Research, Practice, and Theory

of Japanese Language Education

Proceedings of the 22" Annual Conference of the Central
Association of Teachers of Japanese (CAT))

May 22-23, 2010

Purdue University

Edited by:
Mariko M. Wei
Atsushi Fukada



INTRODUCTION

The 22" CATJ conference (CATJ 22) was held at Purdue University on May 22-23, 2010. The theme of
CATIJ 22 was “Research, Practice, and Theory of Japanese Language Education,” and featured fourteen
paper presentations and two keynote speeches.

The fourteen presentations discussed wide ranges of topics that underscored the connection to the central
theme, such as evidence-based reading and writing instruction in Japanese, learners’ linguistic and
cultural competence development in a study abroad setting, teaching Japanese through content-based
instruction, use of digital multimedia devices for teaching Japanese, and how aspects of recent second
language acquisition theories can be applied to Japanese classrooms. In addition to these high quality
presentations, we had thought-provoking keynote speeches provided by two prominent researchers: Dr.
Mutsuko Endo-Hudson from Michigan State University and Dr. Nobuko Chikamatsu from DePaul
University. Dr. Endo-Hudson, one of the most highly regarded educators of Japanese language, gave a
presentation titled B4 @ B % HAGE, 8L OE O HAFEHE ~DF A. Dr. Chikamatsu is a leading
scholar in psycholinguistics and second language acquisition, and the title of her keynote speech was
“Preparing students for life-long learning of Japanese: Content-based language instruction with
integrative curriculum development approaches.”

CATJ 22 served as a gathering place for Japanese teachers and researchers to exchange ideas on teaching
and research topics, and to seek opportunities for collaboration across disciplines.

On behalf of the CATJ, we would like to express our deepest gratitude for generous financial support
from the following organizations.

The Japan Foundation, Los Angeles
Department of Foreign Languages and Literatures, Purdue University

Mariko Moroishi Wei
Atsushi Fukada

May 2010

Purdue University

COPYRIGHT NOTE

Copyright to papers in this volume is retained by the individual authors. Permission to quote should be
sought from the authors.



B X
[(EEFEE]
SOEERRE. BLUZFDREAEHE~DEH Mutsuko Endo-Hudson .................... 1

S EFTELELTORERBHEN: [VHATBRAR] & N FDAN
V] FBLTRELEICETSAREIVT Y MR—ABEDERLE
BExEZD
Nobuko Chikamatsu .................... 11

(BF32am ]

ZHETIL (the Projection Model) | M#&BIEA T T1 OEE - IEE~D
ICRA—EBEABARBEEEEXNREL-BIEERZEL T—

Takako Akiha ........cccc...... 21
The Effects of Computer-assisted Text Input
in Early JFL Learning
Michael Dixon ........c........... 30
Collaborative Mapping: Google Maps for Language Exchange
Kiyomi Fujii, James Elwood, and Barron Orr .................... 44
iTunesU Integrated Japanese Program Keiko Schneider .................... 51

AREREE - BBEFBEIATIVvIEEZEEL-BEREEROMRE
Keiko Kuriyama ...........c....... 56
Foreign Language Anxiety among Intermediate-level University

Students of Japanese
Tomohisa Machida .................... 62

Everybody in a Circle Now: Intercultural Competence through Japanese
College Club Activities

Yukari Nakamura, Kiyomi Fujii, and Hiroko Fudano ................... 76

MHJEXREI—RITE T HEXLEBERHRE
Misumi Sadler and Jung Sun Kim .........c.ccce..e. 82

Authentic Materials for the Teaching of Spoken Japanese: Implications of
Hirata Oriza’s Theory on Contemporary Colloquial Theatre

Guohe Zheng ..o 93



A Role-Play Activity Primarily for Teaching: An Example of
a Comprehensive Approach to the Learning of Japanese

Sadatoshi Tomizawa .................... 104
American Learners’ Compliment Responses in Japanese Naofumi Tatsumi ..........c...... 116

How do learners of Japanese describe mental states in personal stories
and how can we help them?
Koji Tanno .........ccccue.ee. 125



The 22" Annual Conference of

The Central Association of Teachers of Japanese (CATJ)

8:00 am

9:00 am

9:15am

9:45 am

10:15 am-
10:30 am

10:30 am

11:00 am

11:30 am

12:00 -
1:30 pm

1:30 pm

2:00 pm

2:30 -
2:45 pm

Schedule

May 22 & 23, 2010
Stanley Coulter Hall, Purdue University

Saturday, May 22

Registration

Opening Remarks
Thomas Berndt (Head, Department of Foreign Languages and Literatures, Purdue
University)

Takako Akiha (Tohoku University)

gt ETIL (the Projection Model) | M#&BIEE T1 OFEE - IEE~DIGA
—EEABAREFEEZRNRELE-BIREREEL T—

Michael Dixon (Indiana University)

The effects of computer-assisted text input in early JFL learning

Break

Kiyomi Fujii (University of Arizona), James Elwood (University of Tsukuba) &
Barron Orr (University of Arizona)
Collaborative mapping: Google Maps for language exchange

Keiko Schneider (South Methodist University)
iTunesU integrated Japanese program

Keiko Kuriyama (Indiana University)
AABEREE - MEFBFEF(TIVIEZEELBEREEROHFE (Anxiety and motivation in
first-year Japanese: How true beginners and advanced beginners affect each other)

Lunch (delivered)

Tomohisa Machida (University of Illinois at Urbana-Champaign)
Foreign language anxiety among intermediate-level university students of Japanese

Yukari Nakamura (University of Florida), Kiyomi Fujii (University of Arizona) &
Hiroko Fudano (Kanazawa Institute of Technology)

Everybody in a circle now: Developing intercultural competence through Japanese
college club activities

Break



Misumi Sadler (University of Illinois at Urbana-Champaign) & Jung Sun Kim
(University of Illinois at Urbana-Champaign)

Developing an intercultural competence: The culture-learning discussion forum for
first-year Japanese language courses

Guohe Zheng (Ball State University)
3:15 pm | Authentic Materials for the Teaching of Spoken Japanese: Implications of Hirata
Oriza’s Theory on Contemporary Colloquial Theatre

2:45 pm

3:45 pm-

4:00 pm Break

4:00 bm - Keynote Speech 1

5100 Bm Mutsuko Endo-Hudson (Michigan State University)

SOBEEARE. BLIUZOEXREZE~DEH
6:30 pm  Dinner at a local Japanese restaurant for interested participants

Sunday, May 23

Keynote Speech 2

9:00 am - |Nobuko Chikamatsu (DePaul University)

10:00am Preparing students for life-long learning of Japanese:? Content-based language
instruction with integrative curriculum development approaches

Sadatoshi Tomizawa (Ball State University)

10:008m g mmig Lot — 7 gy saza = —S A B HELEO— L TL—
, Naofumi Tatsumi (Purdue University)
10:30 am . \ . .
American learners’ compliment responses in Japanese
11:00 am -
11:15am Break

Shoko Watarai (University of Michigan) & Eiko Hirakawa (University of Michigan)
11:15am | [BAEEGEEEH - A Dictionary of Basic Japanese Grammarl [CE#HLLI=T—H Ty o d
FF : PRUBOZBEICE SMBCEDERLGERZRIEL T

Yoshitomo Yamashita (Seton Hall University)

11:45am FE-SEBZFBTEORBRICEITETILTAVETUR  AEIRF 21— 7FH I REREKIEE B
RIFAERL TS D
Koji Tanno (University of Washington)

12:15 pm How do learners of Japanese describe mental states in personal stories and how can
we help them?

Closing Remarks

12:45 pm Mariko Moroishi Wei (CATJ 22 Organizing Committee Chair, Purdue University)






Mutsuko Endo-Hudson

MSOBEBAXRZBICEONIBRR. BLIUVETOREAELEFTDEH

N Y s
U UMLK
endo@msu.edu

EE
AR TIXMES O H W HABORAaZR~N, 0O
AHARFEHE ~DEHTDONTEET H, HAiD
EBIX., THARAN Z2ZHTHI &TiHRL,
T$Aﬁ%®74?/?4?4 AR LW E A
m%ﬁﬁmfééAJ%afé LiElwn
TIXEGBDB 72V E S B Frx ORBICE
oté%@m@%iﬁ%ﬁTét%5@d£ﬁ
DETHDH, HAMIZIE, BEZT IR,
PR NIRRT ICAR &R D IEH L 5 2
HVENDH D, BoNT-REEHANIC, o kok

HAZEZ, WO, FOLIICHZDLRE ML,

Bx DB CHEBFICESTEABRETHHE
DERIND, T OZITIXEENLHE I HARGED
REZHEZ LB EZE L TEB LW BREARK
UThs, KmoFEEIL,
FEEE. BEA (RrICHGERIE) @ L~LRBINC RER
E’J?Zt%ﬁu\fﬁ%%gﬁhb ENHERDLAED
TR ) —RAEENTH DD,

F—O—F: HLWIASE HOMLE, 5O
HH AARE, AARRAH

1. [FC&HIZ

MEASDOHARGET M Tnd) Eh<Ebh
b5, LML, ZHUTWO0RMRIZH Ehi T
5ZLTHD, N HLWHEE TEh RS
T ERZEEE LT, RGBS &
LCIEFEEEICEDXL )M ARBEH X DX
MEZDNENRND D, BRECHLZNLEND
AT OEME T, EERICTHEL SbARnk o 2
RELC ) 2D FTBET -0 (KB - U3
— X 2001 BR), Hadley (1993) o [EFE
BT 28 ER 5 EA] ( “Five Working
Hypotheses” )] ®—>& LT, [ZFEEF I E S
THTHAIRMITHLTE S I HIZ, FiEWN
WZHEMICHIRET 2 L) ORI NED
WTALY, illlE, 7=4A, KI7=, JHRv
TARETAFEARTLIFEEEN LY, £
FRIFRBE L TWE, DT, A5
TRGLERREEICFHE L WA N E L WD,

57 == = =
B, Kk, JERESHE,

BEICHGEEEZFHT 2 EfRE BN, EH5 1
BEhE L CixRIC b, BaxOLBIE, THAR
ANl ZBTHZ LTI, TRARLDT A
FUT 4T 4 IS LW HAECEBERO T
EDHN] BBCHI L E W) O AGm 7
MA DD, xRS E - T S REMEH O RAGE
FEBTCHEVWIDIFEHOETH D, FAAR
WZiE, BUER T Tl <, ks Ao T
FICHWRREROBZDLEND D, B
FEFINIZ, EDO XS HAGEZ, VWO, FOX
INCHZDRED (BIZIE, iz DX HicEL
O, HWTHPERELETDHOD) | K&
DBGIZE S T2BEZ MR T HENRERIND,
TOHITIL, EFEFEFIZWOEM SN THIN
HRNE DT, FAENTHEICH ARFEDOERE A B4
L‘ﬂln&%%zf%< LWV EBNKYITH D,
ARG TS O HH A ARGBEORFa ik~ %
DHARFEHBE~DEGHRIIHONWTEET S, LIF
W ) BB R C BRI HZ D LEITEL
W, B T2EMETIEREDNI O LD D
L. #Z W ENRELEZRET SN TH-> TRW
EWILDEH D, EABTELL IR T
MR A O E 5 25 2 S 13HE OF
—JFRITHD, LirL., #HifE L TUISEDE
FAEEICHEBEL, S LTBETHLZ L
DULERRRTHD, AROEEIZX., EH. %
ua ﬂ‘/ﬁbﬂ‘\‘\ un%\ B (ﬁ E&;ugg )
SOVHNZAREMN 728 LW BSR A2 — Eb\%ﬂ%
ERNDBEOFRERY =R ED LI D
DORHDLONERNTHZEIZHD

2. BSOBEBAREDEE
2.1.8FLARNIL

T LUV TORO—o1% [T 8EE
[ploE] TH D GFE1998), % ITHFED
TR O DR L) &L o TSk
T, 778y MCEoTCEENRRII SN HE
Lo, HlziE, Thry UEEEll (AR5
ﬁk@ﬁi)kavy[%ﬁﬁ] (FrED S
M) CIRERNELR S (PN 1998), £/, A

Proceedings of the 22" Annual Conference of the Central Association of Teachers of Japanese (2010) 1-10

© 2010 Mutsuko Endo-Hudson



CATJ22 @ Purdue University

A7 [EEmE] e, HDHFOIKEDREEIC
(HMET 7y b LWIHIBIRPE LI,
BEMET A Z ENZOHFIZLLBEL TS
ZEOHH R, FONEBORIT TR
EEmAE o] FHIE 2001) . F=10, YRR
EWIHBENRH B, I (1) T E (1999b)
NHDOBIHTH S,

(1) R2ZE->TDHAFETE, BHE2NRET
e ROV 2 DIF RN,

H b (1999b) 1Tk D&, FEeiL TASKRITMETF
DIFRFE Z R T D202 o 7= 2. HIEDNIE
N, [SEORBEOREE OIS EHFENE
AT A, HMAET, BLEAHET LW
ZEvdB) Loz b7, THRWEE O—>
ERLENTWD,

MRV FNCA2 D28, NHK O 1 Ry —F
) EWVWO B THAEORELELOREL L
2D D, TOFMTEEFEOWAEMK
BRECIZ, F2T7 4, VEFvOXLIICRETLE
D, ZITEBEEOME (flap) TR, “17
DEITHETHHEENZ - LA L, A
A THER L TWD, FENZ, BVIRFES 71T
o 17 LEEFLTVWAHIDICELEET S, £
O, FEOHEDOEELLHDH, LLTIXEHR
DVEBITH DN, ZDOXHIREHEDFEL iz &
< HiTT 5,

(2) KBS : > Tx., eI ML~ ?

T ThIDbp, thrxrdbdD5, LUK
AP LRz, FLw, S HIZ20 N
T2y TN,

ZOREOHNIH Y o T ALEEOEE 5 T
BN RIS T L ERKEE OLSEE TRV
TWAH I ERZNT=D, FEFICES, HL, F
S E R B E I E Y WO RIREE 2D
DONEND T LB D HERD D,

2.2. R LA

BITOFRTHEOREAICE L T, MAEK
B (2009) @ [HAGEY 42T VR MBFEL
W, ROBIZHD TZARNEINTZTHRDIZ
Win——B Ao 22| [TRITOEEE NI
#FLTWD, 2F0, hEEXZD v . L)
ofRbYIZ TB) | ZHENS —) | =28

EEbnsd To] 2ETHD, K OLLFOH M
HBEIR D,

(3) a. HADFEWEML-BIZ, XFOT 4V
TNARREROFIZRET TS, £5HC
T vIRF, Xy AV CEIE R
Daa=kb—a 2RO -
DO, U4V aT IR L L CHRE
T 5,

b. BARANDILFIIHRT D 2720 o s 1%
HAFEDRILY AT LOEMES BB L
TW5, HEEOM A, HEEOHKEE GEH.
Bha7e &) . BxTWnA A =TSN
T, OGN X BT« EFEHEN
DT TND,

c. R HFROER T 80 FRITiT A &
HFEILENTTIZ [F A Do
TWeedh, L0H LA A=V &
THEDIIe—<FRIENEL 2ol
AL, TKY) icffEshdrre—~FHH
X, MERIEO=DTH S,

Hudson and Sakakibara (2007) 1ZH K% « Y

B4 D TIEEAIER ] 1220 T LT 5,
AR RECBGE A R4 TEL Z LK, FF
BIgERS =2 T VA (Vv b, Bifis, &
X, KU, BA SR E) 2ERBLL
720 ERE SOV TN TE D, ?
BWzIE, BR/FY¥Y A-Th] [ZFon
XYL (BE) ] OEBLENRELEbs NS
—TNVRRFT DHE, ML EESHRARZ N, O
TV, EEEERTLIBCI S TEIO TTEE)
“emotivity” (Maynard 2002) NEbIh 5D
DTHDH, [FEW/FL] (2008) &) HKDOHF D
(aow) R EHIEEERITHH
FLES, BTEA—AC TBrtE—] T3nm
VI I EELLRFEANELS o TNDE LED
FETHD (FiA 2004) 23, ZDX D 7pEXHIT
HAR 5 KFTLEOANEZ LTINS L2 oT
EENMLETH D,

W, FRAGEE P4 TR T A& LT
X TEniE—vw] RE<HmohTnd, bEh
X EE R OB - IRk RMEE Th o=
FTED, FHPWNA A= DO N &
WIDIZEST=DTHAH, AT, Bk Ak
SWEEOWIE (1999 4) £ TiE. Te—ra v
7 W) BHEEHORNERENDNFEL
TWiztozZ L THD (wikipedia), ¥ 7—
¥ XD A "D TEoF] LnrEXHL,

[ ~
< <
I — I —



ArAEEZO [y X (2 RS LAE
KELbND, Fo. TT250Z2L8) &)

(B DD DI NTIERY A b BN DD,

[(ZT5%5] EPERAEXICTAZLEIZED, X
FNANEFERA, KAMITETEL TR EN
IEEMNFHHREND L IITE S,

B, TET —TF 4 A b DL RN IEZERR
WIFENZH SND, TORKZDHDITED
&R 7R REI THA D, Loveday
(1996) (I2X B &, TD XD RBITREIZZ DI,
HLWERAZRILL, 7—hE LTHRL,
WME#HEZEHODLZETHDHOT, SENME-S
TV s R THiEbRVWDEZE > TH
Do
AP B BN E TV D, BlxIE, BIfR
BOBICHAEBENT-XNE L o TnH LD
72, 1B S D45 O3 HN D EfGE

(] - FeaRE) oufkE (Fl =2, V) M
DTV AGAITFREZESN, £ TRV
BlEEN2VOREBETHD, T2 01T - B
ZFLTX k) o7 m s (2007) TIHUTE IR
IR DFEDOENTT ] OfE LTEF TV,

(4) TV RMRAANEF, ETEFHTIEXFY T
DRV AR TRED I ZiHE> Te, AN
NEEEERD D, | (EEEEE o
—~ NOWEE1 w—<I—HIZLTHD
3 LE] J B scE, p. 179 )

O, FESCT, BT B C7s )L By
axFE (il () ) BA— AT a L E
bivd, £/, [~) I—)p TV '] 0%
. TxAs kiR [RAMFis] e
flize b 575, FKH (2009) & ZHMEX -0,

2.3 WERLAIIL

FHEFE ( “morpheme” ) L~V TiEET, A

L)L, SELL, BRUILAREDO L7 [HH%x ]

NETHNAHN, EBRITIZZ OBITHEHH S T
HLHHEFEELTWES LW (R 1998),
OO 3FBIIHEBICH NN DFEOH TH DN, T

NTOBFIHFEICEND DO TITRY, B2,

FEOT—TENEL o720 HESTZFEDOHE
BlEEVIT< W B PHENT NS, E
b, HEVHZIND), P HIZ, FETE. &
KEZAED  “SK’ s Linguistics” &5 WA
M7 &, =22 —2FHED “bikE” |

(2010) EWH XA bAOTaTRH D, FIC

Mutsuko Endo-Hudson

B) 1TY A F2bo5|HTH D, KT THEEEK
BCIEBITREEN LS > TH O WEEILE -
TWETD, MEFHOFFHTIINRYOTH
LWOTEHRNTLE I EEBENTELND,

(5) HWZE T D T &I Ko TILRBLER ) A
nos

bI TNt ET ) ITREEND
TSAIL) EWIHrBIREH D (BB 2005), P
W (1998) MEH oIz, ZoflokHicks
STFERUCR BT, [RicKbzET! )
REDE LK EFEXTIIZHRENR TN,
EHIZIT, ATERDZEEOLALEICH I 2
L kHHEESETCWEEEET, BFEESET
Wi ET), ok & TSANh bEs
WCIRBLTWVWD EEIERRWVWEWNWSI Z ETHA
Vo TDH, ITERE] LWIHBIGELH D, B
MISCOEEOBE] [ 22X DZ & TH
L B ATEET?) o Lk (1998:149) 2k
He. UL TRWEKR TOWGEE, Z &iX50
WOTEIIZOWTOEREIZLD] . LaL,
BUFRLE L SN H DT, B B2 LA IERE
BFREC D (RE) MTEHE Y D& 5N
BEThnEEFITITEXD,

[~FHA] OOV D T~ Td ) 13
FHRPDCES E/L LTS i 450670
T9), Ao TH, R LW TT ) O
DL TIE, TRTOFENRZE L TREHN~E
VTR Uy A 2D CUbIT 1999),
(B LDEBLRNWIEEE-TC, HEITE
b EXic, THRHATE Y ZOREOL,
[SCHRICE > TFH LT NE LW GE kR
1998:150-151), L2>L. SEFE OMERELK
1. L OEWATZBER [FhoT~L RN T
T EEIEAIE EEbLICADDZ %
Rz b, HOLEWIHGERBLOL 272 b D) LR
Ranzg (TzEiEBLaanRICRD L
X e R Rz e D Z LX) 2010),
Biagto TH LR A & THLERAW
TT ) ExENDE, FIEOFNTEICHZ 2
b5, WMERTH THLIRHY FHATLR] &
BUWAS TH LR 7T ) 1ZEHICTSE
NTR5, FHOHIRITFE O & LVBHA
Thsb, [ZNDPLRBIATEETAN? ] 1T
HERTZD T2 U AR TN RN TT 2
LiIxE by (HEA 1994), S3B174 (AE
—F 77 8 Ko THERKIRN A S D —
#l T 5, Hudson (2008) 12 &R/~ EEHS



DR CATI22 @ Purdue University

Hrdxo [Em] (1998) &9 /hitlzid ) A
TANIEFIZZ WV, IZHEDbLT, %BEX (pp.
572-573) i~k OHMEbIL TS, AL
2. FNEEFATACEV R ThHDLHE, &
SELIFOBI A, AEYETHD,

6) AMELIT T 47 a v ThY ., BETHA
Y. W4, BER4 ST, EETDHHOTIE
HYFEHEAL (20 TT)

oo EfRANBUT. EE O TERNLT D
LOTIEHY FHA (220 TT) |

WICKFEICH AT &, ERIT4E—T 1 E
WEST=DEN, EAIL3E—T OIRENH
TwWb,

778, =%, =TRAFT, TARA, <7 K,
R AR IN T T
Cf. ~2a3x, UVEay, hI4+7r, h—
e, ATAR—, F—kr

ZofoBELRE LT, TARLSMNCL & F
PRI CHEEEZRT) LKoozt THD
(GFE 2006), b &bl TRZL] THFSA

ZH] DX AMERT AT, S EREET,

Hah7e ETCTHRAMME L GA L' -om Y 72 T
HfEbiLs, L, B (2007) 12k b &,
Bitix M=% L] OX 2V )A
FHHIZE DN TEY ., 368/ EX FRHEE b
STHEDLAIRBRRLEZFIMEZ D, BHROKH
(2009:247) 12 T=nizfkbsiEE=b] &
FEDOHEHIN DD, BITEEERT O 726,
FEEDtx ] LS 2RV, A THTF
S TWDOIEERN T5eE] IcEEsR 25
NHIRDTHA DD,

DL b, WRERFROBIG A HTHRMN, Hil
WE » HIEOERIIEEA TH 5, 5 1EIEO

(D& . TEIEBEO [hkx) | BhiEV
W EFRET D TEANL | Wi ahan o723
T—TMWERELEZONDN, X TFOHEIE
ED IO INBIRIRNETH D,

2.4 FBELAN)L

BELANLTE THREHFS) E0H008H
%, B (2007) kB E, THFGFS L
TDFBENAD ) 75wl 5 (3)1EH%e
FEIZRRVWEWE] THB, Tero< ) (FH
AR) 9 & (ZEMS) NEN-T=) GEAEm

W) T~oLx) (i) 72&, FHOLFEN
WRIZAY, 2ENLELEAZRESESH, !
HLWAEORE LTI T Y —=L W IERD
b, [ZEEBULIADRICIRDZ LI 7Y
—lIZBWLW? ] (2004) W5 T o ST E
BB AREARTRIFOMIALN S 5,
®) [T —=n7e by « BAMNI-HEE - 20—
V—Z (ERnHD) =% DL,
BN XL~ ED T, (%4 b
BEOENT LY LR E L THEE &
UL~ THEIRENRD D,

ZEEBULEANREY 2o THRAZEE?)
(2006) 11X T7>v—iz) ook, TRIZFIT]
[~od7d) [Hobe] IRV 280
TKk5,

Pefeail Tlx T2 T DNEEV, ER
(1964:295-297) X5 &, Hpibhia (MHERE)
DT EHTOMEIUTOEY THDH, At
DIFA - B, BEREROBRICH D Z &0
2o BRI YREBE b X H G612
X7 ZOBERD 58 LFOERIAEIE ©
LA 7 &, I T2 7oiEosn
TEZ) LU enbd, sl (ANEE) o
TN TOERE, B LAH DL H
L0, ¥TEESRVESLH D, KiE
(2004:44-46) 1XF / TIZOWTLLFDO X 9
EoTWb: [fo¥—%y N THRETDHEH
BN E v RT 205, /N HE OT — & THRER
THEIFEAEE Y P LW, DFED, BELE
ETITHRAIHEDONTETVWDA, CEELE L
TIXELFEELTWRN S X5 T3Emc2 T
DHLTDEENT DN, TADTTIERED
WEHNERBVBELLEVWHIDOT, T/ FDH
TN T=DIEAD | o T/ TE3EX B TR
HE o< HZ 2, ZEDRHFATHEY ] &
LW, ¢ ZHUTERBEOBFIZHERT 2D Tl
2 9 Makino and Tsutsui (1986) |2
Xok. /n/ OFITEELIZEUN L, KR
o TEHWAR ( “attachment” ) | BRI
NDOIK L, /k/ T BT WEBEE RN D D,
ZFOM, BFE (2004:23) 1 [2372 DR300
7o HAGE] TBHGANTEZ SoH D Z & & fE
LTCWb, (9) IIRFEEDFELHFOHTH D,

(9) a. A : fARETT D,
B: A<,
b. A:45H»->T, LwwHrEwH?



B:99A, IZLWwIH, (HfFDEE)
c. A BREALENIODOBERID?
B:wWwoZ bk, [7Z7®yME oD
& FEIRR, AR

Zhuzkt L, TAANEAFEEES THAAO =4

HZ Tictw o LAalchbl Tictw o Xichl]

FizCw o Lich] 7 & &3 L THAEHE

W22 L2d b TS| (p.23) OHLHEFETHD,
B O0x (2004:24) BhEGHOfEIEAL HEIZE L T
5, DFE0, =G [—F) LREUCEIIT,
LT T—ABE) RELEIABVDEDZ L

Tho, ELLOHGHIA H LTSRS

WZESTENR DI/ DTHA D,

2.5 BALARL

HARGEDFEH CRE 2@ % 58 D OILHGE
Thsd, [HEEOHRE] CUbFHSEESF
2 2007) MR I4L, ek 3T (BEKGE. FiGE
RE. TEEER) T2 o To AN b FSE (EAKGE. GkRE
FE. TEHRE. TSR, RMLER) ([THI ST,
BEEFEARNCOEE LYY GTEJT 2006, 2007,
2008; Inoue 1979), AEF (1986) Tk D &, X
FED TELIV) Wik 2 S D - O THGEZME
DMEIDIRND, F 72 EOFLEEE 5 D HER
BEL TS |, @ THGEEO I X FBNRELL T
Wb, OIFEGEEZE > XXM FICEDRD -
720, bR THLWWHTFICHENTE S L0
VT, QI TRELICAY £ & BEGE
TEIRE LA A% [BELLETH) LiE
ETEYLOREATHS, @i TREH) ¢F
feEnsn, OIFATE > THRRPES L 5T
Hob, KT TZHEH~ZRVET] LI
FNELFEHEZED D, [~F 2L LT8R
SWhHELELYELT, ~T I3 A ~20Rb
DIZHWSLND | (B 2004:33) D Z & Th
%, TEEHL L COFGEEOMEHIC N TIE
NRY 2 (1999) & TS e o TEUE 720,

BEEIZOWTCEtx e A F T It
%, Bl (10) 1 T & - FRRE L Tfl - A
ADHENTRIZBGEEORAR]) (2007) o7 a7
ThHD., RIS R,

(10) ZofE%E ZHRASNDLEIE, Exictol
HEELEEN,
<fg#H> TZFH] EWI5WEET L2
HIX, TORAIIEKLIRZLEDEF S5
Tixe< N sd) <4, 2%, TTFH

Mutsuko Endo-Hudson

%] & 00 HY T, —7H,
[~XND ] LW TEOMGEE M= e
i, TTHIA) o T2 20 £-T
FIHEND) E59& L AT,

FRICHE B IIWGEENE T T, BMUGE (BHK
BB - BiRERE) A fEbLT, MEFWGE (TR - v R)
PO THEEELIHEENEL Y (1B 1995), B A
(2004:29-31) AFH~_72L Z A, #wRPICHE
B e Wi nnd v, REK TRIEKET 58
DIz (11la)-(11c) »d 5,

(11) a. THEHEANR, LIFE, Mol
STZATTED, ) —EFES-o W=7
TFEEAD,

b. TWEHA, EoF, I TE-1AT
T, b —FEFE->TLIEINY,

c. Rz, EoX fITE-TD? 9
—[FE 57T,

Bl (11a) 1 IBMBGEZFE > 728K (T A - < &)
DI, (11b) 1XHARIZ A, F|MEGER LD,
(11c) XFIK (X - ) OXT, Frag [ A0
ThHbd, mbEVWIZ—20L (11b) T, &N
(11e) &5 Th D,

—J7, WGEOBFEIFEH b EFEHEHIL TS
(8 1986; KA1 19755 JbJE 2005; iH4F 19865
m 2007), B3 (12) X8O (2009:2-7) @
[T TE(T 2 EARE] o5 HTH D,

(12) a. HERIZTU ¥ 7 COBRZ B2 ¢ T
TiEE L
b. BERRIIANEE TCONIREBTHFEOWS
SLRDIZFETWHE S L WE LD,
T, T, BEFEDITZH., U5
IHETWETEE T,

FEHEOLAIL., RS O KFANFZMR
FE. RRICHRGERE A VIBE D LRI L T,
I T, BRADRMFEROFFIZZIZ EMSD
RWEAS EORFHOE &, 2007 HEIZHARDK
S THAE - BRI OEFHET — X 2 B F AL
g L7c, 7 BERERGE OFRAEW NEIL. FE 164
(FERAES, BT, #iR T4 TH D, HEDOH
BIO—21%, FAEN (B OB FHI*HE D)
AR EETRICED XL O MREE L E L, EDL
HUVWEGEEAE D D)y, FIBGEICHOWTE S
STNDLDONIOWNWTHEAZHET HZ LI L



BN CATI22 @ Purdue University

0. KETOEMRMIED B AGEHE ~DREE
BArZLThHDH, ABEORE., BEHEEL L X
(Z)L vl (T)A T v Uy LDBEBIE D,
(B~ O, &%) 72 EOFRIZE

HIZIZE A EEDNIR N ER ot FT7-,

HREFE XA ORI EED T~ LET) (31,
25 2L —EEE) . AR - IB=EREO [0ALE
LET) (24, F—FE#) DAMNIZIZEETH
Do b HRICHEIRTE D o - DX, FEREEEREE D%
AT ANFD6 AN T—~LHLET] Z2HiosT
ZATEEST-DIZR L, BREFFEEOFER [~
CHLET] 257201210 AFo 2 N2
T, bl [~TT) THEETWEZILETH
5o MEFEEICEAT AR E LTE. 2 A

(42.6%, 71.7%) ZBRW oA 134 _T3
RESCDORZH (86-100%) [ ZHUAZEEST-, HIK
1T TR 2MMEIANTEZES VWAL Y ] oLk H7
BT O ST, Flz, 7T ADFEAED

HIERLT LA FETOHRELDOFFL T E2RX,

BERBICHPAL T b o2 s 2 A, MHGER Y
DRV, LVBHZTT A A& &
WHZEThHolz, 2F0, D7 L AEID
AW AR LT, (13) ofEf (kA
2005:113) CIXBERLERBBOLNTZDIT TH
Do

(13) — %z, 4 HOE WD N 213, fLES
WMEBLABEALDAI 2= —Y gy « RA
ANED L, BHLIXLHEHETEZEHEALD
ala=fr—var s AXANEERLT
W5, MEESLEFITHH L 2L A
FE] EWVWIOEENZINERLTCND,

il 2 NOFELHFIE, BROESTAF T 4 —,

LOBEZBHTFIZE I W AMICE S0
EWVWIOKELENBLL TS, Fhilk, AT
BTEANZENHDDOIXEARTHA S, (14) 125]
HAL-EO (2004:31) OFMBHICEEIIFKTH
Do

(14) WGEEEZ > TWDHEMME I ), £z 50
EamLnd Z LizonTiE, KALZED
0, HIEORF—HFAETH, HAZEN
TOOTRE, BoltRENEET L Z
EIFIEETE RV, 1o & A FEOHES
R CHGE R F IO AR ICE TN
S LThH, KAOHARLEBELEZHN
X, BADHZ EIXRETS,

FOI, BHEOEHORE E LTI TE D
7 NEMNPLEE BEVESbRTND (X
{BJ7 1999), Z U THEROARE, FHEENRFIZ
HEN72\ ] (Lauwereyns 2000, 2002). [FH
FEEDFL RV (BFE 2004) 72 EOFLH
MHEThbD, Ta—t—DIFH>2BEHELLEL
721 ® NEH> ) bIENLEBHTHLN, MHE
L EDIED URBIT E 2002 <kiF > 0 RENR
B EEbiz, BEOBEAEYT 5 EK
EH DRIV OT, EENLE] ThD
(EJ5t 2004:28) .

. BREBHE~DEH
3. FEEIIEA NI &

FE B IIRFCAGEICRE U TR RS 72 A1)
BhHbH, HiBLEOREW TR | BT
DIKIEZEET D AMREENRZ NN D TH D
(Niyekawa—Howard 1991), KFADFEHE IR
ZT2WHE% (15a)-(15e) IZHIZET 5,

(15) a. AL L THELFETHET A « v~ A%
> TWIUXT-WTWEERTH D,

b. HGEGE (F~ANIB, <A 7 E DR
FH) X, BT EEL, o8
BEILRN,

c. BHGEIX, ()L e (7)) 41Ty
IWTHRSTHDH, A~=F DA
T IR E ORRIFRBUI D AUT RV,

d. BAR (Brloki¥) EB<HE. 1D
DOFEE OWEEEFABE I D LEEITR D D3,
FEEREE b AR CEGEOZ TS 2 8 &
WEEHE A OWHEN & 5 DT, BT,
V= o T OVHGE 2 BN LTV B RERE R
DEZTHIANTERWFEENELL
FBEDTPREEDOFEH N HH LD =
L% xbs (B0 2009),

e. IITHESFAEZRE Y BENEZ TNDE LD
728, 0 R HAGERE DR 16k
(D7 b 28k IZTHEBLTWDEH
NHHEE SNDHDOT, TTIXE ORI
fihte~&, (AL, HATHIEEZ 95
We . HEERER CTH 5 RE O FBMGEX
WL B,



3.2 BREDREAICEAEWNI L

HARGEDOH LWV 2 3 _RCHEEFICHZ D
MEX72 0, L, Bl rEoSsAe. B
ARICEFORBRD B D BB IMEST20 | B
IO ZAEDNHERIZEA L & D ATREME IRV T
b, OV SEITH ESHIRED A LEETR
Wb NWE T RS 2&2 L, 9 Z
LIV EDEIRBELTA A—VEFRELT
WHDMNW AT ENEETHD, HHE
B, > ThiEbiuvon, fHo Tidwn
FRODD, Wi ) RE D7 E LA
WEE 2D EITHEC L TE RV, — D
HARANIARRZZBNEZ L THMH SR 0Non

EHETHING, TNZFHEMOER S 25,

B (2004) HE D L HIC, HMEAFEEERN
AAEOaAI 2= —3 3 BV TANEE
TORLRVWEIICTIONAAEHED BN
D—2] 72D Th B,

LA AZEZRRKE Y, ZOHERE L, 4

i, Bhf, Y= HolBRE, FEIRIL

L., BEELR xS, £o. FELFENY
FOWRNE EOLIICTHEL VDO EE
ThHDH Bl P> BboOBLeY, BALED

Bk, WE-s R To R EEDOHR) ., £ LT,

—ODEFHEDOFTHE D RIEIHZTEB L,
BUR - WIRO 7 FHBICEZ 5, FHFAR
CTHEELIDEXIZEDLA WS Z ik, i35

LF - H&FoBGS IF) Tide< T

ThorZ ta®d, oF0, SHEITH (77
val) THY., LA ITEEEDZDORIA DT
ATUT AT A DBREIREL TS, FEREGE
FEEOLAE L. SEEMARNNE L X b
T, SEOBRBVEOLDTAT VT AT 4 &
KEELTWb &b g, BlxIE, WGE%
WEIBAIE (BEOHD, EHLORW, 42
7z A E RSB, Vi E o851 TEE
AL EHEbNE, Tk oRh T L bFEEEFIC
L2 e b, £ LT, WEEICRD
ROD, BHEEILTT A AT—ALLTT S
ZEREELLY,

HimE LCiL, Axpd 7 v aaiol=%
BEAEECHZENBBRELES, —0OFL
HHRTDHICHZRRENERHY ., LD
FMBR o TmBERENEFF o TND ENS T &
R ECHZ D, T LT, EDOF TV arEm
EBENTIFEENASOFLETAETAT T 4
T AIZEIL CHROIIZR WV, #HbflcTE b 2 L

Mutsuko Endo-Hudson

WL S DHED RIS W CHI R TE S
kridsrzechs,

4. BEHYIZ

HARZEOH LWV EARZMA 12T, T
DOEFEN N LT mEV - HE (1998)
H(1998) . JbJE (2004) . dBJEL (2005) . dbJE
(2007), #Fm (2004) . BFO (1997). Lin
(2007), WGEICBI L COELEITHME, FEHM
ERFIZRNLTWD A, HE (1999a) . i
(2003) , [ESZIEGFEWFFERT (2008) 72 & A3 F#ET
bA5, [HGEEORHE] >V ToFBIX TH
AFEF] 27-2 (2008) DFENSEITR D, F
BERICOLIELS SN, &1I1F0 (2006)
At & BRIE) 2NE > TWTHE AV, S ToOGE
PRT A DL Ry Nk E LTIZe Tt
(2007) MBEWXIIZE S, (L, BEEEE H
TITRNTHABTENTH D20, FHEITIH
BB NE)E L, TP 77—
(2006) 1% CDfI& T, LovbdHHEEEIFEDOD
HLHHDOT, fFETHWELERWEES,

B A ARFEOEL, BARANDOSFEERICB
LHIEMERDITIX, BET T T — FEhD,
AT o TERECBET 2 tiadad] ofERic>
WT) O A R ERL TRy, 72,
SEIEFEMFICETO TEFEF O 1B OEH
DR SN T\ D, HiRE - WMATEEBIR I T
FERERR ) T—% % U - WATRERE THAR
FEIREEREE] OV A FMERITH D, TD
fh, EFEASCTHIHA LS - A b, RO
LoD RIS THh A9 bbb
BRETII B D T2E 3k 1A, EED
Links for Japanese Language Students and
Teachers OV A S HBEIZRD0E LIV,
YIREN HEZOFFOERIIBELNTNDHDT,
BWKERRC Y = 7 A BB o= 6B S
RN LAY /AN

[z Nichz EFTL 2D LoEICL
MBIV, 90 DEHF2H ATk £ T
HOCEEAEmI-Z L TAET YT ZENTE D]
WIS T ZFEN D D, HARGEFEH ZHAND
TRCEHBZDFIIARAETHD LEDOMLEL
AN N RAN RN i ) E S ORAS UL W r et A NRVAS)
VY—R (BEBE, ©754, vV A bel)
B, FEEMR BT S X O, -
EEFRBHICR DL HICEL 2L ThD, ke
2. BESDOEARFEOH LWHEREMEET L L
IIARABECTH D, Afe TIXEH MR BLE % 5



R CATI22 @ Purdue University

DFEMICEREY T, BFEOY Y —AE/HEI L
7o SEDOHAEFOBZIINLTEENTH D,

pE

1. Kf (1975:17) X AARFED [Eiv) &L
1906 FFDOFHFLHEEZ T LTV 5B,

2. TRE) % Temi~] EEWVTHRRIDOER
ERLEZDSEBEFOmMXT 2L & T3 b
EEVWTHIEZRUALG AR EDORIRAEX
YO RAE L ITE S,

3. EERXORNIAIWET AT U A7 (%) 1%
MIESCIER ), BB (D) X 1§25 b L
NRWRRITR D] DEK,

4, AIRD T2kZx ] 13 EB LI BEARDT S
(FF - 1998:149) .

5, 7 OSEIIFHLESEIIWVWEDREL
[SCEEFE] I E N0,

6. [ZEiFBLIADKRIZRDZ EIX: AT
72D T72@ 2| (2004/10/04)

7. FAESEKRTIZIZ NI CIEREERSE 0%
114 L REEREE OB 1 ASBI LT,
A DOFEMIX Hudson, forthcoming % &M,

8. IBFEWLET] I TB~T5] OFITk-
TWBAN, AT 4 A LRDT, T2 TiLissE
FELEM L TR,

9. MMEANEFA= v R BtikEE ] tokyomx
v 4 (2008/06/17)

S5 Xk

FRYBIER (2001) 727ty Fo¥tib) ESL
EFEAFSEAT [EREFOR) 95
http://www. kokken. go. jp/kanko/kokken_ma
do_mt/09/04/03. pdf

KA BARAS (2009) [HAGETY 4 a7 V%
25 LWCIEA ZohE -] A)EE

A KRB (2005) [0 272 HAGE] HUE
£R

EROW T 7 L7 (1964) ReRGGD - ik
SIEHE GRIEBRGESE /B - DRESUED
MIRES ] 293-298  BAVAER:

AEPESE (1986)  TERGEDELAIL « 5B OBLED
o bITHE, 44-54

He S - FREPR S - BKA mORRR (2007) [
THNALE O HARGEEE] A EE

JF B SR - SRR S (2002)  [EES < L
HARGE > ] BEEEA

H EsE (2007)  TREOME CTh2d @ WAUH S
= FHOSIENWI fHER 2007 45
H 8 HHE R (R
(http://ling. exblog. jp/5556048/ 12+
#?)

H ESRE (2006) T HARGEHRBLOA BN )
IBAGEZE®FE] 2006 429 H 5 56 &
(http://www. jpf. go. jp/j/japan_j/publish

/tsushin/56-59_pdf/tushinb56/
nk56_01-03. pdf )

H EsE (1999a) [EGEIZ Z < 720 @ e
B & R k)

F EsRE (1999b) TRED A K HIRIGE) &
HER 19994 11 A 11 H (&1

H EsiE (1998) THARFED + v F 71 G5
=I5

H EsiE (1995) [TTEERBIOBIE . T -«
04777 THESCE] 40:14, 54-61

KAWIKER (1975) [HWGE] SEERE

KE M- Fo_RYU—Tg—2X (2001) &
REIC I 2 R i & 55 o AR BLAE
B BARGEHE~DRZE HEHEZ - 77 A
Yex Rig1im [SrE% L BARGEHE 11,
181-196. < A LIBHIK

FiAREE (2004) [FylLrva—J)—; [H
FIE3E) 33(3), 112-117. K{EfE

SIRA (2007) TZHMNELWEEETT] &
& H R

A SEED (2006) [~ HTHSHAGES
FEff] (D) T

LT JR3E (2006) TICIEAZHWGEER L —=17]
(CD f}) ASK

B EE (2003) [AESEEFM] BAEH
RS

e N (2003)  [HkGEE] shaktt

LR IR (2004) [RIEZR HAGE . S0
MLW IR LW 2 ] KIERE

LR IERR  (2005)  [Hoess | REZ B ASGEE « ]
DRI D285 LTRICARD 2] KIERHE

LR IR (2007)  TRIEZR HAGE : 20 3]
KIERE

JEELRIE (2007) Tv R = vIZH8 e 58HE%EE]
IINEEE

LR ERIERS S (2006)  [A A 7 CHEGER | 2
b BAGE] KEfE

S H—FF (2004) [NHK A AZER DI85
HE ko7 SEO®RE~]

[ N7 [E EEMFZE TR (2008) [ T &iE) 2V
— X2 1 [F7=H LHGE) ]



FNEAL (1998) THAGEOHE (WF) | 7
v

HEFAOIE (1994) [TEROBFERER O
FUCBT 2 EAFRE - [E8A) & T
W | KIRAMNERE R FmdE 11 5, 51-
66.

[ HAGES] 27-2 (2008) FptE TEGEODIE%
B2 HiRER

SEATEUE (1992)  THGERS ] IEER

SEATEUE (1986)  THGED@E Y72\ Uik
[T, 55-68

TOP T > A7 — % (2006) [TERAEIRRAHA
REOCBrEERR) 1 (D) Tz

B OB (2009) [0 TEALd 5 HAGEKGE
I a=r—arOfrhl] 3k

B OB (2004) [720R08300 72 HAGE
ROt

ANRY g (1999)  TTEEHRE L To
HEENE ) FEMEEZ - T T A2 REEAR
IEfE% L BARGEHE 1], 259-274. < A
LB HIRR

AL HRAEFES RS (2007)  [HGEORE :
EES|
http://www. bunka. go. jp/1lkokugo/keigo_sh
ouiinkail90115_siryou. html

SAbFERR (1986) [ Tz &iX) U —X24: f¢
WEED KR FR R

SCABFF (1999, 2006, 2007, 2008) R 11, 17,

18, 1948 I [EFEICBET 2 Hima] o
FE BRIz W T
http://www. bunka. go. jp/kokugo_nihongo/y
oronchousa/h11/kekka. html
---yoronchousa/h17/kekka. html,
---/yoronchousa/h18/kekka. html,
---/yoronchousa/h19/kekka. html
AT SALEBERERR (1999) tHmiRA S -
EREICER T 2 tamai i
Hrp— (2007) [EEAEROEE L TORAK
REDEBFR-Z T KB - R — - A
—H 6 AT VAR [EFEF0MMHE]
121-130.
FEEN 720 (2004) JbEAAMER TRIE
7R AARGE] , 293-298. KRIERE
afhse (2007) PEEHESEICHEZ T3]
et
A fhsE (1995) TEBERBLOBUE @ RO
o) [E3CF] 40014, 38-44.
KINAE (1998) [EEFEZRTT 5] HindE
J&

Mutsuko Endo-Hudson [ENIEGEGEN

Cook, H. (2008) Socializing Identities through
Speech style: Learners of Japanese as a
Foreign Language. Bristol, UK:
Mulitilingual Matters.

Hadley, A. Omaggio. (1993) Teaching
Language in Context. Boston: Heinle &
Heinle.

Hudson, M. Endo. (Forthcoming) Student Kégo
(‘Honorifics”) Usage in Conversations with
Professors.

Hudson, M. Endo (2008) Riyuu ‘Reason’ for nai
desu and other semi-polite forms. In K.
Jones & T. Ono (Eds.), Style Shifting in
Japanese, 131-159. Amsterdam: John
Benjamins.

Hudson, M. Endo, Y. Sakakibara. (2007)
‘Emotivity of nontraditional katakana and
hiragana usage in Japanese.” In M. Minami
(Ed.), Applying Theory and Research to
Learning Japanese as a Foreign Language,
180-193. Cambridge, UK: Cambridge
Scholars Publishing

Inoue, K. (1979) Japanese: A story of language
and people. In Shopen, T. (Ed.), Languages
and their speakers. Cambridge, MA:
Winthrop Publishers.

Lauwereyns, S. (2002) Hedges in Japanese
conversation: The influence of age, sex, and

formality. Language Variation and Change
14, 239-259.

Lauwereyns, S. (2000) Hedges in Japanese
spoken discourse: A comparison between
younger and older speakers. Ph.D.
Dissertation. Michigan State University.

Loveday, L. J. (1996) Language contact in
Japan: A socio-linguistic history. Oxford:
Clarendon Press.

Maynard, S. K. (2002) Linguistic emotivity:
Centrality of place, the topic-comment
dynamic, and an ideology of pathos in
Japanese discourse. Amsterdam: John
Benjamins.

Makino, S., Tsutsui, M. (1986) A dictionary of
basic Japanese grammar. Tokyo: Japan
Times.

Niyekawa, A. M. (1991) Minimum Essential

Politeness. Tokyo: Kodansha
International.



CATJ22 @ Purdue University

SIRYA K~ - 5 A

E N A = > R VIS ) Tokyo MX =
2—A  (2008/06/17)
http://www. youtube. com/watch?v=ZT5fWPZT
IQA&feature=player_embedded

[ 71> 2 CEE
http://wwwl0. plala. or. jp/hakoten/com/pa
renthesis. html

[ &K DR —2b~—3] SK’s Linguistics

[ma—2FHD “GHE” )
(2010/01/07)
http://skinsui. cocolog—
nifty. com/linguistics/2010/01/post—
ab62. html

MEFEAF O [ENLEGENF AT
http://www. kokken. go. jp/kanko/kokken_ma
do_mt/09/04/03. pdf

MEFEICRET D itsmai &) ST
http://www. bunka. go. jp/kokugo_nihongo/
yoronchousa/index. html

[ZeFBLIAnHs D [ZhoTHAZ
X ) ») M 2006 429 H 20 HE
w (FTD
http://video. google. com/videoplay?docid
=2372662805829410909%

[ZEIEBLIADORIZRD Z &I

[fir & 7 < ARz 22 5 2 &0
(2010/08/23)
http://www. nhk. or. jp/kininaru-
blog/59079. html

F7e Tl Trrd 2 ] (2004/10/04)
http://www. nhk. or. jp/a-
room/kininaru/2004/10/1008. html

[7>v—izksnLwv? ] (2004/10/15)
http://www. nhk. or. jp/a-
room/kininaru/2004/10/1015. html

[Z & - #aRE L C3fky
http://www. hokushin—
media. com/kotoba/minibbs. cgi

=iz 72 2 @R oG] (2007/05/17 &)
S¥ath)

[ ARA@EHENTRIZGEEOR AR
(2007/05/12 W EHHH)

PSS N DR
http://homepage2. nifty. com/golfnokoto/

[ EERM ) http://dic. yahoo. co. jp/newword/

e 51 X—w ) http://ja. wikipedia. org/wiki/
EoiE—w

(A bY vy —F /L 1 100 %D HAGEILZ H
727% ] NHK (1993)

[HAGEHE®E) EERES
http://www. jpf. go. jp/j/ japanese/survey/
tsushin/index. html

[HAGEMEESEE ) http://zokugo-
dict. com/38yo/yokores. htm

(B ATR DB A b EFRA e A ARGEE
Btz 2 —
http://minnanokyozai. jp/kyozai/

[Yahoo! & 9] http://kids. yahoo. co. jp/

REFBAT- [FRSE/INEL) (2008)
http://www. youtube. com/watch?v=zYfzseib
t10&feature=related

[o—2% ¥ H7EE - RATRERE
http://singo. jiyu. co. jp/

‘Links for Japanese Language Students and

Teachers’
http://www. msu. edu/ endo/links. html



AEFEELTORREZEN

Nobuko Chikamatsu

[YhIBRAR] & TN FDANY)] ZBLT

REZBICBTAAAREIVT U MR—IABEDERLKREEZEZD
Preparing students for life-long learning of Japanese: Content-based language instruction and its possibilities
in higher education-Japanese American History in Chicago and Hanna'’s Suitcase

TR+
F 4 W= LR
nchikama@depaul.edu

EE

Sk & EER (W) BEO 280 BN E R
DarT v b= (CBI) X, ITFEOHAK
EHBICBWTUEAMMIERESNBD THET,

FEF D SRERE ) OH R O B R O AR B
THGEELELIP T, 20 THAELZSRS] »
b THARETES) 77uo—F 0%, —(KEA
RAREMREEAH LD TL X 20, FEHED
DFEA - SRAIRIETFRIC BT D B ARZEH T Lok
ROfE, SEHEWE CTORKRET 1 7T LDH
REE\ TS A2 T, CBI TR AR TX

DN, FBEFCFEEE (T HTFHAAN] =

— A, InvFoniIia) Ems, %) 2,

AEFEZ B L7 Bl OKFI L BEREBLEL
ji—ﬁ«o

LIZC&HIZ

KFHETO AR O HARGEFEIIRKE2H
REMEEZHO TWET, PEA —FHET R
TN, AFHOFEEZEZ TEHEEESEL
FERA~OMBENTEHRET HLRE LD,
e L COBEOREREEZFE LD NP7 <0x
RNTL XD, £O—FHT, 49O HARES
BIZRBERHDZ b ERROIB 52 FH A,
FRENDHARGE I —RAZRE LIBD T4 0
HESCHEZH & THIREICR D 720
[TARDF =BT YA O TE X 720
[EARFEEZM > CEY R AZ LIV THAGE
BERDEERHEE LIS ) & RAIRER
K x 728 iEo T NE T2, TIEEE 4 FR/
THFOBIZRZET A EMAfRENE VD & &
LI WEISN B RN TIE K DA, & 21X NO
TIE72WTL & 99y,

7Zb E Vo T, IRLTRFED HAGEFE N
HEKCTH D &M, BICETZRVHEDIEEE ST
WAHDIT TS Y A, RFEKZTRFRE
ICEAAARFEEZFZNT 58, JET 70/ J A
FEZHELTHRIITE HARBEOA LR LT HAL
Hho LHECE DRBEICADES, AARGELZ
WelT 2T v L AIKREREEZRLHDITT T,

Fo, FOWV TR T R T AR TT
E72<TH, BARICET H==2—RAIZHAZMT
THRAED TV Z &0, fBRESOE N
raa=740O—8&LTHRZMMPLLD
ETHEb- TIT<HE (R 747 ELTH

ELTEYERSTHZ LiE, kT AV IitE
DOHFTHH TX 5D TRV E BunET,
TTHb, ZORFOAFERFOFE L5 DI,
HEHRDEWNEDOHFTE Y BREBEb->TW
<IrEWIIEEFEOUE A T O L X
HZEHLRETIIRNWTLE DD, DFED, 4
MO CHEHFENETOASCFEEA N T T
U KSR EE S 2L ki, A% bH
AFEZMIEL TV, BARLE DS T K.
REEe AR LA H Z L L AFHIZEB WY o
T LMED bEAHBMMOKBIE LT DH LD
K7D T9,

KEDORFAFMOa— A2 5 & i
U708 — T E M) D 2 -] THRAR S L Fh5
JEFRFEA N T T U R R L, 3~44
HEIZbE My 7 BB L CHARGEEZ RSN
— D F9, kEORFETE L fFhbh T
LEBE, HI2E TEHR~DEOS] (W
2009)%° [H#ko H ARGE] (B~ 7 m—A >
2008)lc b HARDOHIBE, #E, BN, BEE,
AT, Ry THNVFvr—x BRIZET D
Hrla by 7 2hbiia=y FBERS L,
F I TR COSEEAH A S ST
LTI FEBFLERVEST, 250027
T —FORTIEL B AABA AT
HANEFEH MY OTT A, EARMICIE THR
FEEES] . DFEVSEEFETHENE
AELE25TLX I,

FLOFTIRT 5 RFETIHHAEZDO S DO ek
DL~V THDHARESHEELEL NI a—2LE
BETEXET, TIIHFRBRE ., EIERKFU
B ERBRD & o - 1= O E O A F4ED a—
AEBEET LERAENERHROa—ATY,
ZDOa—ATIE, F Y7 &2 1 OBRETN
 EAETERESE LN BAGEREDZMIT
LT a7y p_"—2a—X(CBl), 2%V
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[AAFETHS] 77u—F 2> TnET,
SENIFEDO—F], WDl V) —R &Moot [
HAHFZAR] 0 ERCBI a—xtZhn
\AFHRE L 7222000 T8 T T oniZa) Es
Ol EBRE L., @MEHEOH TOHAREHE
DEH, WEZEZRNS, AEHBICORN
HEORBAARE T 0 ST AEMRHLTHITIL,
ENRBERNPNGH LD EE 2 THET20 LB
ESc

I EEFEDREN-HD5DO2NDEY F

AEFZEE L THARELEHARLEBED ST
729121 %,. FE &1L independent learner, -2
FY TANLAEFEEE) o TiwnwigE
A, B, RFOHARFEI—ATEa—RAY
T NASCRERED /T A NRIEEIZ L0
HORHCHE MRS TR0, Fhnnrdk
BH<RTIIHY T A, BYLEFEEL
B CHEDITIEEAEN L S AR a— ARz L
S5WVnonZEOe b (ER) #8105 88
LCHRETELODTAE L, UT. 2ZDO55
Dt v hERINIEEEED FT,

F£1 AEFHOREDEZDD5S5DOE |k

1. View Language as an “essential element for
human thought processes.”

2. Connect with communities.

3. Bridge between Japanese language & other
disciplines in interdisciplinary approach.

4. Change the status of language instruction as
“skill” courses.

5. Have students take initiatives and leadership.

t > b 1.View Language as an “essential

element for human thought processes.”

EFF. v ML EZHBATLAENC (558 OF
BEBELTHELEL Y, UTIE 20074
@ Modern Language Association (MLA) D # & &
Foreign Languages and Higher Education
(www.mla.org/flreport) (2 E 2 AL 72 5 FEAREE D TEFR
DEIATT N, HEHERBECSHEATICHED
HEMSHEEEIRZDRENEVIIREIE D
EZ2HTLED,

“At one end, language is considered to be
principally instrumental, a skill to use for
communicating thought and information. At the
opposite end, language is understood as an
essential element of a human being’s thought

processes, perceptions, and self-expressions (p. 2).”

Z I EREO oD EERENFIT 5N T
WETH, fHRICEELDDHELTO2 KUY
E9,

1) Communication instrument

2) Essential element for human thought

processes

—o2HIF la3a=F—va oY —/F
Bt . DFEVASOEEEIBRT Y HF L BR
L7720, HHFE (NThHoTmuTho7m0 LE
T0) BWTHEEET HEDDOEETT, &9
—Ol% IE2 e >EVEHEALMENTLZ
LEDLDOEENREZDITATHDLEVWS 2L
TY, FIZITHEI AR TR 5720
2/ —MZEEDRED | T —~DERDOT
PA L DTZDITHFRR HAUX A E/ Ny R8I
MEREZHND LTEZXEZE O, ST L
720 BLWT AT 4 T HZnR_T2) | FOLT
A2, BB Ia=r—ra U TIEHARVE
EBEEHME DN TWET, AHREZL1TH%
T LR, FAULERER LITIXRL Y SE72 720 o T
9, TlX, BB ZEINOI DO TH LR BIX,
Fox BT EBRIC AAGEZ Z 0 23F B O BB
FEOSTEMEEE L THE-> TV EonEM L TH
TREW,

ZZT, AEIX1 95 0EROHE LESE
7' /L— L (Benjamin Bloom)iZ L » TR 2 b7
BERREOANBEBEONHET NV EREL X 9,
1 1% Krathwohl & Anderson (2001)iZ X % FE
BERELLIZHDOTT,

1Ry I e N—ADEED 6 BEE

7L

—HFE TR OERN R L~ FIZf7<IEE
FMERBEBEHE R ET, BRYOLLIE
remembering : FCfE-BFEC. O D AR HHR A2
FTENERZDZETT, HREOZI—ATT



L. NT A NDTEDICHEERHER X AR 2
20T HTABR AL LNEEA, RO LN
JUiT understanding: BEfE. o F 0V Z T H - 7~
WA RGRAZ BRI, S L0352 & T,
HAGE 2 — 2O FBEE ClIpl 2 X5 ON
UM - FRREER N Z O LV TIER N T
L X 97 i application : )&, D F VB
it U 7= ik 2 (v 2> th O 5 1 SO MR L e 9 % BE
JTT, 2EATEIIfELRL TS T70hE 2]
(IR - - BB, 2000) D =2 T2 OV
NIZOIEDJF ] EWHEAMNRH Y T, £
DOFITT & LT E—ITh> TE DR % FEEE
ST AHIEERTI ISR ERWET, £
LT, —&ED 3 20O LU, analysis : 4
M. evaluation ; F¥Afi. creating ; Ali&E. o F
D AERSCBL R O AT er bl TE 5 01, £ L
TEDOHHFHHICE SV THSOH LN E 20
Mz E e & LAIENE TV EL &
I (3 5OMO ETFERIESITEHATLR
DOTHEFIZIHERTWHET) , 2O T DR
TT &, MOBHASL Y =7 TLIE—%28ED,
KaxDLE—THNED DD IO, 2O
OFEFE, KW, ) . FRDE) EHRNE S
H) DN, ERB—FBOL OO, HERR
DM, IVl z U TRl L, &5
WZrive—2R Lz, —FB LWL v—
ZHATIEVH L, ZOREELZEXED S,

EWVoS T EENZNICYTIZFEATL E D,

[Z O A Z ) XIS E A B ETRE T
b LRLETAN, TIEEIAITKRFEL
VDO ARGET T ATEDEMOBEE#E2E
ELTWETD, RRIFESOa— A% B o7k,
2 Y H oBfR, W 3 BHOISHEY T,
—HLEOIDEI~4FEEAD EHD I T ATYH
HEDTETWRVDOTITEKUE LT, BtA
W DN BRSO N B 72 #8512 L 7= 30fe o
el & o 7B RS 2 R R DR OR g
HIZLThH, Fox 2NEEETIT O @ E 2 /o HT s M
BIEDO LI LB RV TV RSN LT
RO FEHATLE, LL, 2B Ao EE
WRTHLIRHIX., ZnrE BARGETLRITIIE,
HEEIT VO E Tl Th HAREEZEWZ 229
TENTERVDOTIE RV E WD BNAT
¥4, 2O—F LD 3HOBRIT VDWW B KFE
HEOHBRBRE R LTI EDbR D
critical/creative thinking : HLHIAGEE F172
ERWETN, AIROSEERD (1) 28 x
7= (2) OELEX-SERBEEBERL L

Nobuko Chikamatsu

TOHAREOFEHIEFEE O A[REM: %2 R T B AGE
CBIlIOHMATSHEAT—RAEZHRELE LI,
T, WICCBIOEREREZREL LS, T

1% Krueger and Ryan (1993) % % & IZiTfA
(2009) 12T SN 4 H>DEXETT, IbkTo
ESLR° 3 —1 v NEEEHE N L OEEN LI
STWNDHDT, MY EE e SiEEMRE ) &
OHNEFEFEE AN GIED LNET e —F
72 BvET L, content—driven CBI & S il
% (6% language—driven CBI), dr L ASiE
FE LD IINEFHICLVESEZBWECBI
DEFRTHDH., ZOFFHAEHAET Y LD
HZEEFABEY L LNVERAN, 22 CTiEHE
BHRCBIETNLELTEEICLEL L I,

) 2—2AB V¥ a7 AMIFIIANE (content)
ZREARICHER S L, RO EREa—AD
SREMEE, OF VB - BEEE - S (Form,
functions, situations) Z &2 L CuAp
AN

2) EHEMIITAEBR, OF D HEEREE X5
AR - MRS b 0 & T 5,

) FEHEBFIIRMRSHELERIZ, ZOFiEMS
BT D8 LG - Filk a8 - PR
L. Z2A03LORENBELET D,

4) a—RAIFEBFEOSIEEMRRT) . KO
HOZEEE  (cognitive: 5] 2 ITHEHIROEE 7))
I ENS,

oL, CBIEFERENREDERFL N
O 2@DOAMEEL . KFE L~ OFEEF T
LClE, ZOBE & HIE) LU G > T2 TN
B (arT7 o) BRICUEFEHREOH TR
BB N G E7E CHIXT 720, AEHE
DO KRY) e e > 1 : View Language as an
“essential element for human thought processes 73
FESICEETEORELHVFET, TL T,
O THARFETEZD] My - T—vi#
STLENRCBIOEARTHY, bEERHERL
FR5TLE I,

b > b 2 : Connect with communities

TiX, Z0arT7y h ME v o7 —<TT R,
% FEHEIC &9 BRI DOTL X 9D 4
NEEOHDHH O, &IOS O, HEHEEIC
HikZFFo> TWD b, AEM PRV T NG
D, xFEERDH D EEWETR, AAARCB I
DRy 7 HROTAHE, ETHSDEY TO
TEHARE OS] 2R LULET, T, =85
MT AV IOHFTH-THHRIZHNGINL DS
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ZHOLTHIED 72 & B s ¢4, FLI
U ATHEE L S TWETR, v ITDHIC
ENRARBZH LD, ZTIUIATEH, BTH,
BT CH, /X FTHWVWOTT A, &Tn
< BAE AN o TWT HARZENMI S 22DTE
THELNLTNWE Y Y —REE X FT,
FZTRAU Y FE NN [ THRANE)
TL7=, XKEHBZRA., Wb Japanese
Americans IZAHEN A ARNS OBETH Y HLE
TAVATELTHRD NNy 7 757 Ref
ST NE, BARICE 21E TEARADM AT )
AN2DZ ETT, HRAERLEWI DIZHAANE
ED L7 BAROERBOR &R Bbo B
LThy, FEBRRETHAZITANAMDOT
AVHDOBERTHLHY £, 7 AU D THAGE
Z iR 2 AT E s TIEH R E O S IR
DODHIEER N7 ERDFTHROIC, E5%
BB ENNETIERWTLE I D, £7-. B
ERMEE WD DIXAARDHED TFhwX /4
ENBEY | FOHfEE Ao, BIZET A
UAD9e1 1 LD ANFESEEIT L 5 75/ A
WZBET B AMERTREIC HIRLS IRV TVWT, £ &
IZAED Ry 7 THHDH I EHLMOENEE 720
FL7, HRAL EWO MY 7T, ~NTUA
KRBV T AN=TEHOWEREFETIIAD LI 2
=7 4 b REL, FRMIC L FE TR I T
LZE9TTN, —FHHEHO I TIEHEY
BhEMED RN D LB d LLER A,
UL, I 2038 kit R E % 3
AN DBEERAN « BRAPMEATWIZ2KEGHK
DHEAK - BRAANOZEIEHE -T2 TF
HTTH (I T AV IARLETIE AR
ANOE AT E oIzt ESbTHET) |
FLTAETH, YHIET AUV BT OLD
BIFE L2 EEbiud HRAXNROE A&
W ERMT 72 BHY, Flo2KkTERKZ
HIEE LOMFE LR 7o - B E TRITE
WD BZRFEO—> [ TH] (AR TIX
U MVEIRO [FEMEFHR] ) SRITSHT0E
T, TOM, > HTHRANEFEES (Japanese
American Service Committee: JASC)IZiZ
Legacy Center LIEZNA2ERENHY, ZZ
TIFAIT T E o TFBED T L 72 5RA7- i
HRA% Ok & e B EAREREY H EMFE TR ST
BY, EEFICH-> THRE-HFRETLHZ BT
F4 GEMIZTR 2000 2 H) , 2O X 5T,
RO HIATOAARE LT THRA] EW0Wo b
By 7 DR TRAAIENIC TRAR] 2RO
HZENTEELE, DD, ZZCHROLEE

Tl VAT ENWS A DNEET LG E
FEBL L LTEDOY V=R BT A
ZHARGEHEICHD AND Z & CEE N
%o AARICEADLFE A B Tl TWIT 5]
BEMZIRTAZENTEHZLETYT, 2 E
THAGBOAEFE~OFE O F2
Connect with communities & 720 £,

t > I 3 : Bridge between Japanese language
& other disciplines in
interdisciplinary approach
TliX, BEFBF~Or Ly F3DFHADTZHIT,
ZITEHET I ATHRAR] ITOWTIEE
LLELXS, AFOEMZRLTHFIV,

FAQ: ARANIZEY 25 K< HHHM
o UHLTTAUIDHFZANIARELE

ERVON?

o LYHLTUHITITHZRALE (HAAE)
MIRNDH?

o IO LTHEEFHHRALZTDIESI N
DI?

e U9 LTHRZRADHEHIZITIE SR
SOV A ARNZNDOD?

IO WV ERMIERE A HIZT 52 LivE
TADB, INHOHBIZEZ DNET D, 54
EDI—=ZATFII Il TE5 LT OHEM
ZBEZ DL BRI DBEICT TORRA
ORERCHESICE 2T, Fhva@E L CHRINE
BDONERLFRNZ DN TERLET, LTS
DEMDEZ D > NMZRDHNAT—KA L FD
AT7A4 RTT,
INLDOSKHDORT A R, KkEH W FHA
AHROEZ R L TWET, (FEFE201 04
EAFHNCa—AZBE LT T4 DFAEN D
DT N—T 3 IV CHEER L7 b DD —H6
T, SMICFE LEOHT=DICD LANEEE
ELFELE, ) ZTOATA RERZZTTIEE
LA SOEMEHITRETERNTLLEI L,
EZIT—o>TiEHEBRVWL, BELLELWEZD
BRNTLE Y, I—ATIEINSOREE A
WZBWT, —FHIAAEZ, 7AU D
., BARANZ, BRAZ, BARGETEZ T L
bl T9,



KEBRARLE,

BAHFICL->T . ERAEHIC
Y BEERITHESI1TE T,
ZLDRENYME, L% Ko1=,
1890F 7 A AAREIXREMI S
DBREHEL-. TOHEE. BX
ADMEREELIF v MR
y =
| 18904z, TS50 F—var THIK
F=OIZ —H#ETA) DD NTA
1247>1=.
1900FCHNETIZ, —tHiE i
EHEYANTEFEEDT=.

B-RERKEEARANE

» 194 F12BDBERICEHERERE L,
—tHETHICES>TIEMICHLLHRKRE
5Lz,

1942%2R 198, L—XAR )L K#EFRIZ&

Y, KT RS H9066 5 HEEh, B

RAL10EFROWRERICAhSN =,

BH1TBADBRANTO%NDTHEAITT

AHEFNROZETA)HN) BEvro T

Ehoht

JAPANESE

ANCESTRY

BaTn4FER B RS

» 1907, FAYHEBARIITBRMLGHI~BR L. 2OWBHIEA

AADT A BT DEFIRLL =,

1918F AT N=F7MOTHEALHE | CL>T, — LT 1%EH

ZHaHEotzL. SFELUEEYNL ST,

» 1922%F [7—JIVE M ESh, BARHEN—H D BIEEREIETHE.
BARHOHRIEN DN,

» 1924%F THEBREIIBANSDOBREEMRILL,.

» (1952 OIBREMEIFT. BR—HIEIKEHTRELLLILVE
HONEANEST)

o 189 2FMLHIHEHE
iRT. TERR W05
ZOFERTHEHICER
AFThd~%t-,
o PEOBRAELRARS Y
PHEFEE. SHITHDT -,
o YHIDOBRAADILEA
30ANfLfE otz

S MEERIELSFES
SEAERLMS, AR/ EL
SEADABMEO®IZHE.

Nobuko Chikamatsu

o ETREFRKEH.
=

E-DT, /7) UN=IF N
Totz. (2 ZAAOD
o Eﬁrﬁﬁ%@ B&RAl if‘

Hf=%< @E%AII “h
21BN

LIz

°

éhﬂ)%ﬁ'l&’“"l'ﬁ- LHhL., &

teggm. ERNRFVECEM o7,
haA FEERT, UhTFBANS

o l: v J/\—7"\"-’7'
ET. BaLiLSE

[ZHE < S EATES]

o %&E}ﬁrl RS ALED o

Hot-.

< Fv AT

UTHZNETHEHRa—ADNNA T4 |

HLEDTma—2ADHE T,

K2 VAHTARNL T — A

FEy 7 | FEEEB bt BB
1 | Pre-war Film &4 2 | Encyclopedia of
L LD fFRE Japanese
Descendants (2002),
S JES 7= HARNA
(2002)
2 | Wartime- Lectureshya | /oo X & I VF
Internment former S =DH,
internee, Unfinished Business,
MIS/war Time of Fear, etc.
veteran,
literature
scholar
3 | Resettlement | JASC D= E YN
Chicago Workshop, (1968), Japanese
History Day of Americans in
Remembrance, | Chicago(2002)
lecture by a
historian
4 | IPNAMsin | Film 77 ~wUH I TRA—
Japan NDBKTE | FEAE A (2009)
ChbHoh
(Hanna’s Lectureby & | N FDONTA
Suitcase) to Ms. (Bo3E/H ASEE)
Fumiko Inside Hanna’s
Ishioka Suitcase
(Director of
Tokyo
Holocaust
Center)

5 | Final Project | Interview of HAEY H 2 CIEHE
local artists, THHANMN - HA
journalists, ANDMEBA v & ¥
businessmen, L

diplomats, etc.
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FEE) SOMAKGETFEE (B ARSI AR
HHFEBEE L £, SBEES T ) VY — X
72 EIEE T, A MR (BEEH AR
FEICTo, 2 HINAFTRRERE . HR AN CE
A ZRNAORERSCROFEME, Py —F U R
f, TIIa2=FT40Y—F— HDOU T AF5M
W) IR E UASCERI=ETHDUI—7 V3
v 7 EHE2AICHDHRFEESTI 0 6 6 Fi&
L 7= Day of Remembrance =Xk ~D S, fth K2
BERS TR ks, ) ZREAIZIRY AT
WET, BARGEOa—RAEZ/ X T, MoEonf
B a— RS L T2 2
L, SUEROERIMFESE O B ARRFZE oAt 43 B &
DFER A [E O 7R 6 FEEFE OB AZ LV LT,
B, TN EREFEEICEN DRt E LD &S
<THTLLEY, ZThds,

t >k 3 : Bridge between Japanese language
& other disciplines in interdisciplinary
approach & 72 5 D1F T, ZOnHELBxT
7' —F (interdisciplinary) 1%, HARZEHE T
HITFEANCE RSN TWET, CBI HZ2D—
BT, IS HER &~ 7o BRI EEG §
AL CUVEJ (Chikamatsu & Matsugu, 2009),

2 0 1 O4ERKITIET 4 R—/L KT B AW %
FEOFRXLMOTTESIL., THAREBHE)
X AARBFFED—BR E LTE D MHE LT
TV DL EW S A S FIEE S IVE T (Teaching
Japan: las. depaul. edu/TeachingJapan), Z 9
W o 72 HARGE &y By osEH:E (Bridge) (2 H %17
TV RE/THATIEEITL X ID,

t > b 4: Change the status of language
instruction as “skill” courses.

BUOE Y ME, SOOI —ANRHERDLAX
NE"/ENIHEBZ TRFHEDOI v a
VNS FERDL LD R a— AR EZ ATREIC T
5 Z LT, RFETIHHEMZE O A X /v
EEGTHZEICEHADEIND LT, BEH
2 (Liberal Studies) ®MMERIBIZEA L TiX T
RNREE ] THAEZR LD Vo REE A
FFOFENNLZE L HICLES, Ll &
¥kt o—BE LTAEFELEBRL TN ET,
COHERRBIIREEERLOT, EiTnn
RKREHEOERE L V> THBETIEH Y THA,
PUTFIET 4 R— NV REOHERE T 0 7T A
(LSP) ® v v a v (HW) OBIHTT D,

Z 2L AN S ER-CHHIR BB e ) O &
FEHENHFTE IS N TWET,

“(DePaul’s) LSP courses are characterized by an
emphasis on reflectiveness which encourages
students to not just learn scholarly concepts and
theories, but be able to apply them to the real
world. Value-consciousness further stimulates a
sense of personal responsibility for creating a more
just and humane world. A multicultural
perspective demands that students grapple with the
plurality of world views, and enhance their
awareness of the experiences, contributions, and
concerns of diverse communities, in both
contemporary and historical times. (Hli%)LSP
curriculum stresses reflectiveness, value-
consciousness, and multicultural perspective as
foundations of intellectual inquiry, it fosters the
development of creative and critical thinking.”
(DePaul University Liberal Studies-Purpose:
http://sr.depaul.edu/catalog/catalogfiles/2008-
2009W/Liberal%20Studies%20Program%?20for%2
OUndergraduates/pg2.html)

TINhE, RFEOa—ATHAHAARET—R
THIIWVS T RFHEDI va rE T
HEIRAT) X2 T AMEVZHIET 2 ENEE
TY, £ZC. HRATZ—ATIHUTOHEES
VINRNIEOE LT,

COURSE OBJECTIVES (=—Ax®HHE) :

a) To understand the history of Japanese
Americans during pre- and post-war
periods, and relevant social issues in
today’s Japanese and American societies
(e.g., immigration, discrimination, etc.),
and use this understanding to make
proposals for peace and human justice.

b) To develop academic linguistic and
critical thinking skills in Japanese/English
through bilingual materials, e.g., books,
articles, films, websites, interviews, etc.

c) To prepare for life-long learning as bi-
/multi-lingual individuals.

d) To send messages to the Japanese native
audience in Japan about this important but
relatively unknown part of the US/Japan
history by developing/revising the course
website (in Japanese).

ZDLHIT (b) OFFERESM Lo BT
. (@ OBRRANEZEL THAED B KB
LR NHEREE 2 5 2 Z KT 215 2 b~

L. (o) AEHBFOMERETDH L, FL

z
va)
%)
T (d) RAe~e N TF IV HLTHLFEEER S



WCZOMEEBRARNEGEV S &V flidqm i
FRLELE, £, a—ARFZEOHMEKR T r U=
7 M T, Hx 0FEEBEORK, HFEH, Ny
TIUUR, EEBEZACT—~EREAUH
Ea—7uay=7 bailE L, 77—
STHEEEFIZV I THRAES TIEREKT S
AWy (24, 3, FH—1f, Ia2—TT v,

EURAv U ARE, ) - AEEP, BA
BEEERECS X Ea—LELOELE
GaCITHARGECRM) . flxiX, BRELD
FAFBAES DA TIERTOIHR T V—RA T
H—ZA v Z ¥ 2—0L, 8 04N I THE
BULEERRY 27X E0xftbzm L T,

D H RS DR RS B O E T
BRLELRE, TAU I ANEBERANZWBICE
O HARMFIEDFHFHIBL DAL, HREETH
KTANT VUV RREBRT AV I ADE VR A
N =T THDHZL~DHOCERSCRE
BB OEEICEIRBLTCWENEA
Zba—L, FEEAHORNEMEE~DREE
EEZLELLE, FEHENZS LGV LL
DOBREEINZ AARETEITT A L V—
FH. TAVIERROBERTHLIHRALDOH
TEHENBH L OBREROTEET L L
E, 2D THARHAGE] 2AXLE LTHR
B 0a—2A& BT, REHBICBITDA
RIER &V ) BRI LTHIEST 50 TiEA
WTL X 90, FEBE, Aa—R XY KRFORAK
FE R —AAPN)LIAMC T T R T A U I
%2 (Asian American Studies:AAS) 7w 7/ A
DOFIRELE & LTHESN, BRANL O
A SOMAGESE L AAS o — R & L TREEE
THZENARELE o TWVET, 2D XK,

bt > K 4 @ Change the status of language
instruction as “skill” courses = B -4 5% Z & T,
SHEHEPRKRFHBEORBERER LR, AIE
FEICER LA REMEEEICRD DL LN TED
HiFTT,

bt > bk 5: Have students take initiatives and
leadership.

mEDOE Y FEIE, BRI —F—v T
RIFENE DT LT OOEREEAAREDO Y T A
THABEIZT D2 & TY, HEnBEaZED
FNTEWRATEERE L, £ ORBEFETICHAR
FEEFo TFEERELEZI AL L LEO—HIT
Lxo, BlzxiE, 5FE20 1 OFELFHIZIE,
ROofETH2HEARME S e 77 HFEMHET
(Japanese Studies Program), % = H R AW 22—
ZCEDETHENTHE O EMFGmas LEL

Nobuko Chikamatsu

7= o B W X Inside Hanna®' s Suitcase
(Weinstein, 2009) tWIH HFF-HA-Fxadt
FEAIED R¥ a2 A XV —7 0 )L AT, #HH
SR Foa- HRGETT, PN LEBRESOR
AL —ZLLF T,

& DEPAUL

Japanese Studies Program presents a special film screening of

Inside Hana'’s Suifcase

The story of a suitcase that traveled from
Czechoslovakia to Auschwitz to Tokyo

Saturday, February 20

5:00-7:30 pm

DePaul University

Arthur J. Schmitt Academic Center (SAC) #154
2320 N. Kenmore Ave, Chicago IL60614

Free Admission, No RSVP required

FAEX 200 2FICHR SN REE
[Hana’ s Suitcase:’~>F DO XA | (Levin,
2000) T, A a—R FD7=H 1 3 TRLIAR
ST zara"FFHEO T Y NDLv
FREFSOTWZA—=YF— 25D BT,
[Foa—2FEHEAR?] ERAICE FHN
HERNETR, BEFOA—Y 7 —ZAN20
0 OFICHAANEEDO AL K (REKFR
a—R NFEFEERE X —FTE) OFICHED
W DAY Ir—Z2DFLEERT BB EY
F9, TOKRIT BRTHRRA (LEY - AW
2002), BILOVEME(L B Ut/ 2007)08 K7 Z
bR ENTHWET, RCIAEFRFTH—D
X3 —1a v/ TO death camp: KEEFFINE.
H OO EDEFET A Y B TEBI -
concentration camp:iRiilfEEEINAE TT N, TA
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T 5 EREERS AN E~0 A BRHE, KT —~
BINRPETFR— 3 V5 W - 725

Valentine (1997) [ESL], “FH (2007) [JSL], T
¥4 (2008, 2009), Chikamatsu (2007) [JSL]

Receptive Skills (Listening/Reading): CBI DFefi.
BIEHED . FERHME COREE LM
Musumeci (1996) [ISL], Wei (2006) [JSL]

Productive Skills (Speaking/Writing) :CBI M3
RLCEASOER QX A7 TOEMRS, MOWNEH
Tom_ EEREDHE
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(2001) [FSL], Rodgers (2006) [1SL]
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DEIUED % D128, D720 t RE Z1T
ST, MEDKEE, SPOT « HEl7T A b & HIT 1%
KETHEENAONZ, ZOZEnb, B
& TABETIE, BARGEDORAIIEE ) K O BhE [T )
DEFEINCONTENRRLOND Z L Rbholz,
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*3 FATT A b OVIE - AEAE R 2 (CEALEE - T ALAEE)

A EE(N=24) TALEE(N=26)
e REREZE S CFE EEEE

E il

7 A b
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YR 7 2 RO R L7 b D TH Y . M2
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EH 5.13 1.03 373 1.85
FE: 5.21 1.06 3.92 1.44
kg 4.92 1.10 3.69 157
JRIA] 5.54 0.98 3.73 1.48
HiY 4.46 1.32 2.81 1.60
R 3.08 1.95 1.88 1.40
6
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DONWTIE, FALEEREIC DI 5%k HETHEZEN A,
LTS, ZEDOMOEFRIIIIAEEN LS 7R
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The Effects of Computer-assisted Text Input in Early JFL Learning

Abstract

Challenges for JFL learners in the early
stages of learning kanji are met with the
reality that a large portion written output in
the modern Japanese language
produced by hand, but through electronic
text input, the majority of which uses a
phonetic input, such as romaji-uchi on a
computer. Due to evolved manner in which
text is produced and read in everyday
Japanese  language, familiarity
computer-based text input in the Japanese
increasing
necessity for JFL learners. This study seeks
to examine the potential benefits as well as
problems associated with JFL students using
computers to produce Japanese text. This
study is part of a doctoral thesis that
conducts a statistical comparison
university students’ typed and handwritten
output in Japanese, analysis of the errors in
kanji that tend to occur in each of these
domains, and seeks to examine student
affect and strategies with regard to the use of
technology in the JFL curriculum through
questionnaire, interviews, and computer-
based tests of kanji use. In addition to the
discussion of the statistical findings in this

language has become an

study, this paper seeks

suggestions  for  implementation
computer-based text production in the JFL
curriculum, suggestions on how to best
introduce students to typing in Japanese,
suggestions on how to instruct students to
avoid some of the errors that were found to
commonly occur in the typed domain, and
applications for using computer-based text
production in Japanese to enrich students’
abilities in reading and writing kanji by

hand.

Michael Dixon
Indiana University Bloomington
mhdixon@indiana.edu

Keywords: Kanji, handwriting, typing,
computers, technology

INTRODUCTION

The purpose of this study is to examine
how students of Japanese as a foreign
language (JFL) utilize computer-based
character input in their development as
writers in the foreign script. Although there
are various differences between the
processes involved in producing handwritten
and typed script, this study seeks to
determine how students use this technology
in their development as JFL writers, and to
determine what the potential benefits or
downfalls of a computer-based approach to
text production could be for learners of
Japanese.

Due to the unique nature of the Japanese
writing system, students in JFL classes
typically spend a greater amount of time
dealing with issues of the new orthography
than one might find in the curricula of other
non-character-based languages. This time
and focus on the orthography in teaching
JFL presents a particular challenge to
educators because they are then required to
tend to issues related to the unfamiliar
orthography in addition to the normal tasks
of teaching grammar, vocabulary, listening
and speaking. The struggle to attend to each
issue 1s not just seen in the instructors but
also in students of Japanese, as there tends
to be a high rate of attrition at the early
stages of language learning.  The
introduction of kanji presents further
potential difficulty for learners who come
from non-character-based languages because
they are required to memorize and reproduce
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kanji, invoking the need for new strategies
to aid in visual memory and kinetic recall of
the characters in their written forms. There
has been a significant amount of debate
among JFL educators as to when
orthography should be introduced, but
research in this area has focused primarily
on when to introduce the native system of
writing (Hatasa, 2002), and has not delved
into different ways of having students
interact with text, such as a computer-based
writing approach. Because this particular
aspect of the Japanese pedagogical process
has not been experimentally reviewed, this
study seeks to quantitatively examine the
difference between the hand-written and
typed domains for JFL learners.

This study seeks to determine the
differences between these two types of
writing production by examining the text
produced by a groups of students who will
produce text output by the traditional
method of writing by hand as well as being
allowed to complete certain class
assignments with the aid of a computer. This
group was given supplementary instruction
on how to use a computer to type in
Japanese, and this instruction was put into
place by requiring students to use a
computer to type essay assignments
throughout the semester.

In addition to examining student affect
regarding the task of writing by hand vs.
writing by computer, the written output of
students will also be tested through error
analysis to determine if the cognitive
processes in learning and using kanji are
similar or different from those of native
Japanese speakers (phonological-type errors,
as observed by Horodeck, 1987) and to
determine what types of errors occur in
handwritten vs. typed production, as to
determine what challenges students face in
writing by hand and with a computer.

With regard to the L2 production of text
in romaji and any of the Japanese scripts, it
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is important to consider the sequence of
processing that takes place in between
thought and production. Consider the
following flow of processing in an L2
learner of Japanese writing in the hiragana
syllabary by hand: The student has the word
in mind, parses the words into its respective
mora, and then recalls the visual form and
kinetic association necessary to write the
syllable in the foreign script. If there is kanji
involved, the student must recall the correct
kanji and its corresponding compounds,
recall the visual and kinetic association to
the character, and then be able to write the
character with the correct stroke order. In
the case of writing in romaji, this process is
much more native for JFL students of
alphabetic backgrounds: the word in mind is
written with the internalized script practices
of the L2 learner. If this is being done by
typing, the writer is presented with a set of
kanji candidates that correspond with the
romaji input and choose from the set of
homophones. The JFL student is able to
bypass the arduous step of having to
memorize how to write these characters in a
script that is very different, kinetically and
visually  complicated, and therefore
unfamiliar to the learner.

One potential benefit of the use of a
word processor is that it takes advantage of
the fact that orthographic complexity does
not necessarily result in difficulty in
processing kanji. In fact, the opposite may
be true to a certain extent in terms of how it
applies to the English writing system, and
some studies have shown that characters that
are more orthographically complex are in
fact more easily remembered than
orthographically simple characters
(Steinberg & Yamada, 1978-1979; Kess &
Miyamoto, 1999). One of the most
important factors in kanji recognition is the
frequency in which the kanji appears in
everyday reading and therefore contributes
to visual familiarity. High frequency kanji
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are therefore more easily recognized
because they are more visually familiar to
the reader. Even in the case of kanji that
share similar frequencies, Kawai (1966)
found that more complex characters are in
many cases easier to read and easier to
remember than less complex characters.

Phonological and Semantic Aspects of
Word Processing

Although there is a significant amount of
research which suggests that Japanese (like
all other developed writing systems
[DeFrancis, 1989]) are  essentially
phonologically-accessed writing systems,
their systems of typing are of interest to
reading researchers because although the
input method heavily relies on the phonetic
encoding of the words to be typed (in
romaji, which is a traditionally less-familiar
orthography for Japanese writers), the
character selection process then calls the
semantic value of these characters into play
once again when the writer chooses the
correct character or combination of
characters from among its homophones.
This heightened importance on the
differentiation =~ of common  phonetic
characters could be seen as placing a newer,
stronger (or at least different) emphasis on
the semantic value of the characters (an
emphasis on the comparative semantics of
all of the related characters instead of just a
kinetic reaction to the word unit as a whole),
because the writer is required to know what
the correct compound is as well as what it
phonetically could be but is not.

It could be argued, however, that for
non-native learners of Japanese electronic
text input could have negative benefits in
terms of the depth of kanji knowledge.
According to the Orthographic Depth
Hypothesis, the L1 orthography affects L2
word recognition processes. While Japanese
is considered to be a deep orthography,

speakers of languages with roman alphabets
would be considered to come from L1s with
more shallow orthography (Koda 1998.
1990). It would follow that native speakers
of languages with Romanized alphabets
would approach the Japanese writing system
with certain biases acquired from their LI
writing system. It could also be argued that
the depth of Japanese orthography is in fact
greatly lessened by its transfer to electronic
text input, as it is essentially reduced to a
phonetic coding with an added measure of
semantic confirmation. The difference in
orthographic depth between the written and
typed domains in Japanese writing have yet
to be formally explored, and it is the
intention of this study to present findings
which can be applied to the Orthographic
Depth Hypothesis and how it applies to
typed Japanese.

Implications of Computer-Mediated Text
Input on Kanji Use, Cognition

The development of the word processor
leads to interesting new views of text in
Japanese, because it both emphasizes the
role of romaji as a tool for input in many
electronic devices, but it also cements the
wider use of kanji because of its easier
access (Gottlieb, 1995). The nature of the
word processing task shifts the writing task
from production (which has been proven to
be mostly kinetic in the case of writing by
hand [Watanabe, 1991]) to one of
recognition. Despite the documented
difficulty that Japanese readers have in
detecting phonologically acceptable errors in
kanji form (Horodeck, 1987; Matsunaga,
1994), Ishii (2000) states that if the kanji is
phonetically entered without errors, that NS
writers are very likely to correctly access
any kanji they can recognize, and are able to
do so at a much greater rate than they would
be able to if they were producing the
characters by hand. This facilitated access to



the kanji corpus has been cited as creating a
change in the number of kanji being used as
well, because the ability to recall the kanji
from memory is no longer a requirement for
its use (Tanaka, cited in Gottlieb, 2000;
Taylor and Taylor, 1995). In terms of
production, the focus has shifted from an
emphasis on the visual (or as some would
argue, kinetic) makeup of the character to
the ability to recognize and utilize the
correct kanji in context (Takase, 2001).
Although the production of kanji is the
primary focus of this study, it is worth
noting that this is not the only part of the
Japanese language that is subject to
constraint-based input on a computer. The
production of okurigana is also subject to
the effects of a constraint-based system
similar to the ways that kanji is, facilitating
through typing what is an arbitrary and
ambiguous task by hand.

Implications for JFL Pedagogy

The prevalence of computer-mediated
text input in Japanese is certainly not likely
to lessen in the future, emphasizing the
importance of drawing meaning from the
changes that this shift in the notion of
literacy brings about. For JFL learning, the
shift in the skills associated with computer-
mediated text input would indicate potential
for benefit for JFL learners from alphabet-
based languages in the following ways:

e The ability to use a keyboard they
are already familiar with.

e The ability to enter the text through a
regular phonetic system.

e The ability to produce text without
having to memorize the orthography
of the characters they are intending
to write.

e The ability to have greater exposure
to the written system as a whole.
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e The ability for more incidental
vocabulary and kanji learning to take
place as the result of increased
exposure to authentic text.

e The ability to have increased
exposure to the semantics of kanji
through the selection process.

e The ability to spend more time on
other areas of language development
without spending too much time on
writing practice.

e The ability to have a greater sense of
the writing system as a whole before
embarking on the writing task.

As this review of literature has shown, the
complexity of the Japanese writing system is
manifest in a variety of seemingly
paradoxical phenomena, such as the higher
recognizability of graphically complex
characters, the reliance on kinetic memory
over visual memory in producing characters
by hand, the relative ignorance of the
semantic meaning of kanji during fluent
reading, and the reliance on phonological
access when the characters themselves have
relatively little graphical-to-phonological
correspondence. The seemingly "deep"
orthography of kanji has been shown to be
treated like a shallow orthography in fluent
reading, and the Japanese system of
computer-mediated text input requires
decoding of the phonological manifestation
of a lexical item into a script in which a
single  keystroke represents a  sub-
morphemic component. In addition to these
phenomena, the asymmetry in reading and
writing ability (at least in the hand-written
domain) would indicate that the Japanese
system of computer-mediated text input
could help to level this asymmetry through
its increased emphasis on the reading of
characters while writing, and that this
system may in fact actually increase
awareness of the semantic nature of the
characters through the selection of the
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correct homophone during the kanji
selection  process. Based on the
aforementioned evidence, it would be useful
to investigate the effects of these potential
benefits on JFL learners, as this research
could be of benefit to the field of literacy in
Japanese as well as the field of JFL
pedagogy. It is the intent of the next section
to show how these effects could be
effectively assessed and implemented in the
classroom.

Rationale

Computer-mediated text input has
become the predominant form of text
production in Japanese (Gottlieb, 2000:26),
and the fast-paced emergence and evolution
of this system have not afforded very many
careful examinations of how this change has
affected notions of literacy in the Japanese
language, let alone to look at how this
change in literacy might affect non-native
speakers (NNS) of Japanese who might
employ this system of text. The shift in
technological literacy to the skills associated
with computer-mediated text input hint at
potential for benefit for JFL learners from
alphabet-based languages in the ways
described previously.

Although there have been studies that
have looked at the cognitive processing of
kanji as it is read by native speakers of
Japanese (Horodeck, 1987; Matsunaga,
1994; Law and Caramazza, 1995; Hatta and
Kawakami, 1996; Mori, 1998), there are not
very many studies that have either looked at
how this cognition affects the reading NNS
of Japanese, or have looked at how this
affects the writing of either NS or NNS
speakers of Japanese. Horodeck's (1987)
study remains one of the few to examine the
phenomenon of writing errors and accuracy,
but his study utilized native speakers of
Japanese and focused specifically on using
hand-written writing errors to determine that

the reading of kanji is an essentially
phonological construct in the minds of
Japanese readers. Because of this, his
methodology is primarily focused on the
categorization of errors based on his
research question, although for the purposes
of this inquiry, this classification can also be
used to compare the errors in kanji output in
the handwritten vs. typed domains in
Japanese.

Emergent Themes in the Literature

In looking at how computer-mediated
text input might affect the processing and
cognition of the kanji writing system, there
are several themes which emerged as being
particularly pertinent to the study of the
computer-mediated text input phenomenon
and that provide clues as to how this
phenomenon can be scientifically analyzed.

The first and most commonly cited
theme in the literature on kanji processing is
that kanji 1is primarily phonologically
accessed by native speakers in fluent reading
(Tzeng, Lin, Hung, & Lee, 1995; Horodeck,
1987; Matsunanga, 1994). This finding
provides a valuable connection to computer-
mediated text production in Japanese
because  this method  relies on
phonologically coding the words to be
written into romaji which are then converted
into kanji through the computer's corpus of
kanji that match a given phonological
"spelling." The phonological bias in reading
may be seen as a contributor as to why the
Japanese computer-mediated text input
system is also set up to require phonological
input, although it could be said that
phonological input simply happens to
represent the most concise and accessible
method currently available for getting text
from the mind of the writer through to its
appearance on the page (Gottlieb, 2000).
Regardless of the impetus for this
development, the first step in kanji



production on a computer is to decode the
intended phonology into its romaji
equivalent.

The second theme in the literature on
kanji processing and cognition that is
pertinent to this research is found in the data
stating that native writers are less prone to
make phonological errors (e.g., errors that
are phonologically acceptable but otherwise
incorrect) than semantic or purely
orthographic errors in writing (Tzeng, Lin,
Hung, & Lee, 1995; Horodeck, 1987;
Matsunanga, 1994). This finding, in addition
to being an important clue as to how we
know that kanji is primarily phonologically
accessed by native speakers in fluent
reading, also provides a very important
connection to the computer-based text input
system because this system could be seen as
enhancing the probability of the occurrence
of these errors by requiring the user to
choose between a set of phonologically
similar kanji with different meanings, in a
sense creating a "trap" for "lazy" NNS and
NS writers who might rely on the kanji
conversion process to make up for their lack
of knowledge as to what the right kanji
should look like for a given phonology.

The third theme in the literature dealing
with the implications of a new literacy that
interacts frequently with computer-mediated
text input is that the constraint-based corpus-
access processes of computer-mediated text
input in Japanese facilitates the correct
production of the intended text, in that it
allows users to produce kanji that they might
not be able to otherwise write by hand (Ishii,
2000, Gottlieb, 2000). The implications of
this range from pro to con, since on the one
hand, computer-mediated text input could be
seen as an empowering tool for JFL learners,
but on the other hand, the reliance on
computers could be seen as contributing to
attrition in the hand-written skills of NS
Japanese. Regardless of the stance on this
issue, what is missing from the literature is
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quantitative data on how much of a
difference there is between written and
typed ability, so it is the goal of this research
to find out what the differences in hand-
written vs. typed text production are both in
terms of accuracy and the variety of kanji
that are used.

The fourth theme in the literature is that
the cognitive processes of native writers are
very different than those of NNS (Naucler,
1983:596), and the same applies to
beginning readers and skilled adults (Tzeng,
1980). Because of this, it is important to
determine if there are actual parallels that
can be drawn between beginning readers and
skilled adults and NNS and NS in terms of
their approaches to writing, or more simply,
do people learning Japanese as a foreign
language approach the task of learning kanji
in the same way that Japanese children do?
Studies such as (Mori, 1998) have attempted
to determine if strategies and biases in the
L1 are transferred to L2 reading in Japanese,
and although this study argues that speakers
of English speakers look for phonetic
representation in the Japanese writing
system, it ultimately only stands to show
that visual familiarity with the forms of
kanji helps in kanji identification. Research
on child learning of Japanese kanji has
shown that there is a bias towards the
centrality of meaningfulness 1in text
(Steinberg & Yamada, 1978-1979) which
suggests that children look for meaning first
in text before pronunciation, and similar
research by Rozin, Poritsky, and Sotsky
(1971) showed that English speaking
children with reading disabilities also
benefited from learning Chinese characters
as logographs, also indicating a bias towards
the centrality of meaningfulness in text at
early reading. These findings for -early
reading are of course different from the
findings in adult reading, as studies have
shown that phonological representation is
the primary means of access in the fluent
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reading of a variety of languages (Tzeng,
Lin, Hung, & Lee, 1995; Horodeck, 1987,
Matsunanga, 1994). There is, however, no
definitive study which describes the
cognition of kanji in L2 early reading,
therefore the body of research in this field
would benefit from a scientific examination
of this phenomenon.

Based on the themes cited previously,
there are certain questions that emerge when
comparing the research that has been done
on reading and writing in Japanese and
comparing those findings to the possible
implications of the use of computer-
mediated text input. In using computer-
mediated text input, there are a variety of
differences between this method of text
production and the traditional method of
writing by hand. Based on the previously
mentioned theoretical premises, this study
will attempt to determine how the
differences between hand-written and typed
production manifest themselves, and how
these differences affect JFL learners at the
early stages of language learning. In looking
at these differences, one might benefit from
a general working model of how these
processes differ in the written and typed
domains.

It 1s perhaps useful to look at the processes
of the kanji production act in the written
domain to roughly look like this:

e Word/Concept Formation (deciding
what needs to be written)

e Kanji Lexicon (deciding how that
should be written in kanji)

e Motor Act (producing the kanji from
kinetic memory as a chunk)

In typing, the order might look something
more like this:

e  Word/Concept formation (deciding
what needs to be written)

e Phoneticization  (decoding  the
intended words into romaji)

e Motor act (producing the kana via
romaji [as components] on the
keyboard)

e Kanji lexicon (choosing the right
kanji from its homophones)

The major differences between these two
models are that after the word/concept
formation, phonetic decoding takes places in
the typed domain, followed by the motor act
of typing, after which the kanji lexicon is
accessed. This difference would naturally
lead to changes in the way that the writing is
processed and produced.

Based on the aforementioned conditions
that effect the processing of kanji during the
reading and writing process, in order to find
out more about how the processing of hand-
written text production differs from the
processing involved in typed text
production, these two conditions need to be
manipulated in order to reveal if
performance and student affect differ in
these two domains.

Hypotheses

1. NNS of Japanese will be able to
accurately produce above their
handwritten ability by means of
computer-mediated text input

2. Phonological bias for NNS will be
found in computer-mediated text
input as it has been found in the
hand-written domain (errors will be
predominantly  of  the  right-
sound/wrong-form/wrong-meaning
type)

3. As the semantic nature of kanji is
called into question in the kanji
selection process during computer-
mediated text input, computer users
will tend to use meaning-based
strategies for dealing with unfamiliar
characters when using the word



processor, resulting in  fewer
semantic errors (errors of the right-
sound/wrong-form/wrong-meaning
type) NNS

4. The use of the English keyboard
romaji ~ will  provide affective
advantages for English-speaking JFL
students

Research questions

1. What are the differences in the types
of errors that JFL writers make based
on their hand-written and typed
output?

a. Are these errors primarily
phonological, semantic, or
orthographic?

2. Do JFL learners find more time to
focus on other aspects of language
learning when the task of writing is
facilitated through computer-
mediated text production?

3. How much time is spent typing vs.
writing by hand for a given section
of text?

4. Do JFL writers use more kanji when
they access it through computer-
mediated text input?

5. Do NNS of Japanese process kanji
with a disposition towards phonetic
association (similar to NS) when
writing?

a. Does this disposition change
based on the typed or hand-
written domain?

6. Do JFL learners show more accuracy
with typed input over hand-written
input?

For research question 1, this question will be
assessed through testing JFL learners on
hand-written and typed writing tasks, and
the results of these tasks will be analyzed
based on the error analysis criteria
established by Horodeck (1987) and further
refined by Hatta, Kawamura, and Tamaoka
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(1998). These rates of accuracy will be
assessed generally (i.e., in terms of overall
accuracy in percentage), and Question 1.1
will be addressed based on the classification
criteria outlined in Horodeck (1987) and
Hatta, Kawamura, and Tamaoka (1998).

Question 4 will be answered based on a
comparison of their hand-written samples
and their typed samples to determine if kanji
is more frequently used (if there is a higher
degree of kanji density [% ratio of kana to
kanji]), and if a wider variety of more
"difficult" kanji (kanji of a higher grade
level, kanji that is rated as being less-
frequently used, as based on the statistical
tendency for kanji to be used in that
situation to express that word, etc.) is being
used as a result of the facilitating effects of
computer-mediated text input.

Question 5 would then be determined
based on the overall accuracy based on the
analysis criteria outlined by Horodeck
(1987) and further refined by Hatta,
Kawamura, and Tamaoka (1998), which
would be compared based on the typed and
hand-written domains.

METHODOLOGY

Essay Collection

The above hypotheses and research
questions are examined through several
steps.

The first step is the collection of typed essay
assignments in Japanese on a given topic
(for example, writing about a time when you
were made to do something by your parents
as a child) and then comparing the
production of these texts with their
corresponding production on the essay
section of a chapter test in which the same
writing topic is assigned to the students. The
amount of kanji used, accuracy, and kanji
grade level are analyzed to catch emergent
trends in the handwritten and typed
domains.
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Dictation Task

The task will ask participants to listen to
sentences containing vocabulary that has
been covered previously in their study of the
language. They will then be asked to write
these sentences in Japanese, first by hand,
then using a computer, using kanji where
appropriate. Certain sentences that will
come up later in the task will introduce
vocabulary that the participant would most
likely not be familiar with, to determine if
the participants would "put faith" in their
own handwriting ability or computer-based
text input to write words and phrases in
kanji even if they are not familiar with these
words, or to see if using a computer-based
writing system allows the participants to
"accidentally" produce the correct characters
without actually knowing their meanings.
By having the students transcribe words that
they might not know how to write, the task
could also explore the students' ability to use
semantic clues to make inferences about
what the right kanji combination might be in
a given situation. These transcriptions would
present novel words that participants are
likely not to know that are made up of kanji
that they should know, with sentences that
hint at what the kanji should be
(nevertheless, these kanji should be
phonologically ambiguous on a word
processor).

Assessment of the accuracy and usage of
kanji (handwritten/free & dictated) will take
place based on general graphical
correctness, with additional assessment of
native speakers as to whether kanji should
be used in that situation as opposed to kana
(for example, take the phrase £ 9 # 5 = &\
%7 - a phrase most commonly written only
in hiragana, although a computer would give
the writer the option of writing it in its
archaic, stilted kanji form - this would be
considered pragmatically incorrect by most
native readers of Japanese, resulting in an
overuse error in the analysis).

Think-aloud and Review

Participants are asked to use a think-aloud
protocol during their completion of the
dictation task, and are then asked compare
their performance between the handwritten
and typed tasks and to freely comment on
them. Discrepancies in the two domains will
be pointed out to the participant for
comment.

Interview

Participants are interviewed on their feelings
about kanji study based on their reactions to
the dictation task.

Questionnaire

Participants are given a 60-question
questionaire  regarding their attitudes,
strategies, and approaches towards kanji
study. This questionaire is administered via
computer using the school's online course
management system.

Sample

32 students of second-year Japanese from a
large midwestern university participated in
every part of this study. Participants were all
native speakers of English who were
currently enrolled in their fourth semester of
college Japanese. The age of participants
ranged from 19 to 29, and included 14
females and 18 males.

RESULTS (DICTATION TASK)

In the written dictation task, the participants
on average correctly wrote 38% of the 52
kanji presented in the dictation exercise
(standard deviation = 10.1). Participants on
average skipped 51% of the 52 kanji
presented in the written exercise (10.13),
and incorrectly wrote 3% of the kanji
presented with the wrong characters (1.8),
and showed critical orthographical errors for
8% of the 52 kanji presented (4.6).



Examples of accuracy rates for kanji written
by hand:

— Ifhsg) : 33%

- Rl 20%

- IXEfE] - 40%

- [RATHE) © 1 0%

- %] :36%

- THA] : 96%

- TR¥BE) © 25%

In the typed task, participants on average
correctly wrote 70% of the 68 Kkanji
presented in the dictation exercise (standard
deviation = 8.3). Participants on average
skipped 23% of the 68 kanji presented in the
written exercise (7.12), and incorrectly
wrote 6% of the kanji presented (1.8).
Examples of accuracy rates for kanji written
with the computer:

— Ifhsg) 9 0%

-z - 85%

- TXEEE)  85%

— [RATHE] 7T 5%

- %] :80%

- THA] 1 96%

- TRH¥BE) 0 70%

These results indicate that students were
able to more accurately produce kanji on the
computer, and were far less likely to skip
characters than they were when writing by
hand. These results also indicate that
students are 50% more likely to write the
wrong characters when they are writing on a
computer. The errors were more likely to be
phonological errors when the participants
used a computer than when they wrote by
hand (either errors in which the participant
incorrectly interpreted the vowel length of
word, or where the user correctly interpreted
the vowel length but incorrectly chose the
corresponding kanji).

Analysis of Typed Errors

The majority (98%) of the errors were
phonological, and within those errors, the
majority (40%) of those errors were errors in
which the wrong kanji was selected as the
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result of a homophone error. 27% of the
incorrect kanji chosen were the result of
perceiving an actually long vowel to be a
short vowel, and 8% of the incorrect kanji
were chosen as the result of perceiving an
actually short vowel to be a long vowel.
The remaining 21% of the phonological
errors were more major errors in which the
listener heard the dictated word wrong in
some other way (48 instead of i, etc.) The
last 2% of errors could be classified as
semantic or simply hearing misses, with two
participants writing #&#¥ in the place of Eff
I, after 5 %5 had been used in the previous
phrase.

Examples of typed errors:
SESATmFRETHE £
BIAFMEFSETH O TOET,
RN Z L £,

4 H OFRMTRBRBA Y £,
WOEREDSSH DL D T
REETMZIE 9 LET
SLET VIINALeTEEL-STY
=7

Vowel length error + kanji henkan errors:

HEFHENRST-FENHY £
HBEROHREEZI L LET,
BEMRIELSELET

A HOWEETRBERNH Y F L1,
WMHIAE TR L E 90,
I e N E FT

A HORATRBRNAEY T30,
B XAfE 2TV T ET,
I IATHFECEEET

Kanji henkan errors:

—HEICBASBITE EHAN?
HEBEL EERNEVETH,
BEREZS<ELET
fFilEIRE LET,
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Analysis of Written Errors

Kanji errors in the written domain were
more prone to orthographical errors such as
a missing radical or component, or the
incorrect use of an orthographically similar
kanji. There were also instances of
semantically similar characters were used,
such as %2 in the dictation for s 17 # .
Participants were also more prone to errors
of order in kanji combinations, ( L for 35,
@) &9 for /B, etc.). Homophonic errors
appeared to take place in a few cases (K8
for K5BE., JH for B ), although upon
interview with the participant, it became
clear that the students saw these to be
orthographical errors, and did not make the
association with the kanji’s form and its
phonological value.

Individual cases:
Student A

Written:

ZUILdDS B ~X T ES [ Ly,

=2 SN VAo A 2O X o

T CAISTLE , o 5P ptne KPALT
Far=a T

WU Zo5% (A7 D A gRYESA,
(25 0 T4as ST CRLa RO (1]

o 2 Y BR IF il SiE(+

Yo bygghl g Sdegd B . 3 [ S35,

FARN AU T AP 1B (55030
U3 [ (€ DD T4,

Typed:

TR L CWE LD, SIEREL TWET,
HOMm & B, FENLE LT,

S L&) S ANTHATEMTEN TV ET,

e, WAEEXET,

HHBICE L7223 H D FET 0,
ODZHIEIWZDSTZZENHY T,

mH, ROHEZZH> L LET,

Flw o, HAELSEZLET,
KEFECTHBLEL X 2D,

—HEIC S AT E EHAD,
bOIRLHTINET,

S HOEETHRBRNH Y £ LT,
REABE T ZHE L £ 30,
iR Ly LE<2b 0TI,

Student B
Written:

IR 74Ty (H F A FTD
A Y[ T \ T o ILEIW o
/,\)'gl‘,A.‘V_r.‘r\.’”__,,

Typed:

ANEAEIE LTV E L7, AI3BEs L TunE 9,
& OWE & B 7 RpEE) UE L,

S &) SATHATETEN TV ET,
i, EAEEE ET,
BEIZEKSTZFERH Y 30,
TATHEIC S T=FHRH Y 3D,

i, FAOMEEZRERL £,

i, WiEE LET,
BIZAECRIBR L E L X 9D

— RGBT E A,

A HORETRBRENH Y F L1,
KFBE T ZHFFE L £ 3D,
WOBRIKT 256 0 T,
HONEHITINET,



Student C
Written:

FOUMN O AT ZA L LET,

HFE o 5% 0 h4 2 e BUET
: g = Sy
(2 ECAANFT O 2 TNtz 8 H L 2T {2
AR 1A R ) ek RN s - 1> T3/ P
Xy D Ua R T UWTh AR £,
;f\j—\ o "i"':‘y” v
C U AN rsia © LELNN
4 ,/.{A < V—;L i i =
y A N N S R BT N T L W & /1

N2 WILe T3 24 247Ns

Typed:

ANIFEESE L CWE LRSS L TV ET.
HOME Z BI7-BEhA 8% LE LT,
SLIHIEAEFTV EHIZRNLSTIEE-EEH6WT
WET,

BRI E AN EET,

BICHKSTZZ BB D,
BATZICDIZZ ENH D £,
BATOHREEZZ S L LET,

AT E LET.

PIERE TR LEL £ 9 2.
BEICBORATE ST AN

HORLHI T NET,

S BORETHRBRLEH F Lz,
KEBE T ZITAZ D LETH,

WO LY LELTDH2H0 TT D,

Interpretation of Results

These results indicate that there is a
greater degree of overall accuracy in the
typed domain, but that errors in kanji,
although less frequent, tended to be more
severe than just incorrectly written kanji,
with homophonic errors occurring as the
result of incorrect kanji henkan by the
participant. Rather than the participant
simply reverting to hiragana (as was the case
in the written task), participants tended to
trust the computer to correctly turn their
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input into kanji, sometime to the point of
fault, allowing incorrect kanji henkan even
though they indicated in their interviews
that they were not as confident in the
accuracy of the text produced. Review of
the screen captures also reveals that the
participants used the henkan process to
achieve the correct kanji, especially as a
means of revising vowel length in order to
achieve the desired kanji. Revision of text
input errors for vowel and consonant
length occurred on an average of 1.7 times
per participant.
When typing on the computer, participants
tended to want to write something in kanji,
and in their interviews went on to say that
they felt empowered by the ability to write
on the computer, even though they often did
not hear the dictation correctly or correctly
determine the vowel length in the dictation
phrases. Participants also showed no
hesitation in using kanji in situations where
either kanji or hiragana would be acceptable,
such as the % in RITHICFRS72FRH Y 7
». There was not, however, a significant
number of participants using archaic or
stylized kanji usage in a way that could be
considered overuse (HV AL 5 T & WVWET
was written & ¥ 728 & 92V £3 by only
one participant).
In the written task, participants skipped
(opted to write hiragana) twice as many
characters (50% vs. 23%) when writing by
hand than they did on the computer. In their
errors, participants tended to  write
characters that were missing up to several
strokes, or added up to several strokes to an
otherwise correct kanji. When not making
purely orthographical errors, participants
used graphically similar characters in their
errors (i.e., . ¥, X for the 7 in #5%) as
well as showing clues to semantic
association in kanji (% in the dictation for 7§
17H%, indicating that the semantic association
of Z=¢¥% with M47#% carried over enough to
prompt four participants to use %% in FRITH
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in both the first [2 participants] and second
[2 participants] kanji positions).

PEDAGOGICAL IMPLICATIONS

As shown in this examination, the
written and typed domains employ different
cognitive skills, and produce different
results in terms of their accuracy as well as
the types of errors that occur. Despite the
severity of the errors produced by JFL
learners in the typed domain, there are
overall fewer errors, and the readability of
this production is considerably higher,
something that could be of benefit for both
the writer as well as the reader. Also, as seen
in the screen captures, students can come to
a better knowledge of the vowel length,
double consonants, etc. through governing
and checking their own written accuracy
with the computer’s constraint-based text
input system. The amount of time spent
studying kanji can be increased through the
accelerated exposure to correct characters.
Additionally, with less fear of the task of
writing in Japanese, successful typed
production could more naturally transition to
successful writing through the
internalization of characters. Students can
become accustomed to writing with kanji
while increasing their retention of the shape
of the characters through increased exposure
to the Japanese writing system as a whole.
While a complete transition to a computer-
only system of writing would not be
recommended, the reality of today’s world
affords fewer opportunities to for writing by
hand, and to ignore the importance of
computer typing skills would be a great
disservice to students striving for real-world
competence in Japanese. The successful
combination and symbiotic benefit of both
written and typed skills should be the goal of
all Japanese educators at this time, and
emphasis should be placed on the fact that
any interaction with Japanese text can be of

benefit to JFL learners, and skills in both the
written and typed domains can see a great
deal of transfer, as we have seen in this
study that skilled students of kanji are more
likely to excel in both domains.
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Abstract

One of the many aspects of the burgeoning
world of cloud computing, Web 2.0 (e.g.
Google Maps), provides an engaging
classroom tool that allows student
production to be easily exhibited publicly in
what Shulman (1997) dubbed the ‘capstone
experience’ of a learning endeavor. Through
the use of Web 2.0 innovations that facilitate
place-based communication and social
networking, preliminary work suggests it
may be possible to encourage language
learners in two different countries to interact
more, learn more, and engage further in
cultural exchange on their own initiative.
This paper explores a language exchange
activity, using Web 2.0 technology, between
university EFL (English as a foreign
language) students in Japan and JFL
(Japanese as a foreign language) students in
America. The authors developed a novel
approach to encourage informal language
learning through the use of Web 2.0
innovations that facilitate place-based
communication and social networking. The
approach applies a traditional typing-and-
composition lecture to an activity where
students interactively and collaboratively
map and describe the locations of favorite
campus sites using Google Maps. The
students then have the option of linking their
mapped locations and text to a course-based
personal blog, allowing interaction with
counterparts overseas. Combined, these Web
2.0 media help the instructor encourage
students to create a learning community with
the opportunity for language exchange with
native speakers. The details of developing
collaborative class maps will be explained,

James A. Elwood
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elwood.jim@gmail.com

Barron J. Orr
University of Arizona
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along with challenges encountered in
implementing the program.

Keywords: Technology, Google Maps,
language exchange

1. Introduction

The fundamental, homologous
relationship between language and culture
first proposed by such pioneers of modern
anthropology as Franz Boas, A.L. Kroeber,
and Edward Sapir influences the way we
think about the world (Duranti, 1997). A
core aspect of increasing understanding
across languages and peoples is based on
cultural  engagement, which  requires
linguistic participation. While the need for
foreign language learning is no longer
contested in our increasingly globalized
world, considerable challenges remain. Even
as the total number of undergraduates
studying foreign languages is on the rise, the
proportion of the total students enrolled
declined from 16.5% in 1965 to 8.6% in
2006 (Furman, Goldberg, & Lusin, 2007).
Moreover, the global financial situation has
put additional pressure on instructors
through increased class sizes and/or
decreased in-class contact hours, requiring
expeditious use of all aspects of language
acquisition  and  culture  exchange,
particularly those outside the classroom.
This requires capitalizing on advances in
emerging theories of language acquisition
and new thinking on understanding and
optimizing the informal learning that occurs
outside the classroom, where as much as
75% of learning takes place (Conner, 2010).

The potential channels of
communication have also changed in ways
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that facilitate and even promote the crossing
of cultural and linguistic divides. The
evolution of online functions from the
linear, one-way presentation of static web
pages (Web 1.0) to dynamic information
sharing and collaboration (Web 2.0), at any
time or place, can normalize language and
cultural exchanges among peers. Our
capacity to influence language learners
beyond the classroom has increased as Web
2.0 technologies not only encourage
interaction, but also facilitate user-generated
content and collaboration. These innovations
can potentially be used as learning tools to
stimulate students’ development of language
skills and intercultural competence (Byram,
1997). Despite the growing call to exploit
these technologies to support pedagogy,
there are few examples thus far of their
effective  implementation in  foreign
language programs (Simon, 2008).

Our research approach is based on the
convergence of intuitive yet revolutionary
developments in our understanding of the
language-culture nexus and educational
theory, which can be briefly described in
terms of three key elements. The first is the
core concept that language communicates
through  culture even as  culture
communicates through language
(Silverstein,  2004). Second is the
fundamental educational theory shift from
breadth and memorization to depth and
understanding, which acknowledges that
meaning stems from the learner rather than
from educational content, referred to as the
human constructivist model of teaching and
learning (Mintzes, Wandersee, & Novak,
1998). Third is the focus on targeting the
self-directed learning that goes on outside
the classroom, guided by personal interest
and need (Gibbons, 2004) and free-choice
education (Falk & Dierking, 2002). This
approach is also technologically innovative,
encouraging engagement, motivation, and
activism through interactive, collaborative
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and place-based virtual
environments.

Our research builds on assessments of
the impact of Web 1.0 innovations such as
e-mail (Barson, Frommer & Schwartz,
1993), efforts to encourage web-based
language-learning networks (Griffin, 2006),
and assessment of language learning in
virtual environments like “Second Life”
(Hislope, 2008). The specific idea we tested
originates from previous research on the
Online Language Environments (OLE) web-
based instructional tool with the aim of
developing students’ speaking proficiency in
elementary Japanese (Fujii, 2009). We
found that online OLE tasks allowed
students to have their pronunciation and
fluency checked while creatively using the
target language. Those encouraging results
suggested the possibility of reorienting
traditional in-class activities in ways that
encourage further use of the target language
outside the classroom.

Noting the exceptional growth in
students’ use of Web 2.0 innovations such as
blogs, instant messaging, and social
networking, we began to explore ways to
incorporate these technologies in language
instruction. We developed a novel approach
to encourage informal language learning
using Web 2.0 innovations that facilitate
place-based communication and social
networking. Based on our preliminary work,
we believe it may be possible to encourage
language learners in two different countries
to learn and interact in a virtual, but
culturally-relevant context on their own
initiative. Blogs and social-network tools
provide the potential for multiple exchanges
with multiple correspondents, a significant
advancement beyond the traditional one-to-
one pen-pal approach. Moreover, recent
developments of the Google Maps online
application permit even novice users to
create maps individually or in collaboration
with others, irrespective of location. The

learning
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maps include high-resolution satellite
imagery, further enhancing the context
within which communication takes place.
Zooming in far enough initiates Google’s
StreetView tool, which brings users to
ground level via high-resolution, 360°
imagery from many streets across the globe.
We hypothesize that language learning and
cultural exchange will be enhanced and
sustained among learners in two cultures
once given the capacity to a) visualize their
counterparts’ world through
physical/cultural  landscapes, and b)
communicate in near real-time in the target
language.

In this paper, we introduce our Google
Maps informal language learning activity
and present data on student perceptions of
the activity. We also address challenges we
encountered and offer an outline for future
research on this particular cloud application.

2. Google Maps activity

Our initial research focused on
enhancing the traditional typing-and-
composition assignment given to students
from the first-year Japanese course at the
University of Arizona (UA), by asking
students to create a map of favorite campus
sites. The purpose of this assignment was to
practice typing in Japanese and use learned
structures to describe places students wished
to introduce to counterpart native speakers
of the target language. We created the
opportunity for exchange with other students
by making it possible for them to place their
work on a collaborative map, using
Japanese, and share it with Japanese EFL
students at Tsukuba Gakuin University.
Freshmen students from Tsukuba Gakuin
University similarly plotted a map, using
English, of interesting places around their
campus to share with UA students. Thus,
this activity allowed American students,
using the University of Arizona as an
example, to acquaint students from Japan

with what U.S. universities in general are
like and for students from Japan to
reciprocate. Furthermore, we bolstered the
“in  class” aspect by facilitating
communication and exchange among these
students beyond the classroom by providing
an interactive capacity to comment on their
respective maps using blogs linked to the
mapped campus locations.

To conduct the Google Maps activity in
class, the course instructor created a
collaborative base map by using the “My
Maps” function on Google Maps, and then
sent invitations to the students with the
request that each identify interesting campus
locations to map before class. To guide this
effort, as well as the in-class activity, the
authors created a handout detailing the seven
steps necessary for the students to make
their maps. In the handout, Steps 1 and 2
explain the intricacies of creating a Google
account and joining the class collaborative
map. Having successfully done so, Steps 3-5
address how to access and use the map.
Finally, Steps 6 and 7 explain details of
editing and enhancing the map. The steps
are the following:

Step 1. Setting Up a “My Maps” Google
Account: Students receive an email message
auto-generated by Google Maps to their
school email account with the subject “I've
shared a map with you (title of the class
maps such as 7 U VS K%Exx 2~ v 7
[Arizona University campus map]).” For this
assignment, we ask students to create an
individual account associated with their
school email address for easier management.
When students click a link provided in the
email, they arrive at a page where they can
create a Google account and have an
“Account Creation Confirmation” sent to
their email address with the subject “Google
Email Verification.” They need to click the
link provided in that email message to verify
their account.



Step 2. Accepting the Invitation to
Collaborate: Students need to return to “I’ve
shared a map with you” email message and
accept the invitation to collaborate by
clicking the link at the top of the message.

Step 3. Opening the Collaborative Map:
Completing steps 1 and 2 will lead students
to open our shared map, but if for some
reason it does not open, we ask students to
go to the main Google Maps website and to
login by clicking the “Sign In” button on the
top right on the Google Maps website.

Step 4. Open “My Maps”: Clicking the
“My Maps” icon, located toward the top left,
causes the “My Maps” page to appear.

Step 5. Navigating: Using the zooming
and panning tools on the map students can
navigate to a place of interest. In addition,
typing a name of the place in the “Search
Maps” bar will zoom in and give a selection
of publically available maps. However, if
the “Search Maps” button is used, “My
Maps” needs to be selected again to resume
work on the collaborative map.

Step 6. Editing: To create map content
manually students can select the “Edit”
button to enable the basic editing tools on
the zoomed-in map. To make maps
describing a building or place students need
to click on the placemark mapping feature in
the top left-hand corner and click to drop the
placemark on top of the building and, after
dropping the placemark in its correct
location, click it to open an information
bubble where they can place the short
composition they have written about the
interesting campus location they have
selected to map. We asked students to type
their last name in the text box so that they
can find their information bubble again from
the generated Table of Contents (TOC) on
the left-hand side of the screen; since more
than one person may describe the same
building there is a possibility that they open
another student’s information bubble if they
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only look for a building name or the
placemark.

Step 7. Enhancing the map: Changing
from “Plain Text” to “Rich Text” allows the
students to add and format attributes, for
example adding web links and pictures.

Google maps Search Maps

FUYFKEF v VKAV Y T(IPNIOI,
Fallog)

% SRS By B

S e e AT
Figure 1. The UA campus map created by UA students
of Japanese at http://maps.google.com

In the exercise conducted at UA, the
students wrote descriptions of campus
buildings in Japanese (their target language)
using learned  structures, obtained
photographs and weblinks associated with
the location they selected, and then added
these to the collaborative, interactive map
(Figure 1). The students then linked their
mapped locations and descriptions to a
course-based personal blog (also in
Japanese), providing the opportunity for
theoretically unlimited virtual, context-based
interaction with counterparts overseas.
Similarly, students in Japan created a map in
English to share with UA students, and UA
students would reciprocate in English via
blogs (Figure 2). The initial blog exchanges
start with the mapped location and its
description and proceed in any direction the
language learner chooses, thus creating an
opportunity for informal learning and
cultural exchange.
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Figure 2. -TGU campus
Gakuin students of English at http://maps.google.com
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3. Feedback from the participants
Participating students were asked to provide
their insights on the experience through a
brief questionnaire at the end of the
semester. The questionnaire focuses on the
degree of effectiveness, accessibility and
enjoyment of the Google Maps activity.
Four of the questions were formed with a
range of response options using a Likert-
scale with 5-point semantic-differentiation
scale anchored by “strongly disagree” (1)
and “strongly agree” (5) with a neutral
midpoint of 3. In addition, qualitative data
were collected with four open-ended
questions about making the class map.

The questionnaire vyielded positive
results that all items, effectiveness,
accessibility, and the enjoyment of this
activity (Table 1).

In addition to knowing the degree of
satisfaction of the participants, we were
interested in knowing if this varied between
participants from the two universities and
their two different cultures and languages.
For the results shown in Table 1, t-tests were
used to check for statistically significant
differences between Arizona and Tsukuba
university students; the significance results
were corrected using an FRD correction
(Benjamini & Hochberg, 1995). Whereas
some differences existed between the two
contexts, with the relatively small sizes
those were not statistically significant
(although the result for ‘enjoyable’ was, as
indicated, close to significance).
Nonetheless, some trends are discernible.

map created by Tsukuba

First, for all four items the respondents
indicated support (i.e., the mean was above
the midpoint). Second, students felt that
mapmaking helped increase their motivation
and benefitted their L2 studies. Finally, both
groups indicated the hope that mapmaking
would be used again, with the support in the
Tsukuba group somewhat stronger.

Table 1. Perceived usefulness of the Google maps activity
for facilitating language learning

Arizona Tsukuba
Enjoyable 3.59 4.05+
Helped learning L2 3.32 3.32
Increased
motivation 3.21 3.5
Want to use again 3.32 3.77

Note. 5-point Likert scale. { indicates statistically significant
result (p < .05) prior to FRD correction.

We also received comments from the
participants. The feedback has been very
positive, suggesting this approach not only
helps with the immediate learning goals, but
also motivates students to reach beyond the
requirements of the course. Comments
focused on how exciting it was to learn
something typically fundamental in such a
novel way, and how exciting it was to
immerse themselves virtually in the country
of their target language. Among the
comments were the following:

“It’s very simple, but it gets me thinking

in Japanese.”

“It made me more comfortable with my

Japanese.”

“Great way to actually see Japan and

show others.”

“Good typing practice, gives us a
chance to make connection oversees
and practice. ”

There were also some comments about
technical difficulties such as:
“A little confusing figuring out the
technology.”
“Google was rather inconvenient.”



4. Challenges and Suggestions for
improvements

There are intrinsic challenges when using
technology, as some of the above comments
suggest. Some technical difficulties did
occur such as glitches in the university
course management system (D2L), which
inhibited student access to web mail when
we sent out invitations. In addition, the
invitation email content was not the same
for those who already had a Google account.
For the first-year Japanese course we created
one map and all students’ maps were plotted
on the same shared map. This caused
overlapping problems since students’
learned vocabulary was limited to the same
buildings (e.g., the library and students
union). Creating section maps (23 students
per map) rather than one large map for over
100 students would reduce the potential for
duplication.

Some  students  were  proficient
technology users and greatly enjoyed this
activity. On the other hand, some students’
lack of familiarity with technology rendered
these tasks difficult to finish in class.
Students in Japan had some difficulty
completing computer-based activities, since
in Japan cell phones rather than personal
computers are primarily used to gather
information from the Internet. Even though
the students in Arizona were familiar with
accessing the web using computers, typing
in Japanese presented a challenge for the
first-year students. Moreover, some first-
year students felt more than a single class
period was needed to complete this activity.

The different academic calendars (U.S.
and Japan) and schedules presented
challenges as well. The Japanese academic
year starts from April and ends in February,
S0 spring semester in the U.S. would not be
optimal, because it overlaps with the
Japanese equivalent of summer recess.
Planning for this activity must happen well
in advance of the new academic year in the
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U.S., since the fall semester is the most
advantageous time to start, when
considering both academic calendars.
Through  this  proposed  research
intervention, in the future we hope to assess
the impact of this approach on enhancing
language learning and cultural competency.
Assessment will include quantitative and
qualitative research instruments at three
points in time: pre (baseline), post (after the
intervention) and a follow-up assessment
(three months later). We expect to see
differences with the control group over time
in learning, language-use patterns, and
cultural competence. At the follow-up
evaluations we will examine student blog
visit numbers again to see whether they
maintained communication with their
counterparts after the semester ends, and
revisit longitudinal measures. The treatment
versus control will help us understand the
impact of our approach while the
longitudinal assessment will help determine
if these impacts are sustained or even grow.

5. Conclusion

In this report, we presented results of a
Google Maps activity involving university
EFL students in Japan and JFL students in
America. As a novel approach to encourage
informal language learning through the use
of Web 2.0 innovations that facilitate place-
based communication and social networking,
we are exploring ways to promote context-
based language use beyond the classroom.
As noted, data showed that participants
perceived the activity as helpful and
motivating. Given these results, we posit
that future implementation of and research
about such ‘cloud applications’ will
encourage language learners in various
countries to interact and learn more while
effectively joining an international learning
community. In doing so, we believe they
will be more fully able to partake in the
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‘capstone experience’ of this engaging
activity.
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Abstract:

SMU Japanese program has integrated
iTunes U as an important part of the
program. iTunes U is a university sponsored
iTunes Store used as podcasting distribution
center for both public and authorized users.
The program used it in traditional ways to
deliver recording of daily class and
distribute  documents. Students  can
subscribe class iTunes U tracks in order to
automatically download files. iTunes U has
been also used part of class activities to
practice speaking directly. Students will
complete the assignment either in class at
the Foreign Language Lab or for homework.
Audio files become available immediately
and students will listen to each other to
evaluate. This will make listening activities
of peer-created materials possible. The
teacher can also download files in iPod to
grade the assignment on the go. In this
paper, presented in  English, both
technological and pedagogical aspects of
integrating iTunes U as a part of language
program will be addressed. For
technological part, the presenter hopes to
demonstrate the latest technology, Podcast
Capture. It will make the recording of class
available a lot easier. The audio and video
file would be compressed and uploaded even
before the teacher walks out the classroom.
Audience will be encouraged to ask
questions and find ways to integrate iTunes
U or other possible way of distributing
podcasting as a part of their program.

Keywords: iTunesU, podcast, iPod,
speaking

1: About iTunesU

- Deliver recording of daily class and
distribute documents.

- iTunes U has been also used part of class
activities to practice speaking directly.

[See Figure 1 in Appendix]

2: Activity Examples
- Nakama 1 Ch8 Shopping and Wanting:
Guidelines

Your mission today is to make an .mp3 file.
You will describe what you and your friend
want to have for birthdays (your birthdays
are close!) and want to do and explain why.
Next you describe the shopping detail at a
Japanese department store. Then upload it
to iTunes U and it will be FIXMe next week.
You will do this individually.

Evaluation:
Your podcast will be graded on content,
accuracy, use of required grammar and use
of required vocabulary. This counts as
assignment.

Steps:

- Listen to sensei’s demo on iTunesU

- Make an audio file using Audacity

- Upload to iTunesU, Student Work tab

Content:

1% section: Describe what you want for your
birthday and explain why. Describe what
you want to do. Explain why.

2" section:  Tell your friend’s name.
Describe what s/he likes or likes to do.
Describe what your friend wants for his/her
birthday and explain why. Describe what
s/he wants to do. Explain why.

Proceedings of the 22™ Annual Conference of the Central Association of Teachers of Japanese (2010) 51-55

© 2010 Keiko Schneider
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3" section: You pretend you go to a
Japanese department store for birthday
present shopping on textbook page 80. You
go to particular department on particular
floor to buy one item for yourself and
another for your friend. It could be the same
department or it could be different. Specify
how many you buy. Estimate how much in
Japanese ($1 is about 98 yen) and tell price.

Required grammar:
1. ~FLnTT

2. ~ELBoTHNET

3. ~7=\WTTF

4, ~1NoTWET

5. ~ATT

6.~/

7. ~M

8. 2 Kkinds of counter for presents

Required vocabulary:

1. 950X

2. LbEH

3. ZALEOIW

4. FR— kK

5. »0ET
Demo script

FITFARICR Yy 7 LABIELNTT, 2v 7
VAT EN W2 ATYT, #EAERIZEBWLWHEAR
DENPYPESRTZNTT, LWLV AT L
ITETVWATT,

FOKZETN=—ZATT, ROT7 47 &T
T, F=—ZART77Ia 2 T50O0HET
T, P=—XAFRERICET A =251 L
BoTWET, HILWIS—2RBHDHATT, %
non, BEAERICAN VA= —%=_7=RnoT
WET, F=—SAFABREFERATY,

LB MEBEWIT A= NIITEES, T
U —FROHIX L PWCHY ET, Fv T L
AW IEAENET, Ry Z7 L AXE1500
OH<SHNTT, ZOnbBbb ) W IXIT T
xFET, BLHe 20X 70r0nichv £,
= LESTZOPWET, F—AF0ED30
0 0MHSBWNTT,

-Nakama 1 Ch 11 Weather Forecast:
Guidelines and follow-up homework

Guidelines
JAPN 1402 Chapter 11 Ay ¥y & h: &4
2L RE

You create a conversation between you and
your classmate talking about season and
weather. Then upload it to iTunes U. Plese

make sure to export as .mp3.

Evaluation:

Your podcast will be graded on content,
accuracy, use of required grammar and use
of required vocabulary. This counts as
assignment.

Steps:

- Listen to sensei’s demo on iTunesU

- Make an audio file using Audacity

- Upload to iTunesU, Student Work tab

Content:
You bump into a classmate and greet.
Inquire what a mutual friend is doing right
now. Then talk abut weather today and
weekend.
Make sure to include:
1. Statement of names
2. Mention of another friend’s action
right now
3. Mention of which month or season
4. Possibility of rain
5. Some mention about temperature
using degree
6. Some mention about temperature
using adjectives
7. Some mention about wind about how
strong
8. Some mention about weekend
weather

Required grammar:

1. ~ Ty Ed (resultant state)
~ T\ % 9" (ongoing action)
adverb+72 0 £3
~TLX?
~PbLNEEAL

a v



6. ~n07¢
7. ~ltBbLWET
8. ~1X~7% to describe temperature or rain

fall of Dallas (% Z %)

Required vocabulary (Use variation if
necessary):
1.

r

R

o OB W
N E X

B

k=]

faf
e

demo script

Adh, A, BlTE,

B:bh, BZA., BILX I,

AVWKRETT A,

B:% 9 T, I TWET A,

AC S AE, AfE L TWETD,

B:C S ATT A, KEMTHIRL TWET L,

AZ DT, XTI RTIERD BTN TT I,

B:% 95 C94, SHITZEN20ESSWVWET
EWBTLE D,

AZ D TTD, NRSELRNTLE Y, FHEIT
ZL T £9h,

B:% 9 Td 4, JEILE D T,
ABENSLINEBHWET,

B:# 9 T9 7, KBTI T LUV,
AZIHITTHR, TT LRV ET,
BiEKDRKITE D TT D,
ASERIZIREDR DD D TLE I,
B:NSD0d LvEH AL,

A D T,

JAPN 1402 Chapter 11 7R v K% ¥ X h: [&HD
LREL DL 720 4/15 KigH

Please go to iTunes U class page and listen
to all your classmates’ recording. Please
pick the BEST out of 4 (not yours). Vote
here and answer the questions below. The
best podcast will receive bonus points.
—ITAVNR Y R¥ v 2 R
EIHEEYY

1 AHORKITE S TTA

2 KIEEBIEAMZ L TWET ),

3 ZEDEFINDOTT D,

4 : SHMEARSDTL LI D

5 AHOKIIZE D T,

Keiko Schneider

6 : BT >\ TT D,
7 HKRORKIZE S TT D,

3. How to record and upload
- iPod Course Caster
an iPod
Belkin Tunetalk Stereo connector

- Podcast Capture

Podcast Capture was introduced with
Mac OS X 10.5 (Leopard), and allows users
to record and distribute podcasts. The
software requires a connection to a computer
running Mac OS X Server with Podcast
Producer.

Users can record input from a local or
remote audio or video device, capture screen
activity, or choose an existing file to upload
and distribute.

SMU will implement for fall 2010.

- Using Audacity

Open Audacity.

Make a new file and start recording with

red button.

Name the file with you last name using
“Save Project As”. It will give .aup
extension (e.g vitela.aup). Save often!

You can edit, add track to complete the

assignment.

Once you are done, “Export as .mp3”. It
will  give .mp3 extension (e.g.

vitela.mp3).
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Students log in through Blackboard and add

files

in designated tab on class iTunesU

page.

[See Figure 2 in Appendix]

4. Students’ feedback and usage data

1402

feedback 2/24/10

Please comment on lab/podcasting
activity

It was hard to try and finish, since we
have never done it before and I didn’t
know how to manage my time between
planning and recording effectively.

It was very hard, not because the
assignment was hard but because time
was limited and computers usually
don’t like me.

It was a good opportunity to check
grammars and vocabs before the
chapter exam.

It was really good for exercising
speaking.

Hard! I didn’t have enough time to
finish it.

(Assuming about Audio Lectures) |
listened a lot while sick

More time plz

| thought it was helpful, it was just hard
to do since it was the first time.

Pretty good, but | wish we had more
time to do it.
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Appendix

e e iTunes

m] (@ Search sMU )

LIBRARY Music App Store
5 Music
& Movies SMU > Dedman > Beginning Japanese - Audio Lectures
TV Shows
@ Podcasts (394 Beginning Japanese [ UPLOAD AND MANAGE FILES @]
& q
A“"'f"’“f"“ Keiko Schneid [ Locour )
Epplications Last Modified: Jan 27, 2010
ﬂ Ringtones Tracks in Audio Lectures: 6
- LINKS
" Radio GET TRACKS ) I l
S [ m) Dedman College

[ iTunes Store

i1 Purchased

¥ SHARED
ﬁ Home Sharing
s
¥ GENIUS =
# Genius b
-] Selected Item DESCRIPTION
Focuses on oral and aural proficiency for daily communication situations, mastery of u
Japanese writing systems {Hiragana, Katakana, basic Kanjij, and foundational grammar. L
.
Classnotes ] Documents. ] Audio Files ] Video Lectures ] Student Work [ Graded l Miami tryout ] v
4 | Name Time | Artist Album Price
1 1402 1/19/10 © 5. smu Beginning Japanese...  Free
2 1402 1/20/10 © 45 SMU Beginning Japanese... Free GET
3 1402 1/21/10 © 49:... sMuU Beginning Japanese... Free GET
4 1402 1/22/10 © 52.. sMuU Beginning Japanese... Free GET_
5 1402 1/25/10 © s52:.. smu Beginning Japanese...  Free
6 1402 1/26/10 © 52:.. SMU Beginning Japanese... Free GET_
& songs &

Figure 1

Upload and Manage Files

Beginning Japanese
Keiko Schneider

To upload a file, click Add New File and select the file. To delete files or move files to another group, select the files' checkboxes and choose the
appropriate action from the Choose Action pop-up menu.

Student Work IIM- ‘m

Name Artist
There are currently no tracks in this tab.

©  Add New File

Figure 2
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BAZERE - BBESF AT I vV 2ZBEL-BEEROHE
Anxiety and Motivation in First-Year Japanese: How True Beginners and Advanced Beginners
Affect Each Other

BEILET
AT AT TRET V= b
kkuriyam@indiana.edu
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SMNEREFEE DRI T 5 SREALIT., FHEE
Mz ENBEEERO—D L LTE _SiEHE
BAFFEICE Y BEiF b C& iz, RITHFZEICRE W
TIE, ZNE TITEX RARAZER I b T
720, FERBORLLREHF EEEEFEOSGE
R ZBE LUIHFZEE D72, AFETiE, BA
FEFEBEORRERILT HMIEO—B & LT,
AT AT FREITN—I b DA RER—
FAEZRBICHARGERE - MEEX AT IV
B LIEALHE, WARRBRONE A &5
EEROE, A V2 a—RELTo iR
ZHOIT, ALK, BLETH, AEOMRE.
REFETATHIE E —FK LT, REEZFZOHN
m <, WIRT 2 b O RIIBEE F OB &
ST, BEEEDO I NRZ L FH kL T\
ZEeBohrolz, X, SEIOFEEFE~DA K
Ea—if{&ENG, ®LOBERTIIREE LS XD
—AEWR - BRI I 1T D i o £ B o B ELE A
WO TR I N,

F—U—Fk: SElAR, FEEEN, R - H®
BELATIv I T ERNC ARG = — A
FLCAS

[ZL&HIZ

AT AT FRET V= b OHAKGE
BCIE, BARE—HFK - KFEW o7 7 21281
% HAGEMEE BN 2 T D, 08 AR
DI{DIZEL L 72 FAEFRLA S — FOfE# %
F Lzl A, BARGE—F4A - FKFH (J101)
ICBFR LT 162 4 DFAEDN, 83 40 HAGE
HE.I9ELDNRBEETHDLZ LR brotz, O
FOREELLE (51.23 %) DA B AGE—F
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This study examines the characteristics of
foreign language anxiety among university Most  foreign
students of Japanese as a Foreign Language
The study participants are 18
undergraduate students of intermediate-level
JFL at University of Illinois at Urbana-
Champaign during the fall of 2006. All
study participants completed the Foreign
Classroom  Anxiety  Scale
(FLCAS; Horwitz,
1986). They also answered specific anxiety

orthographic system. Findings indicate that
the anxiety level of JFL students received a
mean rating of 2.70 on a five-point Likert
that the participants
considered themselves to be “not very
anxious”. This result supports the findings
on the relation between anxiety level and
Japanese proficiency reported by Kitano
(2001), and suggests a lower level of anxiety fairly
than that found by Aida (1994) and Horwitz
et al. (1986). Further results indicate that
differences
Japanese orthographic systems did not
contribute to participants’ level of foreign
language anxiety, but rather that participant
anxiety was primarily associated with
speaking Japanese accurately in front of
others. Study results will be discussed in the
context of ways to reduce the level of
language anxiety in the JFL
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INTRODUCTION

Background

Horwitz, and Cope,
language” (p. 9).
to the Japanese

the English and
language.

Foreign Language Anxiety among Intermediate-level University Students of Japanese

language  learners

experience of nervousness when they speak
the foreign language in front of their
classmates or native speakers. Some may
forget even easy words, and others may be
worried about making mistakes. Horwitz
(2008) stated that “some language learners
become anxious when they cannot be
themselves when speaking in the new

In my Japanese class, some students did
not seem to have enough confidence in
speaking Japanese even though they always
scored high in tests. They spoke Japanese in
a soft voice and responded with short
answers to avoid making mistakes. | would
like to examine what made them be anxious
learners. As Horwitz, Horwitz and Cope
(1986) stated, foreign language anxiety is
common
Understanding foreign language anxiety
would give me ideas for helping my students
cope with the difficulty of learning a new

among students.

In addition, as more studies of foreign
language anxiety are done, it would be
important to focus on language-specific
characteristics of anxiety. Samimy (1994)
argued that “unfamiliarity with these
orthographic systems in Japanese can create
major affective as well as cognitive barriers

classroom.

Keywords: Japanese, foreign
intermediate,

anxiety, college students,
orthography

for learners to overcome” (p. 29). Her
results might indicate that future researchers
would need to pay more attention not only to
general characteristics of foreign language
anxiety, but also to unique anxiety reactions
derived from specific language features.
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LITERATURE REVIEW
Foreign Language Anxiety

Foreign language learners typically have
difficulties in communicating in a target
language in comparison with their native
language. Price (1991) described the
struggle of foreign language learners, “You
feel frustrated because you’re an interesting
adult and you sound like a babbling baby” (p.
105). Foreign language learners use a
limited number of words and phrases to get
their ideas across to others in the foreign
language. They may feel uncomfortable
when speaking the foreign language because
they cannot perform as well as they do in
their first language. Horwitz (2008) stated
that language learners are often unable to
display their personality in the second
language. They feel uncomfortable because
they present “a less positive version”
(Horwitz, 2000, p. 258) of themselves to
others than usual. Therefore, the “disparity
between how we see ourselves and how we
think others see us” (p. 258) makes learners
anxious.

Price.  (1991)  described  specific
emotional reactions of anxious foreign
language learners. They felt nervousness,
dread, hatred, and obsession. Randall (2007),
after interviewing Horwitz, described other
reactions Anxious learners “may have
extreme difficulty concentrating, become
forgetful, sweat, tremble, have palpitations,
experience sleep disturbances and exhibit
avoidance behavior in the form of skipping
class and putting off homework, class
projects and studying.” Many researchers
(e.g., Horwitz, 2000; Horwitz, Horwitz, &
Cope, 1986; Macintyre & Gardner, 1989;
McCoy, 1979; Pichette, 2009; Samimy,
1994; Vogely, 1998) argued that foreign
language anxiety prevents foreign/second
language  learners  from  successful
performance in the target language.

Researchers (e.g., MaclIntyre & Gardner,
1989) have found an inverse relationship

Tomohisa Machida

between foreign language anxiety and
foreign language performance — the more
anxious, the poorer the performance.
Although some researchers (e.g., Marcos-
Llinds & Garau, 2009) argued that foreign
language anxiety keeps learner’s motivation
high to perform well, many researchers
considered that “anxiety may function as an
affective filter, preventing a learner from
achieving a high level of proficiency in a
foreign language” (Aida, 1994, p. 155).
Studies seem to indicate that anxiety has
negative  consequences in  language
performance.

Regarding the difference of anxiety level
across languages, only a few researchers
compared the anxiety level within students
of different Western languages. Daley
(1998) conducted a study about differences
in anxiety among students enrolled in
Spanish, French, and German classes at a
large university in the United States. She
found no difference in foreign language
anxiety among them. Rodriguez and Abreu
(2003) compared Spanish  pre-service
language teachers majoring in both English
and French. They found no statistical
difference between overall level of general
English and French anxieties. Their results
seemed to indicate that no difference in
anxiety level would be found among
Western languages.

Horwitz et al.’s (1986) Classification
Horwitz et al. (1986) divided foreign
language anxiety into three categories: (1)
communication apprehension, (2) test
anxiety, and (3) fear of negative evaluation.
Communication apprehension. The first
category, communication apprehension, is
“a type of shyness characterized by fear of
or anxiety about communicating with people”
(Horwitz et al., 1986, p. 127). It includes
anxiety toward speaking in public,
communication with others in a foreign
language, and receiving foreign language
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messages.  Most  people  experience
communication apprehension when they
learn a foreign language. They keep silent
because they became nervous in
communicating with others in the foreign
language. Communication apprehension
mainly affects learner’s speaking and
listening. Horwitz (2007) stated that
“nervous, fearful learners find it very hard to
tell the difference between sounds and
structures in statements presented in the
target language and have a lot of difficulty
grasping the content of target language
messages”  (p. 2).  Communication
apprehension also transfers from a learner’s
first language to his/her target language.
Another characteristic of communication
apprehension is the “negative spiral of
confusion.” Anxious speakers try to
understand every spoken word during
communication. But, the more the learner
pay attention to every word, the more
confused he/she becomes in comprehending
and producing messages because of limited
time and of his/her slow processing speed in
the target language. Horwitz et al. argued
that communication apprehension results in
learner having “difficulty understanding
others and making oneself understood” (p.
127). Thus, even knowledgeable learners
may not communicate with others well.

Test anxiety. Test anxiety is “a type of
performance anxiety stemming from a fear
of failure” (Horwitz et al., 1986, p. 127).
Contemporary school systems require
students to take tests to evaluate their
knowledge and performance. Not only high-
stakes tests, such as an entrance examination,
but also term examinations or quizzes make
students feel much pressure. Because of test
anxiety, “even the brightest and most
prepared students often make errors” (p.
128). Young (1991) did research on test
anxiety using the Oral Proficiency Interview
(OPI), which is a kind of interview-style
procedure for evaluating learner’s oral

proficiency. An interesting finding in
Young’s study was that test anxiety affected
low proficiency learners more than high
proficiency learners.

Fear of negative evaluation. Fear of
negative evaluation refers to “apprehension
about others’ evaluations, avoidance of
evaluative situation, and the expectation that
others would evaluate oneself negatively”
(Horwitz et al., 1986, p. 128, as cited in
Watson & Friends, 1969, pp. 448-451). It is
not limited to evaluation in test situations. It
is broader in scope, for example “an
interview for a job or speaking in foreign
language class” (p.128). Examples of
extreme consequences of fear of negative
evaluation include students skipping class,
over-studying, or even hiding in the last row
in the classroom to avoid humiliation
(Randall, 2007).

These three performance anxieties
(communication apprehension, test anxiety,
and fear of negative evaluation), under the
overall notion of foreign language anxiety,
do not work separately. Those anxieties
overlap with one another. Each performance
anxiety also has characteristics of foreign
language anxiety and affects foreign
language learners negatively. Horwitz et al.
(1986) described characteristics of foreign
language anxiety as follows.

Foreign language anxiety is not
simply the combination of these
fears transferred to foreign language
learning. Rather, we conceive
foreign language anxiety as distinct
complex of self-perceptions, beliefs,
feelings, and behaviors related to
classroom language learning arising
from the uniqueness of the language
process. (p. 128)
Unlike first language acquisition, foreign
language learning provokes anxiety and
sometimes hinders learner’s communication
in the target language.



Japanese Learners’ Foreign Language
Anxiety

To American students, the Japanese
language may be considered one of the most
difficult languages to acquire. Samimy
(1994) states that “unlike cognate languages
such as French, Spanish, and German,
noncognate languages are more demanding
for American students” (p. 29). McGinnis
(2003) indicates the difference  of
recommended learning-hours to acquire
absolute language proficiency between
Spanish and Japanese. Learners of Spanish
need 480 hours to become advanced learners
whereas learners of Japanese require 1,320
hours to reach the same level. The Foreign
Service Institute of the US Department of
State ranks Japanese as one of the most
difficult languages to learn for English
speaking learners.

For Japanese, students have to learn
three different writing systems: Hiragana,
Katakana, and Kanji or Chinese characters.
Hiragana and Katakana have fifty symbols
each and approximately 2,000 Kanji
characters are needed to read and write
Japanese words and phrases fluently. As
Samimy (1994) stated, “Unfamiliarity with
these orthographic systems in Japanese can
create major affective as well as cognitive
barriers to overcome” (p. 29). A non-
cognate orthographic system may intimidate
American students and provoke foreign
language anxiety.

Aida (1994) studied foreign language
anxiety among students of Japanese. Like
Horwitz et al. (1986), subjects of the study
were students at University of Texas at
Austin (UTA). She tested whether or not
Horwitz et al.’’s Foreign Language
Classroom Anxiety Scale (FLCAS) was
reliable for students of both Western
languages and non-Western languages such
as Japanese. Aida found that FLCAS
worked effectively to measure anxiety of
students of Japanese as a foreign language
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(JFL). She concluded that “the FLCAS is a
reliable tool regardless of whether the
language is a European Western language”
(p. 158). She also had some other interesting
findings. For example, taking Japanese as an
elective or required course did not affect
students’ anxiety level.

Samimy and Tabuse (1992) conducted
research about the relation between Japanese
learners’ anxiety level and their performance.
They found that Japanese learners’ anxiety
level increased as they continued to study
the language. Saito and Samimy (1996)
found a similar trend. Advanced students
were the most anxious, intermediate students
were the least anxious, and beginning
students fell between the other two. They
argued that “as experience and proficiency
increase, anxiety declines in a fairly
consistent manner is more applicable to the
learners of commonly taught or cognate
languages than to learners of the other less
commonly taught, noncognate languages” (p.
247). In fact, Gardner, Smythe, and Brunet
(1977) found that advanced students of
French displayed the lowest level of anxiety.
Kitano (2001) conducted research about
foreign language speaking anxiety of
students of JFL in two universities. She
concluded that advanced learners were more
anxious than elementary and intermediate
levels of learners of Japanese. For Japanese
learners, anxiety level appears not to
decrease as proficiency improves.

Research Questions

Many studies have established the
validity and effectiveness of FLCAS. In fact
many researchers (Aida, 1994; Kitano,
2001; Horwitz et al., 1986) have used
FLCAS to measure the level of students’
foreign language anxiety. Little research,
however, has been conducted to find
characteristics of foreign language anxiety
among intermediate students of Japanese to
compare their anxiety with that of students
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of Western languages.

I would like to focus on the level of
foreign language anxiety among students of
JFL. Then, | would like to explore the
characteristics of their foreign language
anxiety. | compare measures of students’
anxiety with data collected by Aida (1994)
and Horwitz et al. (1986). Aida conducted
research about anxiety among students of
JFL, and Horwitz et al. carried out a study
about anxiety among students of Spanish.
To American students, Spanish language is a
cognate language, but Japanese is not. As
Samimy (1994) stated, “‘As experience and
proficiency increase, anxiety declines in a
fairly consistent manner’ is more applicable
to the learners of commonly taught or
cognate languages than to learners of the
other less commonly taught, noncognate
languages” (p. 247). It may be reasonably
expected that students of Japanese would
have different characteristics of foreign
language anxiety from students of Spanish.
Furthermore, conducting research
different region and a different time period
would be worthwhile. Both Horwitz et al.
and Aida carried out research at UTA.
Horwitz et al. (1986) conducted their study
in 1983 and Aida, in 1992. More than 14
years have passed between Aida’s study and

this one.

The present study examines foreign
language anxiety of students who study
Japanese at the University of Illinois at

Urbana-Champaign  (UIUC).

Illinois, has a large Japanese community.
Also, UIUC has many Asian students, which
would create different atmosphere for
learning Japanese from that
Finally, 1 analyze the effect of Japanese
orthographic system on students’ level of

anxiety.

This study addresses the following three

research questions:

in Texas.

1. What level of anxiety do
intermediate students of Japanese
have?

2. What are characteristics of anxiety
among students of Japanese?

3. What, if any, is the relationship
between JFL anxiety and the
Japanese orthographic system?

METHOD

Participants

Participants of this study were 18
undergraduate students at UIUC in
intermediate Japanese. The section had 25
students (14 males and 11 females), and 18
students volunteered to participate in this
study. The students had completed two
semesters of Japanese and were in their third
semester. The reason | chose the
intermediate course was that students in the
intermediate Japanese course had already
studied the three Japanese writing systems in
Japanese and used them in daily lessons
through a variety of activities. Unlike
students in the intermediate course,
elementary course students do not study
Kanji, one of the three writing systems, until
the 10" week in the second semester.
Without studying all the Japanese
orthographies, foreign language anxiety
toward Japanese orthography may not be
measured adequately. Thus, | selected
students in the intermediate Japanese course.

Japanese Courses in University of Illinois
at Urbana-Champaign (UIUC)

The Department of East Asian
Languages and Cultures (EALC) in UIUC
offered four Japanese courses (elementary,
intermediate, advanced, and the fourth-year
courses) in each semester of 2006. The
elementary course had six sections and the
intermediate course includes four sections.
The advanced course and the fourth-year
course had one section each. There was no
difference between sections in terms of



curriculum. Usually freshmen, sophomores
and juniors take elementary courses, and
sophomores, juniors and seniors take
intermediate  courses  of  Japanese.
Undergraduate students who finished the
intermediate course and graduate students
usually take the advanced course or the
fourth-year course. Students included not
only EALC majors but also other majors.
Most students in this study were engineering
majors. Some took Japanese for personal
interest, and others saw Japanese as useful in
their job search.

For elementary and intermediate classes,
a 50-minute lesson was provided by native
or near-native speakers of Japanese from
Monday to Friday every semester. Each
section had from 23 to 28 students. The
syllabus of Japanese courses stated, “The
course focuses on your performance of
spoken and written Japanese in class.” The
students in the elementary course and those
in the intermediate course used Nakama 1
and Nakama 2 as textbooks respectively.
Basically, the class was taught in Japanese,
and students were required to speak
Japanese in class. Students had to take 10
vocabulary quizzes and 18 Kanji quizzes in

addition to 4 examinations during a semester.

Instruments

FLCAS was developed by Horwitz
(1983). The scale consists of 33 questions
and includes specific questions about
communication apprehension, test anxiety,
and fear of negative evaluation. Examples of
questions include, “I never feel quite sure of
myself when | am speaking in my foreign
language class,” “The more I study for a
language test, the more confused I get,” and
“I am afraid that my language teacher is
ready to correct every mistake I make.” The
FLCAS is composed of a 5-point Likert
Scale questionnaire, ranging from strongly
agree to strongly disagree. The answer
“strongly agree” indicated that a student has
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a high level of anxiety, and the answer
“strongly disagree” indicated that a student
has a low level of anxiety (Horwitz, 2008).
To evaluate each student’s anxiety level,
researchers need to add up each participant’s
responses to all the questions and to divide
them by the total number of questions which
is 33. In this study, | used the average score
of the FLCAS of 18 participants to evaluate
their anxiety level.

The FLAS has some reverse-scored
questions Q2, 5, 8, 11, 14, 18, 22, 28, and 32.
Horwitz (2008) explained, “For these items,
you will need to switch your students’
response. Fives should be scored ones, fours
to twos, ones to fives, and twos to fours. Of
course, 3’s will not have to be switched” (p.
235).

In this study, | used the same scale as
Horwitz et al. (1986) used to measure
foreign language anxiety among students of
JFL because | wanted to compare my results
with hers. | added two specific questions to
examine whether Japanese language would
provoke more anxiety than Western
languages, and whether the Japanese
orthographic system would affect students to
have language anxiety. The questions |
added were, “I feel more tense and nervous
when | speak Japanese than when | speak
Spanish, French, or German which | studied
before,” and “I feel nervous when studying
Japanese because the Japanese writing
system (Hiragana, Katakana, and Kaniji) is
different from English writing system.”

Procedures

The questionnaire was distributed to 25
students on the 14" week in the first
semester of their intermediate Japanese
course. Eighteen students voluntarily
participated in this research and signed the
consent form. Those students took the
guestionnaire home, filled out their answers,
and submitted it the next day. Their answers
were anonymous, and in each question
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students chose one of the most proper
answers to themselves among five
alternatives: strongly agree, agree, neither
agree nor disagree, disagree, and strongly
disagree.

RESULTS

Table 1 shows the responses to all
FLCAS questions. Each number on the left
indicates percentages of students of
Japanese in this study. The students chose
each answer from strongly agree (SA) to
strongly disagree (SD). All percentages
shown on Table 1 were rounded to nearest
while number do not always sum to 100.

Horwitz (2008) described that each
answer (SA, A, N, D, and SD) represented
each score (5, 4, 3, 2, and 1) respectively. As
mentioned above, there were reverse-scored
items in FLCAS. For those items (2, 5, 8, 11,
14, 18, 22, 28, and 32), | scored 1 to SA, 4
to A, 3to N, 4toD, and 5 to SD. To
determine the overall anxiety level of the
students, | added up their responses to all the
questions, and divided the total scores by the
number of total questions of FLCAS, which
was 33. Horwitz (2008) explained,
“Students with averages around 3 should be
considered slightly anxious, while students
with averages below 3 are probably not very
anxious. Students who average near 4 and
above are probably fairly anxious” (p. 235).

Table 1
FLCAS Items with Percentages of Students
Choosing Each Alternative

SA*. A N. D. SD.

1. | never feel quite sure of myself
when | am speaking in my foreign
language class.

0 17 17 56 11

2. | don’t worry about making mistakes
in language class.
0 28 17 44 11

11.

12.

14.

I tremble when I know that I'm
going to be called on in my language
class.

6 6 28 28 33

It frightens me when [ don’t
understand what the teacher is saying
in the foreign language.

0 44 17 33 6

It wouldn’t bother me at all to take
more foreign language classes.
50 22 11 17 0

During language class, | find myself
thinking about things that have
nothing to do with the course.

0 44 17 22 17

| keep thinking that the other
students are better at languages than
| am.

22 17 22 33 6

I am usually at ease during tests in
my language class.
22 56 11 11 0

| start to panic when | have to speak
without preparation in language class.
6 44 17 17 17

. I worry about the consequences of

failing my foreign language class.
11 22 17 22 28

| don’t understand why some people
get so upset over foreign language
classes.

6 33 22 39 0

In language class, | can get so
nervous | forget things | know.
0 39 28 22 11

. It embarrasses me to volunteer

answers in my language class.
6 6 17 50 22

I would not be nervous speaking the
foreign  language with  native
speakers.

6 6 11 67 11
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16.

17.

18.

19.

20.

21.

22.

23.

24,

25.

26.

. I get upset when I don’t understand
what the teacher is correcting.
6 39 28 22 6

Even if 1 am well prepared for
language class, | feel anxious about
it.

0 17 28 44 11

| often feel like not going to my

language class.
0 11 11 28 50

| feel confident when | speak in
foreign language class.
0 50 22 28 0

| am afraid that my language teacher
is ready to correct every mistake |
make.

0 6 0 83 11

| can feel my heart pounding when
I’m going to be called on in language
class.

0 28 11 39 22

The more | study for language test,
the more confused | get.
0 6 6 39 50

| don’t feel pressure to prepare very
well for language class.
0 28 0 56 17

| always feel that the other students
speak the foreign language better
than I do.

11 28 17 39 6

| feel very self-conscious about
speaking the foreign language in
front of other students.

11 28 17 44 0

Language class moves so quickly |
worry about getting left behind.
6 28 11 44 11

| feel more tense and nervous in my

language class than in my other class.

0 22 22 33 22

27

28.

29.

30.

31.

32.

33.

34.

35.

Tomohisa Machida [EEIIEGEGE

. I get nervous and confused when |
am speaking in my language class.
0 17 22 50 11

When I’'m on my way to language
class, | feel very sure and relaxed.
17 39 39 6 0

I get nervous when [ don’t
understand every word the language
teacher says.

0 33 28 39 0

| feel overwhelmed by the number of
rules you have to learn to speak a
foreign language.

0 44 6 44 6

| am afraid that the other students
will laugh at me when | speak the
foreign language.

0 17 6 56 22

| would probably feel comfortable
around native speakers of the foreign
language.

11 6 39 39 6

| get nervous when the language
teacher asks questions which |

haven’t prepared in advance.
6 50 17 17 11

| feel more tense and nervous when |
speak Japanese than when | speak
Spanish, French or German which |
studied before.

0 6 12 41 41

| feel nervous when studying
Japanese because the Japanese
writing system (Hiragana, Katakana,
and Kanji) is different from the
English writing system.

6 11 22 39 22

*SA = strongly agree, A = agree, N =
neither agree nor disagree, D = disagree,
SD = strongly disagree

To calculate an individual anxiety level to
each item, first I multiplied a score of each
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answer by its percentage. Then, | divided the
calculated score by the sum of percentage.
For example, for Q1, the following
calculation

was made:

{(5%0)+(4x17 )+( 3x17 )+(2%x56 )+( 1x11
)} + (0+17+17+56+11) = 2.39.

The overall and individual anxiety
scores for each item are shown in Table 2
below. In Table 2, anxiety scores from Aida
(1994) and Horwitz et al. (1986) are also
shown for comparison. The average FLCAS
score of students in this study was 2.70,
which indicated that the students did not
have high anxiety. However, 9 items (2, 7, 9,
14, 15, 22, 24, 32, and 33) exceeded 3.0. On
these items, students were slight anxious.
Two items (14 and 22) went over 3.5, which
meant that they are fairly anxious.

Q18 | 278 | 301 | 321
Q19 | 201 | 247 | 245
Q20 | 245 | 2.86 | 276
Q21 | 168 | 1.85 | 216
Q22 | 361 | 220 | 3.71
Q23 | 299 | 292 | 286
Q24 | 306 | 311 | 270
Q25 | 274 | 334 | 3.40
Q26 | 245 | 324 | 296
Q27 | 245 | 283 | 291
Q28 | 234 | 320 | 295
Q29 | 294 | 288 | 273
Q30 | 2.88 | 3.00 | 3.09
Q3L | 218 | 218 | 226
Q32 | 323 | 299 | 3.30
Q33 | 322 | 343 | 317
Avg. | 270 | 291 | 2097

Table 2

Mean Scores of Each Item Obtained from three

studies

This Horwitz
study | Aida et al.
(2006) | (1994) | (1986)

Q1 2.39 2.98 3.51
Q2 3.38 2.54 3.32
Q3 2.25 2.75 2.59
Q4 2.99 3.27 2.91
Q5 1.95 4.18 2.61
Q6 2.99 2.32 2.91
Q7 3.16 3.22 2.97
Q8 2.11 3.05 3.17
Q9 3.05 3.20 3.25
Q10 | 2.66 3.35 3.06
Q11 | 2.94 2.82 3.18
Q12 | 2.95 3.13 3.27
Q13 | 2.24 2.53 2.22
Q14 | 3.70 2.64 3.59
Q15 | 3.16 3.17 2.90
Ql6 | 2.51 3.09 2.91
Q17 | 1.76 2.22 3.18

For the two specific anxiety questions
related to the characteristics of Japanese
language (Q34 and Q35), the mean scores
were 1.83 and 2.40 respectively. The Q34:
“I feel more tense and nervous when I speak
Japanese than when | speak Spanish, French
or German which I studied before” asked
about difference of anxiety between
Japanese and cognate languages. Q:35, “I
feel nervous when studying Japanese
because the Japanese writing system is
different from the English writing system”
asked students about the affective impact of
a different orthographic system. On both
questions, students showed low scores,
which indicated that they were not very
anxious about Japanese compared to other
languages or about Japanese orthography.

In comparison with two prior studies
(Aida, 1994; Horwitz et al., 1986) in FLCAS,
students in this study displayed lower levels
of anxiety. The anxiety scores in the three
studies were 2.70 (this study), 2.91 (Aida),
and 2.97 (Horwitz et al.). .Although anxiety
scores of the three studies were below 3.0,
students in this study were the least anxious
among three studies. There were also 9



items (1, 5, 8, 10, 12, 17, 18, 25, and 30) on
which students in this study scored below
3.0 and on which prior studies exceeded 3.0.
Examples include, “Q10: I worry about the
consequences of failing my foreign language
class,” “Q17: I often feel like not going to
my language class,” and “Q25: Language
class moves so quickly I worry about getting
left behind.” Students in this study displayed
very low anxiety on two items (5 and 17).

DISCUSSION
Characteristics of Language Anxiety
among Students of Japanese.

Level of anxiety. In this study,
intermediate students of Japanese did not
show high anxiety in FLCAS. Their anxiety
level was below 3, which meant that they
were not very anxious about studying

Japanese. These results support prior studies.

As Kitano (2001) and Saito and Samimy
(1996) argued, Japanese learners’ level of
anxiety increased as they gained proficiency
whereas learners’ of Spanish and French
anxiety decreased as their language
proficiency decreased (Frantzen & Magnan,
2005). Advanced learners of Japanese were
more  anxious than  beginners and
intermediate learners. Kitano explained that
advanced learners of Japanese had higher
anxiety level because they sought to
“develop more authentic and sophisticated
communication skills” (p. 558).

All students in this study were in an
intermediate Japanese course and had
completed two beginning Japanese courses.
Students had studied Kanji since their
second semester. In addition, they increased
their knowledge of vocabulary in their
intermediate course. They seemed to get
more interested in learning Japanese because
they could start to read and write more
authentic sentences in Japanese. Their
enthusiasm for learning Japanese appeared
to overcome their language anxiety in this
stage of their proficiency.
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Sources of anxiety. There were 9 items
(2,7,9, 14, 15, 22, 24, 32, and 33) on which
students responded that they were slightly or
fairly anxious. All items reflected the
language performance, especially speaking
skill, for examples, “Q9: I start to panic
when | have to speak without preparation in
language class”, or “Q24: I feel very self-
conscious about speaking the foreign
language in front of other students.”
Students seemed to be very careful about
speaking Japanese “accurately in public.”
The reason | used words “accurately in
public” is that students did not show a high
level of anxiety on “Q1: I never feel quite
sure of myself when I am speaking in my
foreign language class.” Thus, speaking
Japanese itself did not seem to provoke
anxiety among students of Japanese, as
much as making mistakes in front of other
students. As many researchers (e.g., Price,
1991; Williams & Andrade, 2008) stated,
speaking in front of other students was a
greatest source of foreign language anxiety.
Williams and Andrade also mentioned that
not only spontaneous use of the target
language but also prepared language use in
public make learners feel pressure in a
classroom. As in prior studies speaking in
front of others was the most anxiety
provoking source in classroom.

Studies showed the highest anxiety on
“Q14: 1 would not be nervous speaking the
foreign language with native speakers.”
Because this question was a reverse-scored
item, students chose Disagree or Strongly
Disagree for expressing their anxiety.
Students answered that they had higher
anxiety in communicating with native
speakers of Japanese. For communicating
with native speakers, students needed to
receive information and to get their idea
across in Japanese properly. Although they
were not advanced learners of Japanese,
they might start to be conscious of
developing “more authentic and
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sophisticated communication skills” (Kitano,
2001, p. 558).

Although students displayed anxiety
toward speaking accurately in public, they
showed less anxiety than students in Aida
(1994) and Horwitz et al. (1986). To
understand this result, I focused on the 9
items which scored lower than those in
previous two studies. The items talked about
pressure of classroom learning. The average
rating of those 9 items among students in
this study was 2.46. The score indicated that
students considered themselves to be “not
very anxious” in language class. A possible
explanation is that the Japanese language
class created secure atmosphere for students
where they could focus on studying
Japanese in a classroom without feeling
much anxiety.

In language classes, many factors can
possibly  provoke anxiety, such as
atmosphere. It, however, would be difficult
to compare classroom atmosphere among
the three studies because both Aida (1994)
and Horwitz et al. (1986) did not refer to
atmosphere of their classes. Classroom
atmosphere is also associated with many
variables, such as teaching method,
characteristics of teacher and students,
syllabus, class size, and learners’ motivation.
Next, 1 would consider some possibilities
which may have allayed their anxiety in
Japanese class.

The course syllabus would be the first
candidate. Students in this study were able
to access detailed information about
schedules of each lesson on course syllabus.
The syllabus gave students information not
only about a topic of each lesson but also
about assignments, quizzes, Kanji of the day,
and grammar of the day. Even if they were
absent, they could easily find out what other
students studied in class on the day. Because
of clear and detailed information, students
could prepare for lessons without much
trouble. The course syllabus may have

allowed students to feel comfortable in the
classroom.

A second candidate is the use of
pair/group work in class. Unlike whole-class
activities, pair/group work does not direct
much attention to individual student. As
many studies indicated, public speaking is
one of the most anxiety provoking causes.
Preventing public speaking situation could
alleviate foreign language anxiety among
students. Phillips (1999) stated that small-
group and pair activities “increase the
amount of time individual students spend
communicating in the target language” (p.
129) under non-threatening  situation.
Students may have felt that they are secured
and relaxed to make mistakes in those forms
of activities.

The instructor’s perceptions of learners’
mistakes may be another factor to allay
anxiety. Although results of three studies
displayed low level of anxiety to “Q19: I am
afraid that my language teacher is ready to
correct every mistake I make,” 94% of
students chose either Disagree or Strongly
Disagree in this study. To the same item,
60% of students of Aida (1994) and 55% of
students of Horwitz et al. (1986) chose the
negative answer. The difference indicated
that students considered themselves to be
less anxious to make mistakes. In fact, the
Japanese instructor used more encouraging
phrases, such as “Good try” or “Very close,”
for giving positive comments to students
when they made mistakes in class. Samimy
(1994) argued that “mistakes should be
viewed as a natural part of the learning
process” (p. 32). Thus, the instructor might
have successfully fostered students of JFL to
be positive to make mistakes in class.

Influence of Japanese Orthographic
System on Students

| added two specific anxiety questions
related to characteristics of Japanese
language to FLCAS. To both questioned,



students displayed lower levels of anxiety
(1.83 and 2.40). Samimy (1994) claimed
that less commonly taught languages such as
Japanese gave learners more “intimidating
and overwhelming” (p. 33) impressions than
commonly taught languages. Similarly, Aida
(1994) argued that “students may feel more
anxious when learning a non-Western
foreign language like Japanese than in
learning commonly  taught  Western
languages such as Spanish” (p. 158).
Students in this study challenged these
claims. To “Q34: I feel more tense and
nervous when | speak Japanese than when |
speak Spanish, French or German which I
studied before,” students displayed one of
the lowest levels of anxiety. Their mean
rating was 1.83. Students did not feel more
anxious about Japanese than cognate
languages. Instead, they might think that
foreign language anxiety itself was the same
across languages, whether cognate or non-
cognate.

In addition, the Japanese orthographic
system did not contribute to their level of
foreign language anxiety. In prior studies,
the orthographic system had been thought as
a major source of anxiety for students of
Japanese. For example, Samimy (1994)
stated, “Unfamiliarity with these
orthographic systems in Japanese can create
major affective as well as cognitive barriers
to overcome” (p. 29). However, students in
this study responded negatively to “Q35: 1
feel nervous when studying Japanese
because the Japanese writing system is
different from the English writing system.”
One possible reason for their response is that
anxiety toward orthographic system applies
only to beginning students of Japanese. For
students in this study, this was their third
semester of Japanese. They were familiar
with the three types of writing systems.
They learned Hiragana and Kartakana in
their first semester and started to study Kanji
in the third semester. In addition, students
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took their course as an elective. If they had
experienced high anxiety toward the
Japanese orthographic system earlier, they
would not have registered for an
intermediate-level course. Students also
learned new vocabulary and grammar in
every lesson in their intermediate course. It
would be reasonable to think that
intermediate-level students focused more on
actual use of Japanese language than the
difference in orthographic systems between
Japanese and English. Students might have
already overcome anxiety toward Japanese
orthographic system at the intermediate
level.

CONCLUSION

This study was conducted to examine
foreign language anxiety among
intermediate students of Japanese at a large
university. This study found that
intermediate students of JFL were not very
anxious about studying Japanese. This result
supported the characteristics of anxiety
about students of Japanese. Further results
indicated that participant anxiety was
primarily associated with speaking Japanese
accurately in front of others. Public speaking
was a major source of anxiety, but
classroom learning did not provoke anxiety
among students. Although prior studies
found difference of orthographic system to
be a source of foreign language anxiety,
differences between the English and
Japanese orthographic systems did not
contribute to participants’ level of foreign
language anxiety in this study. In addition,
the level of anxiety between Western
languages and non-Western languages was
not observed. There were two limitations in
this study. The first limitation was the small
sample size. Eighteen students participated.
Although there were four sections of
intermediate Japanese courses, | was unable
to include students in all sections because of
the shortage of research time. |1 would be
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able to get more detailed information about
anxiety if 1 increased the number of
participants. The second limitation was that
| compared the results with previous studies.
The data which were collected in a different
place and at a different time period must be
compared cautiously. As Daley (1998)
argued, anxiety scores of among students of
both Western and non-Western languages
should be compared within the same study
in the future.
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Abstract

This presentation reports on a unique
attempt to develop students’ intercultural
competence in a JSL environment, and its
outcome. Furthermore, the presentation
discusses the limitations of learning in a JFL
environment and possible ways to achieve a
situation similar to a JSL environment to
help students develop better intercultural
competence in the United States. Mastery of
Japanese  socio-linguistic =~ competence
requires the acquisition not only of linguistic
features, but also of pragmatic competence.
This competence is notoriously difficult to
acquire in the classroom, and even in study
abroad contexts, where students receive a
massive amount of input (Hashimoto 1993,
Marriott 1995, Siegal 1995, Siegal 1996,
Cook 2001, Tateyama 2001).

During the present study, beginning and
intermediate-level Japanese learners
participated in a 6-week summer intensive
course in Japan and had an opportunity to
attend various college club activities as part
of the curriculum. It is common in Japan for
college students to spend after-school hours
participating in extra-curricular activities, or
club-activities (kurabu-katudoo). One is
tempted to draw parallels with U.S. college
sports clubs, however, the social systems
underlying club activities are different from
those in the U.S. The collected data were
analyzed using the theoretical work of
intercultural competence; attitudes,
knowledge, and skills (Byram 1997). The
data reveal that an approach focusing on
linguistic features and cultural competence
within a larger cultural frame, though
challenging, would be beneficial for students’
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communication strategies. The participants
reported that they acquired not only the
language, but also intercultural knowledge,
and grew aware of speech act differences
between Japanese in senior-junior (sempai-
koohai) relationships.

Keywords: Study abroad, intercultural
competence

Introduction

Mastery of Japanese language requires
the acquisition not only of linguistic features,
but also of intercultural competence. This
competence is notoriously difficult to
acquire in the classroom, and even in study
abroad contexts, where students receive a
massive amount of input (Hashimoto 1993,
Marriott 1995, Siegal 1995, Siegal 1996,
Cook 2001, Tateyama 2001). The Monitor
Hypothesis (Krashen and Terrell, 1983)
claims language learners acquire second
language knowledge unconsciously, as
children do. However, Schmidt (1990)
argues that all language learning needs
attention and the learners’ awareness is
necessary to acquire new language features.
How can learners of Japanese acquire this
socio-cultural and socio-linguistic
competence? Consequently, this also raises
the present research question: How can the
acquisition of intercultural competence and
performance be developed more effectively?

Participation in college club activities is
commonplace in Japan. Although, in the U.S.
students also have opportunities to
participate in extra-curricular activities, the
social systems underlying club activities are
different from those in Japan. In other words,
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for Japanese language learners, participation
in such activities would necessitate exposure
to such systems, and perhaps aid in the
acquisition of intercultural competence.
Beginning and intermediate-level Japanese
learners participated in a six-week summer
intensive course in Japan and had an
opportunity to attend various college club
activities (kurabu-katudoo) as part of the
curriculum. Questionnaires, students’ self
reports, and classroom discussion were used
as data and analyzed quantitatively and
qualitatively.

This paper reports on a unique attempt to
develop students’ intercultural competence
in a JSL environment and its outcome. In
addition, it discusses the limitations of
learning in a JFL environment and possible
ways to achieve a situation similar to a JSL
environment to help students develop better
intercultural competence in the United
States.

2. Extra-curricular activities

Japanese college students commonly
spend after-school hours participating in
extra-curricular activities, the so-called club-
activities (kurabu-katudoo). Some are sports
clubs, as is the case in many American
universities, and they compete against teams
from other colleges. There are also non-
sports clubs consisting of students who share
similar interests, such as the manga club.
The social systems supporting these club
activities differ from sports clubs and non-
sport organizations found in the U.S. For
instance, a sophomore student would
normally use a casual-style speech when
talking to freshman or sophomore students,
but would use polite-style speech when
addressing an older student or a teacher in
Japan. Sometimes these differences are not
taught effectively in classroom settings due
to the challenge of creating an authentic
context to demonstrate these dynamics.
However, in organizations such as sports or
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martial arts clubs at school, distinctions in
rank between older students (sempai) and
younger students (koohai) are rigidly
observed. Thus, it stands to reason that
participation in club activities has the
potential to promote intercultural
competence of Japanese learners.

3. Method
3.1. Participants

The participants in this case study were
22 students enrolled in the summer Japanese
program at the Kanazawa Institute of
Technology, Kanazawa, Japan. Seven were
females, fifteen were males. Their native
language was English, with the exception of
one female student whose native language
was Chinese. They were enrolled in three
different =~ American universities. The
participants had formal Japanese language
instruction before they came to Japan. They
were divided into two levels of Japanese
classes based on the placement test they
took on the first day of the program. Class 2
was the beginner level and included eight of
the participants. Class 3 was intermediate to
advanced, and included 14 participants.

3.2. Procedures

At Kanazawa Institute of Technology,
there are 5 sports and 4 non-sports clubs
available to the students. The club-activity
observation report was an assignment for
“Japanese Communication IL,” a Japanese
language course. First, the students had an
opportunity to familiarize themselves with
the club activities through observation and
they were asked to indicate three preferences
in writing. No more than 5 students were
sent to the same club. Table 1 shows the
clubs that the participants joined and the
number of participants.
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Club name Numbers of
participants

Kendo 1

Kyudo (Japanese archery) 3

Judo 3

Nagao-ryu Goshinjutsu 3

(art of defense)

Art 4

Igo-shogi (Japanese chess) 2

Tennis 1

Manga 4

Car 1

Table 1: Club activities and number of
participants

The participants were required to
participate in club activities once a week.
However, since each club had a different
schedule, when to attend the club activity
was left to the students’ discretion. The
participants were also required to submit an
observation report which detailed “when and
which club they participated in,” “what they
did,” “what kind of Japanese expressions
they learned,” “their observations,” and “the
ratio of language usage (Japanese or
English).”

3. 3. Data collection

The data were collected through
questionnaires after the class ended.
Questionnaires were used to collect two
kinds of information: their self-evaluation
and program evaluation. The questions for
the club activity assignment were the
following: (a) enjoyment, (b) satisfaction,
(c) interaction. Enjoyment and satisfaction
were rated on a scale of 1 to 5: 1 indicating
“disagree” and 5 indicating “agree.” The
participants were also asked to mark the
Japanese student group with which they
interacted most during the program.

The discussion during the culture class
was also used as qualitative data. The
participants were asked in English how they
felt about the club-activity assignment. The

discussion carried on from how they felt,
their suggestions for future students and the
program organizer, and what they learned.

4. Analysis

The data (Table 2) indicate that
participants enjoyed this assignment. In
Class 2, the average was 4.5. In Class 3, the
average was 3.79. However, the satisfaction
rate failed to meet their enjoyment. The
satisfaction average was 2.7 in Class 2, and
3.79 in Class 3. This discrepancy may be
related to the participant’s language
proficiency. Class 3 participants’ language
proficiency levels were higher than of Class
2 participants.  Therefore, Class 3
participants may have had more avenues for
communication than Class 2 participants.

Enjoyed Satisfied
Class 2 4.50 2.7
Class 3 3.79 3.79
Average 4.05 3.24

Table 2: Questionnaire Result 1

The data (Table 3) also indicate Class 3
participants had more interaction with
Japanese club members than did Class 2
participants. These data support the idea that
participants’ language proficiency levels are
directly related to their communication
capacity and frequency of interaction with
Japanese club members. It can be said that
Class 2 participants’ interaction is limited to
SGE students who are more accustomed to
communicating with American students with
a better command of English than club
members.

Club SGE Others
members
Class 2 0% 75% 25%

Class 3 7.14% 85.71% | 7.14%

Average | 4.55% 81.82% | 13.64%

Table 3: Questionnaire Result 2




According to the discussion in Japanese
culture class, the participants who joined
traditional martial arts clubs learned the
social systems underlying Japanese club
activities through engaging in these clubs.
For example, they could observe the speech
differences between senpai and koohai,
which reflect a hierarchical relationship and
are crucial to Japanese socio-linguistic
competence. The participants also observed
that sports clubs have a more distinct
relationship between senpai and koohai than
non-sports clubs.

However, the participants pointed out
that even though they observed the speech
differences they did not necessarily feel that
they needed to use polite language. This
case study seems to indicate that participants
are using other strategies to fill their
limitations of linguistic usage, and these
strategies are acceptable to Japanese
students. It should be noted that they were
aware of the differences in the speech styles,
however, they did not see themselves as a
major participant enough to use the polite
language.

In addition, the participants who
attended sports club activities reported that
the communication with Japanese students
was easier when they were engaged in
physical activities as they could use gestures
and what they were supposed to do was
clearly observable.

5. Limitations of the case study and

suggestions for future assignments

This case study indicates that the
participants are aware of speech act
differences between senpai and koohai.
They are also aware of Japanese students’
expectations and their linguistic limitations,
which lead them to use other communication
strategies. However, individual differences
need to be considered. Motivation and
learning strategies are different for each
participant. Furthermore, it is also important
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to take note of how sensitive or aware a
particular learner may be.

Although there are a variety of sports
and non-sports clubs available, the club
activities that participants could attend were
limited. Since this was the first attempt to
incorporate  club activities into the
curriculum, there were some
misunderstandings between the international
office and school administrative offices.
This should be improved for next year.
Furthermore, the participants were not
informed of this assignment when they were
in the U.S. The participants pointed out that
had they known about this assignment they
could bring appropriate clothing and
equipment, and presumably enjoy a fuller
club experience. Not having the proper
attire, or equipment, might have prevented
them from being able to ingrate themselves
fully into the club. This oversight can also
be addressed in the future.

Further, some Japanese students in a
given club were not used to interacting with
foreign students. As a result, some Japanese
students would not talk to the participants
unless the participants initiated the
conversation. It was also likely that most of
the Japanese club members were not well
informed that their active cooperation would
greatly affect the Japanese language learners’
development of language skills or, more
specifically, intercultural competence. To
maximize the effectiveness of this activity, it
may be useful for the program to conduct a
prior orientation to clarify its purpose to the
Japanese students.

Finally, the analysis is to a large extent
based on participants’ self-reports. Hence, to
examine the genuine effectiveness of
participation in club activities to develop
socio-pragmatic competence, collecting the
students’ language samples before and after
the program will become necessary.
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6. Conclusion and pedagogical suggestion
This study explained a unique attempt to
develop students’ intercultural competence

in a JSL environment through club activities.

The results indicate that participating in club
activities enhanced the  participants’
knowledge of the social systems, like
hierarchical  relationships, underlying
Japanese clubs. In addition, they learned
how these hierarchical relationships could
change depending on the context by
carefully observing the speech styles of the
Japanese club members. Submission of the
club activity report helped them become
more aware of these social systems and
different speech styles and reinforced their
knowledge.

Interestingly, some participants did not
feel it necessary to adjust their speech styles,
regardless of their awareness of such
expectations. This can be attributed to the
limited period of time the students could
participate in a given club activity, which
may have prevented them from immersing
themselves fully into the groups of Japanese
students. Considering this obstacle, the
students’ awareness has improved, however,
acquiring the performance level competence
might require more time and further
reinforcement.

Incorporating the club activity into the
curriculum was possible in a JSL
environment as implemented at the summer
intensive program at Kanazawa Institute of
Technology. However, in a JFL
environment, there are not many club
activities administered by native speakers of
Japanese. It is challenging to find an
opportunity for Japanese language learners
to develop intercultural competence in and
outside the classroom. Organizing the
conversation table once a week and
requiring the students to attend it outside the
classroom can be one way to facilitate
student interaction with native speakers of
Japanese and enhance their intercultural

competence. Assigning a certain task or
self-evaluation report is the key to help raise
the learners’ awareness of different speech
styles and social systems that native
speakers of Japanese are exhibiting. For
further reinforcement, classroom discussion
and practice, utilizing expressions the
students picked up at the conversation table
will be helpful. Acquisition of intercultural
competence can be achieved successfully if
given ample exposure and appropriate
amount of reinforcement either in JSL or
JFL environment, although the latter case
can be more challenging.
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Grading Scale for your posts: As in a classroom situation, your grade
on the discussion board is based not only on how much you participate
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organization, support of arguments and discussion with adequate
examples.
10: More than minimum posts in both quality and
quantity
Your posts are accurate, original and relevant,
and teach us something new, and are well
written. The posts add substantial learning
presence to the course and stimulate additional
thought about the issue under discussion.
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Your posts lack at least one of the above
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information, but make some contribution to
our understanding of the issue under
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1) General explanation about the forum

The culture-learning discussion forum introduces you to a variety of issues concerning “culture’, which is
fundamental to developing your communicative competence. ‘Culture’ in the context of the foreign language
curriculum refers to the system by which natives of a given society interact and interrelate, including culture-specific
products (e.g., books, music, food) and culture-specific practices (e.g., patterns of social interactions), which are
reflective of culture-specific attitudes, values, and beliefs of the society from which they come. The culture-learning
discussion board also aims to help you develop positive attitudes toward other cultures and the ability to communicate
effectively in a culturally appropriate manner with people in the target language.

During the course of this semester, you will be asked to post your comments/questions, demonstrating the extent of
your growing awareness about the phenomenon of “culture’ and obstacles to intercultural understanding, as well as
about cultural differences and similarities between your own culture(s) and Japanese culture which may give rise to
potential cultural misunderstandings. Read and think about the assigned tasks. Do your own research, familiarizing
yourself with the tasks to be performed and keeping those in mind as you encounter possible helpful data in throughout
the course as well as outside sources through the media or interaction with other individuals. Then write up your
responses as a post. Posts are not papers; they must be, however, well-organized and well thought-out responses to the
assigned tasks. Please be sure to document all sources you use in your responses, such as course material, Web sites,
encyclopedias, literary or journalistic texts, travel reports, quotes from people interviewed, etc. You may use Japanese
and/or English.

2) General Guidelines

*Be respectful of others and have good manners. If you wish to discuss a potentially sensitive issue, handle it with tact.
Flaming, trolling, or harassment will not be tolerated.
*Stay on topic.

Academic Honesty: All work you submit must be your own and must not be done with your classmates. Work not your
own will be given a failing grade and may result in a failing grade for the course. See the Student Code: Part 4
Academic Integrity (http://www.admin.uiuc.edu/policy/code/index.html) for specific information regarding the
university policy. Outside resources used for your portfolio must be properly documented, including both in-text citation
and references.

3-a) Tasks for Fall 2009 (JAPN201)

Task 1

The objective of your first task is to develop awareness that geographic, historical, economic, social/religious, and
political factors can have an impact on cultural perspectives, products, and practices, including language use and styles
of communication.

Task 1 has two phases:

1. Using two products (i.e. one product from Japan and one product from your home country), such as musical
compositions, items of clothing, popular foods, architectural monuments, literary selections, etc., in your home and
Japanese cultures, conjecture about the reason(s) for the “products” popularity (or lack thereof), given geographic,
demographic, historical, or other contextual factors. Write up your response as a post by 5:00 pm, Sept. 11 (Fri), 2009.
2. Post at least two comments/questions (the more the better) on your classmates’ responses by 5:00 pm, Sept. 18 (Fri),
2009.

Task 2

The objective of your next task, Task 2, is to develop and demonstrate awareness that situational variables (e.g., context
and role expectations, including power differentials, and social variables such as age, gender, social class, religion,
ethnicity, and place of residence) shape communicative interaction (verbal, nonverbal, and paralinguistic) and behavior
in important ways.

Task 2 has two phases:

1. Describe and comment on some examples of observed differences in your native language use by younger and older
persons, male or female speakers, “standard” or regional dialects. Do your own research, and write up your response as
a post by 5:00 pm, Oct. 23 (Fri), 2009.

2. Post at least two comments/questions (the more the better) on your classmates’ responses by 5:00 pm, Oct. 30 (Fri),
2009.
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The goal of your next task, Task 3, is to develop and demonstrate awareness that situational variables (e.g., context and
role expectations, including power differentials, and social variables such as age, gender, social class, religion, ethnicity,
and place of residence) shape communicative interaction (verbal, nonverbal, and paralinguistic) and behavior in
important ways.

Task 3 has two phases:

1. Describe and comment on two behaviors (e.g., greetings, apologies, complements, manners, nonverbal behaviors
such as eye contact, head movement, and gestures, etc.) that illustrate similarities and/or differences in contextual
expectations in your home culture and in Japanese culture.

2. Post at least two comments/questions (the more the better) on your classmates’ responses.

Deadline: 5:00 pm, Dec. 4 (Fri), 2009

3-b) Tasks for Spring 2010 (JAPN202)

Task 1

The goal of your first task is to recognize stereotypes or generalizations about the home and target cultures and use
significant evidence to substantiate your evaluation of these stereotypes.

1. Give at least one example of stereotypes many Japanese hold about your home country people and society. What
Japanese cultural perspectives or what evidence may have given rise to this stereotype?

2. Give at least one example of stereotypes many of your home country people hold about Japanese people and society.
What perspectives or what evidence from your culture may have given rise to this stereotype?

3. Write up your response as a post, AND post at least THREE comments on your classmates' responses by 5pm, Feb.
12 (Fri), 2010.

Task 2

The goal of TASK 2 is to develop and demonstrate an awareness that each language and culture has culture-conditioned
images and culture-specific connotations of some words, phrases, proverbs, some idiomatic formulations, gestures,
symbols, etc.

1. List and explains TWO examples of culture-specific connotations in words, phrases, idioms, proverbs, etc. you have
encountered in Japanese, English, or your native language(s).

2. Write up your responses as a post, and post at least FIVE comments on your classmates' responses by 5pm, March 12
(Friday), 2010.

Task 3

The goal of your third task is to develop and demonstrate an awareness of some types of causes (linguistic and
nonlinguistic) of cultural misunderstanding between members of different cultures.

1. Using newspaper articles, advertisements, Web sites, or other data sources, compare how an event, product, or
practice of the home culture is viewed in the target culture and attempt to explain the reasons for the views.

2. Write up your responses as a post, and post at least FIVE comments on your classmates' responses by 5pm, April 16
(Fri), 2010.




CATJ22 @ Purdue University

WE 2 (WATFx— 74 —F LFHIEFI)

The culture-learning discussion forum has introduced you to a variety of issues concerning ‘culture’, which is
fundamental to developing your communicative competence. Over the course of this semester, you posted your
comments/questions, demonstrated the extent of your growing awareness about the phenomenon of ‘culture’ and
obstacles to intercultural understanding, as well as about cultural differences and similarities between your own
culture(s) and Japanese culture(s) which may give rise to potential cultural misunderstandings.

Please help us to improve future discussions on the forum by filling out this evaluation form. Please submit this form to
your instructor.

1. Using the scale below, please rate the following items related to your experience on the discussion boards.

Strongly | Agree Neither Disagree | Strongly

agree agree nor disagree
disagree
(1) The discussion forum was informative
and useful.
(2) The discussion forum met my
expectations.

(3) The discussion forum addressed
important issues in my study of Japanese or
any other foreign languages.

(4) The discussion forum provided me with
opportunities to get to know my classmates.
(5) The discussion forum helped me develop
positive attitudes toward other cultures and
the ability to communicate effectively in a
culturally appropriate manner with people in
the target language.

(6) The discussion forum was easy to use.

2. What was the best part of the discussion boards?

3. What change(s) would you make to future discussion boards?

4.Which format did you like better: (i) having one deadline to post your response and comments/questions to your
classmates’ posts (JAPN 202 format) or (ii) having two separate deadlines—one for posting your response, and the
other for posting your comments/questions to your classmates’ posts (JAPN 201 format).

5. Any other comments?

Thank you for taking the time to complete this form. We greatly appreciate your feedback!
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It is commonly agreed that using authentic
materials is most effective for foreign language
education. The term “authentic materials” has been
understood in various ways by scholars, with one
definition enjoying wider acceptance, one that
regards authentic language as “the language
produced by native speakers for native speakers.”
While this definition may ring true intuitively, it
proves inadequate in helping teachers identify
appropriate materials and decide on the most
effective pedagogy—at least as far as spoken
Japanese is concerned. This paper explores the
issue of authentic materials for the teaching of
spoken Japanese using as the point of departure the
theory on contemporary colloquial theater of
Hirata Oriza (1962-), playwright, director and the
founder of the theater company Youth Group
(Seinendan).

The paper begins with a look at how
“authenticity” has been defined in studies of
foreign language education since the end of the
19" century. Then, it goes on to demonstrate the
inadequacies of these definitions, including the one
that enjoys wider acceptance. After that, it will
introduce features of spoken Japanese, as proposed
by Hirata in his theory on contemporary colloquial
Japanese theater. In particular, it will highlight the
revolutionary nature of Hirata’s argument on some
of the most salient features of contemporary
spoken Japanese: its absence of subject and the
importance of auxiliary verbs and particles, its
flexible word order and the interruption of the flow
of thoughts, and its intonation and accent. This is
followed by an introduction of Hirata’s
classification of spoken Japanese, including his
pioneering research on the crucial difference
between two types of spoken Japanese, taiwa
(dialogue) and kaiwa (conversation). It will then
discuss the implications of Hirata’s theory to the
teaching of spoken Japanese. Finally, it will
propose strategies to apply Hirata’s theory to
improve the teaching of spoken Japanese. The

proposal includes a clarification of the goals of our
Japanese programs and suggestions for the
development of texts that not only use authentic
materials but also are tailored to meet the needs of
our students.
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[The] natural, idiomatic texts...that do justice
to every feature of the language, [without
artificially causing] incessant repetition of
certain grammatical constructions, certain
elements of the wvocabulary, certain
combinations of words to the almost total
exclusion of others which are equally, or
perhaps even more, essential. “
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a. [Authentic language is t]lhe language
produced by a real speaker/writer for a real
audience, conveying a real message.”

b. Authentic language is defined as language
used in real-life contexts.”

C. Authentic texts = “those written and oral
communications produced by members of a
language and culture group for members of
the same language and culture group.”®
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e. A text which is not written or spoken for
language teaching purposes. A newspaper
article, a rock song, a novel, a radio
interview and a traditional fairy story are
examples of authentic texts.”

f. Authentic materials [are] materials, such as
newspaper articles, brochures, train tickets,
letters, advertisements, recordings of the
news, airport announcements, etc. which
were originally used in real situations and

were not designed for use in language
teaching.”
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Abstract

Role-play has been used for foreign and
second language education to improve
learners’ ability to communicate in the target
language. Since the use of role-play has
become so common these days as a part of
the regular curriculum, it is necessary to
rethink the use of it. This article reviews a
history of the communicative language
teaching and learning movement briefly,
distinguishes the two major purposes of
providing role-play between that for practice
and that for evaluation, and presents an
example of a role-play activity which
emphasizes  practice,  teaching, and
evaluation. This comprehensive approach to
the use of role-play activities as
implemented at Ball State University is
described step by step in this article with
theoretical justification. The use of role-play
primarily for teaching has been considered
one of the most enjoyable, meaningful, and
effective ways to help students acquire
communicative competence as well as
grammatical competence in Japanese.

Keywords: Role-play, Communicative
competence, Interlanguage, Authentic
communication, Spiral curve

Introduction

About a half century ago Chomsky
(1965) caused a revolution in the field of
linguistics by his distinction between
“linguistic competence” and “linguistic
performance.” In essence he claimed that to
know the language is not the same as to be
able to perform in it. Hymes (1966)
presented a clarified version of the latter
competence of Chomsky under the concept

of “communicative competence,” which is
defined as a combination of grammatical
knowledge (syntax, morphology, and
phonology) of the language user as well as
knowledge of how the language is used
appropriately in a given social context. In
the foreign language teaching field Canale
and Swain (1980) redefined communicative
competence to include (a) grammatical
competence, (b) sociolinguistic competence,
and (c) strategic competence, with the
addition of (d) discourse competence (1983).
This list is adopted by Kida et al. (2007) in
the field of Japanese teaching. Later
Bachman (1990) re-categorized the four
competencies into three: (a) organizational
competence, (b) pragmatic competence, and
(c) illocutionary competence.

The brief history of foreign language
teaching above indicates that one of the
major purposes of foreign language
teaching in the last few decades has been to
develop communicative competence under a
communicative approach (Savignion,1997),
as opposed to developing grammatical
competence as defined by the 1960s
behaviorism (Riverse,1968). The audio-
lingual approach was developed under the
latter approach with the belief that an
accumulation of grammatical knowledge
learned step by step with an increase in
vocabulary would make the learner able to
use the language eventually. This approach
is known as a “grammar based approach”
(Nunan, 2004).

In the 1980s Japanese language
education as a foreign language emerged,
particularly in North America, along with
the communicative approach movement

Proceedings of the 22" Annual Conference of the Central Association of Teachers of Japanese (2010) 104-115

© 2010 Sadatoshi Tomizawa



(Makino, 1991). One of the most effective
ways to develop communicative competence
was to use role-play as part of classroom
activities (Livingstone 1983, Ladousse
1987). Livingstone states that role-play is a
classroom activity which gives learners the
opportunity to practice language which can
be used outside the classroom and improve
communicative competence as well. The
effectiveness of using role-plays in teaching
was widely accepted in Japan in the 1990s
(Christina, 1997).

However, recently the use of role-play in
Japanese education does not seem to be
discussed as much as it used to be in the
1980s and early 1990s. In fact, the annual
conference of The Association of Teachers
of Japanese (ATJ) in March, 2010, did not
have a single session which discussed the
use of role-play related issues (ATJ
Newsletter ~ 2010).  Also  surprising,
Japanese-Language Education around the
Globe, a leading journal publication in
Japanese, with 19 years of history starting in
1991, had no articles with titles containing
the word “role-play.” The reason for this
absence could be that recent trends tend to
use role-play as part of “regular” classroom
activities. Hull (1992) sarcastically says that
role play is “...an old and familiar
technique...” (p.77). Most Japanese
textbooks have role-play exercises for each
lesson presented in various ways from short
pattern-practices to longer task-based ones. |
believe that role-play has become so
common that now is the right time to re-
think the purposes that it is used for. To this
end, this article briefly discusses the purpose
of role-playing and presents a role-play
activity which is intended for the following
purposes: (a) to review and practice each
lesson’s grammar points, (b) to help student
learning, (c) to allow students to learn the
language collaboratively in class, and (d) to
evaluate their language progress not only for
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a particular lesson, but also for their
cumulative achievement level.

Purpose of role-play

Tanaka et al. (1994) define the term role-
play simply as “to practice the target
language by performing the roles given to
the learners” (p. 5): (Translated by the
author of this article). In fact, the definition
of role-play varies with purpose, and some
of the more commonly stated purposes can
be placed into two broad categories:

1. To “practice” for mastery of specific
aspects of the target language such as
grammar points, sentence patterns,
vocabulary, and sociolinguistic
knowledge of the target language and
culture.

2. To “evaluate” the level of the learner’s
proficiency such as the ACTFL OPI
and the achievement of various lesson
objectives presented in the textbooks
or the course materials.

Role-play for the purpose of practicing
the language can take many different forms
such as pattern practice of specific grammar
points or sentence patterns in pairs. This
type of role-play generally takes the form of
short speaking exercises used in many texts.
Task-based role plays are intended to
accomplish a given set of tasks by applying
what students have just learned in a given
lesson (Nunan, 2004). The last type of role-
play for practice is what is called a “prompt,”
which provides opportunities for students to
get used to performing quickly what they
have Dbeen asked to do, either on an
individual basis or in pairs (Kitajima and
Lyman-Hager, 1999). The latter two types of
role-plays are widely used for evaluative
purposes as well.

The other purpose of role-plays is to
evaluate the learner’s level in the target
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language. One of the most common forms of
this type of evaluation is to have students
memorize a sample dialogue and then have
them perform it in class. The main purpose
of this evaluation is to see how well the
learners have memorized the material with
its associated grammar knowledge in hopes
that the student can apply it to actual
situations. Task-oriented role-plays are
another means to evaluate the students’
language abilities by seeing what the learner
can do with the language when given a set
of tasks. This type of role-play is widely
used these days given that there is a
difference between what the learners know, ”
linguistic competence” and what they can
actually accomplish with the language,
“linguistic performance” (Sakoda, 2008).
All of these are basically achievement
evaluations. However, the most
comprehensive way to evaluate the learner’s
proficiency instead of achievement level is
the ACTFL OPI since it is a criterion-
referenced assessment tool (ACTFL, 1999
and Makino, 2008).

Whether it is for practice or
evaluation, a distinction needs to be made
between these two purposes that role-plays
are used for. The role-play described in this
article is used primarily for practice with the
additional purpose of evaluation. In other
words, the role-play activity helps students
learn the new grammar rules, sentence
patterns, and vocabulary for each lesson by
reviewing or re-learning what they have
already studied, by a combination of
“controlled  learning  activities”  and
“uncontrolled/semi-authentic activities” in
class. (Kobayashi, 2001) Few aspects of
the OPI’s measurement techniques are used,
however, since this role-play is not meant to
measure the students’ proficiency as its
purpose.

Background and rationale of role-play for
teaching

There are four important factors
affecting the implementation of role-plays
for teaching at Ball State University. These
include (a) the textbook used for the
program, (b) the speed at which each lesson
is covered, (c) the number of instruction
hours per week, and (d) the number of
students in class. The program textbook is
NAKAMA 2 for the second-year students,
and it is written based on the principles of
the communicative approach. (The first-
year students use NAKAMA 1.) Each lesson
is covered in four weeks, with four hours of
class instruction each week from Monday
through Thursday. Four lessons are covered
each semester. (Lessons 9 and 10 are taught
at the beginning of the third year.) The
teacher is responsible for classroom teaching,
drill sessions, and testing. The average
number of students for each section at this
level is 20. For each lesson, the first two
weeks are used for explaining all of the new
grammar points and corresponding practice
sections. During the third week students
create the role-plays and practice them
primarily outside the classroom. Kanji
instruction and additional practice sessions
are held in addition to the role-play related
activities. During the fourth week, students
present their role-plays to the class. Pairs of
students create the role-plays, requiring ten
pairs of students for each lesson. Three or
four pairs present their role-plays each day
from Monday to Wednesday, leaving the
last day of the fourth week for the lesson’s
written exams. Each pair has approximately
10-15 minutes to present their role-play,
including two separate short Q-A sessions :
one in which the teacher asks questions to
the audience about the contents of the role-
play just presented, and one in which
students ask questions to the pair who have
just finished their performance. The



procedure of this role-play presentation will
be described in detail later.

The rationale of implementing the role-
play activity for the second- year Japanese
students is based on the following four
beliefs about foreign language teaching and
learning:

Belief 1: Student progress in Japanese
knowledge and skills should be made in the
form of what is called a “spiral curve”
(Martin, 1978 and Shimada, 2008) by
constantly reviewing and using what they
are learning as well as mastered already.
Any new grammar points, sentence patterns,
and vocabulary have to be learned along
with the previously accumulated knowledge
and skills in the target language. Needless to
say, this approach is to compensate the
major weakness of the grammar-based
approach, based on which most texts are
written. (Yamauchi, 2008) The NAKAMA
series is no exception in this regard. Koyama
(2008) and Shimada (2008) say that most
grammar points are taught just once with an
expectation that the learner will eventually
master them, but that seldom happens.

Belief 2: The “interlanguage™ (Selinker,
1972) exists among our students, which is a
type of language between the learner’s
native language and the target language,
developed by using various techniques such
as language transfer from L1 to L2,
overgeneralization, and  simplification.
Similar terms were made by Nemser (1971)
as “approximate system” and Corder (1981)
as “transitional competence.” One of the
most important roles for the teacher is to
help the learners make progress constantly
toward the approximation of the target
language.

Belief 3: Students have to practice the
language as meaningfully as possible, and to
this end it is essential for our students to
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practice the language as authentically as
possible (Rogers and Medley, 2008).

Belief 4: Students get the most benefit from
learning in an environment that is in a less
stressful atmosphere (Kitano, 2001), and as
a result, their learning activity will most
probably result in “language acquisition”
rather than “language learning”. (Krashen,
1982)

The program at Ball State University
believes that role-play activities which
reflect all of these four beliefs would be
some of the most effective uses of role-play
as a teaching tool to help our students
acquire communicative competence. This
type of role-play activity functions to
evaluate the students’ learning for each
lesson as well.

Overall steps in the role-play process

After pairs of students are formed, the
role-play activity for each lesson consists of
the following nine steps:

Step 1: Each pair of students makes a skit
using ALL of the grammar points
and sentence patterns in the lesson
and utilizes any knowledge they
have acquired.

Step 2: Students send a digital version of the
written draft to the teacher via email.

Step 3: The teacher edits the draft and
returns the revised digital version to
the students.

Step 4: Students review the revised version
with the teacher in class and ask
questions if necessary.

Step 5: Two native speakers of Japanese
(one male and one female) record the
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skit and upload it to the internet for

student review.

Step 6: Students  listen to

recording and practice the skit.

Step 7: Students present the role-plays in
class where they are recorded on an
audio recording device for

evaluation.

Step 8: After each role-play is presented,
two Q-A sessions take place take
place entirely in Japanese.

Step 9: The teacher listens to the recorded
presentations and evaluates
performance of the  students based

on a set of criteria.

The following is a more detailed
description of what is done for each step
theoretical

with  reference to the
justification:

Step 1: Each pair of students makes a skit
using ALL of the grammar points
and sentence patterns
lesson and utilizes any knowledge

they have acquired.

There are eight conditions for making a

role-play draft in pairs:

1. The text NAKAMA 2 has five major
grammar points/sentence patterns to
be learned in each session with
additional grammar points related to
each main point, and the draft must
include at least those five major
points. Grammar points
grammatical particles.
grammar point used has to be
underlined in the written draft so
that the teacher can easily see it.

2. The draft has to include other types
of grammar points—as many as
possible. Grammar that has not
been taught cannot be used.

3. The use of unfamiliar vocabulary is
limited to five words, and these are
listed on the draft sheet under
“Unfamiliar ~ vocabulary.  (See
Appendix A)

Note: This particular example in
Appendix A covers the case of two
lessons combined, Lessons 5 and 6.

4. Minimum length of the skit is 20
utterances, 10 for each student, but
no more than 30. The length of
each utterance should be short so
that practice and memorization will
be easier.

5. The wuse of Kanji is strongly
encouraged for practice.

6. The setting and the contents are
totally up to the pair of students.

7. The draft has to have a cover page
which shows the student names,
title of the skit, new vocabulary, if
any, and an English translation for
each utterance so that the teacher
can make corrections more easily as
needed. (See Appendix A)

8. Drafts are initially started in class
on Monday of the third week, and
are completed by Thursday of the
same week.

According to Krashen (1982), second
language learners make progress only by
dealing with language from one level above
their present level, what Krashen calls the
Input Hypothesis, “i plus 1”. The basic
principle of the activity for our students is
similar to this hypothesis particularly in the



sense that not all the students in the class
have the same level of knowledge and skills
in the target language. Each pair makes a
skit based on their level of proficiency with
an inclusion of the required grammar and
sentence patterns. This is one of the reasons
why it is more effective to have the students
memorize a skit, which is appropriate level
for each student instead of just one skit for
all students.

Step 2: Students send a digital version of
the written draft to the teacher via
email.

The draft has to be received by the
teacher by Thursday of the third week. A
late submission receives a penalty. One of
each pair sends the draft to the teacher and a
copy to the other member of the pair. In this
way, the teacher has both students email
address. One of the advantages of this
method is that a student can submit the draft
anytime from anywhere without making a
hard copy. Needless to say, if a draft does
not meet any of the requirements indicated
in Step 1, it is returned to the sender without
any corrections. The pair has to fix the
problem and resend it by the deadline.

Step 3: The teacher edits the draft and
returns the revised digital version
to the students.

There are four important areas to be
checked carefully by the teacher for
corrections of the draft. They are proper use
of (a) the grammar points/sentence patterns
of the lesson as well as previous lessons, (b)
vocabulary, (c) sociolinguistic forms, and
(d) Kanji. Grammar related corrections are
indicated in red letters (for this article it is in
Italics); wvocabulary and sociolinguistic
corrections are in blue (for this article it is in
Italics); and any additions to the draft mostly
because of sociolinguistic inappropriateness
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are in green letters (for this article it is in
Italics). As shown in this article the original
forms, which were corrected, are in
parentheses. (See Appendix A)

There are two kinds of corrections to be
made: one for errors, which are made from
the student’s incorrect learning or
misunderstanding, and the other is mistakes,
which are caused by the student’s
carelessness. By noticing the corrected
errors, the students realize their incorrect
understanding, (i.e. “Noting” Koyama,
2008) and by noticing the mistakes, they
become aware of their carelessness,
(“Uptake” Koyama, 2008). Whether it is the
former or the latter, the corrections by the
teacher help further the students learning
and serve to change the students’
“interlanguage” (Selinker, 1972) toward an
approximation of the target language.

Step 4: Students review the revised
version with the teacher in class
and ask questions if necessary.

No matter how obvious the corrections
the teacher makes might be, students may
not recognize that they made mistakes. For
this reason this a short correction review
session in class is essential. A face to face
explanation works very well. If there are any
major language or socio-cultural problems
found in many students’ skits, the teacher
provides a short clarification session for
them. Interestingly, in most cases
clarification of the teacher’s corrections
have to do with vocabulary rather than
grammar points. However, the most
appreciated correction is having students
rewrite an awkward-sounding Japanese
sentence into a more natural Japanese
sentence while keeping the intended
meaning and adding or deleting utterances
because of the differing sociolinguistic
norms between English and Japanese and
“interlanguage.” This type of correction
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requires an explanation for students to
understand. The review session is another
very important “teaching” activity for the
program.

Step 5: Two native speakers of Japanese
(one male and one female) record
the skit and upload it to the
Internet.

Two students from Japan record the skits
digitally and put them on the Internet. Using
the native speakers allows students to listen
to a reading of the skits that very much
resembles how Japanese people normally
speak. Since teachers sometime tend to
speak like commercially available audio
materials, it is very helpful for the learners
to get used to hearing other speakers of
Japanese speaking as naturally as possible
from the written scripts. The recording and
uploading take place on Friday afternoon of
the third week so that students can listen to
and practice the skits until the following
Monday when presentations start in the
fourth week.

Step 6: Students listen to the online
recording and practice the skit.

Before presenting the role-play to the
class, each pair practices their skit either
together or individually until they have
memorized both roles (the first speaker and
the second speaker) without the written
scripts. To help with proper pronunciation,
intonation, accent, and other linguistic
related aspects of the language, the students
refer to the model of the skit on the Internet.
Regardless of gender, hearing the model
spoken by a male and a female is helpful to
distinguish the two roles in the skit. In
addition to the obvious benefits above, the
model on the Internet has another advantage
in that students can access it almost
anywhere because it is on the Internet.

From the point of foreign/second
language learning, this practice is a similar
attempt to change the controlled process into
automatic  process (Kobayashi, 2001).
Arguments are raised, also, that repeating
what the learner has just heard is very
effective, a learning process called
“shadowing.” (Koyanagi and Sakoda, 2006).
Again, because the skits are what the
students themselves have written, practicing
them is more realistic and fun with the
Internet, and students seem to easily
remember the skits and retain their contents
for a long time, according to comments that
| receive from them. If that is the case, this
technique is a very effective way to help the
students in their acquisition of the language
for communication. Also it is hoped that
what the students listen to will become
“intake” and eventually result in “output”
(i.e.  Input processing instruction as
described by VanPatten and Candierno,
1993).

It should be noted that although a video
version of the model demonstration would
be better, particularly for learning the non-
verbal aspects of the performance, a video
has not been used due to a lack of facilities,
equipment, and staff for its production and
uploading to the Internet.

Step 7: Students present the role-plays in
class where they are recorded on
an audio recording device for
evaluation.

There are five steps for each pair’s
presentation:

1. The teacher assigns the roles to the
first speaker or the second. On the
script sheet in Appendix A, they
are indicated as “A” and “B”,
respectively.



2. Three minutes is given in class
before the presentation for their
practice.

3. Just before presentation of the role-
play, the teacher tells the
remaining students (a) the title, (b)
the setting, (c) roles for each pair,
and (d) a brief summary of the skit,
and explains the list of unfamiliar
vocabulary if it is listed on the
script sheet.

4. Before the role-play presentation
begins, the teacher starts an audio
recorder, which is placed near the
pair. This recording is for
evaluative purposes in Step 9
below.

5. During each pair’s presentation,
the remaining students watch and
take notes. The notes will be used
for the discussion in Step 8 that
follows.

One of the most important
considerations for having a role-play session
in class is to provide a non-threatening
atmosphere and to make the performers feel
confident. The procedure for Step 7
definitely meets these two conditions.
Wakuwaku Role-Play (Japan Foundation,
2003) supports the creation and performance
of this type of role-play in the following
way:

“Through role-plays and skits students
of various levels can learn cooperatively in
an enjoyable, non-threatening environment,
and can showcase their learning to a wide
audience.” (p.1)

Step 8: After each role-play is presented,
two Q-A sessions take place
entirely in Japanese.

During the first Q-A session the teacher
asks questions in Japanese to the rest of the
students regarding the contents of the skit

Sadatoshi Tomizawa

such as “Why was Mr. Tanaka late for the
meeting?” In order for the students to
answer the questions, they need to have
listened to the role-play very carefully and
have taken notes if necessary. Even though
answering the questions is voluntary, the
teacher often calls on students for answers.
By conducting the session this way, the
teacher makes sure all students actively
participate in the session. This is semi-
controlled communication between the
teacher and the rest of the students, but it
works very effectively from the point of
having meaningful communication in the
target language.

For the second Q-A session students ask
questions in Japanese regarding the contents
of the role-play to the pair who performed
the skit. The purpose is so that students have
a chance to ask questions instead of just
answering them. This is also semi-controlled
communication, but takes place between the
pair of students who have just performed
and the rest of the class. Additionally,
students can ask any question as long as it is
related to the topic of the role-play. For
instance, if the subject of the role-play is
business meetings, students can talk or
discuss anything about business meetings
relating to the role-play. Depending on how
the discussion progresses, the teacher can
get involved in it, too. During these sessions
the focus is completely on meaning rather
than form (i.e. Focus on Meaning vs. Focus
on Form (Doughty and Williams 1998), and
this focus naturally make this session
enjoyable, meaningful, and vigorous. Hull
(1992) strongly recommends this type of
interaction among the learners:

For instance, learners could be
encouraged to listen to each other and
ask their own follow-up questions; in
other words, they could use the cues as a
springboard to freer and more extended
collaborative interaction. (p. 85)
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The most important aspect of this
session is the way discussion is held in the
target language. It is considered one of the
highest forms of “authentic communication”
in terms of “function” rather than “task™ by
using the information of the role-play
contents as the topic to talk about. Since the
topic and the contents are all initiated by the
students, it is not only interesting but also
enjoyable in a less stressful or less
threatening atmosphere. In fact, many
students in the class think the Q-A sessions
at this step is the most enjoyable part of the
entire role-play activity. Research by Tyers
(2002) supports the positive psychological
effects of this type of role-play as giving
learners great happiness, enjoyment, and
satisfaction even though the role-play
performance itself is rather stressful.

Participation by the rest of the students
in these two sessions is evaluated on the
basis of a few criteria such as enthusiasm
and correctness in asking and answering
questions.

Step 9: The teacher listens to the recorded
presentations and evaluates the
performance of the students based
on a set of criteria.

After the role-play presentation session
is over, the teacher evaluates the
performance of the students by listening to
the recorded performances outside of class.
Although students work in pairs, each
student is evaluated individually and given
an individual score. The established criteria
for the evaluations are (a) fluency, (b)
grammatical accuracy, (c) pronunciation,
and (d) non-verbal expressions. (See
Appendix B for a sample evaluation sheet
for Lessons 5 and 6 combined.) The
evaluation takes place after the role-play
presentations rather than during the
performances to avoid unnecessary pressure
and stress on the performing students. For

this reason, no evaluation should be made
any time during the role-play session. As the
teacher listens to the recorded performance
while following the skit script, he/she marks
mistakes and errors on the script sheet in red
pen so that the students can recognize them
easily. The teacher also writes comments for
each student on their evaluation sheet. All of
these evaluation points and comments are of
great help to further the students’ studies of
the language. The importance and
effectiveness of such a feedback is
suggested by Rivers (1989).

Conclusion

The role-play activity outlined in this
article many not be applicable to other
programs due to the difference in various
circumstances and conditions of each
program. But it is possible for any program
to adapt and implement some of the steps
used for this role-play in any program.

The role-play activity is simply one of
the effective ways to learn the target
language  well and to  develop
communicative competence in Japanese as a
part of the regular curriculum. The evidence
of its effectiveness has been obtained
through the students' course evaluations over
the past several years. For instance, the
following three remarks have been made by
many students:

“The role-play session was the best part
of this course, and | enjoyed it very
much.”

“The role-play session made me feel |
CAN communicate in Japanese indeed.”
“For some reason, I still remember the
role-play skit very well and the grammar
lused comes more quickly and
naturally.”

Experimental research ideally needs to
be conducted on this type of role-play for it
to be considered as effective as the teacher



and the students believe; however, designing
such a research study would be difficult.
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Appendices

Appendix A (Role-play Draft)
Cover Sheet & Draft Sheet

Cover Sheet

o—/L7L A K77 b
LAY e—RE<U
Lessons: 57k & 671
Title: 7 —%{ED
B LW HGE
Butter: /N— & —
Eggs: 7FE T
ZtEZ
Flour: /NE#H
=)
Sugar : WkE

Lk
Salt: ¥
Add: 7=
ES
To mix : BE5
Totrip: 2% 9°<
05

To tear (paper): filf %

Draft Sheet

A SHIE!
Hello!

B: 4 HIX!
Hello!

Al N—H—LlF TR THkKELE,
I brought the eggs and butter.

B: AiES> Z8WVWET, Lo IS L )
L TBEELL (FETBEET)
Thank you. | have already added the flour and

sugar.
Al WWNTTR, bIRN—F TRy E—%
L (7z8)E Lz,
That’s good. Have you added the baking powder
in yet?

B: WX, FLELELTHIVERA(CEEY
Ao LBEZIZLTHLHKRET,
No, I haven’t yet. After adding the salt, I can.

Al Z5TTR, DO, TeEITNRRLRNLLES
DN EXE A,
That’s good. Um, I don’t know whether the eggs
are good or not.

B: 22 ?2&EILTTTD. (E9LETH)
Eh? Why?




AEZ[E D 72

. TAARCHODETEE LI,

While | was getting out of my car, | tripped
because of the ice.
b —B—X AIERLERTT D,
Ah! Are you ok?
XA, FMFRLKRTT L, TH, FED
¥, o Yeah, I'm ok. But, the eggs...
TEITHZRSTHEWNNTT M,
May | see the eggs?
Eo%,
Please do.
Db, REKRTT L, ook ARNnT
9, Ah, they’re ok. Only two are bad.

Lol

U=, +#(+>. ) Addition ¢ 0D
HYFETi,

Well, we have as many as ten, don’t we?

D, Faalb—aekoTRE LD,
Uh, did you bring the chocolate?

Dbl ENELE !
Ah! | forgot!
D —A—SADY A MIEEEFHEATLED,

Didn’t you write it on your list?

A:

A&B:

AT 6 ALLTT K(LhiT

Sadatoshi Tomizawa

EWIEIT TR, LN DUV RME

P50 E LAZL Addition(R5->TH D £
94), . . Itshould be written, but it looks
like someone has torn my list...

A=T A HoA !

Cody!

BARTTR, O, A TIEFKICH > T,
Faal— FEfFo THKTSHEETAD,
(Fi> Thmiv£92)

That’s too bad. Uh, can you return and get it?
RF 23 0 £,

Do we have time?

ThnTFaab—ralEEzT,

In 15 minutes, | can add the chocolate.

Bt 55
WINTT R),

AR ZEE LT, +HEOTRALET, U,

1T TRET,

That’s good. I’ll drive through the park and be

back in 15 mlnutes OK, Ill go and be back!

W, CeFEE %T (S&o725)
Bye.

Appendix B (Evaluation sheet)
Role-play Evaluation Sheet
Name:
Chapters: 5 & 6
Score: /10
Poor Fair Good Very Good Excellent
Fluency 1 point 2 points 3 points 4 points 5 points
Grammar 1point for 1.5 points for | 2 points for 4 | 2.5 points for | 3 points for
more than 5 | 5 mistakes mistakes 3 mistakes fewer than 3
mistakes mistakes
Pronunciation | 1 point 1.25 points 1.5 points 1.75 points 2 points
Non-verbal | ------------ | —=m-mmmee- 0.5point | ---m-mmmemeee- 1 point extra
use extra
Comments:
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American Learners’ Compliment Responses in Japanese

Naofumi Tatsumi
Purdue University
ntatsumi@purdue.edu

Abstract

Previous research shows that compliment
responses (CRs) appear to be influenced by at
least the following variables: (1) the topic of a
compliment (e.g., appearance, belongings, skills,
etc.), (2) the relationships between the
complimenter and the recipient (e.g., superior and
close friend), and (3) whether or not the
recipient’s  self-evaluation matches  the
compliment. With respect to American learners of
Japanese, past comparative studies suggest that
learners tend to deny compliments more often
than native Japanese speakers. Yet, it is still
inconclusive as to how learners’ preference for
denial is related to the three variables that may
influence their CRs, and where the learners’
rationale for their CR strategies comes from. The
purpose of the current study is to obtain more
insight into American learners’ understanding of
CRs in Japanese, so that the findings may aid
researchers in designing a comparative study.
Data were collected from American college
students enrolled in intermediate-level Japanese
courses. By using a multiple-choice questionnaire
with some open-ended questions, the current
study investigated the aforementioned three
situational variables. The overall results show that
the participants tended to respond to compliments
according to their self-evaluation of the
compliments. In the situation where participants
are complimented by a superior on their ability,
however, the participants were more likely to
deny compliments despite their positive
self-evaluation. Many participants commented
that Japanese people are expected to deny
compliments in order to express modesty. This is
in line with what they claimed to have learned in
Japanese classes and from textbooks. These
findings may be useful for designing a future
study that compares learners with native speakers.

Keywords:  compliment
interlanguage, pragmatics

responses, JFL,

Introduction

Over the past 30 years, many researchers have
shown an interest in pragmatics, particularly
speech acts such as requests, apologies,
complaints, compliments, and so forth.
Compliment responses (CRs) are also one of the
speech acts, and they have been studied in various
languages (e.g., English, Japanese, Chinese,
German, etc.). CRs of native speakers and
second/foreign language (L2) learners have often
been compared. Despite the growing interest in
interlanguage or L2 learners’ language, however,
relatively little attention has been given to how
American learners of Japanese respond to
compliments in Japanese. Indeed, such studies are
still scarce. More research on interlanguage needs
to be conducted in order to better design a
comparative study that compares Americans,
Japanese, and American learners of Japanese.

Prior to discussing interlanguage, studies of
American and Japanese CRs need to be reviewed
briefly. Most of the previous studies (Knapp,
Hopper, & Bell, 1984; Barnlund & Araki, 1985;
Yokota, 1986; Baba, 1996; Saito & Beecken,
1997, Kume, Tokui, Hasegawa, & Komada, 2001;
Shimizu, 2009) suggest that Americans tend to
accept compliments while some researchers
disagree (Pomerantz, 1978; Herbert, 1986).
Japanese CRs, on the other hand, appear to be
more complex than American CRs. It is
commonly believed that Japanese people
typically deny compliments in order to express
modesty. However, this widely-held view of
Japanese CRs contradicts the findings of many
studies (i.e., Barnlund & Araki, 1985; Yokota,
1986; Baba, 1996; Terao, 1996; Saito & Beecken,
1997; Hirata, 1999; Daikuhara, 1986; Kume,
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Tokui, Hasegawa, & Komada, 2001; Satoh, 2002,
2005; Ohno, 2005; Shimizu, 2009). In fact, some
studies (i.e., Hirata, 1999; Ohno, 2005; Shimizu,
2009) reported that the use of negative responses
(e.g., denial and disagreement) was less than 15%
in their Japanese data. In Saito and Beecken’s
(1997) study, their Japanese participants were
likely to use a mixture of three types of strategies:
Positive (e.g., acceptance and agreement),
Negative (e.g., denial and disagreement), and
Avoidance® (e.g., question, topic shift, and
explanation). Similarly, it is reported that
characters in Japanese dramas tend to use a
variety of strategies to avoid accepting
compliments such as showing embarrassment and
using humor (Kume, Tokui, Hasegawa, and
Komada, 2001). Owverall, it appears that
Americans tend to accept compliments, whereas
Japanese speakers are inclined to use a variety of
strategies to respond to compliments.

With respect to American JFL? (Japanese as a
foreign language) learners, previous studies (i.e.,
Yokota, 1986; Saito & Beecken, 1997; Shimizu,
2009) suggest that they tend to differ from both
Americans and Japanese in their CR strategies. In
other words, JFL learners are unlikely to transfer
their first language (L1) norms into the target
language (TL), but they still tend to deviate from
the Japanese norms. Two characteristics of JFLs’
CRs are the overuse of Negative strategy and the
underuse of Avoidance strategy. Yokota (1986)
and Shimizu (2009) found that their JFL
participants were more likely to respond
negatively than their Japanese participants. It is
also reported that Japanese people tend to use
Avoidance strategy more often than JFL learners
(Yokota, 1986; Saito & Beecken, 1997; Shimizu,
2009). Saito and Beecken (1997) and Shimizu
(2009) suspect that JFL learners’ deviation from
the TL norms is attributed to textbooks and
classroom instruction. In fact, Saito and Beecken
(1997) examined six Japanese language textbooks
widely used in the U.S., and they found that all
six textbooks view Japanese CRs as 'negative’. In
the same vein, some JFL participants in Shimizu’s
(2009) study reported that they were taught to
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deny compliments in their Japanese classes.

However, it would be too hasty to conclude
that classroom instruction alone is held
responsible for JFLs’ deviation from the TL
norms. It is possible that JFLs not only draw on
their knowledge of CRs, but they also consider
situational variables when they respond to
compliments. This leads to the following research
questions:

RQ 1. What situational variables are likely to
affect learners’ CRs?

RQ 2. How do learners perceive Japanese CRs?
And what are their primary sources of
knowledge?

The present study was undertaken in order to
answer those research questions. The study puts
its focus on the following variables:

(a) the complimenter’s status (i.e., superior or
friend)

(b) compliment topic type (i.e., the recipient’s
possession or skills)

(c) the recipient’s self-evaluation (i.e., whether

the recipient agrees with the compliment)

Moreover, the study examined learners’ primary

sources of knowledge about CRs and how they

are associated with learners’ perception of CRs.

Methodology
Participants
Participants were recruited from the fifth and
sixth semester Japanese courses (i.e., JPNS 301
and JPNS 302) at an American university in
Midwest. Twenty four students participated in the
study with their age ranging from 18 to 22.
Excluding non-native speakers of English and
students of Japanese descent, a total of 17
students (11 males; 6 females) were chosen.
These  students  shared the  following
characteristics when the study was conducted.
(a) They are native speakers of American English.
(b) They have never studied any other East Asian
languages.
(c) They have never lived in any East Asian
countries including Japan.
Some participants were familiar with German,
Spanish, and French, and they had stayed in
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Germany and England for a short period of time.
Thus, none of the participants had prolonged
exposure to Asian languages and cultures outside
the Japanese class.

Instrument

An anonymous multiple-choice questionnaire
with open-ended questions (see Appendix A) was
used as the research instrument. The first page of
the questionnaire asks about participants’
demographic information (e.g., gender, age,
native language, etc.). The rest of the pages
contain 18 CR scenarios and 3 open-ended
questions about CRs. Since two of the CR
scenarios are not relevant to the research
questions, they were excluded from analysis. In
other words, a total of 19 items (i.e,, 16 CR
scenarios and 3 open-ended questions) were used
for the present study. The scenarios were
constructed to test how different situational
variables may influence participants’ CRs. Those
variables are (a) the complimenter’s status, (b) the
topic of a compliment, and (c) the recipient’s
self-evaluation of a compliment.

The complimenter is someone of either higher
or equal status whose gender is unspecified.
Superiors used in the scenarios include the
recipient’s Japanese teacher, company boss, and
host parents. The complimenter of equal status is
always set as the recipient’s close Japanese friend.
The topic of a compliment basically refers to
what is complimented on. The topic can be either
the recipient’s possession (i.e., cell phone or
computer) or skills (i.e., Japanese language skills
or violin skills). The third variable is whether the
recipient’s self-evaluation is congruent with the
compliment. In the situation where you played a
violin and received a compliment, for example,
you may agree with the compliment (i.e., you
think you did a good job) or disagree with the
compliment (i.e., you do not think you played it
well).

Table 1

Situation types

Complimenter’s Topic Self-evaluation Number of
status scenarios
Friend Possession Agree 2

Friend Possession Disagree 2

Friend Skills Agree 2

Friend Skills Disagree 2
Superior Possession Agree 2
Superior Possession Disagree 2
Superior Skills Agree 2
Superior Skills Disagree 2

Table 1 shows that the 16 scenarios consist of
8 types of situations, each of which has two
parallel scenarios. In order to avoid the effects of
fixed response patterns, all the scenarios are
randomized in a way that the same type of
situation is not presented in sequence.

With respect to the multiple choice format,
four CR choices were prepared for the
participants to choose from, namely (a)
Acceptance/Agreement, (b) Denial/Disagreement,
(c) Avoidance/Deflection, and (d) Others. The
participants were instructed to choose their first
response to the compliment in each situation.
They were also allowed to write their own
response in either Japanese or English (i.e., (d)
Others). For each CR choice except ‘Others’, a
few examples are provided in Japanese with
English translations. Moreover, if necessary,
hiragana® syllables are added to where kanji*
characters are used in order to aid participants’
reading.

At the end of the questionnaire are three
open-ended questions that ask about (a) how
Japanese people are expected to respond to
compliments, (b) what participants learned in
Japanese classes, and (c) their primary sources of
knowledge about CRs. All of the open-ended
questions can be answered in either Japanese or
English.

Procedure

Two versions of the questionnaire were used:
pencil-and-paper version and Microsoft Word file
version. Since the pencil-and-paper version is a
printout of the Word file version, their contents
are identical. The only difference between the two




versions lies in handwriting as opposed to typing
on a computer. The researcher visited the
participants’ Japanese classes for recruitment and
distributed the pencil-and-paper version of the
questionnaire. The researcher also sent a
recruitment letter by e-mail to the same students
and attached the questionnaire, so that the
participants could choose between the two
versions. Most of the participants completed the
pencil-and-paper version, while only four of them
(i.e., 3 American participants; 1 international
student) turned in the Word file version. A total of
432 CR tokens (i.e.,, 18 scenarios x 24
participants) were collected. Excluding ineligible
participants and the two irrelevant scenarios, the
remaining 272 CR tokens (i.e., 16 scenarios x 17
participants) were analyzed in the present study.

Results and discussion

The data from multiple choice questions were
analyzed according to the situational variables
(i.e., the complimenter’s status, the topic of a
compliment, and the recipient’s self-evaluation of
a compliment). The CR choices are rephrased as
Positive (i.e., Acceptance/Agreement), Negative
(i.e., Denial/Disagreement), Avoidance (i.e.,
Avoidance/Deflection), and Others in the analysis.
The chi-square test was used to determine
whether the situational variables are associated
with participants’ CR choices. As is shown in
Table 2 and 3, statistical significance was found
only in Self-evaluation at the alpha level of 0.05,
v (3, N =272) =57.16, p < .0001. In other words,
the participants tended to choose their CRs
according to the recipient’s self-evaluation of a
compliment.

Table 2

Association between situational variables and CR choices
Variable 1
Status (equal/superior) 5.84
Topic (possession/skills) 5.57
Self-evaluation (agree/disagree) 57.16*

*p <.05.
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Table 3
Situational variables and distribution of CRs
Avoidan
Positive  Negative Others total
ce
Status: 136
46 (34%) 54 (40%) 24 (18%) 12 (9%)

Equal (100%)
Status: 136
40 (29%) 67 (49%) 25(18%) 4 (3%)

Superior (100%)

Topic :

136
Possessi 47 (35%) 52 (38%) 26 (19%) 11 (8%)

(100%)
on
Topic : 136

39 (29%) 69 (51%) 23 (17%) 5 (4%)

Skills (100%)
Self-eval

136
uation : 71(52%) 37 (27%) 23 (17%) 5 (4%)

(100%)
Agree
Self-eval

136
uation : 15 (11%) 84 (62%) 26(19%) 11 (8%)

(100%)
Disagree

In fact, Table 4 shows that the participants were
inclined to respond either positively or negatively
depending on the recipient’s self-evaluation.
However, this tendency does not seem to reflect
the situation where the recipient is complimented
on his/her skills by a superior (i.e., ‘Superior
Skills’). Even though the recipient agrees with the
compliment in this situation, the participants
tended to prefer Negative strategy over Positive
and Avoidance. Due to the small data size,
Fisher’s exact test was used to determine whether
the recipient’s self-evaluation is associated with
the participants’ CR choices. The results show no
statistical significance at the alpha level of 0.05
(Fisher's exact test, p =0.52). In other words, the
recipient’s self-evaluation has no association with
the participants’ CR choices in this particular
situation.
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Table 4
Situation types and CR choices
ePosmv L\legatlv eAv0|danc Others  total

Equal 21 34

i 0, 0, 0,
/F;\c;srseeessmn (62%) 4(12%) 7 (21%) 2 (6%) (100%)
Equal

. 24 7 34

0, 0,

E‘I’:;gsrz'eon 1G%) (7106 26%)  9100)  (1000%)
Equal Skills 20 0 o 0 34
Agree (59%) 8(24%) 4 (12%) 2 (6%) (100%)
Equal Skills 4 18 34
Disagree (12%)  (53%)  1rG2%)  1G%) 0004
Superior 20 34
/I:cg)]srzeessmn (59%) 6 (18%) 8 (24%) 0 (0%) (100%)
Superior

- 5 18 0 0 34
PD‘i’gzgsr:f” asw)  3%) 0 @0 2(6%) (1000
Superior  Skills 10 19 34
Agree %) (6% 1120 1G%) 1000,
Superior  Skills 5 24 o oy 34
Disagree asw) (1% A2 1E%) 500
total 8 121 49 (18%) 16 272

(32%)  (44%) (6%)  (100%)

In “Superior Skills’ situation, it seems right to
presume that the participants’ decision was
influenced by the combination of the two
variables: ‘superior’ as the complimenter and
‘skills’ as the topic. This combination appears to
prompt the participants to respond negatively. In
other words, even if the recipient agrees with the
compliment, the combination of ‘superior’ and
‘skills’ variables was so strong that many
participants were prompted to choose Negative
strategy in spite of the recipient’s self-evaluation.
Therefore, it can be suggested that a combination
of two situational variables may attenuate the
effects of another variable.

With regard to the open-ended questions, the
first question is: How do you think Japanese
people are expected to respond to compliments?
The majority of the participants (i.e., 15 out of 17)
mentioned ‘denial’, and some of them added
‘avoidance’ as an alternative strategy. Thus, the
results suggest that the JFL learners’ general
perception of typical Japanese CRs is denial.

The second question is: In any Japanese class
you have taken before, have you learned how to
respond to compliments in Japanese? If so, what
did you learn? More than half of the participants
who answered this question wrote ‘denial’, and
some of them added ‘acceptance’ and ‘avoidance’

as alternative strategies (see Appendix B).
Moreover, one of the participants indicated that
Japanese people are expected to deny
compliments when the complimenter is a superior.
This comment may partially explain why
Negative strategy was preferred in ‘Superior
Skills’ situation.

Instead of CR types, three participants
reported the actual phrases they claimed to have
learned in class. These are: Wz (“No.”), 72
£72¢7 (“I am not that good yet.”), 7=\ L7 Z
L7 (“It is nothing special.”), BrFsET °
(“Thanks to your concern.”) and +# £+ A °
(“Excuse me.”; “I’'m sorry.”; “Thank you.”). The
interpretation of this data should be made with
caution since the data are only from three
participants. Even so, none of them claimed to
have learned & v 23 & 5 (Z &%) (“Thank you
(very much).”), which can also be used as an
appropriate CR.

The third question is: Have you learned or
heard anything about Japanese compliment
responses? If so, from what sort of resource you
gained knowledge? Japanese textbook, internet,
book, magazine, Japanese friends or else? If
possible, please be specific, such as the title of the
book you read. More than half of the participants
who answered this question mentioned classroom
instruction (i.e., classes, teachers, and textbooks)
as their source of knowledge. It appears that most
learners draw on the knowledge they gained from
classroom instruction.

With the data from all three questions
combined, it can be interpreted that classroom
instruction is the participants’ primary source of
knowledge, and what they claim to have learned
in class is to deny compliments. Thus, this may
account for their general perception of typical
Japanese CRs. In fact, Table 4 shows that the
number of Negative strategy is nearly one and a
half times more than that of Positive strategy.
Although comparison with native Japanese
speakers is still necessary, the results seem to
support Saito and Beecken (1997) and Shimizu
(2009) who suspect that JFL learners’ deviation
from the TL norms is attributed to classroom



instruction.  Furthermore, the underuse of
Avoidance strategy (see Table 4) also appears to
support the previous studies (Yokota, 1986; Saito
& Beecken, 1997; Shimizu, 2009) that found the
similar results. Therefore, it can be suggested that
teachers should minimize their bias toward
negative CRs (i.e., denial and disagreement) and
provide a variety of CR strategies for their
students.

Limitations and future research

The present study has several limitations that
should be taken into consideration when
interpreting the results. Below is a list of the
limitations.
(1) No comparison with target language speakers
(i.e., native speakers of Japanese)
(2) Lack of learners’ rationale behind their CRs
(3) Possible influence of the multiple-choice
format
(4) Lack of actual performance

First, since the study was conducted to
prepare for designing a comparative study, no
comparison with Japanese speakers was made.
Even so, without the Japanese normative data, it
is difficult to interpret whether learners’ CRs are
target-like or not. For future research, the findings
of the present study can be used to design a study
that compares Americans, Japanese, and JFL
learners. Second, the present study only
investigated learners’ general understanding of
Japanese CRs and the influence of classroom
instruction. It is still uncertain how learners tailor
their CRs to particular situations. In order to gain
more insights into learners’ interlanguage system,
it is necessary to investigate what criteria learners
base their decision upon when responding to
compliments in  Japanese.  Third, the
multiple-choice format might have influenced the
data. In the questionnaire, all the CR choices
except ‘Others’ are accompanied by a few
examples such as » v 23 & 5 (“Thanks.”) and »
W L oXx 9 0® (“Isn’t it nice?”) for
Acceptance/Agreement. These examples might

have influenced the participants’ decision-making.

Future studies should validate the findings of the
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present study with different data collection
methods. Lastly, since the focus of the present
study is upon learners’ pragmatic knowledge, not
their actual performance in a naturally-occurring
conversation. Natural data or spontaneous oral
data may yield different results. This is because
what learners know about CRs does not always
reflect what they can do under the pressures of
conversational encounters.

Conclusions

The results of the present study have shown
that the participants’ CR choices are associated
with the recipient’s self-evaluation of a
compliment. The learners tended to respond
positively when the recipient agrees with the
compliment, while they were inclined to respond
negatively when the recipient disagrees with the
compliment. The only exception to this tendency
observed in the data was the situation where the
recipient is complimented on his/her skills by a
superior. It appears that the combination of the
two variables (i.e., ‘superior’ and ‘skills”) tend to
attenuate the effects of the stronger variable (i.e.,
‘self-evaluation”).

The findings of this study also shed light on
the learners’ perception of Japanese CRs. The
majority of the participants reported ‘denial’ as
the typical Japanese CR, which is in line with
what they claimed to have learned in Japanese
classes. Indeed, the results of the multiple-choice
questions show that the number of Negative
strategy surpassed all the other choices (i.e.,
Positive, Avoidance, and Others). The results are
in favor of Saito and Beecken (1997) and Shimizu
(2009) who claim that JFLs’ deviation from the

TL norms is associated with classroom instruction.

It is thus suggested that teachers should
reevaluate their own teaching of Japanese CRs.

Footnotes
(1) Basically, it is a strategy to avoid accepting or
denying a compliment. Some examples are listed
below.
Question/Confirmation:
e.g. Really?; Do you think so?
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Topic shift:
e.g. A: Nice camera.
B: My friend bought the same
camera and he...
Explanation:
e.g. A: Nice camera.
B: The old one broke and I had to
buy a new one for the trip to...

(2) JFL (Japanese as a foreign language) learners
normally study Japanese in their home countries,
while JSL (Japanese as a second language)
learners study Japanese in Japan.
(3) Hiragana syllables are one of the three
Japanese written scripts along with katakana and
kanji.
(4) Kanji characters are Chinese characters used
in Japanese.
(5) The expression &7 &< is typically used
to express appreciation to the interlocutor who
has paid attention to the improvements of the
speaker’s situation or health condition. The
participant who wrote 332> % C reported in
the previous question that “Denial or attributing
success to the complimenter.” Therefore, this
learner’s intention behind the use of F/NF=F

C may be to attribute the recipient’s success to
the complimenter.

(6) The expression 374 %+ A has a few different
meanings. It can be used to draw one’s attention
(e.g., “Excuse me.”), to apologize (€.g., “I'm
sorry.”), or to show gratitude (e.g., “Thank you.”)
depending on the situation. Therefore, the
participant who wrote ¥ 7 % & A probably
meant to use it as a display of gratitude although
the present author believes that 4% %A is not
commonly used to respond to compliments.
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Appendix A

Compliment response questionnaire with example
discourse situations

Demographic information (Please mark only one box
with. X]) If you are using a computer, please
double-click the box and choose “turn on”.

1. Age

2. Gender: [] Male /
3. Nationality

4. Native language

5. Do you speak any other languages besides English
and Japanese?

[] Female

(] Yes What language(s)?

[ ] No

6. Have you lived in other countries outside the U.S.?
(] Yes What  countries?

How long?

[ ] No

Explanation of the response choices

Naofumi Tatsumi

<m)Enbia) “Because | major in pharmaceutical
sciences.” etc.

(a) Acceptance/Agreement: e.g. [H Y AL H (T8 &
7)) “Thank you.”; NN TL X 9 ? ) “Isn’t it nice?”;

(5 EL Vo TENo27TF ) “I'm glad that it went
well.” etc

(b) Denial/Disagreement: e.g. v\ x .\ % |“No, no.” ;

Wb, F AR L7 (TT) L I“Nah, I don’t think
S0.”; 72 L 72 Z & 720 (T9) L) “It’s nothing special”
etc.

(c) Avoidance/Deflection: e.g. Tz -, 1FA L H(TT
) 2 1“Oh, really?”; T2 >, % 9 (T3 H)?“0Oh,you
think so?”; THHSAOHEEGE WIS EF(L XD
T T K/ EF7Z L) “Mr. Tanaka, your English is also
good.”; [ZDR(HL), R—A 7 V> RIT—L7 L
YEMABATSNELEZ ZBATINIZD] “My
girlfriend/boyfriend helped me pick this clothes.”; [FA
DHEHP) ST LR B WATET EIL 272 WA TT T
E] “Ididn’t buy it.”, etc.

(d) Others: (Please print clearly in Japanese or
English) 1e.g. TH VL5 TS VET, THIFAL D
(2 ) Wiz < WA T9 ) “Thank you, but it’s
actually not user-friendly”; TEEB(FA T 9 )R FE(R

What would be your first response to the compliment
in the following situations in Japanese?

Please mark only one box with.[X] for each situation.
If you are using a computer, please double-click the
box and choose “turn on”.

Discourse situations (Examples)

1) While in the U.S., you took many Japanese classes
and studied very hard. Your hard work paid off, and
you became quite fluent in Japanese. Now you are
staying with a host family in Japan. Your host parents
compliment you on your Japanese proficiency.
Your first response to the compliment would be:
[ ] (a) Acceptance/Agreement :<Examples> &
DLt HZXnET) “Thankyou”; 255~ T
bHx5HEINLWTT ] “l am pleased to hear
that.” etc.

[] (b) Denial/Disagreement: <Examples> %

W] “No, no.”; IT'E72F72C¢9 &L “l still need to
work on it.”; T72WL7=Z &2 Td & “It’s
nothing special” etc.

[ ] (c) Avoidance/Deflection: <Examples> [z~

FAE D TTD?2] “Oh, really?”; 2o, =9
T3 7521 “Oh, do you think so?”; [AE(E H 72
BYDT VASADOFUEI)RE - & EF(L X9
YTk “My friend, Alice, speaks Japanese
much better.”, etc.

[ ] (d) Others: (Please type or print clearly in
Japanese or English):

2) You are working in a Japanese company. Your
Japanese boss walks by your desk and notices your
new cell phone. It is the latest model, and you think it
was a great buy. Your Japanese boss looks at your
new cell phone and compliments you on it.
Your first response to the compliment would be:
[ ] (a) Acceptance/Agreement :<Examples> %
DxE S TXWET ] “Thank you.”; TWwiNTL
X 9 ? ] “Isn’t it nice?”; [FA(P 7= L) b R(Z)ITA
> TWET ] “Ilike it, too.” etc.

[] (b) Denial/Disagreement: <Examples> >z

Wz ] “No, no.”; T FARIZ L VT3 & “It’s
not that good.”; 72\ \L7-Z & 7220 T4 5] “It’s
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nothing special” etc.

[ ] (c) Avoidance/Deflection: <Examples>. [z
>, 1FAEHTTH? ] “Oh, really?”; 2o, %
9 T4 ? | “Oh, do you think so?”; THEE(L <
HEO)DT—F2AI1FE L 2T L “It’s not
as good as yours, boss”; I&Ki#E(E LIEB)B A5
AT NTZATT ) “My friend helped me pick
this one”, etc.

[ ] (d) Others: (Please type or print clearly in
Japanese or English):

3) You are an aspiring violinist, majoring in music in
college. You have just finished your violin recital, and
you think you did a great job. Your Japanese teacher
happened to be in the audience, and s/he compliments
you on your performance.
Your first response to the compliment would be:
[ ] (a) Acceptance/Agreement :<Examples> %
DAL TZWET “Thank you.”; TH E W
S>TEM-7=TT ] “I’'m glad that it went well”
etc.
[ ] (b) Denial/Disagreement: <Examples> %,
Wz “No,no.”; IE72F7c79 &) “Istill need
to work on it.”; 7o\ LizZ &72nTd &) “It
was nothing special” etc.
[] (c) Avoidance/Deflection: <Examples> Iz -
FA LD TTH? ] “Oh,really?”; T2 >, 95T
472? | “Oh, do you think s0?”; TCTHHFEA
WZiEoZenEd A L) “But I’'m no match for Mr.
Tanaka.”, etc.
[ ] (d) Others: (Please type or print clearly in
Japanese or English):

3) Have you learned or heard anything about
Japanese compliment responses? If so, from what
sort of resource you gained knowledge? Japanese
textbook, internet, book, magazine, Japanese
friends or else? If possible, please be specific,
such as the title of the book you read.

(Please type or print clearly in Japanese or
English)

Appendix B
What the JFL participants claim to have learned
in Japanese classes.

Participant

#

1 It depends on the situation and
person

5 downplay one's achievements and
deny

3 oz TS ET

4 deny a lot of compliments to be
humble

5 TELELETT) TenwlieZ e
W) % EHA) Be modest

5 deny a compliment from a superior
but if insisted, show appreciation

7 S

8 deny or thank you

9 to deny or reflect compliments, Be
humble

10 avoidance

11 most were deflective

12 be humble and deny compliments

you or your family might receive

Open-ended questions

1) How do you think Japanese people are
expected to respond to compliments?

(Please type or print clearly in Japanese or
English)

2) In any Japanese class you have taken before,
have you learned how to respond to compliments
in Japanese? If so, what did you learn?

(Please type or print clearly in Japanese or
English)

13 deny so as not to sound conceited

Although since I’'m used to saying
thank-you to compliments in
14 English,

| sometimes do this if | receive
praise in Japanese.

A bit; mostly to deny it or accept it
15 as long as you acknowledge that
other people helped.

Yes, specifically to complements
about Japanese proficiency.

The book suggested denying the
complement.

16

17 (No response)
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Abstract

In telling personal stories, inclusion of
characters’ mental states is imperative to create
coherence and enhance vividness. This study
investigated how characters’ mental states were
represented in personal stories narrated by
college students taking 2"-, 3"-, and 4"-year
Japanese. The corpus consisted of 345 and 32
written narratives collected from learners and
native speakers of Japanese, respectively, and
36 hours of oral interview from 24 learners and
4 hours of interview from 8 native speakers.
Quantitative analysis found that the amount of
mental representation significantly increased
from the 2"-year to the 4™-year level. In
particular, the 4th—year students produced
mental representation as frequent as the native
speakers. Qualitative analysis, however,
revealed that the students were not only
increasing the amount but also changing the
usage. The 2"-year students overproduced the
combination of an evaluative adjective and a
mental verb, while the 3"-year students used
the combination of a modal auxiliary and a
mental verb. The 4™-year students started to
employ the explanatory modal auxiliary noda
with mental verbs. They also frequently
adopted the strategy of enactment in their oral
narratives but not in their written narratives. In
comparison, the native speakers often
combined rhetorical questions with mental
verbs in their written narratives. In their oral
narratives, the 4th-year students framed mental
representation as self-directed speech, using
casual register and the sentence-final particle
naa. The findings suggest that beginners
should be instructed to use more modal
auxiliaries than adjectives with mental verbs,
and that advanced learners should be
discouraged to use enactment in oral narratives.

Instruction should also include practice in self-
directed speech, in particular casual register
and the particle naa.

Keywords: narrative, mental representation,
learner, re-enact

1. Introduction
1.1 Mental representations in narrative
Mental representations convey characters’
mental states at the time of an event or the
narrator’s current view of the event, and they
slow down the pace of storytelling. Mental
verbs such as omou ‘think’ either foreground or
background statements on mental process,
depending on the accompanying tense. If a
mental verb carries past tense as in omotta
‘thought’, it foregrounds the mental state of a
character in the past. If a mental verb carries
non-past tense, it hedges the statement that the
verb accompanies, functioning as a device for
conveying evaluation. This study will discuss
only the former type of mental state as mental
representations. When mental verbs are used in
the past tense, the audience directly accesses
the characters’ sentient and cognitive processes.
This enhances the story’s vividness in a way
similar to how speech representation enhances
the story’s vividness. The verbs that fall into
this category include omou ‘think’, kanjiru
‘feel’, and kangaeru ‘ponder’, negau ‘wish’,
and ki ga suru ‘feel’. The following is an
example of mental representation.

Excerpt 1: 301 34
1. Gozen yoji-han datta.
‘It was four-thirty a.m.’
2. Soto ga *kurokute ((kurakute)) nani mo
mienakatta.
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‘The outside was dark, and I couldn’t
see anything.’

3. Kuruma ni *haite ((haitte)) mizuumi ni
itta. "V
‘I got in the car and went to the lake.’

4. Unten shinagara ‘“dooshite *kore o
suru no ((konna koto shiteru n daroo))”
to kangaeta.

‘While I was driving, I thought, “Why
am I doing this?””

In this excerpt, lines 1 to 3 simply describe the
physical appearance of the scene. Line 4
delivers the mental representation of the person
at the time. This short representation of her
thoughts fills in details about the scene, telling
that the person was not willing to go to the
destination, and that she was unsure of her
action. Describing the character’s mental state
helps the audience understand her puzzling
action of going to the lake when it was still
dark outside. This seemingly odd action
becomes meaningful with the description of the
mental state. It also makes the scene more
vivid as the audience can feel what went
through her mind. In this fashion, including
characters’ mental states is indispensable for
making a story more vivid and rendering
characters’ actions as more purposeful, thus
providing more coherence to a story.

1.2 Definition of a narrative

The present study adopts the definition of a
minimal narrative proposed by Labov and
Waletzky (1967). They view a narrative as
comprised of a succession of clauses placed in
the same order as the inferred sequence of
events. A defining property of the narrative is
a string of clauses that represent the temporal
manner of an event sequence. It is not the act
of illustrating past events per se that constitutes
narrative. To be considered a narrative, the
manner of illustration has to be in temporal
order. The following three versions of the
same story offered by Labov and Waletzky
(1967) illustrate this point. According to their

criteria, Version A 1is a narrative, for the
sequenced clauses match the inferred sequence
of events. Versions B and C, on the other hand,
are not narratives, since the inferred sequence
of events are not presented in temporal order.

Excerpt 2
Version A
1: Well, this person had a little too much to
drink
2: and he attacked me
3: and the friend came in
4: and she stopped it.

Version B

1: A friend of mine came in

2: just in time to stop

3: this person who had a little too much to
drink

4: from attacking me

Version C

1: A friend of mine stopped the attack.
2: She had just come in.

3: This person was attacking me.

4: He had had a little too much to drink.
(Labov and Waletzky, 1967, p.20)

Two clauses that encode two temporally
sequenced actions constitute the minimum
requirement of a narrative. “I hit him and
killed him” is a narrative consisting of two
narrative clauses, as the actions hit and kill are
temporally ordered and not interchangeable.
“On weekends, I watched movies and she went
shopping,” on the other hand, is not a narrative.
The clause “I watched movies” and the clause
“she went shopping” are interchangeable; thus,
they are not temporally ordered.

2. Literature review
2.1 Adjectives and adverbs

F. Watanabe (2007) categorizes adverbs
into five semantic groups and compares how
native and non-native speakers employ adverbs
in written narratives.  His study’s most



prominent finding is that the native speakers
frequently used adverbs expressing the mental
state of a character.  The following are
examples of such adverbs:

Excerpt 3
tanoshiku/tanoshisoo
‘delightedly’
ureshiku/ureshi soo ni
‘happily’
hisshi ni
‘desperately’
isshookenmei
‘hard’
(F. Watanabe, 2007, p.69)

ni/tanonshige  ni

The non-native speakers did not use this type of
adverb nearly as often as did the native
speakers. He also notes that the native speakers
rarely placed adjectives that express subjective
judgment in the predicate position. Most of the
adjectives were clustered in noun-modifying
clauses. The English-speaking learners, in
contrast, often used such adjectives in their
predicates.

2.2 Mental verbs

Little research has been carried out on how
learners of Japanese use mental verbs in
narratives. However, research on modality
usage, which treats the mental verb omou
‘think’ as a modal expression, provides some
insights. Thus, I will briefly review studies
discussing how learners and native speakers
use the mental verb omou ‘think’ with respect
to the use of modal auxiliaries.

Studies of how second language learners of
Japanese use modal expressions report that
learners fail to produce epistemic and
evidential modal expressions sufficiently, but
overproduce the mental verb omou ‘think’
(Sasaki & Kawaguchi, 1994; [juin & Takahashi,
2004; Oshima, 1994; Yamamori, 2006). Sasaki
and Kawaguchi (1994) examine modality use
in native speakers’ and learners’ compositions.
Their study asked 520 native and 40 non-native
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speakers to write an expository essay. The
former consisted of thirteen groups of Japanese
students, ranging from elementary to college
level. Their results show that the learners
overproduced omou ‘think® and under-
produced modal auxiliaries. Some native
speakers also overproduced the mental verb,
but the distribution of such individuals peaked
at around grade seven. Yamamori’s study
(2006) adds support to Sasaki and Kawaguchi’s
results. The study examines how advanced
learners use epistemic and evidential modality
in oral interview, e-mail writing, and a
discourse completion task. He reports that the
learners had difficulty using modal auxiliaries
such as sooda ‘appear’, mitai ‘look’, and rashii
‘seem’, but comfortably used the verb omou
‘think’. Such frequent use of omou ‘think’ was
also reported by Ijuin and Takahashi (2004)
and Oshima (1993). Interestingly, studies
focusing on learners of English and other
European languages also report that learners’
overuse of mental verbs equivalent to the
English verb think (Ringbom, 1998; Salsbury
& Bardovi-Halig, 2002; Aijmer, 2002;
Hasselgren, 2002). This suggests that
employing a mental verb equivalent to ‘think’
in the target language is cross-linguistically
preferred by learners in expressing mental
states.

3. Procedures
3.1 Method of narrative collection

This study adopts Labov and Waletzky*‘s
(1967) interview method to elicit oral
narratives. While other scholars (Polanyi, 1985;
Norrick, 2000; Ochs & Capps, 2001) collect
narratives ~ appearing  spontaneously  in
conversations, the abilities of the present
study’s learners made this approach impractical.
Since the present study analyzed beginner to
intermediate learners, who have difficulty
leading conversations, not to mention initiating
personal stories, interview was chosen.
Moreover, it allows direct comparison with
learners’ written narratives, which are typically
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produced by a teacher’s prompt at these levels
of foreign language instruction.

3.2 Corpus

This study analyzed narratives collected
from 385 intermediate to advanced learners,
who were studying Japanese at the University
of Washington, and 40 native speakers of
Japanese. The corpus consists of four data sets.

The first data set consists of 345 written
narratives. Once a quarter in an academic year,
the researcher visited second-, third-, and
fourth-year Japanese classes and asked for
volunteers to write their personal stories.
Students who volunteered were asked to choose
one of the following three topics:

1. A happy, fun, interesting, exciting, sad,
or upsetting event that took place over
the break.

2. A happy, fun, interesting, exciting, sad,
or upsetting traveling experience.

3. A happy, fun, interesting, exciting, sad,
or upsetting experience from high-
school.

The stories were written during 20 minutes of a
regular class period without the use of a
dictionary, textbook, grammar book, or
notebook.

The second set of data consists of
transcripts from 72 interviews conducted with
24 volunteering students of Japanese. Once a
quarter in an academic year, the researcher met
students for a 30-minute interview. In the
interviews, the researcher elicited the students’
personal stories. The most typical stories
elicited were happy, fun, sad, exciting, or
embarrassing recent events or memorable
events from the past.

The third data set consists of 32 narratives
written by native speakers of Japanese who
were studying at the University of Washington
and Toyo University in Japan. The researcher
gave a form to write a story and asked them to
write their stories in 20 minutes. As with the

written narratives elicited from the learners,
native subjects were also asked to choose one
of the three topics. However, they wrote their
stories at their convenience and brought back
the form when they finished.

The fourth data set consists of eight thirty-
minute recordings of personal narratives
elicited from eight native speakers of Japanese
whose age ranged from 18 to 38. Unlike the
learners who had three 30-minute interviews,
each native subject had only one 30-minute
interview.

3.3 Methodology of analysis

3.3.1 Length of written and oral narratives
As shown below, for all the written

narratives, the number of words appearing in

each story was counted using a word-counting

scheme partially adopted from Takei and

Akahori (2005):

1) All free morphemes, verbs, adjectives,
adverbs, and particles, that stand by
themselves were treated as separate words.

2) Counters were counted as individual
words.

3) Bound morphemes used to inflect
adjectives and verbs were in general
counted according to the number of
morphemes in each particular inflection.
For instance, morphemes such as —(ja)nai
‘not’, -masu ‘affirmative polite’ , -(r)eru
‘able’, -yoo ‘will’, -seru ‘cause’, -miru
‘attempt’, -ri  ‘things like’, desu
‘am/are/is’, -deshita ‘was/were’, -da
‘am/are/is’, -datta ‘was/were’, -nakatta
‘was/were/did not’, and —masen ‘negative
polite’ were counted as separate tokens.
However, the inflection —ku and the
particle ni in adverbials such as ookiku
‘largely’ and shizukani ‘quietly’ were not
treated as words. Morphemes for the fe-
form and past tense were also not treated
as words to ease the counting process,
because the fe-form and past tense are
extremely frequent in storytelling.



For oral narratives, the same counting
scheme was applied to all utterances produced
by the learners, including both narrative and
non-narrative segments. This was because it is
difficult to quantitatively separate narrative and
non-narrative segments. It should also be
pointed out that the counts included English
words, repeated phrases, and the Japanese
fillers eeto and etto, but not the utterances uh
and uhm.

3.3.2 Identification of mental representations

This study identified mental representations
of characters in the following fashion.
Utterances were taken as mental representation
if they were accompanied by quotative markers,
mental verbs, changes in voice quality (for oral
narratives), or quotation markers (for written
narratives). If mental verbs were in the non-
past tense, rather than in the past tense or fe-
form, they were not considered to be mental
representation from the time of events but were
viewed as hedging. For instance, in sentence A
below, the verb omoimasu ‘think’ is in non-past
tense. Thus, the verb functions to hedge the
evaluative comment taihen ‘difficult’. In
sentence B, however, the verb omoimashita
‘thought’ conveys that the thought taihen
‘difficult’ occurred at the time of the event.
Thus, this sentence qualifies as a mental
representation.

Excerpt 4
A. taihen da to omoimasu
‘I think, “it is difficult”.’
B. taihen da to omoimashita
‘I thought, “it was difficult”.’

In some cases, however, errors in tense
marking made it difficult to strictly follow this
procedure.  Under these circumstances,
utterances were considered as mental
representations even when marked with mental
verbs in the present tense, if lack of past tense
marking was considered to be an error. For
instance, the following sentence ends with the
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non-past tense verb omoimasu  ‘think’.
However, the context suggests that the tense
marking intended must have been the past tense.

Excerpt 5
kodomo no toki uma ga sugoku yasashii
doobutsuda to *omoimasu ((omoimashita))
kara
‘because when I was a kid, I *think,
“ Horses are a kind animal.””’

Here the first phrase kodomo no toki ‘when I
was a kid’ indicates that what follows is a
mental representation in the past, despite the
fact that the mental verb is marked with non-
past tense.

4. Results
4.1 Results: Quantitative distributions of

mental representations

Quantitatively, the use of mental
representations increased with proficiency,
reaching a level comparable to that of the
native subjects in written narratives but not in
oral narratives. Table 1 and Figure 1 illustrate
how mental representations were distributed
across the learners’ written and oral narratives.
Overall, the representation of mental states
increased with proficiency. The 2nd—year
students, who learned the verb omou ‘think’ at
the beginning of the academic-year, expressed
past mental states at the rate of 0.13 per 100
words in written narratives and at the rate of
0.05 in oral narratives. The 3rd-year students
described past mental states at the rates of 0.26
in written narratives and 0.11 in oral narratives.
The 4"-year students delivered characters’ past
mental states at the rates of 0.41 in written
narratives and 0.28 in oral narratives. The
native subjects, in contrast, produced mental
representations at the rates of 0.45 in written
narratives and 0.60 in oral narratives. When the
native subjects’ and the learners’ production
rates were compared, it became clear that the
4th-year students’ frequency 1in  written
narratives was comparable to the native
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subjects’ level. In contrast, their production rate
for oral narratives, 0.28, was less than half of
the native subjects’ rate.

Table 1: Frequency of Mental Representation in Written
and Oral Narratives

Proficiency | Number | Number of | Frequency
level of mental of mental
words representations | representat
ion
(per 100
words)
Written | 2"-year 17490 23 0.13
Narrativ | students
es 3"year 22154 57 0.26
students
4"_year 6847 28 0.41
students
Native 7372 33 0.45
subjects
Oral 2" year 25331 13 0.05
Narrativ | students
es 3" year 36723 42 0.11
students
4" year 50958 142 0.28
students
Native 18120 108 0.60
subjects
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Figure 1: Frequency of Mental Representation

4.2 Results: Qualitative differences

Along with the increase in the use of mental
representations, qualitative changes were also
evident in the stories from 2"-year to 4"™-yea
students.

4.2.1 2"-year students’ narratives

The 2™-year students mainly used mental
verbs to frame past feelings expressed with
adjectives in both oral and written narratives.
Simple adjectives such as tanoshii ‘fun’,

omoshiroi  ‘interesting’, and suki ‘like’
appeared with the verb omoimashita ‘thought’.
The following are some examples.

Excerpt 6: 202-20 (written)
Pianisuto wa totemo joozu da to omoi
mashita.
‘I thought, “the pianist was very good.”’

Excerpt 7: 202-40 (written)
Kono tabi wa chotto *koowai ((kowai)) to
omoi mashita.
‘I thought, “this trip was a little scary.””

In excerpt 6, the evaluation joozu ‘good’ is
expressed as an adjective and the mental verb is
attached. In excerpt 7, the adjective *koowai
((kowai)) ‘scary’ conveys the sentiment, and
the verb emphasizes that it is the past mental
state of the person. The combination of
adjective and mental verb was frequent in the
corpus, most likely because this construction
does not require much conjugation other than
adding to omotta ‘thought’ to a predicate
adjective, which is one of the easiest means to
express evaluation in storytelling (F. Watanabe,
2007).

4.2.2 3"%-year students’ narratives

The 3“d-year students used a more variety
of expressions in mental representations. In
particular, modal auxiliaries were frequently
used, including volitional form, soo ‘seem’,
kana ‘1 wonder’, daroo ‘probably’, hazu ‘most
likely’, and desiderative fai ‘want’. The
following are some examples of mental
representations.

Excerpt 8: 301-30 (written)
Menyuu no shashin ga oishisoo to omotta.
‘I thought, “The pictures on the menu look
delicious.”

Excerpt 9: 301-2 (written)
Furansugo o daigaku de benkyoo shiyoo to
omotteita node, zehi itte mitakatta.



‘Because I thought, “I’'m going to study
French in college,” I really wanted to go.’

Excerpt 8 contains the epistemic auxiliary soo
‘appear’; Excerpt 9 has the volitional form of
verb suru ‘do’. Such inclusion of epistemic
modality in mental representation was found in
the 3"-year students’ written narratives but not
in the 2™-year students’.

Excerpt 10: Sonia (oral)
de ichiyoo ga- eigo ga benkyoo dekiru
kanaa to omotte
‘So, anyway, I think, “I wonder if I can
study English.””

Excerpt 11: Rachael (oral)
geisha wa totemo  omoshiroseo to
omoimasu to omoimashita
‘I thought, “Geisha seem interesting.””

Excerpts 10 and 11 contain the epistemic modal
auxiliary kana ‘I wonder’ and the evidential
soo ‘appear’, respectively. These modal
auxiliaries enhance the image that the audience
is accessing mental states of characters, since
modal expressions signal the speaker’s
subjective stance toward the propositional
content.

4.2.3 4™-year students’ written narratives
The 4th-year students further advanced in
including modality within mental
representations. What is worth observing here
is that the 4th—year students, along with the
native subjects, often used noda in mental
representations. Noda 1s a modal auxiliary that
indicates that the speaker is explaining some
information or talking about something
emotively, as if it were of common interest to
the speaker and hearer (Makino & Tsutsui,
1986). Noda has the effect of highlighting the
subjectivity of the storyteller by reminding the
audience of the presence of the teller (Iwasaki,
1993; Matsuki, 2001; Maynard, 1992, 1999). It
gives the impression that the narrator is directly
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addressing the audience outside of the story
world (Maynard, 1999). Noda is often
delivered in the non-past tense (Iwasaki, 1993;
Kodama, 1998; Takahashi, 1996), and this in
turn creates dramatic effect and conveys that
what is delivered is the speaker’s current view
(Iwasaki, 1993; Koyama, 2004; Nara, 2001;
Soga, 1983; Szatrowsky, 1985; Takahashi,
1996; N. Watanabe, 1998). In the unfolding
story, noda serves to connect segments of the
story (Iwasaki, 2002, p.314; Yoshimi, 2001). In
particular, n desu ne draws the audience to the
next story segment, signaling the location of a
high point of the story (Yoshimi, 2001). The
following example illustrates how noda was
used in representing mental states of characters
by the 4™-year students.

Excerpt 12: 402-13 (written)
*4Anogoro ((ano koro)) booryoku de
kaiketsu shinakute wa ikenai toki mo aru
n_da to omotta.
‘I thought at that time, “There are times
when one needs to resort to violence to
solve issues.”

In Excerpt 12, the colloquial form of noda, n da,
is inserted before the quotative particle to. The
colloquial form is important since it creates the
effect of accessing the character’s plain,
unembellished inner thought. The expression is
followed by the quotative particle fo and the
verb omotta ‘thought’. The 4™-year student use
of noda in mental representations, indeed, was
similar to how the native subjects used noda in
mental representations. For example, Excerpt
13, below, is from a native subject’s story.

Excerpt 13: Native 7 (written)
Jibun wa konna ni badominton ga suki na
n_da to kanji mashita.
‘I felt, “I like Badminton this much.””

As we can see, the colloquial form of noda is
followed by the quotative particle fo and the
mental verb kanjimashita ‘felt’. In this fashion,



CATJ22 @ Purdue University

the 4"™-year students proficiently used noda in
combination with mental verbs to represent
mental states.

Another interesting feature of the 4th-year
students’ mental representations is that mental
states were frequently represented without
mental verbs in oral narratives. The following
excerpt contains a direct representation of a
mental state without any mental verb.

Excerpt 14: Keith (oral)
1. eeto robii no robii no naka doaman
*toiu hito ga watashi ni denwa kakete

((kite))
‘Well, a person—doorman—in the
lobby called me,’

2. eeto eeto eeto *hitotsu ((hitori)) no
wakai kanojo *kanojo ((josei)) ga
Swallow sama no tame ni omachi ni
*narimasu ((natte orimasu)) to itte
‘Well, uh, uh he says, “A young lady,
lady is waiting for Mr. Swallow.”

3. ‘watashi wa Ee? Dare?’

‘I was, “uh? Who?”

4. watashi wa nanka oosutoraria ni iru
*kara koso ((node)) watashi wa koko ni
tomodachi ga ((i)) nai hazu *desu
((data)) kedo
‘I am, like, in Australia so that there
shouldn’t have been any friend, but,’

5. demo eeto nanka omoshiroi to omotta
kara
‘but, well, like, because I thought,
“That’s interesting.”

6. eeto heya *ni ((0)) dete robii ni itte
‘I get out of the room and go to the
lobby.’

This is a story when the learner ran into his
classmate when he went to Australia. Line 1
explains that he got a call from a doorman at
the lobby of the hotel which he just checked in.
Line 2 represents what the man said on the
phone. In line 3, Keith represents his past
mental state by changing his voice quality
without any mental verb or quotative particle. It

directly describes his thought at the time. He
represents his thought once more in line 5. In
this case, however, he attaches the quotative
particle o and the mental verb omotta ‘thought’
after omoshiroi ‘(that’s) interesting’. The direct
representation of mental states as displayed in
line 3, however, seems to be unique to oral
narratives. In the written narratives, no learner
presented mental states in this fashion. This
difference between oral and written narratives
is most apparent when the written version of
the same story is compared. The following
excerpt is the same scene of the event depicted
in his written story.

Excerpt 15: Keith (written)
1. keredomo, beddo ni hairu toki denwa ga
*dorudoru site ((jirijiri natte)),
‘but, when I get into bed, the phone
rings,’

2. berunaso ((beruman)) ga ‘“wakai josei
*wa ((ga)) Swallow sama no tame ni
*noobi  ((robii)) de matteiru” to
iimashita.

‘The bellman said, “A young lady is
waiting for Mr. S. at the lobby.””

3. dare daroo to kangaete
‘I think, “Who could it be?””

4. dokidoki shite kanojo *o ((ni)) ai ni
*roohi  ((robii))  made  *hashite
((hashitte)) ikimashita.

‘I nervously went to the lobby to see
her.’

Here in this version of the story, the narrator
used dare daroo to kangaete ‘1 thought, “Who
could it be?”” in line 3. The question dare
daroo is followed by the quotative particle o
and the mental verb kangaete ‘thought, and’. It
contrasts well with the oral version watashi wa
ee? Dare? ‘1 was, “uh? Who?”, which lacks a
quotative particle and a mental verb.



4.2.4 Native Subjects’ Narratives

In the native subjects’ written narratives, 17
out of the 33 items that represented mental
states contained expressions of modality
including volitional, desiderative, epistemic,
and noda. Moreover, sentence-final particles,
namely na and ka were frequently found. This
use of these sentence-final particles in
expressing mental states was rarely found in the
learners’ stories. Only two learners used these
particles. In contrast, for the native subjects, 9
out of 33 mental representations, 27%,
contained either na or ka. The following
excerpts show how they used these two
particles, placing them right in front of the
quotative particle to.

Excerpt 16: Native 24 (written)
Kono toki, boku wa “sannenkan, hontoo ni
mudana jikan o sugosita na’ to omoimasita.
‘In high school, I thought, “I really wasted
three years.”’

What is interesting is that the interrogative
particle ka can be used as part of a rhetorical
question. The following excerpt contains the
particle ka, but here it is used to form a
rhetorical question.

Excerpt 17: Native 12 (written)
Sore kara suukagetsu kan wa shiawase to
wa kono koto ka to kanjite ita ga
higeki wa moo sude ni sematte ita
For several months after that, [ was feeling,
“Could this be what is called happiness?””
‘But, tragedy was already approaching.’

Here the particle ka rhetorically questions if
what he was happy or not. In other words,
“Could this be what is called happiness?”
meant “This was really what is called
happiness.” The rhetorical form conveyed the
sense that he himself could not believe his good
fortune. In this fashion, rhetorical questions
were one aspect that distinguished the native
subjects’ narratives from those of learners.
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The most significant difference between the
native subjects’ and the learners’ narratives is
that the native subjects frequently used a style
conveying the self-directed content of mental
representation. As the following excerpt shows,
the sentence within the quotation resembles
speech directed to oneself.

Excerpt 18: Native subject (oral)
uchi ni kaeranakya ikenai naa to omotte
‘I think, “I should go home.””

Here, the quotation uchi ni kaeranakya ikenai

naa ‘1 should go home’ describes the thought

that occurred to the character at that time. The

colloquial expression nakya ‘have to’, which

contrasts with a more formal expression

nakutewa ikenai ‘have to’, helps identify the

utterance as inner speech or talking to himself.

The particle naa here further strengths the

image that the speech is addressed to the

speaker himself. Makino and Tsutsui (1995, p.

196) explain that “Naa expresses such positive

feelings as happiness, thankfulness, and

admiration and such negative feelings as

unhappiness, envy, pity, ridicule, and contempt.”
They also note that it often appears with the

quotative marker fo and mental verbs such as

omou ‘think’, kanjiru ‘feel’, and kanshin suru

‘be impressed’. Since the particle often

describes feelings and appears with mental

verbs, its presence enhances the image that the

audience is accessing the inner mental state of
characters. As a result of these components, the

audience can easily notice that the quoted

segment constitutes speech that can be only

heard by the speaker. Overall, while the native

subjects frequently used this style of self-

directed speech, the learners rarely produced

such forms, suggesting the difficulty of
applying self-addressed speech to quotations.

5. Discussion

The present study has identified
developmental patterns of how learners
represent mental states in both written and oral
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narratives. Analysis reveals that the 2"-year
students heavily relied on evaluative adjectives
in expressing mental states. Frequent use of
evaluative adjectives in combination with the
mental verb omoimashita ‘thought” was found
both in their written and oral narratives. In
particular, written narratives heavily used this
combination, while the oral narratives tend to
avoid mental verbs. The 3rd-year students
decreased this dependency on adjectives and
increased using words other than adjectives in
combination with omoimashita ‘thought’. In
particular, modal auxiliaries started to appear
frequently. The 4"-year students further
increased the use of modal auxiliaries in
combination with mental verbs. In particular,
noda was often found in their written and oral
narratives.

Comparison of the written and oral
narratives found that the oral narratives contain
a large number of mental representations
without quotative particles or mental verbs.
Learners often used voice quality to indicate
that an utterance constituted a mental state that
occurred at the time of the event. Some
proficient learners, however, were able to use
quotative particles without mental verbs. When
the native subjects’ narratives were compared
with the 4th—year students’, it was found that the
native subjects’ written and oral stories
included more sentence-ending particles such
as ka and na. In particular, the latter particle
enhances the image of self-addressed speech.
Furthermore, the oral narratives often
embedded thoughts expressed in casual register
inside of mental verbs. The casual register
enhances the image that the audience is
accessing the character’s plain, spontaneous
inner thoughts. While most of the quotations
were marked with a quotative particle and
mental verb, some were marked with the
quotative particle #fe and the modal auxiliary
mitai ‘appear’. Another feature of the native
subjects’ narratives was that their written
stories sometimes used rhetorical questions in
combination with mental verbs, which the

students’ stories did not use at all. Thus,
although the 4th-year students’ produced mental
representation almost at the rate of the native
subjects in terms of quantity, qualitatively their
usage was different from the native subjects’
usage.

The finding that the 2nd-year students
overproduced adjectives in their mental
representation agrees with F. Watanabe’s
results (2007). His analysis of third-person
narratives finds that the native speakers rarely
placed adjectives that express subjective
judgment in predicate position. Most of such
adjectives cluster in noun-modifying clauses.
The English-speaking learners, in contrast,
often used such adjectives in dpredicates. This
study found that the 2"%-year students
frequently used evaluative adjectives in the
predicate position in combination with the
mental verb omou ‘think’. The 4th—year students’
increased use of noda in combination with
mental representation has not been observed in
previous studies. Three studies by Takei and
Akahori (2005), F. Watanabe (2007), and
Yoshimi (2001) investigate the use of noda in
storytelling, but none report on how learners
use noda in mental representation. While
Yoshimi (2001) argues that some usages of
noda are harder to use and master in
storytelling, this study found that the 4th-year
students can handle noda in combination with
mental verbs. Moreover, Clancy (1982) found
that native speakers of Japanese do not use
noda in written narratives, but this study found
that native subjects use noda inside of
quotation in written narratives. Nevertheless,
Clancy’s finding is compatible with the finding
of this study, since her narratives were
vicarious narratives, elicited with a cartoon
video clip, while this study analyzed personal
narratives. The observed difference highlights
the importance of quotation in personal
narratives.

The lack of quotative particles in the 4™-
year students’ mental representations in oral
narratives agrees with Kamada’s (1990) and



Ishida’s (2006) finding that English-speaking
learners of Japanese tend not to use quotative
particles in representing speech. Both
researchers conclude that the lack of quotative
particles stems from first language transfer,
since English does not mark territory of
information as extensively as Japanese does.
Although it was not speech representations but
mental representations that the learners
expressed, a similar mechanism seems to have
been at work. Interestingly, this transfer effect
did not take place with the 2™%-year and 3"-year
students. Omission of quotative particles and
mental verbs was only frequently found in the
4th—year students. Furthermore, when the
learners represented mental states in their
written narratives, the students generally
provided quotative particles and mental verbs.
There are two possible explanations for this.
The first is that the learners dropped quotative
particles and mental verbs in oral narratives
because their cognitive processing was too
demanding in oral narrative. Additional
supplying of particles and verbs could have
been overwhelming in oral narrative which
takes place at a much faster pace than written
narrative. In contrast, in writing stories, the
learners had plenty of time to think about the
story and apply grammatical rules correctly.
However, this explanation does not adequately
account for the fact that the 2™- and 3"-year
students provided mental representations with
quotative particles and mental verbs in oral
narratives. Another possibility is that the
students were frequently employing the
strategy of re-enactment when narration
reached high points in their stories, entering
what Takahashi called re-enactment mode.
Watanabe’s (1998) analysis of rakugo and
Takahashi’s (1996) analysis of storybook
narratives suggest that when the narrator is in
the mode of re-enactment, embedded dialogue
is delivered with a variety of paralinguistic
devices that help differentiate utterances of
different characters. Such items include voice
quality, body direction, posture and other non-
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verbal cues (N. Watanabe, 1998, p.186-189,
Clark & Gerrig, 1990). When the re-enactment
mode is in high gear, even the quotative
markers to and tte seem to disappear
(Takahashi, 1996, p.197-206, N. Watanabe,
1998, p.174-181). Thus, it is possible that the
learners were using this re-enactment mode
more frequently than the native subjects. If this
is correct, it could be interpreted that the
students did not drop quotative particles and
mental verbs in their writing, because re-
enactment mode is more likely to operate in
speech than in writing. Furthermore, the 4™-
year students may have entered re-enactment
mode more often than the 3"-year students
since it requires some extent of fluency for the
narrator to forget about the act of narrating and
immerse oneself into re-enacting.

6. Pedagogical Implications

The findings of this study suggest that
beginner level learners should be encouraged to
use words other than adjectives in representing
mental states. The 2"-year students of this
study frequently resorted to combining
adjectives with the mental verb omou ‘think’ in
both oral and written narratives. Such
overproduction of adjectives made their stories
dull and repetitive. Thus, learners at beginning
levels should be encouraged to employ a
variety of modal auxiliaries such as
desiderative, volitional, and epistemic.

Direct representation of mental states
without mental verbs 1s crucial in oral
narratives. ~ Native  subjects  frequently
represented mental states without relying on
mental verbs. The key to such representation is
the use of quotative particles. This study found
that the 2™- and 3"-year students did not
produce mental states only with quotative
particles, and that only some fluent 4th-year
students were able to use quotative particles
without mental verbs. Although it is not clear if
the learners were unaware of this strategy, the
strategy itself is simple and brief instruction
will likely produce good results. Simply
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attaching the particle tte or to at the end of
quotations is not cognitively demanding. Once
learners realize that this is a valid way of
representing mental states in storytelling, they
can benefit enormously, as they do not have to
choose or conjugate mental verbs.

To be able to fully expressing oneself in
narrative, learners also need to practice self-
addressed speech, which is often neglected in
formal instruction, perhaps because it has not
been considered crucial in interpersonal
communication. The findings of this study
suggest that the importance of teaching self-
addressed speech as part of narrative and
communication skills. This study further
suggests that learners can start by using a
simple pattern, de, .. naa ftte. In this
construction, the first de signals that the
sentence that follows starts a new frame in the
sequence of events. The component ... naa tte
signals that this segment represents the
narrator’s inner thought at the time of the event.
Teaching this pattern would be helpful, since
chunks reduce cognitive processing and the
narrator can spend more of his or her cognitive
resources on other aspects of storytelling.

End Notes

(1) An asterisk indicates an error in the learner’s
expression. The correct expression is presented
in the parentheses that follow.
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