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Task-based Language Teaching: What, Why, and How
Shinichi Izumi <s-izumi@ sophia.ac.jp>

Shoko Sasayama <shokosasayama@hotmail.co.jp>

Summary of the Presentation

In the first part of the presentation, we first sketched the basic ideas of task-based language teaching
(TBLT)—what is its rationale, how it came about, how it is different from the traditional language
teaching, and how we can implement TBLT in our foreign language classrooms. We also talked about
some of the common misconceptions about TBLT, such as the confusion of “tasks” and “exercises,” tasks

as merely fun games, and task as only oral activities. In the second part of the presentation, we
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presented a study on the effects of task complexity and pre-task planning on Japanese EFL learners’ oral
narratives. The focus of the investigation was how manipulating inherent task complexity and providing
time to plan/rehearse the task beforehand can influence the learners’ linguistic performance in terms of
complexity, accuracy, and fluency. The results indicated that the increased task complexity positively
affected the frequency of use of noun modifiers, but negatively affected global accuracy and fluency, and
planning time positively affected global syntactic complexity, but negatively affected fluency.
Pedagogical implications of these findings were discussed in terms of what tasks to use to benefit what

areas of language skills.

What is TBLT?

*

TBLT stands for task-based language teaching.

*

It is an approach to language teaching that centers on the use of tasks as the main vehicle of

instruction (Janguage-as-a-tool-for-communication approach). This is contrasted with more

traditional language teaching that centers on grammar and vocabulary instruction
(language-as-an-object-of-study approach).

@ The basic philosophy of TBLT is, “Learn as you use; and use as you learn.” This experiential

orientation to language learning is contrasted with the basic assumption of more traditional

analytic orientation to language learning, which is “Learn first, and use later.”

Why is TBLT?
¢ Simply put, ...
Tell me, and I will forget.
Show me, and I may remember.
Involve me, and I will learn.

-ancient proverb-

€ TBLT is motivated by a number of ideas developed in many different fields of study. Its
motivation includes minimally the following:

> general failure of traditional form-focused teaching to promote communicative
proficiency in the language

> rise of communicative language teaching, both in its strong version (language
learning through communication) and weak version (language learning for
communication)

> practical societal need for learners to develop communicative proficiency, not

unusable L2 knowledge
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changing ideas about the notion of unit of teaching: grammar — notion/function —
topic/theme — task

psycholinguistic notion of transfer-appropriate processing- “A basic law of transfer of

training is that the closer a training task is to a transfer task, the more likely the
training is to transfer” (Long, 2007, p.126).
Text is frozen, but task is alive (Long, 2007) .

Shift from the notion of “building up from basics” to “going down to basics.” PPP is

premised on the former idea, while TBLT is premised on the latter.
And so on and so forth...

In other words, TBLT is motivated by a number of different theories, ideas, and

practical considerations of language teaching and learning.

What is “task™?

€ Some common features of tasks:

v" Meaning is primary.
v" There is some kind of communication problem to solve.
v" There is a non-linguistic goal to achieve.
v" There is some relationship between the task and outside world.
v" Learners are evaluated on the degree of task accomplishment, not just on language
display.
How is “task” different from “exercise”?
Table 1. Differences between task and exercise (based on Skehan, 1998)
Task Exercige
Orientation Language competence develops  |Learners are expected to
by engaging in communication.  |already know the form to use.
Focus hleaning to convey Langnage form being nzed
4 To achieve communicative To <how that vne has correct
Goal
vutcome by exchanging verbal  [knowledge of linguistic form
meisages
Evaluation By the degree to which learners  |By the degree to which learners
have aclueved the necesgary were able to uge reproduce the
commuucation ontcome form taught
Relationship to There iz a fairly clear By learning the form being
outsideworld  [relationship between classroom | tanght, learners can prepare for
tagka and real-world possible future use 1n the
conunuication. outaide world.




Now try the following activity.

Going Shopping
€ Look at Mary’s shopping list. Then look at the items in John’s store.

Mary’s shopping list:

1. oranges 2. eggs 3. flour 4. powdered milk 5. biscuits 6. jam

John’s store:
1. bread 2. salt 3. apples 4. fish 5. Coca Cola 6. Flour 7. vinegar

8. sugar 9. curry powder 10. biscuits 11. powdered milk 12. Beans

€ Work with a partner. One person be Mary and the other person be John.

Make conversation like this:

Mary: Good morning. Do you have any flour?

John: Yes, I do. or . .
Mary: Good morning. Do you have any jam?

John: No, I’m sorry, | don’t have any.

Task or exercise?

More exercise-like

Knowledge of the torm 1 already assumed. The
purpose here is to practice what has been tavght.

Orientation

Focus Langnage form, little meanng, no context

To digplay one'’s knowledge of the form and pattern

(foal o :
No real need to exchange information

By the degree to which learners are able to use the

Evaluation :
given patterns

Relationshipto | Tlusis only a practice of torm which may become
outarde world uzeful in the tuture when learners go ont shopping.




How would you “taskify” this exercise?

& Split the information between the shopper and the shop owner so that the shopper doesn’t

know what the shop has and the shop owner doesn’t know what the shopper wants

(information-gap task). This will create the need for students to exchange information.

€ Provide context to the task (e.g., “Let’s imagine that you are going shopping in the

supermarket...” “What is your favorite food?” “What kind of curry do you like?” ”"What

ingredients do you want in your curry?”). This will help make the task more authentic.

@ Clarify the goal to achieve in the task (e.g., “Your task is to buy all the necessary ingredients

in five minutes.”) This will help increase students’ motivation to engage in the task.

€ Instead of showing the model dialog as it is, present it as a series of listening task as

preparation for the upcoming main task (.e., shopping task). This will promote greater

studnets’ responsibility and autonomy for learning. The learners should be given choice in

using whichever form they find useful and usable.

@ Evaluate the students’ performance by whether they were able to acomplish the task, not by

whether they used the target form correctly or not.

How to modify tasks to change its difficulty level to meet different learner needs

@ To increase task difficulty,

> increase the number of items to buy;
set the budget so that the learner has to calculate while shopping;
set the amount of ingredients to buy;
specify the brand of ingrediants to buy;
have different shops carry different items;
make different shops have the same items at different prices;

some items are missing, which necessitates changing of initial plans;

YV V V ¥V V VY VY

assign different persons different shopping lists.
@ To decrease task difficulty,
> simplify the task by removing conditioning factors as above;
> allow the use of visual aids such as memos, pictures, gestures and maps;
» make groups or pairs so that students can shop together;
» allow pre-task planning time so that the learner can organize his/her thoughts and
rehearse what to say;
> give plenty of pre-task activities (e.g., listening, schema-building) to prepare the

learners for upcoming tasks.



A sample task

¥I].ove Conn ectio ns 9

Who We Are
We are a compary helping singles find someone special to share their lives with. Over the
years, we've learned more and more about what people want, and what makes 2 people
compatible. Helping people find romanceis all about listening, and we are here to listen to
you!

WhatWe Do
Our mission is simple: to help single people find their perfect romantic partrer. And we're
pretty good at it. Every year, we help hundreds of couples around the world find their
special someore. Don't be surprised if you already know someone vwho found love using
‘Love Connections’!

How it Works
At ‘Love Connections’, youfirst write a short speech describing yourself, hobbies, likes and
dislikes, and what your daily life is like. Then, you meet with our prdfessional interviewers
who want to know all about you! Afteridtening to your speech, our interviewers will ask you

will be chosen for you! Hopetully this person wil be your perfect match!

A task devised by Erne Setoguchi. an ESL instructor at Kanda University of Internationsal
Studhaes, shared at Tokohama JALT, 22112010

Profiles of three candidates

A Age: 20
Cecupation:  Restaurant Employas
Hobbies: listening b music. going o concerts

InVoduc;ion: I work at a pretty famous and popular restaurant in Chiba, | have nice vacationtime. but | can't
travel very far away from Japan often. In my free time | like Irstening to music and geing to
concerts. | especially like J-pop and reck concerts. People say I'm exciting and fun to be

around.
Looking for: I'm looking for someone who enjoys music and cooking. but most importantly I'm locking for a
romantic person.
Mot Looking for: 1 don'twant ko go out with someone who travels toe much.
B Age: 27
Oecupation: Lawyer
Hobbies: playing tennis, going to art shows

Introduction: I'work at a karge law fitm in Tokyo, and am abways busy with work. My salary is quite high, but
my free time is sometimes limited. YWhen | do have free time. | enjey going to art shows of
playing tennis at the gym.

Looking for. I'm locking for sofneone who is hardworking and interesting to be around. and hopefully
someonswho isn'ttoo immature.

Mot Leoking for: | don't want ko go out with someone who is over 2 years younger than me.

C Age: 32
Oooupation: Teacher
Hobbies: traveling. watching movies.

Introciuction:  1'work 22 a teacher for a high-school in Chiba. | think | am a kind and generous person. and
really like teaching and being around children. | liks ko travel. especially to America and
Canada. In my frae time | enjoy watching movies. especially comeadies.

Looking for: I'm looking for someone who likes to travel. enjoys kids. and has a sense of humor.

Mot Looking for: If someone is too senious of hardworking | don't think [ would get along with them.




Now it’s your turn! Fill out the self-introduction form below.

Love Connections Interview Form

Name Sex Male / Female

Age

Occupation

(Student ok)

Hobbies

Introduction
(Tell us more about

yourself. Anything is ok!)

Describe the type of partner

you are looking for

Describe the type of partner

you are not looking for

Task sequence
@ Tasks should be considered not in isolation, but in a successive sequence so that each
(sub-)task is organically related to subsequent tasks in such a way that learners become
more and more familiar and comfortable doing the task.
€@ Ultimately, learners should learn to be able to perform the target task without any support.
€ For example, in the case of “Love Connections” task, here is the sequence in which it

followed:

Task sequence of “Love Connections”

£y N N N

PartI { Part Il Part 11 P?ﬂw} { Part ]
terviews among Reporting of results

- . Preparation for
Tntroduction Teacher-led practice e OaE T

interviews
A among stuclents

.

L \‘-_/ €.z poetry, immature, outgoing,
vegetarian,

110
e.g., Are you OKwith .. ? Bt umH S —> considerate,
it QK. ? Aol —> cool, good-looking,
How do you jeel about .. 7 L UHBL —> mean
18

7

e.g. singles,
compatible,
hopefidily
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Where to find tasks?
There are now many ready-made textbooks and reference books of tasks both in English and
Japanese (see the reference list).
However, usually the best tasks for a given group of students are “home-made” tasks
created to meet the specific needs of those students.
Original tasks can be created by teachers if they use their imagination, taking into account
their students’ particular needs and wants.
Textbooks can be very good sources of tasks.
If you are using ready-made tasks from published sources, make sure that you adjust them

by tweaking the task design, procedures, etc.

Some common misunderstanding about TBLT
Tasks should be game-like and fun.
Tasks should be output-based.
Task should be oral.
Tasks can be done only after explanation and practice of forms.

There is only one right way to do TBLT.

Tasks should be game-like and fun?
Having fun elements in a task surely makes the task more relaxing and engaging; however,
it is not a necessary element for a task.
Tasks can include not only those that are fun and entertaining, but also those that are
interesting and thought-provoking. Tasks do not have to be game-like.
In fact, older learners come to expect more from tasks than just being fun. So, it is important
for techers to provide age-appropriate tasks to students.
For instance, it is possible to borrow contents from other subjects (e.g., math, science, social
studies) to create intellectually challenging tasks (e.g., show graphs indicating population
growth, marriage and divorce rates in Japan and other countries and have students discuss

what the graphs mean for the future of the society).

Tasks should be output-based?
The word “communication” includes not just output, but also input.
Therefore, tasks can be input-based, output-based, or mixture of both.
Output-based tasks include speech, debate, discussion, as well as role plays, memo, letter, or

other paper writing.



€ Input-based tasks include such tasks as listening for annoucement (e.g., listen to public
announcement at the airport about boarding time, flight delay and cancelation).
&€ Interactive tasks are particularly useful for beginners, as the teacher can provide students

with necessary scaffolding and minimize students’ output.

Example of a listening-based task 1
<At a restaurant>
Waiter: Are you ready to order?
Customer- Breakfast combo, please.
Waiter: How would you like your eggs? Scrambled, sunny-side up, or overeasy?
Customer: Sunny-side up.
Waiter: Which would you like, pancakes, waffles, or toast?
Customer: Pancakes.
Waiter: Would you like anything to drink? Coke, coffee, or just water?
Customer: Coffee.
Waiter: Would you like cream and sugar with it?
Customer: Yes, please.
Example of a listening-based task 2

<At a clothing store>

Sales clerk: Are you looking for anything in particular?

Customer: Shirt.

Sales clerk : What size are you looking for? Small, medium, or large?
Customer Medium, please.

Sales clerk : What color would you like? Do you have any specific color in mind?
Customer * Blue.

Sales clerk : OK. How would you like this one?

Customer - Good.

Sales clerk : Would you like to take it?

Cus

tomer: Yes.

Sales clerk : How would you like to pay for it? Cash or credit card?
Customer: Cash, please.



Tasks should be oral?

€ Some people seem to confuse tasks with oral communication. However, tasks can be oral

(speaking, listening) or written (reading, writing).

€ Examples of simple reading tasks are: reading a menu at a restaurant, reading billboards,

*

post-it notes, road-signs, etc.

More challenging reading tasks can be, for example, reading newspaper articles to get necessary

information, or editorials to figure out what the position of a particular newspaper is on a particular

topic and with what reasons.

€ Simple writing tasks can be, for instance, leaving a memo for your host-family when you go

* o

out with your friends, and e-mailing to your friends to ask what pages should be covered for
the upcoming exam.

In all cases, the important point is that there is a clear goal to achieve and that students use
their lingusitic resources to accomplish that purpose. This is where tasks differ greatly from
excercises.

It is also important to remember that whether oral or wiritten, producitve or receptive,

tasks are often done by involving different skill areas concurrently.

Tasks can be done only after explanation and practice of forms?
Tasks can be done after explanation and practice of particular forms, but not necessarily.
This is a problem of both confidence and familiarization on the part of both students and
teachers.
One drawback of giving explanation of the form at the beginning is that it can be
demotivating for students. This is so especially if explanation is excessive and is given in a
manner devoid of any meaningful context. Students may feel forced to understand grammar
without knowing what it is for and where they are going with it.
It can also make students excessively passive and overly reliant on the teacher to guide

them.

Tasks can be done only after explanation and practice of forms?

€ Another drawback is that once students know they have to use a certain form, there is a

danger that the task may become just another excercise.

€ Students need to have some degree of freedom not just in what they say, but how they say it

to develop true communicative abilities.
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@ Therefore, in many models of TBLT, detailed grammar instruction and/or drills are
withheld until some time after the task process gets started. At the beginning, teaching

should be limited to only useful vocabulary and/or expressions.

Willis’ (1996, 2007) model of TBLT

s %,

”
PRE-TASK
exposure — /’ Introduction to topic and task \
v b
TASK CYCLE
nse & exposure = Task
focus on form — Planning ~— feedback
use & exposure —— Report T feedback
LANGUAGE FOCUS , -
cXposare — Analysis I__,-'f ok
focus on form — Practice yd
/
More misunderstanding about TBLT
[#7]
- . Yes, vou can It st takes a little
¢ You cannot do TBLT with imagination and flexibility on the part of
school textbooks. |][||Z:> the teacher (see e.2.. & . et al. 2004).
[
rs TBLT is unsuitahle for Not tiue. Exam prep aration can be much

. ation for th tr more than doing mindless repetitive
preparabtion 1ol & entra solving of questions (gee e.o. ¥ & . 2009).

exams.

Not true. TBLT can be adapted to suit the

+ TBLT is unsuitable for I]["::> nee(.ls m:{d lef'eljs of begmn-erﬁ as well as
X those of advanced learners.
beginners.

Not true. TBLT is a flexible framework of
m langtince teaching and leaning The st

. . . e p ortant prentises of TBLT are:
# There is only one right way to - primacy afmoding,

do TBLT. - tse ef engaging tosks. and
- the rrafion of experieniial leariing.

ete, ete,

The Study:
Effects of Simple and Complex tasks and Pre-task planning on Japanese EFL Learners’ Oral

Production

Motivation of the Study
» Does different tasks have different effects on language production?

=  What effects does planning have on language production?

11



Complexity, Accuracy & Fluency
Complexity
There is a man. He is climbing a ladder.
There is a man who is climbing a ladder.
Accuracy
A woman is trying to open the door.
A woman trying to open the door.
Fluency

The driver is talking to a police man.

o v e &~ w e M = e

The ... driver is talking to ... a a a police man.

Previous Studies

® Skehan (1996, 1998; Skehan & Foster, 2001)

COMPLEXITY ACCURACY FLUENCY

® Robinson (1995, 2001a, 2001b, 2003, 2005, 2007; Robinson & Gilabert, 2007)

COMPLEXITY ACCURACY FLUENCY

« Planning (e.g., Ellis, 1987; 2005; Ellis & Yuan, 2004; Foster & Skehan, 1996;
Mehnert, 1998; Ortega, 1999; Yuan & Ellis, 2003)
O (a) +complexity
O (b) +accuracy
O (c) +fluency
* Simple/ Complex tasks (e.g., Gilabert, 2007; Ishikawa, 2007; Kuiken & Vedder, 2007;
Robinson, 1995, 2001b, 2007)
O (a) + complexity
O (b) +accuracy

O (c) —fluency
Research Question

® What effects do simple/ complex tasks and planning have on learners’ task performance in

terms of complexity, accuracy and fluency?

12



Methodology
Participants
n=23
Japanese L1 high school students (year 11)
Tasks
Task type: One-way oral story description task
Simple task: with 2 characters
Complex task: with 9 characters
Planning

+ planning (5 min): 10 participants

OO e OOO e OO e

- planning (1 min): 13 participants
® Data Analysis Sample Utterance (Simple)

O Complexity la {woman woman} woman has come on the

Clauses per T-unit (General) door|

O Accuracy doorknob|

Error-free clauses (General) [and the woman put handbag on the floor ::

Error-free use of noun modifiers (Specific) and tried to pull the doorknob|
O Fluency |but the door did not open|
Repeated words/phrases per total number of land woman get back
words

|a {man} man:: who had been seeing the

Noun Modifiers
Sample Utterance (Complex)
| one day [ah] at the street in the city people in the city is enjoying their holiday |

| and one car has come | Participial phrase

| and {the a dog with a.eléffien old man are are across}

a dog walking with the old man j
| and the {car car} (car?) car accident is happened |

| (okay) someone was injured :: and carried to theh

o Relative clause
| and the man :: who was drivinmgThe car :- would be arrested

| but he said :: he had not drive the car| w
| that man with dog had drived | - djective

| and the old man with dog was arrested |

be (maybe okay) |

13



® Data Analysis (cont’d)

O Two-way repeated measures analysis of variance (ANOVA)

Your Predictions

Simple ‘ Complex + Planning | - Planning
Complexity (
Accuracy

Fluency

Please give reasons for your predictions!

Research Hypotheses

Simple | Complex + Planning | - Planning
Complexity < >
Accuracy < _
Fluency ~ ~

Hypothesis 3: Interaction effects

14



Results

General Complexity
~——

—

+ Planning, - Planning
‘—e=Simple task 133 1.04
Complex task L.28 113
Specific Complexity
+ Planning - Planning
—sSimple task 100 c.o8
Complex task 4-80 3.23

General Accuracy
+ Planning - - Planning
=—Simple task 50.06 41.03
Complex task 35.27 22.67

Fluency (% of repeated wards)

\

+ Planniog - - Planning
==Simple task 9.55 57
Camplex task 1424 816

15
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Fluency (# of syllables) l

/

+ Planning - Planning
'-o-Simple task o.87 : L14
Complex task a.73 0.7

Interaction effects

Discussion

® Hypothesis 1: Simple task vs. Complex task

Complexity (General) = B
(Specific) <

Accuracy >
Fluency >
(% of repeated
words)

Number of Words

(Simple/ Complex Tasks)

mSimple task = Complex task

16



Hypothesis 2: Planning

Complexity -~ O

Accuracy = 0
Fluency <

(% of repeated

words)

® Hypothesis 3: Interaction effects

Not confirmed

Number of Words (Planning)
B+ Planning M- Planning Sample Utterance (Simple)
|a {woman woman} woman has come on the door|
|and the woman put her hand on the doorknob|
|and the woman put handbag on the floor :: and tried to
pull the doorknaob|
|but the door did not open|

|and woman get back|

Pedagogical Implications
= Selection of tasks/ planning conditions
O Simple task: fluency
O Complex task: specific complexity

O + Planning: complexity
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The effect of pushed-output and input-processing on
the acquisition of -ing/ed adjectives'

Ky #&E  (EETLEE )

1. HRER

AL, VT 4 VT RFELF/LOT-DIATo72 ) b —F 2 iz, SiEFRICER
& Ci=X A7 (form-focused task') ®O{EEHE (-ing/-ed adjectives') & ~D%hE
ERELIEHOTHD, H_SHEEGSICBWTCEELIND, EE]  (attention)
& IK2% ] (‘noticing)DEEZFHA L, ¥ A7 0P CERERERICHEEZRIT 5158
HETHD 73— AF 74 —25) (focus on form )D& ZFHHT 5, F/2. A
YTy hETURNT Y FOEENZOWTHHERT D, AFZEIZBWTIE, A7 v b
FLDH AT THDHNRZ PR T 5 [ 7 Y MLEEE]  (input-processing’)
ERWEZATE TNy heHLE LAV oA T TR UNERT S T
#l77 k7> ] (‘pushed-output) % k4%, %EOX AV E, V7Y —] (6
KDipa <7 T+ 52 27) & 747 brnx] (HER-XEE 7 V—T
THET2X27) 2V, EEIT. b0 X 27 O CRED SUETER I27E
BZETHEENGE 2 b, BhEWR SRS 2 L TEOSEHE B OBEIMERE S
DLW SGRICEE D EMEEAAT 9, #BRE L. HLIROEK 1 FEAET7 84T, A7
v NET TNy NI —T 2 DGR, SCEOFERT A NEEEZRT A MY
TV, HEtotT 1172, 1o, T Ny NIA—T DT 4 7 N7 a A X A7 Ol
FFEPOSFERE L TEIREIL, FEED K23 &L X2+ =2 (G
ZDHDIZONTDRELEY) ot Lic, LEDHRERNSG, 2 207 v —7HOHE
%7 A N TOMITITFFIE B 2T S DD, W7 L—7 L HIZRE R NE R
L7z, 7o, REESHNG, —EOFRETIEHRFEETO 2% h—2 ) B [K3X]
EREL, FHRT AP TORWCEML TS ZENRTHRIND LV T ERGho
Too WBIC, HEBTOX R FEHIZBITABE T RE Z L0, HEMOZRE Z21RET 5,
ko X5z, SUIROZ2WIE R Y L TIE W, SEERICERE T 52 A7 OF)
RIZHOWTE Lz,

2. FERIPIMEE
- 7 —={%. output practice DzhHE, SLA OHi%E2H SV b —F OFE R 2 MEE L
i U7z, VanPatten @ input-processing & )9 input-based instruction % xfkt =
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o, ISBRBROEKE b &ITRFEHRANT [HREEITE-> THIFE O | AT IA
ARTLHN, o [FELEDE WD LTESIZE (T MY M) ) IX5EEE
WZEh RN 5D DDy, Krashen, VanPatten D L9124/ 7w hTHHTHDL E W)
TNy FPOMREBELTNDFbH D, AROREHEOBIRIL, £I2F
WODEEA Ty MREIBEW TS X IICEX D, FEEZME D T LITARLITEE
MBHDDN, HDHELTESRERONEHGHRIICHRIEL 2V E o7,

-+ Target form & L C.@mRENETF &9 5-ing /-ed adjectives (437 DFEBIIZ L7=,
output task & L C. Swain #£"E® reconstruction task (dictogloss& jigsaw),
input-based task & L C, VanPatten&Cadierno "8 input-processing % £%
L7z (kBESR) , 72, i task & . Long @ focus on form / form-meaning link
ZEMK L7 task I2T7 %A > L., attention to form, noticing ®ZhH % FGE L 7=,
Output group @ collaborative dialogue % #kiF L. target form ¢ qualitative
development &34 L7-, W27 /L —7 & 12, comprehension, production @
written JEZU T pre-test, post-test Z17\ . qualitative D& EZ it FiEE VT
FRAE L 72,

- BRBRFEIIALIRAEREEAL 1A T 8 N KB L 7B B IGE I TRELX LTS 27
Z A% VN, pre-test, task (input based vs output-based), post-test Z17>7-, i
7 Z AL pre-test O H MDD IIFIFELNVEFHED Y T ATH- T,

T A L OFER, FEHRIZIEW 7 V=TI BRI N oo, Fe, WY
JL—T7L HIZ, pre-test /*5 posttest DO KE L, eI HH 7 L—7D
task, instruction 7’ target form OEBIZ RN -T2 LN mhoT, T
fE g%, VanPatten 28 E4E9 %, input BALO 4R & )T 5, Input-processing
HEENZZh RN B D DIXyH o 7205, output task D7 NL—TH ZFinEH 65T (&
ERYIZIX input group YA EOHOZ /R L7727 A MEHE & Y ) . output D%hHE % input
processing L VEHLETHZLITEZ VD TIE WM EWVWD Z L& ZORRIT
N as REAN

Output group 2 FHELL EIZH O o72DII RO L 5 RIFERNEZ NS,

Dtask Z1T-7=0O0n W TH O . R RN 5 F THT E72 2) input
group & [7] CHFH] T task #1T7->7272®. output group MEFET BT input % B
L output H 95 &9 F cognitive demanding 73 K& 7> o 72D TlX 72 )y, Input
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group [TFICHFM Z5ICE T, Co<K WEfRT B Z LR TE L 97, 3)
output @ dictogloss, jigsaw (F7 /L —FOXT{EETH Y, TOFRREIZR L ERWN
EFER, BAIABLDBEWAFER L2 EN—EIC2 D L FHDENE LD TIHR D
7y, Z DX 97 counterproductive effect &z bz, RIS, 2Dk HREHEL
bolborFElarbe— L, WRTELEOLHERITES THEE LIt

» Input-processing (IH#ENNZA 7y MIHIDOERS (input—intake) TIIZIEN H
STOME LivZewyy, LarL., B task /e LT, S 51T development 73
HFFCX HHEEN DR, X512, VanPatten O FFETIL, form-focused &+ T
input %17 2 1X. & & 1L Univesal Grammar 2 I HICHGR & R 2= S &,
interlanguage @ L~ L'k THE-> T < &9, Output group Tl collaborative
dialogue TH] 5 72272 - 7= noticing D% H. qualitative 72FEH#LS & 5 23,
input-processing |IFEEBMFEZ /R T H D72V, H72 LT, input-processing %k
it L T\ < 21T T, intake—interlanguage (2722 D>, HEEMAHELL L E T
WL DREERIDNFE D, Output 132 DR, Mlkfee L CTREfE] & 221 T XA D
qualitative {ZHE L TV Z ENWIFFTE 5, ZD X 97 output @ unique 72%h
E. 6T potential ZHET HEHITR Y500 EF X720,

M task CEH S 4172, focus on form DA, > F ¥ | meaningful context ®H T
form-meaning # UV 7 IH 5. X 5T attention, noticing DN {EFHE
ZNFENZT DA REMEDNEH W L 2R L TS E b 525, Input vs output &
WO XD ELLDEANEM N E VI iEma T oD TIHRS, EDLIITLED
MENCE SHEEGFO T e AN REINDLI D), Gass DR LIZE D72
psycholinguistic D A 71 = XA L %35 % T task T XEX TH S, Output NEhE
WHELTYH, +57% input 720 HUXZ O RITMFFCE RS2 L), &
7= input 72 IR - 7220 5 TH., output D H 7= 5T EAE HDIENERNTH A
9. Output I ZRENRNH DD, EIRoTBRIENH D D, RFEHEN LR
fi£ L C. instruction D—2>DA S a3 L L TEZTUIEITEA DD,

- KUP—FR{LE LT, HHHThHo72720FE%LT A b (post-test) D A FHfifi T,
PEFET A k(delayed-test) WFEE CEehozZ tRbIF b, EHMICE S
instruction THEATZSHEHFRNBES L TV W EBETE 2ol £, 7 A b
Db speaking test D KL 9D 2RI CTHEET 5 b DN T-2D T, EOIEHM
%23 implicit 72 B DI EDFEELER L CWDINR EREBRTE R o1, 5%,
W72 D —F 2 FEhi L, ke 27 A MEREZHRMA LT b —=F 2170nicy, 77
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A=) P —F TGS OZ T AN NMLETH LN, EFICHETH D,
WL W2 W@ DSk & AEFE IR L 7=V,

e
<A#r fiEf L 72-SLA model >

(1) Gass’s psycholinguistic model of SLA
. input—>intake—>integration(interlanguage)—>0utput LWV D X9 IZinput S 7 H
kiTFE L TV, ZOdiZidform-focusedN 2 TH Y . meaningful/2context
hHz A CformZEMSES L9 726( focus on form’) practice LI TH 5,
output (X product 7217 T2 <. Z D process ZEES T2 H 5, HOIEL
output TH5ZE T, EVWEWVWI ENEFZDMNE I D, test ATV, FHloTWBH T &
EE RN LD gap IZ% DL (noticing) , A2 ERE LT % & automaticity
(BEML) (27> Tn<,

Ambient speech

N
APPERCEIVED INFUT J‘
(a) Intake facilitation COMPREHENDED INPUT ]I
MNoticing. i
CQIISCIDLESIIBBS-!H}Si."Ig - B ——
(o) Hypothesis testing, | INTAKE
Meta-linguistic L
reflection = J' -
(c) Fluency, !’___ - T
Automaticity INTEGRATION
developmeant [ o )
QUTPUT
L S J

Figure 1° A model of SLA (from Gass, 1988, p200; Izumi, 2003, p.188)

(2) Swain’s output hypothesis
cAFTEDA~—2 a VHEFEORR CUEDODAREMS 72 L) #5F 4. comprehensible
input (Krashen)72 13 CIXSFEESIIRARH 5 & LT, output D& E| D L Fi4: %
Fik,
- 1) noticing function 2) hypothesis testing function 3) metalinguistic function® X

212 3 DDfunctionZ &7~ L 7=, Input?ZiJ & IdLiEVY, formPproblem solving”i
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E %18 UC, syntax processing?Mit = U | K D IRWEFRIZ SRR 5 EoRIB L TV 5,

<Internal> <External>
Output
‘ Selective
\l' } attention Relevant
Formulating __ | Noticing a > Input
Hypothesis hole
(Syntactic processing) :
Testing Hypothesis Noticing
| the gap
‘l' v Feedback
Modification or

N

Confirmation

=

Modified or confirmed output

| (interlocutor/
teacher)

Rejection

Problem
solving

Figure 2: Processes in output production (based on Swain, 1995; Muranoi, 2007, p.62)

(3) Input-processing theory
- VanPatten|Z & %Sinput-basedinstruction, Sstructured input tasks& VY9,
meaningfulZ2context DT, target form% Eik <& HinputdDft s, —fixpe ) A=
Tk L TEWREE R
5720 Oinput & 13 E 725,
- VanPatten|Z £ % &, input-processingZ 17 2 1L, FOXD X 5 IZHFERITFZE L TV &,
outputiIZ DFERTH-> T, 7o AHREZRESELRITRNE TR LT,

1 11 . 111
input ———p» intake ———p» developing system ——p output

I = input processing
IT = accommodation, restructuring
I = access

Figure 3. Three sets of processes in second language acquisition and use (from VanPatten, 1996,

p.154)
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<fEHLEHRAT >
Reconstruction Task1: Dictogloss

% Structure Point:‘~ing /~ed adjectives’

* Text: ‘A trip to Spain’

(DTakashi visited Madrid & Barcelona in Spain with his friend last month. @He was
really excited to see fascinating pictures by Picasso, Velazquez and so on. @In
Barcelona, there are a lot of buildings which were designed by Gaudi. @They are
wonderful! ®The biggest cathedral in the city is visited by many tourists every year.
(®Takashi was impressed by the Cathedral. DIt was surprising that a lot of people
didn’t speak English. ® Tourists have to be careful about pickpockets, so he was
worried about that. @It is a disappointing thing about Barcelona. @®On the whole, he
was satisfied with the trip. @If your life is boring, visiting Spain will be an
interestingexperience. (113 words).
<Vocabulary>
* Madrid: NV > F(X~o 2D g #5) Barcelona: »3/0t 17 7~ (X A~y 2 FHHIDOES iT7) excite: BE X #3 fascinate:
BB HB Picasso’ E°V Y (%) Velazquez : X7 X 7 X () design : #4735 Gaudi : HH L @EEWEIEL
EEES, 7K 77 3 Y T E G4, cathedral : #2# tourist : B % impress’ /8 X # 3 surprise :
B9 pickpocket: X U worry : LDFI X3 disappoint : 230220 S€3  on the whole : £ANIICIT  satisty :
WEIHES  becareful : /FE T 5 boreBIF X5 interest : #AEZ /=5 experience# KR

A Trip to Spain




Collaborative dialogue (FV—7 T LAV EHEE)
(®The biggest cathedral in the city is visited by many tourists every year. |
Student 1 (S1) Student 2 (S2) Student 3 (S3) Student 4 (S4)
s Researcher’s translation of students’ utterances into English in italics
S3: The most biggest cathedral...
S2: most VW5 72 < 72\ ? (‘Most’ 1is unnecessary in this case, isn't it?)
S1: biggest & visiting » CTEWT 5 L, (T wrote biggest’ and Vvisiting’)
S2: every year...?
S1: % 9 (Yes.)
S3: The biggest cathedral 7> HIED T2 o TUNND ? (Can we begin with The biggest cathedral’?)
S1: The biggest cathedral...
S3:1n the city...
9. S1:in the city & - 7= ? (Was in the city’in it?)
10. S4: & - 7=(Yes, it was.)
11. Instructor: JESGEA Y U %72 < TOWMN S —EOLORFEENTHR S0,
12. (You do not necessarily have to replicate the original text. Try to write one sentence in English.)
13. S1: Cathedral 2% [EiL 6D ) AT OLZEREOIZZR DA L2200 2
14. (As ‘Cathedral is visited, the passive tense is used, isn’t it?)
15. S2/3:&%~ (I see.)
16. S1:7277 6, are &0ris U722 (So, we can use ‘are’or s’ can’t we?
17. S2:Z 3 1 7206 ... (As this subject is singular...)
18 S1: 1 f#727>%... The biggest cathedral in the city is...
19. (As 1t is singular, we can say ‘The biggest cathedral in the city is...)
20. S1/2/3/4: ...is visited by many tourists every year. 35~ ! !
21. (%..1s visited by many tourists every year.” Wow! (we made it!))
22 81! is TWLWWATE X, Uod ? (So, we can use s, can’t we?)

o NS OA N

Reconstruction task 2: Jigsaw task

% Structure Point: ‘~ing /~ed adjectives’

* Original text: “The hat- maker and the monkeys’

1. The hat-maker is sitting under the tree. It is a relaxing place to rest on his way to
the market. Some monkeys are playing together in the tree. They are amused.

2. As the hat-maker is tired, he falls asleep. The monkeys are interested in the hats.
As soon as the monkeys see the man sleeping, they climb down to get the hats.

3. When the hat-maker wakes up,_he is surprised that some of the hats are missing.
He finds that the monkeys took it._It is shocking.

4. The man is frustrated, so he shakes his fist at the annoying monkeys. Then, the

5

6

monkeys do the same as the hat-maker did.

. This is confusing for the hat-maker.Whenthe man scratches his head, they copy it.
The hat-maker is annoyed!

. Soon he comes up with an interesting idea! When the man throws his hat on the
ground, the monkeys luckily copy him again. He is pleased to see that. He collects
the hats and continues on his way to the market.

skrest : (k{r relax’V 7 > 2 X X5 onone’s way to~ : ~~77< & amuse K FH S tireh I HS  fall
asleep: (9% 2 F) RS interest: Uiz & /=3 assoonas~75E 9 <l climbdown: [V 5 wakeup: H%
HET surprise BT miss : < kS shockis a2 () #4525 frustrate: 1 74 7 X #5415 annoy b
S5 XU, WET scratch : o202 < copy: FAT S confuse i XS  come up with' B o< luckily :
FHEIZ Beollect : #5005 throw #1715 please: F/L9, 741 L7356 W Scontinue : #1715
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[Reconstruction sheetf@ ORI E 5 £ 9 720 % | ANTAN S - 7= R FTOHZE
FEVRPEAREESEBINED 723, 7212 UL JNDZEGIZLTLEY, BEREBD
XAZRB LI ETHIILE (7)) EEEICTLRIV, FE. [ INDZFGEN TEE
LAt &IZAn THEEHV RS, MO THREITADZbTXEEFEERIV, (0
[ CRBLOS W2 AlEE[-ing&-ed]l 2R LET, )

« The
hat-maker

(KO FITE-TW5)
*Itisa to rest on his way to the market.
(V72723 54850) [relax / place]
©(He is to rest.)*He is relaxing... & wfE,

UEPAR TV o L XITiEA TN D)
* They are .
(L ATV 5)amusel
© (Playing in the tree is for the monkeys.)
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Input'proceSSing instruction (based on Van-Patten&Cadierno, 1993)[for

instructors]

Structured-input taskl (&output:dictogloss)

1. Target grammar & vocabulary presentation (BRIEFLY!)

2.

Listen to the passage and circle the appropriate answer. (see the dictogloss script) linput(1) in
Appendix1-1]

(1) a. last year b. last month c. last Monday. d. last week.

(2) a. airplane b. weather c. pickpocket d. pictures

<Instructor’s script>
[ 1. When did Takashi visit Spain? }

2. What was the exciting thing for Takashi in Madrid?

3. Instruction: checking the answers and explaining the points

4. Read the script and underline the target grammar structure.[Input(2) in Appendix

1-1]

Tick Athe sentence you feel is appropriate for each picture. Keep in mind that ‘—ing’

adjectives describe the people or things which cause the feeling or reactions. In

contrast, ‘~ed’ adjectives describe how people - feel or

respond. The answer (1) is given as an example.

(1) O The man is surprising to the monkey.

{AThe man is surprised by the monkey.

Listen to the instructor. Tick(v') the adjectives describing ‘people or things which

cause the feelings or reactions’.Share your response with a person next to you. You

may use Japanese.
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boring interesting exciting
1 OO0d

<Instructor’s script>
[ (1) English lessons ]
s Sharing the responses in the class. Instructor asks the students to raise their

hands.

Instructor has to prevent students from producing’ the target grammar.

7. Listen to the questions the instructor will ask you. Tick(v )Yes’ or ‘No’according to

your personal opinion. Share your response with a person next to you. You may use

Japanese.

Yes No
(1)

<Instructor’s script>

[ (1) Are you satisfied with the result of your end of term test? ]

s Sharing the responses in the class. Instructor asks the students to raise their
hands.

Instructor has to prevent students from ‘producing’ the target grammar.

8. Filling ‘reflective sheet’

REEC: BN
(Gass,S.1988. Integrating research areas: A framework for second language studies. Applied Linguistics, 9,
198-217.

Izumi, S. 2003. Comprehension and production processes in second language learning: In search of the
psycholinguistic rationale of the output hypothesis. Applied Linguistics, 24, 2, 168-196.

Muranoi, H. 2007. Output practice in the L2 classroom. In. R. M. DeKeyser (Eds.), Practice in a second
language: Perspective from applied linguistics and cognitive psychology (pp.51-84). New York:
Cambridge University Press.

Swain, M. 1995. Three functions of output in second language learning. In G.Cook&B.Seidlhofer (Eds.),
Principle and practice in applied linguistics (pp.125-144). Oxford: Oxford University Press.

VanPatten, B. 1996. Input processing and grammar instruction’ Theory and research. Norwood:
AblexPunlishing Corporation.
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#167E A S T Ef&

What is wrong with rote memorization of vocabulary? Does context really help
Japanese high school students to enhance vocabulary knowledge?

Based on a small-scale study conducted in 2009 for a dissertation for an MA in English Language Teaching at

University of Reading, UK.

Yukie Saito (Rikkyo University)

Abstract

Research investigating effective methods of vocabulary learning has long been neglected and it is only rather
recently that it has started receiving attention in the field of second language acquisition. As seen in the
inconsistent results found in a few previous studies, the issue of the superiority of decontextualized over
contextualized vocabulary learning has not been settled and it seems that the results in studies vary depending on
variables such as the age, proficiency level and mother tongue of the subjects. The purpose of this study is to
investigate the efficacy of context in a Japanese secondary school environment, making reference to Webb’s study
(2002, 2007) carried out on Japanese college students and examining his claims that context had little effect on
improving certain aspects of vocabulary knowledge. As the finishing touches to this paper, some vocabulary
activities which are intended to make vocabulary learning more personalized and effective will be briefly

introduced.

1. Literature review

1.1 Definition of vocabulary knowledge

Before examining different types of vocabulary learning, a definition of “vocabulary knowledge” should be
clarified. The first thing most English learners have on their mind might be whether they understand the meaning
of the word, or not. According to Nation (2001; 27), however, this is only one out of nine components of word
knowledge. There are three broad areas: form, meaning and use, which are further subdivided into spoken, written,
word parts, form and meaning, concept and referents, associations, grammatical functions, collocations and

constraints on use.
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Table 1: What is involved in knowing a word (Nation, 2001: 27)

Form Spoken R: What does the word sound like?
P: How is the word pronounced?
Cweiten | R: What does the word look like?
P: How is the word written and spelled?
Wordparts | R: What parts are recognizable in thisword?
P: What word parts are needed to express the meaning?
Meaning Form and meaning R: What meaning does this word form signal?
P: What word form can be used to express this meaning?
 Conceptandreferents | R: What is included in the concept?
P: What items can the concept refer to?
Association | R: What other words does this make us think of?
P: What other words could we use instead of this one?
Use Grammatical functions R: In what patterns does the word occur?

Constraints on use

P: In what patterns must we use this word?

'R: What words or types of words occur with thisone?
P: What words or types of words must we use with this one?

R: Where, when, and how often would we expect to meet this
word?

P: Where, when, and how often can we use this word?

Note: R = receptive knowledge, P = productive knowledge.

1.2. Explicit and Implicit vocabulary learning

The difference between explicit and implicit learning lies in the degree of attention (Nation, 2001), or

consciousness from a cognitive psychological perspective (Ellis, 1994). In explicit learning, a learner notices a

new word and selectively attends to it while the word is unconsciously acquired as a result of repeated exposures

in implicit learning.

Explicit vocabulary learning has been proved to be effective by a variety of earlier studies (Prince, 1996; Laufer &

Shmueli,1997; Laufer & Yano, 2001; Webb, 2002, 2007), and I will briefly introduce several arguments in favor

of explicit learning, mainly due to the difficulties of increasing vocabulary through learning from the context.

Implicit learning is potentially effective as a vocabulary-inferring rather than vocabulary-remembering component

and inferring and remembering are two different concepts. This argument is strengthened by Laufer and Girsai

(2008), who claim that implicit vocabulary learning does not always guarantee acquisition the same way that

message-centered instruction does not always result in grammar acquisition.
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Another argument comes from Laufer (2005, cited in Schmitt, 2008), who states that target words should be met
10 times in extensive reading to be remembered and the amount of reading which makes that condition happen is
equivalent to one or two graded readers per week. According to her, typical learners are simply unlikely to be
engaged in such long periods of extensive reading. Considering that inferring words is unreliable unless the
learner knows 98% of the words in the text, the effectiveness of implicit learning, if any, is limited to advanced
learners who know at least 5000 word families (Nation, 2001; Laufer, 2005, cited in Schmitt, 2008). Less
proficient learners will suffer from a vicious circle, where limited vocabulary knowledge discourages them from

reading and, at the same time, a lack of reading hinders their vocabulary development (Coady, 1997).

With all these differences between explicit and implicit learning, however, these two should be seen as
interdependent and complementary activities. Ellis (1994, 1997), who argues that different types of learning are
required for different aspects of knowledge, states that formal recognition such as collocation should be learned
from implicit learning, while meaning and linking aspects rely on an explicit conscious process. To summarize,
vocabulary learning which allows learners to pay explicit attention to target words seems to be only the initial
stage of learning a particular word, and it is desirable for this to be complemented by implicit learning through

extensive reading.

1.3. Decontextualized and contextualized learning

In this paper, learning “word pairs” is regarded as decontextualized learning while learning words in context is
regarded as contextualized learning, whether the context is a single sentence or a longer text. One of the biggest
advantages of learning word pairs is efficiency, especially in that it promotes the link between already familiar
concepts and target words (Nation, 2001). Additionally, considering the cognitive loads required to absorb
contextualized knowledge at the beginning, there is little disadvantage in using L1 to establish initial meaning

(Schmitt, 2008).

On the other hand, form and meaning is only one of nine aspects consisting of vocabulary knowledge (see Table
1), and decontextualized learning does not seem to encourage learners to enhance other aspects of word
knowledge. Tang (2006), who explored a pattern of lexical errors in Chinese students’ writing, also argued that
learning word meanings with brief translations misleads student to over-generalize the usages of words, which
results in the use of false synonyms in their written work. It is also pointed out that a word itself does not stand on
its own, and “what a word means in a text depends on the strings of words within which it is embedded” (Drum &
Konopak, 1987:74). The last disadvantage of learning word pairs comes from the deep processing hypothesis,
often used by those who support inferring from context (Mondria & Wit-deBoer, 1991; Laufer & Shmueli, 1997).

It is hypothesized that the more deeply one is engaged in mental action on each word, the less likely one is to
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forget it.

2. Webb’s study (2007)

What distinguishes Webb’s study (2007) from other earlier studies (Seibert, 1930, cited in Nation, 2001; Dempster,
1987; Griffin, 1992, cited in Nation, 2001, and Webb, 2002; Laufer and Shmueli, 1997) is that he measured
multiple aspects of knowledge that would seem more likely to be improved through learning in context, while
others only paid attention to the link between form and meaning. He investigated five different aspects of
vocabulary knowledge: orthography, paradigmatic association, syntagmatic association, grammatical functions
and meaning and form. 84 Japanese intermediate level college students were asked to learn 20 non-existent words
in word pairs and a single glossed sentence, followed by post tests which measured both receptive and productive
knowledge of the five aspects. Surprisingly, his results show that a glossed sentence had little effect on enhancing
vocabulary knowledge, including knowledge of grammatical functions, paradigmatic and syntagmatic
associations which Webb had anticipated context would especially promote. He argues that intermediate learners
may be able transfer their L1 word knowledge once they establish a link between form and its meaning,

supporting the findings of Demspter (1987) and Laufer and Shmueli (1997).

As Webb implies, there is room for further research, and it is worth investigating whether learners with different
proficiencies will produce different results or not. The present study partially modifies and replicates his study for

the purpose of examining the effect of context on Japanese senior high school students.

3. Methodology of the present study

This study was conducted with 31 Japanese senior high school students, whose English level was intermediate and
comparable within the group. The subjects were randomly divided into three groups: A, B and C. Nine students in
group A were engaged in learning word pairs in isolation, and group B and C, each consisting of 11 students, were
asked to learn 20 low frequency words in single sentences or in a short reading passage which included the target
words (appendix 1). Group A and B students were given 15-minute study time while group C students were

allocated extra 10 minutes, considering the length of the passage.

They were tested twice - immediately after and ten days later than the study time - on three aspects of receptive
knowledge: form and meaning, grammatical functions and word associations (appendix 2). With the same format
used for both post and delayed tests, the order of the questions were altered. At the end of the study time, the

subjects were asked to answer a questionnaire (appendix 3).

Three research questions are:

1. Does context have any influence on learning words in terms of short-term and long-term retention?
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2. Do learners (group B and C) make the best use of context in learning new words, perceiving its importance?
3. Do learners’ perceptions of vocabulary learning and the way they normally learn new words affect the scores

of retention tests?

4. Results

4.1. Research question 1

Regarding the first research question, this experiment reached the same conclusion as Webb (2002, 2007): context,
whether it took the form of single sentences or a longer passage, had little effect on targeted aspects of vocabulary
knowledge. Means and standard deviations of the scores for the three dependent measures — the knowledge of
form and meaning, grammatical functions and word associations are shown in Table 2. The independent variables

were the three different learning conditions (word pair group A, sentence group B, and text group C).

Table 2: Means and standard deviations of learning conditions

Learning Post 1 Post 2 Post 3 Post Ave. | Delayed Delayed Delayed Delayed

conditions 1 2 3 Ave.

A (n=9) 11.33 11.44 12.78 11.85 4.33 9.89 8.33 7.52
(6.76) (4.28) (4.79) (5.05) (4.15) (2.26) (4.58) (3.38)

B(n=11) | 8.18 10.91 10.36 9.82 4.27 8.55 7.82 6.88
(5.06) (3.27) (4.13) (3.68) (2.90) (2.77) (3.15) (2.23)

C(n=11) |9.82 10.36 10.91 10.70 3.73 8.82 9.36 7.30
(5.98) (4.65) (3.67) (4.43) (2.93) (3.31) (4.00) (2.74)

p=0501 p=0.842 p=0.430 p=0591 p=0.899 p=0557 p=0.646  p=0.870

Note: Post and Delayed 1, 2, 3 measured the knowledge of form and meaning, grammatical functions and word

associations respectively. Maximum score = 20; standard deviations are in brackets.

As seen from the results of ANOVA, there is no evidence to show an overall statistically significant difference
below p < 0.05 between learning methods, implying that neither single sentences nor a reading passage had an
effect on improving vocabulary knowledge. However, this may be partially explained by the small number of
samples in each group. Looking more closely at the means of each three learning condition, it can be seen that
group A had the largest gains in all three post tests and two of the delayed tests. In particular, the mean of post test
1 justifies the efficiency of learning word pairs in forming a link between L2 target words and their meanings.
Considering the cognitive burden on the students, group B had been expected to perform slightly better than, or as
well as, group C, but this turned out to be the opposite in the experiment. It is worth noticing that the largest gain

in long-term retention of word association was found in group C.
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A big difference between the mean of delayed test 1 and those of delayed test 2 and 3 is attributed to the
translation format used in delayed test 1, which is more demanding than the other multiple-choice tests. The
words most likely to be remembered in delay test 1, irrespective of learning conditions, were “yolk” (83.9%),
“communal” (32.3%) and “obesity”, “immigrant” and “superb” (29.3%). When considering word complexity and
length, it is not surprising to find that “yolk” was recalled by the majority of subjects. Also, the similarity of
lexical forms to words already known to learners could explain why “communal” (similar to common) and

“superb” (similar to super) also ranked highly.

4.2. Research question 2

The second aspect of this experiment looked at whether students in groups B and C used the context provided and

perceived its usefulness in learning new words. The results are shown in Figures 1 and 2, respectively.

Figure 1:
Number of students using context to learn new words
6
o
=5
= 4 -
&3 ® GroupB (n=11)
= sroup B (n =
= I . Sroup C (n=11)
0
E 20 words 19-10 9-5 words lessthan5 0 words
Z words words
Context used to learn number of new words
Figure 2:
Number of students finding context usetul

g 8

g 6

= 5

g4

- 3

S 21 B GroupB (n=11)

. I

é 0 - Sroup C (n=11)

= useful fairlyuseful fairly useless

Z useless

Students ratings of context usefulness
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Figure 1 and Figure 2 show that 10 out of 11 (90.9%) students in group B made use of the example sentences and
nine of them perceived the usefulness of context in learning new words. Only one student did not refer to the
sentences at all, explaining that with the limited study time, he thought it would be more efficient to ignore the
sentences and direct all his attention to the target words. Regarding group C, more than half of the subjects
(54.5%) referred to the reading passage in learning 9-5 words. A male student in group C, who achieved the
highest scores in both post and delayed tests, normally prefers learning new words in context. However, under the
time limit imposed by this experiment, he took a different approach: focusing only on the words to be efficient.
Another group C student said that he felt quite confident in continuing to use his familiar method: learning words
in isolation. There was one male student who did not appreciate the reading text and got one of the lowest marks
both in post and delayed tests. The results of the questionnaire reveal that the latter two students both prefer
learning words in isolation. Although it is still a matter of speculation, these students in groups B and C might
have felt uncomfortable about following a different approach from their familiar way of learning words. This

point will be more closely investigated in the next part.

4.3. Research question 3

Research question three is to investigate whether the mismatch between learning conditions in this study and the
learners’ preferences had an impact on their performance. Their learning preferences over contextualized learning
were revealed in the answers to questions in part 2 and 3 of the questionnaire. If a student with a preference for
learning word pairs was put into group A, there was a match between the learning condition and his learning
tendency. If he was in either group B or C, there was a mismatch. In spite of there being no statistically significant
different, those who learned words in the same way as they normally do performed better than those who did not,
except for the results of the delayed test for group A. In particular, the differences between the means of delayed
tests for the match and mismatch groups are conspicuous: 1.38 for group B and 1.96 for group C. From this result,
it seems plausible that students who regard vocabulary learning as more than just memorization of word meanings
can benefit from making use of context in vocabulary learning. In contrast, context did not help those who are not
used to using context to retain vocabulary knowledge long-term and this could give a partial explanation as to

why a few of the students in groups B and C decided not to yield to the given learning method.
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Table 3: Means and standard deviations of match and mismatch groups

A: Post test Ave. B: Post test Ave. C: Post test Ave. Total: Post test Ave.

Match 1261 [n=6] (4.53) |1021[n=7](4.53) |10.83[n=6](4.82) | 11.16[n=19] (4.48)

Mismatch | 10.33[n=3](6.74) |9.13[n=4](1.80) | 1053 [n=5] (4.46) | 10.01[n=12] (4.10)

P value p =0.599 p =0.622 p=0.918 p =0.477

A: Delayed test Ave. | B: Delayed test Ave. | C: Delayed test Ave. Total: delayed test Ave.

Match 7.06 [n = 6] (2.90) 7.38[n=7](219) |8.19 [n=6] (3.03) 7.54 [n = 19] (2.59)

Mismatch | 8.44 [n = 3] (4.77) 6.00 [n=4] (2.33) | 6.23[n=5] (2.16) 6.70 [n = 12] (2.90)

P value p =0.596 p=0.350 p =0.258 p =0.415

Note: Maximum score = 20; standard deviations are in brackets.

5. Discussions

5.1. More than just rote memorization?

One of the criticisms of learning word pairs has been that it does not evoke a deep cognitive process preventing
learners from forgetting new words (Schouten-van 1985, in Mondria & Wit-deBoer, 1991). Considering the
discerning point made by Laufer and Shmueli (1997) that learning word pairs may not be necessarily done by rote
only, students in group A were asked whether they used “self-generated imagery and semantic mediation” (ibid:
105) or not in part 1 of the questionnaire. Their answers reveal that four out of nine subjects seem to have learned
target words by more than just rote. Three students associated some items with familiar words whose spellings
were similar. The example of “reminisce”, which was associated with “remember”, was given by one of the
students. None of them linked them to keywords or made up original sentences, but there was one student who
visualized the target words. Therefore, it could be argued that decontexualized learning should not be underrated

on the assumption that it always makes students learn new words by rote.

5.2. Cognitive burden of text on students?

Three students in group B gave a concrete example of sentences which they found helpful in visualizing the words
and remembering them in relation to context: the sentences were “the law prohibits smoking,” “l consume five
cups of coffee,” and “oil prices are soaring now.” One subject who had the second-highest score in post tests
perceived the importance of context to check the word classes of target words in the sentences. Likewise, one
student in group C found that the phrase “greasy food” in the reading passage helped him to associate the word
with an image. In other words, context might have stimulated learners to establish schemata, cognitive
frameworks or concepts which help interpret and organize the new information on the target words. The extent to
which word schemata affect the effectiveness of vocabulary learning is still a matter of speculation and leaves

further research yet to be conducted.
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On the other hand, it should be also noted that learning words in context may impose cognitive burdens,
especially on those whose word levels are not high enough to make use of the context. After the questionnaire,
subjects in groups B and C were asked to circle words in sentences or a reading passage whose meanings they did
not know. The results provided some insight into what students struggled with. Three students in group B circled

more than three unknown words such as “separate,” “performance,” and “prison” while another three students in

group C circled more than five words, including “associate,” “receive,” and “alcohol” in a 493 word passage.

This is exactly where the dilemma of using context exists. In reality, it is almost impossible that all the words in
the context given, apart from the target words, are known to every learner, regardless of their vocabulary levels.
Presuming that the shorter the context is, the less cognitive burden it imposes on learners, it is worth considering

whether chunks made up of two or three words could be a possible solution to this dilemma.

5.3. Time to get used to learning in context

The results concerning research question three demonstrated the discrepancy between the match and mismatch
groups in long-term retention. This difference implies that the effect of context could be appreciated by students
who are familiar with using context, while context had no effect, or ever an adverse effect, on the performance of
those who prefer decontextualized vocabulary learning. Since this experiment did not show any negative influence
of learning word pairs on the acquisition of three aspects of receptive vocabulary knowledge, teachers should not
dogmatically impose learning in context on all students. But at the same time, we have to look at the result with
awareness that even with proper instructions, it might take students some time to get used to a new method and to
make full use of it, so it would be imprudent to measure and value the effect of context soon after it is introduced

in the classroom.

Ideally, teachers should suggest any methods which seem suitable for each student, depending on their proficiency
level, vocabulary size, preferences and the purpose of learning. In reality, vocabulary learning strategies appear to
be undervalued and hardly taught in Japanese classroom context. As pointed out by Professor Yoshida Kensaku,
this might be related to the fact that Japan is far behind in integrating general study skills such as academic
writing and critical thinking into school curricula. We, as teachers, should be aware of the importance of providing
learners with opportunities where they get exposed to different vocabulary strategies (keyword techniques, using
the knowledge of word stems, etc., Nation, 2001) and then having them choose well-suited strategies for
themselves. After all, the main purpose of this study is not to deny one way of vocabulary learning, but to find out

the most effective way.

6. Pedagogical implication ~ How to make vocabulary learning personalized?

For the convenience of this study, vocabulary learning was conducted individually without any instructions. There

37



are, however, some ways where teachers can stay more involved in facilitating students’ vocabulary learning
process. One way is to make their learning more personalized and have them encounter words as frequently as

possible, so that they can learn how to use target words in their own context. Here are some suggestions:

> Have learners make their own sentences.
This is to encourage them to use target words in their own context and form a personal attachment to the
words.

E.g. | consume cups of tea / coffee every day.

I don’t like greasy food such as

My favorite cuisine is because

» Have learners write a sentence using more than two target words.
This idea is based on the hypothesis that the more words they need to use in a single sentence, the more
deeply they can engaged in mental action in dealing with the words.

E.g. If you keep eating greasy chips and hamburgers, you will suffer from obesity in the future.

> Have learners divide 20 target words into groups freely and exchange their ideas in pairs
E.g. Word classes?
Words you like and words you don’t like and why?

Words related to food and words that are not?

>  Have learners rank target words in order of importance/preference.
This activity is suitable when the target words are all nouns.
E.g. “Which item would you like to take to a desert island? Choose five in pairs!”

Have them repeat the same activity in groups (choose only three) and in larger groups
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Appendix 1: Materials for learning target words
Group A: Aword list of 20 words
LFD2 0FEOHIEL ZOBEKER X T EE 0,

1. obesity B 8. ingredient £4%} 15. communal A3k
2. consume VH#E T % 9. greasy fE-1XW 16. crave HIL§ 5

3. reminisce EWHIZSIT S 10. yolk #5 17. smuggler g A&
4. curtail T % 11. alter £z % 18. immigrant B

5. patent FFRF 12. obtainable AFr[HE7Ze | 19. cuisine Kl

6. staple TZ7p 13. superb & E D 20. adjust EHEIHE D
7. soar @A LFHTD 14. prohibit £ki-9°%

Group B: 20 target words with example sentences
BILEBEBEII LN L, LTDO2 0FBOHFEL BREZR 2 T 7EE0,
1. Many American people have a problem with obesity. obesity A
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2. 1 consume five cups of coffee a day. consume {H&E T 5

Group C: A reading passage containing 20 target words
TFAREROHEE (2058) IZIEH LMD, L FO X EEFHiA TITESUY,

What do Americans eat? American "fast food" is sold in restaurants in almost
every country of the world. The most famous examples are hamburgers, hot

dogs and potato chips, which are called ‘French fries’. A lot of Americans have | obesity JEJifi

a problem with obesity because they consume too much fast food...... consume VHET 5

Appendix 2: Post/delayed tests

Test 1: Form and meaning

LT OHGEOFEREZTFNTIZE,
1. adjust ( )

2. cuisine ( )

Test 2: Grammatical functions
IXFEFEHUEES, XOPTLEHNICELL{fHFLNLTWVWALEDE 1 2R, LI E2IFTTE
=,

1. a. ltisvery greasy. b. He greasied. c. This is a greasy.

2. a. ltisacrave. b. She craves it. c. They are very crave.

Test 3: Word associations

T U HGEE L BRORWEGE (FEGE, BERER E) Z@RBOH 6 1 DY, LAz DT T
TEuy,

1. superb a. terrible b. excellent c. happy d. strong

2. staple a. food b. clothes c. drink d. housing

Appendix 3: Questionnaire
<Part 1> Group A

1. FOXH72ET, 20BOHEELZFEH LELE2? TEXAETEEKMUIZEALTLZEW,

(] : WFEEL AARFEE RN, HOPTE 22, 8 CA N ERT 5 125%)

2. 20 EOHFEEZFEH LIEBIZUTOL ) R BIEEITVE LN 2D TUEIEDL L DIZHE DT TF X0,
(1) ZA~LDOEITWD, T TIZH-> CWDHEE LB L, EOA Y4

(2) BAaTErGDbEZIEoT, [E4A NAY4
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(3) B THIXE EST=, EOA INAY-4

(4) ZOHGEZ BARN72ia7 B2 U CTRWENRT, EQA Y4

3. Hi2ofMic, 3w EERXLGICEBME LES, ERICEEKFAZHT T, LOLIRTRELIZONZRAL
TLEEY,

<Part 1> Group B and C

1. 20BOHBELZFLE LRI, FIXERIINEEZSZR LE L2 Y UIELES

5 (2 08T _RTIZBWTERELE) 4 (1 07E~19FEIZBW TR L)
3 (5~9FBIZBWTERLR) 2 (IFEAEBEBIZLE)oT-: BEBUT)

1 (BLBEHBIZ Lo 7: 08

2. HM1 T, EROISIEATHAZENTIZEN,

3. 2 0FBEDHFEZEE LI, FISUIRICEDLE L2 2 Y TTELESEZ 1 OB, LWEDTF TFEN,
4 (&IZSLo72) 3 (EbbnEEAIIKITNL-T)
2 (EBHoNEFRITEITLTZ IR oT0) 1 (RIS nroT2)

4. B 27T, ERROLIICEZTZHBIIRETTN? TXAR T EERWIZZEDEBEZENTTFIN,

B, BRI o, FREAIRICE S SR HivE, BlEHITF R L TR S,

<Part 2> Group A,B,C Jtif
T OREREFEICHETIZEZICBNT, B TUIELIBEZTEZLOBV, IEDIT TN,
1. HEBAR2 5 —BFDHEILI A MNHEERZDHZ LT,

4 (m<ZHIEY) 3 (BHHI) 2 (BEVEIEDRY) 1 (&<ZEIEDRV)
2. HEBEXEWER XD EIETNRENTH D,

4 (B<EHSES) 3 (59 2 (bEvzsEDbRY) 1 (&<E5Ebhv)
3. ZROHEFFEOFTUNY =T 4 7 2B L TEETE D,

4 <ZEHHES) 3 (FHHH) 2 (BEvEI>EDRY) 1 (&<EIEDRW)
4. FBENITZL ST ETHRLT LR TE D,

4 (m<ZEHHEI) 3 (29HI) 2 (BbEvEI MDY 1 (&<ZEIHDRW)

<Part 3>
BREOFHEFEEZFET LI, UTOFECBWTHTIELEEEZ 1L OBV, LEDIFTTFEL,
1. HHHEE AARERETDEPNEHEOY A b (B TEERLEbDO B ED) 2T 5,

4 (BlZhbTIEED) 3 (W BB TITED)

2 (BbEVHTITESRRY) 1 (B<HTITELRY)
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. ZOHBEMMEDN TV DLHILERZ D,

4 (FichTTED) 3 (W BB TITED)
2 (HbEVHTITELRY) 1 (BL<HTUTELR)

. FHESEZ - T, A BH OB ZE>TH D,

4 (FichTTED) 3 (W BB TITED)
2 (HbEVHTITELR) 1 (BL<HTUTELR)

. XEORTHTEIFHERIL, o TWDIRE —FEICR A D,
4 (FichTTED) 3 (W BB TITED)
2 (HbEVHTITELRY) 1 (BL<HTUTELR)

42



#168EIASTEHIS

)

HKEEHE D BIEDOERALLEHFTHRFZ DXL

b=t
jul

o AR (J:’*”jt%ﬂlau%nfﬁ)
Bk F5 K (ERRPIMERE O R 5 35 S AT R )

LI

HARDIGEHE XS . REREHINICSILD > TNDENZDTEA), [HFENMEZD | B RANEB KT 570
OITENFHEA TR S I, 4 B ETITER A 2 iR 23S U D T, /NP GETR BN OB A | SELHI%E, 232=
AT AT IRBEGENEB KT DI DR ELEMTON TE,

AEHETZ B OGRS B2, BETOIGEE 1B IO E S O LR RIRIED | 2O, ZElO5EE
FRENNIEIEDST-ON, £z, EDOLIR MR P ERESNIZDONNTDONTARE THEZ THADLIEELZ,

L, EORINZ, A LRIZ2D B ARDBURIZ DWW TR TH LD, MEERIZSCH R (2010) 22HH RS
foT =2 RAHE, AAROXEE ONRENZFHDELRIBALII/ 25T, BARNOURSNE 5 SRR
1% 72, &), Fio, el L TRb Z<D H R A F A THTET AU ~OEFH - THEY, 1
9OFM BT A THEB IR ILDOBEFAENT AV TRIRL TN =DIZ, 4TI, 4AFHPHEFEHICET
TR TNDEZED 3D oT2,

Dy D FALIZED BEH OBEDOLDONHE-> TWDEIEEE 2 HE, JIFERITTHETTIIRV, V)AL
WHTEAD, LinL, BEERREHIR(2010) BNRERLI-T —FE 5L, TNIET TIERWEH TH D, #r At
BITH L CHEMSNIZT —ZI2EDe, K00 NT ANEEE L7720, EEZTWDH, ZOHUT, F4
ML TEY, 104ERTLV20%IE X CODZEN Do o7, o, N B EMULNTH A, 5.3%DHALE
X, AABRIBECHEES 35, LB TRY, ZOKLI0FERTOLEFICHEZ TWDHDOTHD,

T, R ETHIMNCH D EEAETe D E DL IRIFE80%D AN SHENRL |I2EEZ TNDIEEE
ZBHE RITVFFEBE OB HILRAATORIT UL, 5% 0 B RKOE B TOMALITM ~ T35, H
AKNTA OHFUIHBR CTERRDIEAD,

FNTH, ARAEDD HARTHEZTWVITIUZR W, EVI)B XD ALWAN, fRill, =71 MK /Y
=y 7% AARDRAEFEDN it~ LIEGEE LD RN HFEICLTZY, HDHVE, SAE A B AL 3 m AR L
TWDIEEZ 2 DHE, AARDIEFIZES>TIL, JEESPEEEENF A 72T X EWN ToRks: FE b
RN > TETWDLDTHD, HARDEZL, ENTY, FMEALEFLRT T, sk TEunitaic
7o TETCND, EESTHE TIIRNVESD,

TIL, [HEEMMEZ D) AR ANZE BT D720 OFTEYFHEI S FE RS AL TD, FRIC, FREOHEE LI, Bl
I E DINTEACLT=DTEAD D,
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1. HBo#xF

BA®DEFLIRBICHE 1T D EBHIRA T GHMNBIRAELIZA=HT(I7TO—FORE21EHEIZHTD
CENTED, EHMBIRRIESCERFEARELE EN ., FBEOCERANGE DB, TOMBERTICL
STEBEIED-ODEXMR. MINERNZHIND, — IS, XEHNFZEARTERREL T8 ML
LTHERAL. BN BARETEZL. ARV TNZH VTV SRR TITONS, L\2E5, 3322 =hT49 77
O—FIZEVTIE. BEDOPTHEEEIZA=/r—a v DERLLTERT 2-00BEE D, SHAE
BHARYANLGND, EERMGEEFEAOHREICHG T HR RELZIEEBTITL. SRGHEMOTH
TAETAABMYANLGH, REDERICMA TERBENTFHZITIEN S, XERIZFEHE(2003)DITE

B CRIFSN, FBETADSREHIIBFE SN EREZTHOEAZICLY ., BROZERTOHAA

PMEMMBIREN OS2 ATAT7TO—FITBITTHRHHITKR TS LIRS, LHL, AERE
ZRAHEBREICEAZ2aZr—2aV EROEROHENGRICEADLLT | WEAGKHBIRENKEICS
WTEBAIN TSI LD DM D, ARy tEa—RL—32(2008)H A I FER D FKEEF F 1T 3,643 BITHL
TH2E=T7or—MRBICENIE EEDHEIC OV T, AR ENTERICEEZEREZIEIFEHE )
FRATLIERIVL. BEFTHOBRNBEEOKRIBNZLHLMEEL |ITIREEZERTIFROANS
WIED OO TS, MEBE ICEWTIE, BEBR LR R7T— TIL—T0—9. . TLE T—3
U RE—FRE EENERBORTILERENTEAL., JYRBMGREFERSEISEVIKRIZE
WTHE TESREN DL, ThiE, THEFEEZEL T, EFOXLICHTHEBEZFRD, BBMICO3a=
r—2avEEASLTHAREDENERY, BHROCHEFORRLGEZEZLLVBIDEALGELZRELRZY
THEREMOASA=Z—SavEENEERES I (EFFR) CLEEEICIBIT . REOEEMMNAMEE OEA LT
Wb, REZIZ2 =/ —LavDBRELTAMICHATELRENDEREZIRICIEA TV S FEIEEEME
DHITTEEIEERLGE-TS,

tDPHEICLO>TH, AEKBAARDER EFL BIETITONEIREHRBHEL BETOEREDOREICEHELH
BHTENDHMDTLVS, Gorsuch (2001)(F 9 BDEREEH S 876 BITH L TEHAEZT o=, TDHR.
RBEOEBHE (FOZ2=ATAITLREIRZEITOVTHRTHDEH . ERICRETIRYANSIZ2 =7 —
AVEBEINGYREN THY . F-EBEHETIRRNA —T1F I AIEICLDREREREICLE
FLHEENBENEADLN D BEDEBABICHEERIFIERELTI. V=T 10T BM P IDITHERK
SNTVIREABENDHNE . KEZROGFELTNERETERO=Z—XDIFL ., BEREN KRS E
DBIFOENTNS, ABNEWNISRTIAZaA=r—LaVFEBHEBATIILICLY. BEDHEODHELAD
BEINNBEDBSNHEINDENITES, =, JET TAOYSAIZE>TIRESIN TS ALT (Assistant
Language Teachers) DIFFEILOAZI 2=/ —La v ERADHIZEADERIRICIWEEEZEZ 50, IRIKTIE
AMDERECFRANIFEAT>THELT  FBRELTUERFEF L OE R A M IRATE> TSI LIRS
T3,

XERRIFE(2004)(F, FHFEBE B LB LIUBSKBE B BERNRELT. ODXREHBEDEZ-EILOHK
ZAICET BHEET ol TOHR. BEIFDZ2 =7 —aViBENREL VS B IEFF >TLARE.
ERICHSATERET 2DIEHLONEB>TLEHENZL BELEEBOHZX A ICHELHDENSTENAD
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Mo TS, £z, FTH 40-50 K, HA-RERH 16 FLLLHIBBIREZBREEDERKICTHEANTS
Y, FRULDHE L. BAIRBROFNAFEEEAERDIEICES T, ZEIEEEBEONTELY KE
fEL. B2 =7 —2aViEBEToTL A IENRBREIN TV,

T H(2008)(F. BA (SELHi, BERK) . BE. PEDLERE. BEZHRICKRERAEZITL. REHEDHE
DEREER  BAHLGTECRITH LU CAN-DO DEBREN LIz EEEEMNIZ2 =4/ —2aVERT
HAICHEDOLT ENICERTALILEINEENTENFEEREIN TV LRV DIEREXEOHETH
50, BARGEER) T, BE. ®E. SELHi [THEART, 332245 —2 3V FEMNE LD I ENHIBALT:,
AN EELERBETERTSE1EZRS CAN-DO HENEEZEZRSE. BRA(RBRER) DEFEIXBIEMN
BTTHLT . GTEC DRBHIEL T2 =hT4TLRHIRAEL, CAN-DO [CHRNDEEDEIEEER~DE
BL. BHMUTANMIE TARSNSIEEDTAELBMBEURE BAANEEDOEERENITROEES
BIFLTWSIEN DD S, BADIESELH KD EREIE. AZ2=hTAITBHZANFRBLTLDILIZEST
TRBFEZTTVNSELIITRZ S,

LEDRERRIOONDDE, FEEEERICHESN - RELFTOERICRIGEORE LHIEER
BALTWSEDD, EROBETOEREICOVTRLE, OS2 =7/ —2aV EROBREIVELET+HICERS
NTWVEWERTH D, £, Miller (2000)(F, BEMNRFEZFOTIZI2=/r—2aVZERLTHATLNSD
LYTH, ZEFEREOBRETHEAERORNBRERO>TELLRLTEY . REDEHLFEDZEDM
ICHEAHDEEHEH LTS,

CODEFECHLEFNTBEDTHAIN AZ1—HTAIHEBRBE~DEGREBEOYELT, KKE
ONEDIEKREZERTHD, ZERAERDT=OIZ, PEEEHFORTRAMRA DL OREDEFEN S
{HBEWSEIRIE. Gorsuch (2001)4° Kikuchi and Browne (2009)2 EE D XERIZK> TSN TS, LALE
Mo, KEZRIZFTEBEICL, BRICTHALSZEIEFELIALY, Yoshida (2008)(&, KEFE AR 22— E&
PERXZOARBEEEZ R TH, EXOBREROGEBEOHBAE RO HHEBITHBEIN TGN LTS
L. KEZBORRMBICKVRFEENAVLONSEVSHAEEEL TS, KEARDL, L4 —HER
ADVAZUTTRAMEA(2000)I R BEND LT, KUEBMLGEERENETRTILIOIURDEZNH S,
ERICEEEFESBELZH . RRICBSTHOoWLIEMTERATILUB L SEERRENZOLLEZDL
3. INMBIBE— A— ADBERNBROHREICHZENTIKIELKRYITHS,

2. HBEDREN

[JEEDME 2D B AN JATEIZHE(2003) 1238V T, STHAHAA X E RARICHIFF 2 50058 ) ORI Z E D
o BARANBEIZ—ELL EOIGEN ZOTFHI21E, BB DO RGE B IERENWZERRDLND, Lol
BRI HRBGEH B OB RSN TODOM0, BMERES 22820 BT S H T 5,

TEFHET. ETOEEBHREITROLNDEENEL T, EREEFEERTE (FER) £ 14, TOEFL(PBT)550.
TOEICT30 BEMNREIN TS, BEETRIITHEEFTTROONDIEE L+ HEREL, FERTLHIEN
TEDN(ERF—LR—TUEY)LRILTHY . 4EERIDIEHICEVTELIHRMOB IV I KELTERT S8
ADBBIFONTVS, HREFOP THOW A EEEEELEAMICEELEEIRNEE TH-H. HEE

&
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[TROGNDEBELTHADLSICEAZZ DDA, EFICCOREEFH-THE TRLTHZEL, XEB
HZ2EMN 2006 FITo-REDHER. RIUEROEZFLREDHTIOREZH-T DITHERT 24.8%,
BT 484%BELN D EDAERREER THIDERIIKREEDL D EIFHL FZZEZEDREAMN
HYBZOLNDEBHENEEMICTRELTLEIENSIHIZ D,

Jimbo 520100 FEEHT=ETAITENIE, JACET DHEERKICET HEMDAERRLI L. BBKRDOHKE
FERICEHOTHERADOEEN —FE THL HIBOERICEI O THEDLANIVIZENE TLEIZEMEH
SNTWS, ZENFEALGVBBIL RENEASIFEEE CHLEIHARTELGVEIT THS HEDEE
BENOEZHELLZTAL THHBEICSVTERERISRODIEEBENHERITHILIETELL, F1-
Gorsuch (2001)AMEHET B LI, KNG EFBR I CICHBEEZADBENTBLRICRHARESIN -
BETHAIN D, KEOHKERRE - ERHEOMELLBIELTEENEZ DR EFFT CTHRITNIE., HiZE
DBEIZTL—FENTTLEIARER LRV H D DT,

3. HBOWHE
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