.5. The results of break (questions 1,2, and 4)

TABLE 7 shows the results of break.
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TABLE 7
The results of break

Reasons for rejecting (1¢), (2a) and (4b):

The binoculars were broken by Calvin, so it should be passive.
A thing in the subject position is unacceptable.
Break means to break naturally without any force
Break has transitive use only.

Binoculars cannot break their own body.
Binoculars cannot break a thing.

Binoculars are not something that breaks by itself.
It lacks an object

Unclear explanation

Total

% el B B B I RN I RN BN

[\
~J

Note: Number of students who rejected (1c¢), (2a), and (4b), that is, all the intransitive uses of break =27

In the case of break, we will only look into the data by the students (n=27) who rejected (1¢), (2a),
and (4b), that is, all the intransitive uses of break. The reason is that by the time the students goti
around to question 4, they might have gotten some hints on the use of intransitive use of break.
Please note that their answers were combined because the same types of answers were given
throughout all the three choices. We can say that 7 students who said that 'the binoculars were
broken by Calvin, so it should be passive‘k and 3 students ‘who said that 'break means to break
naturally without any force' were sensitive to the context. It is interesting to note that for those
students who stated that 'binoculars cannot break their own body' (2 students), 'binoculars cannot
break a thing' (2 students), and 'binoculars are not something that breaks by itself' (1 student),
binoculars are conceptualized as something to be broken, not something to break by themselves.
Also, 4 students said that 'a thing in the subject position is unacceptable' and 2 students said

'break has transitive use only'. Therefore, we can conclude from theses results that at least these 6
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students think that the intransitive use of break such as they broke is ungrammatical.

3.3. Guided Composition

TABLE 8 shows the results of the Guided Composition.

TABLE 8

The Results of the Guided Composition

“Total

Controls
n=5

[
>
Z
@

=
Il
(0.]
=
[o<]
=
il
]
=}
i
i
<
=
It
=]
|

broke

broke+by/of themselves/itself
broke+although . . .

had broken

?broke down

were broken

are broken

have been broken

?broken

fell

fell+by/of themselves/itself, by accident
?fell down

?fell down by themselves
dropped :
dropped from my hands

were dropped by the wind
other uses

Total

ELN
.J;»—-it-—b—-ﬂ»-—al\)\].bb-l—-ar—am»—dt—dr—t\lm.lk
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OOOO*—-‘*—‘OONOOP—‘O»—‘OOHOP—‘
OO O OO O = =~ 0 O — O = O N
IO O OO m = O OO —~ OO O Wi

1

FaN
i

Note: A question mark indicates ill-formedness.

All 5 native speakers wrote only the verb broke. However, some Japanese students used the verb

Jall or drop contrary to my expectation that they would have no choice but to use the verb break in

this Guided Composition. The results show many variations on each verb.
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It is worth noting that in the case of break, 7 students added such phrases as by themselves.
And in the case of fall also, 7 students added such phrases as by themselves. This may indicate that
reluctance on the part of the students to use intransitive verbs may be somewhat overcome by the
use of such phrases. In other words, both the context in this Guided Composition and the adverb just
are not enough to make students feel safe to use intransitive break or fall only. The implication
drawn from this is that students are more likely to accept intransitive break or fall with phrases such
as by oneself even in a grammatical judgment test without context.

TABLE 9 shows the ratio of each verb used.

TABLE 9

The Ratio of Each Verb Pattern

break (n=21) fall (n=11) drop (n=3)
intransitive passive intransitive| transitive/passive intransitive passive
14(67%) 7(33%) 11(100%) 0(0%) 2(67%) 1(33%)

Note: Subjects who wrote the ill-formed sentences are excluded.

Out of 21 students who used break, 14 used passive form of break, compared to 7 who used the
intransitive break. This result indicates the tendency on the part of students to use the intransitive
form of break more often than the passive form of break in a context where conveying the meaning
of avoiding responsibility is required. On the other hand, in the case of fall, all the students used fall

intransitively.

4. Conclusion

Several findings can be drawn from this pilot study.

255



- First, in this pilot study, some students showed sensitivity to the context in their use of the
two verbs break and fall, a fact which we would not have found out without looking into their
reasoning. Some stated that intransitive break and Jall mean to break and fall naturally without any
force, respectively. Their conception of these intransitive verbs is somewhat narrower that that of
the native speakers since it may be possible for native speakers to describe a situation where
someone wants to deflect responsibility by saying “I don’t know what happened. It just broke.” This
issue needs to be addressed more thoroughly in future research.

Second, this pilot study showed that Japanese learners of English did not have a good grasp
of seemingly simple verbs such as break and Jall. Even some of the university students have a
mindset that intransitive break is ungrammatical, while transitive fall is grammatical.

Third, as the results of the Guided Composition shows, a certain context plays an important
role in the students’ decision as to whether to use intransitive or passive forms. In future research it
would be interesting to look into how students choose one form over another in various contexts.

Fourth, as became apparent in the reasons given, Japal;eé‘e learners' conception of the
meanings and argument structures of the unaccusative verbs such as break and fall were so complex
that simple yes/no answers in the grammatical Judgment tests could not tell us the whole story.

Fifth, this pilot study reminded us once again that what the experimenters think they are
investigating are not necessarily the same as what goes on in learners' mind. As we saw, although
the students seemed to have responded on the surface in a pragmatical way, they were actually
thinking in a grammatical way, and vice versa. That is, too much reliance on simple yes/no answers
may distort the overall picture of a research. Therefore, simple yes/no answers by learners need to
be supplemented by other methods such as the one used in this pilot study.

As a final point, with these insights in mind, this pilot study should be modified to address
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more specific research questions to gain a much better understanding of the learners' conception of
theses unaccusative verbs.
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L2 Input and Output:
Do L2 Textbooks Contain Enough Syntactic Information?
Ueda, N., Miyasaka, N., and Yamazaki, T.

1. Introduction

When we consider the language acquisition in the early stage, the most important
problem is poverty of stimulus. There are two kinds of ideas to solve this problem.
Gleitman (1990) claims that syntactic information can help L1 children acquire L1 grammar
at the early stage (syntactic bootstrapping). On the other hand, Pinker (1989) claims that
semantic information can help L1 children form their grammar at the early stage (semantic
bootstrapping). These two solutions seem not to be contradict. Rather, they are inter-
dependant. But, in the very early stage of the first language acquisition, it may be
plausible that syntactic information can be used by the L1 children because it would be
difficult for L1 children to identify how many and what kind of semantic roles there are.
Of course, information of semantic roles would be considered to be innate.

Naigles, L. R. and Hoff-Ginsberg, E. (1995) claim the plausibility of syntactic
bootstrapping from their findings based on the data from mothers: (a) verbs in different
semantic categories appear in different syntactic environments, and (b) individual verbs are
distinguished by the set of frames in which they appear.

When we consider the second language acquisition, syntactic and semantic information
is still important. To the L2 learners, one of the main information sources L2 learners can
get is textbooks. However, what kind of role textbooks can play in acquisition of syntactic
knowledge has not been discussed very much. And also, it has not been discussed very much
whether L2 textbooks could be thought of as one of the main resources and could have the
same quality as L1 input. In this research, we examine the syntactic information in
textbooks.

In this research, we do two experiments by comparing the data of Naigles, L. R.
and Hoff-Ginsberg, E. (1995). In Experiment 1, the difference between L1 and L2 input is
examined. In Experiment 2, the effects of L2 input on L2 output are examined from the

syntactic perspective.
2. Experiment 1

In Experiment 1, we examine whether there is any difference between L1 and L2
input data from the syntactic perspective: in other words, whether textbooks as L2 input

include enough syntactic information or not.

2.1. Material
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The maternal data from Naigles and Hoff-Ginsbergs (1995) is used as the L1 input,
and the data from the junior high school and high school textbooks as the L2 input.

For Japanese junior high school students, seven kinds of textbooks (including first
through third year) are published by seven different companies. We use all of them for
the present analyses (Columbus, Everyday, New Crown, New Horizon, One World,
Sunshine, and Total). In addition, the data of 8 Japanese high school textbooks for oral
communication course are used (Birdland, Crown, Echo, Expressways, Hello there!,
Interact, Progressive, and Select). These textbooks are most frequently distributed ones
across Japan. (Naigai Kyoiku [Inside and Outside of Education] 1999). Note that
we cannot get so many sentences for the data from high school textbooks because they
are all task based textbooks and have a few model sentences. The texts of 29 textbooks
are entered into the computer for corpus-based analyses. Eighteen verbs are chosen to
analyze, which are all included in the List of the Course of Study for Lower Secondary

School Foreign Languages (507 words).

2.2. Method

All the 18 verbs in the data from the textbooks (including gerunds, infinitives, and
present and past participles) are analyzed according to the syntactic frames (Naigles, L.
and Hoff-Ginsberg, E. 1995). The syntactic frames are based on Transformational
Grammar, and the subcategorization frames are the sister nods to the verb under the verb
phrase node. We examine how many syntactic frames of textbook data can match those
of the maternal data. We compare three pairs: the maternal data with the junior high
school textbook data, the maternal data with the high school textbook data, and the
maternal data with the total data of junior high and high school textbooks. The detail

of the data is shown in Appendix.

2.3. Results
Table 1 shows the percentages that the range of the frames in each verb appeared in
the textbook data do not cover that of the maternal data.

Table 1: The percentage of non-covered range in the syntactic frames.

Come| Go fall put run | give | take | open | sit
MD —JH 33% | 37% | 56% | 75% | 0% [ 33% | 47% | 64% | 71%
MD -H | 62% | 52% [ 89% [ 80% | 67% | 60% | 64% [ 76% | 67%
MD-T | 33% | 22% | 56% | 65% | 0% | 33% | 47% | 55% | 59%

Look | See |[think | like | want | hear |Know| need |listen
47% | 43% | 29% | 22% | 50% | 25% | 0% | 70% | 0%
67% | 50% | 29% | 33% | 92% | 50% | 40% | 90% |100%
40% | 36% | 14% | 22% | 50% | 25% | 0% | 70% | 0%
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MD stands for the maternal data.

JH stands for junior high school textbook data.
H stands for high school data.

T stands for the total data of textbooks.

In Table 1, the number of the verbs which cover more than 50 percent range of the
syntactic frames appeared in the maternal data is 13 out of 18 in the junior high school
textbook data, 11 out of 18 in high school textbook data, and 5 in the total data of the
junior high and the high school textbooks. Considering that L2 learners in Japan take the
syntactic information from both junior high and high school textbooks, the L2 learners
can get almost the same ciuality in syntactic information from the textbooks as the L1

learners can get from the maternal data.

3. Experiment 2
In Experiment 2, we examine to what extent the syntactic information in the

textbooks can affect the L2 learners’ output.

3.1. Material

The textbook data used in Experiment 1 are used as L2 input. We use diary
data as L2 output. They are produced by 26 fourth grade students in Waseda University.
They kept diaries (fifteen minutes in the class and twice a week outside the class for
about three months), which were submitted to the instructor (a native speaker of English)

for evaluation.

3.2. Method

We analyze all the data and classify them into the syntactic frames by using the
same method as Experiment 1. Then, we compare two pairs of data to examine the
effects of L2 input on L2 output: we compare the diary data with the junior high school
textbook data and with the high school textbook data. Wilcoxon matched-pairs signed-
ranks test is used. The analysis was performed with the statistical package (SPSS Ver.
7.5.1. J). The detail of the data is in Appendix.

3.3. Results
3.3.1. The diary data and the junior high school textbook data.

The results of almost all of the verbs in Table 2 and Table 3 are not statistically
significant, while only the result of ‘take’ is significant. This means all the verbs
except ‘take’ both in the diary data and in junior high school textbooks have the same

syntactic information.
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Table 2: The results of Wilcoxon matched-pairs signed-ranks test between the diary data

and the junior high school textbook data

come fall give go hear | know | like listen look
-Ranks 19 30 9 22 5 8 4 8 9
+Ranks 14 7 8 15 7 11 9 6 10
Ties 62 85 78 58 83 76 82 81 76
Total 95 95 95 95 95 95 95 95 95

need | open put run see sit take think want
-Ranks 4 4 10 3 12 11 18 25 8
+Ranks 5 4 5 6 6 7 7 8 6
Ties 86 87 80 86 77 77 77 62 81
Total 95 95 95 95 95 95 95 95 95

Table 3: The results of Z-scores of Wilcoxon matched-pairs signed-ranks test between

the diary data and the junior high school textbook data

come fall give go hear | know | like listen look
Z-score - -1 -.193 -{ -.435| -.323 -1 -1.027} -.727
1.173 | 1.007 a| 1.080 b b| 1.470 a b
a b a b
2-Tailed .847 664 746 304 | 467
P 241 282 .280 141 ‘
need | open put run see sit take | think | want
Z-score -.356 | -.497 | -.233 -1 -.176 | -.752 - -1 -.583
b b a| 1.794 a al| 2.401 | 1.741 ‘a
b a a
2-Tailed 722 619 .816 | .860 452 .560
P 073 016 082

a shows that z-score is calculated based on +Rank.

b shows that z-score is calculated based on +Rank.

3.3.2. The diary data and the high school textbook data.

On the contrary to the results in Table 2 and Table 3, Table 4 and Table 5 show that
the results of almost all of the data are statistically significant. The results of the three
verbs, ‘fall’, ‘like’ and ‘open’ are not significant. This means that the syntactic
information of ‘fall’, ‘like’ and ‘open’ is similar between the diary data and the high

school textbook data.

Table 4: The results of Wilcoxon matched-pairs signed-ranks test between the diary data
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and the high school textbook data

come fall give go hear | know | like | listen | look

-Ranks 28 4 13 28 7 12 7 8 15
+Ranks 0 1 0 4 0 1 6 2 5

| Ties 67 90 82 63 88 82 82 85 75
Total 95 95 95 95 95 95 95 95 95
need | open put run see | sit take | think | want

-Ranks 7 5 12 7 16 12 23 26 11
+Ranks 0 2 1 2 2 3 7 1 0
Ties 88 88 82 86 77 80 65 68 84
Total 951 95 95 95 95 95 95 95 95

Table 5: The results of Z-scores of Wilcoxon matched-pairs signed-ranks test between

the diary data and the high school textbook data

come fall give go hear | know | like | listen | look
Z-score - - - - - -] -.035 - -
4.640 | 1.511 | 3.215| 4.056 | 2.379{ 3.015 al 1.911] 2.936
a a a a a a a a
2-tailed 972
P .000 131 001 .000 017 .003 .056 | .003
need | open put run see sit take | think | want
Z-score -1 -.954 - - - - - - -
2.375 a| 2967 | 1.809| 2.428 | 2.446 | 3.460 | 4.103 | 3.019
a a a a a a a a
2-tailed .340
P | .018 .003 070 .015 .014 .001 .000 .003

a shows that z-score is calculated based on +Rank.

b shows that z-score is calculated based on +Rank.

3.4. Discussion

In the comparison between the diary data and the junior high school textbook data,
we can find little difference between them in the syntactic frames. This means that L2
learners may acquire the main syntactic frames from Junior high school textbooks. On
the other hand, in the comparison between the diary data and the high school textbook ‘
data, we can find differences between two data. This is because, as we can see in
Experiment 1, high school textbooks contain fewer kinds of syntactic frames than junior
high school textbooks do. And also we can find another factor for making this
difference. High school textbooks used in this research are for the oral communication

course, and they do not contain many model sentences. This poverty of model
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sentences would cause this difference. So, it needs further study about the relationship

between the diary data and high school textbook data.

4. Conclusion

From the results in Experiment 1, we find that there is little difference in syntactic
information of the verbs between the L1 and the L2 input. From the results in
Experiment 2, we find out the effects of L2 textbooks as L2 input on the L2 learners’
output, though it needs further study on the relationship between the diary data and the
high school textbook data. Therefore, we can say that the textbooks can play some key
roles in giving L2 learners syntactic information. It can help them form their syntactic

knowledge.

References

Gleitman, L. (1990). The structure sources of verb meanings, Language Acquisition, 1,
3-55

Jiji-tsuusinsham (1999). 99nendo shiyou koukou-kyoukasyo no saitaku jyoukyou. Naigai
Kyouiku, Vol. 4983, 4-14.

Naigles, L. R. and Hoff-Ginsberg, E. (1995). Input to verb Learning: Evidence for the
Plausibility of Syntactic Bootstrapping. Developmental Psychology Vol. 31,
No. 5, 827-837

(1998). Why are some verbs learned before other verbs?

Effects of input frequency and structure on children’s early verb use. Child
Language. 25 95-120 ,

Pinker, S. (1989). Learnability and Cognition. The Acquisition of argument structure.
Cambridge, MA; MIT Press.

Textbooks

Asano, H. et al. (eds.). (1997). New Horizon English Course 1-3. Tokyo Shoseki: Tokyo.

Horiguchi, S. et al. (eds.). (1997). Total English 1-3. Shubunn Shuppan: Tokyo.

Ikeura, S. et al. (eds.). (1997). Sunshine English Course 1-3. Kairyu-do: Tokyo.

Ishii, T. et al. (eds.). (1998). Oral Communication Course A New Edition Interact.
Kirihara Shoten: Tokyo.

Jimbo, H. et al. (eds.). (1998). Hello there! Oral Communication A. Tokyo Shoseki:

' Tokyo.

Kitade, R. et al. (eds.). (1998). Select Oral Communication A New Edition. Sansei-do:
Tokyo. v

Morizumi, M. et al. (eds.). (1997). New Crown English Series New Edition 1-3. Sansei-

263



do: Tokyo.
Sasaki, T. et al. (eds.). (1997). One World English Course 1-3. Kyoiku Shuppan: Tokyo.
Suzuki, S. et al. (eds.). (1997). Revised Edition Expressways Oral Communication A.
Kairyu-do: Tokyo
Tanabe, Y. et al. (eds.). (1998). The Crown Oral Communication A. Sansei-do: Tokyo.

Tanaka, N. et al. (eds.). (1998). Progressive Oral Communication A. Shogaku-tosho:
Tokyo.

Togo, K. et al. (eds.). (1996). Columbus English Course 1-3. Sansei-do: Tokyo.

Ueda, A. et al. (eds.). (1997). Everyday English 1-3. Chukyo Shuppan: Tokyo.

Yamamoto, A. et al. (eds.) (1998). Echo English Course Oral Communication A New
Edition. San-yu-sya: Tokyo.

Yoshida, K. et al. (eds.). (1998). Birdland Oral Communication A. Bunei-do: Tokyo

264



Xipuaddy

265



S [Iuod] DO

APY 007

i)+ 4]
+ief+l

dd 007

diP

AP
fuoo]
S

S [MUooT Apy

(dN-YM) S
UMDY o

dN-UA
di

dipe dN|

4

(dN-4M) d dN

+

S [luod] dN

(AS) dN

001.d dN

S [1u03] dd dN

S [{uod] o dN]

S 007 dN

+]+ [+l ]+

APV d dN|

(dN-UM) dN

0g

+

+

uz az.—
APY dN

e+

dd d dNj

266



5 ks b o~
41 =
| ©
: . i i R - X
. lc\s o
; 23 £Tr)
N ‘ ‘ . * i I *
g -
& s (g
< IS = ) Q
) F |1 alg alo
518l 3|8z ol B IS aldjo
Do e D SRS alola alala
EEES el J58E8 BN FAEs e




Tzt e retzrtontoron 3R TS AT R VA T T T T A ECTH T8 A A T A B I T SauiBl) 10 Jaquin
Z 9 0l 1 T ] Tounip
L - APY dPy
dd d/PV|
ounipy 4fp
dN D07
1 Iounipy 507§
Py 501
L 1 dd Ap
1 F4 ; [ S [[uoo] Apy]
d "pvj
+ ) punogy
¥ I ]+ e |
[ n S [luoo] 5O
ApY DOTF
s dd 01§
+ 6Ll olie] + diPV]

652 16 | 26 A RN AR ES KN A RS ¥

=

LT+ Z 1 diPE dN

(dN-UYM) d dN

1 ¢l + Rl elTvyT+ L L]+ 3 4 S [uod] gN
L . (IAS) dNY
+ + , 001d az—

[4 Z S [[uoo] dd dN
+ S [fuod] g dNj
S 0071 dN]
¥ I I ApY d dNf
; (dN-YM) dN§
1 ; + 1 dN dNjl

1 + JOL el jiv ] + 1 gl {8l 8Lt + I 4 APY dN
3 i dd d dN

268



—

—

4]

S [luoo] 448

. 0071 dd

APV ddi

dddd|

on ssvon proest

3ounipy dN d

 [[u09] dd dd dN d

T STIUo5] dd dN df

1l dd dN dy

il S [luoa] dN di

! (dN-UM) o

dd di

S [luod] &-

APV o

)

14

dN di

0071 dif

()

5 Tlos] #f

dPv) 4|

QoD #l

(c) 4

(dN=UM) #{

i

WoW|

mEm\_nﬁ

269



1 S {luoo] gN|

(AS) dN

007 d dN

S [[U09] dd dN

S [fuos] d dN

SO01dN

APY d dN

(dN-YM) dN

dN dN

[ APY dN

dd-d dN

270



A

Study of Listening and Speaking Processes in a Foreign

Language: Dialogues between Japanese Senior High School
Learners and Native Speakers of English

1.

e

@)

Kouichi Ano

Inagakuen Comprehensive Upper Secondary School

Background

With the introduction of the new subjects, Oral Communication A, B and C, oral
communication skills have been emphasized in senior high school English education
in Japan. In spite of this improved situation, many learners still have some
difficulties in listening to and speaking English. As a result, their teachers are
always trying to investigate effective ways of teaching oral English skills. The
problem seems to lie in the fact that teachers are unaware of the learners’ cognitive
processes for listening to and speaking English.

Some studies show that the cognitive processes of listening to and speaking a
language are different and each of these processes play different roles in language
learning (Swain 1985; Ano 1998a). In a study of monologues in English made by
Japanese senior high school learners, unnecessary pauses were sometimes made.
This was mainly because they thought of the Japanese words and sentences first
and then translated these into English (Ano 1998b). However, language use is
mainly conversational rather than simply a monologue. Conversation is a
supportive and ideal mechanism for language learning and has another factor
‘negotiation of meaning’ (Skehan 1998). Here, learners are thought to be engaged
in different cognitive processes than those of monologue. Furthermore, if learners
have rather long unnecessary pauses during conversation, they may disturb the
flow of conversation. These are the reasons why we should examine the cognitive

processes of foreign language learners while they are talking with a native speaker
of English.

Hypotheses

Learners sometimes make long pauses while they are talking with a native
speaker of English, because they spend time translating Japanese into English or
English into Japanese.

The pause that follows the utterance made by a native speaker of English is used

by the learners of English in order to prepare for their next utterances.
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In the process of producing their utterances, learners are engaged in confirming
their knowledge of grammar and expressions. e
Learners who can engage continuously in smooth conversation use set phrases

which have been already acquired successfully.

Experiment

3.1 Subjects

The subjects are 11 twelfth grade senior high school learners of English at
Inagakuen Comprehensive Upper Secondary School in Saitama prefecture in J apan.
All of them are girls who major in English. They have a similar educational
background in English; they take about ten English lessons a week, and about one-
third of the lessons are instructed in English using a style of team-teaching with a
native speaker of English. None of them has studied abroad for more than two

weeks.

3.2 Procedure

Each subject met the researcher and one native speaker of English in a quiet
room. Before starting the experiment, the researcher explained in Japanese to
each subject what she would be expected to do. F irst, the subjects were told to have
a one-minute conversation in English with a native speaker of English. Four of the
subjects had a conversation with a 24-year-old female native English speaker from
the U.S., and the other seven subjects spoke with a 24 year-old female native
English speaker from South Africa, both of whom were assistant language teachers
at Inagakuen. The native speakers started their conversations by asking a
question about the learners’ hobbies. This topic was chosen because it was an easy
topic for the subjects to talk about, and they seemed not to spend a long time
thinking about what to say. The whole procedure of each conversation was
videotaped.

Next, after finishing the one-minute conversation, each subject watched the
video, which had been just recorded, with the researcher. Each subject was told
that the researcher was interested in what each subject was doing in her mind.
The researcher asked questions about their cognitive processes while they were
speaking with a native English speaker, especially when they had pauses. When
the researcher asked the subjects questions, the researcher stopped the videotape.

These reflective think-aloud processes were done in Japanese, and all the
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procedures were recorded on audio tapes. The whole procedure for each subject

took about fifty minutes.

3.3 Results
The researcher transcribed all the conversations and examined their think-
aloud processes and then classified the data. In order to analyze the cognitive
processes of each subject, the researcher focused on the pauses made by the subjects.
In this study, a pause is defined as follows:

(1) Atemporary stop by the subject, prior to and while she is speaking English.

(2) A silent time, whether long or short, which seems to be used by the subject
in order to think about something.

(3) As including short expressions such as “ah” or “mm.” These expressions
are used by the subject to indicate that she is either still thinking or is
trying to avoid making long pauses.

(4) As not including short stops for breath.

According to these criteria, 92 pauses were found in eleven conversations

between the subject and the native speaker of English. Most of these pauses were

used by the subjects to prepare for their utterances (Table 1).

Table 1: The frequency of the cognitive processes that occur when a learner is

either listening to or speaking English

Cognitive processes of | Cognitive processes of | Total number
translation ideas
Listening 1 2 3
Speaking 14 78 92

Two subjects used one pause for both listening and speaking, which means
they tried to understand their interlocutor’s utterance first, and then started
preparing for their utterances in the same pause. Another subject used both a
translation and an idea in the same pause. Therefore, the total number of
cognitive processes in Table 1 is 95, three greater than the number of pauses. In
almost all of the cases, the subjects could easily understand the utterances of the
native speakers while they were conversing with them. Here, the subjects did not
have to make pauses in order to comprehend. However, in terms of speaking, the
subjects often paused and attempted to produce their own output. In preparation
for speech, in 78 out of 92 cases, the subjects used ideas or images during the pause.

Six subjects occasionally tried to produce English sentences by first thinking of the

273



Japanese and then trying to translate these original sentences into English. Three
subjects, in particular, had some difficulties in translating their Japanese sentences
into English, and this made them make long or frequent pauses.

In addition, details of the cognitive processes for speaking demonstrate that
although the subjects were engaged in the process of confirming their own English
knowledge, in half of the cases, they were thinking about what they were going to

say in the following utterances (Table 2).

Table 2: The frequency in which the different classifications of cognitive processes

for speaking occur (N = 108)

Classifications Number
Thinking about content 52
Lexical search 13
Searching for an appropriate expression 7
Thinking about how to express ; 7
Applied a grammatical rule 15
Translation : 7
Pronunciation 2

In 11 out of 92 pauses in which the subjects prepared for speech, they were
engaged in two different cognitive processes in one pause. This explains why the
total number in Table 2 is 103. The subjects were paying attention to various
aspects of English such as grammar, vocabulary, expressions, pronunciation, etc.
It can be said that the subjects were in the process of learning the language by
confirming their own knowledge. However, half of the cognitive processes involved
the subject in thinking about content for the next utterance. This is possibly
because priority was given to communication with their interlocutor over and above

other factors such as grammar and pronunciation.

4. Discussions
The four aforementioned hypotheses will be examined in this section.

(1) Some of the subjects first thought of Japanese sentences and then tried to
translate these into English during pauses. These cognitive processes of
translation sometimes made the subjects make a long pause. -
Hypothesis (1) can be supported.

(2) 91 out of 92 pauses during conversations were used as preparation for the
next utterances. - Hypothesis (2) can be supported.

(3) Out of 103 pauses in preparation for speech, 15 pauses were used to apply
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grammatical rules and 7 pauses to search for appropriate expressions. In
these cases, the subjects were confirming their own knowledge of English
while producing utterances. - Hypothesis (3) can be supported.

(4) Some of the subjects used several set phrases successfully and as a result
were able to continue their utterances. However, it was difficult to define
which phrase was a subject’s acquired phrase by asking her using only the
think-aloud method. Furthermore, there is no direct relation between the
number of set phrases they used and the quantity of their utterances.

Hypothesis (4) cannot be supported in this study.
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<Appendix>

An example of conversation

NS = a native speaker of English

NNS =

[

NS:

NNS:

NS:

NNS:

NS:

NNS:

NS:

NNS:

NS:

NNS:

NS:

NNS:

a Japanese senior high school learner of English ( a subject)

] = a pause made by the subject

What do you like to do in your free time?

I like to do, I like to listen to music [ ] and reading books.
What kind of music do you like?

I like Beatles.

The Beatles. What isvyour favorite song?

[Ah ] T can’t decide which is my favorite song because
[ ah : ] my favorite song changes day |[ ] every
day so | . ] I'like most of their songs, so I can’t decide.

How about what kind of books do you like to read?
I like to read [ ah ] novels [ ] and
magazines | ] especially music magazines.
Music magazines, so how often do you listen to the Beatles?
Almost every day.
Oh, really. How many CDs do you have of them?

I don’t know because I haven’t [ ah 1.
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A Corpora-based Study of Discourse:
Picture-Card Elicitation

Naoko Saito
(Tokyo Metropolitan Koto Commercial High School)

Abstract

This study analyzed spoken EFL discourse using five sets of four picture-cards.
The subjects were 10 third-year public high school students with elementary English
speaking skills. The experiment relied on two recording samples in Japanese and in
English. First, the subjects were shown one set of picture-cards and asked by their teacher
to narrate a story. The subjects then related a story in Japanese that was simultaneously
recorded. After this, the subjects also expressed themselves in English relative to the same
task. These spoken data were similarly recorded. After the experiment, the English and
Japanese data were analyzed as follows: First, the spoken rates of the English discourse
were compared with those in the Japanese, based on the syllable count. Second, unreflected
bits of discourse (my definition of chunks) were sifted out from the English data. Finally,
the defining cognitive characteristics of those chunks were identified.

The results of this study demonstrate that students with elementary English
speaking skills construct stories with very few syntactic chunks. These are very basic bits
of one or two words. It follows that the more chunks the students acquire, the more fluently
they will relate events in English. Accordingly, increasing basic and useful chunks enables
the students to enhance their spoken English abilities.

1. Introduction

The purpose of this study was (1) to investigate what kinds of chunks EFL
learners have access to in explaining the four-scene picture sets and (2) to define an
operational starting point on the structure of EFL corpora.

2. The Study
2.1 Subjects

The subjects were 10 Japanese EFL students. All of them were in their third year
at a public high school in Tokyo. Their English abilities, while low relative to the national
level, were in the top percentile of English students at their own school. In fact, they
willingly participated in the present study.

2.2 Materials
This study used five sets of picture-cards (Appendix), an audio tape recorder and a
microphone. The subjects were first given a set depicting four scenes. In order to make the
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subjects familiar and comfortable with the story-telling context, the picture-cards were
drawn by one fellow student. Then, as they told a story about the picture-cards, their voice
was recorded using the tape recorder and microphone. ‘

2.3 Procedures

There were three steps in this study. First, the subjects thought silently for one
minute about a story for the picture-cards which were randomly given to them. Next, the
subjects told a story about the picture-cards in Japanese in around two minutes. Finally,
the subjects told a story on the same picture-cards in English within about two minutes.
The five sets were evenly distributed among the 10 students. ‘

2.4 Theoretic Parameters

1) This study follows the example of the WordSmith corpus in using a basis of four-word
clusters.

2) Clusters were identified by the presence of one of the five most frequent word-classes.

3) Clusters were determined by the cognitive function these word-classes serve in the

story-telling mode of EFL discourse.

3. Results and Discussions
3.1 Comparing English corpora with Japanese corpora
Table 1 shows the results of the English corpora and Japanese corpora.

English Japanese

syllable count {length of time | syllables per sec. |syllable count liength of time | syllables per sec.
Stu. A 103 1:36 1.1 119 k 0:27 44
Stu. B 31 0:20 1.6 69 0:18 38
Stu. C .31 1:09 05 86 0:19 4.5
Stu. D 34 1:17 04 109 0:26 42
Stu. E 34 1:00 0.6 76 0:37 2.1
Stu. F 31 2:27 0.2 117 0:34 34
Stu. G 40 1:25 0.5 63 0:12 53
Stu. H 27 0:41 0.7 63 0:16 3.9
Stu. 1 37 0:43 0.9 70 0:20 3.5
Stu. J 43 1:47 0.4 94 0:28 34
Means 41 1:14 0.7 86 0:23 3.9

Table 1: Comparison of English and Japanese corpora

On average, the number of English syllables was half that of Japanese syllables.
For example, student J used 43 syllables telling a story in English, while using 94 syllables
in Japanese.

The length of English speech time, however, was three times that of Japanese
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speech time. In other words, it took far more time for the subjects to tell a story in English
than to tell a story in Japanese. For example, student D used one minute 17 seconds telling
a story in English, but used only 26 seconds in Japanese.

This shows us that the subjects told a story in English with half the syllables used
in Japanese. However, it took then about three times longer.

3.2 Five most frequent words
Table 2 displays the results of the Top 5 words frequently used in the subjects’

talks.

is 22 (7.7%)

she 18 (6.3%)

and 13 (4.6 %)
with 12 (4.2%)

her 11 (3.9%)

Table 2: First 5 words in frequency from 110 words in 10 students’ corpora

The subjects’ speech samples totaled 110 different words: 7is was used 22 times
(7.7%), she 18 times (6.3%), and 13 times (4.6%), with 12 (4.2%),and her 11 times (3.9%).
These five word-classes are very familiar to EFL learners, especially Japanese junior and
senior high school students. There is a tendency in the authorized textbooks to over-
emphasize these forms. As a result, they are so accustomed to these words that they use
‘these words as a natural consequence of the story-telling activity.

3.3 Four-word clusters from the five most frequent words
3.3.1is

Table 3 shows the four-word clusters containing 7s. From these corpora obtained
from the 10 subjects, the elements fall into four patterns: (1) Subject(S) + is* + Verb(V), (2)
S +is* + Noun(N), (3) S +is ~ing, and (4) S + is Complement(C). In pattern (1), for example,
student A uttered “*Michiko is wake up...” and student I said “*Mika is washes her...”
These two utterances were clearly ungrammatical. There were other examples. Both
student C and student D answered “*Yuka is headache...” The correct formulation is “Yuka
has a headache.” Hence, these two students made a mistake in structuring sentences.

Student G pronounced “Naomi is thinking about...” Student H said “She is
studying in...” in looking at the same picture card as that of student G. They used the
progressive forms: “is thinking” and “is studying”, stating them very naturally. Student A
used “Michiko is late late...” and student E said “Yuko is very happy.” These sentences take
the S + is + C’s form. We can suppose that such a sentence form as ‘S + is + C’, while very
simple, is also therefore very familiar to the subjects.

Examining such kinds of patterns, we can see that the subjects have two chunks
relative to 7s. One is a chunk ‘S is’, and the other is ‘S is ~ing’. These two patterns are basic
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constituents of their EFL story-telling chunking abilities.

Students Four-word clusters Patterns
*Michiko is wake up...
*Michiko is wake up...
*Michiko is brush her...
Michiko is Michiko have...
Michiko is late late...
*Yuka is headache...

But Yuka is sick...

*Yuka is hokenshitsu with...
*Yuka is headache...
*Yuka is very headache...
Movie title is arumagedon.
Yuko is very happy.

Naomi is thinking about...
...say “Here it is.”...

She is studying in ...
...her's* answer is bad.
*Mika is washes her...
...came come Mika is...
Mika is eating lunch...
...friend. *Mika is sleep.
...sleep. Teacher is angry.
...lesson, Mika is sleeping.

CHEEEE - OQOEES OO s
R A T N e R R N N I T N N N W Vg

Table 3: Four-word clusters of is

3.3.2 she

Table 4 presents the four-word clusters containing she. From this table, three
patterns emerged: (1) repeating, (2) correcting, and (3) S + Verb Phrase (VP). In pattern (1),
the subjects used the same English words repeatedly. For example, student A said “she she
she she...”, “she she her her...” etc. Student G said “She she she understand...”, and “And
she she write...” Such repetitive patterning is one means of making a connection between
one word and the subsequent one.

In pattern (2), students A and F corrected a wrong word into a right one through
their own speaking. This kind of corrective patterning indicates that Japanese students
learning English have knowledge of pronoun use in English. They know the difference
between the nominative form, she and the possessive form, her. However, when they speak
English, they cannot use the right form spontaneously. They tend to say more readily
accessible words, such as she rather than her. The nominative form of personal pronoun
like ‘she’ is a chunk.
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Moreover, we realize that some subjects could use the sentence pattern, S + VP
(pattern (3)). For example, student F said “she bought a* tickets.” and student G “...she
understand this problem.” We can also suppose that the subjects obtain the sentence
pattern like she + VP, if the sentences are short and are made of simple words. We can also
see ‘she + VP’ as a chunk.

Students Four-word clusters Patterns
Because she she she...

...she she she she...

...she she she her...

...she she her her...

...she her her brush...

She she her and...

...she her and her...

She bought a* tickets.

She she she understand...
...she she understand this...
...she understand this problem.
She say* “ Here it...”.

And she she write...

*...she write a blackboard.

She is studying in...

She answered answered.

anliaalian il e BTN ep e Won W en Mo Bico Bbe e s oo - So*S
00 WO LD WU kO DO ke O DD ke DO e e

She wrote answers on...
Table 4: Four-word clusters of she

3.3.3 and

Table 5 presents the four-word clusters containing and. There were three patterns
within the clusters of and. Namely, and was used as (1) conjunction for words or phrases,
(2) repeater for thinking about what the subjects wanted to say, and (3) conjunction for
sentences. In relation to the pattern (1), student E said “Kumi and Yuko are...”, and
student F stated “...her* and her friends...” In pattern (2), student A repeated and such as
“...and and miso soup...”, “...miso soup and and...”etc. Also in pattern (3), students G and J
utilized and to join a sentence to a sentence, such as “And she she write...”, and “And we
eat lunch...”

From these examples, we can infer that the subjects understand how to use a
conjunction and. That is to say, they can use this conjunction andto connect words, phrases,
or sentences. ‘NP and NP’ is considered as a chunk.

Students Four-word clusters Patterns
A Michiko eat rice and... 1
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...and and miso soup...
...miso soup and eat...
...miso soup and and...
...and and Japanese yakizakana...
And Michiko ia late...

...her teeth and her* has...
...very headache and but...
...and but and hokenshitsu...
Kumi and Yuko are...

...her* and her friends...
And she she write...

And we eat lunch...

R B ep B> B > Bl ww B s S~ = —s oSS
W W o o 0w oW o N o

Table5: Four-word clusters of and

3.3.4 with
Table 6 indicates the four-word clusters containing with.

Students Four-word clusters Patterns
...6:45 with with cat.

...with with cat. Michiko...
...teeth with cat slowly.
...breakfast with cat slowly.
...Japanese yakizakana with cat.
...1s hokenshitsu with friend.
...hokenshitsu with my friend.
...hand with her friend.

...Junch with her friend.
...washing with washing hand...
...hands with a friend.

...Jlunch with a friend.

LA
= et QO ek et e pd et e ek DD

Table 6: Four-word clusters of with

The clusters fall into three patterns: (1) with + Object (O) [animate], (2) repeating,
(3) with + ~ing. Each of the second and third classifications ((2) repeating, (3) with + ~ing)
had only one example respectively: “...with with cat. Michiko...”, and “...washing with
washing hand...” -

The pattern “with + O [animate]” was predominantly used by the subjects.
Student A said the phrase “with cat” five times in her story telling. Students C, I and J used
the phrase “with (det. (=determiner)) friend” in their utterances. The subjects realize the
meaning of the word with as “(doing something) together” and, moreover, they understand
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the word order with + O-(not O + with). Therefore, we can consider the phrases ‘with +
(det.) + cat’ and ‘with + (det.) + friend’ as chunks of with.

3.3.5 her

Table 7 shows the four-word clusters containing her. The patterns of phrases
containing her were ‘her + Noun(N) except for ‘misusage’. Student A spoke the phrase “her
teeth” twice in her discourse. Students F and I said the phrase “her friend(s)’. Student I
also used the phrase “her hand”. The phrases: her + body part “her teeth/hand” and the
phrase: her + her relative person such as “her friend(s)” are chunks.

Students Four-word clusters Patterns
...brush her teeth with...
...she her* her* brush...
...her* brush her teeth...
...brush her teeth and...
...and her* has breakfast...
...she her* and her...

...her friends are going...

* Her friend’s Yuko happy.
...washes her hand with...
...hand with her friend.
...Junch with her friend.

P ] o e
ot et ek s ek DN DD et DN DD e

Table7: Four-word clusters of her

4 Conclusions and Preliminary Definition

The present study analyzed spoken EFL discourse using picture-cards to compile
some corpora on elicited verbal data of 10 high-school students. Through the corpora, two
major findings were drawn: First, the students on an elementary level of English in the
secondary school have limited numbers of chunks constituted of one, two or three words.
Second, the students having more kinds of chunks tended to be better at putting a story
together in English. While the number of subjects was too small to generalize the results of
this study, it has yielded some information about spoken EFL discourse.

This study first determined the five predominant word-classes used by the
subjects. These were she, 1s, and, with and her. Examining these in the four-word cluster
adopted from the WordSmith model, certain patterns emerged and were identified as
‘chunks’.

However, it remains to define why these one, two, or three word bits are
‘elemental to elementary level students. While there is evidence that these forms are in
fact over-emphasized in the authorized Japanese textbooks, this still doesn’t explain why
these forms appeared in the context of this study. :

If we look at the basic function of narration, it is to relate about something to
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somebody. In this study, “she” is the initial ‘frame’ that draws the listener’s attention and
demands qualification. “Is” acts the initiator of qualification the student could emphasize
either the quality (adj.) or the action (verb). “Is” also marks the existence of the initial
reference formed by “she”. “And” is a functional extension that serves a connector of
qualities and actions. “With” is elemental in that it signifies a symmetric relation between
a subject and object. In this sense, “with” is an elemental chunk. Finally, “her” marks the
ability to distinguish the pronoun forms (she vs. her).

Chunks are the elements that establish reference and frame for qualification (she),
establish existence and initiate qualification (is), connect qualities (and), signify subject-
object relationships (with) and identify the pronoun form (her).
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A Study of Textbook Analyses
(1): Readability Scores and Lexical Development

Yoshiro HAMAOKA
Graduate School of Education

Waseda University

1. Introduction

The purpose of this paper is to examine English course books for junior high schools and senior high
schools in Japan by estimating readability scores and by computing word frequency.
In Japan, textbooks are compiled, following the course of study enacted by Ministry of Education.
There are three graded textbooks for junior high school. Senior high school also has three textbooks
for each grade. In these textbooks, grammatical complexity is taken into account and the topics for
passages are carefully selected. They are arranged according to the developmental sequence within a
textbook and within a series of textbooks. However, it does not seem that readability of the passages
is not taken into consideration when they are compiled. Vocabulary of each passage in those
textbooks depends on the topic, therefore, it does not seem to follow a learner's developmental
sequence,
This paper attempts to reveal whether the passages are arranged in the order of Readability Scores
and whether the passages are arranged according to the size and difficulty level of lexical items.
Four different kinds of textbooks for junior high schools and three major textbooks for senior high
schools are analyzed. The formula employed to estimate readability scores is Harris and
Jacobson(1982), that is enhanced by one of the authors. The difficulty level of each vocabulary is
determined by the method in Hindmarsh(1980).
2.Textbooks

Textbooks on Table 2 are analyzed. Market shares of the textbooks are take into consideration
in choosing them so that the sample represents the larger part of the textbooks that students use.
3. Techniques and Procedures
3.1. Readability Score

Harris —Jacobsons Readability formula was chosen to estimate the readability of the texts,
because it was the newest formula whe”n the writer set the system to calculate readability scores in
the computer. It is based on the list of words with flexion, and,‘therefore its reliability is higher than
other formulae without a wordlist. A

Three numbers are used to calculate the Raw Score. Firstly the words in a text which are found

in the list are deleted. The rest of the words in the text are counted. This is the number of hard words
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(B). The other numbers are the number of words in the text(A) and the number of sentences (C).
The V1 score and V2 score are obtained by the following formulae;
VI=B/A x 100 and V2=A/C. v v

Then the Raw Score is calculated by the following; V1 x 0.245+V2 x0.1 60+0.642. |
The Raw Score is found in the table and then the corresponding Readability Score is also found. The
Readability Score shows the grade level in the United States schools. ‘
3.2. Lexicon Grade Level ‘

Cambridge Eﬁglish Lexicon is a word list which contains 4470 lexical iterﬁs in 5 grades, which is
based 0n~a,riumber of vocabulary lists, frequency counts and commonly used series of readers of

simplified English. The levels, total number of the words and cumulative total are in table 1. -

Table 1
Level Total Cumulative total
1 598 ‘ 598
2 617 1215
3 992 , 2207
4 1034 3241
5 1229 4470

3.3 Procedure v

All the texts are put into a computer then analyzed with software compiled by the writer.

All the counts of the numbers of word are on the bases of tokens. For example, live and lived are
counted two words.

Most of the texts have lexical items that are not found in Lexicon;kix.l that case they are not
counted. Some of them are inflections of the words in Lexicon and others are proper nouns.
However, as total amount of the texts is too large to take care of them.

4. Results / |

Results are all shown in the form of charts and graphs. The files of text are arranged in the order
of learning in the same kind of material. Some books have listening part or reading parts in them.
A line that shows a central tendency of regression is put into each graph of readability.

Junior high school textbooks are generally flat. Almost all of the texts in one book or in a series of
books have similar readability scores. Some of the books contain one or two texts that score very
high readability. One of the causes is the list for the formula does not contain names of months.
Many of textbooks for junior high school students deal them in book 1. Difficult words in a short
* passage scores high readability. ;

Textbooks for senior high school can be divided into two groups. One which is difficult and the
- texts’ readability scores gradually go up in the course of study and the other which is easy and the

texts’ readability scores go steady or go down sometimes.
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From the viewpoint of words, numbers of words for each grade seems to depend mainly on the

length of the texts. Books for higher grade tend to show clear separation of the lines.

Grade School Level Textbook

Filename I share Il share R share

1 Senior CLIPPER ENGLISH COURSE 1 [REVISED EDITI _ GH 3.1

2 Senior CLIPPER ENGLISH COURSE 2 Ci2 28

1 Senior ENGLISH NOW I [REVISED EDITION] EN1 33

2 Senior ENGLISH NOW 11 EN2 26

1 Senior Genius English Course I [Revised] GN1 31

2 Senior Genius English Course 1l GN2 33

R Senior Genius ENGLISH READINGS GN3 - 4.1

1 Senior Go, English! I GOt 4.1

2 Senior Go, English! II GO2 26

1 Senior MILESTONE English Course 1 ML1 48

2 Senior MILESTONE English Course II ML2 5.2

1 Senior POWWOW PW1 46

2 Senior POWWOWI PW2 5.1

1 Senior Spectrum SP1 29

2 Senior Spectrum I SP2 34

R Senior Spectrum Reading SP3

1 Senior unicomn UN1 88

2 Senior unicom I UN2 103

R Senior unicom R UN3 5.5
Total 34.7 351 9.6

1 Junior Clumbos English Course 1 JC1

2 Junior Clumbos English Course 2 JC2

3 Junior Clumbos English Course 3 JC3

1 Junior Everyday English 1 EV1

2 Junior Everyday English 2 EV2

3 Junior Everyday English 3 EV3

1 Junior New Crown 1 NC1

2 Junior New Crown 2 NC2

3 Junior New Crown 3 NC3 Not Available

1 Junior New Horizon 1 NH1

2 Junior New Horizon 2 NH2

3 Junior New Horizon 3 NH3

1 Junior Sunshine English Course 1 SN1

2 Junior Sunshine English Gourse 2 SN2

3 Junior - Sunshine English Course 3 SN3

1 Junior Total English 1 TT1

2 Junior Total English 2 TT2

3 Junior Total English 3 113

Junior High School Textbooks

Table 1

The List of Textbooks

These are the
textbooks that are
analyzed this time.
They are chosen so
that selection of the
books cover larger
market share, which
means more students
are using them. The
filenames are shown
here for the
convenience of
referring to other
tables and figures.

Columbus Readability Scores
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A Study of Textbook Analysis (2): ‘Thanking’, ‘Apologies’, ‘Requests’, and ‘Offers’
in Japanese Junior High School Textbooks

Owada, K.; Ishikawa, K.; Miyasaka, N.; Miyabo, S; Ueda, N.; Yamazaki, T.; Ohya, M.; Nakano, M.

1. Aim:

The aim of this research is to find out how many and what kind of expressions called formulaic
expressions or lexical phrases are used as input in the junior high school textbooks in Japan. Formulaic
expressions are very useful for language learners in the real conversational situations. And also textbooks
can be considered to be important input for second language learners. That is why we do this research.
In this research, we choose and analyze four kinds of formulaic expressions: ‘thanking,” ‘apologies,’
‘requests,’ and ‘offers.’

2.
2.1.

In this research, we use the notion of lexical phrases based on the definition of Nattinger and
DeCarrico (1992). Nattinger and DeCarrico define lexical phrases as follows:
1. chunks of language of varying length.
2. an idea unit which can be exploited for language teaching
3. prefabricated language chunks
4. ritualized bits of language

In Ajimer (1996), we can find the typical patters of the lexical phrases. We use the categories of
‘thanking’ and ‘apologies’ in Ajimer to analyze the data. The examples for ‘thanking’ and ‘apology’ in
Ajimer (1996) are as follows:

Table 1: The categories of ‘Thanking’ in Ajimer (1996).
1. THANK YOU
2. THANKS
3. Subject THANK YOU

Table 2: The categories of ‘Apologies’ in Ajimer (1996)

1. (I AM)(WE’RE) SORRY
2. (IBEG YOUR ) PARDON
3. EXCUSE (ME)

4. APOLOGIZE (APOLOGIES)

In the case of ‘offers’ and ‘requests,” Ajimer (1996) just shows the categories, not the examples.
So, we think of the possible expressions for ‘offers’ and ‘requests’ according to the categories Ajimer
proposes.
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Table 3: The categories of ‘Requests’ and ‘Offers’ in Ajimer (1996)

A.

B.
C.

Srmmamm g

PO PO ZZLIER

Asking about the hearer’s ability to do something [ABILITY]
Asking about the possibility of the desired act happening [CONSULTATION]
Asking whether the hearer is willing to do something or has any objection to doing something
[WILLINGNESS]
Expressing a wish that the agent should do something [WANT]
Expressing a need or desire for (non-verbal) goods [NEED]
Stating that the hearer is under the obligation to do the desired action [OBLIGATION]
Stating that it is appropriate that the hearer performs the desired action [APPROPRIACY]
Asking an idiomatic wh-question [WH-QESTION]
Referring to a hypothetical action [HYPOTHESIS]
Expressing that one would appreciate, be pleased, feel gratitude if a hypothetical desired action were
realized [APPRECIATION] ' '
Asking for permission to do something [PERMISSION QUESTION]
Asserting that it is possible for the hearer to do something [POSSIBILITITY]

. Referring to the speaker’s opinion that something is preferable [PREFERENCE]

Referring explicitly to the act of requesting [PERFORMATIVE]
Referring to a state of the world which needs to be changed [STATE]
Naming the object requested [NAMING]

Checking the availability of the desired object, etc [EXISTENCE]
Other

According to the frames above, we examine the formulaic expressions especially about:

1.

What kind of expressions is used in the textbooks of each grade.

2. What chunks are most used in all the textbooks.

2.2. Materials:

21 junior high school textbooks published in Japan are analyzed:

Sunshine English Course 1, 2, 3

New Crown English Seriesl, 2, 3.
Everyday English 1, 2, 3,

New Horizon English Course 1, 2, 3
One World English Course 1, 2, 3
Columbus English Course 1, 2, 3
Total English 1, 2, 3

2.3 Method:

All the data from the textbooks are analyzed on the chunks such as ‘thanking,’ ‘apologies,’
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‘requests,” and ‘offers’ by WordSmith Ver.3 according to the categories of Ajimer (1996).

3. Results and Analysis
3.1The Result of ‘Thanking’

Many other subcategories were found in Table4, but the main categories, ‘Thank you’ 1s the most
frequently used in all the textbooks and also in those of each grade. Some categories in Ajimer (e.g.

Thank you again for Ving.) cannot be found in the data.

Table 4: The Results of Analysis of the Formulaic Expressions for ‘thanking.’

Columbus Everyday New Crown New Horizon One World  Sunshine Total total

121 3p | 2] 31 1] 2f 3} 1} 2f 3} 1| 2| 3] 1} 2| 3 1} 2| 3

Thank you 51 11 21 2 1 2] 1] 5] 3 11 4 2 71 2} 1| 5] 3} 4 51
Thank you for NP 1 H 1 1 4
Thank you for Ving 1 1 11 1 1 4
Thank you for Ving, prm. 1 1 2
Thank you very much 1 | 1 1 11 1} 2 : 2 v ‘ 2 11
Thank you very much, prn. ’ | 1 1 2
Thank you very much for NP 1 ' 1 1 3
Thank you very much for Ving 1 1
Thank you again ‘ 4 | 1 1
Thank you again for NP L 1 1

Thank you again for Ving

Thank you, prmn. 1 1 1 1 1 1] 1 1 8

Thank you so much for NP 1 1

Thank you so much for Ving

Thanks 7| 1 2l 1 2] 1 1 6 21

Thanks again

Thanks very much 1 1
Thanks for NP ) 1 1
Thanks for Ving 1 . 1
Thanks, prm 1 1 ‘ 112 ’ 5
prn. thanked 2 2
prn. thanks us 1 1
No, thanks 1 : 1 1 3
Oh, yes, thank you 1 1
Okey, thanks 1 1 2
Yes, thanks 1 1
Fine, thank you 3 1 2 2 1 1 10
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[Eine too, thank you
o

Yes, thank you 1 s
1o
Oh, thank you 2 1 .
Qﬁ_tflanks 1 ]
We'd like to thank you for Ving q 1
Well, thank you very much i )
I;Vell, anyway, thank you for NP 1
1 want to say thank you toNP ]' 1
No, thank you 1 1 4
Well, thanks again 1 )
15 6] 6 37 51 41 10§ 9 8 11} 12¢ 5[10 4
1
27 12 16 23 21 28 30 1 58

3.2. The Result of ‘Apologies’

The results of the analysis of the expression for ‘apologies’ are in Table 5.

From the results, the expression,

‘excuse me,” is the most used, and ‘I’'m sorry,” the second. Some categories (e.g. Pardon?) cannot be

found in the data.

Table 5: The Results of Analysis of the Formulaic expressions for ‘Apologies.’

Columbus Everyday New Crown New Horizon  One World Sunshine Total total
1 2 1 2 3 1 2 3 1 2 1 2 3 1 2 1 42
Excuse me. 2 1 1 3 3 1 1 3 19
Excuse me, (name). 1 1 1 3
Excuse me, (senitence). 1 1
Pardon?
I'm sorry. 20 1 1 2 3 2 31
I'm so sorry. 1
I'm sorry, (hame). 1 1 2
I'm sorry sir. 1
I'm sorry, (sentence). 1 1 6
I'm sorry, too. 1
I'm sorry (name). 0
I'm sorry (sentence). 1 1 2
I'm sorry, but (senterice). 1 1 2
II'm sorry, but (sentence). 0
I'm sorry to V 1 1
Sorry. 1 1 3
But, sorry. 1

303




Sorry, (sentence). 0
Sorry (sentence). ' B 1 ] ) ) ey
Sorry, but (sentence). N . » ' 1 - | : o
sorry, (name), but (sentence). | ) ok g
Oh, I'm sorry. 3 1 1 5
Oh, sorry. 1 ) 1 B
They are really sorry about that. : J 0
We felt very sorry for them. ) ) ) ) . ] 1 g

3.3 The Result of ‘Requests’

To analyze ‘Request,” we consider various expressions for ‘Request’ according to the definition of
Ajimer in Table 3. The ten expressions for ‘Request’ are found in the data. In ‘Request,’ the discourse
marker for request, ‘Please,” are most frequently used among all the textbooks and also among those of
each grade in Table 6. The second most frequently used expression is ‘Can you’; the third, ‘Will you,’;
and the forth, ‘You must.”  All of these expressions are found in all the textbooks and also those of each
grade.

Table 6: The Results of Analysis of the Formulaic Expressions for ‘Requests’

Columbus Everyday New Crown New Horizon  One World Sunshine Total Total
1 2l 3] 1 21 38 1 2l 3f 1 21 3 1] 21 3 A} 21 3 1 2 3
will you 4 2 1 5 4] 2 1 19
can you ) 2] 1 4 1 21 1 2 2] 4 3 1 1 1 1 26
you must 1 2 1 2 2 3 1 12
I want to . 2 1 1 2 6
I want somebody to 1 1
would you 2 1 1 2 6
please ; 1 2] 2 2] 9 2f 2| 21 5 8 6 1 1 9 4] 4] 6| 37 11 9 6 105
let me 1 1
I want NP B , : 1 o2 1 1 5
you have to 1 1 1 1 4
Total 11 27 16 33 40 26 32 185

3.4. The Result of ‘Offer’

To analyze ‘Request,” we consider various expressions for ‘Offers’ according to the
definition of Ajimer in Table 3. The 14 expressions for ‘Offerst’ are found in the data. As can be seen
in Table 7, the expressions for ‘Offer’ are not used so much. (25 sentences in total) And also, the

expressions for ‘Offer’ are not used so much in the textbooks of each grade.
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Table 7: The Results of Analysis of the Formulaic Expressions for ‘Offers’

Columbus Everyday Crown New Horizon  One world Sunshine Total Tota
1 21 3] 1 2{ 3 1 2] 3] 1 2| 3] 1 2] 3 1 2] 31 1 2] 3
Would you like NP , K 1 -1 1 3
Would you like to | 1 1
Shall 1 V 1 ) 1 1 3
What shall 1 V 2 2
Do you want NP 1 1 2
Do you want to V 1 1
May I help you? ‘ V 1 1 1 2 5
Mayl V 1 1 2
Person, mayl V ' 1 1
You can V 1 1
CanlV? 1 ) 1
Can [ help you? 1 1 ‘ 2
Can | help? 1 | 1
Let's 11 6l 1 4 3 31 2f 71 71 2 e 1 N 1 21 s 5 86
Total 21 8 9 19 25 19 10 111

3. Conclusion
From the results, we can say two things:
1. The basic expressions of ‘Thanking,” ‘Apologies,” ‘Request’ and ‘Offer’ are found in all the textbooks.
Hence, in this point, textbooks give enough input to the students in Japan.
2. But, there are few variations found in all the textbooks.
We can think much of the fact that the basic expressions of ‘Thanking,” ‘Apologies,” ‘Request’ and
‘Offer’ are used in all textbooks. However, if we consider the textbooks as the main input in early stage

of acquiring the second language, we should introduce more various expressions into the textbooks.
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A Study of Textbook Analyses (3) k‘Thanking’, ‘Apologies’, ‘Requests’, and
‘Offers’ in Japanese High School Textbooks

Ano, K; Saito, N.; Miyake, A.; Ueda, N.; Miyasaka, N.; Yamazaki, T.; Ohya, M.; Nakano, M.

1. Aim
The aim of this research is to find out how many and what kind of expressions called formulaic

expressions or lexical phrases are in the high school textbooks in Japan. The definition of lexical
phrases (Nattinger, J. R. and J. S. DeCarrico 1992) is as follows:

1. chunks of language of varying length.

2. an idea unit which can be exploited for language teaching

3. prefabricated language chunks

4. ritualized bits of language

In this research, especially formulaic expressions for ‘thanking,’ ‘apologies,’ ‘requests,” and ‘offers’
are analyzed. For this, we use the data from the textbooks in Japan titled Aural/Oral Communication A.
According to the Ministry of Education, the objectives of this subject are stated in the Course of Study as
follows:

To dévelop students' abilities to understand a speaker's intentions and express their
own 1deas etc. in spoken English in everyday situations, and to foster a positive
attitude toward communicating in English.

Thus, the textbooks for Aural/Oral communication A are suitable for this study.

2.
2.1.

In Ajimer (1996), we can find the typical patters of the lexical phrases. We use the categories of
‘thanking’ and ‘apologies’ in Ajimer to analyze the data. The examples for ‘thanking’ and ‘apology’ in
Ajimer (1996) are as follows:

Table 1: The categories of “Thanking’ in Ajimer (1996).
1. THANK YOU
2. THANKS
3. Subject THANK YOU

Table 2: The categories of ‘Apologies’ in Ajimer (1996)

1. (T AM) (WERE) SORRY

2. (I BEGYOUR)PARDON

3. EXCUSE (ME)

4. APOLOGIZE (APOLOGIES)

In the case of ‘offers’ and ‘requests,’ Ajimer (1996) just shows the categories, not the examples. So,
we think of the possible expressions for ‘offers’ and ‘requests’ according to the categories Ajimer proposes.
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Table 3: The categories of ‘Requests’ and ‘Offers’ in Ajimer (1996)

SrmomEg oW
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Asking about the hearer’s ability to do something [ABILITY]

Asking about the possibility of the desired act happening [CONSULTATION]

Asking whether the hearer is willing to do something or has any objection to doing something
[WILLINGNESS]

Expressing a wish that the agent should do something [WANT]

Expressing a need or desire for (non-verbal) goods [NEED]

Stating that the hearer is under the obligation to do the desired action [OBLIGATION]

Stating that it is appropriate that the hearer performs the desired action [APPROPRIACY]

Asking an idiomatic wh-question [WH-QESTION]

Referring to a hypothetical action [HYPOTHESIS]

Expressing that one would appreciate, be pleased, feel gratitude if a hypothetical desired action were
realized [APPRECIATION]

Asking for permission to do something [PERMISSION QUESTION]

Asserting that it is possible for the hearer to do something [POSSIBILITITY]

Referring to the speaker’s opinion that something is preferable [PREFERENCE]

Referring explicitly to the act of requesting [PERFORMATIVE]

Referring to a state of the world which needs to be changed [STATE]

Naming the object requested [NAMING]

Checking the availability of the desired object, etc [EXISTENCE]

Other

According to the frames above, we examine the formulaic expressions especially about:
1. What kind of expressions is used in the textbooks of each grade.
2. What chunks are most used in all the textbooks.

2.2. Materials

, 17 textbooks of various kinds for Aural/Oral Communication A are published by 15 companies in Japan.
The following 5 textbooks for this subject were selected among the top ten in the list of books ordered by
frequency of the number of copies adopted by h1gh schools (Naigai kyoiku [Inside and Outside of
Education] 1999).

Express
Hello there
Progress
Select
Crown
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2.3. Method:
All the data from the textbooks are analyzed on the chunks such as ‘thanking,’ ‘apologies, ‘requests,” and
‘offers’ by WordSmith Ver.3. Then, two things are examined:

1. What kind of expressions is used in each textbook.

2. What chunks are most used in the textbooks.

3. Results and Analysis
3.1. The Result of ‘Thanking’

As can be seen in Table 4, 34 subcategories were found. (19 subcategories for THANK YOU’ and 11,
for THANKS’) The Category, ‘Subject THANK YOU’ was not found.

‘Thank you’ is the most frequently used in all the textbooks (35sentences in total)

‘Fine, thank you’ is the second frequently used, and ‘Thank you very much’ and ‘Thanks’, the third
frequently used. »
Different from ‘Thank you.’ ‘Fine, thank youw and ‘Thank you very much’ are not found in all the
textbooks.

Table 4: The Results of Analysis of the Formulaic Expressions for ‘thanking’.

Crown Expressway Hello Progressiv Select Sum
Thank you 10 5 6 2 8 31
Thank you, but st. 1 - 1 ;
Thank you for NP 1 1
Thank you for Ving 1 1
Thank you for Ving, pro. 1 1
Thank you very much 1 3 3 2 9

Thank you very much prn.

Thank you very much for NP

Thank you very much for Ving

Thank you again
Thank you again for NP

Thank you again for Ving

Thank you, prn. ' 1 . 1 3

Thank you so much for NP

Thank you so much for Ving
Thanks 6 4 10
Thanks again

Thanks very much

Thanks for NP

Thanks for Ving s ' 1 : 1
Thanks prn. 2 2
prn. thank 1 1

prn. thanked

prn. thanks us
Thanks a lot 1 1 2 2 6
Oh, thank you 1 1 2
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Oh, thank you very much, prn.

Fine, thank you

oo

Fine, thanks

w

I'm fine thank you

No, thanks

OK, thanks

OK, thanks anyway

OK, thank you

Thank God

Yes, thank you

B e R -

—t |t | b |k ok | P ]k [ DO -

19

15

20

10

31

©
(22

3.2. The Result of ‘Apologies’

11 subcategories were found. (2 subcategories found for ‘EXCUSE ME’; 1subcategory, for ‘I BEG

YOUR) PARDON’; and 8 subcategories, for ‘I AM) (WE'RE) SORRY’)

Other categories than ‘EXCUSE ME’ ‘(I BEG YOUR) PARDON’ ‘0 AM) (WE'RE) SORRY’) were not found.
The expression, ‘excuse me,’ is the most frequently used, and is found in all of the textbooks except one.

‘(I AM) SORRY’) is used the second frequently, but not found in all the textbooks.
‘T AM) (WE'RE) SORRY’) and its subcategories are found in all the textbooks.

Table 5: The Result of Analysis of Formulaic Expressions for ‘Apologies’.

apology

express

Hello there

progress

select

Crown

total

Excuse me, prn. s

Excuse me, snt.

Excuse me, but sn

—t | P ]

Excuse me.

ey
£

Excuse me?

Pardon me, sir.

Pardon?

I beg your pardon

I'm sorry.

I'm sorry to .

I'm sorry snt.

I'm sorry, I can’

Sorry.

Sorry, prn:

Sorry, snt.

Sorry. snt.

Sorry snt.

QOO —=|O|I0CIO|= | QO|QICIQIN]|O|w |~

OIO|=|[O|C|ICIQOICICIC|M|ICIOIWI|IOIO|O

QIOIO|O|OIN|~IOICIO|=I=I0O|IN|OIO|O

QIOI-|OICI0ICICIQCIQIOIOCICI—]IOI=]0O

=~ O = [O|=|OINIOQ|= =010 Q|~=I0O]l0|O

3.3. The Result of ‘Requests’

As can be seen in Table 6, PLEASE’ is most frequently used in almost all the textbooks.
‘CAN () (YOUY) is the second most frequently used.

Table 6: The Result of Analysis of Formulaic Expressions for ‘Requests’.
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Request Crown Express = |Progressiv [Hello Select tota
CanlV? 2 2 2
Can you help me V? 2 | ;
CanyouV ? 2 2 2

May [V 1 2

S, please. 2

please (person)
Please V. , ; 3
N, please. 1

— | — A | s |t
—
—h

Ady, please. 2
[want to V. 1
We want to V. 1

Why don't you V? 2

Will you V 1 1

Would you like to V? 3

N
—h
NIWIN|N|=|~=TO|jo]jo|=|J]jw|O|N]|o

Would you please V? 1 1

-1 10 11 15 7

(42}
EY

3.4. The Result of ‘Offer’
In Table 7, 15 frames can be found. The expression, ‘Let’s’ is the most frequently used in all the
textbooks. ‘MAY I... is the next most frequently used.

Table 7: The Results of Analysis of Formulaic Expressions for ‘Offers’.

Crown Expresswayy Hello Progressive Select Total
s

Can I help you? 1 1
Can | take a message? . 1 1 2
Do you need any help? 2 2
Do you want to V? 1 1
Do you want me to V? 1 1
Won't you have one? 1 1
How can [ help you? ~ : 1 1
May I help you? 1 1 2 2 1 7
May I take your order? 1 1
What shall I do 1 1
Shall we V ? ' ; ' 2 2
Want a NP? 1 1
Would you like something to V? 1 1
Would you like to V? 2 2
Let's 4 3 3 5 1 16
8 8 10 10 4 40

4. Conclusion
From the results, we can say two things:
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1. ‘Thanking” and ‘Apologies’ are used frequently in all the textbooks.

b
2. ‘Offers’ and ‘Requests’ are not found so much compared with ‘Thanking’ and ‘Apologies.
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A study of Textbook Analysis (4): The Frequency of Verb Patterns in
Junior High School Textbooks

Ueda,N.; Owada,K.; Takei,H.; Miyabo,S.; Yukina,K.; Yamazaki, T.; Miyasaka, N.; Ohya, M.

1. Aim

No one questions that textbook materials form a major portion of language input for
junior high school students in Japan. Therefore, we must look into what kinds of syntactic
expressions the learners receive as input because these expressions form part of the students’
syntactic knowledge.

The aim of this research is to examine:

1. What kinds of syntactic expressions the Japanese junior high school students receive

as input from the textbooks in Japan.

2. How different the input is from the one that native speakers got in their early stage of

language learning.

2.
Materials
| 7 kinds of textbooks (including first through third year) are published by each company
in Japan. 21 textbooks in all are entered into the computer for corpus-based analyses.

18 verbs are chosen to analyze, which are all included in the List of the Course of Study
for Lower Secondary School Foreign Languages (507 words) in order to compare how different

input second language learners of English get is from that of native speakers of English.

Method:

All the finite verbs and the verbs after auxiliary verbs in the data (the auxiliary-like
expressions such as 'be going to' and 'have to' are included.) from the textbooks are analyzed
according to the syntactic frames (Naigles, L. and Hoff-Ginsberg, E. 1995).

The syntactic frames are based on Transformational Grammar and the subcategorization

frames are the sister nods to the verb under the verb phrase node.

Table 1: The Syntactic Frames in Naigles, L. and Hoff-Ginsberg, E. (1955)

Verb final (=utterance final) example

# Come!
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4 (Wh-NP)

What kind of juice do you want?

#(p) Up you go!
H(LOC) Here you go!
#(AdjP) How pretty you look!

Participles (P) immediately follow the verb

P LOC

Go around ouside go over here.

P NP Give up the box.
P Come out, go in, put in, run away.
P Adv Come out quickly.
ICome out and look, it goes in where you put
P [conj] S it. '
P PP Go down to the basement.
P (Wh-NP) 'What are you looking at?

P NP [conj] S

Sit down this way until I tell you.

Prepositional phrases (PP) immediately follow the verb

PP

iGo to the store.

Go to the store in the morning, sit in the chair

|PP PP like this.
PP Adv Go to the store today.
PP LOC iGo with the dolly here.
PP [conj] S Go to the store and then we'll eat lunch.

Noun phrases (NP) immediately follow the verb NP

NP

Drop the call, move the chair.

Push the box under the chair, open’the door

INP PP like this.

NP LOC Push the box here.

NP P Push the box around, take this apart.
NP P PP Push the box around like this.

NP Adv Push the button twice.

NP NP Give me the box.

INP (Wh-NP) (Which box did you give her?

NP P Adv Put it down right now.

INP LOC S _|{Put it right there so it won't fall.

INP P [conj] S

ut it away and go to sleep.

NP PP [conj}'S

Put the doll in the box and go to sleep.

NP P LOC Put it over there.

INP (SVI) Goes the bear, there goes the bear.
INP [conj] S Like it when you're happy.

INP P (Wh-NP) (What did you put this in.

NP AdjP 'Want you clean and tidy.

NP Adv [conj] S

Let's put a big pile together then you can|
scoop them up.

Sentences (S) immediately follow the verb

'Who do you think is going to the store.

S (Wh-NP)

Let's see if granny's home, I know that you
like this.

S
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Locatives, adverbs, adjectives, sounds, follow the verb

Adv Go slow, fall asleep, take forever, open wide.
AdjP [You look pretty.
LOC PP [You went there on an airplane.

No, we're not going outside if you don't pu
LOC Adv our pants on.

LOC [conj] S

'You can't go outside if you don't put .your
ants on.

Participles (P) immediately follow the verb
P LOC

P NP

P
P Adv

P [conj] S

P PP

P (Wh-NP)

P NP [conj] S

PP

PP PP

PP Adv

PP LOC
PP [conj] S

Noun phrases (NP) immediately follow the verb NP
INP

INP PP

INP LOC

NP P

NP P PP

INP Adv

INP NP

INP (Wh-NP)
NP P Adv
NP LOC S
INP P [conj] S
INP PP [conj] S
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LOC Come home, go night-naight, go potty.
Sound Go clang-clang

Verb final (=utterance final)

i Come!

# (Wh-NP) What kind of juice do you want?

#(p) Up you go!

H(LOC) Here you go!

H(AdjP) How pretty you look!

Prepositional phrases (PP) immediately follow the verb

Go around ouside go over here.
Give up the box.

Come out, go in, put in, run away.
Come out quickly.

Come out and look, it goes in where you puf]
it.

Go down to the basement.
What are you looking at?
Sit down this way until I tell you.

Go to the store.
Go to the store in the morning, sit in the chair
like this.

Go to the store today.
Go with the dolly here.
Go to the store and then we'll eat lunch.

Drop the call, move the chair.
Push the box under the chair, open the door
like this.

Push the box here.

Push the box around, take this apart.
Push the box around like this.

Push the button twice.

Give me the box.

Which box did you give her?

Put it down right now.

Put it right there so it won't fall.

put it away and go to sleep.

Put the doll in the box and go to sleep.




NP P.LOC

NP (SVD)

NP [conj] S
NP P (Wh-NP)
NP AdjP

INP Adv [conj] S
Sentences (S) immediately follow the verb

S (Wh-NP)
S
Locatives, adverbs, adjectives, sounds, follow the verb
Adv

AdjP

L.OC PP

LOC Adv

LOC [conj} S

LOC
Sound

Put it over there.

Goes the bear, there goes the bear.
Like it when you're happy.

What did you put this in.

Want you clean and tidy.

Let's put a big pile together then you can
scoop them up.

Who do you think is going to the store.

Let's see if granny's home, I know that you
like this.

Go slow, fall asleep, take forever, open wide.
You look pretty.

You went there on an airplane.

No, we're not going outside if you don't puf
your pants on.

You can't go outside if you don't put your
pants on.

Come home, go night-naight, go potty.

Go clang-clang

The result are compared with that of Naigles, L. and Hoff-Ginsberg, E. (1995) in Table 2, which

researched what kinds of verb frames are used by native-speaker-of-English mothers.

3.Result and analysis

In Naigles, L. and Hoff-Ginsberg, E. (1995), 45 syntactic frames are used, but in this research

we add 21 frames to it, because we can't deal with the data by the frame of Naigles, L. and Hoff-.

Ginsberg, E. The reason is that the data of Naigles and Hoff-ginsberg is from the children at the

early stage of first language acquisition.

Table 2: Frames of Verbs from rewritten Naigles, L. and Hoff-Ginsberg, E. (1995)

com [fall |give [go [hear |kno |like |liste [look |need|open|put [run [see |sit [take |thin [want
e w n k
# + + + |+ + |+ |+ +
#(wh-NP) + |+ R+ M + |+ + + |+
#(P) + |+ +
#(LOC) |+ + +
# (AdjP) ‘ + +
P LOC [+ + +
P NP + + + + + +
P + + + =+ + + +
P Adv |+ + + +
P [Conj] S |+ + + + +
P PP + + + + +
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P (Wh-}+
NP)

P NP
[Conj] S

PP +

PP PP

-+

PP
LOC

PP [Conj]|_
S

NP

+

NP PP +

-+

NP LOC

NP P

Ry g

NP P PP

NP Adv |+

+

NP NP

T+ [+ [T

[NP (Wh-
NP)

F+[+[+

NP P Adv

NP LOCS

NP P
{Conj] S

NP PP [Conj] S

NP P LOC

NP (SVI) |+

NP [Conj]|+

S

NP P (Wh-
NP)

NP AdjP

NP Adv [Conj]|

S

S (Wh-
NP)

S +

Adv I+

[AdjP

JLOCPP - 1+

LOC Adv |+

LOC. +

(Conj) S

LOC +

Sound

Table 3: Frames found in the data.

come

fall

giv

1€

g0

hear

kno |like

liste

loo

nee

open

put

run

S€e

sit

take

thin

want

316




#

22

46

11

42

11

29

#(wh-NP)

#(P)

# (LOC)

# (AdjP)

# ZEEE

# [conj] S

16

#(8)

Particles (P)

P NP PP

P LOC

P NP
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LOC Adjunct 1l 1 1 , ' 1

Adv 100 2 28] 1 5P 21 51 1 1 15

10

Adj phrase 1 37
LOC PP ' '

LOC Adv 1

LOC (Conj) S

LOC 7

AdvP

Loc Adj

2
3
1
Sound 5
1
1
0

Adjunct ‘ 7 1(

Adjunct P

Adjunct Adv 2

G | =i Uiy

Adjunct PP 1

Adjunct (Wh-
NP)

Adjunct NP

In at least more than half of the verbs, the frames in Naigles, L. and Hoff-Ginsberg, E  are used

with more than 50 %. (10 out of 18 verbs)

4.Conclusion
Junior high school textbooks contain enough input in that they give as many syntactic frames to the

junior high school students as-to native speakers of English.
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A study of Analog/Digital copying

Yoshimoto Ryo

Introduction

This paper will give us detailed instructions on how to transfer and duplicate sound
data from Digital AudioTapes (DAT) to computers. It is often with the case with
listening perception tests, we must transfer and duplicate the same sound for other
perception tests. The sound will be degenerated every time we duplicate the sound
when we use the sound recorded on to a compact cassette tape. In that case, fidelity
of the machine, hiss noise, and other noise caused by surging or switching are the
main culprit. This study will solve the problem of the degeneration when we
transfer and duplicate the sound data from DATs to computers or from computers to
DATs, for optimizing our research.

Transferring sound data; two ways to transfer sound data

When we want to duplicate sound data from a DAT to a computer, there are two ways
to take; Analog transfer and Digital transfer. Both of the two method have
advantages and disadvantages.

Analog transfer

The advantage of analog transfer is that the wiring of the analog transfer is easy to set
up. A 1/8” stereo audio connector known as an ordinary audio cable is used between
the DAT’s headphone jack and the computer's analog line-in jack. Figure 1. shows a
1/8” stereo audio connector.
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Figure 1.

One end of the cable will be jacked into line-out or headphone jack of a DAT.
The other end of the cable will be jacked into line-in jack of a computer.  Both of
the analog-in and -out jacks are equipped with every DAT or computer; we do not
have to be bothered by preparing other stuffs. Figure 2. illustrates how to connect
~from a DAT deck to a computer.

DAT | Computer
eadphone jack Line-in jack

1/8"” stereo audio connector

Figure 2.

There is another cable called RCA pin jack cable (Figure 3.).

Figure 3.

Different from 1/8” stereo audio connector, a RCA pin jack cable has two pins on one
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end; each pin is assigned to right or left channel. The advantage of the RCA pin
jack cable compared to 1/8” stereo audio connector is that the RCA pin cable is free
from cross-talk phenomenon.  Cross-talk phenomenon result in the unwanted
sound hindered by the other channel’s sound. Shared by right and left ground signal
(-) simultaneously, 1/8” stereo audio connector employs only three metallic cables for
transferring four signals. One ground signal cable convey the two different channel,
then both channel effect on each other channel. Figure 4. illustrates how electric
currents will flow when we use 1/8” stereo audio connector or a RCA pin cable

When a vast sound is on the right channel, we can hear the right channel’s sound on

the left channel even if the channel is supposed to be silent.

1/8” stereo audio connector

Right Right
Left Left
RCA pin cable

Right = - Right

Left Left

Figure 4. How cross talk occurs.

The other drawback of analog transfer is that the sound data will be converted twice:
1. digital to analog conversion when the sound will be transmit from a DAT

2. analog to digital conversion when the sound will be received by a computer

Conversion will degenerate the sound as multiple photocopies will dim an image
data. ‘ o

Figure 5. shows how analog or digital conversion will round the sound wave. The
amplitude of the second wave in original sound wave is apparently lower than the
first sound wave. Owing to the wide threshold, the maximum point of the first and
the second sound wave is assigned in the same matrix. After the sampling the two

maximum point will be reproduced the same amplitude.
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original sound wave digitized process digitized sound wave

Figure 5.

Digital transfer

The advantage of digital transfer is that digital copying is supposed to duplicate the
same sound as original sound, for the sound data will be transferred without any
conversion. When we want to transfer the sound data without analog conversion,
DATs and computers must be equipped with digital /O interfaces. Suppose both of
a DAT and a computer had digital /O interfaces, the sound data will be transferred
without a loss or noise. Figure 6. illustrates how to connect from a DAT deck to a
computer.

DAT Computer

- . Digital sound I/0
Digital I/0 interface interface card

RCA pin cable

Figure 6.

The drawback is that the digital I/O interface is rarely equipped with consumer DATs
or ordinary computers.

DAT deck’s side
Before we buy DATs, we have to choose the DATs which have digital I/O interface.
Our DAT, SONY TCD-D100 has a 7-pin digital /O interface which is intended to
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connect with digital /O box. The digital I/O box, SONY RM-D100K has coaxial
digital /O which can be connected by a RCA pin cable shown above and optical
digital I/O interface.

We can also choose a pfofessional DAT that is free from copy protection, called
Serial Copy Management System (SCMS). SCMS prohibits duplicating from CDs

or copy-protected media, if the duplication is more than three generations.

Here is the list of DATs equipped WITHOUT digital I/O interface.

SONY TCD-D8, TCD-D10 (portable)
SONY WMD-DT1 (portable, play back only)
PIONEER D-C88 (portable)

Here is the list of DATs equipped with digital I/O interface.
SONY TCD-D100 (portable)
SONY DTC-ZASES, ZE700, A8 (component)
PIONEER D-HSS5, D-05, D-9601  (component)

Computer's side,
Since computers are not equipped with digital I/O interface ordinary, we have to
install a digital sound I/O interface sound card onto a PCI bus on computer's mother
board.  After installing the card, both the DAT I/O interface and computer's digital
/O card are plugged by a coaxial RCA cable.

Here 1s the list of digital sound I/O interface card available now.
CREATIVE SoundBlasterLive!PRO
CREATIVE SoundBlasterLive! Digital Entertainment
CREATIVE SoundBlasterLive! DA/AV
YAMAHA CBX-D5
YAMAHA SoundTrack Digital-XG

Another solution
There is a new standard called IEEE1394 that is especially invented for transferring
digital sound and imaging data. Though IEEE1394 interface cards are sold
separately like digital sound cards mentioned before, the number of digital videos and

computers which include IEEE1394 interface is increasing and will replace the
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market share of the digital sound I/O cards. = Figure 7. shows 6-pin 4-pin IEEE 1394
‘cable. The large end contains 6-pin connector and the small end contains. 4-pin
connector.

- Figure 7.

Here is the list of equipment, which have IEEE1394 interface.

computer Apple PowerMacG3 series
computer Apple PowerMacG4 series
computer sgi VisualWorkStation series
computer SONY VAIO PCV-R70
computer SONY VAIO XR series

mother board ASUS P3B1394
PCI cardRATOC REX-PCIFW1
PCI cardIODATA GV-DVC/PCI

PC card REX-CBFW1
VCR SONY DCR series, DHR-1000, WV-D series
VCR Victor GR-DV series

OUR SYSTEM

In our case, we used a DAT called SONY TCD-D100. By adding a digital /O box,
we can transfer digital data but cheaper DATs are not equipped with digital /O
interface.

RM-D100K is the digital interface box. ~The box converts from the unique digital
I/O pins to ordinary coaxial I/O pins. When we bought the digital /O box, RM-
'DIO0OK was the latest solution, but newly released RK-DA10P is replacing RM-
D100K. :

SoundBlasterLive! series are the most popular Digital IO card for windows
~computers with PCI bus. The card has analog /O jacks and digital coaxial I/O
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jacks.

Experiment
Followed experiment was held to see the effect of A/D, D/A converting.

Procedure

Digital transfer
Digital sound data /soom-moos/ were transmit from a digital interface box
of a DAT to computer digital interface card via a coaxial RCA cable.
To enhance the result, the sound was reciprocated ten times between a DAT

and a computer.

Analog transfer
Sounds /soom-moos/ were transmit from a headphone jack of a DAT to a
line-in jack of a computer via an audio cable.
To enhance the result, the sound was reciprocated ten times between a DAT

and a computer.

Result
Apparently the digital transfer sound was identified to the original sound.

Shown next page are the sound waves.
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We can spot two differences among three sound waves.

White noise (1) is seen in analog-transferred sound wave where was silence in
original and digital sound wave.

Weak /s/ sound (2) was disappeared into white noise in analog transferred sound,
though digital transferred sound wave was identified with original sound

wave.
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Conclusion

It is clear that digital transfer is superior to analog transfer. The draw back of the
complicated equipment is becoming an old story by recent digital movements; the
price is starting to fall and the equipment is sold at any retail shop. Other than
digital sound I/O cards, IEEE1394 systems are becoming popular for digital video
users. The transfer rate of the IEEE 1394 port also called “i-link” or “fire-wire” is
over 400MB per second, which can be used by data-storage streaming as well as
digital video or audio decks.
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A study of videoconferences

Yoshimoto Ryo

Introduction
This paper will give some investigation on the limitation of videoconferencing
system considered from the viewpoint of data transfer rate. Videoconferencing is
the most useful purpose for networked computers but not so popular up to now. The
slow and unreliable network streaming, and expensive computers and peripherals
have hindered the growth of videoconferences. Today, the demand for
videoconferencing has led to new technological enhancements. Owing to high-
speed networks and sophisticated compression-decompression techniques, image and
sound can be transmitted via fast network. I would like to introduce what kind of
type and physical media are available now when we want to use videoconferencing

system.

Type of videoconferencing

There are about three types of videoconferencing.

1. Point-to-point connections involve two sites, with each sending and receiving
video.

2. Multipoint involves multiple sites, with all sites both sending and receiving
video.

3. Multicast connections consist of one site broadcasting video, with multiple sites
receiving. With this type of connection, there is no interaction between sites.

One site is actively sending and all others are passively receiving.

The quality of a videoconference depends on the performance of the host computer
and the speed of the network. The host computer determines how fast sound and
image can be digitized, encoded, and sent to each participant. The speed of the
network affects performance because no matter how fast the host is, the network can

only transfer data at a specific rate. A slow computer or connection can cause
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dropped frames or interrupted audio.

Figure 1. illustrates the three types of videoconferencing.

Point-to-point

videoconferencing

Multipoint Multicast

videoconferencing videoconferencing

Figure 1.

Media ,
Before we consider the speech quality, it is natural to verify the transfer rate of the
physical media. When the transfer rate is under the requirement of the image and
sound, it will result in jerky images and intermittent sound. Chart 1. shown below is
the media and transfer rate. Figure 2. illustrates the transfer rate in a bar graph.

Media Transfer rate Note
Modem 28K-33,6K Telephone line

ISDN 115K .~ Sustained rate
CATV 500K Speed vary depend on Internet Service Providers
Tl - 1,500K for large companies or schools
T3 8,500K for Internet Service Providers
ATM 150,000K for Internet Service Providers
(K=Kilo bits per second)
| Chart 1.
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Transfer rate

ATM

T3

T1

CATV

ISDN

Modem

0 50000 100000 150000 200000
kilo bits per second

Figure 2.

To connect distant locations in order to connect to the Internet requires a T1, T3, T4,
ISDN, ATM, or other telecommunication link. A T1 is the most common media for
World Area Network (WAN) link. It provides a 1.5Mbps connection between two
locations. It consists of 24x64K channels, each of which may carry data. A
modem provides access to another computer or network system when the user is not
physically connected to the Local Area Network (LAN) or WAN. With the
requirement of high speed for videoconferencing, consumer-type modems currently
can only handle 33,6Kbps. This severely limits the quality of videoconferencing
that can be used with a modem.

Though ISDN has been popular recently in Japan, large number of people still use
network via telephone line. It is a relatively inexpensive alternative to modem
links, which operate at a maximum of 28-33,6Kbps. An ISDN connection running
at 115 Kbps may only be able to support a point-to-point connection, while an ATM
connection may be able to support ten simultaneous connections displaying at
640x480 dots and running at 30frames per second. T1, T3, and ATM are not for
consumer, but for enterprises.

Another media, satellite based transferring is becoming popular. We can receive

data at 15,000Kilo bits per second via satellite dish, but we can transmit data at the
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rate of 28Kilo bits per second via telephone line. The protocol is ideal for broadcast
on Internet, because the consumer never transmit data. Figure 3. illustrates how
host computer transmit the data to the client, and how client request the data.

communication
satellite

telephone line

client

Internet service
provider

Figure 3.

Sound quality and transfer rate
We also have to examine the transfer rate from the view point of speech and image
quality. As mentioned before, transfer rate must surpass the transfer rate required or
we will be bothered by jerky images and interrupted sound. Chart 2. and Figure 4.
shows the speech quality and the requirement.

Quality Transfer rate  Note

Cell phone 6K Half-rate

Land-lined phone12K

AM radio 22K Monoral

FM radio 72K Stereo

CompactDisk 180K Stereo 44.1KHz
Chart 2.

331



transfer rate

CompactDisk |

FM radio

quality
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Telephone

CeHl phone
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Figure 4.

150 200
~ kilo bits per second

In my master thesis, the bottom line of the transfer rate for English education is about

44 Kbps. The transfer rate of ISDN is superior to the transfer ‘rate; required for

transmitting FM radio sound quality. So far so good, even if we use telephone line.

We also have to consider the requirement of transfer rate for transferring image data.

Image quality and transfer rate

From the view point of Imaging quality, transfer rate required for transferring

imaging data is shown below. Chart 3. shows the image size, quality, and

requirement.

Video Resolution Frame Rate Colors
320x240(1/4 VGA) 15 256
640x480(VGA jerky) 15 256
640x480(VGA normal) 30 . 16.7mil
1024x768 30 16.7mil
(dots) (per second)

Chart 3.

Bytes per Second
1,152K

4,608K

27,648K

70,778K

Figure 5. illustrates the transfer rate and the transfer rate required.
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Figure 5.

As shown above, ISDN can not afford to transmit only 1/4 VGA imaging. Only T1
can transfer image data but we can not afford to employ T1 media.

Conclusion

In my master thesis, it was found that 22KHz-16bit sampling m-law compression is
the bottom lime for English education. Though the transfer rate of ISDN is superior
to the requirement of the bottom line, the requirement of 1/4VGA (320x240 dots)
image is beyond the limitation of ISDN's transfer rate. That is why ISDN
transferred point to point videoconferencing can not satisfy our demand for smooth
imaging. From the stand point of digital imaging, we feel jerky when the frame rate
of movie begin to fall under 20 frame per second.

With the consideration of quality for English education, it was found that ISDN is
used for point to point videoconferencing with jerky framing images. ATM can
transfer perfect VGA quality images and education-quality sound data, but ATM
transferring is out of touch with reality up to now. ‘

The first electronic messaging systems were developed for internal use, but they soon
became a business-to-business information delivery tool. Likewise,

videoconferencing technology will become the means to connect companies,
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government agencies, academic institutions, and homes. The average consumer
today can not afford faster network. But have no fear: as time goes on, technology
will get better, faster, and cheaper. It is desirable that the infrastructure will surpass

the requirements of the data transfer for videoconference.
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APPENDIX
Product Vendor fps user Network Platform
BeingTherePro Intelligence 10 4 Token Ring, Mac
At Large, Inc. Ether, ISDN
Communique! Insoft 30 10 TCP/IP Win, Unix
Connect 918 NUTS Technology 30 3 Analog, AppleTalk Mac, Win
ISDN, Ethernet
CU-SeeMe Cornell 30 8 Ethernet Mac, Win
University
LIVE Personal PictureTel 15 240 ISDN Win
Conferencing bridged
MINX NVS Datapoint 30 54 Analog, ISDN Win, Mac, Unix
Personal Video AT&T 30 24 ISDN, Ether, Win
1300 Token Ring
Person to Person IBM 15 8 Ether, ISDN 0S/2, Win
ProShare Intel 15 2 | NetBIOS, ISDN  Win
Novell
PSVC Paradise Software 30 4 Ether, ATM, SMDS Unix
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QuickTime

Conferencing

Apple 30

Share View Plus Creative Labs 30
ShareVisionPC300 Creative Labs 15

TeleView4000

VidCall
VISIT Video

Video Conferencing24
Communicationw
MRA Associates 7
Northern Telecom 15

10
2

Ether, ISDN, Mac, Win
TCP/IP, AppleTalk

Analog Mac
Analog Dos, Win
Ether, ISDN Dos, Win
Ether, Novell Win
Analog, ISDN Mac, Win

Videoconferencing products

335



A Study of EFL Discourse Using Corpora(3):
An Analysis of Written Data by Japanese Junior High School Students

Katsura Ishikawa, Tae Yamazaki, Hiroyuki Takei, Sachiko Miyabo

1.Abstract

The purpose of this research is to analyze the English diaries written by
Japanese junior high school students. In this study, the following verbal
errors were observed: “We are went to the pool,’ *We weren’t enjoy the
movie,’and *I was played TV games.’

A written test was given to 413 students to determine whether these
errors were common to most Japanese junior high school students,
An analysis of the diary data, written test shows the following criteria.
(1) ‘Be’ is used as tense markers or agreement markers.
(2) The interference from Japanese grammar leads to these errors.
(3) These errors are caused because the students recognize a subject and ‘be’
as a chunk.
(4) The learners make errors more often when they compose a negative and
Interrogative sentence than affirmative one.
(5) The students recognize these ‘be’ as a copula or an auxiliary.
(6) These errors are related to whether or not the verbs are often used in
school textbooks and in their diaries.
(7) These errors tend to be caused in the particular kinds of verbs because of
the students’ lack of knowledge to distinguish verbs from adverbs.

2.Purpose

The purpose of this research is (1)to analyze the English diaries,
written by Japanese junior high school students, (2)to determine the errors
that need correction and (3) to examine the factors producing those errors .

3.Methods
3.1.Diaries
3.1.1. Subjects
Data was collected in two stages. First, diary data was collected from
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105 second grade students ( age 13 to 14 ) of a Japanese public junior high
school as a part of their homework during summer vacation. They have
learnt English for 1 year and 4 months. The level of writing ability of each
student is different. Then, diary data was collected from the same students

as their homework during winter vacation.

3.1.2. Procedures

The students were told to write about any 4 days of their choice during
each vacation. Prior to writing the summer diary, they had just learnt to
use the past tense. Prior to writing the winter diary, they had learnt
auxiliary verbs ‘will’ ‘be going to’ and ‘must’, infinitives and gerunds in the
previous semester. Since they learnt to use the past tense 4 months ago, we
might argue that they were more accustomed to using the past tense at that
time. They were also told to write their new year’s resolution. |

3.1.3 Result and Discussions :
The tokens and types of each diary are in Table 1.

Table 1. Tokens and Types of Diaries
‘ - Summer Diary ‘Winter Diary School Textbook -
(New Crown: Course 1 and 2)

Tokens 14,738 15,040 5,247

Types ‘ - 1,053 1,129 540
Type/Token Ratios 7.14 ~7.51 - 10.29

Ave.Word Length 3.7 : 3.63 3.95

Even though the students could monitor their writing, many errors were
observed in the diaries. Those were omissions of article, number
disagreement, wrong use of tense, wrong word order and syntactic errors.

Most errors were comprehensible and some of them were mistakes, that
is, the students know the grammatical rules but they “slipped-up”. There
were, however, syntactically wrong errors. It is possible to say that those
errors are aspects of interlanguage as steps of acquiring the languagé.
According to Johansson( 1973 ), priority ranking of errors are decided with
the comprehensibility and conformity. In addition, the frequency of the
error is also important. Through the point of gravity of errors, the following
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verbal errors are considered to need correction such as ‘*We weren’t enjoy
the movie.” In those errors, be’ is inserted between the sentential subject
and the verb. Without knowing the correct use of copula and verbs, it is
difficult to understand the usage of progressive and passive. Therefore
those verbal errors were picked up from the diaries.

In the summer diary, there were 29 verbal errors. There were 47 errors
in the winter diary. Those errors were divided into seven categories

according to error type. Table 2 shows each category.

Table 2 Error Patterns in the Diary

Error Types in the Diary Possible Explanation for Be
1.Past be + Present Verb agreement marker/chunk

2 Past be + Past Verb agreement marker/chunk
3.Present be + Present Verb tense marker/agreement marker
4. Present be + Past Verb tense marker/agreement marker
5. Chunk

6. Interference of Japanese translation of Japanese

7.7

Rechards (1979:210) regards these errors as intralingual and
developmental errors which are caused by 1. over-generalization, 2.
ignorance of rule restrictions, 3. incomplete application of rules, 4. false
concepts hypothesiséd. ;

Most of the errors observed in the diaries were caused by over-
generalization and false concepts hypothesised. For example, Table 2-1and
2-2 shows the form was is interpreted as a marker of the past tense instead
of using verb + ed. In Table 2-2, however, the students marked past twice
on both copula and verb. Furthermore, 7s and am are used to describe
the past behaviors in Table 2-3 and 2-4.

Table 2-1.Past be + Present Verb

Summer Diary Winter Diary
*I was swim in the morning. *] was not go to shrine.
*[t was hurt. *[ was sleep all days.
*We were have will nothing. *l was go for a walk.
*We were enjoy. *[ was prepare for school.
*We were enjoy. *My cousin and I were play card game.
*| was get tired today.
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*l and Fujioka were play computer germs.
*So Masashi was very sleep.

J*My cousin’s brother was play game boy.

*We were watch the movie.

Table 2—-2.Past be + Past Verb

Summer Diary

Winter Diary

*] was borrowed books.
*We were played tag.
*We were arranged a sunflower.

*] was got very tired..

*We were enjoyed.

*We were not enjoyedthe movie.

*] was said “Thank you very much.”

Table 2-3.Present Be + Present Verb

Summer Diary

Winter Diary

*Teacher is get angry.

*[ am sleep.

*] am sleep very much.

*[ am all day long sleep.

*[ am feel sleepy.

*[ am not go to Hatsuhinode.

*[ am refuse.

*American is clean the whole house in April.
*My grandmother is write caligraphy very
well.

*My friend is shout.

*My mother and father is hit the horse race.
*She is eat.

*But nine sheet is fail.

*My pair of glasses is die.( broken )

Table 2—-4 Present Be + Past Verb

Summer Diary

Winter Diary

*] am enjoyed very much.
*I'm enjoyed the movie.
*We are bought clothes.
*We are went to the pool.

*My brother is enjoied.

*| slept is today.

*[ am slept in one day.

*We are played play station.

The possible explanations for these errors are that these ‘be’s are interpreted

as number agreements, or the students might have recognized the sentential

subject and copula as a chunk.
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The effect of “chunking” is more remarkable in the constructed form as
seen in Table 2-5.

Table 2-5. Chunk

Summer Diary Winter Diary
*[t's was sunny. *But I'm not get.
*[t's was hot. *I'm guess.
*She's sing many songs. *I'm cleaned room.
*She's cry. *I'm studied English.
*'m study harder.
*'m buy play station cassette.

The similar performance was observed in French classroom. Myles, F.,
Mitchell, R.(1998) recorded how the English learners learned French verbs.
In their study, the learners misunderstood the sentential subject je (1) for
Jai ( I've). For example, *Jai adore musique ( I've like music) for Jadore
musique (1 like music.) As the learners learned more verbs and other
sentential subjects, most of them gradually understood the correct use of Je.
However, some learners still kept on using the wrong

form. It is considered that the fossilization had occurred to them. English
speakers are more easier to develop this wrong form since they have a
similar expression, present perfect in their own language. The
pronunciation is another factor. In this study, the learners were acquiring
French through listening. As they don’t put any accents on both of the
sound ‘Je’and jar, it is difficult to tell the difference. So we can call the
chunk as Phonological Chunk.

The same thing happen with Japanese learners when they learn
English. They can not tell the different sound 7and I’m and take it as one
word.

Rechard ( 7bid ) suggests that certain types of teaching techniques
Increase the frequency of over-generalized structures. Many pattern drills
and transform exercises are made up of utterances that can interfere with
each other to produce a hybrid structure. Neither the French learners nor
the Japanese students had not had any specific exercises, however, the
Japanese students had learned copula at the very beginning of the learning
stage which is common in Japanese school. “How are you?” “I'm fine, thank

you”, “I'm sorry”, and “It's sunny”. The students might have been also
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recognized to be the sentential subjects and copula as formulaic expressions.

Therefore the effect of chunking should be considered as one of the factors.

There 1is, of course, interference of Japanese grammar leading to the

following errors.

Table 2-6 shows ‘be’ plays a role of topic marker.

In

Japanese grammar, the sentential subjects are sometimes omitted and the

time expressions tend to come at the beginning of the sentence.

the same role in Japanese grammar.

English sentences one word at a time.

Table 2—-6. Interference of Japanese

§,

wa

2

does

In those cases, the students produce

Summer Diary

Winter Diary

*Today was boring.

*Today was over.

*Today is tennis tournament of Tokyo.
*Today is club’s tournament.

*Today is made newspaper of homework.
*Today is went to a hot spring.

*Hotel is big bath.

*Night is thunder.

*But the next game is win.

*Spider is hurry escape.

*Today is look forward day.

*Tomorrow is begin school.

*Tonight I am cold night enjoy.

*We went there is to ‘get on Fujiyama (jet
coaster)

*This year is always play tennis.

Lastly, there were some errors that were not comprehensible even from

the context.

Table 2-7.7

Summer Diary

Winter Diary

*The sea is swim.

*Go by car is Tokyo.

*Back to home is makes better time.
*My room is enjoy.

*It's have a home.

There were some verbs often used with these errors; enjoy 8 times,

sleep 7 times, and play 6 times.

frequently used in the diaries. These

Table 3 shows the verbs which highly

verbs had been used extensively in

the diaries, therefore it seems natural that the numbers of errors would

increase. Even though the learners are accustomed to use these verbs, the
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errors often occurs.

verbs specially cause these errors.

From Table 3, we might argue that there were some

Table 3. High-frequency main verbs used in the diaries and School Textbook

Summer Diary Winter Diary School Textbook
raw error raw error past present
was 477(1) 7 287(2) 9 16(1) 136(1)
went 436(2) 2 327(1) 0 8(3) 12(9)
got 129(3) 0 153(3) 3 37N 0
played 108(4) 2 53(9) 4 37N 5
enjoyed 102(5) 4 29(13) 4 0 2
ate 96(6) 0 146(4) 1 0 5
had 56(7) 1 28(14) 0 2 36
watched 49(8) 0 102(5) 1 0 2
came 44(9) 0 42(10) 0 5(4) 10(12)
slept 37(10) 0 28(14) 6 0 0
were 24(11) 5 34(11) 5 5(5) 65(2)
swam 23(12) 2 0 0 0
visited 22(13) 7 5(4) 5
stayed 19(14) 7 1 3
talked 19(14) 10
cleaned 2 30(12) 1 6(4)
wrote 9 29(13) 2 8
said 6 13 1 9(2)
asked 0 6 3(7)
go 0 70(6)
want 6 59(7)
study 10 55(8) 2 3
like 17 6 33(3)
see 3 3 19(5)
I'm 14 1 17 18(7)
look 8 8 15(8)
(rank)

We would like to examine whether or not there are any effects relating to

the verbs.
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Furthermore, sentential subjects in the diaries tend to be ‘I ¢ and ‘We’

as a characteristic of diary, as we can see in Table 4.

Table. 4 Frequency of Sentential Subject and Following Verbs

We wondered whether or not there were any effects from sentential

subjects. Therefore we administered 2 tests to examine these questions

from the diaries.

3.2 Test1
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Summer Diary
verb copula be |aux be+ ing/ed| verbal errors total
I 1438 81 15 9 1542
You 1 1 0 0 1
We 112 2 3 4 121
He 5 2 1 0 8
She 5 2 0 2 9
It 9 378 0 12 399
They 2 2 0 0 4
Winter Diary
verb copula be [aux be+ ing/ed errors total
I 1546 155 30 20 1751
You 1 0 0 0 2
We 111 4 2 4 121
He 5 1 0 0 6
She 10 5 0 1 16
It 8 125 0 0 133
They 4 3 0 0 7
Textbook
verb copula be [aux be+ ing/ed total
I 133 24 3 160
You 38 13 2 53
We 32 2 0 34
He 32 6 2 40
She 16 2 6 24
It 15 43 4 62
They 39 12 4 55




3.2.1 Purpose

The test was administered (1) to clarify that these errors were common
among the Japanese junior high school students and (2) to examine whether
there were any effects from sentential subjects, verbs, and adjectives
attributing to these errors.

3.2.2 Subjects

413 students: 80 students at a private boys’ junior high school ( School
A); 232 students at a private girls’ junior high school( School B ) ;38 students
at a private girls junior high schools( School C ); and 63 students at a public
junior high school ( School D ) were tested. All of them are in the second
grade but the proficiency levels of their English are different among the
schools: The level of the students at schools A and B are relatively high, and
the level of those at schools C and D are relatively low. Ats school A and C,
teachers instruct based on grammar rules and the students are accustomed
to written tests. - At schools B and D, teachers adopt communicative
teaching methods. Furthermore, the students have learned verbs first and
then copula at school A. The students at the rest of schools have learned
copula first and then verbs. Each school uses different textbooks.

Table 5. Types of Schools

School} No Type Sex Level Textbook Instruction
A 80 Private Boys. High Total Grammar
B 232 | Private Girls High | Sunshine Communicative
C 38 | Private Girls Low One World - Grammar
D 63 Public | Boys and Girls| Low New Crown | Communicative

3.2.3 Matenial

The types of questions I made are based on Ohzeki(1977)’s Direct
Translation Method . As the strategy of writing diary, most students first
write it in Japanese and then translate it into English.

Table.6 shows the question types. There are 12 questions: three
sentence types: A. affirmative sentence, B. negative sentence, and C.
iriterrqgative sentence and 4 grammatical points for each sentence type: a.
present verb, b. past verb, c: present be, and d. past be.

In order to prove that these errors are common to all the séntential
subjects, four pronouns ( 7, You, We, It) and two nouns ( My mother for She
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and Jim for He) are used in the test.

Table 6. Types of the Sentences Tested

Present| Past |Present| Past
Verb Verb Be Be
affirmative 10 4 7
negative 11 8 3
interrogative 2 5 12
Affirmative Negative Intterbgative
Sentences Sentences Sentences
Pre |Past| Pre |Past| Pre |Past| Pre |Past| Pre |Past| Pre | Past
\Y V | Be | Be | V V |Be | Be | V V | Be | Be
I 4 6
You 2 9
He 10 5
She 7 11
It 1 ' 12
We 8 3

1.1t is sunny today.
2.Do you play tennis?

3.We were not

happy.

41 enjoyed fishing this afternoon.
5.Did Jim watch TV yesterday?

6.1 am not a student.
7.My mother was a teacher.
8.We didn't enjoy the movie.
9.Are you happy?
10.Jim watches TV every day.
11.My mother doesn't play tennis.
12.Was it sunny yesterday?

The verbs and adjectives which appear most frequently in their diaries
are selected and used in the test. The reason for this is that by the time of
this experimental test, the learners have already been familiar with those
words. Table 7 shows the adjectives frequently used in the diaries. The
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raw numbers shows the appearance in the diaries and the rank is in the
blank.
Table 7. Frequency of adjectives used in the diaries and School Textbook

Summer Diary Winter Diary School Textbook
sunny 169(1) 225(1) 0
cloudy 98(2) 64(5) 2
rainy 59(3) 0 2
fine 53(4) 68(4) 11(2)
good 36(5) 38(8) 21(1)
hot 33(6) 5 0
tired 29(7) 35(9) 0
hard 18(8) 41(6) 4(7)
beautiful 14(9) 7 3(10)
delicious 12(10) 39(7) 0
nice 12(11) 4 9(4)
interesting 10(12) 16 5(7)
long 10(12) | 8 4(9)
difficult 7(13) 11 1
happy 7(13) 157(2) 9(4)
new 3 100(3) 11(2)
cold 0 25(10) 1
different 0 0 4(9)
popular 0 0 4(9)
(rank )
3.2.4. Result

Figure 1-1~1-12 shows that these errors often occur among most
Japanese junior high school students, but School A is an exception.

A lot of errors observed in the diary also occurred in Test 1: Those were
errors as markers of number agreement, errors as tense marker, and chunk.

There were fewer mistakes in affirmative sentences, following
interrogative, lastly negative sentences. In the interrogative and négative
sentences, we might argue be is recognized as auxiliary. Makino(1974)
investigated that progressive is early acquired by Japanese junior high
school students. By over generalizing the progressive rule, the students
used be instead of using auxiliary do and does.

Figure 1-2 and 1-6 show the students made errors especially in
question 4 and 8 that contain the verb enjoy: As we had expected, there are
not only frequency but also any other factors to cause the errors. We might
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argue here that the students recognize the verb ‘enjoy’as an adjective.

It 1s remarkable in Figure 1-3 that there are no errors in the question 1,
expect that there were some no answers in school D. Expect the answer
“Today is sunny,” most students used constructed form It’s sunny today. It
seems that whole the sentence is recognized as a chunk because it is quite
common in English classroom in Japan to start the lesson with the questions
such as “What day is it today?”and “How is the weather today?” However,
the same type of question 12, interrogative sentence, the least students could
answer to the question. As it is not natural to ask the question 12, they
have not heard the expression before. So we can recognize the importance
of a big influence of imput on the studnets’ performance.

More than our expectations that the form be plus verb stem will occur a
lot for only a verb tem needed, verb stem also occurred when only copula is
needed as seen in Figure 1-4, 1-7 ,1-8 , 1-11 and 1-12 even though they are
not so much as the case of be plus verb stem.

3.3 Test 2
3.3.1 Porpuse

An analysis of the diary suggests that there is interference from
Japanese grammar. Copula ‘be’ plays a role of topic maker and ‘wa’ does
the same role in Japanese. In addition, copula is often translated into
Japanese ‘desu/masu’, which show politeness. Therefore the test intends
to examine that the students made errors whether or not Test 1 include
expressions ‘wa’ and desu/masu’, comparing with Test 2 without those
expressions, which is acceptable in casual conversation in Japanese.

3.3.2 Subjects
Test 2 was administered among the students of school C and D.

3.3.3 Materials

12 test questions were completely the same meaning of Test 1 except
there were no expression wa’ and desu/masu’ in Japanese. Test 2 was
administered one month after Test 1.

3.3.4 Result
Even though the students had taken the same test one month before
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and had been given an explanation for the correct answers, Figure 2-1 and
2-2 suggest that there were still a lot of errors in Test 2. In school C, some
students were able to correct the errors that they had mistaken last time,
more errors occurred in the question 10. In school D, the students lost their
concentration on the same test because it was just before the summer
vacation. The number of the students who did not answer to the question
increased. Consequently the error rate would be unreliable. In any case,
there was no clear evidence for the influence of ‘wa’ and desu/masu’on the
result of this translation test.

4.Conclusion

An analysis of the diaries and the written tests shows that there are
many factors leading to those verbal errors. It is very difficult to correct
these errors because each factor related to others, however, correction
remains an important issue.

As the source of imput, textbooks also plays an important role. The
students have very limited imput, mostly from their textbook.

From my experience as a teacher at junior high school, these errors
occur more often in speaking rather than in writing. Further study is
needed to examine both in speaking and in writing. = It is also need to
investigate the effects of formulaic expression for the performance of the
students.
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A Study of EFL Discourse Using Corpora (4): An Analysis of Written
Data by Japanese High School Students

Kazuharu Owada, Norifumi Ueda, Akiko Miyake, and Kouichi Ano

1. Purpose

The purpose of this preliminary research is (1) to find out about the forms of
unaccusative, unergative and transitive verbs actually used in English compositions by
Japanese high school students and (2) to compare the learner data with the textbook

data.
2. The data and the verb types used
2.1. The learner data

605 essays written by high school students from various levels of high school

were all entered into computer files and analyzed by using WordSmith Tools (Ver.3.0).

Table 1 The analysis of the student essays by WordSmith Tools
Tokens 94,911
Types 3,688
Type/Token Ration 3.89
Standardized Type/Token Ratio  36.12
(n=1,000)

2.2. The textbook data

First-year high school students are usually required to take English 1. For English
I, 52 textbooks for various levels of high school are published by 21 companies in

Japan.

350



The five textbooks (COSMOS, ENGLISH 21, GENIUS,
MILESTONE, and VISTA) were selected among the top eleven in the list ordered by
frequency of copies adopted by high schools (Naigai Kyoiku 1999). The selection was
made by one experienced Japanese high school teacher so that the five textbooks would

include two advanced-level, two intermediate-level, and one lower-level books.

Table 2 The analysis of the five textbooks by WordSmith Tools
Tokens 29,257
Types 2,176
Type/Token Ration 7.26
Standardized Type/Token Ratio  40.33
(n=1,000)

2.3. Verb types used in this study

Verbs used in this study were tentatively categorized into five classes based on
previous studies on verb acquisition by Japanese learners of English (e.g., Shomura
1996, Hirakawa 1997, Tomita 1998).

A: Alternating unaccusatives (13 verbs)
boil bounce break burn close dry fly grow hang move open roll sink

B: Non-alternating unaccusatives (14 verbs)
appear arise arrive come die disappear emerge erupt exist fall go happen live
stay |

C: Unergatives (11 verbs)

cry dance jump laugh play sing sleep smile speak swim work

D: Unergatives which have transitive uses (3 verbs):
play sing speak
E: Transitive verbs that allows direct omissibility (6 verbs)

drink eat lose paint read win
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3. Results and Discussion

3.1. A: Alternating unaccusatives

Table 3 shows that 9 out of the 13 verbs, i.e., break, burn, close, dry, fly, grow,
move, open, sink, occurred in both texts. Of those, transitive forms were more frequent
than intransitive forms for break, burn, close, and open in both texts, whereas the
reverse was true for grow. We can say that there is a relatively strong agreement

between both texts in this class of verbs. In 3.6. we will look at the breakdown of move.

Table 3 The results of alternating unaccusatives
Learner ' : Textbook
Transitive | Intransitive | Unclear Transitive | Intransitive

boil 0 0 0 1 0
bounce -0 0 0 0 1
break 12 4 1 6(2) 3
burn 2 1 1 5(3) 2
close 2 1 1 5(D) 2
dry 1 1 1 0 3 (2) 0
fly 1(1) 13 1 2 2
grow 4(2) 63 12 4(1) 10
hang 2 0 o 0 0
move 15 (9) 17 0 11| 1
open 17 4 10 1
roll 0 0 0] i 3
sink 1 0 1
Total 56(12) 105 21 14 .36

3.2. B: Non-alternating unaccusatives
The top two of the most frequently used verbs come and go in the learner data

corresponded to those in the textbook data although the ranking was not in the same

order. We will look at the breakdown of come and go in 3.7. and 3.8., respectively.
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Table 4 The results of non-alternating unaccusatives

Learner Textbook
Transitive Intransitive Unclear J Intransitive
appear 0 21 2 8
arise 0 2 0 0
arrive 0 13 3 11
come 0 186 1 89
die 5(1) 29 0 20
disappear 0 3 0 0
emerge 0 0 0 0
erupt 0 0 0
exist 1 8 1 0
fall 0 26 1 15
20 0 595 30 75
happen 0 451 0 21
live 0 143 0 44
stay 0 38 2 14
Total 6(D) 1110 40 297

Our learners made errors in die and exist by transitivizing both verbs as follows
(e.g., Zobl 1989):

A pigeon is died. (wrong passive)

Elvis Presley who was the king of rock music was died twenty years ago. (wrong
‘passive)

Megu was died for throwing by a post. (wrong passive)

Many soldiers were died. (wrong passive)

So I hope to spread right knowledge and die discrimination. (wrong transitive)
In the past it was existed. (wrong passive)

Contrary to our expectations, we did not find any examples of fall and happen

being used ungrammatically as passives. We will talk about this point by focusing on
fallin 3.9.
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3.3. C: Unergatives

Table 5 reveals that the top three of the most frequently used verbs cry, sleep,

and work in the learner data corresponded to those in the textbook data.

Table 5 The results of unergatives

Learner Textbook

—Transitive Intransitive | Unclear Intransitive
cry 0 22 0 12
dance 1 2 1 2
jump 0 8 0 3
laugh 0 16 0 0
sleep 0 20 0 17
smile 0 15 0 8
swim 1 13 3 5]
work 2 76 0 28
Total ; 4 172 4 75

3.4. D: Unergatives which have transitive uses

Table 6 indicates that the use of the intransitive form of speak is more frequent
than that of the transitive in both texts. However, there is a disagreement on the use of

play between them in the choice of transitivity. We will discuss this in 3.10.

Table 6 The results of unergatives that have transitive uses
Learner Textbook
Transitive | Intransitive | Unclear Transitive | Intransitive
play. 101 67 13 “14 17
sing 7 7 0 6 (1) 5
speak 15 29 0 9 11
Total 123 103 13 29(1) 33
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3.5. E: Transitive verbs that allow direct object omissibility

Table 7 shows that there is a strong agreement between both texts in the choice
of transitivity. All of these verbs except drink (which does not appear in the textbook

data) were used transitively more often than intransitively in both texts.

Table 7 The results of transitive verbs that allow direct object omissibility
Learner Textbook
Transitive | Intransitive | Unclear Transitive | Intransitive

drink 19 2 1 0 0
eat 55(3) 6 4 12 (1) 4
lose 24 (1) 6 1 10 (3) 1
paint 8(1) 1 0 13 7
read 13 (1) 5 1 26 7
win 16 4 0 7 5
Total 135(6) 24 7 68(4) 24
3.6. Move

The most frequently used meaning of move in both texts was 'to change place’,
as in Table 8. However, there were more intransitive uses than transitive uses in the

learner data, while the reverse was true in the textbook data.
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Table 8 The breakdown of move

Learner

Transitive | Intransitive | Total | Percentage
move (change place) 7(4) 6 13 59.1
move (new house) 0 5 5 22.7
move (strong feelinﬁgs) 4 (3) 0 4 18.2
Total 11(7) 11 22 100.0
Textbook

Transitive | Intransitive | Total | Percentage
move (change place) 4 11 15 46.9
move (strong feelings) 11(9) 0 11 344
move (new house) 0 6 6 18.8
Total 15 17 32 100.0
3.7. Come

When we look at the breakdown of the actual uses of come in both texts as in

Table 9, we can see that the top three patterns are the same.
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Table 9 The breakdown of come

Learner ~ Textbook

Total| Percentage Total Percentagc_:
come 90 48.4 come 40 449
come back 24 12.9 come from NP 20 22.5
come from NP 15 8.1 come back 9 10.1
come home 13 7.0 come out 4 4.5
come true 12 6.5 comeoutof NP | 3 34
come back home 7 3.8 come up 3 34
come on 5 2.7 come home 2 2.2
cometoV 4 2.2 OTHERS 8 9.0
come out 3 1.6
come Ving 3 1.6 Total 89 100.0
come up 3 1.6
come up to 2 1.1
OTHERS 5 2.7
Total 186 100.0
3.8. Go

When we look at the breakdown of the actual uses of go in both the texts as in

Table 10, we can see that the top three patterns are the same.
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Table 10 The breakdown of go
Learner Textbook

1 Total| Percentage Total| Percentage
20 451 75.8 g0 44 58.7
g0 home 20 34 20 on 5 6.7
20 0N 18 3.0 “lgo home 3 4.0
20 out 18 3.0 g0 back 3 4.0
g0 Ving 18 3.0 00 to sleep 3 4.0
g0 abroad 13 2.2 be gone 2 2.7
20 back home 7 1.2 20 away 2 2.7
20 back 6 1.0 20 to bed 2 2.7
g0 down 5 0.8 g0 out 2 2.7
go back to 5 0.8 OTHERS 9 12.0
go through 5 0.8
go around 4 0.7 Total 75 100.2
20 away 3 0.5
20 by 3 0.5
be gone 2 0.3
g0 to sleep 2 0.3
go along with 2 0.3
20 to bed 2 0.3
oo for it 2 0.3
20 Up 2 0.3
20 off 2 0.3
OTHERS 5 0.8
Total 595 100
3.9. Fall

From the breakdown of fall in the learner data in Table 11, we can say that high
school learners have fixed expressions, or favorite easy-to-use chunks such as fall down
and fall in love. Thanks to this fixedness, many high school students may have avoided
a pitfall of using the unaccusative fall transitively (or passively). That is, memorization
of fixed phrases including error-prone unaccusative verbs may have guided the learners

toward avoiding using ungrammatical forms of these verbs.

358



Table 11 The breakdown of fall

Learner ‘ ~ Textbook

Total| Percentage Total| Percentage
fall 8 308 fall 8 72.7
fall down 7 26.9 fall in love 1 9.1
fall in love 5 19.2 fall asleep 1 9.1
Others 6 23.1 fall silent 1 9.1
Total 26 100.0 Total 11 100.0
3.10. Play

Table 12 presents the breakdown of play. Two points need to be made here. First,
the most frequently used meaning ‘to participate in the game’ in the textbook data did
not appear in the learner data. Second, the learners used the prototypical meanings of
play frequently. According to Ueda (1998), Japanese university students learning
English have in their mind the meanings, i.e., ‘to amuse oneself”, ‘to do sport’ (play
[sports] in our terms), and ‘to produce sound by musical instrument’ (play [musical
instrument] in our terms) as prototypical meanings. Our learner data also showed that
the high school learners used the verb play with its prototypical meanings most of the
time because these three prototypical meanings amounted to 75% (126 /168) of the total

uses of play.
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Table 12 The breakdown of play
Learner
Transitive| Intransitive] Total| Percentage
play (to amuze oneself) 0 67 67 39.9
play [sports] 46 0 46 27.4
play [game] 17 0 17 10.1
play firework 13 0 13 7.7
play [musical instrument] 11 0 11 6.5
play surfing 5 0 5 3.0
‘| play ski 3 0 3 1.8
play pool (swimming pool) 2 0 2 1.2
play a role 2 0 2 1.2
OTHERS 2 0 2 1.2
Total 101 67] 168 100.0
Textbook
Transitive| Intransitive] Total| Percentage
lay (to participate in the game) 0 12 12 38.7
play [sports] 7 0 7 22.6
play (to amuze oneself) 0 5 5 16.1
play [a game] 2 0 2 6.5
play catch 2 0 2 6.5
play [musical instrument] 1 0 1 3.2
play a record 1 0 1 3.2
play a role 1 0 1 32
Total 14 17 31 100.0

4. Conclusion

Three findings can be drawn from this study.

First, we found a general agreement on most of the intransitive verbs between
thelearner data and the textbook data. This result suggests a possible effect of textbook
materials upon the learners. We will follow up on this issue by looking more closely at
the relationship between the materials actually used and the learner output.

Second, the learners may have a tendency to use verbs with their prototypical

meanings, as we saw in the case of play.
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And thirdly, we suggested that memorization of fixed phrases, i.e., chunks which
contain error-prone unaccusative verbs such as fall might have guided the learners

toward avoiding using ungrammatical forms of these verbs.
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A Study of Textbook Analysis (5): The Frequency of Verb Patterns in High
School Textbooks

Kazuharu Owada, Jae-Keun Lee, Norifumi Ueda, Masanori Oya , Naoki Miyasaka,
Tae Yamazaki, and Hiroyuki Takei

1. Purpose

No one questions that textbook materials form a major portion of language input for
high school students in Japan. Therefore, we need to look into what kinds of syntactic
expressions the learners receive as input because these expressions form part of the students'

syntactic knowledge.
2. The Analysis
2.1. Materials

The Course of Study by the Ministry of Education offers the following seven subjects
for English classes at high school level: English I, English II, Aural/Oral Communication A,
Aural/Oral Communication B, Aural/Oral Communication C, Reading, and Writing.

Among them, Aural/Oral Communication A is the subject which focuses on ‘spoken
English in everyday situations’ (The Course of Study for Upper Secondary School Foreign
Languages).

Therefore, it can be expected that high school students have a lot of exposure to the
English expressions used in the textbooks for this subject by listening to the model dialogues in
the tapes or spoken by instructors.

The eight textbooks (Birdland, Crown, Echo, Expressways, Hello there!, Interact,
Progressive, and Select) for this subject were selected among the top ten in the list of books
ordered by frequency of the number of copies adopted by high schools (Naigai kyoiku [Inside
and Outside of Education] 1999).

These textbooks were all entered into computer files and analyzed by using WordSmith
Tools (Ver.3.0) as follows:
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Table 1 The analysis of the eight textbooks by WordSmith Tools

Tokens 12,986
Types - 995
Type/Token Ration 7.66
Standardized Type/Token Ratio 36.72
(n=1,000)

2.2. Verbs Used in This Study

We focused on the following intransitive verbs (some of which have transitive
counterparts) for this study. We wanted to find out about what kind of input high school students
receive in terms of intransitive verbs in comparison with transitive verbs that are said to represent

canonical sentence schemas (Agent-verb-Patient).

A: Alternating unaccusatives (13 verbs were selected for this class)

boil bounce break burn close dry fly grow hang move open roll sink
B: Non-alternating unaccusatives (14 verbs were selected for this class)

appear arise arrive come die disappear emerge erupt exist fall go happen live stay
C: Unergatives (7 verbs were selected for this class)

cry dance jump laugh sleep smile work

D: Unergatives that have transitive uses (3 verbs were selected for this class)
play sing speak
E: Transitive verbs which allows direct omissibility (6 verbs were selected for this class)

drink eat lose paint read win

2.3. Method

Both the finite verbs and the verbs that come after central modals, marginal modals,
modal idioms and semi-auxiliaries (Quirk ef a/. 1985) in the textbooks are analyzed according to
the syntactic frames that are based on X-bar syntax with some adaptations (Naigles and Hoff-
Ginsberg 1995).
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3. Results

Table 2 presents the results of the analysis.

Table 2

The results of the analysis

A

B

C

Verb final

break

close

come

fall

O

smile | work

sing

speak

eat

lose

read

#

2

10

1

Total
24

#(wh-NP)

# ()

#(LOC)

# (AdiP)

# (passive)

# [conil S

PLOC

PNP

P

P Adv

P[Conjl S

PPP

P (Wh-NP)

P+ NP [Coni] S

(28 304

PP {Conj] S

1Y Y W 1) 1N N

NP

NP PP

NP LOC

NP P

NP Adv

NP NP

NP (Wh-NP)

NP P Adv

NPLOCS

NP P [Conj] 8

NP PP [Conj] S

NPPLOC

NP (SVD)

NP [Conj] S

NP P (Wh-NP)

NP Adijphrase

NP Adj[Coni] S

Adv

17

18

Adj phrase

LOC PP

LOC Adv

LOC (Conj) S

LoC

Sound

Adjunct

Adjunct P

Adjunct Adv

Adjunct PP

Adjunct (Wh-NP)

=t f [ o § o}

ol bad Lo and fae )

Adjunct NP

S (Wh-NP)

S

Total

2

2

8

1

148

1

205

(adapted from Naigles and Hoff-Ginsberg 1995)
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Among the 13 alternating unaccusatives, only two verbs break (twice) and close (once)
were found. These were all used transitively, leaving learners no opportunity to get enough input
that these verbs alternate between transitives and intransitives. This lack of input might mislead
some advanced Japanese learners of English into believing that the verbs break and close have no
intransitive counterparts.

Among the 14 non-alternating unaccusatives, only three verbs, i.e., come, fall, and go,
appeared. Among them, the motion verb go occurred much more frequently than the motion verb
come. Although the frequency of these two verbs was different, we can see that go appeared in
various syntactic forms than come. We need to examine whether this disparity of syntactic input
has an effect upon these motion verbs learner produce.

Japanese English learners at the elementary level are said to have problems with the
verb come because of L1 interference. We can say that this may be attributable to the ‘poverty of
input’ found in this study as well as the meaning difference between come and kuru in J apanese.

Among the three unergatives that have transitive uses, two verbs smile and work were
found. For wortk, it is interesting to note that the form with the verb final occurred once, while P
Adv (once) and PP forms (five times) appeared more often. We will follow up on this point at a
later date to find out about the relationship between the input and the learners' production data.

Among the six transitive verbs that allow direct omissibility, five verbs drink, eat, lose,
read, and win, were found in the corpus. While drink and win were used intransitively, eat, lose,

and read were found both transitively and intransitively.

4. Conclusion

Although one can argue that the data in this studyis limited in scope because of the
small size of corpus (12, 986 tokens) and that the selection of verbs is rather arbitrary, we can
state tentatively that the syntactic input provided by the textbooks for Aural/Oral Communication
A is not quite satisfactory for the acquisition of some intransitive verbs, especially for alternating

unaccusatives.
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A Study of EFL Discourse using Corpora (6):

An Analysis of Discourse Completion Tasks

Nakano, M.,; Miyasaka, N; Yamazaki, T.; Saito, T.

1. Purpose ,

Our purpose is to analyze the discourse completion data with reference to four
speech functions (thanking, apology, request, and offering) in order to find out the
strategies or some fixed forms Japanese learners seem to prefer.

First, we compare Japanese learners’ lexical resources with those obtained by the
native speakers of English stored in London-Lund Corpus of Spoken English. This
analysis is carried out by partly using the data in Aijmer (1996), which reports that
native speakers of English have various utterance forms to achieve the speech functions
mentioned above.

Secondly, we compare Japanese learners’ lexical resources with those found in 12
English textbooks used in junior and senior high schools in Japan. Through this
comparison, we will observe similarity or difference of expressions used among discourse
completion task (hereafter, DCT) data, junior high school textbooks and high school
textbooks.

2. Method
2.1 Subjects

The subjects for this study are 378 Japanese university students who attend four
different universities. They are in the first year or the second year.

2.2 Material

The DCT consists of 62 questions. They are extracted from three randomly
selected junior high school textbooks. We draw expressions of thanking, apologies,
requests and offers by using Concord involved in WordSmith Tools (Ver.3.00), and then
select discourses that are thought to be suited for DCT.

2.3 Procedure
The subjects are asked to fill out a short background questionnaire and then to
answer DCT (see Appendix 4). All the answers are stored in a computer and are
processed by Concord of WordSmith Tools. Each speech function is analyzed separately.
Our analysis is carried out based on thanking strategies, apologizing strategies
and requestive strategies presented in Aijmer (1996). We will present those strategies
in results and discussion section in detail.

3. Results and Discussion
3.1 Thanking

We pick up the answers that are appropriate to the context, and then classify
them into eight categories according to Aijmer (1996:37). These categories appear in
Appendix 1. Besides, the items which are not appropriate to the context are also
considered afterward.
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Table 1 Types of thanking strategies in DCT

Strategies ~ Raw Percentage
A 5418 87.1
B 1 0.0
C 28 0.5
D 455 7.3
E 0 0.0
F 2 0.0
G 303 4.9
H 13 0.2
Total 6220 100

Table 1 shows that the frequency of each thanking strategy. This indicates that
the thanking strategies used by Japanese learners of English are limited. They use
strategy A for the most cases (87.1%), and sometimes use strategy D and G (7.3 % and
4.9% respectively).

We listed the distribution of the items belonging to strategy A in Table 2. This
indicates that almost all gratitude expressions used by Japanese learners consist of
‘thank you,” ‘thank you very much’ and ‘thanks’ (99.8% combined), while NS use various
types of expressions.

Table 2 Relative frequency of (direct) apology expressions in theLL.C and DCT

Realization LLC % JPN %
(A)THANK YOU thank you 134 | 45.1 | 4605 | 85.0
thank you very much 73 24.6 401 7.4
thank you very much indeed 17 5.7 0 0.0
thank you so much 2 0.7 10 0.2
Subtotal 1 226 76.1 5016 |- 92.6
(B)THANKS thanks 33 11.1 390 7.2
thanks very much 28 9.4 1 0.0
thanks very much indeed 5 1.7 0 0.0
thanks awfully 2 0.7 0 | 00
thanks a lot 2 0.7 11 0.2
many thanks 1 0.3 0 0.0
Subtotal \ 71 | 239 | 402 7.4
Total 297 | 100.0 | 5418 | 100.0

Among the answers that are not appropriate to the context, there are three
features. First, Japanese learners often use ‘you are welcome’ instead of ‘thank you.’
Secondly, Japanese learners tend to just respond to the offer (e.g. Yes, OK and All right
etc.) instead of expressing gratitude. Thirdly, Japanese learners are likely to express
how they feel to the act offered by someone in order to express gratitude (e.g. I'm happy to
‘hear that and I'm glad etc.).
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3.2 Apology _

The selected answers that are appropriate to the situation are classified into
thirteen categories according to Aijmer (1996:83). The types of apologizing strategies
appear in Appendix 2.

Table 3 Types of apologizing strategies in DCT

Strategies Raw Percentage |
A 0 0.0
B 0 0.0
C 0 0.0
D 681 42.9
E 862 54.2
F 0 0.0
G 7 0.4
H 0 0.0
I 1 0.1
J 39 2.5
K 0 0.0
L 0 0.0
M 0 0.0
Total 1589 100

Table 4 Relative frequencies of (direct) apology expressions in the LLC and DCT

Realization LIC| % |JPN| %
Sorry 107 | 49.8 | 329 | 21.3
very sorry 4 0.3
I'm sorry (I am sorry), we're sorry 57 | 26.5 | 343 | 22.2
A) (T AM) WERE) SORRY  I'm terribly sorry 4 1.9 1 0.1
: I'm very sorry 4 1.9 1 0.1
I'm awfully sorry 1 0.5 0 0.0
I'm so sorry , 7 3.3 3 0.2
Subtotal 180 | 83.7 ] 681 | 44.1
1 beg your pardon 8 3.7 0 0.0
(B) (dBEGYOUR) PARDON  beg your pardon 1 0.5 0 0.0
Pardon 8 3.7 0 0.0
Subtotal 17 7.9 0 0.0
(C) EXCUSE (ME) excuse me 10 4.7 | 862 | 559
Subtotal 10 4.7 | 862 | 55.9
I apologize 2 0.9 0 0.0
I owe (you) an apology 2 0.9 0 0.0
(D) APOLOGIZE (APOLOGIES) give one's apologies : 2 0.9 0 0.0
present one's apologies 1 0.5 0 0.0
pass on one's apologies 1 0.5 0 0.0
Subtotal 8 3.7 0 0.0
Total 215 [100.0] 1543 [100.0
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(our data)

Table 3 shows the frequency of each apologizing strategy. It tells us that the
percentage of occurrences is significantly higher in strategy D, expressing regret, and
strategy E, demanding forgiveness (42.9% and 54.2% respectively). We could say that
Japanese learners use quite limited variation of apologizing expressions. Table 3 clearly
shows this tendency.

Table 4 tells us that Japanese learners seldom use intensifiers (e.g. terribly, very,
awfully and so). It is possible that they recognized T'm sorry’ as a chunk, and hesitate to
put intensifiers between ‘am’ and ‘sorry’. There is room for further investigation.

When we look through the answers that are not appropriate to the situation, we
can find the following two salient features.

1. It seems that two apologizing expressions, ‘Tm sorry’ and ‘excuse me’ are easy
to be confused. We can find many learners who use the apologizing expression ‘I'm sorry’
even in the situation in which ‘excuse me’ seems to be proper (e.g. opening of
conversation). The confusion might be caused by the negative transfer from Japanese.
In Japanese, we use a phrase, sumimasen, for both the opening of conversation and
apologizing. The learner, therefore, might use this expression in both cases.

In addition, when we consider the fact that few learners use ‘excuse me’ in the
situation in which T'm sorry’ seems appropriate, it is likely that the Japanese apologizing
expression sumimasen closely links to the English expression, T'm sorry, for the
Japanese learners.

2. Some learners suddenly explain their own things or situations (e.g. I'm Jost
in Q.28) without using any apologizing expression. This tendency was also found in the
analysis of the occurrence of thanking (‘expressing their feelings’).

3.3 Requests

- The answers appropriate to the context are classified into eighteen categories
according to the criteria appearing in Aijmer (1996:132-133). These criteria are shown
in Appendix 3.

Table 5 Types of requestive strategies in the LLC and DCT

LLC , ~ JPN
RAW Percentage Raw Percentage |
A 132 29.3 340 35.7
B 9 2.0 2 0.2
C 37 8.2 309 32.4
D 80 17.7 2 0.2
E 5 1.1 90 9.4
F 17 3.8 1 0.1
G 3 0.7 1 0.1
H 9 2.0 0 0.0
e 18 4.0 0 0.0
J 6 1.3 0 0.0
o K 80 17.7 208 21.8
L 12 2.7 0 0.0
M 15 3.3 0 0.0
N 5 1.1 0 0.0
0 5 1.1 0 0.0
P 14 3.1 0 0.0
Q 4 0.9 0 0.0
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Total 451

100.0 | 953

100.0
(our data)

Table 5 lists the frequency of each requestive strategy used by native speakers
and Japanese learners. As a whole, Japanese learners use the limited types of strategies
(Strategy A, C, E and K, 99.4% combined).

Japanese learners seldom use strategy D, while native speakers use it frequently.
This may be explained by considering Aijmer’s (1996:141) subclassification of request
markers. Request markers are classified into three types: assertive (e.g. / want you to...,
I want... etc.), unmarked(e.g. can you..., will you... etc.) and tentative (e.g. you haven’t
go..., 1s 1t possible for you to... etc.). Japanese learners prefer unmarked ways of
requesting, whereas native speakers seem to use assertive and unmarked types equally.

Among the answers that are not classified into eighteen categories, there is a
remarkable feature. Japanese learners use the combination of imperatives and ‘pleasé
frequently. This can be attributable to L1 transfer. In Japanese, we can increase the
degree of politeness by adding lexical devices such as dohka...shite-kudasai to
imperatives. The Japanese word dohka can be interpreted as ‘please.” Thus, Japanese
learners tend to use the combination of imperatives and ‘please’ for requesting politely.

3.4 Offers

Criteria for classifying offering strategies are not found in Aijmer(1996). We
will, then, pick up ten frequently used expressions in DCT, which are shown in Table 6.

Table 6 Relative frequency of (direct) offering expressions in DCT

Raw Percentage

let's 474 45.9

Shall we 175 17.0

May I 160 15.5
Shall I 102 9.9
Can I 57 5.5
Would you like 30 2.9
Do you want 19 1.8
Imperative 7 0.7
How about 6 0.6
Do you want me to 2 0.2

Total 1032 100.0

We can find that the offering expression ‘let’'s’ is used most frequently.

tendency can be a reflection of the fact that the DCT includes four questions in which
‘let's’ is most appropriate. However, even after taking this into account, we can say that
they tend to overuse the expression ‘let’s’ for the following two reasons. First, compared
to other questions that require other offering expressions, the percentage of answering
‘let’s’ in the questions for which ‘let's’ is obligatory is relatively higher (284 out of 378

respondents answer ‘let's’ in Q.34).  Secondly, learners use ‘let's’ even for the test items
with question marks.
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4 Comparison of the DCT data with textbooks
4.1 Thanking ‘

Table 7 shows the percentages of thanking strategies in the textbooks and DCT.
According to Table 7, the percentage of using ‘thanks’ in DCT data is lower (7.4%) than
that in the textbooks (24.1% in the junior high school textbooks and 31.4% in high school
textbooks).

Table 7 Comparison of thanking strategies (%)

HS textbooks |JHS textbooks DCT
THANKS 31.4 24.1 7.4
THANKYOU 68.6 76.0 92.6
TOTAL 100 100 100

4.2 Apology

Table 8 shows the percentages of apologizing strategies in the textbooks and DCT.
Expression using the word ‘apologize’ is not found in all three data above. While
textbooks include expressions with the word ‘pardon’, DCT data have no such expression.
This means Japanese learners fail to acquire that expression.

Table 8 Comparison of apologizing strategies (%)

JHS textbooks | HS textbooks DCT

SORRY 59.7 447 44,1
PARDON 5.2 18.4 0

EXCUSE. -35.1 36.8 . 55.9
APOLOGIZE 0 0 0

TOTAL 100 100 100

4.3 Request

Table 9 shows the percentages of requestibe strategies in the textbooks and DCT.
The high frequency strategies used in DCT data are also found in textbooks. Apart from
the strategies suggested by Ajjmer(1996), the word ‘please’ are used frequently in DCT
data. This can be the reflection of the expressions in textbooks.

Table 9 Comparison of requestive strategies (%)

JHS textbooks | HS textbooks DCT
A 14.1 14.8 23.5
B 0 0 0.1
C 13.5 13 214
D 0.5 0 0.1
E 5.9 3.7 6.2
F 8.6 0 0.1
G 0. 0 0.1
H 0 3.7 0
K 0.5 16.7 14.4
please 56.8 48.1 34.1
Total 99.9 100 100
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4.4 Offers
Tables 10, 11 and 12 show the offering expressions which are used frequently,
We can find that the offering expression ‘let’s’ is most frequently used in the textbooks as
well as in DCT data. Besides, other commonly used expressions in DCT data are also
found in the textbooks.
Table 10 High frequency order of offering expressions
(Gunior high school textbooks)

Total Percentage |
let's 86 77.5
May I 8 7.2
Can [ 4 3.6

Would you like 4 3.6

Shall I 3 2.7
What shall I 2 1.8
Do you want NP 3 2.7
You can V 1 0.9
Total 111 100

Table 11 High frequency order of offering expressions

(high school textbooks)

Total Percentage
let's 16 40.0
May I 8 200
Canl 3 75
Shall we 2 5.0
Do you need any help? 2 5.0
Would you like 3 715
Do youwant me to V ? 1 2.5
"Do youwant to V ? 1 2.5
How can I help you? 1 25
Want a NP ? 1 25
What shall [ do? 1 25
Won't you have one? 1 2.5
~ Total 40 100

Table 12 High frequency order of offering expressions

(DCT data)

Total Percentage |
let's 474 45.9
Shall we 175 17.0
May I 160 15.5
Shall 1 102 9.9
Canl 57 5.5
Would you like 30 2.9
Do you want 19 1.8
Imperative 7 0.7
How about 6 0.6
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Do you want me to 2 0.2
Total 1032 100.0

5 Conclusion

Through this study, we can say that the Japanese learners use limited variation of
thanking, apologizing, requestive and offering expressions - all four-speech functions
focused on in this study.  This tendency may arise from an influence of the textbooks
widely used in junior and senior high schools. It suggests that it may promote the
students’ use of various expressions to further diversify the types of expressions used in
the textbooks.
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Appendix 1 Strategies of thanking

Thanking strategies
Explicit TImplicit
Emotional Non-emotional Emotional Non-emotional
A B E C D F G H
Code to strategies:
(A) thanking somebody explicitly e.g. thank you, thanks
(B) expressing gratitude e.g. I am grateful ,
(C) expressing appreciation of the addressee e.g. that’s kind of you, it’s nice (of you)
(D) expressing appreciation of the act e.g. that’s lovely, it’s appreciated
(E) acknowledging a debt of gratitude e.g. lowe a debt of gratitude to...
(F) stressing one’s gratitude e.g. I must thank you
(G) expressing emotion e.g. oh (thank you)
(H) commenting on one’s own role by suppressing one’s | e.g. / am an ingrate, I'm so careless
own importance (self-denigration)
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Appendix 2 Strategies of apologies

Apologizing strategies
Explicit Implicit
Emotional Non-emotional Emotional Non-emotional

AN

b B C E F

Code to strategies:

/N TN

G J H I K L M

(A) explicitly apologizing

e.g. I apologize (for)

(B) offering (giving, presenting) one’s
apologies

e.g. I present my apologies

(C) acknowledging a debt of apology

e.g. lowe you an apology

(D) expressing regret

e.g. I'm sorry, I'm afraid

(E) demanding forgiveness

e.g. pardon me, excuse me

(F) explicitly requesting the hearers
forgiveness

e.g. I beg your pardon

(G) giving an explanation of account

e.g. (I'm sorry) it’s so unusual

(H) self-denigration or self-reproach

e.g. how stupid of me, how awful, I ought to
know this

(I) minimizing responsibility

e.g. I didn't mean to ..., I thought this was ...,
I was thinking It was...

(J) expressing emotion

e.g. oh (I'm so sorry)

(K) acknowledging responsibility for the
offending act

e.g. that was my fault (Fraser 1981: 263)

(L) promising forbearance from a similar
offending act

e.g. I promise you that that will never happen
again (Fraser 1981 263)

(M) offering redress

e.g. please let me pay for the damage I've done
(Fraser 1981: 263)
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Appendix 3 Categories of Requests and Offers

A |[ABILITY Asking about the hearer's ability to do something
(e.g) can you...
B |{CONSULTATION |Asking about the possibility of the desired act happening
(e.g.) Is 1t possible..., you haven'’t got..., would you mind..., have you...
C |WILLINGNESS |Asking whether the hearer is willing to do something or has any
objection to doing something
(e.g.) will you..., would you (like)...
D [WANT Expressing a wish that the agent should do something
(e.g.) I would like you to
E [NEED Expressing a need or desire for (non-verbal) goods
(e.g.) I want..., I need..
F |OBLIGATION Stating that the hearer is under the obligation to do the desired action
(e.g.) you must..., you have to...
G |JAPPROPRIACY |[Stating that it is appropriate that the hearer performs the desired action|
(e.g.) you should...
H \WH-QUESTION |Asking an idiomatic wh-question
(e.g) what about..., why not..., how about..., why don't you...
I (HYPOTHESIS Referring to a hypothetical action
(e.g.) if you would..., perhaps you would...
J |APPRECIATION |Expressing that one would appreciate, be pleased, feel gratitude
if a hypothetical desired action were realized (e.g) I would be
grateful if you would..., I would be glad if ..
K (PERMISSION Asking for permission to do something
QUESTION |((e.g.) may I.., let me..
L |POSSIBILITY Asserting that it is posmble for the hearer to do something
(e.g.) you may..., you can..
M|PREFERENCE |Referring to the speaker's opinion that somethmg is preferable
(e.g.) you had better ..., the best thing to do ...
N IPERFORMATIVE |Referring explicitly to the act of requesting
(e.g.) I was going to suggest ...
O |STATE Referring to a state of the world which needs to be changed
(e.g.) There are (some scented rushes)
P INAMING Naming the object requested
(e.g.) (the next slide) please
Q |EXISTENCE Checking the availability of the desired object, etc
(e.g.) is (Mrs Davy) there
R Other
(e.g.) giving a justification for a request

Appendix 4 DCT
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"Hello There Select Expressway Interact Echo Progressive Evergreen
Speak to the World Crown The New Age Dialog Mainstream Birdland
A THIR LI PEOEBFICOEZ DT TIZI W, ‘
Sunshine  New Horizon  Everyday English  New Crown One World
Columbus  Total

[CEAFEATERAEDTFEN] & ZHOKE S EBBUIBREH Y £ A,

At School

Ted: ( 1 ). AreyouMrs. Ito?
Miss Ogawa: No, I'm not. That’s Mrs. Ito.
Ted: Oh, ( 2 ).

Mrs. Ito:Hello.

Ted: Hello.

Mrs. Ito: Are you Ted Baker?

Ted: Yes, I am.,

Mrs. Ito:I'm Mrs. Ito.

Ted: Nice to meet you, Mrs. Ito.

Mrs. Ito: Nice to meet you, too, Ted. Come this way.
Ted: ( 3 )

In the classroom

Mika: Here you are, Ted.
Ted: What's this?

Mika: It’s your school badge.
Ted: Oh ( 4 ).

On the Way Home
Mika: Do you play the guitar, too?
Ted: No, I don’t. ButI play the drums.
I have drums at home. Come over sometime.
Mika: Really? ( 5 ).

Mrs. Baker: Mika, which do you prefer, juice or soda?
Mika: Juice, please.

Mrs. Baker: Here you are.

Mika: {( 6 )

Mrs. Baker: You're welcome. This is for you, Ted.
Ted: « 7).

Ted: This is my room. And these are my drums.
Mika: Hey, great! Play something for me.

Ted: OK.
Mika: Hey, you're really good, Ted.
Ted: ( 8 ).
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Jiro: Hi, everyone. ( 9 )I'm late.
Mika: Oh, that’s all right, Jiro.

<KFEPIZ R T OSVPBS =D THELRBENS L XD = L if>
The door bell rings.
Mika: There’s someone at the door. ( 10 ).

Mika: Where’s Mr. Baker?
Mrs. Baker: He’s getting some drinks for us.
Mika: ( 11 )! T'm really thirsty.

“One evening, the Saitos invite Ms. Wilson to dinner.”
Ms. Wilson; You're a good cook, Mika. It's delicious.
Mika: ( 12 ).

Judy: Did you make this tempura, too?
Mika: No, I didn’'t. Dad made it.

Judy: You cook very well, too, Mr. Saito.
Mr. Saito: ( 13 ).

Judy: Does anyone want some more food or drink?
Jiro; ( 14 ). I'mfull
Ted: So am I.

“One Sunday afternoon, Mika knocks on Judy’s door.”
Mika: ( 15 )come in?

Judy:  Sure, Mika.

Mika: Are you busy?

Judy: No, I was just reading a letter from my mother.
Mika: Any news?

Judy: Yes, my sister had a baby boy.

Mika: Oh, congratulations! TI'll send a card to her.
Judy: Oh, ( 16 ), Mika. I have to send one, too.

A Class with Ms. Wilson

Ms. Wilson: Do you have any questions?

dJiro: Ms. Wilson, (17 ) tell us about sports in Canada?
Ms. Wilson: Sure.

“Mika arrives in London. She’s met by the Bakers at the airport.”

Mika: ( 18 ) for coming to meet me.

Mr. Baker: Our pleasure.

Mrs. Baker: Welcome to London!

Ted: Did you have a nice flight?

Mika: Yes, it was very good.

Ted: . Give me your suitcase. I'll carry it for you.
Mr. Baker: The car's outside. ( 20 ) go?

Ted: Yes, let’s.

<gHic..>
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Mika: ( 21 ) take a picture.
Ted: OK.

<Mika 23R4T Ms. Smith 7= H2HFL T..>

Mika: Welcome to our school. It's very nice to see you again.
Ms. Smith: Nice to see you again, too. ( 22 ) for inviting us.
Mika: dJiro, Toshio, and Keiko are going to show you around.
Ms. Smith: ( 23 ).

A: How do you say sukoshi in English?

B: A little,

A: ( 24 )

B: Sukoshi is “a little.”

A: A little.

B: Good.

A: ( 25 ).

B: You're welcome.

<T7—ARN7—FRIETRHEEL2HEL..>
58 . Hereyouare. That's six hundred and forty yen, please. (- 26 ).

< ZEEBBT>

Officer: Show me your passport, please.
Yuki:  Sure. Here you are.

Officer: What's the purpose of your visit?
Yuki:  Sightseeing.

Officer: How long are you going to stay?
Yuki:  One week. :
Officer: O.K. Enjoy your stay.

Yuki: (27 ).

Yuki:  ( 28 ). ( 29 ) tell me the way to the cable car stop?
Woman: Sure, it’s over there. Just in front of that building.
Yuki: ( 30 ).

<A Phone Call>
Brian’s mother: Hello.

Koji: This is Koji. ( 31 ) speak to Brian, please?
Mother: ( 32 ), but he’s out right now. ( 33 ) take a message?"
Brian: T'm home, ‘
Mother: Oh, here he is now. Brian, Koji is on the phone!
Brian: Hi, Koji,
Koji: Hi, Brian. Listen. I got two tickets for the concert tomorrow.
Can you come?
Brian: I'm free tomorrow. Sure.
Koji: Great! ( 34 ) go together.
( 35 ) meet at my hose at five.
Brian: Fine.
Koji: Good. See you then.
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Brian: 0. K Goodbye.

<At the Store>

A; May I help you?

B: No,( 36 ). I'm justlooking.

<KJEC>

JEB : ( 37 )show you another one?

% Yes, please.

JEE : What size do you wear?

- I wear a size seven.

JEE :  What color are you looking for?

- Do you have this in yellow? May I try it on? How much is that?
JE8 : It's eighty dollars.

% . O.K Tltakeit. Here’s a hundred.

JEE : Here's your change. ( 38 ). Have a nice day.
% - ( 39 ). You, too.

Koji:  Make yourself at home.

Beth:  This is a beautiful home. How long have you lived here?
Koji: We've lived here since I was seven. ( 40 ) a piece of cake?
Beth: Yes, ( 41 ).

<ERTEREZAIZ.> ,
( 42 ). Idon’t know how to buy a ticket. ( 43 ) help me?

<R—=TF 4 —ILFEETH D>

Sue: Say, I'm having a pajama party at my house this Friday.
( 44 ) come?

Pat: Sure.

[ROBEINCEBECEZTIEEW,]
Ms. Oka: That is your seat, Mary.
Mary: A& B2 ET D (45)

Sam: Hi! You have nice eyes. I like you.
Emi: {T&&E2FETh, 46)

Koji: Is that a ship?

Girl: Well, it's a spaceship.

Girl: PRADT2NE &, fEEBNETH, @7

Girl: b —ERIELIEZVWEE, MESVETH, 48)

FRELLOTERELEC L&
Dear Koji,

T L FEE T A (49) It arrived there days ago. I enjoyed it very much... -

Nancy: What do you want with it? A cup of tea or a glaés of water?
Koji:  Tea, please. IZMEEWETH, (50)

381



Koji: #0th, MEFWVETH, (B
Mother: The TV's too loud. Turn it down a littlee. TURN DOWN THE TV,
RIKIMARU ! ‘~

Rikimaru: Mom! AIEMEE - L BWET D, (52) I can't hear the TV.

Dick: When are you leaving for England, Emi?

Emi:  The day after tomorrow.

Dick:  Well, have a nice vacation, and Dick iXZ D%, L E o7z L BOETE, (B3)

Emi: Iwill Will you write back?

Dick: Sure. It's a promise,

Mary: I'm going to make a special card just for Koji.

Mary: =2 T, Mary X Emi e Fo LBWETE. (54

Emi:  Sure. Whatshallldo?

Mary: Well, let’s see... I have several ideas, but maybe this is the best. Will you cut this
red paper into a heart ? The heart is the most important part of all Then cut a
moon and stars out of this yellow paper. I'll draw a picture of a boy and a girl.

Urashima: Excuse me, Mr. Turtle. i BIIRIZMIE T o7z L BWETH, (55)

Turtle: Why are you in such a hurry ?

Reporter: Please be on our TV show. It’s tomorrow at three.

Urashima: BEIMTEE R ERNETH, (56)

Reporter: Don’t be shy. You'll like our show. Come on.

Uerashima; 1. BBIIMEE-EBONETH, BT

The stationmaster sounded worried. When Kiki got to the station, the stationmaster said,
“Some famous musicians just arrived. They're going to give a concert in the park. But we
forgot to take their instruments off the train! Their concert begins at three o’clock this
afternoon!

s—-»-wc\‘
N N N

ERE IR FIC(ME o7 L BUVET A, (58) Can you catch up with the train and bring

their instruments back?
“Pm not sure. But BAFFAR 5, {MEHiT T, (59" answered Kiki.

Becky:
Koji:
Becky:
Koji:
Emi:
Becky:
Becky:

Teacher:

Student:
Teacher:

Student:

What a strange garden! No trees, no grass! But it looks cool.
Shh! Don’t talk so loud.

Ry F—iIi L ot L BVETH, (60)

The rocks in the garden stand for islands.

The white sand is the sea. Don’t you see the waves in the sea.
Wow! Wonderful!

Ry F— 3l L Eol LEWETS, (6D

After you speech, someone may say something that hurts you. Just smile
and say, “Thank you for your advice.”

When I finished, they all rose and gave me a big hand.

Good! I'm glad that your speech went well. Now, aren't you looking
forward to your next chance to speak?

Well...anyway, = Z T & E o7 & B ETD, (62)
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Appendix 5 Speech functions and target answers

Item No. Speech function target answers
1 apology  hi excuseme
2 thanking apology thank you
3 thanking thank you
4 thanking thank you
5 thanking thank you very much
6 thanking thank you
7 thanking thanks
8 thanking thanks
9 apology sorry
10 aplolgy excuse me
11 thanking oh, good !
12 thanking thanks
13 thanking thank you
14 refusal no, thanks
15 request may |
16 thanking that's sweet of you
17 request can you
18 thanking thanks
19 thanking thanks
20 request offer shall we
21 request offer let's
22 thanking thank you very much
23 thanking thank vou
24 aplolgy pardon
25 thanking thank you
26 thanking thank you
27 thanking thank you
28 aplolgy excuse me
29 request would you
30 thanking thank you
31 request may [
32 aplolgy sorry
33 offer can
34 request offer let's
35 request offer let's
36 thanking thanks
37 offer shall |
38 thanking thank you very much
39 thanking thanks
40 offer would you like
41 thanking thank you
42 apology excuse me
43 request could you
44 offer why don't you
45 thanking thank you
46 thanking thank you
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47
48
49
50
51
52
53
54
55
56
57
58
59
60
61
62

request
request
thanking
thanking

request

greeting

offer

request

refusal

refusal  apology
request

offer

apology

apology

thanking request

let's go

let's get into the spaceship
thank you for your letter
thank you

this is good

your voice-is too loud !
write to me sometime

will you help me, Emi ?
can't you go faster ?

no, L..

[ can't stand this bad smell
please, please help us

I'll do my best

oh, I'm sorry.!

..sorry

thank you for your advice
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A Study of EFL Discourse Using Corpora (7):

An Analysis of E-mail Discourse and Variation of Expressions

Nakano, M., Yamazaki, T., Miyasaka, N. and Saito, T.

1. Purpose
Our purpose of this study is to inquire into features of English written by Japanese

learners. We analyze written discourse data collected via e-mail exchanges between

Japanese and American university students in the following three points of view:

1) We compute sentence lehgth. The mean number of words per sentences is
compared with the respective mean scores among French, Dutch learners of English
as well as British native speakers and American native speakers, which are found in
Meunier (1998).

2) We list overall vocabulary patterns and high frequency verbs, and compare them
with those among native speakers and western European learners of English. This
analysis is based on Ringbom (1998).

3) We list all the occurrences of the combination of adjectives and intensifires, and

compare them with those among native speakers and German learners of English

(cf. Lorenz, 1998).

2. Method
2.1 Subjects
‘The data were collected from Japanese university students. All the subjects were

in their third year and majoring in English philology or literature:

2.2 Procedures
The written discourse data were collected via e-mail exchanges between Japanese
and American university students. They exchanged what they thought of an essay

entitled “cross-cultural communication,” which they read beforehand individually.
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The exchanges, which consist of 106,987 words, were processed by using WordLists

and Concord involved in WordSmith tools.

3. Results and Discussions
3.1 The comparison of mean sentence length between NS and NNS
Table 1 shows the mean sentence length (MSL) of the corpora collected by

American and British native speakers, and French and Dutch EFL learners.

Table 1 Sentence length analysis

MSL (words/sentence)

E2F1 intermediate -17.25

E2F1 advanced 19.08

E2D1 advanced 17.59

E1 American 18.26

E1 British 22.36

Japanese 15.08 (Our data)
Abbreviations:

E2F1 intermediate: first year university students, EFL learners, L1 French.

E2F1 advanced: third and fourth year university students, EFL learners, L1 French.
E2D1 advanced: third and fourth year university students, EFL learners, 1.1 Dutch.
E1 American: university students, L1 American English.

E1 British: university students, L1 British English.

Japanese: university stadents, EFL learners, 1.1 Japanese.

The mean sentence length (MSL) of Japanese learners of English is the shortest
among five kinds of subjects. When we regard MSL as indicating the level of English
proficiency, the Japanese learners of English are the lowest of all. However, American
university students yield MSL of 18.26 while British university students yield that of
22.36. Thus, MSL is not necessarily an indicator of English proficiency.

3.2 The comparison of vocabulary frequencies between NS and NNS
We compare the e-mail discourse data with 7 western European learner corpora
from International Corpus of Learner English (ICLE) database and the LOCNESS

native speaker (British and American) corpus of argumentative essays. The results
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concerning to ICLE and LOCNESS corpora are quoted from Ringbom (1998).

Table 2 The 100 most frequent words out of total vocabulary (%)

NS FRE  SPA FIN FINSW SWE DUTCH GERM  JPN
1(the) 6.6 59 61 56 52 50 6.1 5.1 3.8
1~10 256 257 263 251 249 2438 249 238 25.3
1~30 372 39.2 397 379 389 38.2 37.6 36.8 39.8
1~50 428 462 467 446 460 449 444 436 472
1~70 4638 52.4 517 494 508 496 48.6 483 52.2
1~100 513 57.3 56.2 54.2 56.0 54.6 53.0 52.9 57.5

(Our data)

For Japanese, the most frequently used word is 7 (5.3%) instead of the (3.8%).

Table 2 shows the percentage of the most frequent words of the total vocabulary
used in the corpora. As Ringbom (1998:42) indicates, in all corpora, the ten most
frequent words account for about a quarter of the total vocabulary of a text, and the top
100 words account for about a half of the total vocabulary. The main difference
between NS and NNS is that NNS overuse the words in the frequency bands from 30 to
100.

Ringbom (1998:42-43) assumes that there are more occurrences of function words
in the top 100 frequent word list in all NNS corpora than in NS corpora. This
tendency is also found in Japanese learners’ corpora. (Appendix 1)

Table 3 Occurrences of the most frequent verbs per 10,000 words (lemmas)

Word NS FRE SPA FIN FINSW SWE DUTCH GERM JPN
be 467 484 506 533 537 460 503 489 472
have 110 133 153 163 158 159 145 133 126
do 50 55 75 76 85 72 72 84 59
can 55 65 72 78 81 53 68 64 49
Total 682 737 806 850 861 744 788 770 706
(Our data)
Table 3 shows the occurrences of the most frequent verbs per 10,000 words. It

lists the lemmatized forms. These high-frequency function words seem to be overused

by all NNS. The rate of overuse by Japanese learners is relatively low compared to
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other NNS.
Table 4 High-frequency main verb forms:

occurrences per 10,000 words

NS FRE SPA FIN FINSW SWE DUTCH GERM JPN
think 6 21 21 22 30 30 16 22 58

get 6 7 18 18 16 16 14 19 17
make 14 12 16 15 17 17 12 10 11
‘ ' (Our data)

Table 5 [ think : frequencies per 10,000 words
NS FRE SPA FIN FINSW SWE DUTCH GERM JPN
3 10 5 7 16 16 6 9. 36
(Our data)

Table 4 lists the distribution of the most frequent main verbs per 10,000 words. It

shows that while NS uses less, Japanese learners overuse ‘think’ most and I think’ is
used most often. (See Table 5) * This may be related to the nature of e-mail exchanges:
the Japanese and Americans exchanged what they thought of an essay entitled “cross-
cultural communication.” Therefore, they tended to say what they thought. The
reason why NS uses ‘make’ more than French, Dutch, German and Japanese learners
seems that ‘make’ is versatile verb and that the NNS do not have sufficient knowledge
to make most of the productive power of ‘make.’

Table 4 shows ‘get’ is often used by NNS.  ‘Get’ is used in the contexts where ‘am
given,” am offered,” ‘am sent,” ‘accept,” ‘borrow,” ‘obtain’ or ‘receive’ should be used.

This is suggested by Table 6.
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Table 6 Different uses of 'get'
NS FRE SPA FIN FINSW SWE DUTCH GERM JPN

11Get + obj. 2 3 11 9 10 9 6 8 7
2{Get + PP/adj. 1 2 6 5 3 3 4 4 4
31Get + adv. 3 2 2 3 3 3 3 5 2
(phrasal)
4|Get + inf. 0 0 0 0 0 1 1 2 0
5|Get + adv. 0
6/Get + prep. 3
phrase
(Our data)
Abbreviations:

obj.: a direct object

PP/ adj.: a past participle or adjective
adv.(phrasal): an adverb forming a phrasal verb
inf.: an infinitive

adv.: an adverb

prep. phrase: a prepositional phrase

We added the categories of Sand 6 to those of 1 through 4 appearing in Ringbom (1998).

3.3 The comparison of adjective intensification strategies between NS and NNS

We focus on peculiarities in NS and NNS intensification of adjectives. In addition
to the e-mail discourse written by Japanese learners of English, we refer to the corpora
of British native speakers and German leamers of English containing argumentative
essays. All the figures about the corpora of British and German appear in Lorenz
(1998).

At first we consider how often each adjective is intensified. Table 7 lists what
kinds of adjectives are most frequently intensified by NNS and NS. Japanese learners
of English emphasize ‘important,” ‘interesting,” ‘difficult’ and ‘hard’ in this order of
frequency. German learners emphasizes ‘important,” ‘good,” ‘different,” ‘interested’
and ‘interesting.’  This may be interpreted as revealing stereo-typical cultural
differences between Japan and Germany. ‘Hard-working serious Japanese’ emphasize

the importance, difficulties and hardness. Japanese tend to make compliments toward
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the addressee and hence use an adjective ‘interesting” more emphatically; e.g. ‘That’s
very interesting.” On the other hand, European people are more individualistic and
tend to say how the addresser sees a given event subjectively. This may be the reason

why European NNS emphasize ‘important,” ‘different,” ‘difficult’ and ‘interested.”

Table 7 Percentage of intensified adjectives

NNS (German)  NS(British) JPN
important 62.6(1) 29.1(1) 64.2(1)
good 35.8(2) 25.5(2) 9.9(9)
different 32.9(3) 13.2(4) 11.7(7)
difficult 26.0(6) 9.8(7) 39.2(3)
hard 17.9(7) 8.0(9) 29.5(4)
high 15.8(8) 11.7(5) 2.4(10)
bad 14.3(10) 8.4(8) 10.2(8)
interested 32.4(4) - 18.3(6)
interesting 31.0(5) - 47.4(2)
easy 15.3(9) - 23.1(5)
successful - 14.2(3) 0.0
aware - 10.9(6) 0.0
ambiguous ~ 7.6(10) 0.0

(Our data)

In Table 7, the figures in brackets indicate the ranks of high frequency in each subject group.
Then, we classify the adverbial intensifiers use by the Japanese learners according to
the criteria of Quirk et al. (1985). The classification is shown in Table 8. Further

information about the classification appears in Appendix 2.

Table 8 The types of intensifiers

Maximizers | eg. absolutely, altogether, completely, quite, totally etc,
Amplifiers Boosters eg. badly, bitterly, enormously, far, greatly, very much
etc.

Downtoners | Compromisers eg. kind of, sort of, rather, enough, sufficiently etc.

Minimizers eg. barely, hardly, little, scarcely, in the least etc.

Tables 9 and 10 list what kinds of adverbial intensifiers are used by British native
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speakers, German and Japanese learners of English. ‘Table 9 shows that German
learners use more intensifiers than British do. However, our data are contrary to those
of German learners. Table 10 indicates that Japanese learners use much less
intensifiers than British do. Especially, downtoners are seldom used by Japanese
learners. Besides, the variation of intensifiers is also limited. This is suggested by

Table 11.  For downtoners, only ‘Diminishers’ are included in our data.

Table 9 Scalar category counts (NNS and NS)

Scalar category NNS (SF) NS(SF) x 2 NNS overuse
(o)
X 163.1 126.7 4.7 28.7
B 858.6 580.2 53.7 48.0
2 amplifiers 1021.7 706.9 571 445
A 355 29.4 06 20.8
C 157.7 116.3 6.3 35.6
D 25.6 15.6 24 64.1
N 98.4 81.1 1.7 21.3
> downtoners 317.2 2425 . 10.0 30.8
T all 1338.9 9493 66 41

Table 10  Scalar category counts (Japanese learners and NS)

Scalar category JPN (SF) NS(SF) x 2 JPN overuse
()
X 252 126.7 0.0 -80.1
B 191.6 580.2 0.0 -67.0
2 amplifiers 216.8 706.9 0.0 -69.3
A 0.0 294 - -100.0
C 0.0 116.3 - -100.0
D 8.4 15.6 0.0 -46.1
N 0.0 81.1 - -100.0
Y downtoners 84 2425 0.0 -96.5
2 all 2253 9493 0.0 =763

in Tables 9 and 10, SF stands for rounded standardized form,’ whlch means the value
arithmetically normalized per 100,000 words.
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The number of adjective intensifiers does not necessarily indicates the degree of
English proficiency. However, Japanese learners can be required to expand their

vocabulary concerning to adjective intensification both in the number and in the variety.

4. Conclusion
These results lead to the conclusion that:
1) Japanese learners of English tend to overuse high-frequency main verbs. A
pedagogical treatment to increase their variety of verb uses is required.
2) Japanese learners of English have limited strategies of adjective intensification. It is

necessary to introduce various kinds of intensifiers to learners.
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Appendix 1

Word list

| Word Frequency Word Frequency
1 |1 5619 2 the 4041
3 |to 3466 4 and 2772
5 |in 2349 6 a 2013
7 |of 2003 8 is 1934
9 |you 1522 10 | that 1357
11 |my 1353 12 |1t 1319
13 | was 1087 14 | we 904
15 | have 888 16 |but 881
17 |for 852 18 |so 851
19 | are 771 20 | this 704
21 | me 683 22 | about 669
23 | very 658 24 | not 625
25 | think 619 26 | with 595
27 | school 539 28 | when 525
29 |do 520 30 |on 493
31 |am 487 32 | your 482
33 |as 473 34 | from 464
35 |will 446 36 |at 424
37 |be 416 38 |or 404
39 | English 400 40 | like 398
41 |they 395 42 | there 388
43 | people 368 44 |by 348
45 | Japanese 345 46 | now 344
47 | what 344 48 | know 326
49 |if 325 50 | because 304
51 |our 303 52 | much 300
53 | Japan 297 54 |time 295
55 | don’t 289 56 | had 289
57 | which 284 58 | dear 277
59 | good 274 60 | one 271
61 | many 266 62 | want 262
63 | some 261 64 |I'm 259
65 | other 256 66 | how 254
67 | go 247 68 |can 245
69 | culture 240 70 | their 230
71 | years 230 72 | understand 224
73 | university 224 74 | them 221
75 | more 215 76 | all 210
77 | first 210 78 | were 210
79 | high 209 80 |an 207
81 | well 200 82 | year 200
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83 | he 195 184 {could 184
85 | friends 184 86 |also 183
87 | get 180 88 | who 179
89 | letter 177 90 | way 172
91 | after 170 92 | myself 165
93 | please 165 94 | would 165
95 |tell 164 96 | read 162
97 | club 160 ‘ 98 | life 159
99 | see 159 100 | others 157
Appendix 2

Definition of intensifiers (Quirk et al. 1985, 589-597)

It is useful to distinguish two subsets of intesifiers:
() AMPLIFIERS Maximizes (eg: completely)
{ Boosters (eg: very much)

(IDDOWNTONERS Approximators (eg: almost)

Compromisers (eg: more or less)

Diminishers (eg: partly)

Minimizers (eg: hardly)
Amplifiers scale upwards from an assumed norm: downtoners have a lowering effect,
usually scaling downwards from an assumed norm....The subtypes provide nothing
more than a rough guide to semantic distinctions, because (i) the varying effects of
intensifiers represent a semantic gradient, which is obscured by a clear-cut division into
classes; (i1) some intensifiers are sometimes used for different effects; and (iii) speakers
vary in their use of intensifires.

Intensification is realized for the most part by adverbs, but occasionally also by noun
phrases and prepositional phrases.

Amplifiers scale upwards. They are divided into (a) MAXIMIZERS, which can
denote the upper extreme of the scale, and (b) BOOSTERS, which denote a high degree,
a high point on the scale....

Downtoners have a generally lowering effect on the force of the verb or predication

and many of them apply a scale to gradable verbs. They can be divided into four groups:
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(a) APPROXIMATORS serve to express an approximation to the force of the verb,
while indicating that the verb concerned expresses more than is relevant.

(b) COMPROMISERS have only a slight lowering effect and tend, as with (a), to call in
question the appropriateness of the verb concerned.

(c) DIMINISHERS scale downwards and roughly mean ‘to a small extent’.

(d) MINIMIZERS are negative maximizers, ‘(not) to any extant’.
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A Case Study of EFL Learning among Korean and Japanese
Learners (4): Vocabulary Acquisition: The Difference in the Mental
Lexicon between Native Speakers and Second Language Learners
of English.

Norifumi Ueda

Waseda University

1. Aim
The aim of this research is to examine two things from cognitive
semantics:
1. Whether prototypical meanings in a polysemous word are
different between native and non-native speakers of English.
2. How different the mental lexicon is between native and non-
native speakers of English.

In Ueda (1997), the polysemous word playis used for 1, and it can
be found that the mental lexicons between native and non-native
speakers of English are similar. And also, about the question 2, in
Ueda (1999), there are some differences between native and non-native
speakers in the factors to understand the polysemous word, play. So,
in addition to the research questions above, another main aim is to
examine whether same tendency can be found in another polysemous
word. In this study, polysemous word, run, is chosen among the
basic polysemous verbs. We do three experiments for this:
Experiment 1, Experiment 2, and Experiment 3.

2. Experiment 1:
Purpose
There are two purposes in Experiment 1:
1. To find out which meaning in the polysemous word, PLAY is recognized
to be prototypical one in Subject’ mind.
2. To examine whether there are some differences in the prototypes
between native and non-native speakers of English.

Subjects
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Second Language Learners of English (SLLE): 52 university students (10
freshmen, 42 senior students).
Native Speakers of English (NSE): 14

Method

SLLE are asked to write intuitively as many sentences as possible by
using the word, RUN.
NSE are asked to write 5 sentences intuitively by using the word, RFUN.

Two ways of analysis are used:

1. All the sentences produced by SLLE and NSE are analyzed according to
the meaning.

2. The first and second sentences produced by SLLE and NSE are analyzed
according to the meaning.

Analysis and Results
‘To move at a speed faster than a walk’ is the prototypical meaning to NSSE as
well as to NSE.

Table 1: The analysis of the sentences produced by native speakers of
English.

Meaning ~ Parts of |Frequency |[Percentage
speech

to move at a speed faster than a walk vi 25 36%
to be a candidate in an election : vi 6 9%
to escape : - vi 5 7%
to manage vt 5 7%
to send out a liquid vi 5 1%
to meet someone by chance vi 4 6%
to operate i 4 6%
to flow | Vi 2 3%

(The meanings whose percentage are less than 1% are omifte& from the
list.)

Table 2: The first sentences produced by native speakers of English.
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Meaning Frequency

to move at a speed faster than a walk

to manage

to be a candidate in an election

to chase

to meet someone by chance

to operate

— o ok ek ek [N Y

to use up

Table 3: The second sentences produced by the native speakers of
English.

Meaning Frequency

to move at a speed faster than a walk

to be a candidate in an election

to escape

to meet someone by chance

to continue

to move quickly

to send out a liquid

e S I NINEINEINEES

to work

Table 4: The analysis of all the sentences produced by non-native

English speakers, Run,

Meaning part of percentage
speech

to move at a speed fasfcer than a walkjvi 91 36%
to manage vt | 29 11%
to escape vi 28 9%
to flow vi 15 5%
to use up vi 14 4%
to meet someone by chance vi 12 4%
to do have not enough vi 10 4%
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to chase vi 8 3%
to be a candidate in an election vi 7 2%
to be hit by a vehicle vt 6 2%
finally o n L} 2%
to operate vi 4 2%
to rush into Vi 4 1%
to knock down vi 3 1%
to make someone or animal move vt 3 1%
quickly

to brave danger vt 3 1%
to spread vi 2 1%

( The meanings whose percentages are less than 1% are not included in
the table.)

Table 5: Meanings in the first sentences produced by second language
learners of English.

Meaning Parts of Percentage
Speech

to move at a speed faster than a |vi 37 1%
walk

to escape vi 3 6%
to meet someone by chance vi 2 4%
to do not have enough vi 2 4%
to manage vt 2 4%
to be hit by a vehicle vt 2 4%
a relatively long period adj. 1 2%
to be a candidate in an election |vi 1 2%
to flow , i 1 2%
to brave danger vt 1 2%
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Table 6: Meanings in the second sentences produced by the second
language learners of English.

Meaning Parts of Percentage
Speech
to manage vt 15 29%
to move at a speed faster than a |vi 14 27%
walk
to escape vi 8 15%
to meet someone by chance vi 2 4%
to work vi 2 4%
one who is running n 1 2%
to rush to Vi 1 2%
to chase vi 1 2%
to use up Vi 1 2%
to do not have enough i 1 2%
to be a candidate in an election |vi 1 2%|
to flow “vi 1 2%
to make someone move at a speed|vt 1 2%
faster than a walk
to operate vt 1 2%
to be hit by a vehicle vt 1 2%
to brave danger vt 1 2%

2. Experiment 2

Purpose

The purposev of Experiment 2 is to examine how different mental lexicon is
between SLLE and NSE by using the INDSCAL model in multidimensional
scaling.(SPSS Ver.7. 5. 1)

Subjects

Second language Learners of English: 22 university students. (all are
sophomores.)

Native Speakers of English: 6 native speakers of English.
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Method
Ss are asked to compare each pair of the sentences in the list, including 39
sentences, to rate the similarity between them on the 7—point scaling to fill the
matrix for the purpose of multidimensional analysis: 1 represents identical; 2,
most similar; and 7, least similar.
The ratings from the Ss are analyzed by the INDSCAL model of

multidimensional scaling.
By using the results of multidimensional scaling, Spearman’s Rank-order
correlation is examined to find how correlated each mental lexicon of SLLE and
NSE.

Table 7:Rank order of the stimuli along the 15t dimension among
second language learners of English and that along 27d dimension of
native speakers of English.

Second language Native Speakers of
learners’ 1% Dimension |English
2" Dimension

S 6 8
S2 1 11
$3 2 27
sS4 3 10
S5 5 22
S6 4 17
s7 13
S8 11
S9 7
S10 10
S11 , 9 20
S12 12 1
S13 18 14
S14 21 21
Si15 23 28
S16 16 34
S17 22 33
S18 : 8 32
S19 14 30
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S20 27 39
S21 17 37
S22 : 15 38
S23 26 35
S24 28 29
S25 24 25
S26 , 19 5
s27 20 16
$28 25 24
S29 29 18
S30 30 13
831 , 31 15
$32 33 7
S33 35 36
S34 34 23
S35 37 6
S36 38 12
S37 39 31
S38 36 26
S39 32 19

Table 8: Rank order of the stimuli along 2r dimension among second
language learners of English and that of 1%t dimension among native
speakers of English.

Second language Native Speakers of
learners’ 2" Dimension |English
1% Dimension

St 14 18
S2 18 10
S3 20 15
S4 21 35
S5 22 31
S6 17 25
S7 8 22
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S8 10 7
S9 32 27
S10 11 16
St 16 29
S12 28 34
S13 27 37
S14 35 38
s15 26 30
S16 34 26
s17 31 36
S18 25 24
s19 36 28
S20 33 23
S21 39 33
522 38 21
$23 37 17
S24 29 32
25 1 8
S26 2 20
s27 3 2
S28 9 9
S29 6 4
S30 7 3
S31 5 1
S32 12 12
$33 30| 14
S34 15 6
S35 24 19
$36 23 39
537 19 11
$38 13 13
39 4 5

Analysis and Results
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The correlation in dimension 1 is not so high.

The correlation in dimension 2 is a little high.

Dimension 1: 0 = .419%% p<.01
Dimension 2: 0 =—.64%x p<.01

The results of SLLE according to X coordinates are not similar to those of NSE,
while the results of SLLE according to Y coordinates are a little bit similar to
those of NSE.

(The reason of negative correlation in Y coordinates is the result of the rotation

of the coordinate axes through the analyzing process.)

Experiment 3

Purpose:

The purpose of Experiment 3 is to examine how SLLE and NSE understand the
various meanings in RUN by using Factor analysis. ‘

Subjects:
SLLE: 23 Japanese university students.
NSE: 6 Native speakers of English.

Method:

From the result of Experiment 1 and 2,

Ss are asked to rate the similarity between the sentence with prototypical
meaning, ‘to move at the fast speed’ and other sentences with othér meanings.

The ratings are analyzed by factor analysis.

Results;
Three factors are found from the result SLLE.
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Factor 1: Metaphor

Factor 2: Limitation

Factor 3: Temporal Motion

We fail in Factor analysis in the case of NSE. We cannot calculate factors.

Table 9: The result of Factor Analysis of SLLE.

Fctor 1 |Fctor 2 |Factor 3

S2 0.06601; -0.121 0.836
S3 0.036622 0.15 0.627
S4 0.173 0.95 0.145
S5 0.383 0.593 0.137
S6 0.526 0.14 0.119
S7 0.746 0.27| —0.00436
S8 0.821 0.256; -0.0309
S10 0.784| 0.02558| -0.0403
St 0.803 0.364| -0.0977
S12 0.678 0367 -0.196
S17 10.503] 0.007462| -0.298
S18 0.299 0.308 -0.397
Conclusion:

From the results of the Experiment 1, 2, and 3, we can conclude as follows:

1. Prototypical meaning is the same in the mental lexicon between native
speakers of English and second language learners of English.

2 The mental lexicon between native and non—native speakers of English
is similar to a certain extent.

3. There may be some possibility that the way of extension of each
meaning from the prototypical meaning in the lexicon of the sec‘ond
language learnérs of English is different frorh the one in that of the native
speakers of English.

Concerning the conclusion 3, we should discuss more, because there is

some faults in gathering the data for Experiment 3, which leads to the failure of

the analysis. One of the reasons would be in the fact that, compared to the
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case of play in Ueda (1999), there are many factors in deciding which meaning
is more suitable to the polysemous word in some context. We will leave this to
the next research.
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Japanese Learners' Conceptualizations of Unaccusative Verbs: open and close
with Special Reference to Contextual Effects

Kazuharu Owada
1. Introduction

While it has been reported in previous GB-based studies that Japanese learners of English have
difficulty with the intransitive (unaccusative) form of alternating unaccusatives, this is not always the case;
they sometimes behave just like native speakers, for example, in the context of describing flowers which open
and close.

The purpose of this paper is to describe Iapanese learners’ conception of
argument structures of the verbs open and close by investigating their sensitivity to context in using the
intransitive (unaccusative) from of these verbs. Although this p;aper is not committed in any way to the
Government and Binding theory (GB; often referred to as the ;Principles and Parameters’ approach) and its
offshoots, we will briefly review the Unaccusative Hypothesis in the GB theory to set the stage for discussion.
Then, we will critically examine some of the GB-based SLA studies on the acquisition of unaccusative verbs
by Japanese learners of English. And finally, we will discuss the results of an experiment on learners’

conceptions of open and close.
2. Unaccusative Hypothesis in the GB theory

It has been widely recognized that intransitive verbs are classified into two classes: unergative verbs
and unaccusative verbs in the literature. This classification based on some empirical nﬁotivation from Italian
verbs is often referred to as the Unaccusative Hypothesis, as in (1). This hypothesis was first formulated by
Perlmutter (1978) within the context of Relational Grammar and later adopted by generative linguists (e.g.,
Burzio 1986).

Unaccusative Hypothesis
) a. Naomi worked. (unergative)

b. Naomi arrived, (unaccusative)

Contrary to the structural similarity on the surface, the subject Naomi in (1a)
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1s the Agent that is base-generated in subject position, while the subject Naomi in (1b) is the Theme or Patient
that is base-generated in object position.

This will become more apparent when we look at the D-Structure syntactic configurations as in (2).

D- tact] 1 ion:
2 a. Unergative verbs: NP [,,V]

b. Unaccusative verbs: ___[,,V NP]

An unergative verb takes a D-Structure subject and no object, as in (2a). And its S-Structure is identical to the
D-Structure. On the other hand, an unaccusative verb takes a D-Structure object and no subject, as in (2b). The
unaccusative verb is unable to assign accusative case to its complement NP because it lacks an external
argument (the underline). Therefore, at S-Structure the NP will have to move to the subject position to be case-
marked.!

Some linguists make a further distinction between alternating unaccusative verbs and non-alternating
unaccusative verbs. Alternating unaccusative verbs such as break have transitive counterparts, as in (3b).
According to Levin and Rappaport Hovav (1996), the intransitive form of an alternating verb like break (3a) is
derived from the causative form (3b). In short the surface subject of unaccusative verbs originates in the object
position. On the other hand, non-alternating unaccusative verbs such as fall, arrive and happen can only occur

as unaccusative verbs, as in (5)~(7).

Wi f Ve v
A. Alternating unaccusatives (unaccusatives with a transitive counterpart)
3) a. The window broke.
b. Ken broke the window.

@ a. The door opened.

! Please note that there is still considerable confusion over the terminology. Two of the widely used textbooks
on the GB theory and one student grammar book may illustrate this point. Haegaman (1994) uses the term
‘unaccusative’ for passive verbs, raising verbs and verbs of movement and (change of) state, while one-
argument verbs like sink are referred to as ‘ergatives’(pp. 336-7). Napoli (1993) makes a distinction between
‘unaccusatives’ and ‘middles’ as follows:

unaccusative: The bottle broke when she knocked it over.

middle: Glass bottles break easily if you knock them over. (p. 293)
Collins Cobuild English Grammar (1990) defines “ergative verbs’ as follows:

Verbs which can have the same thing as their object, when transitive, or their subject when intransitive,

are called ergative vebs. (p. 156)
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b. Ken opened the window.
B. Non-alternating unaccusatives (unaccusatives without a transitive counterpart)
&) The leaves fell.
6) The guests arrived.
N Something happened.

3. Previous GB-based SLA studies on unaccusative verbs

Within the framework of the GB theory just mentioned, several studies have been made thus far on the
acquisition of unaccusative verbs by Japanese learners of English (e.g., Shomura 1996, Hirakawa 1997,
Tomita 1998). All of these studies base their arguments on the syntactic characteristics manifested in the
Unaccusative Hypothesis. We will briefly look at two major studies: Hirakawa (1997) and Tomita (1998).

Hirakawa (1997), for example, classified verbs into four types: Type A (unaccusative verbs such as
break, burn, freeze, grow and melf), Type B (unaccusative verbs such as appear, arrive, come, die and fall),
Type C (unergative verbs such as dance, laugh, play, sing and swim) and Type D (transitive verbs such as
build, cut, hit, paint and wash). She conducted two types of tests: an Elicited Production Task and a
Grammatical Judgement Task.

In the Elicited Production Task her subjects (n=18) and native controls (n=10) were asked to write an
intransitive form of the verb given for Types A, B and C and a passive form for Type D to fit the discourse of a
story. The results on the rate of errors were: 25.6% for Type A, 4.4% for Type B and 17% for Type D,
although there was only one instance of incorrect passivized error out of 90 responses (18 subjects x 5 verbs)
with regard to laugh for Type C.

On the other hand, the Grammatical Judgment Task was intended to measure the subjects’ grammatical
judgement toward both the resultative construction with Types A, C and D (e.g., Her hair grew long, *She
danced tired, and So I cut the rope in two) and the pseudo-passive construction with Types B, CandD(e.g,
*The stairs are often fallen down by children, But the studio was never sung in until yesterday, and When the
ribbon was cut, everybody clapped). In the former construction unaccusative verbs (Type A) can appear,
whereas in the latter unergatives (Type C) can appear. The subjects and native controls were asked to circle
one of the numbers from -2 (completely unacceptable) to +2 (completely acceptable) for each test item. The

results were as follows:

Table 1 ’ Mean scores on resultive constructions (from Hirakawa 1997: 22; Type names were added for

ease of reference)
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Leamers (n=18) Native Speakers (n=10)

Type C: unergative (U) - -0.96* -1.62*
Type A: unaccusative (G) 0.59* 1.46*
Type D: transitive (G) 0.81 v 0.82

(G=grammatical, U=ungrammatical. - *p<0.01)

Table 2 Mean scores on pseudo-passive constructions (from Hirakawa 1997: 22; Type names were

added for ease of reference)

Learners (n=18) Native Speakers (n=10)
Type C; unergative (G) -0.46* (.88%
Type B: unaccusative (U) -1.14 -1.58
Type D: transitive (G) 1.32 1.52

(G=grammatical, U=ungrammatical. =~ *p<0.01)

Focusing on the plus and minus figures above, she states that while the Japanese subjects like native controls
know which class of unaccusatives allows which construction, they tended to reject grammatical unergatives in
the pseudo-passive construction more than native controls.

Based on the above discussion, she concludes:

The results obtained in the two tasks in this study suggest that leaners make the
unergative/unaccusative distinction and that they are generally sensitive to the syntactic properties
associated with the two classes of unaccusatives. The learners appeared to have more problems with
unaccusatives than unergatives, as was predicted by the UTAH?. In addition, since learners could not
have received instruction on the syntactic structures investigated in this study, it is suggested that

universal principles are still active in second language acquisition. (Hirakawa 1997: 25).

On the other hand, Tomita (1998) classified the verbs into three types: ‘ergative verbs’ (both

transitives and intransitives are included; both types are referred to as ‘ergative’), unaccusative verbs (only

2 UTAH stands for the Uniformity of Theta Assignment Hypothesis. This hypothesis assumes that ‘Identical
thematic relationships between items are represented by identical structural relationships between those items
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intransitives are included) and unergative verbs (only intransitives are included). Then he conducted three
tests: a meaning test, a grammatical judgment task and a suffix -able attachment task. The meaning test was
conducted to see if the students could translate the English verbs into Japanese. The grammatical judgment
task was the one we will explain in the following section. And the suffix -able attachment task was done to
examine whether the students knew that they could attach -able to the ergative verbs.

Based on the results of the meaning test, eight verbs which had the highest rate of correct responses
were selected for each verb type, that is, change, dry, move, open, close, stand, break, and roll for ergative
verbs; happen, live, stay, arrive, fall, appear, occur, and exist for unaccusative verbs; dance, smile, swim, cry,

jump, sleep, speak, and work for unergative verbs. He combined the results of the three tests and calculated the
average scores for the eight verbs m each type.

The results showed that none of the ergative verbs exceeded the targeted 40% correction rate. In the
case of unaccusative verbs, three verbs, i.e., kappen, live, and stay, exceeded the targeted 40% correction rate.
As for unergative verbs, the seven verbs other than speak exceeded the targeted 40% correction rate.

He concludes as follows:

(1) Japanese leamers acquire the syntactic properties of three types of intransitive verbs without being
given any special instruction.

(2) 1t is relatively difficult for Japanese leamners to acquire the syntactic ~properties and the linking
rules between semantic and syntactic properties. In other words, semantic bootstrapping does not
occur easily with ergative verbs.

(3) There are some exceptional intransitive verbs in terms of the acquisition  process. It might be
necessary or helpful to give explicit instruction in order to solve the fossilization of the incorrectly

acquired syntactic properties. (Tomita 1998)
4, Some standing problems

Although these studies based onthe GB theory use various tasks to elicit student data, there are some
problems. First of all, they apparently classify the verb types based on certain syntactic features without
considering the individual behaviors and semantic features of each particular verb in context. Second, they
tend to rely heavily on the simple yes/no answers or Likert point scales without looking into subjects’

reasoning in their grammatical judgment tests. Therefore, the data may not actually be as reliable as they first

at the level of D-structure’ (bakef 1988: 46)A
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seem to be. For example, Tomita (1998), after reviewing the previous studies in this field, still uses the

Grammatical Judgment Task, as can be seen in some of his examples (8)-(13).

Table 3 Grammatical Judgment Task (Excerpts from Tomita 1998; the numbering has been changed,

and the A and B headings have been added for ease of reference)

Direction: In the statements below, which verbs do you feel are correctly used? Circle “a” and/or
“b”.
A Alternating unaccusative verbs (‘ergative verbs’ in Tomita's terms)
Correct Judgment (%)
break (Results of Meaning Test=92.31)
(8) a. Jane broke the vase. 92.71
b. The vase broke easily. 9.38
open (Results of Meaning Test=98.08)
(9) a. The old lady opened the window.  99.02
b. The window opened. 42.16
close (Results of Meaning Test=97.12)
(10) a. Tom closed the door. 94.06
b. The door closed. 41.58
B. Non-alternating unaccusative verbs (‘unaccusative verbs’ in Tomaita's
terms)
Jall (Results of Meaning Test=85.58)
(11) a*Mayumi fell her watch on the floor. 30.34
b. Mayumi's watch fell on the floor.  44.94
arrive (Results of Meaning Test=86.54)
(12) a.*The plane arrived Ken'ichi in time.  76.67
b. Ken'ichi arrived in time. 94.44
happen (Results of Meaning Test=99.04)
(13) a. *The boys happened a bad accident. 67.96
b. A bad accident happened. 8835

Grammatical judgment tests without varying contexts used in previous studies may be useful for

checking the understanding of some other grammatical constructions in English. But in the case of
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unaccusativity, these tests may be problematic on three points. First, for example, when subjects are faced with
a pair such as (9) mentioned above, they may be more inclined to accept the one having two arguments
including a person as the Agent, (9a), than the other having only one argument, (9b), because the former may
make it easier for them to create a context in their mind. Second, some might reject The window opened i (9b),
for instance, just because they might think that a window is highly unlikely to open by itself, at least not in the
real world. Third, related to the second, we still do not know whether a certain intransitive form of a verb in

the English lexicon does not exist in the subjects' mental lexicon or whether it is being judged as inappropriate

in a given context in question even though their mental lexicon allows its grammaticality.

5. The study

5.1.  Purpose

The grammatical judgment tests so far conducted have focused on the extent to which subjects accept
or reject a particular form (intransitive, passive and
transitive) of a verb without looking into the strategy they adopt. That is, not enough emphasis has been placed
on the relationship between subjects’ response to an intransitive form and those to a transitive (passive) form
of the same verb in various contexts. While some subjects may accept both the intransitive and the transitive
(passive) of the verb in question, some may accept only the intransitive or passive. Therefore, we conducted
our study to describe Japanese learners’ conception of argument structures of the verbs open and close by
investigating their sensitivity to context in using the intransitive (unaccusative) form of these verbs. We also

sought to understand the leamners' reasons for accepting or rejecting a particular form in a certain context.

5.2. Subjects

Subjects for this study were 49 Japanese undergraduate students (28 males, 21 females; mean age of
18.8 years, range 18-24) enrolled in one of three sections of a year-long English grammar course at the
Department of English Language and Literature at the School of Education, Waseda University. Forty-seven
were freshmen, one was a sophomore, and one was a 6th-year student. Of those 49, three subjects reported
having stayed in an English speaking country for 10 years, 7 years and 1 year, respectively. The experiment
lasted for about 40 minutes.

As a control, we also ran five native speakers of English who were

American graduate students.
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53. Materials and procedure

The subjects were asked to take the two kinds of tests, looking at the
multiframe cartoons in the test sheet (see Appendix A). First, the subjects were given the first answer sheet for
Free Composition in which the subjects were asked to write English sentences so as to fit the discourse context
(see Appendix B). Since no target verbs were given in this task, unlike previous studies, the subjects gave
various answers to each test item.

Then, after completion, they handed in their first answer sheet and were given the second answer sheet
for the Contextualized Judgment Test (see Appendix C). In this test the subjects were asked to respond to three
test items in each context. The three test items were: one intransitive form, one passive form and one distracter
for Contexts A, B, D, E, and F; one intransitive form, one passive form and one transitive form for Context C.
For each test item, there was a three-way choice. For choices they rejected or were not sure of, they were asked
to try to give reasons.

Since most of the subjects gave reasons for unsure choices in the same way as for choices of rejection,
we treated both choices as a sign of rejection. In the following discussion we will focus on which forms the
subjects accept in each context by looking at two or three test items in each context as a whole.

The following are the contexts to be considered in this study:

Context A Morning glories (which are higher in animacy® than doors)

open (Context A-1) and close (Context A-2) by themselves.

Context B ‘ The elevator doors close automatically.
Context C The elevator doors are closed by someone inside. v
Context D The school gate, which has been closed by the guard, is already

closed when the student arrives.
Contexts E & F The doors of the train, which are controlled by a conductor,

close (Context E) and open (Context F).

5.4.  Research questions

3 Although flowers are categorized as ‘inanimate’ rather than ‘animate” in the linguistics literature, they are
higher in animacy than doors.
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The research questions in this study are stated as follows:

1. What kind of form(s) do Japanese Learners of English (JLEs) prefer in a
context where native speakers (NSs) strongly prefer the intransitive form?
2. What kind of form(s) do JLEs prefer in a context where NSs strongly prefer the stative passive form?
3. Does the presence of an agent influence the form of verbs which JLEs will
use?
4. Does animacy of the subject influence the form of verbs which JLEs will
use?
6. Results

With the research questions in mind, we will look into the results of Free
Composition and the Contextualized Judgment Test in each context. As will become clear, the responses to
Free Composition vary because we have not provided our subjects with the target verb. As our research

interest lies in the transitivity of the verb, we will discount spelling mistakes and choices of tense and aspect.

Context A-1 (open flowers)

Free Composition. As Table 4 shows, the most frequently used verb turned out to be not the target
verb open but the verb bloom (13 JLEs). Given that the first four uses open, bloom, blossom, and open up are
appropriate in this context, 25 (51 %) of JLEs responded correctly. Putting aside the judgment of
appropriateness of each verb, 34 (69 %) of JLEs chose intransitive forms, whereas only 3 (6 %) of JLEs

preferred passive forms.

Table 4 The results of Free Composition in Context A-1 (target verb: open)*

* A few examples of ‘others’ in Context A-1 are: ‘the flowers show its beautiful figure’, ‘these flowers are
glorious’, and ‘I saw a little red and purple flowers’.

416



JLEs (n=49) NSs (n=5)

open 8 3
bloom 13 1
. ... |blossom 3 0
intransitive
open up 1 1
wake up 5 0
get up 4 0
passive be opened 1 0
be bloomed 2 0
open their blossoms 1 0
others 9 O
NA 2 0

The Contextualized Judgment Test. Since there are two test items excluding one distracter item in
Context A-1, there should be 4 (2 x 2) response patterns: one can show either acceptance or rejection in both
the mntransitive and passive test items (the same holds true for Contexts A-2,B,D, E, and F). Table S shows
the patterns of acceptance by the subjects. There were 23 (47%) of JLEs who preferred ‘Intransitive Only’ for
open, just like NSs did. However, 22 (45%) of JLEs accepted the passive form of open, collapsing the cells
‘Both Intransitive and Passive’ (16; 33%) and ‘Passive Only’ (6; 12%), although none of the NSs’did.

Table 5 The results of the Contextualized Judgment Test in Context A-1

‘ Both Intransitive and Passive Intransitive Only Passive Only Neither
JLEs (n=49) 16(33%) 23(47%) 6(12%) 4(8%)
NSs (n=5) ‘ 0(0%) 5(100%) 0(0%) 0(0%)

Context A-2 (closed flowers)

Free Composition. Table 6 reveals that 12 (24%) of JLEs used the target intransitive verb close. When
we accept the first three items close, close up, and wither as appropriate, 16 (33%) of JLEs answered correctly.
It is interesting to note that although 30 (61%) of the JLEs uses the intransitive form of the verb, only one JLE
used the passive be withered. From Tables 4 and 6, we can state that JLEs preferred intransitives, just as NSs

did.
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Table 6 The results of Free Composition in Context A-2 (target verb: close)’

JLEs (n=49) NSs (n=5)
close 12
close up
wither
, die

intransitive | sleep

| fall asleep
shrink
g0 to bed
go down
passive | be withered
be dead
others
NA
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The Contextualized Judgment Test. We can see the similarity between Table 5 and Table 7 below. Just
like Table 5, Table 7 reveals that 20 (41%) of JLEs preferred ‘Intransitive Only” for close, just like NSs did.
However, more than half, 26 (53%) of JLEs, accepted the passive form of close, collapsing the cells ‘Both
Intransitive and Passive’ (16; 33%) and ‘Passive Only’ (10, 20%), although none of the NSs did.

Both Intransitive and Passive Intransitive Only Passive Only Neither
JLEs (n=49) 16(33%) 20(41%) 10(20%) 3(6%)
NSs (n=5) 0(0%) 5(100%) 0(0%) 0(0%)

Context B (elevator with no one inside)

Free Composition. From Table 8 we can see that while over half of JLEs, 27 (55%) , used appropriate
intransitives close (the target verb) and shut, some JLEs, 10 (20%), used the passives despite the fact that none
of the NSs did.

3 Afew examples of ‘others’ in Context A-2 are: ‘Asagao is poor’, ‘it ends its short life’, and ‘they are too shy
to meet me in sun light’.
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Table 8 The results of Free Composition in Context B (target verb: close)®
JLEs (n=49) NSs (n=5)

close 20 5

intransitive shut ! 0
g0 up 1 0

shut up 1 0

be closed 6 0

passive be shut 2 0
be shut up 1 0

get closed 1 0

close its doors 1 0

others 9 0

The Contextualized Judgment Test. When we collapse over ‘Both Intransitive and Passive’ (18; 37%)
and ‘Passive Only’ (12; 24%) in Table 9, 30 (61%) of JLEs liked the passive choice, although all NSs rejected

the passive.

Table 9 The results of the Contextualized Judgment Test in Context B
Both Intransitive and Passive _Intransitive Only Passive Only Neither
JLEs (n=49) 18(37%) 16(33%) 12(24%) 3(6%)
NSs (n=5) 0(0%) ~ 5(100%) 0(0%) 0(0%)

Context C (elevator with someone inside)

Free Composition. Table 10 reveals that most of JLEs preferred passives (19; 39%) or transitives (18;
37%) to intransitives (3; 6%). Since NSs were divided, we cannot detect any tendency on the part of NSs due

to the small sample.

6 A few examples of ‘others’ in Context B are: ‘that’s too bad’, ‘it refuse him’, and ‘he feels bad’.
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Table 10 The results of Free Composition in C (target verb: close)’
JLEs (n=49) NSs (n=5)

. ... lclose 2 1
intransitive

shut 1 0

be closed 9 2

be closed by Agent 6 0

passive |be shut by Agent 1 0

be shut up 2 0

be shut 1 0

... |Agent closes the doors 13 1

transitive
Agent shuts the door 5 1
others 9 0

The Contextualized Judgment Test. Since there are three test items in Context C, there should be 8 (2 x
2 x 2) response patterns. However, there were only six patterns either JLEs or NSs adopted, as in Table 11. We
can see that 32 (65%) of JLEs, whose answers categorized into the following cells: ‘Trans. & Pass.” (22; 45%),
“Trans. Only’ (6; 12%), and “Pass. Only’ (4; 8%), rejected the intransitive, while no NS rejected the

ntransitive.

Table 11 The resul 1z Test i ritex

Trans. Intrans. &Pass.  Trans.&Intrans. Trans.&Pass. Trans. Only Intrans. Only  Pass. Only
JLEs (n=49) 15(31%) 2(4%) 22(45%) 6(12%) 0(0%) 4(8%)
NSs (n=5) 3(60%) 1(20%) 0(0%) 0(0%) 1(20%) 0(0%)

From the results of Contexts B and C, we can state that when an agent is present, JLEs are quite
reluctant to accept an intransitive form, even though all NSs accepted it. This indicates that JLEs are sensitive

to agency.

Context D (school gate)

Free Composition. Table 12 indicates that there was a strong agreement between NSs and JLEs; all

7 A few examples of ‘others’ in Context C are: ‘he is prevented from taking it’, “’fuck you!”’, and ‘he was very
ang_y’ . . , - -
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NSs and most JLEs, or 21 (42 %), used the passives.

Table 12 The results of Free Composition in Context D (target verb:close)®
JLEs (n=49) NSs (n=5)
be closed 19 3
passive |be locked 0 2
be shut ' 2 0
intransitive | close 2 0
others 26 0

The Contextualized Judgment Test. When we collapse over ‘Intransitive Only’ (14; 29%) and ‘Neither’
(7; 14%) in Table 13, many JLEs (21; 43%), rejected the target passive choice it is already closed, even though
they used the passive form for Free Composition. From the reasons they gave for rejecting the passive choice,
we can infer that they felt the adverb already was incompatible with the senterice meaning. In fact 9 out of
those 21, equating already with sudeni in Japanese, stated that sudeni which implies immediacy does not fit
into the context based on the assumption that motomoto was the word to appropriately describe the scene.
However, we have no clues as to why about the half of JLEs (24; 49%) , whose answers categorized into ‘Both
Intransitive and Passive’ (10; 20%) and ‘Intransitive Only” (14; 29%), accepted the intransitive since we did

not ask them reasons for acceptance.

Table 13
Both Intransitive and Passive Intransitive Only Passive Only Neither
JLEs (n=49) 10(20%) 14(29%) 18(37%)  7(14%)
NSs (n=5) 0(0%) 0(0%) 4(80%) 1(20%)
Context E (train doors close)

Free Composition. Table 14 shows that some JLEs (17; 35%) seemed to like the passive, while all NSs

used the intransitive.

8 Afew examples of ‘others’ in Context D are: “Ken knows today is national holiday’, “he shouted ‘Oh, my
God™, and ‘he was disappointed’.
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Table 14 The results of Free Composition in Context E (target verb: close)’

JLEs (n=49) NSs (n=5)

close 16 5

intransitive | shut 3 0
shut up 2 0

be closed | 11 0

: be shut 2 0

passive

be shut up 3 0

oet closed 1 0

others 11 0

The Contextualized Judgment Test. Table 15 shows that quite a number of JLEs (14; 29%) chose
“Passive Only’ by rejecting the intransitive form, while none of the NSs did. When we add to this cell ‘Both
Intransitive and Passive’ (29; 59%), we can see that most JLEs (43; 88%) allowed the passive form.

Table 15 result ‘ont: lized J N nC

Both Intransitive and Passive Intransitive Only _Passive Only Neither

JLEs (n=49) 29(59%) 5(10%) 14(29%) 1(2%)
NSs (n=5) 2(40%) 3(60%) 0(0%) 0(0%)
Context F (train doors open)

Free Composition. Table 16 shows that some JLEs (8; 16%) seemed to like the passive, while NSs

preferred the intransitive.

A few examples of ‘others’ in Context E are: ‘the train begins to go’, ‘he misses the train’, and ‘the train
started’.
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Table 16 The results of Free Composition in Context F (target verb: open)®
JLEs (n=49) NSs (n=5)

intransitive | open 16 3
. be opened 7 0
passive

get opened 1 0

be open 1 0

incopmlete 0

others 21 2

NA 2 0

The Contextualized Judgment Test. Table 17 shows that quite a number of JLEs (14; 29%) chose
‘Passive Only’ by rejecting the intransitive form, while none of the NSs did. When we collapse this and ‘Both
Intransitive and Passive’ (29; 59%), we can see that most JLEs (43; 88%) allowed the passive form.

Table 17 The results of the Contextualized Judgment Test in Context F

Both Intransitive and Passive Intransitive Only Passive Only Neither
JLEs (n=49) 29(59%) 5(10%) 14(29%) 1(2%)
NSs (n=5) 2(40%) 3(60%) 0(0%) 0(0%)

It 1s important to note that most of the subjects who rejected intransitive uses in both Contexts E and F
said that they knew the train conductor opened and closed the doors, or that the doors cannot open by
themselves.

Before moving on to the next section, it is worth noting that in the
Contextualized Judgment Test, 4 subjects rejected all the intransitive forms across the contexts in this
experiment. Of those 4 subjects, 2 subjects stated in no uncertain terms that verbs open and close are transitive

verbs and do not have intransitive uses.

7. Discussion and implications for further research

In this study we have looked at questions not directly examined in previous studies. Although previous

19 A few examples of ‘others’ in Context F are: ‘he nearly slides in the door’, ‘he sighed of relief”, and ‘he
reaches the platform’.
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studies have focused their attention on the verb types without considering the individual behaviors of each
particular verb, we have restricted ourselves to examining each of a few verbs mn several contexts. We have
shown that the most JLEs have a more complex understanding of the meanings of simple verbs such as open
and close than was recorded in previous studies. Only 4 of the subjects rejected the use of open and close m all
contexts, while the others accepted and even produced these forms in certain contexts. Several findings can be
drawn from this study.

First, in the context where NSs strongly preferred intransitives (Context A with the flowers and
Context B with the apparently empty elevator), JLEs answered like NSs in Free Composition but accepted the
passives at a much higher rate than the NSs in the Contextualized Judgment Test. As we did not ask the
subjects to explain why they accepted the forms, we do not know why. One possibility 1s that they are
conceptualizing the passives as adjectivals (e.g., ‘the flowers are open’ rather than the flowers are opened’).

Second, many JLEs (21; 43%) rejected the target passive choice ‘it is already closed’ (Context D with
the school gate). The reason for this is that the stative passive with the adverb already might have served as
strange input for the subjects. JLEs are sensitive to adverbs, but based on their reasons for rejecting this
sentence, it seems that they have an incorrect representation of the meaning of already. Therefore, when we
construct a test, we must draw attention to the effect of
adverbials on the subjects’ sentence processing.

Third, when an agent is present (Context B vs. Context C), JLEs are quite reluctant to accept an
intransitive form, even though NSs accepted it. This shows that JLEs are sensitive to agency. It may probably
be the case that JLEs are more sensitive to agency than NSs. It is also interesting to note that JLEs rejected the
intransitive when they conceptualized an implicit agent, i.e., a train conductor, in Contexts E and F, although
none of the NSs rejected it in these contexts. Therefore, when we design a test, we need to keep in mind that
subjects' judgments can be affected by their conceptualization of an implicit agent in the pictures.

And fourth, in the context of describing the flowers (Context A), JLEs preferred 'Intransitive Only',
quite contrary to the results obtained in the context of describing the train doors (Contexts E and F). This

shows that animacy somewhat influenced the form of verbs that JLEs would use.
8. Conclusion

In this study, some students showed sensitivity to the context in their use of the two verbs open and
close, a fact which we would not have found out without looking into their reasoning. However, this study also
showed that Japanese learners of English did not have a very complete grasp of seemingly simple verbs such

as open and close.
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Their conceptualizations of the intransitive (unaccusative) uses of these verbs are quite different from
those of the native speakers. For example, in the Contextualized Judgment Test, four subjects rejected all the
unaccusative forms across the contexts. Of those four subjects, two subjects had a mindset that these Vérbs are
transitive verbs and do not have intransitive uses.

The reason that Japanese leamers of English have some problems with the unaccusatives of these
verbs may be that they have had less, if any, exposure to such uses in varous contexts. As an example, a quick
analysis of the verbs open and close in seven Junior high school textbooks showed that only 5 out of 29 for
open and only 1 out of 12 for close were unaccusative uses. The same may hold for high school textbooks.

Therefore, as a final point, in the practice of teaching, we need to explain the correct way to use these
verbs and give students guided practice by specifying the contexts in which the unaccusatives of these verbs
can be used. And also we should ncorporate the usage of adverbials into the teaching of these verbs so as not
to limit students' usage of these verbs. Otherwise, many subjects may be in the position of those students who
do not allow the unaccusatives of these verbs, with no way of arriving at the correct argument structures of

these verbs.
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