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Preface

The mission of the language education program at Ritsumeikan Asia Pacific University (APU) is to
cultivate human resources who can become leaders in the global society. Based on this, we have focused
on providing our students with the language skills they need to give something back to society, rather
than conventional knowledge-centric university-level language education. Since opening 17 years ago,
APU has produced a large number of graduates who are active in the global arena, and they are using the
language skills they developed in accordance with this mission.

At APU, language education subjects in the regular curriculum are designed to provide “education
through language”—not language education. Based on this, the emphasis of our program has been
education in the form of cultivating skills such as the ability to comprehend culture and logical thinking.

This concept has gradually spread throughout the world of university-level language education, but
APU is not a foreign language school. I think what puts us a step ahead of the rest is the existence of a
consistent curriculum and the extent to which we have incorporated required language subjects into that
curriculum.

It was amid the search for this new kind of language education that APU established the Center for
Language Education in 2005. Since APU's inception, the vehicle for publishing research on languages and
language education in the Asia Pacific region was Polyglossia, our regular bulletin. In 2015, the Center
for Language Education decided to discontinue Polyglossia, but the following year, it inaugurated a new
bulletin, APU Journal of Language Research, to expand upon Polyglossia and carry on its legacy. Aiming
to be a leader for a new kind of language education, the APU Journal of Language Research operates on a

two-fold mission.

I. To establish pedagogical practices that transcend the boundaries of English, Japanese, and the Asia
Pacific Languages (i.e., Chinese, Korean, Spanish, Vietnamese, Malay/Indonesian, and Thai).

I1. To establish an interactive cycle of research and practice in which we 1) promote both basic research on
language education and research that aims to structure and theorize the practice of language education,
i1) feed the outcomes of this research back into teaching, and iii) use teaching to further advance

research.

In closing, I would like to dedicate this second issue of APU Journal of Language Research to
retiring Professor NISHIKAWA Koji, who worked diligently to establish the Center for Language
Education and took the helm of language education at APU for many years as the Center's director. With
this memorial issue, we shall honor the achievements of Professor NISHIKAWA while expressing our

desire to faithfully carry on the ideals he championed as we seek to advance language education at APU.

HONDA Akiko
Chief Editor
APU Journal of Language Research
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Career

March 1977
April 1977

August 1994

April 1998

March 2001

April 2004

April 2005

April 2006

April 2008

April 2011

March 2012

April 2012

March 2017

Graduate from Osaka University of Foreign Studies

Teacher, Uji (Now, Ritsumeikan Uji) Senior High School

Teacher, Ritsumeikan Uji Junior and Senior High School
(Appointment in line with reorganization)

Vice Principal, Ritsumeikan Uji Senior High School

Teacher, Ritsumeikan Keisho Junior and Senior High School

Vice Principal, Ritsumeikan Keisho Junior and Senior High School
Teacher, Ritsumeikan University Division of Secondary Education
Teacher, Ritsumeikan Asia Pacific University (Secondment)
Teacher, Ritsumeikan University Division of Primary and Secondary Education
(Transfer; appointment in line with reorganization)

APU Education Development and Learning Support Center
Secretary-General, APU Language Institute

Teacher, Ritsumeikan University Division of Primary and Secondary Education
(Secondment ended)

Division of Integrated Primary and Secondary Education
(Appointment in line with reorganization)

APU Associate Dean of Academic Affairs

Director, APU Center for Language Education

Deputy Director, APU Confucius Institute

Mandatory retirement

Specially-Appointed Professor,

Ritsumeikan Asia Pacific University Center for Language Education
APU Associate Dean of Academic Affairs (until 2017/3/31)

Center for Language Education (until 2017/3/31)

Deputy Director, APU Confucius Institute (until 2017/3/31)

Retirement
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HE 8

Z B

N F LRI, WRESEFEECHENR 2L 77V AGEERIEE T LEEREND S,
ZORIE. 7T v AMRHEERICA o TEAFE,. SHICIET7 TV AD5 DM IZIZELD A
AR P OB BLR10005E & E 2 5 TWwh, PG EZL IR
[#FE L) O OF T, 77 v AGERFEEZI) & BREBEIIHEL T, HBLEDH
5o

A TIE. [HX M F A EMERROSHEHRLLET L2 ALNDA Y ¥ ¥ a— & Hkl
MORHIZE > TT7 T v AGEREFEZMIBLTY A MEL., #HRESCHEEZZEZR L 72,
[F—T—FR) 77 AFEREE ~NMFabfE EEE N1 7

1. [FU®IC

NMFLFEOREREEL L&, TNPHETHN, RO~ FEThHi, #IF CENE
WODEMGEL 7T v AERFETH D,

BIE |t Han Viét & FEEN A HEREISRBEZ FFORE T, BUAGREB L O &R IC T
LiEmoBBLE6oEE 505, BH (1988) & [ZOEBNLEOMHEL hERE (%
FE) ICE-STWA, ZNHIE, WhWw A REEERE JIINLERE, D, BE LR biERE
T, FIRHFIIKATYS, TR, EAEY = b AiEERICHT 5846
X, HAFRICBU2EEDOOMEHEORIGE, X522 LonTwa s b ]
() LR, ZOFEFIINFLAENNOFTEFEICIZIZERMAL TV D, 2B, EEISE
BafoZ EARILFEFEL S OBEBEBALZE®RT 2T Tldn ., FIZIERNNFL0IE
REZTH LN F aitEEFIEZ ZE T 2 X b 255 Cong hoa Xa hoi chii nghia Viét
Nam (2B T, cong hoa (FLF1). xi hoi chi nghia (FE&F38) 12 & D ICHIBLEEEEDSH EGE
FEHTRMNFLAFEICRELIZLDTH S,

05Ty 79 v AREICHEIE & FFOREIL tr gbe Phap L ARFA S, 7 T ARHR IR HE
LIAI N/ T TV RENRFOTE, HOLVIEN N F LB LENTES LETHDL, 22
AR, EHEDPNNFLFEOERETHVES 75 AGERFEDN, N F 2 AOEHIZ [HLE
| ZEDNH o, BEHEER T T v AGERIFERETIE 2\, MR N AFEANOE X2
PHEATHDEDRES S, T, XN FAERN, &) bIETOLERLEN (1 T UM
WLITICHAE L, I[HX D F2RETHREL2E) 2 TAUDEREAN) 7+ V=T M
OT) M ATy EIFENLHXDONNFLRMEROII 22— a3 »TIE5 &6
ELL DT TV AERFENEH SN TV 5,

BT I9VEIZHIT TR N F AGEEEH 2150 T, RENHIBEFE TH—F I VHRE

VISAREE T V7 KRR (APU)  HEEIR e-mail:tahara@apu.ac.jp
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K (BEOR—F I VITERKE) 1C-F L. TDORITI6EDN S IERN A OHAE
ERMEENE L7205, B ON D F LGRS OB LG FR RN L F 2 b, EH
DINNFLGEREE L CE ML T, RN FLAERRNTO 7 J > AGEREEZ I %<
BIBICEAD D o 72 LHERTE, TREHCOFEERB LN D F AGEEFRERICIES L
BAbETHIEL TV 2 e, BRIC—ECTHEEILL TW5E 7T v AFERFFEDOREE % 5
DTIE RV EFE 27T,

2. HEEFEDOHDT S RFEIRIFE

NMFATOHFEEREEEZ AL, HERIOa— —, @EleFERE L THRTEHTE
ELODOHDLNA, EFEIZIIRPELZRVE—LVDOTRTH T 5 v AGEREETH L, Zh
SENPMFAICLEBEHFIELTW/bDTE AL, 7T Y ARRMER L & HITX M
LZEBAIN/ZLDOTHY, 75 v AGERFEECTHESDIZE LYK,

NI FLxRETLHIHEOVEDOTH L7 + — L F-HEDOEELZN, T OERIZIE
B DEREN B B o JLHFHH O nguu nhye phan (FAAF) O phan 25 k- A5ELL 72 &
W 7T Y AEDpot-au-feu, THRDODERNTDEZFHNN T 4 =12kl DLk
EL 743 —=FDbO0ORENFHS LTI RO L RIS, FERLAHTH B, 18964E (2
FI4T & 1172 Pai Nam Qubc-Am Ty-Vi [KEEE 7] 121 pho DEL#iIL 72 < . Vuong Toan
131907 4 @ Essai sur les Tonkinois T fillit 5 LTV E45FH L T 5 (2) — T, Bt
YE% @ Thach Lam |Z “Ha Noi ba muoi sau phd phuong” T, N/ A TiE [ A& IZERIC, B2,
RIZT =% BERL ] LFENTWLB)DT, HOAFI, DF ) 19424 F TIZIX 7 + —2°
NI ADEAETTIZEE LTI ERDM) . GhETpho &) N F AFEDFE L E
HOHAWSLZENTE %,

PHEEZERT A Tay [P0 (ZEBGETH 205, COFRIIHESERZIETERDANCD
[75 YA | #EWH$ 5, Nguyén Hiru Phudc it [EREHEDTay W) B2 HIZ L2 L &1
TIYANBN LT TV ABEOI LT L] LTV S (d), N FADKE An
com Tau, & nha Tay, ly, vo Nhat. (£ 7 SR, FFH) A6 T7LyFET, B4
HAN) I2BWTH TayB Db TV LA, TIEHEEEZERTL2DOTIERL, 77
YADETH b

HARGECIEHEEICH®K T S 4 X (AIDS; Acquired Immune Deficiency Syndrome) <7
F ¥ ) RiEEE (DNA; Deoxyribonucleic Acid) 7 i3, #NFI T T ¥ A 55D syndrome
d'immunodéficience acquise |2 39 % SIDA & 08, #3413 acide désoxyribonucléique |2 & 5
ADNS =R TH Bo HB. NMFLAGETHASINL T VT 77Xy bOLFRIE, B2
LA, B, CAH%[a]. [be]l. [se] TH 5o

7T v AGERIFEFED ) B K T70% DEHA M LA M EE T 555 L S (5), b
DEIICHFEEETHE) 77 Y ARBREEIIO LAV TH 5. 7272, HEOFEAN
*E 25 &, PR R M RSB L 2 w— T, KEFEIZEDL L IER
BORDT T v AGERFEL. 2N -2 a riddn b, whid [ERE TS
TELHFT] BVWHETHHAIN TS, JoT, EIH)LTHRIZFIRBOIANHTLED
D7z,
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FZT NN FLATOHEEECTHEHTA 79 v AERFELZ T EOLZOPYANLT

HBo HIRFED NN F LG

RN S ) EWNATEIT SN TS FEEDORIL

A A THM—EA Ve R A D TIRIFFMELE 2 ET—RIICHWON TV 2 b DR

ALTwWh,

DAR1T BELEETRAWVST S AFEIEIFE

75 v AERFE<ITTO 7 T v AE NN FABTOFR

alo<allo:d L b L

amidan< amygdale: i Hk/IR

atiso< artichaut: 7 —7 1 F 3 — 7

an ten< antenne: 7 7

dn quy<accu:/S v 7 1) —

ba 16<ballot:V) 2. 7 ¥ > 7

ba té (paté)< paté:/ N7

bang< bande: &+ H RO

bé tong<béton: I > 7 ') — b

bia< biére: & — b

bich quy< biscuit: ¥ A 7 v k

bi da<billard: ¥1) ¥ — F

boa< pourboire: 7 v 7 & JE 3

bom< bombe: /7T

bop< porte monnaie: A

bo< beurre:/ X% —

bo< pompe: K > 7', KT THREITS
biip bé< poupeé: NI

buyt, xe buyt < autobus:/ ¥ A

ca< quart: ¥R, > 7 bo Ty T
cacao<cacao: 1 1A, 27T

ca no< canot: 7 X —

ghi dong< guidon:/» > F )V

hooc mon< hormone: < )V & &

inox< inoxydable: A 7~ & L A
kem<créme: 7 ') — A, TA A7) — LA

két< caisse: (E— V7 &D) 7r—A

ca ve< cavaliére: 1 7 4 7 & 7 & D8
ca vat, ca vat< cravat: 7 ¥ A

ca phé<café: 7 —t —

ca rot< carotte: = ¥ ¥ ¥

cari<cari: 7 L —

cac<carte: 77 — N

cao su< caoutchuoc: 7' 2

cap< cable:7 — 7' )V

cén tin< cantine: 7 7 = 71 7

compa< compas: I /XA

com lé< complet: = TV D A —

cua< cours:¥%3E  *cup cua [ZEX X135
ctp< couper: 7 v b F 5, YT 5

dam bong< jambon: /N A

dAm< dame: F L 2

ga< gare: il

ga<gaz: I A, Rk, NA DAY MU
ga lang< galant: 212 B L \»
gara<garage: W/ L — 3, Hi

ga to< giteau: 7 — ¥, FHT

gac< garde: /' — N~ ~

ging< gant: F-4%

pho mét, phd mai< fromage: 7~ — A

pin< pile: FE itk

po<pose: (GHD) I<

16 ti< roti: 5% %

ruou vang, vang< vin:"J 4 ~
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la va bo< lavabo: T 5 sa bo ché< sapotier: VR 7 (F¥))
len< laine:3:E, 77—V sac< charger: L& %

lit< litre:) v M)V (BEEA) sée< chéque/ M T

16to<loto:™ b (FFTEHBTEELL) s6 ¢o la< chocolat: 7~ 5 T L — |

16p< envelope: ¥ 1 Y DF 2. —7 sO mi< chemise: ¥ ¥ 7

lap< loupe: b — X su hao< chourave: 7 771 ~ 7~ (B3E)
ma c6< maquereau: 2 4 tach<tasse: (I—L—A v 7TD) V—H—
mét< métre: A — b )L (FERA) tem< timbre: Y]

mi ca< mica:E R,V A F tuyp< tube: 7~ — 7

mé dén< modéle:FiEATD A Y A )V va li<valise: A — 7 — A

mo t6< motocycle: [ B — i va ni< vanilla:’ Y=

mbt< mode:FAT7 7 v ¥ a v vang<vin:J 14 ~

mu tac< moutarde: ¥ A ¥ — I vét< vest, vét tong< veston: > ¥ 7 v k
neon< néon: f 4+ >~ xa long< salon:V 7 7

ni long< nylon: 74 1 > xa bong, xa phong< sabon: 71 ik
noen<noel: 7 1) A< A xa lach< salade: 7 %

nui< nouilles: ¥ 77 B = xang< essence: 7 /1) ¥

oxy< oxy:FEF# xép, sép< chef::K A, 1 7]

6 t6< automobile: Fl B xi<cire: 7 v 7 A, T 7 AxnT 5
dp la< ceuf au plat: H EHE X xi ming< ciment: -z X > k

dp 16t< omelette: F 4 L 7 Xi né< cinema: L]

pa té< paté:/ 7 xich 16<cyclo:¥ 7 1 (=5 7 > —)
pé dé< pédéraste: AT FIPERCFTH xiée< cirque:t— 7 A

phanh< frein: 7' L — ¥ Z 21T % xOt< sauce:V — A (K}H)

phim< film: ML, 7 4 )L A xup, sup< soupe: A — 7

phin< filter: 7 1 )V ¥ —

COVAMNOERLE, BIELHHENTVLE, $4bENNFLGEICESIELZS
NT, HELVIINKETH L ETHERSNTICELE L TV LENL L BIESND, —
BT D) AP TVEERTHEORE LERPEE,LLLZHLTLEI> TV
FED THAE] LIS 2% - T < %o Nguyén Hitu Phude IZHIEET [ 100407 5 » A
TEEDEE | %2 75ERICOWT [BAE4SED S 15U Lo () 12k 5T, fTED
FAL VW) T AEN D - 1258, T2, BHOEETH> TV ETLH 5, L
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L. 2O THENIIHE S Tz, 2O L) REO—EIE. 4 TIHFHEICHIRY M2k
Vo F72 ENO—ER. HELVIIANETOAEHEIN TV EELH L] LIEHL TV 5,
) A B 21Z 90 SEHTFAZIE 30182 5 40D N 4 HSHFAETE THEH L T, BETIHIZ
EAEHHEN TR WEETF L OO TH S,

JR N2 1975FLEIICIE—RRMICERIN. WEEAINTHLAENGE 8
75 v AERFE<TEOD 7 5 > A NN F LAETOENR

ing-két< enquéte: 7 > 7 — b ca-vet< catre verte: (HLTijD) FTA FEHGE

Ang-Lé< anglais: 1 ") A 1&-ghim<légume: BF 3¢

ba-tui< patrouille:/ ¥ b T — )l xuyt< sur: i HEZFL D/

bang< banque:§R1T Bl 2 1257/34% BIAE 157 trén 34 & Fide A%, 904E T

) P F TIEST xuyét 34 & G AN 2o 720
bom< pomme: ) A =

cara<carat: ¥ 1 7€ N, {8

ca-rem<créme:7 4 A7 1) — A (9)

1975 4E LA 12 1% Ang-Lé (£ nude & 45 VDWW TIHEE & %2 1) | ngudi Ang-Lé (1 F1) ZN)
£ tiéng Ang-Lé (¥3E) O X9 ZiFU b b Tz, BEIXEBGED Anh IZIEL L T
%o bang lZ[AFREFENDH H DT, XB)$ 572012 nha Z Hi1E L T nha bang DI TRib L
LI ENE ol

B, FrEEOZAEIZE LT, Tran Thi Tinh(10) (X, FHEMETRBEZL LV TD T 5
Y AGERYFEN O OEENH L T LRI L TV,

siéu Am <supersonique: & K

siéu thi <supermarket: A —/¥—

7272 L. siéuthild [HETT| OEMGEL TLEINL V. A==V & EET 5 sidu
nhan [ A ] AT, siéu thi R siéunhan 2SE H 127 T ¥ AGERIZED S DY RGEZ &
THEZICEEETER V. B, BEZLANVOEENFOLDIZHEETRETIEL
<V 7T 2 AFBRFETIE 228,

siéu chinh <hypercorrection: ¥ {5 1E

DE)BIFEEDAN AN EZTBE 20,

F 70 (4] % #Z0k4 %5513 danh thiép £ 7213 card visit T 5o hFDEFIT—FIMH
T5, H. —HMIZES L TWDHHE Y Idcard visit T A 2D%., carte de visite 23X b F A 5E
WZAD . F 9 1dcac visit F 721d cac visit & FEH STz EF OB TIX0FRATF LT L
AEZDELLHPT, 2000 RIITFHEFIELDOE I, EHFFD card & visit A E D
H7zcard visit 2VHBL L. BIEICE > T b, gERIZEFEICN TRbONZZ 0D, 75

14



NMFLFECBITL 7T AEOLVITY 41

¥ AFEDFRNAD R > T B HASBLREE

3. 7SV ARBERREENEZHEK

INFTRTELT IV AFEREEY, BIIELMHEbON T LNl ) e wv) AroiED
TIFTALE, HMIDOLH) 5T S t#f%ivo
K1 75 REERFEEBEODE

LN TR VEERIZIE [ZOb0D R holz] ZRNL . EHIZEDHEROHE

VA T L
75 A BLUZFoZor
e VAN
TENTE D, B
S TP — %%é\bfi“i/ix\?{
N 2 LIz ko Tk L
71; (B)k N T
]_.[fﬁzun ﬁ)
nacns BEPFELI D AN
FLFEDNHFENS
A THRERIE | B BAHAZMKC | | D XM A E;%”;%% i%g) %l,fﬂi
FAfT LBk DEEND *m&é AREA b AFEA

O il XMz % 3R
TAHEREROERL TWn5,

GFZDDT ) BARNICATHICE)VHOBE RV IAATRIZE 2 A, 0O ENEFELE
WA BRER 72 &g S, 30O ENTEFELEICIE TBEALFHE L TV A RIZWE] &
DEMER 2 T A HEEFNON N F LRFEPIRENIFGE L 72HE. REIZBT 2 mH
RHIEE OXFHEERBRICEE L2 2A, [RAZBIZEVDIZEST Y A7 BEEEIR 7
CEDLNI-ZEY — FLE»EI N,

. BO7 A) AEFENNF ARFESE 6010 X, 77 v AFHREFEFEOMAIC
DV, —HRICEHEEBK S IZEZ V0TI AW EEMEREL Cnb, HHAT A T
hﬁ%k#bﬁﬂﬁ@%%&#%Ab%AﬁEE@¢ M BB T [RVEE] OHE
Btk A I B OFERE (10O BRI MR TH ) . Fo. A T2 BadE LT O #E HlE
RFTEMEE, SS5IEHORREEN LI ETH DL, L L, FHUEHEIC [HI3EL
Pofz] LEN LTI TIER L T LABUKFINORLH R BEEKA 7 T AFERIFE
ZHTAHZI LB TWLEEZ LN, DEZETHEEERTHALEWMTALIENTE
TR\,

Tl HEMBEL LT, 77 Y ARBREEEZZHT LA WHIEEHE X272 585k
RPERERODIES ) Ho TSELRI O A T TIREELLATTI IV AEDLHOLO S
AEDHHTHH SN TV, TEHREFETHO T T v A5 ﬁﬁ%whtoto%4:/®¢
TEFE AR LA Em T A AAIEHEWIZ 7 7 Y AfEEZFE L TW2 L, XN FLAFED
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DT T AGEOREREAND AATV/Z(12)e 2F0N ., 77V AEOEEYZOF FE
I BHAVIEIRN N FLEBEOFHICELECEE LTI v AEREEYBFHICEHT A
Ll BHEOIZAY T v 22 A a3 ) TR TE-LVTLITAETLH o072, &
512, BFOFFERIE L M2 AL THRR LR ThwAL b, 22 OENRR, H
FTOBELELLHAEL720127 7V AFEREEZSFEICEHL W] ZExifS L. 2
DOBH7NIE, BIFOFIIRE L HEFEEHILATEC, B2 70— NV A2 #HRL
HRBLEEHOHERNILBELSL, AHOBEREEWHR L, L22> T, 77 v ARG
FEEE BXWICEH L5, BICBETERZ L2, BADOL) REELEZ, L)y
ICEELT. FEEVHOZ [HEOTATICEIE TR/, brokiEH ] AMTHAEZ
EaebhtE, B2 (BT, B b 2000 A\MTHLLEOHRE L5272 %W
FLLTB I,

COMD [HrokE) | JEIKRLIZHRENTWL, "M 7 VOHTH L, BHIE, X
b ARE T 2 IEFE T, SEFEOS SRR ERL T 2B, TEIMICANA 7
AT ANR—RAEEITL [GrbEX] 2750, HLVIREEORVEZOTEFE
352 EN% 0, Ll [HEAN N FATIE, ZEEHONKEIEHZ N1 72T
FEATWZ, bida () ¥ —F) Idbi-dak. cintin (#7271 7) deintinEEL 2 &
MW= 720720 NA T LI 7T Y AFERFREY I LD LT HIBRENRZZBDOHT
L5 Tz, H AL EEFEIZOWTH T, B X2 EHE] b Cong-Hoa
Viégt-Nam & NA 7 P ZfEHT 2 OB ERTH o720 BB, B 7+ VZTHTEITEN
TWAENKNFLAFEOEEIZIL, 5L ZDATANVEENTWDLLDONH D,

4. F&o

INETHRTELLHIT, 7T ¥ AFEITEREZ F O IR 7Bl 7 B O B HEE O M 72
59, NFFAADOHFEEFBZBVWTRDPT I ENTELRVWERERE L TATAATY
bo FFERNFLEANOBXMZ NP TERVEER, L OXNF AN T T v AGERFGE
PRERODTIMMo TV EELH N, TOEEEDIERI D) DR 5.

5T, 77 v AEREEE BERICEHT 2475120, BilERNA D7 2HE %5
RAHDHRELT, BON T T ¥ AGEICHL VRV L ERESICET 2 A Ths &
RENVIT L TE=NVTIEREVDD ), ARFOT A TOOFHEHEYE 2 5 L TIEKR
ZE N BRI,

KERTIERN 2 o 72D 7T 2 AFEOFREES NN F LGB AT N BETELS
BEALDNV— VI, EETEOZL. FBRTFE FFICHHEOWE) OFFLIZETH
Nb, SHICHIBZEDOHTE, L ICHILOAEEPIMS N TV AL <. HELIC
OWTIERRELD L 2 L L L72w,

SiEE

AR A e B i B &L ge C (GRAER S © 15K02508 [Hm 7 ¥ TaEEICBIT 5
I—1 vy REEE O - BRBESICHE T BRIz AR BIRES - B
PVEEE RS HIZ) B X 2016 F AT ¥ 7 KPERFFMIIC L 2R EO—ETH 5,
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720 MCOWEITIE, 20164 12 H 2 HICHEAHERERSFAREAMZEITIC B W TR s e 7
VT OAVHEELERERE] MEAT I—’\]“J‘A LHE 2B 1T 5 heritage & legacy | & L T
CEEEEREL2DDEEL . TORRICHE L T, Ll 7 ¥ 7 KPR RFFEERMBHE D
W %5 72,

x

() BEHER [ = b2k, [SiEeRER] (F) |, =45 1998.

(2) Vuong Toan, Tiéng Viét trong tiép xiic ngén ngit, NXB Dan Tri, 2010. p28.

(3) Thach Lam, Ha N¢gi ba muoi sau phé phirong, NXB Doi nay, 1943.

(4) Nguyén Hiru Phudc, Tiéng Viét goc ngoai quoc, 2008. p220.

(5) Hoang Xuan Han (& Danh tir khoa hoc D5 2 iR (1948) 1% 6000 55D 7 T > A FEALIR 0 2447 F
IR L TV,

(6) AV Z b TlE, MRS ET—RMICHW OB K2R L7z,

(7) WINL I DFEIRTH 5 6

(8) 1 21X, Thanh Nghi, Tir Dién Viét Nam, Khai Tri, 1958.%° Nguyén Dinh Hoa, Vietnamese- English
Student's Dictionary, The Vietnamese American Association, 1969. [ZIZ RH LEEE L THRA S LA
A6, BEAN DT AEWNTHE L T 5 EFEFFHLIZIIRE STV A vEk, 2B, K A b
EIHFEAR N F A THA L T2 IEBFRIKIRL Tw 2,

Q) BAETEkemD 7 ) — L ETA AT ) —2AOWM B2 ERT 5,

(10) Tran Thi Tinh, Viét hoa tir tiéng Phap, tiéng Anh trén ba6 chi tiéng Viét hién nay, Tiép xiic ngén ngir
¢ Viét Nam, NXB Khoa hoc xa hdi, 2005. p79.

(11) HJE 2016. 21,

(12) 201646 H. 7)) 7 A V=T M > 74 ZTTIZBIF LN N F LR ERZHAOR ST
FIZE 5,

SE K

(1) Bui Khanh Thé, Ly thuyét tiép xtic ngon ngit va van dé tiép xtc ngdn ngit & Viét Nam, Tiép xiic ngon
ngit o Viét Nam, NXB Khoa hoc xa hoi, 2005.

(2) Nguyén Hiru Phudc, Tiéng Viét goc ngoai quéc, Nha sach Ty Lue, 2008.

(3) Nguyén Quang Tuan va Nguyén Btc Dan, Tir dién cdc tir tiéng Viét goc Phdp, Hoi Nghién ciu va
Giang day Van hoc TPHCM, 1992.

(4) Tran Thi Tinh, Viét hoa tir tiéng Phap, tiéng Anh trén baé chi tiéng Viét hién nay, Tiép xiic ngon ngir
¢ Viét Nam, NXB Khoa hoc x4 héi, 2005.

(5) Vuong Toan, Tir goc Phdp trong tiéng Viét, NXB Khoa hoc xi hoi, 1992.

(6) Vuong Toan, Tiéng Viét trong 1iép xiic ngén ngir tir gitra thé ky XX, NXB Dan Tri, 2011.

(7) HIEERS [P FAFRICBIT S [#HEWE] & RCFE] CHT5E%] TAPUSHE
Bzl 15, Lmfe7 ¥ 7 RKEPERFSHERE L ¥ — ,2016.

@®) BHMERK [V b F okl , [EiFFRFEH] (1) =45, 1998.
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fEH BR ED A BUE SIS, O A0 & miH RETC

Z B

KFETIE, REAMERIS, £V T4 VLo T T2 HBEICHET A7 7 — MO R
EnS. BPEOHBROTHMERNZ 5L, SHROBRELETIZBITL2HEIIO>VWTE
Bz, WEFOTH - LHE, BXOHEOENEIZO W CEHALEMEE I 5[4
FRIZOWTHF I TR o 28R, TRFPH SNz TRFOH B, 3EFIEHE
WZOWTOERINEICHEDLIRTFTH o772, HELEILLESTCT IR ADBRES Y — ¥
VAT A THREHEN T2 EHEIC, REPERFL W/ HEMSHETOHHRL. HAR
ETO—RERDEH SN T Wb rotz, T2, ORTOFEE ) 200, B
A SR R AR I N O IATE 2 17\, ERR2 LM & 25702 /BTnw5s 2
ElbroTze KRERIZIE, HAFEIA TG THL LV HTHRIGE L Db E LY
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Online Dictionaries and the Involvement Load Hypothesis:
An Empirical Study

John B. Collins'

Abstract

This paper explores the relatively under-researched area of online dictionary usage by EFL learners.
Despite the inconvenient truth that students are increasingly choosing to utilize online dictionaries
over their traditional paper and handheld electronic counterparts, this shift has not been sufficiently
reflected in EFL literature — particularly in terms of how such technology could be affecting incidental
vocabulary acquisition and reading comprehension. This paper sought to explore this line of inquiry
within the frameworks of the involvement load (Laufer and Hulstijn 2001) and consultation trigger point
hypotheses (Aust, Kelly, and Roby, 1993). Thirty undergraduate students studying English as a foreign
language at a Japanese university completed a reading task followed by a reading comprehension test
and a delayed vocabulary recall test. During the reading task, students were assigned a dictionary tool
to use, either Weblio or Google Translate, with varying involvement load indexes. A battery of Mann-
Whitney tests did not identify significantly different performances under the two dictionary conditions.
A small to medium effect size was identified (r = -0.25), indicating that dictionary type was impacting
vocabulary recall performance, albeit modestly.

Key Terms: Online dictionaries, Google Translate, Japanese EFL students, incidental vocabulary
acquisition, reading comprehension, involvement load hypotheses, consultation trigger
point

1. Introduction

The arrival of digital technology and the Internet has led to what has been described as a revolution
in the field of lexicography and the attitudes that learners have towards dictionaries (Lew & de
Schryver, 2014). No longer are students required to carry about with them a heavy paper (PD) or
handheld electronic dictionary (ED). Indeed all a student requires in Japan, where the present study
took place, is a Wi-Fi connection for a limitless amount of language data to be at their fingertips,
either on a computer, smartphone, or other electronic device. This shift has made the task of
defining the term “electronic dictionary” increasingly problematic. Nesi (2000) defined electronic
dictionaries as “**-any reference material stored in electronic form that gives information about the
spelling, meaning, or use of words.” (p.839). This definition includes such tools as a spell-checker
in a word processing program, devices that scan and translate printed words, and electronic versions
of traditional paper dictionaries. This definition, therefore, can also be applied to online versions of
printed dictionaries such as the Merriam-Webster, Oxford, and Longman dictionaries. As Lorentzen
and Theilgaard (2012) have shown, not only are a large number of students now accessing such
online dictionaries via a one-word entry into Internet search engines, but also that their choice of
search engine is overwhelmingly Google (p.654). However, rather than serving purely as a search
engine, Google has itself now become a provider of definitions through the Google Translate tool,

which as the author's previous study (Collins, 2016) has shown, has become an extremely popular
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tool among Japanese EFL college students. It could be argued, therefore, that Google Translate now
fulfills the role of a dictionary for a great number of students. Google Translate, therefore, is one of
the tools on which the present study focusses.

The present study was carried out in order to build on the author's previous research (Collins,
2016), which investigated the increasing use of online dictionaries among Japanese college students.
The study noted two important implications relating to vocabulary acquisition as a result of a potentially
lowered “involvement load” (Laufer & Hulstijn 2001) and also a potentially lowered “consultation
trigger point” (Aust, Kelly, & Roby, 1993). The purpose of the present study is to explore these two
implications and to begin the process of establishing an empirical basis for encouraging, or discouraging,
students from using certain types of online dictionary tools, if indeed such a need exists. While the
present study did not produce any statistically significant results on which to base any assertions, it did
identify a small to medium effect size (r = -0.25) in favor of Condition #2 (Weblio) over Condition #1

(Google Translate) in terms of vocabulary recall performance.

1.1 Literature review

The aim of the following literature review is threefold: first, to highlight the gap that currently
exists in dictionary research in regard to online dictionaries and their potential impact on incidental
vocabulary acquisition and reading comprehension; second, to frame the present study within the
existing literature dealing with the involvement load hypothesis; and third, to position the present

study within the framework of the consultation trigger point.

1.1.1 Framing the current study

There is a large body of research into dictionary use by second language (L2) learners, and its
impact on L2 reading comprehension and incidental vocabulary acquisition. Studies comparing
the relative benefits of EDs and traditional PDs in regard to spelling, reading comprehension,
rates of dictionary consultation, and vocabulary acquisition have, however, painted only a blurry
picture. A number of studies have concluded in favor of EDs over traditional PDs in terms allowing
students to look up a greater number of words within a similar or shorter period of time (Koyama
& Takeuchi, 2004(b), 2007; Shizuka, 2003). Any benefits to reading comprehension, however, have
yet to be clearly established. Studies by Koyama & Takeuchi (2004(b), 2007), for example, did
not identify any significant improvement in reading comprehension. A further study by Koyama
and Takeuchi (2004a) did, however, conclude that users of PDs displayed significantly higher rates
of vocabulary retention. As previously argued (Collins, 2016), while such studies have been vital
in establishing a conceptual framework within which to explore the relative benefits of dictionary
types (see Koyama, 2004, and Topel, 2014, for comprehensive reviews), the recent and potentially
irreversible shift amongst students towards favoring free online dictionary tools over both EDs and
PDs has yet to be adequately taken into account, indeed research into online dictionaries is very
much still in its infancy. In fact the first complete book focusing on the use of online dictionaries
was only very recently published (Miiller-Spitzer, 2014) and was based, for the most part, on
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studies involving participants with a professional involvement in language and linguistics such
as lexicographers, linguists and translators — not L2 learners. It is this gap in the research that the

present study aims to begin addressing.

1.1.2 The involvement load hypothesis

The primary aim of this study is to investigate implications relating to the involvement load
hypothesis (Laufer and Hulstijn, 2001) and its impact on incidental vocabulary acquisition.
Building on the “depth of processing” construct (Craik & Lockhart, 1972), researchers have argued
that the meaning and form of a word is more likely to be successfully retained by the learner if such
information is acquired through a process that requires high mental effort (Hulstijn, 1992). Based
on these assumptions, the involvement load hypothesis was first proposed by Laufer and Hulstijn
(2001) and postulates that the effectiveness of vocabulary learning, that is to say the chances of
successful vocabulary retention, depends on the level of cognitive effort or involvement that a task
requires from the learner. Described as a motivational-cognitive construct, involvement is made
up of the sum of three components: need, search and evaluation (Hulstijn & Laufer, 2001, p.543).
The first component, need, describes the level and source of the motivation to search for a word.
Need is moderate when it is imposed by the teacher or by the nature of the task, such as a reading
task followed by comprehension questions. Need is strong when motivation is self-imposed by the
learner (p. 543), such as requiring a word in order to write an original piece of text. Search refers to
the processes involved when searching for the required word in a dictionary or other source. Here
the distinction between a moderate and strong search is whether the search is being conducted to
find the meaning of a given word (moderate), or to find a suitable word for a known meaning (strong)
(Laufer, 2000, p. 53). The final component, evaluation, relates to how the student reaches a decision
about which definition or word is the most suitable for a particular context. For example, if a
student consults a dictionary that presents multiple definitions, the student must decide which is the
most suitable by comparing the sentence in their book with the definitions offered in the dictionary.
Such an evaluation carries a moderate evaluation load. If, however, the student were writing an
original piece of text and consulted the dictionary for a word they required for a known meaning,
they would need to evaluate how the new word, and its meaning, combines with the original
sentence or text. Such a process would carry a strong evaluation load. By assigning a numerical
value (0, 1 or 2) to each of these three components, an involvement index (maximum index value
= 6) can then be calculated and language learning tasks can be compared in terms of the respective
involvement loads that each task carries. Since the present study is primarily concerned with
comparing dictionaries and the respective consultation and evaluation processes that each induce,
the search and evaluation components are of most interest and relevance.

There is a limited base of research which supports the involvement load hypothesis. Hulstijn
(1992) concluded that retention is higher when the meaning of an unknown word is inferred by
the student (high cognitive load) than when the meaning is given to them (low cognitive load)
(Hulstijn, 1992, p. 122). Hulstijn & Laufer (2001) compared the short- and long-term retention of
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words learned through three tasks of differing involvement loads. Task one (involvement index=1)
involved a reading comprehension task with marginal glosses provided. Task two (involvement
index=2) involved a reading comprehension task combined with a vocabulary gap-fill task. Task
three (involvement index=3) involved a writing composition task in which students had to use
ten provided words. As their hypothesis predicted, the higher the involvement load, the better
the vocabulary was retained (p.552). Whereas the Hulstijn and Laufer (2001) study focused on
advanced students, Keating (2008) conducted a similar study involving three tasks of similarly
varying involvement loads. While the results mirrored Hulstijn and Laufer (2001), Keating (2008)
noted that when time on task is taken into consideration, however, retention gains did not hold
(p-379). Knight (1994) identified significantly higher reading comprehension scores and vocabulary
retention rates among learners who used dictionaries during a reading task than those who did not
(p-291). Keating (2008) subsequently suggested that these gains could be attributed to the higher
involvement load incurred by the search aspect (p.369). Knight's (1994) findings are not universal,
however, and contradictory findings have been made (Bensoussan, Sim & Weiss, 1984; Nesi &
Mera, 1991). It is a primary aim of the present study, therefore, not only to continue the process
of exploring the validity of the involvement load hypothesis, but also to do so in a way that better
reflects the dictionary preferences of increasingly technology-savvy EFL students.

1.1.3 The consultation trigger point

The secondary focus of the present study deals with the consultation trigger point, which is
described by Aust, Kelly and Roby (1993) as the point at which a student decides to consult a
dictionary to confirm the meaning of an unknown word or phrase. Previous studies have shown
that students using EDs not only have a positive attitude toward them, but also that they looked
up more words than students using PDs (Aust, Kelly & Roby, 1993; Koyama & Takeuchi, 2004,
2007; Shizuka, 2003). Conversely, studies have also shown that students using PDs spend more
time and effort on guessing or remembering words before consulting their dictionary (Kobayashi,
2007; Koyama & Takeuchi, 2007). Aust, Kelly and Roby (1993) concluded that because of a
more efficient access to the word reference information, in their case a hyper-referenced glossary,
students were more inclined to consult it (p.70). In other words, it could be said that ED technology
has lowered the consultation trigger point and therefore encourages students to look up more
words. As previously argued (Collins, 2016), the streamlined search processes of online dictionary
technology has potentially lowered the consultation trigger point further still, possibly to a point
where students are looking up too many words. Indeed caution has been voiced that, in such
cases, dictionary use should be discouraged (Tang, 1997) or at the very least students should be
encouraged to be more selective when consulting their dictionary (Prichard, 2008). A lowered
consultation point is potentially exacerbated further by the use of online tools such as Google
Translate, which, as described in detail in section 2.3, have essentially eliminated the evaluation
stage of the consultation process and therefore streamlined the process to such a degree that
students may be encouraged to consult such dictionary tools even more frequently.
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1.1.4 The relationship between dictionary usage and reading comprehension

The relationship between vocabulary and reading comprehension has been well established (Nation,
2001; Grabe, 2009) and there is a considerable body of research that supports the position that
vocabulary knowledge is a strong predictor of successful reading (see Grabe, 2009, for review).
While the present study is concerned primarily with vocabulary retention in relation to the
involvement load hypothesis, an additional aim is to tentatively explore the possibility that the use
of Google Translate could be negatively affecting reading comprehension (as a result of the absence
of example sentences and other information with which to make an informed decision about a
definition's suitability, as described in detail in section 2.3). Assuming that the use of dictionaries
during a reading task helps the reader to raise their lexical coverage of the text, and therefore
improve their chances of better text comprehension (Laufer, 1989; Hu & Nation, 2000), it stands to
reason that Google Translate may potentially be lowering the chances of successful comprehension
as a result of the reader's adoption of an unsuitable definition. If this were the case, it would
be reflected in lower reading comprehension scores for students under the Google Translate
condition. Furthermore, there are a number of comparative studies that investigate the impact of
dictionary type on reading comprehension (Koyama & Takeuchi, 2004(b), 2007; Aust, Kelly &
Roby, 1993). While these studies have not produced any significant findings in support of certain
dictionary types, and in light of the gap which currently exists in the literature surrounding online
dictionaries and reading comprehension, the author felt that it was worthwhile to compare reading
comprehension performance under the two conditions (described in 2.3) and to compare the results
with previous studies.

The goal of the present study, therefore, was to continue the process of investigating online
dictionaries, and dictionary-like tools, particularly in regard to their impact on vocabulary retention
and the number of words being looked up by students. The secondary aim was to investigate to
what extent, if any, reading comprehension performance is affected by online dictionaries, and

dictionary-like tools. These aims are reflected in the three research hypotheses listed below.

2. Research methodology

2.1 Research hypotheses

The following research was carried out over a two week period and consisted of a reading task with
the aid of a designated online dictionary, a reading comprehension test, and a delayed vocabulary
recall test. In this way, the following three hypotheses were examined:

1) Assuming a lower involvement load, participants using Google Translate would show lower
retention rates on the delayed vocabulary test than students using a typical online bilingual
dictionary,

2) Assuming a lower consultation trigger point, participants using Google Translate would
look up more words, and,

3) Participants using Google Translate would display lower reading comprehension scores
than students using a typical online bilingual dictionary.
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2.2 Participants and methodology

Participants comprised of 30 upper-intermediate Japanese-language basis students studying general
English as part of an undergraduate degree. The 30 students came from four different class groups
taught by two different teachers (the researcher and a colleague teaching the same level). While
the participants were all at the upper-intermediate level, each class group was divided equally into
the two task conditions in order to minimize any possible impact that varying student proficiency
could have on the experiment. During the first stage, students were asked to read a passage taken
from the textbook that is used in the students' reading skills and vocabulary development focused
B-course (see appendix for full text). Students were allowed to consult the online dictionary that
was designated to them, namely, Google Translate or Weblio (a description of each condition and
basis for the selection of Google Translate and Weblio is described in section 2.3, below). The
students were given 25 minutes to read the text and were instructed to underline all the words they
looked up. Once the students had read the text, they were instructed to answer 14 comprehension
questions which were taken from the textbook. Having used the textbook throughout the semester,
participants were familiar with both the style of text and type of comprehension questions.
One week later, participants were presented with an unannounced vocabulary recall test which
comprised of all the words they had underlined. Each test, therefore, was individualized and had
a different number of items. One point was awarded for each correct definition. Participants were
not permitted to use a dictionary during the recall test (see Figure 1 for procedure). In order to
individualize each recall test, and in light of the narrow time frame, students were required only
to provide a correct Japanese translation for each word they had looked up (the limitations of this
approach are described in section 4.0) The research was completed outside of regular class time and

participants were compensated with a book voucher.

Condition 1 Condition 2
Task 1: Reading text Task 1: Reading text
Dictionary Type: Google Translate Dictionary Type: Weblio
Class A n=6 Class A n=6
Class B n=5 Class B n=5
Class C n=2 Class C n=2
Class D n=2 Class D n=2
Total n=15 Total n=15
Task 2: Comprehension test Task 2: Comprehension test
L {
7 Days later 7 Days later
Task 3: Vocabulary recall test Task 3: Vocabulary recall test
n=14 n=14

Figure 1. Experiment procedure
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2.3 Google Translate, Weblio and the consultation process

The dictionaries used in the current study were selected based on the results of Collins (2016)
which indicated that bilingual online dictionaries and online translation software were the most
frequently used dictionary tools among 498 Japanese-language-basis undergraduate students
(p.42). The first dictionary, Weblio (Figure 2), was chosen based on the author's previous in-class
observations which indicated that Weblio was widely used by students at the university where this
research took place. Based on this assumption, a screenshot of the Weblio website was used in
the Collins (2016) survey as the example of an online dictionary — the results of which indicated
that online bilingual dictionaries were the most popular choice for students accessing such tools
via their PC or smartphone. Weblio is a free online English-Japanese/Japanese-English dictionary
service. According to the company homepage, Weblio provides a comprehensive online dictionary
service with word entries and other related information sourced from a range of specialist and
general dictionaries and glossaries that have been registered with the website. When users search
for a word, Weblio displays a list of entries based on an inter-disciplinary search (Weblio FAQ,
2016). Google Translate (Figure 3) is also a free online dictionary-like tool which, when used in its
simplest form, provides a word or full sentence translation based on a statistical algorithm, rather
than authentic dictionary entries and texts. Google Translate was selected on the basis that it was,
according to the results of Collins (2016), the second most popular choice of PC/smart-phone based
dictionary tool, and also on the grounds that the results of Lorentzen and Theilgaard (2012), as
described above, indicated that the Google search engine is an extremely popular entry point for

students seeking the definition of a word online.
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Figure 2. Weblio — a typical free online bilingual dictionary
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Figure 3. Google Translate

Nation (2001, p.419) described four steps learners go through when consulting a dictionary for
unknown words:

1. Get information from the context where the word occurred

2. Find the dictionary entry

3. Choose the most suitable sub-entry

4. Relate the meaning to the context and decide if it fits.
As shown in Figure 3, Google Translate, as presented in its simplest form, does not display sub-
entries; a translation is simply provided. Therefore there is no way of comparing other possible sub-
entries, (or in this case, different translations) with the source text. It is clear, then, that Nation's
third and fourth steps may be missed by the learner. Consequently, there are two potentially adverse
outcomes for the learner in terms of vocabulary acquisition. Firstly, since the learner does not have
access to a range of sub-entries from which to choose, they may simply assume that the definition
presented to them is suitable, regardless of whether it is correct in that particular context or not.
Secondly, as a result of not being able to compare and contrast sub-entries and example sentences
with the original text, the depth of cognitive engagement with which the students engaged the
information presented to them may potentially be reduced. In other words, it could be argued that
the user-friendly design of Google Translate reduces the involvement load of the consultation
process and therefore adversely affects the chances of successful incidental vocabulary acquisition.
Compared with popular bilingual dictionaries such as Weblio (Figure 2), metalanguage and other
important vocabulary-related information is also not present. The consultation process is extremely
straightforward: the learner simply types in the word and a translation is provided. It could
therefore also be argued that the simple design and ease of use of Google Translate encourages
learners to look up more words. In other words, it could be lowering the consultation trigger point.

Weblio, on the other hand, does provide a range of sub-entries, grammatical metalanguage, and
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other important information, such as example sentences, that the learner could refer to. Whether
or not they actually do, however, is another matter, as Tseng (2009) has indicated. In a study of the
Yahoo! online dictionary search behavior of 38 EFL high school students, Tseng (2009) concluded
that a considerable number of errors, in which students had provided incorrect definitions, could be
attributed to students not making full use of the example sentences available in the dictionary (p.102)

2.4 Input loads of each dictionary condition

Following the examples of both Laufer and Hulstijn (2001) and Keating (2008), an involvement
index was assigned to each task condition. Condition #1 (Google Translate) was calculated thus:
need = 1, search = 1, and evaluation = () (total involvement index = 2). As described above, because
Google Translate in its simplest form does not offer a range of sub-entries, the evaluation process
cannot be carried out. Therefore a zero score was assigned for evaluation. Likewise, Condition #2
(Weblio) was calculated thus: need = 1, search = 1, and evaluation = 1 (total involvement index
= 3). While the difference in involvement load is admittedly modest, the absence of an evaluation
stage under the Google Translate condition does offer a window for reading comprehension and
vocabulary retention variance. Furthermore, while a case could be made for the evaluation aspect
to carry a heavier respective weighting due to its arguably more cognitively demanding nature, it is

beyond the scope of the present study.

3. Results

Descriptive statistics of the results are provided in Table 1. “Class code” represents the class group
of which each participant was a member. The task conditions (Google Translate (GT) and Weblio
(WEB)) were equally represented across the four class groups. ‘Net Words™ indicates the number
of words each participant looked up during the initial reading stage. “Comprehension” represents
each participants' score on the post-reading comprehension questions. “Vocab Recall” represents

each participants' score on the follow-up vocabulary recall test.
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Table 1:

Descriptive Statistics for Google Translate (GT) and Weblio (WEB) Groups

Subject # Class Code Net Words Comprehension (%)  Vocab Recall (%)
GT 1 A 0 100 n/a*
GT2 A 14 92.86 7.14
GT3 B 6 100.00 33.33
GT4 A 6 92.86 0.00
GTS B 13 78.57 38.46
GT 6 C 6 100.00 50.00
GT7 A 2 85.71 50.00
GT 8 A 17 71.43 23.53
GT9 B 5 78.57 60.00
GT 10 B 8 92.86 12.50
GT 11 D 19 92.86 36.84
GT 12 C 9 100.00 11.11
GT 13 D 10 85.71 10.00
GT 14 B 1 85.71 0.00
GT 15 A 12 78.57 41.67
N=15 AVE: 8.5 89.05 26.76

Subject # Class Code Net Words Comprehension (%)  Vocab Recall (%)

WEB 1 A 3 92.86 66.67
WEB 2 A 6 85.71 100.00
WEB 3 B 8 100.00 25.00
WEB 4 A 0 92.86 n/a
WEB 5 B 1 100.00 0.00
WEB 6 B 19 92.86 63.16
WEB 7 D 5 78.57 25.00
WEB 8 A 17 78.57 52.94
WEB 9 A 39 78.57 20.51

WEB 10 B 6 92.86 50.00

WEB 11 A 8 100.00 50.00

WEB 12 C 6 100.00 66.67

WEB 13 B 13 92.86 23.08

WEB 14 D 40 78.57 15.00

WEB 15 C 5 100.00 0.00
N=15 AVE: 11.7 90.95 39.86

*As subjects GT 1 and WEB 4 did not look up any words, they could not complete the vocabulary recall test.
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3.1 Results of statistical analysis

In order to identify any relationship between students' rate of successful vocabulary recall under the
two task conditions, a Mann-Whitney U test was conducted that indicated that vocabulary recall
scores for participants using Google Translate (Mdn = 28.43%) were not significantly lower than
for participants using Weblio (Mdn = 37.50%), U = 69, p = 0.181, and that the effect size was small
to medium (r = -0.25). Results are presented in Table 2.

Table 2:
Results of Mann-Whitney U test for vocabulary recall scores
Ranks Test Statistics
. Sum of
Group N Median (%) Vocab. Recall Scores
Ranks
Weblio 14 37.50 174.00 Mann-Whitney U 69.00
Vocab. Google . .
14 28.43 232.00 Asymp. Sig. (2-tailed) 0.181*
Recall Scores  Translate
Total 28

(*Correlation significant at the <0.05 level)

With regard to Hypothesis 2, the results of a Mann-Whitney U test indicated that the number of
words looked up by participants using Google Translate (Mdn = 8) was not significantly higher than
for participants using Weblio (Mdn = 6), U = 112.00, p = 0. 983. Results are presented in Table 3.

Table 3:
Results of Mann-Whitney U test for net words looked up
Ranks Test Statistics
. Sum of
Group N Median (%) Net Words Looked Up
Ranks
Weblio 15 8 232.00 Mann-Whitney U 112.00
Net Words Google . .
15 6 233.00 Asymp. Sig. (2-tailed) 0.983*
Looked Up Translate
Total 30

(*Correlation significant at the <0.05 level)

With regard to Hypothesis 3, an additional Mann-Whitney U test indicated that reading
comprehension scores for participants using Google Translate (Mdn = 92.86%) were not
significantly lower than for participants using Weblio (Mdn = 92.86%), U = 99.50, p = 0.576. In
fact, the respective median scores were exactly the same. Results are presented in Table 4.
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Table 4:
Results of Mann-Whitney U test for reading comprehension
Ranks Test Statistics
. Sum of .
Group N Median (%) Reading Comp. Scores
Ranks
. Weblio 15 92.86 219.50 Mann-Whitney U 99.50
Reading Gooel
oogle
Comprehension € 15 92.86 245.50 Asymp. Sig. (2-tailed) 0.576*
S Translate
core Total 30

(*Correlation significant at the <0.05 level)

4. Discussion, implications and conclusion

The vocabulary recall rates for students under both conditions were not significantly different,
therefore Hypothesis 1 was not supported, although the initial data did show a large difference
in mean retention score (Google Translate: AVE = 26.76%, Weblio: AVE = 39.86%). A small to
medium effect size (r = -0.25) was, however, identified indicating that Google Translate may be
detrimental to incidental vocabulary acquisition. Considering this effect size, future studies could
benefit from having a larger data sample. Hypothesis #2 was also not supported, that is to say,
students using Google Translate were not looking up significantly more words than students using
Weblio. It appears, then, that contrary to the author's expectations, when compared with Weblio,
the streamlined search process of Google Translate has not led to a lowering of the consultation
trigger point. Hypothesis #3 predicted that participants using Google Translate would produce
lower reading comprehension scores. This was not supported by the current data; indeed under both
conditions students produced extremely high comprehension scores. This result is consistent with
previous studies (Koyama & Takeuchi, 2004(b), 2007; Aust, Kelly & Roby, 1993). As described in
more detail below, this could be due to the reading text employed.

As described above, the involvement load index variance between the two conditions was
modest (Weblio = 3, Google Translate = 2). Such a small difference in involvement load no doubt
makes the task of identifying a significant variance in task performance problematic, if indeed such
a variance exists. Furthermore, while the sample size was comparable with similar studies, a sample
of 30 students is also quite modest and larger-scale studies should be carried out to replicate the
current study before any concrete conclusions can be made. In addition to the small sample size,
there are a number of further limitations which should be described here. Firstly, the nature of the
vocabulary recall tests. As described above, students were required to provide a correct translation
for each word they had looked up. While there are a number of ways to measure vocabulary
knowledge, such as multiple-choice questions, matching words with synonyms, supplying a correct
translation, and yes/no self-report word recognition tests (see Read, 2000, p87), a translation test
was chosen because of the researcher's desire to only assign points if a student displayed a correct
understanding of a word as it appeared within the context of the text — something which, given the
time constraints, could not easily be achieved with another type of test question. However, as Read
(2000) points out, a potential drawback of this approach is the necessity for the researcher to make
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a subjective decision on the correctness of each translation. While the researcher in this case is
a fluent speaker of the students' L1 (Japanese) and has over five years' experience as a Japanese-
English translator, the subjectivity of the recall test grading must be acknowledged as a potential
limitation. Future studies would benefit from a multi-faceted testing approach. Perhaps the most
important limitation of the current study, however, relates to the reading comprehension text itself.
Since the text was taken from a textbook that the participants were familiar with, it could be argued
that the text and accompanying comprehension questions were simply not challenging enough for
the students, indeed the average reading comprehension test scores were 89% (Weblio) and 91%
(Google Translate) respectively. This is despite the considerable range in number of words looked
up under both conditions (min = 0, max = 40). This raises questions about participants' reasons
for consulting a dictionary in the first place. Rather than to find the definition of a completely
unknown word, many participants may have simply wished to confirm what they already felt they
knew. While it is beyond the scope of the present study, this could be a fruitful line of inquiry for
future studies. Although the range of comprehension scores was very narrow, the results of an
additional Spearman's Rank correlation test identified a statistically medium negative correlation
between the number of words looked up and comprehension scores (r= -0.369, p <0.5). It could be
said, therefore, that students who looked up the lowest number of words tended to produce higher
reading comprehension scores. This is consistent with previous studies (Bensoussan, Sim & Weiss,
1984, Knight, 1994). However, it appears that access to dictionaries was potentially allowing less
proficient students to achieve high, and arguably inflated and temporary, comprehension scores.
While this is beyond the scope of the current study, it is a potentially concerning implication in
terms of how it undermines the validity of reading comprehension performance.

This study aimed to begin the process of addressing the gap in applied linguistics research
which has arisen due to the advance of online dictionary tools into territory hitherto dominated by
traditional paper and electronic dictionaries. While the results of the current study did not produce
any ground-breaking or concrete findings, it went some way towards laying the groundwork for
further comparative studies and illustrated how the involvement load index can be applied to online

dictionary tools.
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Appendix A
Reading Text
The Science of Smiles

Why do we smile? Many people automatically assume that there is a simple answer to that
question — we smile because we are happy. That answer is correct, but it doesn't tell the whole story.
Social scientists who study smiles say there's a lot more to smiling than just showing happiness.
Smiling can actually have a great impact on a person's quality of life.

Marianne LaFrance is a social scientist who is particularly interested in smiles. She has studied
smiles for over 20 years. LaFrance says that we use smiles to make and maintain relationships.
We need to do this because we are social animals. As social animals, we need strong relationships
in order to survive and thrive'. According to LaFrance, smiling is one of the most important tools
to maintain social relationships. For example, smiling makes it easier to make new friends. One
reason for this is that we are attracted to people who smile. Smiling can put people at ease. Smiling
also helps people make the best of unexpected conditions and adjust to difficult situations. A smile
can help reduce conflict and ease embarrassment. In many languages, there are sayings that express
the social importance of smiling. For example, in English, people say, “Smile and the whole world
smiles with you. Cry and you cry alone.”

Smiling does more than just help us make and maintain relationships, however. It seems that
the amount we smile and the quality of our smiles may have some connection to our quality of life.
Two studies show the relationship between smiling and the quality and length of people's lives. One
study is the “Yearbook Study.” In 2010, LeeAnne Harker and Dacher Keltner, two social scientists
from the University of California, Berkeley, compared the lives of women they found in a thirty-
year-old year-book’. They rated the women's smiles by measuring the amount of muscle movement
around the mouth and eyes. Then they asked the women to answer some questions about their lives.
The results of their analysis showed that the women with the highest rated smiles in the pictures
reported happier lives and happier and longer marriages.

“Social scientists who study smiles say there's a lot more to smiling that just showing happiness.”

MORE FACTS ABOUT SMILES

® Babies smile inside their mothers before they are born.

® Not only do women smile more than men, but women have larger smile muscles than men.

® People who are guilty of some wrongdoing such as cheating on an exam are more likely not

to be punished if they smile when they are caught.

® People who smile shortly after the death of a loved one, such as a husband or a wife, adjust

more quickly to the loss than those who didn't smile.

Another study is the “Baseball Card Study” from 2010. Ernest Able and Michael Kruger
from Wayne State University in Detroit, Michigan, found that the quality of the smile in pictures
of baseball players could actually predict how long they would live. Able and Kruger also rated the
players' smiles. The rating system had three levels: no smile, partial smile, or full smile. They found

that the players with full smiles lived approximately’ seven years longer than the players pictured
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with partial smiles or with no smiles.

Research shows that smiling has many positive effects on our health. This might explain why
the people in the studies with bigger smiles had longer lives. Studies show that smiling reduces
stress and stress-related hormones®. It also lowers blood pressure. Smiling can affect the brain
in the same way as exercise. For example, it increases the amount of feel-good hormones such
as serotonin and endorphins. Endorphins not only make us feel better, but reduce pain as well.
Furthermore, recent brain research shows that just the act of smiling can actually make us happier.
In other words, we smile because something happens that makes us happy. But then, our smiles
send a message back to the brain that makes us feel even happier.

Smiling is clearly good for us. We can even get the benefits of smiling just by making
ourselves smile. One way to do this is to look at a picture of other people smiling. This is because
smiling is contagious’. It is very difficult to look at others smiling and not smile back. Even
thinking about people smiling can make you smile. It is easy to see that smiling is much more than
just an expression of happiness. It's a powerful tool for maintaining both emotional and physical
health.

'thrive: do well and be successful, healthy and strong

*yearbook: a book containing photos and other information that celebrates the previous year at a school or college
*approximately: about the same as

*hormones: chemicals naturally occurring in your body

*contagious: able to spread to other people, such as a disease

Source: “The Science of Smiles” by Gordon, D. & Blass, L., from Focus Reading and Vocabulary 2,

National Geographic Learning/Cengage Learning
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Critical Reading Strategies in the Advanced English
Classroom

Malcolm Larking'

Abstract

The aims of this paper are to inform educators about the latest findings into critical reading strategies
based on a comprehensive literature review, identify the frequency of critical reading strategy usage by
advanced EFL students, and to outline a procedure by which learners can transition from comprehending
a text to critically evaluating it. This paper highlights the most important critical reading strategies for
advanced EFL tertiary courses, synthesized from the current findings from the literature on critical
reading. In particular, it proposes reading strategies for authentic non-fiction passages, including
strategies specific to academic and online media texts that have not been graded for EFL learners.
Reading resources for advanced EFL courses can be sourced from a wealth of authentic material but
pose challenges in terms of complexity and quality. By adopting critical reading strategies, learners
can navigate authentic texts to identify the author's purpose, persuasive elements, and bias to read and
respond with an informed perspective. The study also reports on survey findings about the frequency of
use of both critical and comprehension-based reading strategies by advanced EFL college students. The
survey found that comprehension-based reading strategies were used more often than critical reading
strategies but some critical reading strategies such as distinguishing between main and supporting ideas
and making relevant inferences were used autonomously by the participants. Based on the survey results,
this paper identifies a number of critical reading strategies that need greater attention in the classroom,
for example identifying rhetorical devices, and describes best practice for teaching them.

Key Terms: Critical reading strategies, advanced EFL English, authentic texts, online texts

1. Introduction

It is of paramount importance that EFL students have the right reading strategies to successfully
construct meaning from texts. Moving beyond comprehension, advanced EFL learners need
to approach texts with a critical eye. The Internet has given students access to a plethora of
information, yet the quality and factual accuracy of the information available must be called
into question as anyone can author and publish content without editorial control or peer review.
Preparing advanced EFL students to be able to assess such authentic sources is a necessary task
and this paper argues that explicitly teaching reading strategies can empower students to evaluate,
critique, and strategically utilize authentic texts in an independent and insightful manner. Reading
strategies can be defined as the cognitive processes involved when readers purposefully attempt
to understand a text (Barnett, 1989, p. 66). By way of a literature review and survey, this study
highlights some of the most appropriate reading strategies for advanced EFL college students to
foster critical reading skills, such as identifying rhetorical devices and questioning the author's
assumptions. This paper summarizes the critical reading strategies which are crucial for informed
and independent interpretations of authentic texts by EFL college students who may not have the
language proficiency necessary to transfer such strategies from their first language (L1). It also

seeks to identify which of these key strategies are not being sufficiently utilized by students to
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reveal areas where teachers could explicitly introduce and practice such strategies in the classroom.

A survey was conducted to identify which critical reading strategies students use the least, as
a diagnostic tool for assessing a hierarchy of need for teaching reading strategy instruction. The
participants in the sample were all enrolled in an advanced EFL debate course at Ritsumeikan Asia
Pacific University in Japan, where critical reading was a core component of the course in order to
prepare evidence for use in debates on controversial issues, such as abortion and gun control. For
the purposes of this study, advanced English equates with the B2 band of the Common European
Framework of Reference for Languages (CEFR) as this represents the proficiency level of the
survey participants. The participants had to read authentic texts, such as academic journal articles,
newspaper articles, and government reports. They were expected to produce critical reflection
and commentary of such sources during the debates. Given these requirements, critical reading
strategies were an important resource for disseminating what, for many of them, were challenging
readings. From an analysis of the survey results, a discussion follows about which reading
strategies were not being fully utilized by the students, and how to remedy such reading instruction
deficits, as a means of comprehensively addressing the teaching of critical reading strategies to
advanced EFL college students.

1.1 Rationale

The advances of the Internet in terms of delivering textual information en masse has given rise
to a renewed awareness about the quality of texts. There are plenty of examples of texts on the
Internet that have factual inaccuracies, bias, and manipulative content and readers need to be able
to critically analyze the information presented to them. Whilst around 44% of Americans read their
news online via Facebook, 38% of the information on major political Facebook pages has been
found to be false or misleading (Gottfried & Shearer, 2016). It can be argued that social media
platforms in particular care more about whether content is shared and liked, than whether the
content is factually true. Such metrics drive the distribution of information through algorithms that
value the quantity and popularity of content, which has caused hyperbole and misinformation to
proliferate. Whilst all readers need to be vigilant, it is difficult for second language (L2) learners
in particular to filter the trustable from the untrustworthy when dealing with authentic texts which
are increasingly sourced online. They need to be constantly aware of the factual accuracies and
quality of content they encounter when they read such sources. Given the variability of authentic
online texts, teachers need to empower their students with the cognitive resources to read authentic
sources critically.

Given that one of the key objectives of the advanced English course was to conduct
independent research to prepare evidence for use in debates meant students had to find, read and
assess the strength of arguments contained in authentic, non-fiction texts. It was the challenges
I observed when students were attempting to evaluate the quality of such difficult and variable
sources that motivated this study. By identifying the critical reading strategies students do not
adequately use, and explicitly teaching such strategies, students will be able to read and evaluate
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authentic sources independently and with confidence.

2. Reading in a Second Language

If reading is an interactive process between the text and the reader to co-construct meaning, then
teachers need to know which reading strategies students are successfully using to facilitate that
interaction and the students' subsequent interpretation. A student's schemata consists of their
existing concepts about the world, or “knowledge already stored in memory~ (Anderson & Pearson,
1984, p. 255). Comprehending texts requires more than just linguistic knowledge. Experience and
culture shape readers' schemata and EFL readers' L1 can also influence their understanding and
interpretation of English passages (Mikulecky, 2008). Every culture provides a different schemata
of the world and teachers need to be equipped with the skills necessary to help students with
varying world views. Learning to read in a foreign language entails dealing with different text types
and entertaining different cultural beliefs. It involves changing the reader's values and cognitive
processing, potentially modifying one's schemata.

As EFL students automatically reference their schemata based on cultural and experiential
influences to interpret texts, reading instruction that engages this prior knowledge will strengthen
their personal engagement with texts. Despite the importance of the reader using top-down
processing with a sense of agency, teachers may overly focus on more receptive reading styles, as
Fairclough (1992) observes, “there tends to be too much of an emphasis upon the text as product
and too little emphasis upon the processes of producing and interpreting texts” (p. 28). Despite the
inherent challenges of reading in a foreign language, EFL students are already well-equipped with
cognitive skills, developed schemas about the world, and an awareness of text structures from their
L1 which can be utilized and built upon through learning critical reading strategies. Given students'
prior L1 knowledge, researchers have logically concluded that by employing reading strategies,
EFL students can increase their reading comprehension. The question remains, which strategies
need more attention in the classroom to improve critical literacy? Before addressing this pertinent

research question, a summary of the definitions of critical reading follows.

2.1 What is Critical Reading?

Critical reading is an investigation into, and critique of the validity of arguments expressed in
reading passages (Walz, 2001). Underlying meanings are enmeshed within the surface, or face-
value meaning of a text, which can seek to persuade the reader, sometimes with biased views,
imbalanced presentation of evidence, or even purposefully including factual inaccuracies. It
is the task of a critical reader to ‘read between the lines' and undertake an analysis of a text to
comprehensively grasp its full meaning. The term critical reading has multifarious meanings, but it
can be broadly split into two distinct traditions; reading for academic success and reading for social
engagement. According to Manarin, Carey, Rathburn, and Ryland (2015, p. 4) reading critically for

academic success consists of the following key skills:

52



Critical Reading Strategies in the Advanced English Classroom [l

1. Identifying patterns of textual elements

2. Distinguishing between main and subordinate ideas
3. Evaluating credibility

4. Making judgments about how a text is argued

5. Making relevant inferences about the text

Reading critically for social engagement implies an understanding of how texts can be used to
achieve social goals, for example, addressing gender or income inequality. To master critical
reading, students also need to have an awareness of how literacy is used for social purposes, how
an author may write to achieve their own ends, and how one should treat their own reflection
on a text's meaning with a sense of social purpose. Wallace (2003) asserts that reading for
social purposes is “social in the sense that readers and writers enact their roles as members of
communities; social in that it unfolds in a social context, both an immediate and wider social
context” (p. 9). It demands an interactive form of reading where there is a relationship between the
text producers, receivers, the community, and the text itself. From this perspective, critical reading

necessitates the following criteria:

1. Sifting through various forms of rhetoric

2. Recognizing power relations

3. Questioning assumptions

4. Engaging with the world

5. Constructing new possibilities (Manarin et al. 2015, p. 6)

Such a view of critical reading implies there are potential social and political outcomes from the
critical analysis of texts. For example, stakeholders such as lobby groups, think tanks and NGOs
will produce and interpret evidence presented in texts to advance their agendas. The tradition of
critical reading for social purposes adheres to critical theory's questioning of, "inequalities and
injustices that persist in society and how literacy instruction may become a site for contesting the
status quo" (Siegel & Fernandez, 2000, p. 140). In sum, it calls upon the reader to interpret texts
with a sense of social purpose and with an intent to use a text according to one's values.

Ultimately, both conceptions of critical reading share common features in that a reader
must analyze the content by identifying and interpreting textual features coupled with contextual
information in order to construct meaning. Furthermore, critical readers must recognize the
assumptions made in a text and assess their argumentative validity. They must also evaluate the
credibility of their own assumptions when reading a text. The ability to make inferences requires
students to connect the ideas in a text with other texts and other forms of knowledge, particularly
within the same genre or discipline. Broadly speaking, inference means to make connections
between texts and one's own schemata, as well as interrelated social and academic conceptions

and propositions. Spears (1999) described inference as “a statement about the unknown based on
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the known” (p. 81). A student can reference their schemata to make inferences based on their own
knowledge. Clues to an author's motivations may become apparent, especially if they contravene
Grice's (1975, pp. 41-58) four maxims of truthful communication, that is; quality, quantity, relation
and manner. The maxim of quality refers to the level of information provided and the maxim of
quality refers to truthful statements supported with evidence. The maxim of relation refers to the
relevance to the field or issue being covered and the maxim of manner refers to an author's level
of clarity. If an author contravenes any of these four maxims, a critical reader may be able to make
inferences about an author's motivations and critique the efficacy of their argument. The skill of
inference is particularly important when authors are overly biased, misuse facts or intentionally
obscure the truth. By making inferences from texts, students can reach their own conclusions based
not only on the author's statements but also their critical interpretation of them.

Whether a student is reading critically for academic purposes or for social engagement, not
only comprehension, but also analysis, interpretation, and evaluation should be present. With the
core skill of critical thinking at the heart of college education, EFL reading instruction for college
students must cover these key critical reading skills. This will ensure students can comprehensively
read academic and authentic texts and critically respond to them in their assignments. Despite
the centrality of critical thinking in college education, and the fact that even early learners may
also critique a text when making sense of it, EFL advanced reading is often still based on more
foundational techniques, as Wallace (2003) states: “many models of second language reading
have been ultimately reductive in their effects. For more advanced learners a comprehension view
remains a dominant view~ (p. 3). It is clear that reading instruction for advanced EFL students that
attends to critical reading skills needs to be present to complement more comprehension-based

reading strategies.

3. Literature Review

The early literature on critical reading for native speakers (NSs) often focused on theoretical
concerns whilst practical strategies only received broad guidelines for instruction. This trend has
continued for both NSs and non-native speakers (NNSs) alike as Pennycook (2001) notes, “there
has been a curious silence on concrete pedagogical matters” (p. 82). Early definitions of critical
reading are abundant, yet disparate. Clymer (1968) published a critical reading taxonomy, whereas
others formed a skill hierarchy (Robbins, 1977; Smith, 1974). Carver (1971) posited critical reading
within a broader framework of comprehension skills, whereas Wright (1977) defined critical
reading as a process, or operation, by which students can differentiate between valid and invalid
arguments and reasoning. During the 1970s it was theorized that vocabulary development and
critical reading had a positive correlation and therefore that schools should focus on vocabulary
instruction to engender critical reading skills (Dale, 1976). Questioning skills were also advocated
as a means to advance critical reading (Newton, 1978; Schick, 1973). In terms of strategy usage,
Cognitive Psychology has shown that students who are consciously aware of what they are doing

learn new thinking processes and strategies the most effectively. Such learners are aware of their
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comprehension and can apply the most appropriate strategies when comprehending a text (Brown,
1978). Instructors need to make their learners consciously aware of the reading strategies they are
employing in the classroom to increase the likelihood of strategy retention.

Another key finding related to strategy use is that interacting and talking about a reading
passage helps students develop literacy skills. Heath (as cited in Mikulecky, 2008) found that when
teachers encouraged their students to talk about reading passages, literacy improved. When teachers
modeled comprehension, and when students talked together about how they understood texts,
the students' comprehension increased. Talking about texts is an important activity for the EFL
classroom to increase comprehension, share intercultural differences and develop literacy skills.

Despite the early divergent views on what critical reading is, and how it should be taught,
evidence of successful skill instruction both at the high school and tertiary levels is numerous
(Brownell, 1953; Kemp, 1963; Livingston, 1965; O'Brien, 1973). Wright (1977) successfully used
workbook materials whereby valid and invalid arguments were presented to his students, who were
tasked with identifying the correct forms of argumentation and reasoning. After a daily treatment
for two weeks the students tested significantly higher than the control group, leading to the
conclusion that workbook materials focusing specifically on the validity of arguments increased the
students' critical reading skills. It must be noted that many of the early studies on critical reading
lacked methodological rigor, such as the absence of a control group. Nonetheless, the overall
results indicate that formal instruction in any age group bears improvement in critical reading skills
(Patching, Kameenui, Carnine, Gersten, & Colvin, 1983).

Reaching consensus as to what constitutes the most beneficial reading strategies that EFL
readers use has been similarly challenging. The first comprehensive classifications of second
language reading strategies were offered by Hosenfeld (1977), Block (1986), and Sarig (1987, p.
107-120). Comparing the think aloud protocols of proficient and non-proficient readers, Hosenfeld
(1977) concluded that successful readers read bigger chunks of text, skipped unimportant words,
and had a positive attitude of themselves as readers. Conversely, less proficient readers tended to
lose the meaning of phrases, read in smaller chunks, did not skim unimportant words, and had a
negative view of themselves as readers. Sarig (1987, p. 110) identified four main categories of EFL
reading strategies, namely:

* Technical-aid moves (e.g. skimming and scanning)
* Clarification and simplification moves (e.g. paraphrasing and synonyms)
» Coherence-detecting moves (e.g. using content and formal schemata)

* Monitoring moves (e.g. conscious planning, self-evaluation)
Block (1986) analyzed think aloud protocols of ESL college students and concluded their strategies

could be divided into two broad types; general and local. General strategies refer to overall

comprehension and include:
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* Anticipating content

* Recognizing text structure

* Question information in the text

* Interpret the text

* Use general knowledge and associations
* Comment on behavior or processes

* Monitor comprehension

* Correct behavior

* React to the text

Local strategies refer to understanding specific linguistic units and include:

* Paraphrase

* Reread

* Question meaning of a clause or sentence
* Question meaning of a word

* Solve vocabulary problem

In addition to the local and general delineation, Block (1986) also saw strategies as being either
extensive (understanding an author's ideas) or reflexive (reacting to those ideas personally). This
division of strategies is helpful when considering critical reading strategies, as both extensive and
reflexive modes are crucial for readers to be able to understand key concepts in a text, reflect on
their own individual interpretation, and decide how to use a text. In summary, early investigations
into the nature of EFL reading strategies focused on describing self-employed strategies by EFL
and ESL learners, L1 transfer, students' cognitive processes and awareness of strategy use, and the
effectiveness of teaching methods (Barnett, 1989, p. 70). The multiplicity of different strategies
and the divergent views on their effectiveness means making a conclusive taxonomy of successful
reading strategies is a challenging task.

As methods of instruction began to take a more coherent form, the evidence for giving explicit
instruction in critical reading strategies grew more convincing. Carnine and Gersten (1984) asserted
that critical reading involves complex cognitive processing and that instruction therefore needs
to be overt and explicit, so that all the steps in the strategic process are clearly introduced and
modeled by the teacher. Patching et al. (1983) continued with this approach by undertaking a study
of overt, systematic instruction of the cognitive process involved in critical reading compared with
a workbook based treatment group, similar to Wright's (1977) approach. Patching et al.'s (1983)
results showed that explicit training by modeling overt reading strategies was significantly more
successful than the workbook method or the control group. Day (1980) also found that explicit,
guided training was necessary, particularly for lower-level learners. Brown, Campione and Day

(1981) noted that for such learners mere training of such strategies was not sufficient and each step
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should be explicitly introduced coupled with specific attention to self-management and control
practices, that is, an explicit application of such strategies was necessary. From this research, it is
evident that due to the cognitive complexity of critical reading strategies, explicit instruction for
both NSs and NNSs alike is beneficial.

Although the explicit instruction method has proven merits in terms of students clearly
understanding and successfully applying critical reading strategies, consideration must be given to
how students retain and develop their skills autonomously over time. Guided practice of explicit
reading strategies can be delivered via in-class activities and assignments but such overt instruction
and guidance may not necessarily result in decontextualized skills that become internalized and
then freely produced by students autonomously. Adams, Carnine and Gersten's (1982) study noted
that after overt training, students would apply the principles in a covert and personalized way, in
that they could identify faulty arguments in a passage but could not label them with the formal rules
which were explained and modeled by the teacher. Simply replicating modeled instruction may not
fully prepare students to handle new reading challenges adequately. Belenky and Nokes-Malach
(2012) believe that teachers need to encourage interpretive knowledge whereby students can
autonomously apply strategies to new texts, rather than simply replicating what they learned during
guided practice sessions. The researchers note that if students can see the personal value in applying
strategies in terms of furthering academic success and motivation is high, then a more independent
and interpretive approach to reading can occur.

In addition to the need for more interpretive reading strategies, students must also exhibit
integrative knowledge. Making connections across texts, and even subject areas, is a key skill
for academic success. The efficacy of a text can only be assessed when integrated within a
broader academic context. When students are responding to content, they can refer to previously
encountered material in order to support or refute claims, evidence, and theories. Manarin et al.
(2015, p. 53) found that integrated interdisciplinarity was not evident in students' reading logs even
within multidisciplinary courses, and suggests that more needs to be done by college teachers to
engender intertextual references and connections. The researchers note that instructions to make
connections between texts needs to be explicit, otherwise students do not automatically make
them. Thus for integrated knowledge, activities that require students to compare and contrast the
content presented in a number of texts may be an effective approach. Given that writing about texts
improves reading skills (Graham & Herbert, 2010), comparative writing assignments based on two
or more readings may help address a lack of intertextual and interdisciplinary integration.

The importance of contextual strategies has been given varying levels of support from
different academics as it helps readers develop a broader understanding of the author's motivations
and values expressed in a text. Harnadek (1978, pp. 8-9) claims knowledge about the author,
publisher, and the intended audience is relevant, whereas Kurland (1994, p. 59) argues for
the primacy of content when ranking strategies. Making the observation that an analysis and
interpretation should be based on the text itself, other than variables such as the publisher, which
could publish on a range of views, are less relevant to the core meaning expressed in the text.
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Nonetheless, advanced EFL students need to access the full range of strategies available to them
to be able to fully analyze and evaluate a text. Ultimately, contextual strategies can give clues to
the author's perspective that is not salient in the text. Researching about the author's background,
their other works, and affiliations, can build a picture of their motivations. Locating a text in its
socio-cultural and temporal context can allow students to understand why some viewpoints are
maintained. Researching about the political leanings and financial backings that the institutions that
produce texts have, may illuminate their motivations, bias, and the consolidation of power relations
they purport. By casting a wider net of inquiry, a text can be placed in its social context, furthering
students' appraisal of its quality and social worth.

Another strategy that is positively affected by guided instruction is the practice of reflection.
Reflection helps students have more thoughtful engagement with texts after a deeper consideration
of the issues that have been presented and their own reactions to those issues that have been
expressed. Roskos, Vukelich, and Risko (2001) conducted a critical analysis of reflection research
over a fifteen year period and found that a key issue surrounding this body of research was the
importance of guided practice. The findings show that explicit instruction in the practice of
reflection is the best method for promoting critical reading. The importance of providing specific
content coupled with reflective question prompts that deepens students' critical analyses is also
another key finding of the review. Another key point about reflection is that the more teachers
practice reflection themselves, the more critical literacy is achieved within the classroom. The most
striking example of this is Harste, Leland, and Youssef's (1997) study on encouraging reflection on
school-based social inequities. Over a three semester period teachers-in-training engaged in journal
writings and class discussions framed by an explicit focus on readings that covered such inequities.
By making reflection a key focus of their training, Harste et al. (1997) found that the time teachers
took for their own critical reflection paralleled the time taken for critical reflection by their own
students.

Understanding how different cultures create and interpret texts is another element in reading
more critically for both students and teachers alike. EFL teachers must engage in their own
intercultural literacy processes to understand and help students from different cultural backgrounds.
If teachers want to raise students' awareness of cultural differences in texts they must have
already expanded their own knowledge about cultural differences across texts. For example, Clark
and Medina's (2000) study showed that by writing about a variety of narratives from different
backgrounds, prospective teachers increased their multicultural knowledge of texts and were able to
view texts as being the product of social situations and interactions rather than standalone passages.
Clark and Medina (2000) asked 60 teachers-in-training to read and discuss autobiographical
narratives from differing cultural backgrounds and then write narratives about their own literacy
development. Through this process the prospective teachers changed their view of literacy to see
it as influenced by social interactions, multicultural perspectives, and they also recognized the
importance of the students' own narratives. The study showed that reading narratives from differing

cultures can help teachers break down cultural stereotypes and work better with texts and with

58



Critical Reading Strategies in the Advanced English Classroom [l

students from different cultural backgrounds. This supports the view that reading is social and
interactive and highlights the need for more strategy instruction that attends to critical reading for
social purposes.

Lastly, the typical student's motivation is geared towards high grades, and reviewing how
assessments influence the reading of texts will help with student engagement when teaching critical
reading strategies. By clearly explaining how the reading material and accompanying assignments
attend to specific academic purposes, students will more likely pay careful attention to the goal of
the reading strategy being taught. If students can clearly ascertain the specific reading purpose, they
will have a much better chance at obtaining and internalizing the new skill. In short, it is evident
that explicit instruction, by making the students aware of their learning, is a vital first step. Students
need to see the value in learning strategies to maintain motivation, autonomous use, and retention.
Teachers should also engage with their own critical reading practices to ensure their reading

strategy instruction is culturally informed and given priority in the classroom.

4. Purpose of Study

In reflecting on the literature, it is apparent that understanding the type and frequency of reading
strategies that students are using is an important first step in assessing their reading instruction
needs. By clearly understanding how students are employing reading strategies, teachers can adjust
their curriculum to attend to any reading strategy deficiencies. By extension, teachers for advanced
EFL learners need to assess their students' mastery of critical reading strategies to ensure they
are pursuing deeper and more informed reading. To explore this issue, a survey was conducted to
report on the frequency of students' critical reading strategy use in order to clarify which strategies
need more attention in the classroom. By questioning students about their frequency of reading
strategy use, this study hopes to identify if critical strategies are utilized frequently in comparison
to comprehension-based strategies. From the results of the survey, a diagnostic analysis and set of
recommendations for attending to the most important and least utilized critical reading strategies is

discussed. The research questions formulated were:

1. How often do advanced EFL college students use critical reading strategies compared to
comprehension-based strategies?
2. Which critical reading strategies are used the most and which the least?

5. Methodology

To answer these questions a quantitative survey using the Likert five point frequency scale was
carried out to assess students' self-perceived frequency of reading strategy use. A total of 31
students were asked by way of a paper-based written survey how often they used 20 different
reading strategies. The participants' age range was 18-24 and they came from a diverse range of
Asian nations, with a total of eight nationalities represented. Their vocabulary range was quite

large, between 2199-12,458 word families, with a mean of 7300. The standard deviation was
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3700 with a median of 5992 word families (Word Engine, 2016). With such a disparate range
of vocabulary knowledge it was paramount that reading strategies accompanied vocabulary
acquisition to guide the students with their readings, in order to meet the course objectives of
evaluating the quality of arguments in non-fiction texts for use as evidence during the debates.

The reading strategies included in the survey were based on Mikulecky's (2008) list of key
reading strategies synthesized from the latest findings on reading strategies for EFL learners. To
assess the frequency of use of critical reading strategies in comparison to the use of comprehension-
based strategies when reading English texts for their university subjects, 10 strategies that fall
within Manarin et al.'s (2015, p. 5-6) criteria for critical reading skills were selected. The survey
asked: How often do you use the following reading strategies when reading texts for your university
courses? The participants chose from the answer options of almost always, often, sometimes,
seldom, and never.

Table 1 details the reading strategy types that the participants were questioned about. In the
survey the comprehension strategies and critical reading strategies were randomly ordered to ensure
students responded to each item independently without the comprehension and critical strategy type
delineation being made explicit to them. Although many researchers have employed think aloud
protocols for data collection when analyzing strategy use, a Likert scale was used to specifically
address the research questions about frequency of use. Each strategy was explained and examples
were provided for strategies students requested further clarification of, to ensure they understood
each item type. The survey was conducted in class time and had a 100 percent return rate.
Descriptive statistics, rather than inferential statistics were used to analyze the preliminary results

in this report.

Table 1

Survey Question Items Divided by Critical and Comprehension-Based Reading Strategies

Critical Reading Strategies Comprehension-Based Reading Strategies
1. Distinguish main and supporting ideas. 1. Preview a text.
2. Evaluate the credibility of the claims. 2. Scan a text for specific information.
3. Make relevant inferences about the text. 3. Recognize topics in the text.
4. Make judgments about how the text is argued. 4. Locate topic sentences.
5. Question the author's assumptions. 5.Guess the meaning of unknown words from the
6. Decide how to use the text for your own study. context.
7. Identify rhetorical devices. 6. Skim a text for the overall idea.
8. Identify power relations. 7. Paraphrase parts of a text in your own words.
9. Evaluate the quality of the text. 8. Read faster by reading phrases rather than single
10. Distinguish between fact and opinion. words.
9. Reread a text for deeper understanding.
10.Understanding the relationship of ideas by
recognizing the structure of a text.
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6. Results

The survey results show that overall, comprehension-based reading strategies were more frequently
used than critical reading strategies. Despite this, the participants reported they use critical reading
strategies for their university reading materials, albeit significantly less than comprehension

strategies. Figure 1 provides a snapshot of the difference in frequency use between the two strategy

categories.
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Figure 1. Critical vs. Comprehension-Based Reading Strategies Use

The participants almost always use comprehension strategies twice as much as they do critical
reading strategies, 37% and 18% of the time respectively. Whilst this is a significant difference,
the next category surprisingly received almost exactly the same number of responses, with 31%
of respondents often using critical reading strategies. Nonetheless, in all of the most infrequent
categories (sometimes, seldom, and never) critical reading strategies scored higher with a total of
51% (sometimes: 28%, seldom: 15%, never: 8%). Comprehension-based strategies only received a
total of 31% for the three infrequent categories. Whilst it is encouraging that the seldom and never
categories received relatively low scores of frequency use for critical strategies, it is clear that
overall the comprehension-based strategies are used much more. This reflects the observation that
comprehension-based strategies are more fundamental and precede, or underpin higher level critical
reading strategies.

Figure 2 details the results for the top five most frequently used comprehension-based items.
The items were ranked from most frequent to least by adding each item's totals for the three most
frequent categories (almost always, often, and sometimes). The results show that rudimentary
strategies such as skimming and scanning were routinely used which may reflect the retention of
use from lower level courses. Guess the meaning of unknown words also scored highly with the
almost always and often categories receiving a total of 84%. The items recognize topics in the text
and understanding the relationship of ideas by recognizing the structure of a text also received high
responses for the top two most frequent categories, both receiving a total of 81%. Figure 3 shows

the comprehension-based reading strategies that received the lowest frequency of use from the
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sample. The items locate topic sentences and paraphrase parts of a text in your own words had the
lowest number of responses. It is interesting to note that locating topic sentences is not a priority for
the participants even though it can be considered a fundamental reading strategy. The paraphrasing

item may have received fewer responses due to its emphasis on student production and the time
investment involved.
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Figure 3. Least Frequent Comprehension-Based Reading Strategies

Figure 4 displays the results for the critical reading strategies identified as which respondents
thought they used the most frequently, and Figure 5 displays the least utilized critical strategies. By
combining the two most frequent categories of almost always and often some clear patterns emerge
in terms of which particular critical reading strategies are used the most often with distinguishing
between main and supporting ideas receiving a combined total of 78%. Next, a total of 71% of
respondents almost always or often used the strategy of deciding how to use the text for your own
study. The next two most frequently employed strategies were make judgments about how the text
is argued and evaluate the quality of the text, which received 58% and 55% respectively. If the
three most infrequent categories of sometimes, seldom, and never are combined, it is apparent that
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the item identify power relations is the least used with a combined total of 70%. Three items all
fell within the 50-60% range for the three most infrequent categories, namely, identify rhetorical
devices: 58%, distinguish between fact and opinion: 55%, and question the author's assumptions:
55%.
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Figure 4. Most Frequent Critical Reading Strategies
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Figure 5. Least Frequent Critical Reading Strategies

7. Limitations

It must be acknowledged that the small sample size means the results may not be statistically
significant. There was no specific control over the textual complexity in relation to the levels of the
participants as the survey question asked about all texts the participants read for their university
courses in general. It may also be the case that the complexity of these authentic texts are actually
inhibiting the use of critical reading strategies as students lack the vocabulary and language familiarity
to shift their cognitive resources beyond basic comprehension. An area of future research could
be assessing if students implement critical strategies more frequently when texts are graded at an
appropriate level. Another complication is the lack of a clear delineation between comprehension-
based and critical reading strategies. It could be argued that the critical reading strategies discussed are
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just a more advanced form of comprehension as opposed to being a distinct set of strategies. In terms
of the participants' responses, there are inherent issues with self-perceived frequency use, as students'
interpretations of the frequency categories may differ, and so too their responses. Furthermore, the
high response rate for the offen category could be attributed to participants seeing it as a default option

if unconsidered answers were given.

8. Discussion

The results show that the participants in the sample use critical reading strategies less often than
comprehension-based reading strategies. In fact, only two of the most frequent critical strategies
(distinguishing between main and supporting ideas and deciding how to use the text for your own
study) had comparable frequency use to any of the comprehension-based items. Furthermore,
it can be argued that these two items are the least critical in terms of questioning the validity
of an author's arguments. As mentioned in the results, the four items that do evaluate validity
of arguments are used the least. For this particular sample it can be inferred that identify power
relations and rhetorical devices, distinguish between fact and opinion, and question the author's
assumptions are all strategies that students need more instruction and practice using.

The results indicate that in order for advanced EFL learners to extend their reading of texts
beyond meaning comprehension, a greater focus on explicitly teaching critical reading strategies
in the classroom is needed. The participants' previous English studies leading up to the advanced
course may have placed a greater focus on comprehension, and the survey results reflect the
retention of such strategies. Despite this, participants also reported using critical reading strategies
more often than expected. For this sample population, it can be surmised that the degree of
criticality of a reading strategy is a factor in its frequency of use. The items that demand student led
evaluation of more abstract and ambiguous meanings, such as identifying power relations, were the
most infrequent.

Combining the findings from the literature review and the survey, a practical template for
teaching critical reading strategies can be formulated. A hierarchy of skills moving from meaning
comprehension, through to critical analysis, and finally insightful commentary, can help students
progress their understanding and interpretation of authentic texts. Given the high frequency of use
for more rudimentary comprehension strategies, such as the item guess the meaning of unknown
words, it is apparent that in an advanced EFL course, such strategies require less intensive
instruction and practice. It is therefore recommended that a greater focus is placed on the critical
items that students are less familiar with. For this sample, the strategy identify rhetorical devices
was particularly low and instruction that clarifies what rhetorical devices are, and how to find and
interpret them in texts, would help the students assess the purpose of differing discourse styles
and techniques, such as hyperbole and sensationalism. Moreover, explicit instruction utilizing
authentic examples of how texts are used to maintain power structures - for example, texts with
implied sexism or racism - is another area students would benefit from. The third item that requires

attention, distinguish between fact and opinion, is an essential research skill at the college level.
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The line between fact and opinion is further blurred when approached in an L2 text, and EFL
learners require specific instruction and practice at identifying language devices that give clues to
factual inaccuracies, such as the selective use of quotes and ellipsis in media texts. Although the
results may be statistically insignificant, the results indicate that attention to the critical reading

strategies that are used the least would broaden this sample's critical reading strategy usage.

9. Conclusion

Whatever critical reading strategies teachers determine to be of the most importance, the literature
shows that certain pedagogical methods hold empirical weight when introducing them in the
classroom. In short, explicit modeling from the instructor is essential and dealing with one
item at a time will reduce cognitive load. Conscious awareness on the learner's behalf will aid
retention and explaining the real world value, coupled with adequate assessment weighting, will
increase motivation. The literature reviewed also places importance on interpretive knowledge
that is adaptable to a range of texts to engender autonomous replication. Attending to core skills,
such as contextual clues and inference, will aid learners with lower vocabulary profiles and time
for reflection will deepen productive response tasks and broaden cultural understanding and
acceptance. Finally, balancing strategy instruction between reading for academic success and
reading for social purposes will provide a balanced critical pedagogy. For example, the reading
strategies of distinguish between fact and opinion and make relevant inferences about a text, fall
more within the critical reading for academic success tradition, whereas identifying rhetorical
devices and power relations can be categorized as critical reading strategies for social purposes.

In reflecting on EFL reading instruction practice, it can be argued that a focus on
comprehension is perhaps too dominant when a more interactive and interpretive model is
necessary to engender critical literacy for students entering advanced level study. In an age when
fake news sways public opinion, it is essential that advanced EFL college students have the
necessary tools to critique reading passages and identify high quality sources. This paper has sought
to synthesize the literature on critical reading strategies and provide an example of students' self-
perceived reading strategy use to inform a process of instruction in the classroom. Key strategies
such as the ten critical reading strategies outlined in Table 1 should be introduced overtly and
separately to ensure students have a full range of critical reading skills. Depending on the students'
needs, the strategies that can be considered as requiring more critical engagement may need more
time and practice for students to fully comprehend and use them autonomously. The results of the
survey have clarified that although there is evidence of autonomous critical reading, more explicit
instruction is necessary to ensure full coverage of the key critical reading strategies. It is the hope of
the author that the research presented in this article may help teachers evaluate and refine their own
reading instruction to ensure that a more critical appraisal of sources can be undertaken by students

at higher levels of proficiency to ensure they can read for academic success and social purposes.
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Appendix: Survey Questionnaire

How often do you use the following reading strategies when reading texts for your university courses?

Reading strategies

Distinguish between main and supporting ideas.

o Almost Always
o Often

o Sometimes

o Seldom

o Never

valuate the credibility of the claims.

o Almost Always
o Often

o Sometimes

o Seldom

o Never

Preview a text.

o Almost Always
o Often

o Sometimes

o Seldom

o Never

Paraphrase parts of a text in your own words.

o Almost Always
o Often

o Sometimes

o Seldom

o Never

Scan a text for specific information.

o Almost Always
o Often

o Sometimes

o Seldom

o Never

Make relevant inferences (conclusions) about the text.

o Almost Always
o Often

o Sometimes

o Seldom

o Never

Make judgments about how the text is argued.

o Almost Always
o Often

o Sometimes

o Seldom

o Never

Recognize topics in the text.

o Almost Always
o Often

o Sometimes

o Seldom

o Never

Locate topic sentences.

o Almost Always
o Often

o Sometimes

o Seldom

o Never

Question the author's assumptions.

o Almost Always
o Often

o Sometimes

o Seldom

o Never

Decide how to use the text for your own study.

o Almost Always
o Often

o Sometimes

o Seldom

o Never

Guess the meaning of unknown words from the context.

o Almost Always
o Often

o Sometimes

o Seldom

o Never

Skim a text for the overall idea.

o Almost Always
o Often

o Sometimes

o Seldom

o Never

Identify rhetorical devices.

o Almost Always
o Often

o Sometimes

o Seldom

o Never

Identify power relations.

o Almost Always
o Often

o Sometimes

o Seldom

o Never

Evaluate the quality of the text.

o Almost Always
o Often

o Sometimes

o Seldom

o Never

Distinguish between fact and opinion.

0 Almost Always
o Often

o Sometimes

o Seldom

o Never

Read faster by reading phrases rather than single words.

o Almost Always
o Often

o Sometimes

o Seldom

o Never

Reread a text for deeper understanding.

o Almost Always
o Often

o Sometimes

o Seldom

o Never

Understand the relationship of ideas by recognizing the structure of a text.

o Almost Always
o Often

o Sometimes

o Seldom

o Never

68




Towards Improving Japanese EFL Learners' Pronunciation:
The Impact of Teaching Suprasegmentals on Intelligibility

Anthony Diaz'

Abstract

In the literature regarding pronunciation instruction, it has been argued that the suprasegmental features
of language, such as rhythm, stress and word linking, lend more to intelligibility than segmental features
(Celce-Murcia et al., 2010). This is especially relevant when teaching learners of English from syllable-
timed or mora-timed languages like Japanese. The nature of Japanese mora-timed speech can contribute
to negative L1 language transfer. Furthermore, due to the vast difference between Japanese and English
speech rhythm (Koike, 2014), these speech patterns are one of the more salient features of Japanese
learners' English. This article details the results of a study on the effects of pronunciation instruction on
Japanese adult learners of English and explores how simple instruction can mitigate the native language
interference of Japanese in their speech. It also argues that the instruction of suprasegmental features of
English, primarily stress and word linking, can help to improve the intelligibility of Japanese learners of
English. To quantify this study, native Japanese English students were recorded in a pre/post test format
that was conducted before and after they were given instruction in suprasegmentals. Then the findings of
the study will be discussed.

Key Terms: Pronunciation, Segmentals, Suprasegmentals, Stress-timed Rhythm, Word-stress,
Word-linking, L1 transfer, L1: first language, L.2: second language, Japanese ELs

1. Introduction
Much research has been conducted on the validity of explicit pronunciation instruction in the
classroom and historically there have been two approaches to pronunciation instruction. Early
methods of teaching pronunciation were based on an Intuitive-Imitative Approach, which utilized
implicit instruction with a focus on imitation (Celce-Murcia et al., 2010). Early methods of
language instruction, such as audiolingualism, tended to utilize this approach. The goal of this type
of instruction was that students gain mastery over the phonology of the target language through
imitating their instructors. After this period of instruction, a method called the Analytic-Linguistic
approach was developed as a compliment to the earlier Intuitive-Imitative approach (Celce-
Murcia et al., 2010). The Analytic-Linguistic approach incorporated a more scientific method
to the instruction of pronunciation by incorporating various aids to pronunciation such as charts
of the vocal apparatus and the phonetic alphabet (Celce-Murcia et al., 2010). This development
in pronunciation instruction, in contrast with the Intuitive-Imitative approach, was an attempt to
explicitly inform the student on the sounds and rhythms of the target language (Celce-Murcia et
al., 2010). In regards to the current study, a focus on suprasegmentals informed by an Analytic-
Linguistic approach was used in order to explicitly instruct participants in the differences between
the suprasegmental features of Japanese and English.

Suprasegmentals denote features of a language other than the consonantal and vocalic

components, such as intonation stress, and rhythm and occur in combination with syllables and
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words. In his 2006 article on how to improve the pronunciation of Japanese learners of English,
Nakashima writes that discussion regarding the Critical Period Hypothesis (Penfield & Roberts,
1959, Lenneberg, 1967) suggests that adult learners are unlikely to reach native-like levels of
target phonology (Nakashima, 2006). In regards to second language acquisition, the critical
period hypothesis holds that there is a critical period for learning language and that once a learner
passes this period that it becomes more difficult to learn certain aspects of language. As far as
pronunciation research is concerned, there seems to be support for the critical period hypothesis
in regards to the acquisition of the phonology of a language which contributes to a foreign accent.
Working from Penfield's and Lenneberg's prior research, Scovel claimed that the Critical Period
Hypothesis can only be supported when applying it to pronunciation research due to the issue
that adult learners typically fail to achieve native-like accents. (Scovel, 1969). Long (1990) and
Patkowski (1994) also support the claim that it is impossible for learners to achieve native-like
accents unless they are exposed to the target language from a young age. These claims support the
idea that a focus on suprasegementals instead of a focus on segmentals should be prioritized if the
purpose of instruction is to increase intelligibility. As further support for the efficacy of teaching
suprasegmentals, Hahn (2004) explored the link between intelligibility and primary stress and its
effects on non-native English speakers. Hahn found that native listeners recalled more information
and had a more favorable evaluation of the participant's speech when primary stress was placed
correctly within a sentence (Hahn, 2004). In addition, research conducted within the last few
decades on this topic argues that segmentals do not contribute as much as suprasegmentals to the
intelligibility of an L2 learners' speech. The following will briefly discusses some of that research
in relation to Japanese learners of English.

In Munro and Derwing's 1995 study of the correlation between foreign accents,
comprehensibility and intelligibility, they found that “the presence of a strong foreign accent does
not necessarily result in reduced intelligibility or comprehensibility” (Munro, M. J., Derwing, T.
M., p. 90). This research supports the argument that a better way of teaching pronunciation is to
instruct learners in the elements of speech that contribute the most to intelligibility. In regards to
the literature on teaching pronunciation to Japanese English learners, there is a focus on instructing
students in and raising awareness of the suprasegmental features of language. Many studies
within the last few decades suggest that suprasegmental features of language play a larger role in
intelligibility than the individual sounds of the language (Wipf, 1985), and the concept of language
transfer is particularly relevant when instructing Japanese learners of English. This is due to the fact
that the syllable structure of Japanese and English are vastly different (Koike, 2014; Nakashima,
2006). Koike states “Japanese learners are likely to transfer suprasegmental features from
Japanese” (p. 362) and Nakashima states “differences in English and Japanese syllable structure
systems impose many difficulties for Japanese learners” (p. 35). The two most salient aspects
of Japanese transfer on English pronunciation are rhythm and stress. This occurs in their speech
because Japanese does not utilize a system of stressed and unstressed words. Therefore, each

syllable or mora is pronounced with the same volume, pitch, and duration. In other words, spoken
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Japanese does not differentiate between stressed syllables and unstressed syllables. Furthermore, as
Nakashima states, Japanese syllable structure does not allow for consonant clustering in the same
way that English does. A mora is a unit of syllable weight and is a classification for describing the
timing of Japanese speech. Morae most commonly consist of a consonant and a vowel and have
an effect on Japanese speakers' rhythmic patterns that transfer to English (Koike, 2014, p. 363).
As a result of mora in Japanese, consonants are almost always followed by vowels such as in the
English loan word sutoraiku for strike. It has often been noted in the literature regarding the speech
of Japanese English leaners, that these aspects are some of the most salient features of Japanese
English and “at best are frustrating for the native-speaking listener” (Celce-Murcia et al., 2010, p.
163). Based on the literature previously discussed, the goal of this study was to explore if Japanese
students can achieve more native-like stress and rhythm through simple classroom activities and
awareness-raising techniques. Furthermore, this study will attempt to quantify if instruction can

influence speakers intelligibility.

2. Method

2.1 Participants

The participants of this study were five Japanese adult learners of English studying at a University
in Japan. The group of participants consisted of four females and one male who were all part of
the upper-intermediate course of study in the University's English program. Moreover, all of the
participants stated that they had not received explicit pronunciation instruction in suprasegmentals

prior to this study.

2.2 Procedure
The study's aim was to investigate that even a minimal amount of instruction in suprasegmental
features, primarily instruction in stress and word linking, could have an impact on Japanese EFL
learners' pronunciation. The reason why these two aspects were selected was due to how L1
transfer has a significant effect on the way in which Japanese students learn to speak their L2.
Due to this, stress and word linking were chosen as two aspects which could assist students in
limiting this impact. L1 transfer manifests itself in two ways: Japanese learners are likely to modify
parts of connected speech differently than native speakers do (Anderson-Hsieh et al., 1994), and
Japanese learners do not adequately contrast between words that are normally stressed or unstressed
(Nakamura, 2010). These two aspects can lead to an altered speaking rhythm in the English of
Japanese learners. The study took place over approximately two weeks' time, consisted of two
instructional sessions, and proceeded in the following sequence:
(1) Pre-test and instructional session one: The first instructional session was preceded by a
recording session using a script adapted from (Celce-Murcia, M., Et at. 2010), (Yates, J.,
2005) and (Gallacher, L., 2004) to elicit samples of participants' speech (Appendix A). In
the recording session participants were recorded saying controlled phrases and sentences

from the script, and then responded to speaking prompts. The recordings were made using a
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handheld digital audio recorder. The participants were not given any time to prepare for the
recording and only read from the script and then responded to the speaking prompts. After
participants were recorded, a 20-minute instructional session was given on the difference
between English and Japanese rhythm and stress. The first portion of the instruction
consisted of a short awareness-raising lecture comparing the differences in rhythm of an

example sentence in English and Japanese and a word-stress worksheet.

The following is the example sentence:
watashi wa koen de piza wo taberu.
I eat pizza in the park.
The differences in rthythm were highlighted and participants were instructed in the
difference between the mora-timing of Japanese and the stress-timing of English. After this
demonstration, the participants were instructed on which kinds of words receive stress in
English and which kinds of words do not receive stress (Nouns, Verbs, Adjectives, etc.)
or are reduced (articles, auxiliaries, pronouns, etc.). Following this, Students practiced
using English stress by working through the first pronunciation worksheet (Appendix B).
This worksheet consists of several activities to show how English words are stressed and
how the stressing of words contributes to the rhythm of English utterances. The content
used in the worksheet was adapted from Celce-Murcia, Et al. (2010), and Yates (2005)
and the instructor, who is a native speaker of American-English, served as a model for the
activities. After the first session, students were asked to use the handout for five minutes a
day, over the period of one week, in order to practice what they had learned. (Appendix B)
(2) Instructional session two: The second 20-minute instructional session had as a main
purpose the introduction of linking rules. A two-part worksheet focusing on three word-
linking rules was prepared; namely guidelines concerning consonant before vowel as in find
out, inserting w/y sounds for vowel before vowel combinations such as in see it, as well as
consonant before consonant instances such as in red dog were introduced. The second part
of the worksheet consisted of a short passage that participants had to listen to and mark
the words they heard that were stressed and draw a u-shape under spaces between linking
words. Following this, the participants were asked to practice using stress and linking
rules to verbalize the passage. This worksheet was also adapted from Celce-Murcia, Et
al. (2010), and Yates (2005). Subjects were instructed to listen to the sentences and mark
where they heard linking while the instructor served as a model. Participants then listened
to a short passage, circled stressed words, and underlined linking words. Instructions were
given to the subjects to complete a homework assignment before the post-test recording
session. This homework assignment consisted of preparing a brief self-introduction, which
the participants were required to write down. After writing down their self-introduction,
participants were instructed to circle the words that should be stressed and draw a u-shape
under spaces between linking words. Participants then practiced their self-introduction
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with proper stress and linking and recorded themselves for self-monitoring purposes.
(3) Post-test: Participants were recorded using the same script and speaking prompts from
the pre-test. Moreover, the participants were neither given time to prepare nor were they

coached in anyway.

3. Analysis
In order to analyze and discuss this study's findings, the digital recordings were imported into a free
online sound-wave analysis program called Audacity. This served two purposes:

(1) To show a visual representation of speech data: Since this is a text-based discussion of
audio data, a quantifiable way of representing the data in printed format, was the primary
goal of this research.

(2) To show visual proof of the uptake of instructed material: Beyond only relying on an
auditory analysis of the collected data, this study sought to explore the effectiveness of
instruction; therefore this data will be discussed by analyzing images of the sound-waves
of the collected data. The amplitude (volume/loudness) of syllables and whole utterances
will be analyzed in order to quantify elements of word-stress when comparing pre/post-test
samples. In addition, the duration of syllables and whole utterances will also be used as a
measure of the uptake of instruction.

The visual data discussed in the following pages of this article show images of the recorded
audio's sound waves. In these images syllables and words can be seen as groupings of waves. The
amplitude and duration can be seen in relation to the vertical and horizontal display of the data. The
vertical measure shows the amplitude, or how loud samples are, and the horizontal measure shows
how long each utterance is. For the sake of brevity, one utterance that displays evidence of uptake
from each subject will be discussed in the next section. In addition to the visual representation of
the examples, which show the effectiveness of instruction, the samples discussed in this article are

available for listening from the following link: https://soundcloud.com/user-781340649
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A penny saved is a penny earned.
] peni  servd 1z 2 'peni arnd

Figure 1. A penny saved is a penny earned (Participant 1: Male, Pre-test).
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Figure 2. A penny saved is a penny earned (Participant 1: Male, Post-test).

Participant 1 Male: uptake of word-stress and consonant before vowel linking
In Figure 1, a pre-test sample of the first participant's speech in which the participant repeated the
phrase ‘A penny saved is a penny earned', there is some evidence of word-stress already. This
can be seen by looking at the amplitude of the content words penny, saved, and earned in contrast
with the form words is and a. However, Figure 2 indicates a higher contrast between the amplitude
of the form words and content words in the utterance. This suggests that the subject was able to
incorporate the instruction given on word-stress into their post-test sample. This is represented
by the vertical increase in the visual representation of the sound waves of Figure 2 compared
with Figure 1. The second feature that is noticeable is the uptake of the word-linking rule when
consonants come before vowels. This occurs in the part saved is. In Figure 1, there is a distinct
separation between where the word saved ends and where the word is begins, whereas in Figure 2
there is far less of a distinction between the word boundaries. Another observation about the first
half of the utterance is that the portion that includes “penny saved is a” is compressed into a shorter
amount of time. Furthermore, in Figure 2 the words “is @’ appear to be shifting towards the word
“saved’ . This data suggests that the participant was able to incorporate two aspects of received
instruction (stressing content words and linking words when a consonant comes before a vowel) in

a short amount of time.
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The boy ate an a * pple

The boy ate tan a pple
Bo bo1 er  tan = pl

Figure 4. The boy ate an apple. (Participant 2: Female, Post-test).

Participant 2 Female: Uptake of consonant before vowel linking and stress

The second set of pre-test post-test figures is an image of participant two saying “The boy ate an
apple” . In Figure 3, the distinction between where each syllable begins and ends is very easy to
observe. The spacing between each syllable in the utterance is very uniform and is a good example
of how L1 transfer from Japanese can affect the rhythm of speech.

In contrast, Figure 4 shows a marked difference in the duration of syllables due to linking. The
grouping of the sound waves that represent the syllables afe and an show a visible change in timing
due to the subject incorporating a linking rule into their speech. Another observable feature of the
data is that the two form words the and an appear to be reduced in amplitude in contrast with the
data from Figure 3. This is shown by the decrease in amplitude represented by a decrease in the
vertical measure of the sound waves.
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Time is money
taim 1z 'mani

Figure 5. Time is money. (Participant 3: Female, Pre-test)

O ll-]lo 0110 0-]!0 0-]40 0-‘50 O-JW 0-‘?0 0;!0 0-‘00 1-100 L‘w
[¥3
|
0.1 1 | ¥ 0l |
1 LA WRRI G 0, LA PRy . H! m I kbl el H181 1 gt
o il i .ll. Liq: v 1 Ll ) " WA it i J -- T T i
S L
0.2
Time is money
tarm iz 'mani

Figure 6. Time is money. (Participant 3: Female, Post-test).

Participant 3 Female: Uptake of stress

In this sample although the subject failed to correctly perform the linking between the consonant
sound at the end of fime and the vowel sound at the beginning of is, the subject did have success
in incorporating aspects of stress in their post-test utterance. In Figure 5, the first word fime is said
with less amplitude than in Figure 6, which can be seen as the increase in the vertical measure of
the sound waves in Figure 6. In addition to this, money is moved closer to the end of is as can also
be seen in Figure 6. This shows that there is less of a pause when the participant is saying each
word, which lends to a more natural rhythmic pattern. A general observation when looking at these
two figures is that in Figure 5, each word is about the same amplitude but in Figure 6 there is more
variation in the amplitude of each syllable, which is evidence of an attempt to stress the content

words of time and money.

76



Towards Improving Japanese EFL Learners’ Pronunciation: The Impact of Teaching Suprasegmentals on Intelligibility Il

0z

Don't look at me.
dount luk =t mi

Figure 7. Don't look at me. (Participant 4: Female, Pre-test).
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Don’t loo kat me
dount lu kaet mi

Figure 8. Don't look at me. (Participant 4: Female, Post-test).

Participant 4 Female: Uptake of consonant before vowel linking and word-stress

In these two figures, a pre and post-test sample of participant 4 saying “don't look at me” is
compared. This phrase was selected to elicit word stress and the word-linking rule when a
consonant comes before a vowel. First, evidence for the use of word stress will be discussed. Figure
7 shows very little variation in the amplitude between words/syllables that should be stressed
and ones that shouldn't. Each syllable has more or less the same amplitude, which can be seen by
the rounded shape of each grouping of sound waves. In contrast, Figure 8 shows a variation in
amplitude. This can be seen by the more jagged appearance, which shows an increase in amplitude
at the beginning of the words don't and look. In addition, at is also said with more amplitude due
to the fact that the consonant sound at the end of look was moved to the beginning of at. Next,
evidence for word linking will be discussed. In Figure 8, the space between look and at is reduced
in comparison with Figure 7. Also, the word af has a higher amplitude than Figure 7 due to the fact
that the stress and final consonant sound from the previous word has been shifted to the syllable
at. This is evidence that the subject incorporated the consonant before a vowel rule in the post-test
sample.
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Bet ter late than ne ver
be tar lext dan

Bet ter late than ne ver
be tor lext daen

Figure 10. Better late than never. (Participant 5: Female, Post-test).

Participant 5 Female: Uptake of word stress

The next sample is of participant 5 saying the English proverb “better late than never” . Figure
9 and 10 will be discussed as evidence for the use of sentence stress in the participant's utterance.
The first feature that will be discussed is the word better in Figure 9. In Figure 9, the participant
carefully tries to pronounce each syllable in the word better which results in a stop between the two
syllables of the word. This aspect of pronunciation, while not directly related to the suprasegmental
features which were instructed, does however affect the duration of the participant's utterance,
making the word last longer than it should. If we compare Figure 9 with Figure 10, we can see
that the participant removed the stop between the first and second syllables of better and as a result
altered the rhythm of the utterance. The second indicator for the incorporation of word stress is
the minimizing of the word than that occurs in Figure 10. In Figure 9, the participant pronounces
the word than and all other words in the utterance with about the same amount of amplitude. In
contrast, Figure 10 shows a reduced form of the word than in relation with the other words in the
utterance. This can be seen by the decrease in amplitude in Figure 10. This would suggest that the
participant is incorporating aspects of minimizing unstressed words, which resulted in a contrast

between what is stressed, and what is unstressed.

4. Findings

This study was primarily concerned with finding out if students' pronunciation benefits from even
a brief amount of instruction in suprasegmentals. From an aural and visual analysis of the data, it
appears that the two most salient aspects of instruction in the post-test speech samples are word

stress and the word linking that occurs when a consonant comes before a vowel. These findings
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suggest that even with minimal instruction, Japanese learners can minimize the impact of L1
transfer on their speech and thus positively improve overall intelligibility. From what was observed
in the data, it seems that even as little as two 20-minute sessions of instruction can have an impact
on how students pronounce suprasegmentals. These findings will hopefully be useful in exploring
further pronunciation research and serve to support the benefit of teaching suprasegmental features

to Japanese learners of English.

5. Conclusion

This research was conducted to serve as a practical endeavor into how teachers of Japanese learners
of English could positively affect the pronunciation of their students through the instruction
of suprasegmental features, such as word linking and word stress. According to the literature
regarding the pronunciation struggles of Japanese EFL learners (Nakashima, 2006, Koike 2014),
this type of pronunciation instruction is largely overlooked in the classroom and many teachers
are unaware of how to improve their students' pronunciation or unsure of which aspects of
pronunciation upon which to focus (Nakashima, 2006). This article was an attempt to support the
argument made by previous research into this topic (Koike, 2014; Nakamura, 2010; Nakashima,
20006) that suprasegmental features do have a valid place in the Japanese EFL classroom and from
observations in the data, even a small amount of instruction can have a measurable impact on the

speech of Japanese EFL learners.

6. Limitations/further research

Considering the controlled nature of the collection of the data used in this study, it is difficult to
assess whether or not the participants were able to integrate what they had been taught as part of
their interlanguage outside the constructs of this study. Furthermore, the samples that were used
for analysis were only taken from the scripted part of the recordings. Another issue to consider, is
due to the short duration of this study, it is also difficult to determine if participants will be able to
remember the rules for stress and word-linking beyond the scope of the study. A logical next step
for research into this topic would be a more extensive study that encompasses a larger group of
participants in order to measure the effect of extended instruction on student intelligibility. These
limitations, however, should not distract from the main goal of this study which was to discover
evidence that the instruction of suprasegmental features of English has a valid place in the Japanese

EFL classroom.
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Appendices
Appendix A
Pronunciation Sample Script

Stress with words

1. Arrive, 2. Employer, 3. Certificate, 4. Memorial
5. Attract, 6. Enter, 7. Open, 8. Apply, 9. Complete
10. Borrow, 11. Information 12.0Organize 13.Profit
14. Equal, 15. Individual 16. Resist

English proverbs

Time is money
A penny saved is a penny earned
Better late than never

Sentences

1. The boy ate an apple. 2. Try to understand.

3. I have to wash the dinner dishes. 4. I asked you to buy me a bunch of red roses.
5. Dad is at the bank. 6. Hold on to your hat.

7. She left it at home. 8. Don't look at me.

9. We need to find out. 10. He ate a big grape.

11. I'd like to meet your brother.

Passage

Learning to speak a language is a little like
learning to dance. They both take a long
time to master, but are fun from the beginning.
Both require interaction with another
person, who is saying or doing something
different. Fluent speakers and good dancers
don't have to think about their skills. They
perform them naturally. To acquire these
skills, you need a lot of practice and
patience. Encouragement from someone
else helps a great deal.

Speaking prompts

What is one thing that you want to do in the next year?

Do you think that it is necessary for everyone to go to a university?

This script was adapted from:
(Celce-Murcia, M., Et at. 2010), (Yates, J., 2005) and (Gallacher, L., 2004)
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Appendix B

Pronunciation worksheet one

English rhythm is very different from Japanese. This is very important to understand when

speaking in English.

Stress

Stressed words are usually the words that give meaning and include: Nouns, Verbs,

Adjectives, Adverbs

Unstressed words are the words that don't give meaning and include: Articles, prepositions

conjunctions, relative pronouns

Listen to the teacher say each of these phrases and then underline or circle the words that you think

are stressed. After practice saying the sentences with the correct stress.

1. The money is in the bank. 2. He came over to talk to me.

3. She can help him with the cooking. 4.1 should buy a new dress for the wedding.

5. We could lend you our car. 5. I will send you a letter tomorrow.

6. They're walking to the store. 7. He didn't work because he was sick.

8. Karen and Danny stayed until they knew

CATS CHASE MICE.

The CATS have CHASED MICE.

The CATS will CHASE The MICE.

The CATS have been CHASIing The MICE.

The CATS could have been =~ CHASIing The MICE.
Whether or not Val was coming.
Limerick practice
There was an old man with a beard, There was an old man of the Cape
Who said, "It is just as 1 feared! Who made himself garments of crepe
Two Owls and a Hen, When asked, “Do they tear?”
Four Larks and a Wren, He replied, “Here and there,
Have all built their nests in my beard!" But they're perfectly splendid for shape!”
-Edward Lear -Robert Louis Stevenson

This worksheet was adapted from (Celce-Murcia, Et at. 2010) and (Yates, 2005)
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Appendix C

Pronunciation worksheet two

If you want to pronounce English smoothly, you have to use linking.
Linking in English is when the last sound of a word connects to the word after it.

Example sentence:
I needed it to hold your place in line

Sounds like:
I neede dito hol jour pla sin line.

Linking greatly affects the thythm of English speech therefore it is very important for you to use
liking when you speak English.

Linking rules
Consonant before a vowel
When a word ends with a consonant that letter moves the next word
Hold off sounds like hol doff
In the following sentences listen to your teacher and draw a u shape under the words that are linked
then practice saying them
Practice:
1. He handed out papers and organized the shelf.

2. They have already gone in to see the show.
3. Is it you who called out my name?
Vowel before a vowel
When a vowel comes before another vowel sometimes a y sound or a w sound is added to the words

Example: Play a game, How are you?

Practice:
1. Why don't you try it now?

2. Could you do it now please?

3. We aren't coming to the party.
Consonant before a consonant
When one word ends with a consonant and the next word starts with the same consonant the sound
is only pronounced once.

Example: Red dog

Practice:
1. T had a bad day.

2. There was a big gator in the pond.

3. You didn't see that big goose?
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(Appendix C continued)

Listening
Listen to the following story about a surprise party and draw a u shape linking where you hear the
words link and underline or circle the words that you hear stressed.

Surprise Party

Last May we had a surprise party at my house for one of my friends.

It was his fiftieth birthday. We invited about thirty people, and most of them were able to come.
One couple even traveled all the way from New Jersey.

Several people who had been away for a long time were here.

Most of the guests hadn't met each other before the party,

but they were having a wonderful time talking during the half-hour before the birthday man arrived.
It seemed that a very special person was a magnet for other special people.

When he got here, he was really surprised, and happy to see so many friends. It was a good party.

Homework

Prepare a short self-introduction about yourself and record yourself saying it.
Include the following information:

1. Name

2. Age

3. Hometown

4. What your job is or what you study
5. Hobbies

6. Personal goals and dreams

Before you record yourself write down what you will say and circle or underline the stressed words
and draw a u-shape under the linking words. Then practice saying your self intro with correct stress
linking and rhythm.

This worksheet was adapted from (Celce-Murcia, Et at. 2010) and (Yates, 2005).
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Power-up Trainer for the TOEFL ITP. Mark D. Stafford
and Chizuko Tsumatori. Cengage Learning, 2010. 95 pp.

Reviewed by John B. Collins' Ritsumeikan Asia Pacific University

For an increasing number of Japanese college students, success in the TOEFL test is a high
priority and a necessity for job and study abroad applications. At the institution where the textbook
described below was reviewed, the achievement of a score of 500+ on the TOEFL (ITP) has
become a central goal of university policy. Regardless of the merits and demerits of this policy, it is
vital that teachers and students are equipped with the teaching and study tools they need to achieve
this goal. The following is a review of a textbook that claims to help Japanese college students
achieve a TOEFL (ITP) score of 500+. The textbook was trialed with a group of approximately
20 Japanese students at Ritsumeikan Asia Pacific University (APU) with a view towards
recommending it for wider adoption across the English program.

The book was trialed during a 15-class extracurricular TOEFL preparation course, during
which 10 of the 12 units were completed. Each unit was taught over a 95 minute class, although
the grammar practice questions, which come at the end of each unit, were sometimes assigned
as homework. Considering that there are 12 units, in addition to the pre- and post-tests, the book
could be completed in as little as 14 classes. If each unit were supplemented with lead-in tasks and
additional grammar instruction and practice, as was the case during the current trial (as described
in further detail below), it could potentially take longer to complete. Just how much longer would
depend on the students' proficiency level and therefore the degree to which supplementary tasks are
required. Given that the book aims to help students reach a score of 500+ on the TOEFL (ITP), it is
the reviewer's opinion that the book would be suitable for students within reasonable striking range
of this score. In other words, students approximately within a 450-480 score band, rather than the
low 400's or lower.

Given the comprehensive nature of the 119-page-long teacher's manual, the textbook itself is
clearly intended to be used as a course-book to be taught by a teacher, rather than for self-study.
The stated goals of the textbook, which are described in the preface, are two-fold: first, to provide
opportunities for learners to encounter academic and specialist vocabulary, and second, to develop
the ability to speedily and accurately read (or listen to) long passages of text that are characteristic
of the TOEFL. The textbook is divided into 12 units and bookended with a pre- and post-test. Each
unit is based on a theme that commonly appears in the TOEFL, including Native American issues,
the American Civil War, and college campus conversations. Hilke and Wadden (1997) identified the
five most frequent themes in the TOEFL reading comprehension section as natural science, history,
biography, social science and general interest. Biography is not sufficiently covered in the textbook

and students would require supplementary materials in order to become acquainted with the unique
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structure of such texts. Listening topics fit closely with what students would expect to encounter
in the TOEFL, namely, on-campus conversations between students, university staff, and faculty, in
addition to lecture-style texts including the American Civil War and the natural sciences. With the
exception of biographies, the textbook provides a range of topics and themes that serve as a suitable
a starting point in preparing for the TOEFL.

The real strength of this book lies in how each unit is arranged. Unlike the ubiquitous “all-in-
one” self-study TOEFL preparation textbooks that are often nothing more than a collection of mock
tests, the authors appear to have made a concerted effort to present reading, vocabulary, listening
and grammar tasks in an integrated format. Importantly, grammar tasks attempt to build on an
excerpt or grammatical feature from the preceding reading or listening passage. The book's authors,
therefore, have endeavored to place grammar instruction within a textual context from which to
understand the meaning and function of the target form. While this is to be commended and is
a welcome break from the frequently disjointed nature of typical TOEFL preparation textbooks,
the links between each unit's target grammar point and its listening or reading text are not always
clearly identifiable across all units. Vocabulary exercises also build and expand upon the academic
or specialized language introduced in the preceding text. Reading, listening, vocabulary, and
grammar stages of each unit therefore follow a central theme. The adherence to a central theme is,
regrettably, not consistently maintained in all the units.

Teachers will be pleased to see that listening materials are supplemented with a number of
classroom-friendly gap-fill and pair-work tasks which, if set up as group activities, could go some
way to making TOEFL listening classes more interactive and enjoyable. One such task, as described
in the book, involves students practicing a TOEFL (part B) listening section style extended
conversation by listening to the text while reading the English transcript, before attempting to role-
play the conversation with a partner using only the Japanese translation as a scaffold. Reading
skills, unfortunately, are not dealt with in a similar way, that is to say, pre-reading tasks are limited
to pre-teaching a number of vocabulary items, which, to the book's credit, are provided in the
pages following each reading text. However, in order to give weaker students a greater chance of
fully grasping the central ideas of the texts, teachers would need to provide lead-in tasks, such as
dictogloss or reading prediction and brainstorm exercises.

In terms of fulfilling its stated aims, the textbook does provide opportunities, albeit limited,
for students to encounter specialized and academic vocabulary through reading and listening texts,
and therefore fulfills its first aim. The book's second aim, to help develop the ability to speedily and
accurately read (or listen to) long passages of text, is understandably more difficult to fulfill. Indeed
in the case of the TOEFL reading section, with its emphasis on efficient time usage, accuracy will
always come at the expense of speed, and vice-versa. A compromise may have been found in the
way in which grammar is introduced via an excerpt from the preceding text — an excerpt which
students are encouraged to understand in detail in order to grasp the target grammar point. The
authors of this and future language proficiency test preparation textbooks, and indeed language

teachers, could benefit from exploring this integrated approach further.
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The textbook offers a refreshing break from the “beat-the-test” orientation which has been
identified in the popular Longman TOEFL preparation series (Thonus, 1990); indeed references to
specific test-taking “strategies” are kept to a minimum. While a number of test-taking strategies
are described in the teacher's manual, such information is introduced simply as “tips’ which also
include general study skills such as using a dictionary and reading new items of vocabulary aloud.
The textbook is not without its shortcomings. As described above, some units are more successful
than others in terms of skills integration and the adherence to a continuous central theme.
Furthermore, the grammar exercises might not provide enough structured practice for weaker
students. This could be dealt with by supplementing materials from other sources, including the
Longman series. Perhaps the greatest drawback, however, is also one of the textbook's greatest
strengths: the teacher's manual. At 119 pages in length, it is longer than the textbook itself. It
provides extensive supplementary grammar explanations, comprehensive answer keys, and also
teaching tips. However, the manual is, unfortunately, only available in Japanese. A high degree
of Japanese proficiency would be required of teachers, not only to get full use of the teacher's
manual, but also to understand the bulk of the task instructions in the textbook itself. In the case of
such teachers being unavailable, other options could include translating important sections of the
teacher's manual into English, or providing excerpts for students to use as self-study, particularly
answers and explanations to structure/written expression questions, which are dense in grammatical
metalanguage.

Overall, this book served its purpose well and proved popular with the students with whom it
was trialed. In terms of TOEFL score improvement, the pre- and post-tests were both administered
and showed an average score improvement of 11.4% - although how this translates into actual
TOEFL performance is quite another matter. As Alderson and Hamp-Lyons (1996) have indeed
pointed out, there is very little empirical evidence to support claims that such preparation courses
are actually beneficial (p.294). Depending on how it were adopted, and also on the availability
of Japanese-proficient instructors, this textbook could make a positive addition to TOEFL
instruction by allowing for a more integrated teaching approach and providing a break from the
monotonous beat-the-test” style of drills and exercises which students, and teachers, have so often

encountered.
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