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ABSTRACT
The present study is a mixed-methods investigation of the extent to which direct
language enhancement activities involving oral repetition improve the effectiveness of
communicative, movie-based EFL instruction. Learners’ perceptions of the usefulness
of oral repetition and other language-learning techniques are also investigated.
The participants in the quantitative phase were 71 female Japanese university
students. The participants received two types of movie-based EFL instruction: (a)
task-based communicative lessons that guided them to notice and use lexical phrases in
the process of watching movies, engaging in discussions, and making oral presentations
in English and (b) communicative lessons focused on the same structure followed by
oral repetition tasks for direct language enhancement. The extent to which the
participants recognized useful lexical phrases in either type of instructional treatment
and used them in their essay writing was investigated.
A factorial repeated-measures ANOVA was performed with treatment, test type,
and length of students’ overseas ESL experience as independent variables and their
scores on weekly and final cloze tests as dependent variables. The numbers of lexical
phrases that the students used in their weekly and final essays after the two treatments
were also counted and compared. Furthermore, the specific types of expressions and
structures that the students transferred to their essay writing were analyzed. The results
of the repeated-measures ANOVA were: (a) the treatment main effect was not
significant, F(1, 66) = .00, p = .96, η2 = .00; (b) the test main effect was significant, F(1,
66) = 14.93, p = .00, η2 = .19; (c) the ESL main effect was significant, F(1, 66) = 13.55,
p = .00, η2 = ,14, and; the Treatment x Test interaction was significant, F(1, 66) = 10.39,
p = .00, η2 = .14. These statistical results suggested that the oral repetition activities

iii

helped the participants remember and use lexical phrases immediately after the
treatment but not longer.
In the qualitative phase, 14 of the quantitative participants were interviewed, and
narrative segments of the taped interviews were analyzed to evaluate how the
participants perceived the experimental instructional treatments and other form-focused
EFL activities. The interview results showed that the participants had a keen interest in
speaking activities and perceived interpersonal conversations and discussions as
enjoyable and useful activities but perceived oral repetition as neither an enjoyable nor
an effective language learning strategy. Several participants who engaged
simultaneously in interactional or performance-oriented activities outside of class
benefited from oral repetition, but they were regarded as outliers.
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CHAPTER 1
INTRODUCTION

Background of the Issue
The organization of Japanese EFL courses and programs was based traditionally
on the so-called focus-on-formS instructional approach, such as the Grammar
Translation and Audiolingual Methods. In focus-on-formS instruction, the model
linguistic forms—syntactic rules, vocabulary items, formulaic sentence structures and
pronunciations—were directly provided to the learners as isolated items (Long, 1991).
The primary learning strategies included rote-memorization and the meta-linguistic
explanation of grammatical rules. When it was pointed out that this mode of instruction
did not facilitate learners’ language acquisition (Krashen, 1981, 1982; Long, 1983;
Schmidt, 1990; Swain, 1985), ESL teachers started switching to communicative
approaches, which gradually relegated focus-on-formS instruction to an auxiliary
position, although the latter is still prevalent in Japanese EFL classrooms. However, I
support the combined use of focus-on-form-oriented and focus-on-formS-oriented
activities in EFL teaching for two reasons.
First, there is no known language teaching approach that effectively helps every
individual learner or facilitates the acquisition of all language skills. Foreign language
learning requires the acquisition of various sub-skills or different levels of cognitive
processing, such as holistic comprehension, visual-phonological association, kinesthetic
familiarity, rote learning, the effective use of working memory, organizational skills,
and artistic sensibilities. It is my impression that the use of diverse teaching approaches
can facilitate learners’ acquisition of target linguistic rules or exemplars by increasing
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their interest in language learning or encouraging various types of cognitive processing.
Even the criticized focus-on-formS activities might be integrated with communicative
tasks in foreign language curricula.
Second, Japanese, and particularly, conscientious students who strive to acquire
advanced skills in academic, athletic, or artistic fields tend to have a predilection for
formulating “good form” in the process of their learning. In foreign language
acquisition, this includes correct grammatical usage, accurate translation, and nativelike pronunciation. Repetitive practice involving using set forms is rooted in Japanese
culture in one way or another, as is illustrated by the repetitive training used in the
martial arts, calligraphy, and the basic subjects taught in elementary and middle schools.
Japanese learners might benefit from this familiar strategy when studying English,
which is a difficult, west-Germanic language that is not genetically related to their
native language. EFL instructors with reasonably long language teaching experience
understand the wisdom of utilizing multiple teaching strategies, and the inclusion of oral
repetition as one additional strategy might be beneficial for successful language
acquisition. It is worthwhile to consider the feasibility of such a multiple language
teaching approach.

Target Linguistic Forms for Analysis
In the present study, the target linguistic forms for analysis are referred to as lexical
phrases. Lexical phrase is structurally equivalent to formulaic sequence, which Wray
(2002) defined as “a sequence, continuous or discontinuous, of words or other elements,
which is, or appears to be, prefabricated: that is, stored and retrieved whole from
memory at the time of use, rather than being subject to generation or analysis by the

2

language grammar” (p. 9). A formulaic sequence is somewhat less theory-bound than
morpheme equivalent unit (Wray, 2008), which excludes the sequence of words that
appear to be prefabricated but are not. Boers, Eyckmans, Kappel, Stengers, and
Demecheleer (2006), whose study I review as part of the literature review, also analyzed
formulaic sequences as units of their students’ language learning. However, it was
beyond the scope of this study to strictly discriminate the expressions that the
participants might remember and use formulaically from those they might reconstruct
by partially relying on their syntactic knowledge. Consequently, I am referring to the
target linguistic forms as lexical phrases.
The lexical phrases in this study included collocations, idioms, the formulaic use of
definite/indefinite articles or prepositions that cannot be explained by basic syntactic
rules, compound nouns, infinitive verb forms in certain types of that-clauses, that is, any
sequence of two or more words that students could conveniently memorize as a fixed
linguistic unit, rather than constructing on-line based on their knowledge of syntactic
rules.

Definitions of Focus-on-FormS, Focus-on-Form, and the
Experimental Treatments
Focus-on-form and focus-on-formS, the major concepts underlying the present
study, are often dichotomously contrasted with each other (Doughty & Williams, 1998;
Long 1991), but different researchers define them differently, depending on the research
or teaching context in question. Ellis (2001) categorized form-focused instruction into
three types: focus-on-formS, planned focus-on-form, and incidental focus-on-form.
Form-focused instruction was originally differentiated from meaning-focused,
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task-based instruction, in which the learners are not guided to attend to particular
grammatical rules or lexical items. The target units for form-focused learning can either
be the grammatical system (e.g., syntactic rules) or exemplars (e.g., pronunciation,
vocabulary, morphology, and collocations); the assumption is that they are problematic
items that present a challenge to language learners. In this study, I refer to
focus-on-form and focus-on-formS as contrastive concepts because this
conceptualization does not entail any conflicts in any part of the study; however,
comparing focus-on-form and focus-on-formS as global methods is not the aim of this
study.
As for the focus-on-formS vs. (planned or incidental) focus-on-form distinction,
several definitions exist, including the original definition by Long (1991) and the later
definition by Doughty and Williams (1998). According to the original definition, focuson-formS refers to a type of instruction in which one isolated linguistic item is taught at
a time, and language teaching is based on a structural syllabus. Consciousness-raising
(Ellis, 1998; Fotos, 1994), for example, can be classified as a type of focus-on-formS
instruction in that the learners are informed of a target point in advance. Focus-on-form
requires learners to pay attention to a grammatical rule or item in tasks and activities
that are primarily meaning-focused. In the focus-on-form instruction, learners are not
aware that they are learning a specific structure, and meaning takes precedence over
form.
According to Doughty’s definition, focus-on-formS instruction is directed only at
formal accuracy in the form of traditional, controlled exercises, and focus-on-form
instruction is designed to help learners establish form-meaning mappings. Even in
focus-on-form instruction, learners might be informed of what grammatical structures

4

they are learning. Activities and tasks are not primarily meaning-focused; instead, form
and meaning are emphasized equally. Furthermore, the distinction between the focuson-formS and focus-on-form approaches is not strictly dichotomous; the two types
constitute a continuum. For example, what is believed to be a typical focus-on-formS
task, such as transforming a verb form, can be turned into a partially focus-on-form
activity when embedded in a piece of semantically and pragmatically meaningful and
interesting prose or presented after relevant interactive speaking activities.
In this study, I employ the latter definitions of focus-on-form and focus-on-formS
proposed by Doughty and Williams. The communicative activities that I prepared were
designed to encourage students to pay attention to both meaning and form. Although I
did not directly present a list of target lexical phrases at the beginning of a class session,
the students were not deliberately kept unaware of the purpose of the class (i.e., using
exemplars). They might have also been aware of some of the specific forms they were
learning.
Ellis (2001) proposed that it is desirable to specify each type of instructional
treatment in terms of whether form-focused instruction is implicit or explicit and that
explicit form-focused instruction can be further classified into inductive or deductive
types. Deductive or inductive instruction can either be proactive or reactive, respectively.
Corrective feedback, for example, can be offered in the form of implicit input-providing
(e.g., recasts), explicit input-providing (e.g., metalinguistic feedback), implicit outputprompting (e.g., clarification requests), or explicit output-prompting (e.g., elicitation),
although the difference between implicit and explicit instruction is best viewed as a
continuum rather than a dichotomy. Naturally, the combination of any of these is
feasible, and varying mixtures are used extensively in classroom situations.
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Generally, explicit feedback is assumed to be more effective and productive for
educational purposes than implicit feedback (Ellis, 2001; Norris & Ortega, 2000). Based
on past laboratory and classroom studies, DeKeyser (2003) stated that explicit treatment
is generally more effective but that implicit learning facilitates the acquisition of
complex structures and that children are more likely to benefit from implicit learning
than adults. Output-prompting feedback has often proven to be more effective than
input-providing feedback (Ellis, 2001).
Ellis’ criteria for the implicit vs. explicit differentiation and the input-providing vs.
output-prompting differentiation are useful in categorizing the form-focused activities in
the present study. The movies and the handouts provided enriched implicit input, and
the communicative tasks implicitly prompted the participants to produce output in the
process of discussions and oral presentations. Then, the oral repetition tasks prompted
the students to produce output somewhat more explicitly and directly.
Oral repetition represents the focus-on-formS treatment in this study. Strictly
speaking, oral repetition as a focus-on-formS teaching technique should involve the
mechanical repetition of a target phrase or sentence; the primary purpose is rote
memorization. However, this type of repetition can easily fatigue learners. Because the
present study is an action research study designed to identify ways to improve the
quality of classroom teaching, I chose a more practical type of oral repetition task that
engaged learners in low-level cognitive thinking for retrieving lexical phrases presented
in the lessons. I acknowledged that the oral cloze task used for language enhancement
was a focus-on-formS-oriented activity involving a certain degree of focus-on-form
element. Oral repetition was mainly designed to help the participants memorize lexical
phrases, but it can facilitate the acquisition of accurate pronunciation in English also.
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In the experimental course, the students received two types of instructional
treatments. During the odd-numbered class sessions, they were exposed to oral and
written input and engaged in communicative activities. This treatment is referred to as
communicative task-based treatment (or simply task-only). During the even-numbered
class sessions, the same participants additionally received intensive oral repetition
treatment. This second type of treatment is referred to as communicative-task-plus-oralrepetition-treatment (or simply task-plus). In order to evaluate the effectiveness of these
two treatments, the numbers of lexical phrases the participants found in the movies and
handouts and utilized in their essay writing after either treatment were counted.

Statement of the Problem
The first problem is that, although a few EFL/ESL researchers have investigated
the combination of focus-on-form and focus-on-formS treatments (Muranoi, 2000;
Williams & Evans, 1998), the evidence supporting the mixed form-focused approach is
scarce compared to investigations of focus-on-form approaches.
The second problem is that there have also been few qualitative inquiries into
students’ reaction to, or their perceptions of, focus-on-form instruction. To the best of
my knowledge, Borg’s study (1998) is the only case based on the narrative approach.
Third, in the local classroom situation, I do not have a clear idea as to how
effective the combination of communicative and oral repetition activities has been. The
teaching techniques and plans need to be reviewed through quantitative and qualitative
analyses of the students’ performance and impressions.
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Purposes of the Study
The primary purpose of this study is to investigate the effectiveness of direct
language enhancement involving oral repetition on communicative EFL teaching and
understand the students’ perceptions of various form-focused activities. This study is not
an attempt to compare so-called focus-on-form and focus-on-formS instructional
treatments as global methods. It is intended as an exploration of one way to optimally
combine communicative, task-based teaching activities and a direct focus-on-formSoriented activity involving oral repetition. The quantitative section statistically analyzes
the participants’ use of lexical phrases after the task-only treatment or the task-plus-oralrepetition treatment.
The second purpose is to investigate the students’ perceptions of useful or
enjoyable form-focused activities, referring to both direct language enhancement (i.e.,
oral repetition) and task-based communicative activities. A qualitative inquiry based on
unstructured interviews and narrative analysis of the taped data has been conducted. The
interviews are also intended to draw information about the participants’ language
acquisition processes outside of class or in other EFL/ESL courses and about their
personal beliefs concerning effective language learning so that the reasons why they
prefer certain EFL/ESL activities in the experimental course might be explicated.
The third purpose is to improve the quality of the Speech Communication course
for English majors that I teach myself at a private women’s university in Tokyo. The
entire study, including the quantitative and qualitative phases, can be regarded as an
action research study.
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Significance of the Study
First, the exploration of a way to utilize both focus-on-form-oriented and focuson-formS-oriented teaching techniques might enable the EFL teacher to teach lexical
phrases more efficiently to Japanese students. Japanese EFL learners do not have
sufficient environmental support for their L2 learning, and their exposure to the target
language is far more limited than in the ESL contexts where English is spoken as the
media of daily communication or education. Therefore, EFL teachers in Japan need to
develop teaching techniques and strategies to compensate for the absence of continued
linguistic input by combining the strengths of both focus-on-form-oriented and focuson-formS-oriented activities.
Second, what the teacher regards as an efficient approach to EFL education often
differs from the students’ ideas of useful or enjoyable language activities, and
understanding the target students’ perceptions and expectations might help the teacher
prepare truly effective activities and materials. The findings might also shed light on a
new aspect of form-focused instruction.
Third, the findings from this study are an important basis for the restructuring of
my Speech Communication course by explicating why the students performed better in
one instructional treatment and why they preferred certain language-learning activities.
Additionally, this study might be developed into more generalizable experimental
research studies and large-scale qualitative studies in the future.

Historical Backgrounds of Focus-on-FormS and Focus-on-Form
Focus-on-form and focus-on-formS constitute the principle theories upon which this
study is based. As such, the following background information is included to help readers
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understand the rationale for using particular form-focused activities in the instructional
treatments.
One of the traditional focus-on-formS methods is the Grammar-Translation Method
(explicit focus-on-formS) in which explicit explanations of grammatical rules are
provided in the learners’ first language. This method is still used widely at Japanese
junior high schools and high schools where the course work and examinations require
extremely high grammatical precision. Another notable, implicit focus-on-formS method
is the Audiolingual Method, in which model phonological and syntactic structures are
provided implicitly as input, and learners memorize and learn to use them through
repeated exposure and mechanical repetition of the target linguistic forms. The common
feature of these two methods is the direct presentation of grammatical rules or structural
patterns.
Krashen (1976, 1981, 1982), who initiated the first major step toward
communicative language teaching, criticized grammar teaching as a factor detrimental to
cognitive processing on the grounds that consciously (explicitly) learned knowledge
cannot not be converted into unconscious (implicit) L2 knowledge or skills that are
needed in real-time communication. Instead, Krashen recommended using meaningfocused activities that encourage learners to seek the meaning of a message first and later
pay attention to the linguistic form that carry the message. Krashen (1984) further argued
that comprehensible input was the crucial factor contributing to successful L2 acquisition.
The next stage of the language-education revolution was initiated by such
investigators as Swain (1985, 1993, 1995), Long (1991), and Schmidt (1990), who
supported the position that comprehensible input was not sufficient and that
comprehensible output was indispensable for natural, efficient language acquisition.
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They argued that opportunities to produce output force learners to notice the gaps in
their interlanguage, analyze their own errors, and reformulate their output (See Chapter
3 for details.) Their emphasis on the role of comprehensible output resulted in the
movement to promote the task-based, focus-on-form instruction.
However, even the Grammar-Translation and Audiolingual Methods have useful
principles and components that can be utilized in tandem with cognitive or
communicative approaches. The applied linguists’ responsibility is to pinpoint the useful
facets of traditional as well as innovative methods and determine the best way to
incorporate them into classroom instruction and syllabus design.
The usefulness of the traditional focus-on-formS approach has not been completely
ignored or denied. Ellis (2005), in his review of the general principles of instructed
language learning, stated that:

In particular, there is no agreement as to whether instruction should be based on a
traditional focus-on-forms approach, involving the systematic teaching of
grammatical features in accordance with a structural syllabus, or a focus-on-form
approach, involving attention to linguistic features in the context of
communicative activities derived from a task-based syllabus or some kind of
combination of the two. (p. 210)

One major aim of the present study is to produce evidence supporting the third
alternative: the combination of the two approaches. Especially, in the case of Japanese
EFL students whose exposure to spoken English is extremely limited, the mere act of
drawing their attention to form during communicative interactions appears to be
insufficient. The declarative presentation of linguistic items without communicative
activities might also be equally inadequate. Ellis (2006), in his discussion of grammar
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instruction, further stated, “A focus-on-forms approach is valid as long as it includes an
opportunity for learners to practice behavior in communicative tasks” (p. 102). Thus,
the vital issue is not the choice of one approach or the other; instead, it is the optimal
combination of both approaches.
Recently, Spada and Lightbown (2008), who acknowledged the advantages of both
isolated and integrated form-focused instruction, emphasized that attention to both form
and meaning is necessary for language acquisition and that the most important question
is not whether communicative language teaching should include focus-on-formS
instruction but how or when the two approaches should be combined. They also debated
several conditions for teaching grammatical forms either separately or in
communicative contexts. These conditions include L1 interference, salience of the input,
input frequency, rule complexity, communicative value, learners’ developmental level,
learners’ age, language learning aptitude, and learner and teacher preferences. The
crucial point is to design language teaching plans based on the learners’ characteristics
and preferences. However, it is only after useful components of both task-based,
communicative approaches and traditional focus-on-formS approaches are identified
that ESL/EFL teachers can utilize optimal combinations of useful activities to meet their
students’ needs in specific learning contexts.

The Audience for the Study
The first audience for this study is EFL researchers and teachers at Japanese high
schools and universities. The curricula at Japanese high schools have been formally
prescribed or strongly influenced by the Ministry of Education, Culture, Sports, Science,
and Technology. Thus, most of the teachers do not have wide latitude to design their
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own EFL courses, yet the results of this study can enrich their knowledge of efficient
communicative language teaching approaches and provide ideas about how they can
adjust their instructional policies. EFL researchers and teachers at universities, on the
other hand, tend to have greater flexibility in choosing their teaching techniques and
materials than high school teachers and might freely utilize the approaches described in
this study or adapt them to their own teaching contexts.
Second, this study provides useful information to EFL/ESL researchers interested
in how learners’ personal experiences in and out of class and individual learning habits
affect their second language acquisition. The learners’ psychological reactions to
different types of form-focused treatments and their personal preferences uncovered
through interviews and qualitative analysis shed light on what is expected or required
for effective language learning from the learners’ perspective.
Finally, the results of this study might interest EFL/ESL researchers who wish to
understand how the local educational environments in Japan affect the implementation
of a given instructional approach. The way that Japanese university students were
educated in elementary school through high school might affect their attitudes toward
either focus-on-formS-oriented or focus-on-form-oriented activities. Focus-on-formS
instruction might be more effective in Japan than in ESL environments, particularly
when combined with communicative activities. The participants’ observations in the
interviews shed light on how form-focused instruction can be tailored to the needs of
student groups in local teaching contexts.
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Delimitations
All the participants in the quantitative phase were Japanese female students,
majoring in English language and literature at a private women’s university in Tokyo.
They were between 21 and 22 years of age; all were native speakers of Japanese and
had studied at the university’s satellite campus in the United States for either five or 18
months. The participants in the qualitative phase comprised 14 students from the
quantitative study. All were students enrolled in a movie-based Speech Communication
course that the author of this dissertation taught.
As regards the research period, the quantitative analyses were conducted on the
data collected during EFL class sessions in 2008 and 2009 at the university above
mentioned, and the interviews with the selected students were carried out at the places
and times that were convenient for them between 2008 and 2009.
The results of this study can be generalized to the students who take the Speech
Communication course in different academic years but cannot be generalized to
Japanese EFL students in general.
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CHAPTER 2
REVIEW OF THE LITERATURE

Input, Output, Interaction, and the Noticing Hypothesis
In the Introduction chapter, I described the general transition from focus-on-formS
to focus-on-formS instruction in ESL/EFL education. The first section of this chapter
reviews the history of early focus-on-form studies in somewhat greater detail,
particularly referring to the Input Hypothesis, the Interaction Hypothesis, the
Comprehensible Output Hypothesis, and the Noticing Hypothesis. The theoretical
principles proposed by these theories have been the foundation for many focus-on-form
studies.
Krashen (1976, 1981) claimed that the mere exposure to L2 input does not
facilitate adult learners’ language acquisition and that only input with which learners are
actively involved contributes to language acquisition. Krashen referred to the latter
condition as “intake-type” environments. Pedagogically, the classroom should provide
learners with not only explicit instruction on isolated grammatical rules and corrective
feedback but also informal environments that enable them to fully utilize the input as
intake.
Subsequently, Krashen proposed the Input Hypothesis (1985, 1987), which claimed
that comprehensible input is the crucial factor for language acquisition. Learners acquire
language by understanding linguistic structures slightly above their current levels, and
the input can become comprehensible when the native speakers’ utterances are
simplified or when contextual and extralinguistic clues are available. Providing
extensive reading materials of optimal difficulty, as opposed to the focus-on-formS
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reading based on the Grammar-Translation Method, was one pedagogical application of
the comprehensible input theory. However, Krashen’s theory was subject to criticism
because the definition of comprehensible input was not clear and, as he acknowledged
himself, language learners can often understand a text without understanding or learning
the linguistic structures embedded in the text when contextual and extralinguistic clues
are available.
Even after comprehensible output came to be regarded as a crucial factor for
language acquisition (Swain 1985), Krashen (1994) continued to argue that
comprehensible input is more important than opportunities for output or instructional
feedback on the grounds that comprehensible input results in language acquisition and
literary development most consistently and that neither output nor corrective feedback
exists in substantial quantity in the normal process of language learning.
As one major counter-theory to Krashen’s Input Hypothesis, Swain (1985)
proposed the Comprehensible Output Hypothesis, arguing that comprehensible input
does not ensure native-like performance by L2 learners although it can serve an
important role for language acquisition. Swain emphasized that language production or
comprehensible output provides learners with opportunities to recognize the gaps in
their interlanguage, analyze their own linguistic problems, and search for relevant input
to modify their output; these three cognitive processes underlie much second language
acquisition.
Swain (1985) recruited 69 native English-speaking learners of French enrolled in
an immersion program in Canada and evaluated their grammatical, discourse-level, and
sociolinguistic competence by administering multiple-choice tests, oral production tests,
and written production tests. The results showed that native French speakers, recruited
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as a comparison group, generally performed better in grammatical tests. In the discourse
tests, there were no significant differences between the immersion students’ and the
native French speakers’ performance when assessed using an analytical scale; however,
the native French speakers were superior when assessed with a holistic scale. In the
domain of sociolinguistic skills, the immersion students demonstrated their ability to
use the formulaic expressions for deferential speech or writing, but their performance
did not match the native speakers when a complex grammatical rule (e.g., the
conditional) played a role in the production of appropriately deferential forms. The
implication was that the immersion students could not produce difficult syntactic
structures in their compositions or formal speech. As a remedial strategy, Swain
recommended that the instructor or interlocutor provide negative input, including
explicit corrections, confirmation checks, and clarification requests, and pressure the
learners to pay closer attention to the output, engage in syntactic analysis, and
reformulate their original utterances into more comprehensible forms.
Swain (1991) compared the performance of the students in the early immersion
French programs, late immersion programs, and university-level sheltered programs in
Canada, evaluating the extent to which the students learned French skills and academic
subjects. Based on her classroom observations, she stated that even in the early
immersion programs where larger proportions of classroom instruction were provided in
French than in the other two off-shoot programs, the students had very few
opportunities to practice using syntactic rules (e.g., verb tense conjugation) or
sociolinguistic markers (e.g., the distinction between tu and vous), produced few clauselength utterances, and received little corrective feedback on their spoken output. As a
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result, they failed to acquire complex grammatical rules that were essential for
organized speech or writing.
Swain and Lapkin (1995) examined the think-aloud protocols that nine French
immersion students produced while composing an article and tried to determine if the
students would notice and analyze their own grammatical weaknesses. They guided the
students to write an article on an environmental problem by assuming the make-believe
role of a newspaper reporter, and examined whether or not the students would (a) notice
grammatical errors as they reviewed their own compositions and (b) analyze what they
had written to improve the quality of their writing. Swain and Lapkin extracted and
analyzed the language-related episodes (LRE) that the participants had produced as
evidence of their internal debate over linguistic problems they noticed in the process of
drafting and editing. The results showed that the task forced the learners to review their
output and analyze their grammatical errors or awkward usage by employing a variety
of learning strategies (e.g., referring to phonological, syntactic, or sociolinguistic rules
in French or engaging in English-to-French translations). The results also suggested that
the high proficiency students, whom the researchers assumed to have greater analytical
abilities, engaged in grammatical analysis more frequently.
Another major proposal that ran counter to Krashen’s Input Hypothesis is known
as the Interaction Hypothesis. Long (1983) proposed that oral interactions help L2
learners understand the input and reformulate their output into more target-like forms
and that, in the process of analyzing comprehensible input, researchers must examine
not only the modified input (i.e., produced utterances) by native speakers but also the
patterns of interaction between native speakers and nonnative speakers. Long engaged
16 NS-NS dyads and 16 NS-NNS dyads in the same types of speech activities and
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compared the two groups in terms of input modification and interaction modification.
The results showed that the native speakers modified the interactional structures of
conversation with nonnative speakers more frequently and consistently than in their
conversations with other native speakers and that interactional modifications occurred
more frequently in the NS-NNS interactions even when the input modification was not
significantly different between the NS-NS dyads and the NS-NNS dyads.
It must be noted that what Long considered as the important aspect of oral
interaction changed with time. Originally, Long (1983) emphasized that interaction
makes input from a native speaker—or more competent interlocutor—more
comprehensible by means of simplification. He later emphasized interaction’s effect on
L2 learners’ efforts to reformulate their output into more target-like forms (Long, 1996).
Long’s analyses of foreigner talk had clearly bridged the principle of
comprehensible input and the interaction hypothesis. Long (1981) demonstrated that
native speakers tended to simplify their output more frequently in their conversational
interactions with nonnative speakers than with other native speakers. Long (1985) also
provided evidence that foreign students of English understood the foreigner-talk version
of an academic lecture, which involved syntactically less complex structures and a great
deal of paraphrasing and restatement and was read aloud slowly, better than an
equivalent lecture intended for native speakers.
Long (1996) pointed out that comprehensible input is insufficient for L2
acquisition on the grounds that: (a) French immersion students in Canada, who received
a great deal of comprehensible input, continued to make many grammatical mistakes
when producing the foreign language, and (b) it was often possible for learners to
understand a message by utilizing redundant linguistic and contextual clues and their
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world knowledge, without understanding all the syntactic structures or lexical items.
Thus, he argued that negotiation for meaning—particularly the type of negotiation that
triggers interactional adjustments by the native speaker or more competent
interlocutor—facilitates language acquisition more than simplified input. Interactional
negotiation matches the input with the nonnative speakers’ abilities to attend to
linguistic form, and this enables the learners to recognize the gaps in their interlanguage
and acquire more target-like forms.
Other interactionists, such as Scarcella and Higa (1981) and Pica (1987, 1988),
also referred to the important role of interactional negotiation for language acquisition.
Scarcella and Higa (1981) engaged (a) a group of seven adolescent, beginning-level
ESL students from Mexico and (b) a group of seven younger students with similar L1
and L2 backgrounds in dyadic conversational interactions with native speakers of
English using a block-building task. Despite the fact that the native speakers simplified
their speech more frequently for the young nonnative speakers, the adolescent learners
showed greater language acquisition. Scarcella and Higa explained that the adolescent
participants engaged in more active negotiations with the native speakers and, as a result,
obtained optimally challenging and comprehensible input.
Pica (1987) observed that meaningful social interactions that provide learners with
opportunities to produce comprehensible output are rare in classroom situations and
proposed that student-centered, collaborative activities facilitate such interactions,
inducing more frequent comprehension checks, confirmation checks, and clarification
requests. Furthermore, she pointed out that information-exchange tasks, which place all
participants on an equal footing and require everyone to offer ideas, are more preferable
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to decision-making tasks in which verbally aggressive students can dominate the
interactions.
Pica (1988) stated that ESL teachers should make special arrangements to involve
students in active interactions that guide them to reformulate their output. She engaged
10 Spanish-speaking ESL students in interactions with a native English-speaking ESL
teacher and researcher and analyzed the transcripts of audio-taped conversations in
order to determine how the nonnative speakers modified their utterances to make them
more comprehensible. Her data showed that the NNSs were able to modify their speech
in response to the NS’s requests for more comprehensible output but they did not
modify their output frequently because the NS tended to provide model target forms
during the negotiated interactions, making it unnecessary for the NNSs to reformulate
their utterances. The implication was that students should be engaged in classroom
activities where they need to negotiate with the interlocutors and strive to reformulate
their own output.
A final important hypothesis on which the focus-on-form studies were based was
Schmidt’s Noticing Hypothesis (1990). He theorized that conscious noticing is
indispensable for any aspect of language learning, including syntax, phonology,
vocabulary, and pragmatics. Second language learners need to be aware of the linguistic
features of target forms and become conscious of the gap between the input and the
output they produce, which is the necessary and sufficient condition for the conversion
of input to intake. Although noticing is constrained by various factors, incidental
learning is possible if language tasks mandate that the learner pay attention to the target
linguistic form. Schmidt (1993) further added that learners’ attention must be focused
on specific target features of the input, such as phonology or pragmatics.
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The Comprehensive Output Hypothesis, the Interaction Hypotheses, and the
Noticing Hypothesis laid the groundwork for various incidental focus-on-form studies.
A Weakness of the Communicative Approach
The so-called Communicative Method became popular as an alternative
pedagogical approach after the Audiolingual Method, which ignored the creative nature
of human language, failed to enable learners to use the provided expressions in
communicative contexts, and fatigued learners with repetitive practice. However, the
Communicative Method was by no means a perfect alternative. Learners were
preoccupied with the transmission of messages so that they tended to produce
ungrammatical sentences, and it was unlikely for EFL learners, who were not exposed
to English in their daily lives, to acquire advanced analytical language skills unless they
invested a large amount of time and trained with experienced instructors using
appropriate materials.
Even in ESL environments, communicative activities did not necessarily help
learners learn to assemble grammatically accurate sentence structures. Pica (2002)
investigated ESL students’ language learning in two content-based courses at an
American university’s language institute, which were related to either American
literature or film and culture. Discussion was the major interactional activity in the
courses, and based on seven weeks of classroom instruction recorded on audiotapes or
videotapes, Pica evaluated the extent to which teacher-student discussion drew the
students’ attention to linguistic forms. The results indicated that discussion did not
promote the types of interactions that encouraged the students to pay close attention to
the target forms (e.g., the past tense) and help them encode their messages in
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grammatical sentences. Pica proposed that it would be desirable to administer an
additional language-focused activity after the discussion.
Furthermore, the group of French immersion students whom Swain and Lapkin
(1995) recruited for their focus-on-form study had serious limitations producing English
structures and expressions although they attained equivalent scores as native Frenchspeaking students on global tests of listening and reading comprehension. Swain (1985)
also reported that the immersion students could not handle complex grammatical rules
(e.g., the conditional) productively. The immersion groups were in far more favorable
linguistic environments for language acquisition than students in regular ESL programs,
yet the communicative language training in the classroom did not translate into the
accurate use of syntactic structures. One interpretation of these results is that
communicative language teaching does not guarantee the type of high-level language
skills that enable learners to manipulate complex syntactic structures in formal speaking
or writing.

Problems with the Focus-on-FormS Approach
Whereas there are reasons to believe that the direct presentation of grammatical
explanations or structural exemplars can reinforce or fine-tune the linguistic skills that
learners have acquired through focus-on-form instruction (Boers, Eyckmans, Kappel,
Stengers, & Demecheleer, 2006; Ellis, 2005, 2006), it is important to acknowledge that
the typical focus-on-formS instruction in Japanese EFL courses has two clear
weaknesses.
First, the declarative presentation of grammatical rules and definitions tends to
deprive learners of opportunities to discover new grammatical rules by themselves. In
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order to solve this problem, Fotos (1994) and Ellis (1998) recommended consciousnessraising tasks for grammar teaching, instead of explicit instruction in the form of a
teacher-centered lesson.
Another problem is that focus-on-formS instruction tends to restrict the point of
instruction to sentence-level contexts. Multiple-choice questions that are often used for
grammar exercises and examinations in Japanese EFL programs fall into this category.
Celce-Murcia (2002) recommended that grammar be taught to L2 students in context
and through discourse, considering the fact that grammatical meaning can often be
determined only when broader, discourse-level contexts are considered. Semantically
and pragmatically localized contexts, restricted by focus-on-formS treatment, can
potentially hinder the meaning-focused learning of grammar rules and prevent learners
from identifying the most appropriate expressions and sentence structures for use in a
wide range of linguistic situations.

Grammar Rules vs. Lexical Phrases
In addition to the two pedagogical problems described above, the distinction
between the teaching of grammatical rules and the presentation of linguistic exemplars
must be considered. Interestingly, the majority of the focus-on-form researchers refer to
the instruction of implicit or explicit grammatical rules, instead of learners’
memorization of lexical phrases, with the notable exception of Boers et al. (2006).
When learners acquire grammatical rules, it is sometimes not clear to the teacher or
researcher whether the learners are learning rules inductively or memorizing exemplars
(DeKeyser, 1998). Even the learning of a single lexical item requires the understanding
of orthographic or phonological rules, and good language learners tend to quickly
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determine minor rules, which might apply only to that particular phrase or just a few
others in the target language, concerning what linguistic items are compatible for
forming a collocation or idiom. Nonetheless, analysis-oriented students, whom Scovel
(2001) referred to as grammarians, are likely to be better at rule-based learning, and
memory-oriented learners, or chunkers, rely more on the memorization of lexical
phrases. Because these two modes of learning involve different processes, the processes
should be distinguished for research purposes.
Using a rule-based or memory-based learning strategy is also related to the nativenonnative dichotomy because native speakers’ proficiency levels are normally much
higher than those of nonnative speakers. Ellis (2005) stated that L2 proficiency is
comprised of the learner’s stock of lexical phrases and his knowledge of rule-governed
grammatical knowledge and that native speakers have by far a greater repertoire of
lexical phrases than nonnative speakers. Moreover, whereas native speakers tend to
assimilate a large number of linguistic chunks for immediate use and later analyze and
turn them into explicit rules, Japanese EFL students are often provided with explicitly
described rules first and subsequently trained to utilize lexical phrases for fluent
communicative interactions. They might either gradually learn to retrieve useful phrases
and sentences for manipulation with experience or, as McLaughlin (1990) claimed,
restructure the declarative knowledge for automaticity (i.e., learning to manipulate
certain categories of expressions and structures in speech or writing without accessing
the grammatical rules) at a certain stage in their learning process. In either case, when
there is a limit to learners’ study time or their memory capacity, there is a trade-off
between learning more rules and learning more formulaic exemplars.
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Considering the different processes by which Japanese EFL learners might learn
formulaic exemplars and syntactic rules, it seems best to evaluate their performance in
these two skill areas separately.

A Review of Seven Focus-on-Form Studies
Seven focus-on-form studies by Harley (1989), Williams and Evans (1998),
Muranoi (2000), Ellis, Basturkmen, and Loewen (2001), Boers, Eyckmans, Kappel,
Stengers, and Demecheleer (2006), Barkhuizen (1998), and Basturkmen, Loewen, and
Ellis (2004) are reviewed in this section. Harley’s study served as a methodological
model for the present classroom study. Williams and Evans, Muranoi, and Ellis et al.
administered multiple form-focused approaches and examined their effectiveness.
Boers’ et al. conducted a rare focus-on-form study focused on the acquisition of
formulaic exemplars, instead of grammatical rules. Barkhuizen and Basturkmen et al.’s
studies were referred to as model research designs for qualitative focus-on-form inquiry.
Barkhuizen conducted multiple qualitative analyses (in addition to administering a
questionnaire) and investigated the differences between the teacher’s perceptions of
communicative or traditional focus-on-formS activities and those of students.
Basturkmen et al. utilized semi-structured interviews and narrative analysis in order to
investigate the teachers’ use of, and beliefs about, focus-on-form approaches. Their
study helped me understand the recent trend in focus-on-form research by showing how
various types of form-focused instruction (e.g., focus-on-form vs. focus-on-formS,
incidental vs. preemptive) can be investigated using different research methods (e.g.,
experimentally or introspectively). These seven studies have contributed to the design of
the present mixed-methods study on form-focused instruction.
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Harley (1989) administered eight weeks of focus-on-form grammar instruction to
319 sixth-grade French immersion speakers in Canada and evaluated the students’
learning of two grammatical rules. The students were provided with focused input and
opportunities to produce phrases and sentences that included imparfait (imperfect) and
passé compose (past compound). Importantly, her study was designed for educational
purposes, not simply as a means of collecting data. The students were recruited from
several immersion programs and divided into six experimental classes (n = 166) and six
comparison classes (n = 153). The experimental group engaged in a variety of spoken
and written activities that were designed to draw their attention to the target
grammatical points and help them produce phrases and sentences that contained the two
verb tenses. The comparison group received traditional focus-on-formS grammar
explanations. A pretest, an immediate posttest, and a delayed posttest were administered
to assess the experimental and comparison groups’ improvement during the eight-week
treatment period and to investigate the carry-over effect after the instructors stopped the
regular use of focus-on-form techniques. The students’ acquisition of imparfait and
passé compose was assessed through compositions, cloze tests, and oral interviews.
The results showed that the experimental group performed significantly better than
the comparison group on the cloze tests and the oral interviews. However, the delayed
posttest, which was conducted three months later to evaluate the treatment’s long-term
treatment effect, indicated that there were no statistically significant differences between
the experimental group and the comparison group. Despite finding no evidence for the
form-focused instruction’s carry-over effect, Harley’s study is important in that her
project was designed to measure the students’ improvement in a well-designed
educational program, instead of conducting a one-time, cross-sectional experiment.
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Williams and Evans (1998) conducted a multi-level focus-on-form study and
empirically investigated whether or not some target forms were more amenable to
focus-on-form than others and whether or not “drawing attention” to form was enough
to facilitate L2 acquisition. The participants in their study were 33 ESL students from a
variety of L1 backgrounds, enrolled in writing courses at the University of Illinois
which met twice for two hours per week over a period of 15 weeks. The participants
were divided into a control group (n = 11) and two experimental groups, each of which
included 11 students. Williams and Evans administered multiple form-focused
treatments to one of the two experimental groups in order to teach participle adjectives
(e.g., He is interesting) and passive adjectives (e.g., He is interested). First, the control
group received no focus-on-form treatment at all. Then, the investigators provided the
first experimental group (flood group) with a flood of input (i.e., implicit, input-based
focus-on-form). The written or audio materials provided were modified so that the
learners would notice the target grammatical structures. Finally, the researchers
provided the second experimental group (instruction group) with the same materials as
the flood group and, additionally, with explicit grammar-rule explanations (i.e., inputbased focus-on-formS), activities in which the learners were led to use the target forms
(i.e., output-prompting focus-on-form), and feedback. The instruction group further
engaged in another discussion the next week, during which they generated the target
adjectives.
Williams and Evans measured the participants’ learning of participle adjectives in a
grammatical judgment task and a sentence completion task and assessed the same
learners’ acquisition of passive adjectives in a narrative task (sentence-level
composition) and a sentence-completion task. The two independent variables in the
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statistical analyses were: (a) instructional treatment (no treatment; implicit input-based
focus-on-form, and; input-based focus-on-formS plus output-prompting focus-on-form)
and (b) target grammatical rules (participle adjectives and passive adjectives). The
scores on the above tests were entered as dependent variables in the statistical analyses.
The results of a factorial ANOVA showed that, on both tests for the participle
adjectives, the instruction group performed better than the flood group and the control
group to a statistically significant degree, whereas the difference between the flood
group and the control group was not significant. As regards the tests for the passive
participle, which was assumed to be the more difficult linguistic item, the instruction
group performed significantly better than the control group on the narrative task, but the
difference between the two experimental groups was not statistically significant. The
instruction group and the flood group outperformed the control group significantly on
the sentence-completion task, whereas the difference between instruction group and
flood group was not statistically significant.
Williams and Evans concluded that passive adjectives were significantly more
difficult to learn than participle adjectives and that the administration of multiple focuson-form treatments had statistically significant, positive effects on the learners’
performance. They also added that the explicit instruction was more effective for the
more difficult linguistic form.
Muranoi (2000) investigated the extent to which the language-focused debriefing
reinforced the effects of the focus-on-form instruction. His study is particularly
interesting in that both focus-on-form and focus-on-formS treatments were administered
to one of his experimental groups. His hypotheses were that: (a) the instruction that
involved interaction enhancement (i.e., focus-on-form corrective feedback) would have
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a greater influence on Japanese EFL students’ language acquisition than the one with
non-enhancement interactions, and (b) interaction enhancement would have a
particularly positive effect when followed by a form-focused debriefing, instead of a
meaning-focused debriefing.
Muranoi recruited 91 Japanese university students as participants, divided them
into one contrast group and two experimental groups, and administered corrective
feedback to the two experimental groups as part of his efforts to teach them the English
article system. As the instructor and researcher, Muranoi initiated teacher-to-student
interactions with his students in order to help them learn the proper usage of English
articles. The main target form was the indefinite article, although the definite article was
also examined. During the interactions, Muranoi endeavored to enhance his students’
awareness of their difficulties with indefinite and definite articles by using corrective
feedback techniques, such as requests for clarification, requests for repetition, and
recasts, and urged them to modify their output. In these interactions, he offered no
explicit instruction or explanation; he simply engaged the students in communicative
practice.
After the class, Muranoi provided experimental group 1 (EG1) with his comments
concerning their grammatical use of the English indefinite article (i.e., focus-on-formS
debriefing) and provided experimental group 2 (EG2) and the contrast group (CG) with
comments concerning their successful communication (i.e., meaning-focused
debriefing). Both the focus-on-formS and meaning-focused debriefings were conducted
in Japanese. After the focus-on-form and focus-on-formS treatments, Muranoi tested the
students’ improvement in the form of two oral communication tests (i.e., oral story
description and oral picture description) and two written tests (i.e., written picture
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description and grammatical judgment). The results of one-way ANOVAs showed that,
as far as the indefinite article was concerned, EG1 (treated with focus-on-formS
debriefing) scored significantly higher than EG2 (treated with meaning-focused
debriefing) and the CG on both the immediate and delayed posttests. EG2 performed
significantly better than the CG on the immediate posttest, but the difference between
these two groups on the delayed posttest, administered five weeks later, was not
statistically significant. Muranoi concluded that the focus-on-form activity was
generally effective, but its effectiveness was further improved when a focus-on-formS
debriefing was conducted afterward.
Williams and Evans’s (1998) and Muranoi’s (2000) multiple form-focused
instructional treatments are particularly meaningful when contrasted, for example, with
White’s (1998) simpler focus-on-form strategy. White used typographical enhancement,
including the manipulation of italics, bolding, enlargement, and underlining, to draw
learners’ attention to target forms. She highlighted the target points in the text and
investigated its effect on French-speaking ESL learner’s acquisition of third-person
singular possessive determiners (e.g., his, her). Eighty-six francophone Quebecois in an
elementary school participated in the study and were divided into three groups. The first
experimental group received a typographically enhanced input flood and extensive
reading and listening; the second experimental group received a typographically
enhanced input flood, and; the control group received a typographically unenhanced
input flood. The results showed that the experiment groups that received this
typographical enhancement performed somewhat better than the control group but not
to a statistically significant degree. The implication is that simple forms of language
enhancement facilitate learners’ acquisition of target grammatical rules to some extent
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but that it might be best utilized as an auxiliary instrument in tandem with other focuson-form language activities or explicit grammatical explanations.
Ellis, Basturkmen, and Loewen (2001) conducted a study on ESL learners’ uptake
(i.e., learners’ response to the feedback, which might result in the acquisition of a
linguistic item) in communicative lessons in order to provide support for the focus-onform approach as an effective instructional alternative. The goal of their study was to
determine what type of focus-on-form corrective feedback (reactive, student-initiated
preemptive, or teacher-initiated preemptive) influenced learner uptake and which types
helped learners recognize and repair their errors and facilitated successful uptake. Ellis
et al. recruited two groups of participants at a private English language school in New
Zealand. Each group included a teacher and 12 students from various L1 backgrounds;
one of the two groups was at an intermediate level, and the other was at a preintermediate level.
These researchers tape-recorded 12 hours of classroom interactions (in 5 ESL
lessons) between the teacher and students in each group, extracted the focus-on-form
episodes (FFEs), and classified them into reactive FFEs, student-initiated pre-emptive
FFEs, and teacher-initiated pre-emptive FFEs. They further categorized the episodes
based on whether they involved negotiation of meaning or negotiation of form and, also,
whether the teacher’s feedback was explicit or implicit. By identifying and analyzing
448 FFEs, the researchers found that student-initiated pre-emptive focus-on-form
feedback and reactive focus-on-form feedback resulted in uptake far more frequently
(83.6% and 75.3%, respectively) than teacher-initiated pre-emptive feedback (26.8%).
Moreover, reactive FFEs and student-initiated FFEs resulted in successful uptake more
frequently (78.6% and 71.0%, respectively) than teacher-initiated FFEs (45.5%).
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Although the majority of FFEs involved the negotiation of linguistic form, uptake was
more likely to occur in FFEs involving the negotiation of meaning. Another important
finding was that the frequencies of uptake and successful uptake were both
approximately equal whether the teacher tried to correct students’ errors explicitly or
implicitly. Ellis et al.’s overall interpretation was that the students responded to the
teacher’s feedback when they regarded it as relevant to their immediate needs or
concern.
Whereas the studies reviewed thus far were investigations of learners’ rulegoverned acquisition processes, Boers, Eyckmans, Kappel, Stengers, and Demecheleer
(2006) investigated the process by which learners located and copied linguistic units
(i.e., exemplars) using a memory-based strategy and the extent to which the learning of
formulaic sequences (e.g., collocations and idiomatic expressions) helped Belgian
students learn oral English to a degree that they could pass for native speakers.
The participants included 32 English majors studying at a Belgian college, who
were between 19 and 22 years old and with upper-intermediate to advanced proficiency.
Seventeen students were in the experimental group and 15 were in the control group;
their English proficiencies were approximately the same. The course the participants
were enrolled in was designed to teach the four skills in a balanced combination. One
instructor taught both the experimental group and the control group, using the same
spoken and written materials and exposing them to the same amount of language input
(22 hours) during the experiment. However, the learners in the experimental group had
their attention directed to formulaic sequences during interactive activities while those
in the control group analyzed the target language using the Grammar-Translation
Method with their attention drawn to individual words or syntactic patterns.
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After instruction, the learners’ oral proficiencies were measured in oral interviews
conducted by two blind judges on separate occasions. The first judge (Judge A)
evaluated the learners’ overall proficiencies on a holistic scale during the interviews,
and the second judge (Judge B) listened to the tape-recorded interviews afterward and
evaluated the students’ performance in terms of fluency, range of expressions, and
accuracy both holistically and analytically. The two judges’ ratings correlated at a
statistically significant level with the Spearman rank correlation coefficient value of .68
(p < .01). The first section of the interview was based on a text that the students had
read, and the second section was in the form of a spontaneous conversation on a general
topic. Another pair of judges (Judges X and Y) listened to the tape-recorded interviews
and counted the number of formulaic sequences in each section of the interview test.
They ranked the students in terms of the number of formulaic sequences that they used.
The results of the interview tests showed that the overall proficiency level of the
experimental group after the treatment was higher than that of the control group to a
statistically significant degree. The experimental group also outperformed the control
group to a significant degree on fluency and range of expressions, but not on accuracy.
The experimental group used more formulaic sequences than the control group,
particularly in the first section of the interview based on the text reading. Thus, the
researchers obtained evidence that the focus-on-form instruction contributed
significantly to the Belgian students’ acquisition of formulaic sequences, which, in turn,
helped improve their oral proficiencies.
Barkhuizen (1998) proposed that ESL teachers who create teaching plans and
policies should ask learners about their perceptions of enjoyable activities, effective
activities, and the activities that can improve their long-term communicative and
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academic skills in English. Such an inquiry is important because the teachers’
perceptions do not always match the students’ beliefs and feelings. Gaps should be
identified in order to review and, possibly, change teaching plans and policies. A group
of 200 students at a South African high school, including 50 students from Grades 8, 9,
10, and 11, participated in the study. The majority of the participants spoke Afrikaans as
their native language whereas approximately 10 percent used Xhosa as their home
language. English was taught as an academic subject at the school.
Barkhuizen used multiple qualitative data collection methods: (a) a questionnaire
(the only quantitative method), (b) students’ compositions, (c) class observations, (d)
individual interviews with teachers, and (e) group interviews with students. The
questionnaire asked the participants to rate their own preference for 15 ESL activities on
a 5-point scale using different criteria: whether or not the activities were enjoyable,
whether or not the activities were effective for language learning, and whether or not the
activities would provide them with useful skills for communicative or academic
purposes in the future. Chi-square tests were conducted to determine the degree of
statistical significance. Their reactions on three measures, when combined, were
interpreted as the learners’ broad attitudes toward the ESL curriculum at the target
school.
The qualitative data collection and analyses were conducted as follows. The
students were asked to write a one-page essay describing their likes and dislikes about
the English classes. Twenty-five to 40 compositions were collected from each grade,
and their comments were thematically categorized. Barkhuizen also observed some of
the class sessions and interviewed the teachers concerning their teaching experiences,
teacher training, and ESL syllabus at the school; the interviews with the teachers were
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recorded on audiotape and transcribed afterward. A research assistant conducted group
interviews with six students (two each from the high, middle, and low subgroups in the
class), asking them to recount their learning experiences and their views of the activities,
and the interviews were taped and transcribed.
The results were surprising to the researcher and the teachers. Whereas the syllabus
recommended by the South African government was a weak version of communicative
language teaching, the data showed the students’ resistance to participating in
communicative activities and their preference for more “traditional classroom work.”
For example, a mechanical aspect, labeled learning correct English spelling, was rated
very high on all three measures (i.e., enjoyableness, effectiveness, and usefulness for the
future) because the students believed that their ability to spell English words correctly
reflected their overall language proficiency. On the effectiveness factor, the activities for
learning grammar (e.g., tenses and parts of speech) and using a dictionary were rated
surprisingly high. Some students stated in their compositions that reading literature was
“boring” but acknowledged that it was important when preparing for examinations.
Their reactions to speaking activities, reflected in the questionnaire results, were
contradictory (i.e., class discussion and class debates were highly rated, whereas doing
orals like speeches was perceived negatively); Barkhuizen attributed this discrepancy to
the fact that only a few students actually participated in speaking activities. Although
the students acknowledged the importance of writing skills, they found the tasks
uninspiring because they could not choose their favorite topics and the writing tasks
were poorly organized due to examination-related constraints. Barkhuizen concluded
that it was important to learn about students’ perceptions, which often differed from the
teachers’, and to plan and implement alternative activities and teaching strategies.
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Another qualitative focus-on-form study that deserves special attention is a case
study conducted by Basturkmen, Loewen, and Ellis (2004). Basturkmen et al.
investigated ESL teachers’ beliefs about incidental focus-on-form instruction and their
practices in the classroom. The participants included three native English-speaking
teachers at a private language school in New Zealand and 27 ESL students enrolled at
the same school. The teachers were all male and had diploma- or certificate-level
TESOL qualifications and teaching experiences of 15 years, 11 years, and one year,
respectively. The students were mostly from Asian countries, and their average age was
22. They were divided into one upper-intermediate group of seven students and two
intermediate groups of either eight or 12 students. During the research period, the three
teachers used the same communicative task.
Basturkmen et al.’s research questions concerned the issues of how teachers
practiced incidental focus-on-form (IFF), what beliefs they held about IFF, and to what
extent teachers’ beliefs were congruent with their practices. The teachers’ beliefs about
focus-on-form were investigated using three methods: in-depth interviews with
individual teachers, cued response scenarios, and stimulated recall. The semi-structured,
in-depth interview was designed to solicit the teachers’ recount of a successful
communicative lesson that they had taught. In the cued response scenario, they were
provided with a set of vignettes of critical incidents related to focus-on-form instruction
and were asked to comment on them. In the stimulated recall, each teacher listened to
four recorded extracts of his own teaching and was asked to vocalize his thoughts about
his online decision-making. The comments that the teachers made in the interviews and
introspections were transcribed, categorized, and organized in the form of a coding
matrix that showed their definitions of communicative teaching, the timing or occasion
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for focus-on-form instruction in communicative lessons, the reasons for their use of
focus-on-form approaches, the aspects of language they focused on, and the way that
they administered focus-on-form tasks in class.
In order to investigate the teachers’ classroom practices, the investigators also
conducted class observations while the teachers were engaged in communicative taskbased ESL instruction. The investigators extracted focus-on-form episodes (FFE) from
the recorded lessons, coded the FFEs, and classified IFF interactions according to type,
linguistic focus, source, complexity, and teacher response. The frequencies of various
types of focus-on-form interactions were counted, and chi-square tests were performed
to determine if the frequency counts were different to a statistically significant degree.
These quantitative data were used in combination with the qualitative data to determine
the extent to which their beliefs were reflected in their practices.
The results showed that there were a number of striking similarities and differences
between the three teachers’ classroom practices, and that there were many
commonalities and differences between their beliefs about focus-on-form instruction.
For example, all three teachers agreed that it was not desirable to interrupt the
communicative flow of a lesson (e.g., by encouraging student-initiated FFEs) and that it
was not important to attend to form unless it affected the understanding of a message,
but they disagreed on the effectiveness of recasts. All three teachers demonstrated
internal inconsistencies within their own comments, and their classroom practices
contradicted their stated beliefs in many ways.
One major conclusion that Basturkmen et al. reached was that the teachers’
statements in the in-depth interviews tended to reflect their technical knowledge and
their responses to the cued scenarios reflected their practical knowledge, which might
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have caused the inconsistencies. Likewise, the differences between the teachers’ stated
beliefs and their classroom practices might correspond to the distinction between
espoused theories and theories in use, the latter closely related to the teacher’s online
decision-making as in IFF instruction.
Furthermore, Basturkmen et al. proposed that researchers conducting focus-onform studies should explore specific aspects of form-focused instruction for various
pedagogical purposes by utilizing different types of quantitative or qualitative research
instruments.
Sheen and O’Neill (2005) challenged the validity of Basturkmen et al.’s qualitative
findings (2004) and the appropriateness of their research design. They argued that the
teachers’ feedback in Basturkmen et al.’s study was not truly incidental as they
deliberately drew students’ attention to phonological, lexical, or syntactic forms when
no comprehension difficulty was recognized. In addition, they claimed that, whereas
applied linguists should “give priority to comparative research, which aimed to
demonstrate the relative merits of different approaches in various situations” (p. 268),
Basturkmen et al. were wasting time, energy, and resources on peripheral issues (e.g.,
individual teachers’ practices and their beliefs) and trying to steer the research trend
away from Long’s (1991) original theorizing about focus-on-form.
In response to Sheen and O’Neill’s (2005) critique, Ellis, Loewen, and Basturkmen
(2006) argued that specific types of focus-on-form studies are more important and
useful than the comparison of global methods. First, they did not restrict their definition
of focus-on-form to what occurred as a consequence of negotiation of meaning; they
also referred to situations in which learners chose to pay attention to form without
communication breakdown. Ellis et al. countered the criticism about their choice of
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peripheral research issues by stating that their study on teachers’ beliefs and practices
was an essential part of the focus-on-form researchers’ recent efforts to explore various
features of form-focused instruction. On the one hand, there were a number of studies
providing evidence that task-based focus-on-form instructional approaches that
encouraged negotiation of meaning facilitated language acquisition. On the other hand,
however, researchers were beginning to delve into the effectiveness of more specific
types of focus-on-form approaches, which Sheen and O’Neill had failed to acknowledge
in their critique. Moreover, whereas Sheen and O’Neill advocated the dichotomous
comparison between focus-on-form and focus-on-formS approaches, experimental
analyses of global methods had not produced decisive or meaningful results because it
was extremely difficult to control for numerous extraneous variables.
Ellis et al.’s position (2006) was to support both focus-on-form and focus-onformS instruction on the grounds that both instructional approaches contribute to L2
acquisition in a mutually beneficial way. Basturkmen et al. (2004) explained that they
had chosen an issue that could not be investigated experimentally. The analysis of
teachers’ beliefs about IFF and their practices was intended to be part of an organized
endeavor to determine the effectiveness of various types of form-focused instruction,
and, consequently, it should not be regarded as a peripheral issue. The results of the
study would help researchers better understand teachers’ online decision-making during
classroom instruction and thereby provide valuable information for teacher trainers.
Overall, Basturkmen et al. (2004) not only demonstrated a useful approach to
qualitative focus-on-form research but also emphasized that various types of research
techniques ought to be utilized to investigate particular aspects of focus-on-form
instruction.
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Other Focus-on-Form Studies
In addition to the studies reviewed above, this section reviews several additional
focus-on-form studies that are related to the current study. The reviewed studies cover
important focus-on-form issues, such as corrective feedback, collaborative language
activities, and studies based on EFL/ESL learners’ writing samples.

Focus-on-Form Corrective Feedback
Reviewing studies that focused on the major types of corrective feedback is
important because it has been a major issue for focus-on-form researchers. More
importantly, the studies reviewed indicate that different types of focus-on-form feedback
play an effective role in various contexts and add evidence to support the use of
multiple form-focused instructional strategies.
Doughty and Varela (1998) tested the effect of recasting (an implicit type of
corrective feedback) on ESL students’ language acquisition in a content-based science
course in the United States, which was designed to teach ESL students science and
mathematics. The guiding principle in the administration of classroom teaching and
research was that focus-on-form must occur in conjunction with communicative
interaction, instead of interrupting it. The incidental learning of the target forms was
investigated. The participants included 34 American middle school students, recruited
from two intact classes studying English at an intermediate ESL level; they ranged from
11 to 14 years of age, and the majority was from Spanish-speaking countries. Valera, as
teacher, drew the students’ attention to the target grammatical points of the simple past
and the past conditional in a two-stage process: (a) repetition of the learner utterance
and (b) recasting, which provided the necessary target exemplars. The participants were
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instructed to submit one written report on a science experiment in one or two weeks,
producing a total of five reports during the experimental period and one extra report two
months after the end of the experimental period.
All of the verb contexts, the completely target-like verb forms, emergent
interlanguage forms, and non-target-like forms were extracted from the transcribed oral
reports and written laboratory reports and coded for analysis in order to evaluate the
extent to which the participants had learned target forms. Then, the participants’
performance on the pretest (i.e., the first oral and written reports), the immediate
posttest (i.e., the fifth reports), and the delayed posttest (i.e., the written reports
submitted two months after the completion of the instructional treatment) were
compared to determine if their use of target-like or interlanguage forms had increased.
Additionally, the focus-on-form experimental group’s ability to use the simple past and
the past conditional was compared with that of the control group taught by a different
teacher, using a non-parametric Wilcoxon Matched Pairs Signed Ranks test.
The results showed that the focus-on-form group’s use of target-like and
interlanguage forms of past tense on all oral and written measures increased
significantly during the treatment period (p = .01; η2 = .79), and the statistically
significant gains were maintained until the delayed posttest. The control group’s ability
to use target-like or interlanguage past-tense forms showed no significant changes. As
for the past conditional, a more difficult syntactic structure, the experimental group’s
use of target-like forms increased significantly (p = .01; η2= .74), although the gain was
not maintained. Their use of interlanguage forms increased significantly (p = .01; η2
= .80) and the gain was maintained. The control group’s use of target-like past
conditional forms showed no significant changes; their interlanguage forms increased
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significantly (p = .05; η2 = .27), but the gain was not maintained. Doughty and Varela
concluded that focus-on-form instruction, using recasting in content-based courses, is
feasible and facilitates ESL students’ incidental acquisition of the simple past and the
past conditional forms.
Ohta (2000) analyzed seven Japanese-as-a-foreign-language students’ private
speech, their inner reflections which were vocalized but not addressed to any
interlocutor, in order to evaluate the saliency and efficacy of recasts. The participants’
private speech was recorded, transcribed, and analyzed qualitatively. The results
showed that the students who were not directly addressed by the teacher often registered
the contrasts between their imperfect utterances and the model forms that the teacher
provided to the addressed student, producing evidence that the teacher’s corrective
feedback was salient and useful for language acquisition.
Nassaji (2009) compared the effectiveness of recasts and elicitations by engaging
42 adults ESL students in Canada in dyadic task-based interactions with native English
speakers. Students who received either recasts or elicitations engaged subsequently in
the immediate and delayed error identification/correction tasks, which measured the
degree to which they benefited from either type of corrective feedback. The results
showed a higher degree of immediate post-interaction correction for recasts than for
elicitations. On the other hand, the results of the delayed post-interaction correction task
indicated that learners were more likely to recall the forms they had corrected after
receiving elicitations than the forms targeted by recasts. The findings also indicated that
the more explicit forms of either feedback type (e.g., phonologically emphasizing the
corrected part in recasts or specifying the linguistic item that the learner should
reconsider in elicitations) were more effective than the implicit forms.
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Lyster and Izquierdo (2009) compared the effects of recasts and prompts (i.e.,
clarification requests followed by the repetition of errors if necessary) on the acquisition
of grammatical gender in French. They recruited 21 native speakers and four nearnative speakers of English taking an intermediate-level French course at an Englishspeaking university and engaged them in three oral tasks in French during dyadic
interactions with a native or near-native speaker of French. The participants were
randomly divided into two groups; the students in one group (recast group, n = 14)
received recasts from a French-speaking instructor and the other group (prompt group, n
= 11) received clarification requests (followed by repetitions if necessary). Their
improvement in the use of grammatical gender was measured in the form of a pretest, an
immediate posttest, and a delayed posttest. Their response-time means (i.e., the speed at
which they finished the tasks) were also measured. The results of repeated-measures
ANOVAs showed that the students benefited from both recasts and prompts to a
statistically significant degree and that the positive effects were maintained three
months after the treatments finished both in terms of the accuracy of their use of
grammatical gender and their reaction time. Based on the results, Lyster and Izquierdo
suggested that teachers orchestrate a wide range of feedback types and use diverse
focus-on-form techniques.
Mackey and Philp (1998) also provided evidence supporting the combination of
different types of instructional treatments. They examined how recasts (implicit
negative feedback) might enhance the effects of negotiated interaction on the production
of question forms in English. Thirty-five adult ESL students and five native speakers
were recruited in Sydney, Australia. Mackey and Philp paired each nonnative speaker
with a native speaker and engaged them in “Spot the difference” activities, in which the
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nonnative speaker was required to form sentences. The native speaker responded to
imperfect question forms produced by the nonnative speaker by recasting the
problematic parts. The dyad interactions were transcribed, and the total number of
reformulated questions was counted for each combination of levels of factors: treatment
(interaction and recasting vs. interaction only) and proficiency (beginning vs.
intermediate). Then, four one-way ANOVAs were conducted to determine if there were
significant differences between the pretest, the immediate posttest, and the delayed
posttests. The results showed that, for the more advanced ESL students (i.e., the
intermediate level), recasting enhanced the effects of negotiated interaction on the
production of questions; the number of target questions produced in response to
recasting was significantly greater than when no recasting was offered, F(3, 24) = 3.07,
p < .04. The researchers added that some learners utilize recasting even if they do not
respond by repeating the recast form or modifying their output.
Lyster (1998) investigated the effects of error types (grammatical, lexical, or
phonological) and feedback types (recasting or negotiation of form) on immediate
learner repair. Recasting implicitly provides exemplars to the learners, while negotiation
of form (e.g., elicitation, metalinguistic clues, clarification requests, or repetition of
errors) prompts them to find the correct form or reformulate their output through
teacher-learner or learner-learner negotiations. The aim of the study was to determine
the appropriate type of feedback for each category of errors. Lyster collected data from
four French immersion classes in Canada, involving 921 learner errors. The students
were at Grades 4 and 5 and enrolled in subject-matter French courses or content-based
French courses. Chi-square tests showed that negotiation of form resulted more
frequently in lexical repairs, x2(1, 52) = 19.67, p < .0001, and grammatical repairs, x2(1,
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53) = 4.13, p < .05, whereas recasting resulted more frequently in phonological repairs,
x2(1, 54) = 9.89, p < .002. The teachers provided recasts frequently in response to the
learners’ grammatical errors, instead of prompting negotiation of form, because
negotiation of form concerning grammatical rules was believed to be difficult for the
target student group. However, recasts did not help the students repair the grammatical
problems. On the other hand, the repeat-and-copy process turned out to be an effective
strategy to correct their phonological errors.
The studies reviewed in this section showed somewhat different degrees of
effectiveness for each type of corrective feedback. However, it is clear that both recasts,
which provide model forms, and elicitations or negotiations for form, which prompt
learners to reformulate the erroneous forms, facilitate second language acquisition.
Consequently, one safe approach to the teaching of useful expressions or grammatical
rules is to combine several feedback types.

Attention to Form in Collaborative Learning Processes
As reported in the first section of this chapter, Pica (1987) proposed studentcentered collaborative activities as a way to facilitate interactions that would produce
comprehensible output. The following three teams of researchers endeavored to
examine the processes by which learners pay attention to form during collaborative
activities.
Shehadeh (1999) collected data from interactions between nonnative speakers
(NNS) and those between native speakers (NS) and nonnative speakers to examine the
effect of task on initiation opportunities and the learners’ production of comprehensible
output. His first hypothesis was that NNSs would be more likely to modify or attempt to
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modify their utterances into more comprehensible forms in NNS-NNS interactions than
in NS-NNS interactions because the former type of interaction provided more
opportunities for negotiation. His second hypothesis was that learners would try to
modify their output more frequently in the picture description task, which mandated the
participants’ supply of information, than in the opinion exchange task. Twenty-four
nonnative speakers enrolled in a British university and eight native speakers who were
university teachers and postgraduate students were recruited to form eight NS-NNS
dyads and eight NNS-NNS dyads.
The results indicated that, in the picture description task, NNS-NNS interactions
provided greater opportunities for other-initiated clarification requests (with a speaker
receiving a message or signal from his/her interlocutor, suggesting that the meaning of
his/her last utterance had been unclear) and for the modification of comprehensible
output than NS-NNS interactions. The analyses that focused on the effect of task type
showed that the picture description task provided more opportunities for self-initiated or
other-initiated attempts for clarification and modified comprehensible output (MCO)
than the opinion exchange task. In terms of the differentiation between self-initiation
and other-initiation, the frequencies of self-initiated attempts for clarification and selfinitiated MCOs were both greater than those of other-initiated requests for clarification
or other-initiated MCOs. However, there was no interrelationship between the
frequencies of the students’ self-initiated or other-initiated attempts for MCOs and the
differentiation between NS-NNS interactions and NNS-NNS interactions.
Williams (1999) and Loewen and Basturkmen’s (2005) utilized a transformative
mixed-methods approach that focused on language-related episodes, similar to Swain
and Lapkin’s study (1995).
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Williams (1999) investigated learners’ attention to form, particularly their
voluntary, self-initiated attention to form. Her major research question concerned
whether or not learners in learner-oriented, communicative classes would spontaneously
attend to form. Eight ESL students from different L1 backgrounds participated in the
study, and they were divided into four dyads with each pair of students representing one
of four proficiency levels. Level 1 was the lowest proficiency pair, and Level 4 the
highest. In order to investigate the efficacy of collaborative learning, which emphasizes
the importance of learner autonomy, Williams engaged the eight ESL students in pair
activities (e.g., free discussions, role-plays, pronunciation exercises, vocabulary and
grammar exercises, listening comprehension, and reconstructing stories), tape-recorded
their interactions, and examined their utterances to determine whether or not they
spontaneously attended to form.
Williams and another rater examined the language-related episodes (LREs) and
categorized them into five types of interaction: learner-initiated requests to the teacher
concerning the usage of language, learner-initiated requests to another learner
concerning the use of language, learner-learner negotiation over linguistic items,
learner-learner meta-talk, and other-initiated error corrections. The frequency of each
type of interaction was subsequently analyzed in relation to the learners’ proficiencies
and the activity type.
The results showed that the participants initiated the interactions between each
other, evidencing their attention to form, but they did not do so as frequently as
Williams had anticipated. The higher proficiency participants tended to produce more
LREs, indicating their greater attention to form; requests for information targeted at the
teacher tended to be less frequent the higher the students’ proficiencies were, whereas
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the number of requests for other students or other-initiated corrections increased.
Yet another study of focus-on-form based on ESL learners’ language-related
episodes (LREs) was conducted by Loewen and Basturkmen (2005), who investigated
genre-based writing instruction. They observed ESL students as they engaged in
collaborative writing tasks in an English for academic purposes (EAP) course and
analyzed LREs in order to determine what aspects of text construction the learners
attended to and what roles they played in collaborative writing activities. Loewen and
Basturkmen administered genre-based writing instruction to elicit the participants’
production of texts. Genres are discourse construction patterns expected in a particular
community; in the area of EAP, research reports, literature reviews, and data
commentaries are a few examples of such written genres. The activity guided the
students to support each other and to learn skills that were slightly beyond their present
levels, a teaching policy based on Vygotsky’s notion of scaffolding (1986), in the
process of collaborative writing.
The participants were 23 ESL students (two males and 21 females) with various
L1s and academic backgrounds studying at the University of Auckland. The students
studied the visual information displayed in tables and charts and constructed written
texts in groups to report their interpretations. The researchers audio-taped the
participants’ in-class interactions, transcribed their verbal interactions, and identified
LREs. Then, they coded the LREs for vocabulary, grammar, pronunciation, spelling,
and discourse, which might either be genre-based episodes or text-linguistic episodes,
according to what features of the targeted written products they negotiated. They also
investigated what roles the students played to support each other in terms of three types
of focus-on-form scaffolding: reactive feedback, student query, and student advice.
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The results showed that discourse-related LREs were the most frequent category,
accounting for as much as 50% of the 54 located episodes, while vocabulary- and
grammar-related LREs accounted for about 20% each (24 and 23, respectively).
However, the chi-square tests did not show statistically significant differences, x2(2,
101) = 1.96, p = .38, between the number of LREs related to discourse and those related
to vocabulary, grammar, pronunciation, or spelling. Among the two types of discourserelated LREs, genre-based episodes constituted 40% of them, and text-linguistic-based
episodes constituted 15%, but, again, the chi-square was not significant, x2(1, 55) = 2.94,
p = .09. The roles that the students played to help each other in collaborative
composition (i.e., reactive feedback, student query, and student advice) were evenly
distributed with no statistically significant differences among the three instigator roles,
x2(2, 106) = 1.86, p = .40, but an analysis of individual participants’ contributions
indicated that there was a great deal of variation from person to person. The study
provided evidence that the students scaffolded each other’s learning although they
occasionally offered inappropriate advice or incorrect feedback.
The technique of analyzing language-related episodes has been utilized by a
number of researchers. More importantly, it covers an area that purely quantitative or
quantitative research methods do not deal with, thus providing a different view of the
data.

Focus-on-Form Studies on Written Output
The preceding literature review sections have already referred to several studies
focused on learners’ written output after focus-on-form instruction. Swain and Lapkin
(1995) evaluated learners’ writing by examining language-related episodes in the think-
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aloud protocols that French immersion students produced while writing newspaper
articles. Doughty and Varela (1998) guided ESL students to produce laboratory reports
of a science experiment in order to test the effect of recasting on their compositions, and
Loewen and Basturkmen (2005) investigated ESL students’ collaborative writing in an
English for academic purposes (EAP) course. Writing samples provide useful data for
in-depth focus-on-form analysis because the acquisition of complex grammatical rules
or lexical chunks can be investigated.
Another important focus-on-form study of EFL students’ essay writing process was
conducted by Izumi and Bigelow (2000), who measured EFL learners’ use of the past
hypothetical conditional in their writing. The goal of the study was to demonstrate that
learners who will write essays pay closer attention to the target forms shown in sample
essays than those who do not expect to write.
The study consisted of two phases, which they referred to as Guided Essay Writing
Tasks and Text Reconstruction Tasks. In the first stage of Phase 1, for example, the
experimental group wrote an essay (Output 1) on a given topic; in the second stage, they
read a model essay written by a native speaker, in which approximately 80% of the
sentences contained the target structure (i.e., the past hypothetical conditional), and they
underlined the parts that they thought would be useful for their text revision. In the third
stage, the experimental group produced another version of the essay on the same topic.
The comparison group, in the first stage of Phase 1, wrote an essay on a topic
different from the one assigned to the experimental group in the first stage. In the
second stage, they read the same material as the experimental group participants and
underlined the parts that they thought would help them answer the reading
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comprehension questions in the third stage. In the third stage, the comparison group
answered the comprehension questions.
In Phase 2, the experimental group followed a task procedure similar to Phase 1
and reconstructed the essays they had written in Phase 1. Likewise, the comparison
group repeated the task of reading and answering comprehension questions alternately.
The two groups went through the processes (including Phases 1 and 2) of reading and
essay writing or answering questions twice.
Izumi and Bigelow’s a priori hypotheses were that the experimental group would:
(a) pay greater attention to the target grammatical form contained in the input than the
comparison group that did not expect to produce compositions shortly afterwards, (b)
indicate immediate uptake of the target form more often in their output during the
treatment tasks, and (c) maintain the accurate use of the target form over a certain
period after the treatment. The data did not support their hypotheses, except for lending
partial support to the second hypothesis with the experimental group performing
significantly better in one of the two passage-reconstruction sessions.
Again, whereas the analysis of spoken input might allow researchers to probe
learners’ online language production processes, the analysis of writing samples helps
researchers understand the process of learners’ language production in depth. However,
ESL/EFL writing involves so many extraneous factors that a thorough understanding of
the writing process is by no means easy.

Qualitative Studies on the Teacher’s and Students’ Perceptions
Barkhuizen (1998) investigated ESL students’ perceptions of communicative
focus-on-form activities and traditional focus-on-formS activities or strategies. However,
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qualitative focus-on-form studies are few in number, and those utilizing in-depth
interviews tend to focus on EFL or ESL teachers’ beliefs and practices, as is the case of
the following two studies by Borg (1998, 1999). This section reviews these two studies
as methodological models for qualitative form-focused research using unstructured
interviews. Leki and Carson’s study on an English for academic purposes course (1997),
described at the end of this section, is not primarily a focus-on-study, but it probes
students’ perceptions of how an English for academic purposes course helped their
acquisition of English.
Borg (1998) conducted an interpretative study designed to explore the ways an
EFL instructor teaches and the rationale behind his decisions to utilize certain
approaches or techniques. He conducted semi-structured interviews, partially relying on
classroom observations as a supplementary data source, with a 40-year-old native
speaker of English with 15 years of TEFL experience and diploma-level qualifications.
He taught a group of eight intermediate ESL students from Germany, Poland,
Switzerland, and Italy at an English language institute in Malta. The data were taperecorded and transcribed and then coded for interpretation, according to both a
prescribed list of codes and a list of categories generated in the iterative process of data
collection and analysis.
The teacher utilized both the focus-on-form and focus-on-formS approaches,
including activities to guide the students to discover grammatical rules and a traditional
stimulus-response behavioristic approach in the form of a substitution drill on the
grounds that learners have different learning styles and some might benefit from
traditional methods. However, the teacher made a conflicting remark, claiming that he
did not believe that formal grammar teaching based on traditional language teaching
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principles helps learners develop communicative skills. Borg concluded his study by
explaining that teachers’ personal pedagogical belief systems are extremely complex
and influenced by their formal professional training as well as their own learning and
teaching experiences. Borg further observed that the initial training that the informant
had received, which emphasized the development of communicative skills and learnercentered instruction, had a lasting impact on his pedagogical philosophy, even though
his own personal values disagreed with those pedagogical principles.
Borg (1999) conducted a qualitative study on a focus-on-formS instructional
approach. He investigated the way four native English-speaking teachers used
grammatical terminology in the process of teaching English as a foreign language and
related their practices to their beliefs, which might have had a strong impact on their
decisions in the classroom.
The four EFL teachers had certificate- or diploma-level qualifications, and they
taught an adult ESL group composed of eight elementary- or advanced-level students
from various European countries. From the class observation data, Borg extracted key
instructional episodes, which raised questions about the teachers’ use or perceptions of
grammatical terminology. Semi-structured interviews were also conducted to elicit the
teachers’ explicit explanations for why they had decided to use or not use metalanguage during EFL instruction. Borg explored the ways the teachers’ cognitions
influence their use of grammatical terminology in the classroom by analyzing the four
case studies.
All four teachers acknowledged that meta-language had its practical purposes and
that they would decide to use or not to use grammatical terminology, depending on their
students’ preferences, backgrounds, and abilities, as well as the teaching context. Based
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on the observation and interview data, Borg proposed that EFL teachers’ classroom
practices are influenced by a combination of beliefs derived from their own languagelearning experiences, their professional experiences, and their formal TEFL training.
Their judgments for or against the use of grammatical terminology are not simplistic or
related to their beliefs in a linear fashion. Instead, their real-time decisions in the
classroom are influenced by different factors in a complex way, such as the specific
instructional context and students’ individual preferences or experiences with focus-onformS instruction. However, as Borg acknowledged, although instructional discourse is
collaboratively constructed by the teacher and students, he did not investigate the
students’ reactions to the use of grammatical terminology. Thick qualitative descriptions
of EFL students’ perceptions of, or reactions to, focus-on-form or focus-on-formS
instruction have yet to be provided.
Although not primarily a focus-on-form study, Leki and Carson (1997) conducted
in-depth interviews with ESL students at a large American university in order to
investigate their perceptions of English for academic purposes (EAP) writing. The
participants engaged in three writing tasks (Phase 1, N = 27; Phase 2, N = 21): (a)
responding to a given topic, (b) responding to a source text as a prompt, with no
obligation to demonstrate their full understanding of the text, and (c) text-responsible
writing. Several students reported that they had been able to write better in their EAP
English course than in general academic courses taught in English because they paid
more attention to linguistic form and could concentrate on grammatical structures and
rhetorical patterns.
It is vitally important to understand students’ perceptions of useful and enjoyable
EFL/ESL activities and the way in which they attend to structural patterns or linguistic
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forms in various language learning contexts because their ideas often differ from the
teachers’ perceptions of useful and enjoyable activities. As shown by the three studies
reviewed above, in-depth qualitative inquires reveal the participants’ complex
psychological and historical backgrounds that affect their practices, but, unfortunately,
few focus-on-form studies of this type have been conducted with foreign language
learners. The qualitative section of this study strives to cover this unexplored area of
focus-on-form research.

Effectiveness of Study Abroad Programs
This section briefly reviews a few studies that dealt with the effects of study abroad
programs on L2 students’ language learning. In the present study, the effectiveness of
the participants’ study abroad experience was a secondary issue: the major issue was the
within-subjects comparison of the two treatments, not the comparison between two ESL
groups. However, students’ experience in overseas ESL contexts tends to influence their
language proficiencies and their motivation for further language learning, which might,
in turn, affect their learning of lexical phrases as well.
Wood (2007) conducted a longitudinal study with four Japanese ESL students in
Canada in order to investigate their learning of formulaic sequences and its influence on
their development of fluency in speech. He recruited four Japanese students of varying
English proficiency levels (including two males and two females) and elicited
spontaneous narrative speech by showing short silent film clips as prompts. The
participants’ narrative data were collected once a month over a six-month period. The
results showed that the study abroad set-up helped this student group as a whole attain
an increased level of fluency and that their learning of formulaic sequences played a
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role in their increased fluency. However, the four participants demonstrated their
individual characteristics. For instance, the participants with lower proficiencies tended
to use more formulaic sequences to make up for their limited overall language repertoire
and as a communicative strategy to carry on the speaking tasks fluently. The results also
indicated that the student who produced the most detailed descriptions used fewer
formulaic sequences.
Geis and Fukushima (1997) reported the results of a Niigata junior college’s sixweek study abroad program. The short study abroad program was administered at a
language institute affiliated with an American university in Illinois, and a group of 24
English majors, mostly first-year students, participated in the program. Geis and
Fukushima encountered difficulties in measuring the students’ improvement in language
proficiency partly because the length of the students’ stay in the United States was short
and the standardized English proficiency test they administered before and after the
program (i.e., TOEFL) was not sensitive to changes in Japanese junior college students’
language abilities. However, they found that the students’ attitude in class after their
return to Japan was more positive. The students who used to be silent and inactive had
learned to actively participate in group discussions in English and other in-class EFL
activities. The researchers interpreted that the study aboard provided the participants
with many opportunities for speaking English in and outside of class, which helped
them gain confidence in their ability to communicate with others in English.
Ishino, Masaki, Visgatis, and Kimura (1999) conducted a questionnaire survey
before and after a four-week study abroad program to investigate the degree of
confidence that the 99 participants gained through their ESL studies and to probe their
perceptions of useful experiences. As in Geis and Fukushima’s study (1997), Ishino et al.
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understood that global language tests, such as TOEFL, did not accurately measure
students’ subtle improvement in language proficiency after a four-week training; thus,
they chose to evaluate the participants’ perceptions through their answers to the
questionnaire and the host families’ comments. The results showed that the participants’
confidence in performing easy real-life tasks (e.g., ordering meals at a restaurant or
asking directions in English) improved, but their ability to deal with complex linguistic
tasks (e.g., describing Japanese customs or making a farewell speech in English) did not
noticeably improve.
Whereas Geis and Fukushima (1997) and Ishino et al. (1999) analyzed the effects
of short-term study abroad programs, Asai (1997) investigated a one-year program’s
effect on second language acquisition. She conducted a questionnaire survey with 49
students who had spent one year in the United States or Australia and also compared
their TOEFL scores before and after the study abroad experience. The purpose of her
study was to assess the combined effects of exposure to English in naturalistic situations
and formal ESL training at language institutes in English-speaking countries. Asai
reported that the TOEFL scores for 48 out of the 49 students improved and that 41
students believed they benefited from their studies abroad. When asked about the most
useful aspects of the study abroad programs, 21 students answered that they had found
many opportunities to listen to and speak English in the host countries and had learned
to carry out conversations. As for the ESL training in classrooms, 23 students referred to
listening and speaking courses. To the researcher’s surprise, however, as many as 10
students answered that they had appreciated the grammar courses as an instrument to
facilitate their communication.
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It must also be noticed that students who have finished their studies abroad tend to
go through various changes in terms of their attitudes toward the surrounding people or
the host and home cultures. Jones (1997) interviewed 10 students who had studied for
four years at a Canadian college and drew up reentry maps based on their perceptions of
comfortable or uncomfortable adjustment to the families, work places, and circles of
friends after their return to Japan. The results showed that all students suffered
psychological depression of varying degrees, particularly between four and six months
after their return. Jones proposed that EFL teachers at the schools that accommodate
returning students be aware that such readjustment difficulties might affect their L2
language learning processes afterward.
As a qualitative study probing into participants’ perspective, Wilkinson (1998)
investigated four American students’ experiences in, and perceptions of, a one-month
study abroad program in France. She conducted an eight-month longitudinal study,
interviewing each of the four students twice before the departure, twice during their stay
in France, and twice after their return, respectively. The results of the interviews,
supported by the data from written surveys, observations, and documents related to the
summer abroad program, suggested that the teacher-initiated interactional norm in the
French classroom influenced the participants’ oral interactions outside of class and that
the host culture, which was believed to facilitate L2 learners’ language acquisition,
frustrated the participants to the extent that they perceived the peer group support and
home culture enclave to be essential for their lives abroad.
Drake (1997) focused on the issue that Japanese students tend not to fully benefit
from study abroad programs because, being reclusive, they do not interact with natives
speakers frequently enough. He reported on a six-week study abroad program that
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aimed to integrate 19 Japanese university students into the host linguistic and cultural
community in Alabama, the United States. In addition to engaging the participants in
task-based activities that induced active oral interactions in the classroom, the program
administrators guided them to plan and hold parties for non-Japanese students,
accommodated them in the same housing facility with native speakers, and arranged for
them to stay with local families on weekends. The G-STEP, a standardized test
administered at the end of the program, was not sensitive enough to measure the
participants’ linguistic improvement over a period of six months, but the students’
perceptions of the ESL classes and extracurricular activities were very positive.
As has been briefly reviewed in this section, the study abroad programs are likely
to expedite EFL learners’ language acquisition with intensive exposure to the target
language. However, the processes by which the programs influence the participants’
language learning and psychology are complex, and each individual program has its
positive and negative features.

Gaps in the Literature
The first gap concerns the type of focus-on-formS instruction that is combined
with focus-on-form instruction for efficient language teaching; no researcher has tested
the effects of the oral repetition for memorization of exemplars, or lexical phrases, on
communicative tasks. Muranoi (2000) investigated the combination of focus-on-form
and focus-on-formS instruction and produced positive evidence for the mixture. He
investigated the extent to which the language-focused debriefing in the learners’ first
language reinforced the effects of focus-on-form instruction in Japanese EFL
classrooms. However, Muranoi examined the effect of explicit grammar explanations on
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the function of focus-on-form corrective feedbacks, and, to the best of my knowledge,
no researcher has investigated the effects of the focus-on-formS enhancement of
exemplars on communicative focus-on-form activities.
The second gap is that most qualitative focus-on-form studies using unstructured or
semi-structured interviews investigated the teachers’ views of classroom teaching, not
students’ perceptions. Basturkmen, Loewen, and Ellis (2004) utilized semi- structured
interviews, introspective protocols, and classroom observations and compared three
teachers’ stated beliefs about incidental focus-on-form during task- based activities and
their classroom practices as teacher. Borg (1998, 1999) also conducted in-depth
interviews to fathom teachers’ perceptions of form-focused instruction and their
practices. However, they did not analyze students’ psychological reactions to
focus-on-form instruction.
The third gap is that no qualitative focus-on-form study has investigated a Japanese
EFL classroom situation. Barkhuizen’s study (1998), based on data from multiple
qualitative methods, was one of the rare qualitative focus-on-form studies on students’
perceptions of communicative and traditional focus-on-formS activities in South Africa.
However, the social and educational environments in Japan and South Africa differ, and
Japanese students’ perceptions of useful and enjoyable activities have yet to be
investigated.

Research Questions and Hypotheses
Research Questions and Hypotheses for the Quantitative Phase
The quantitative research questions and hypotheses were as follows:
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Research Question 1: Do Japanese EFL students use more lexical phrases after the
task-only instructional treatment or after the task-plus-oral-repetition treatment?
My personal experiences as an EFL learner and teacher suggested that oral
repetition tasks would intensify EFL learners’ attention to forms and kinesthetically
familiarize them with the phonological and lexical structures of target idioms and
collocations. Consequently, the following hypothesis was proposed.

Research Hypothesis 1: Japanese EFL students will use more lexical phrases after the
task-plus-oral-repetition treatment and transfer them to their writing.

EFL learners’ English proficiencies or language learning experiences often
influence their reactions to the linguistic input provided in communicative language
courses. Therefore, it is meaningful to evaluate the interrelationship between the length
of the participants’ ESL training overseas and the frequencies at which they noticed and
remember lexical phrases after either task-only treatment or task-plus-oral-repetition
treatment.

Research Question 2: Does the length of the students’ ESL experience in the United
States influence their memory of lexical phrases after the task-only instructional
treatment or the task-plus-oral-repetition treatment?

There was no a priori hypothesis for this research question.
The second research question concerned the types of lexical phrases that the
participants transferred from communicative tasks and oral repetition tasks.
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Research Question 3: What lexical phrases from the movies do the participants transfer
to their writing?

Ellis, Basturkmen, and Loewen (2001) reported that their participants tended to
respond to the input that was relevant to their immediate needs or concern. In the
present study, the participants might frequently remember and use the exemplars that
they can use to answer the major or interesting open-ended questions.

Research Hypothesis 2: The participants will use lexical phrases that are relevant to the
most important or interesting issues as stated by them in the Language Activity
Questionnaire or in interviews.

Another factor that might facilitate their use of expressions and structures is the
element of novelty or an optimal degree of difficulty. The participants might feel
tempted to use the lexical phrases that they have not had a chance to use in the past
speaking or writing activities. In other words, they might be motivated to use the
expressions that they perceive to be slightly above their level.
This prediction has been based on the view that optimal arousal is a major element
of motivation for learning (Williams & Burden, 1997). Hebb (1959, as cited in Williams
& Burden, 1997) proposed that both humans and other animals tend to seek a level of
optimal arousal, or optimal stimuli, instead of always trying to be in a settled state. The
participants in this study might react positively to unfamiliar expressions or phrases
made up of low-frequency words.
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Research Hypothesis 3: The participants will use lexical phrases that they find novel
and slightly challenging.

Research Questions for the Qualitative Phase
The qualitative study, which was mainly based on unstructured interviews, was
emergent and exploratory by nature. However, I put forward three research questions as
the provisional conceptual framework.

Research Question 4: What types of EFL activities do the participants prefer, including
those related to focus-on-form instruction or focus-on-formS instruction?

Research Question 5: What types of form-focused activities do the participants consider
useful for their overall learning of English?

Research Question 6: What stories can the participants tell about their learning
experiences that shed light on their preferences for, or their concept of usefulness of,
focus-on-form or focus-on-formS instruction?

There were no a priori hypotheses for these qualitative research questions.
A search for the discrepancies between what the teacher believes to be a rational
and ideal approach and what students prefer or seek, as well as the analysis of what
different students observe or what the same student observes in different contexts, might
generate a cornucopia of useful and interesting ideas.
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CHAPTER 3
METHODS

Action Research
This section explains why the present study is positioned as an action research
study.
The aim of action research is for teachers to reflect on, and analyze, their own daily
practice in classrooms systematically so that proper decisions can be made for their
future teaching (Wallace, 1998). The search for solutions to a problem in a local
situation is emphasized (Krathwohl & Smith, 2005), and the researchers strive to
describe a particular case of teaching context or a specific individual learner or group of
learners (Nunan, 1992). Collaboration among researchers, teachers, or graduate students
and the efforts to reform curricula are other important elements of action research
(Cohen & Manion, 1985 as cited in Nunan, 1992; Kemmis & McTaggart, 1988, also
cited in Nunan, 1992).
Whereas the above definitions might give the readers an impression that action
research is an auxiliary domain that includes small-scale projects by relatively
inexperienced researchers, another major rationale behind action research, applicable to
the present study, is to bridge the gap between academic research and teaching in the
classroom (Burns, 2005). I followed the established procedures for statistical analyses
for accurate quantitative assessment and utilized unstructured interviewing and narrative
analysis for in-depth data analysis. At the same time, however, it is my belief that
classroom studies must be closely connected to teachers’ practice and observations. The
teachers can conduct action research studies without being restricted by the traditional
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criteria such as random selection, generalizability, and replicability and also justify their
roles as both researcher and teacher. Thus, labeling the present study as action research
should by no means minimize the value or authenticity of its results; instead, it enables
me, as teacher and researcher, to tap on a variety of data sources to investigate the
effectiveness of oral repetition treatments in communicative activities.

Mixed-Methods Approaches: Strengths and Weaknesses
A mixed-methods research design was utilized for the present study. This section
briefly discusses the strengths and weaknesses of mixed-methods approaches. The
combination of statistical analyses and qualitative narrative analyses makes it possible
to examine various aspects of focus-on-form and focus-on-formS treatments through the
collection of multiple types of data. However, mixed-methods designs often entail
certain complexities, and it is important to review the advantages and the disadvantages
of integrating quantitative and qualitative methods.
There have been both positive and negative opinions concerning the use of mixed
methods. Johnson and Onwuegbuzie (2004) proposed that mixed methods studies are
superior to purely quantitative or qualitative approaches in that researchers can answer a
broad range of research questions, compensate for the weaknesses of one method with
the strengths of the other, and provide stronger evidence for whatever conclusions they
might reach by integrating the results of the two types of inquiry. Creswell and Plano
Clark (2007) supported this position as well by stating that the purpose of utilizing
mixed methods is to combine the differing strengths of quantitative methods (e.g., large
sample sizes and generalization) and qualitative methods (e.g., detailed, in-depth
analyses). Johnson and Onwuegbuzie also pointed out that, although users of either
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quantitative or qualitative methods tend to lean toward certain paradigms (e.g.,
positivism or constructivism/interpretism), it is not necessary to plead allegiance to any
particular philosophical position when using a mixed-methods design. They even argued
that it is extremely impractical—or almost impossible—to conduct completely objective
or value-free research. Instead, by utilizing different methods, researchers can
demonstrate more creativity and make their own judgment as to how the research
questions might be answered without being restricted by the quantitative or qualitative
paradigms. Researchers also have considerable latitude in deciding the degree to which
one of the two phases dominates the study or at what stage the two phases should be
integrated.
On the other hand, Yanchar and Williams (2006) cautioned that an inappropriate
combination of research methods can produce conflicting results and it might contradict
the epistemological assumption of one or both methods. As for the first point, if two
research methods produce conflicting results, one of the two methods is problematic in
terms of the collected data, method, or interpretation or the two methods are measuring
two different dimensions of the target issue. If the former is the case, the researcher
needs to reexamine the underlying assumption of either or both of the two methods.
However, if the research method is designed to measure two different aspects of a
person, event, institution, or culture, and the researcher understands what each method
is measuring, the varying results can contribute to the enrichment of the data, instead of
resulting in contradictory findings.
The second part of Yanchar and Williams’s warning requires more serious
consideration. Contrary to Johnson and Onwuegbuzie, Yanchar and Williams clearly
indicated that “the adoption of a method will implicitly commit researchers who use it
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to certain kinds of assumption-based outcomes…” (p. 4). Likewise, Lincoln and Guba
(1990/2002), referring to the same issue as case-study advocates, asserted that there
should be resonance between the reported case and the underlying principle of the
paradigm that the researcher has chosen to follow. For instance, while unstructured
interview and narrative analyses are based on the interpretive or constructive paradigm,
quantitative studies designed to provide statistical evidence for the observed tendencies
and generalize them to the population tend to be based on the positivistic paradigm.
The two methods used in the present study were designed to accomplish different
research purposes. The quantitative phase was intended to show the extent to which the
participants used or remembered the target expressions and structures after the two
form-focused instructional treatments, while the qualitative phase was intended to probe
the reasons why they had acted in certain ways during or after the class sessions. In
order to minimize the epistemological conflicts, the quantitative and qualitative phases
of this study were conducted separately from data collection through analysis, and the
results from the two phases were compared and contrasted only at the final stage of
interpretation.
The statistical testing methods in the quantitative phase were used primarily to
increase the reliability of the measurement of the students’ performance in the Speech
Communication course rather than to generalize the findings or generate abstract
conclusions. The two phases of the study are believed to expand the breadth and range
of research and provide insights into different aspects of form-focused instruction,
rather than undermining the credibility of either phase.
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Quantitative Study
Participants for the Quantitative Study
Participants in the quantitative study were 71 EFL students majoring in English
language and literature at a women’s university in Tokyo, hereafter referred to as Aoba
Women’s University (AWU), in 2008 and 2009. These students were enrolled in an
elective EFL course titled Speech Communication, offered to upper-division English
majors; I was the instructor of this course. Thirty-two students enrolled in the course in
2008, and 37 students took the course in 2009. The students were all female and thirdand fourth-year students; their average age was between 21 and 22.
The participants’ English proficiency levels were estimated using the TOEIC. The
average TOEIC score for the AWU English majors as of January 23, 2008 was
approximately 580 out of a possible 990. The third- and fourth-year groups’ means were
almost the same. Before taking upper-division elective courses, all of the English majors
were required to finish an intensive English skills program at the university’s main
campus in Tokyo. This basic skills training ran over the first one and a half years, and,
following this, they enrolled in a semi-immersion program at the university’s satellite
campus in the United States in the fall of their second year. About a quarter of the
English majors chose an optional 18-month ESL program at the same overseas satellite,
and these students spent the first semester of their first year in Tokyo and spent the
following three semesters at the American satellite. Consequently, the participants had
substantial experience in paragraph and essay writing and in various other oral or
written communicative EFL/ESL activities.
It must be noted that there was a noticeable difference between the five-month and
18-month ESL student groups in terms of their English proficiency and motivation for
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language learning. Students who participated in the 18-month program were required of
a TOEIC score of 475 or more whereas there was no such requirement for the fivemonth program. Then, the 18-month students’ mean after completing the overseas
program was over 710 whereas the five-month students mean was approximately 540.
The 18-month students also demonstrated their high motivation for learning English
during their interviews with the faculty before studying abroad. Consequently, they
were likely to benefit from ESL instruction at the overseas satellite and perform better
in speaking and writing activities in the Speech Communication course.
The movie-based course that the participants took was categorized as an advanced
EFL skill course, aimed to improve the students’ speaking and writing abilities in
English. The students who had signed up for this course in the past several years were
generally motivated to engage in speaking and listening practice and worked hard to
complete writing assignments.

Instrumentation for Quantitative Study
Instrument 1: Preliminary Essay Writing
A preliminary essay writing test was conducted in order to assess the participants’
general writing skills before the instructional treatments. The targeted length of their
writing was 200 words; the students were required to finish writing tasks in 30 minutes.
The prompt was: “What is the best movie you have ever seen? Summarize the plot
briefly and give a comment.”
The participants’ preliminary essay scores—along with their TOEIC scores and
some of their weekly essay scores—were used to determine their English proficiencies
but referred to only as supplementary data for the qualitative analysis of the writing
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sample when it seemed necessary for understanding characteristic patterns in the way
that individual students used lexical phrases. Their scores on the preliminary essays did
not affect their course grades; neither were they utilized for statistical analyses in this
study project.

Instrument 2: Pretest
A written multiple-choice cloze test that required the students to choose the correct
word out of three alternatives (see Appendix A) was administered at the first class
meeting in order to estimate the participants’ knowledge of lexical phrases (e.g.,
collocations, idioms, formulaic use of syntactic structures) before the instructional
treatments. The test items included 24 sentences that contained part of the target lexical
phrases that the participants were exposed to during the experimental course. As the
same items were presented in the weekly cloze quizzes and the final examinations, they
were randomized and mixed with four non-target items to minimize any practice effect.
The results of the pretest were used as baseline data to which the final-test results were
compared or as the criteria to determine the differences between the 2008 and 2009
groups.

Instrument 3: Movies
Several short English movies or segments of a full-length movie were used during
the experimental class sessions. In 2008, the participants watched one episode of The
Simpsons, and two segments of Spirited Away, one episode of The Twilight Zone, and
one episode of Alfred Hitchcock Presents at the odd-numbered class sessions and
exactly the same TV programs and movies but different episodes at the even-numbered
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sessions. In 2009, the movies for the odd-numbered and even-numbered sessions were
switched.
The first movie (The Simpsons) was a popular American cartoon series, which
reflected the common concerns and problems in Americans’ daily lives. The characters
used jokes and colloquial expressions, but the use of difficult slang expressions was not
frequent. Each episode was approximately 20 minutes, and the English subtitles were
available.
The second movie, Spirited Away, was the English-language version of a fulllength Japanese prize-winning animated movie. Two 20- or 30-minute sections that
were most suitable for class discussion were chosen and presented for each instructional
treatment. The English subtitles were available in addition to the spoken English
dialogues. The plot was somewhat complicated for an animated movie, but what might
have partially compensated for the complexity was that the majority of the students had
seen this movie in Japanese at least once, and their familiarity with the story was likely
to increase their comprehension.
The third and fourth movies, The Twilight Zone and Alfred Hitchcock Presents,
were older American mystery series that had been broadcast both on American and
Japanese television. Each episode was approximately 20 minutes long. These television
programs had no English subtitles and, therefore, were presented toward the end of the
semester as the participants were likely to experience comparatively greater difficulty
understanding them.
An advantage of using movies was that the visual images attracted students’
attention more strongly than EFL textbooks or content-based language course materials.
I had previously shown Spirited Away and a few episodes of the mystery and cartoon
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series in EFL courses at AWU or other universities. The students’ reactions to all four
movies had been extremely positive, with their feelings of satisfaction expressed in the
assigned English compositions or in the semester-end class evaluations. Each movie had
an interesting plot and conveyed meaningful messages or addressed important social
issues. The movies provided the students with a number of meaningful discussion topics.
The major characters in the movies spoke standard American English.

Instrument 4: Handouts
The handout (see Appendix B) presenting important lines in the major scenes and
comprehension questions was prepared and distributed to the participants one week
before each class session. Whereas the input from the movies was primarily spoken
English, the English handout for each lesson, which was designed to facilitate students’
in-class discussions, included fifteen to twenty comprehension questions and lines used
in several major scenes. Additionally, after submitting their weekly essays (i.e., a week
after watching a movie and engaging in the related activities), the participants received a
brief written summary of the plot in English (see Appendix C); they could utilize it in
preparation for the final examination but could not cut and paste any part of it in the
weekly essay writing assignment. The participants were exposed to both colloquial and
semi-formal styles of English in the handouts and written summaries.
Lexical Phrases that they might use when describing important scenes or
discussing the major issues depicted in the movies were embedded in the
comprehension questions, the extracted lines, or the summaries. I preselected eight
expressions and structures per week from the handout and presented them for the endof-the-class oral review using PowerPoint (see Cloze Exercise Involving Oral
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Repetition). Those expressions were also included in the target linguistic items for the
weekly and final written cloze tests.

Instrument 5: Cloze Exercise Involving Oral Repetition
The oral cloze exercise for language enhancement was modeled on blackboard
reproduction (Nation, 1975). Nation had originally presented the target structural
patterns on the blackboard, erased one word after another, and guided the students to
recall the missing words and recite the original sentences. In the present study, the
lexical phrases were presented in the form of an oral cloze exercise; instead of using the
blackboard, I prepared a set of four PowerPoint slides that included a short paragraph
(e.g., a brief summary of the movie) that contained useful lexical phrases. (See
Appendix D for the texts for all activities and the list of target lexical phrases.)
Each slide in each set had a different purpose, either displaying a complete passage
or a passage missing several words. The first slide showed the movie summary, which
was a slightly simplified version of the written summary the participants received a
week after the class session. For example, after showing an episode of The Simpsons to
the class, I presented the following passage on the screen:

Bart cheated on the IQ test and got an extremely high score. At the school
psychiatrist’s recommendation, he was sent to a geniuses’ school. But he was
very unhappy because the other students at his new school began making fun of
him. In the end, he made a mistake during a science experiment and blew up the
science laboratory. Bart confessed to cheating, and his father got very angry.
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The passage not only summarized the movie but also contained five of the lexical
phrases shown on the handout. (The underlining indicates that the bold face words
constitute a lexical phrase.)
The second to fourth slides were oral cloze exercises. In the second PowerPoint
slide, content words were deleted, and the participants were instructed to reconstruct the
original text by filling the blanks in their minds. I called on one student to read the
entire passage aloud or ask a small group of five or six students to read it out loud in
chorus. The third slide presented a text missing parts of lexical phrases, and the fourth
slide presented a cloze that was missing different parts of the same lexical phrases.
Again, one student or small group was called on to recite the entire passage. Then, the
entire class read aloud the five target phrasal structures (e.g., cheat on, make fun of) a
few times in unison.
In the task-only sessions, only the first, full text was utilized so that the students
could review the content of the movie briefly. The target lexical phrases in the full text
were highlighted in bold face, and I explained difficult expressions or syntactic
structures.

Instrument 6: Substitution Drills
In the first experimental semester in 2008, a different type of PowerPoint activity
was prepared and utilized for additional oral repetition treatment. The first slide showed
a list of three sentences (see Appendix E). Each sentence was embedded with a lexical
phrase that was bolded. An example set of sentences for this activity included:
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Bart, who spray-painted the wall, was in deep trouble.
On the contrary, the psychiatrist had some very exciting news.
Do you think I’m dumb enough to fall for that?

The next three PowerPoint slides displayed one of the three original sentences and
two others that contained the same target phrase. For example, the second slide might
be:

Bart, who spray-painted the wall, was in deep trouble.
Homer, who had to pay a lot of money, was deep in debt.
The philosophy professor was deep in thought.

In the subsequent PowerPoint slides, each sentence was missing one word, although the
deleted words were not necessarily parts of the target lexical phrases.
The lexical phrases presented in this section were different from those in the oral
cloze exercises, but it was designed for the same task of retrieving the target phrases and
reciting them orally. Only the first slide in each set was used for reviewing grammatical
points.
However, the participants’ reactions were not very positive compared to the first
oral cloze exercise, and they did not transfer many of the target lexical phrases
presented during this activity to their weekly or final essay writing. Consequently, in
2009, this activity was replaced with an additional PowerPoint cloze exercise containing
three target phrases (Appendix D, Set B).
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Instrument 7: Weekly Cloze Test
The weekly cloze test was an 11-item multiple-choice quiz (see Appendix F) and
was utilized to assess the degree to which the participants stored the target lexical
phrases that they had been exposed to during the day’s lesson in short-term memory. An
example question was:

While driving to their new home, Chihiro’s father ( ) a turnoff, and they ended
up in a strange, wooded area. (a. failed, b. missed, c. lost)
The distracters were in the same word class as the correct answer. Each alternative
would form a syntactically correct sentence, but only the correct answer constituted part
of the lexical phrase that native speakers of English commonly used.
The question items included the eight lexical phrases presented in the oral cloze
activities and three additional phrases displayed on the handout. The students were not
informed, either, that the eight linguistic items in the oral cloze activities would be
included in the written cloze quiz. This test-administration policy was intended to
prevent students from memorizing the forms without understanding their meanings or
usage in order to attain high weekly quiz scores.

Instrument 8: Weekly Writing Assignment
An essay-writing homework assignment was intended to prompt the participants to
utilize the learned lexical phrases in writing; it required the students to write an English
paragraph or short essay outside of class and submit it a week later. The prompt was:
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Write a comment on the movie that you have seen today; you may organize your
comment in response to one of the open-ended questions. The suggested length is
about 100 to 200 words. You may use dictionaries and grammar reference books if
you want and take as much time as you want. However, you must write your
paragraph or essay by yourself.

The participants had autonomy and could choose different lexical phrases from
those presented in the movies or the handouts.

Instrument 9: Final Cloze Test
The final multiple-choice cloze test was intended to measure the extent to which
the participants retained receptive knowledge of the target lexical phrases at the end of
the semester. It was a written, multiple-choice cloze test divided into two sections (see
Appendix G). Two or three items from each of the five weekly cloze tests administered
after the task-only treatment were extracted and randomized to produce the first section,
Final Cloze Test A. The target lexical phrases were the same as those on the pretest,
although they were presented in a different order. Likewise, a few items were selected
from each of the five weekly cloze tests given after the task-plus-oral-repetition
treatment and randomly placed in the second section, Final Cloze Test B. Each section
was composed of 10 questions; no non-target lexical phrases were included.

Instrument 10: Essay-writing Test
The essay-writing part of the final examination assessed the participants’ longterm retention of the linguistic items that they had studied and their ability to use them
productively. For each movie, the students were asked to write a brief summary, answer
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a question (e.g., Why do you think the woman didn’t tell her husband that the man was
her brother?), and present their general comments on the movie. The prompt was:
Choose one topic from each group of the movies listed below and write an essay
of about 200 words about it. You are not allowed to use a dictionary or grammar
reference book, and you must finish each essay within 25 minutes. The teacher
will signal when to start writing the first essay and when to start writing the
second essay.
In order to clarify which movies the participants could write about, an answer sheet
on which the titles of the movies for each category (i.e., task-only treatment and
task-plus-oral-repetition treatment) were listed was prepared and distributed (see
Appendix H).

Instrument 11: Electronic Corpus
The participants’ essays were typed into a computer, and electronic corpora were
created. Then, using Microsoft Word’s word search function, I located the target lexical
phrases and color-coded the phrases that the students remembered from the oral
repetition activities and those they voluntarily transferred from the handouts to their
essay writing. I checked the students’ use of each target word in context and counted the
frequency at which individual phrases were used with the aid of the word-search
function. This semi-manual approach was effective because I had to count the use of a
target expression for each essay and determine which of the partially correct forms were
acceptable.
The frequencies at which the participants used the eight target lexical phrases for
each essay (i.e., those presented in the oral repetition activities) were converted to Rasch
measures using the partial credit Rasch model.
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Instructional Treatments
The instructional treatment was intended to improve the participants’ speaking and
writing skills. As explained above, it is not desirable to restrict the point of instruction
to sentence-level contexts. Thus, the experimental speech communication course was
designed to facilitate, and measure, students’ performance in communicative EFL tasks,
using English-language movies. This approach was believed to be a good compromise
between classroom language instruction and the efforts to provide enriched input so that
the participants could discuss a wide variety of social issues.
The participants were strongly encouraged to identify a minimum of two useful
lexical phrases in the movies, handouts, and activities and use them in their writing to
enlarge their repertoire of English expressions. They were warned not to “cut and paste”
an entire sentence because it would not help them learn new linguistic structures.
In principle, all class sessions, including the teacher’s lectures, the class/group
discussions, and the group leaders’ presentations, were conducted in English except
when special circumstances required the use of the students’ first language (e.g., to
confirm the most important points of lessons or class administration policies). However,
my past experience suggested that lower-proficiency students tended to have difficulties
taking part in group discussions in English. Consequently, they were permitted to use
Japanese on occasion so that they could generate enough ideas and information for the
discussion leader’s oral presentation. If a trade-off arose between the all-in-English
policy and the generation of rich ideas, their use of Japanese was tolerated. The
priorities were the leaders’ oral reports in English and the participants’ written reports in
English, for which collaboration between the leader and the other members was
indispensable.
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It also seemed to be difficult for lower proficiency students to understand the
English dialogue in the movies. In order to address this problem, the English subtitles
were displayed when available, and the students were encouraged to rely on both the
spoken and written input. For the movies that did not have subtitles, the participants
were advised to utilize the information provided on the handout. As for the most
difficult movie (i.e., The Arrival), I, as teacher, stopped the video five or ten minutes
into the episode, wrote some of the major points on the blackboard, and offered
explanations to help the participants better understand the plot. Again, guiding the
participants to use lexical phrases to facilitate their delivery of a speech or essay writing
in English was the major point of instruction, not listening comprehension practice.

Table 1. Procedures of the Quantitative and Qualitative Studies
Time
First week of spring semester

Quantitative Study
Preliminary essay writing
Preliminary cloze test

Qualitative Study
First questionnaire

Second week of spring
semester

Warm-up movie-based lesson

First interviews with a few
students & transcription

Throughout the rest of spring
semester

Movie-based instructional
treatment
Weekly cloze tests
Weekly essays

First interviews with more
students & transcription
Second interviews with
students & transcription

End of spring semester

Final examinations (cloze &
essays)

Second questionnaire

During the summer &
fall semester

Analysis of the data

Analysis of the data
Interviews & transcription

Procedures of the Quantitative Study
The procedures of the quantitative study are shown in Table 1. The same table
displays the qualitative study procedures as well in order to show how the two phases
were carried out simultaneously during the experimental semesters.
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Officially, one semester consists of 15 class meetings at Japanese universities;
however, every course can lose one or two class meetings because of extracurricular
activities. Consequently, 10 class sessions were utilized for the experimental instruction,
and the remaining sessions toward the end of the semester were saved for extra moviebased lessons. The extent to which the students learned to use lexical phrases from the
additional movies was examine or statistically analyzed.

Announcements at the Beginning of the Semester
At the beginning of each semester, the participants received a syllabus showing the
class and examination schedules and the course requirements. They were also informed
that there would be a quiz (i.e., a written multiple-choice cloze test) at the end of every
class meeting and that they would have to write a short weekly report in English and
submit it at the next class meeting. The purposes of the various activities and
examinations were explained both in English and Japanese.
I also clarified the criteria by which the essay scores were evaluated and the way
their test scores and essay grades were reflected in their course grades. The students
received a large portion of credit for submitting 13 essays during the course (i.e., a
preliminary essay, ten weekly essays, and two final essays) and participating in various
activities. The essay grades were intended to show the quality of each essay, but the
students who started with a low grade still could attain a good course grade by
demonstrating a noticeable improvement during the semester. The students’ scores on
the final cloze test constituted 10% of their course grade; the results of the weekly cloze
tests were supplementary information. The evaluation of individual students’
performance for the semester was criterion referenced.
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Informed Consent
In 2009, I asked the participants to take part in my study at the first class meeting.
After explaining in Japanese the purpose of the study and the way their quiz and test
scores or the essays would be analyzed, I asked them to sign the informed consent form
(see Appendix I). This stands in contrast to the procedure used in 2008; I had not
collected signed consent forms at the beginning of the semester. At the first class
meeting, I had orally declared my intention to refer to their performance in class,
including the weekly and final cloze tests and their writing sample, for my dissertation
research. The participants were informed that they would be formally requested to
authorize me to use the data at the end of the semester. All of the students complied with
this request. At my advisors’ advice, however, I changed my policy for 2009 and asked
the participants to complete the informed-consent procedure before administering the
instructional treatments.

Preliminary Essay Writing and Pretest
All the participants took a written multiple-choice cloze test and wrote a short
essay in class at the beginning of the semester so that their general writing skills and
their knowledge of lexical phrases (e.g., idioms and collocations) before the
instructional treatments could be assessed (see Instruments 1 and 2). During the writing
task, they were allowed to consult dictionaries of their choice (i.e., Japanese-English,
English-Japanese, mono-lingual English dictionaries; paper or electronic versions). The
participants were instructed to finish their essays in 30 minutes, and the cloze test took
about 15 minutes.
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Class Administration 1: Task-Only Treatment
The task-only instruction was provided in the odd-numbered class sessions. As
teacher, I endeavored to draw the participants’ attention to form by guiding them to
exchange opinions on the issues depicted in the day’s movie. The participants were
encouraged to use lexical phrases. They had access to the model lexical phrases through
movies, communicative activities, and the handouts. However, the crucial point of the
task-only treatment is that I did not engage the participants in oral repetition of the
target expressions; deliberate focus-on-formS enhancement was more restricted than in
the task-plus-oral-repetition treatment.
The class session began with my initiation of an informal discussion in English.
For example, before showing the English version of Spirited Away, I asked the class:
“How many of you have seen this movie in Japanese?”; “Did you like it?” or; “Do you
remember what happened to the girl’s parents when they ate the food for the spirits?”
After eliciting responses from volunteers, I provided general information about the
movie (e.g., a brief summary of a famous scene, my personal comments, and the awards
that the movie producer had won; see Appendix I). I referred to some of the major social
or moral issues addressed in the movie scenes when the information seemed to help the
participants understand the story.
Then, the class watched the movie for the day. The English subtitles, if available,
were shown in addition to the spoken English dialogues. As for the movies with no
subtitles, the participants were advised to rely on the spoken input and the information
provided on the handout for comprehension. Difficult expressions that were crucial to
the understanding of the story were explained.
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When the movie finished, the participants divided into groups of four or five and
answered a set of closed-ended English questions on the handout in order to better
understand the plot. When the remaining time was limited, I specified five or six
important questions and advised the students to concentrate on them. The questions
included: “Who is the central character in this movie?”; “Was the young girl happy
about going to a new school?”; “How did they end up in a strange, wooded area?”; “Can
you describe what happened when they got through the old tunnel?” and; “What did the
father think the unique buildings were?” I then organized a whole-class discussion by
eliciting responses from volunteers in order to make certain that everyone understood
the plot and the meaning of every major scene.
Subsequently, the participants engaged in small-group discussions. I read the major
open-ended questions aloud and confirmed that the participants understood the meaning
of the questions. (The handout for each lesson was distributed a week in advance so that
the students could read it at home before coming to the class.) They then debated social
or moral issues. Example discussion questions were: “How does moving from one place
to another affect small children?”; “What do you think the bathhouse in the movie
symbolizes?”; “What cultures do you think this movie is describing?” and; “What do
you think Yubaba’s big spoiled baby symbolizes in our society?” Each small group
selected one or two open-ended questions and discussed them in English with the
elected leader organizing the discussion. During this time, I circulated throughout the
classroom, joined one small group after another, encouraged them to speak in English,
and helped them answer a few questions.
Toward the end of the class session, I asked each group leader to make a twominute oral report in front of the whole class. She summarized the group’s responses to
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the open-ended questions and presented its general comments on the movie. Students in
the other groups and I sometimes offered comments or asked questions after the
presentation. If the speaker made grammatical mistakes, including those that might
interfere with communication, I helped her notice the mistakes or correct them.
Every class session concluded with a five-minute written cloze test to measure how
many lexical phrases the participants remembered from the day’s movie and activities.
As a take-home assignment, the students wrote a paragraph or short essay of at
least 100 words in English, presenting their individual comments or opinions about the
movie, and submitted it at the next class meeting. I presented the prompt in writing at
the beginning of the semester and repeated the same instructions orally in Japanese
before the participants wrote their first essay. A week after the participants submitted
their essays, I returned them with some grammatical corrections and edits and my brief
comments about the content.
The participants were not required to use the lexical phrases provided; instead, they
were encouraged to use a few of them because it was an effective strategy for learning
new expressions and organizing their writing efficiently. Students with a great deal of
writing experience, creativity, and a large vocabulary might have chosen not to use any
of the provided exemplars, but they were still aware that using lexical phrases was a
legitimate tactic in the course. On the other hand, if using lexical phrases was overly
emphasized, the participants might be preoccupied with copying the lexical phrases
instead of concentrating on the discourse-level composition or editorial work. Efforts
were made to prevent the use of such a cut-and-paste strategy. The participants were
informed that not using the phrases that had been taught would not affect their grades.
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Although not obligated to use the provided lexical phrases, the students generally
used some of them voluntarily. For example, in 2008, 31 out of the 32 participants used
at least one lexical phrase from the movie and handout in Weekly Essay #1 (after
task-only treatment); several students used as many as six. Thirty out of the 32 students
transferred at least one lexical phrase to Weekly Essay #2 (after task-plus-oral-repetition
treatment). A similar tendency was observed in 2009.

Class Administration 2: Task-Plus-Oral-Repetition Treatment
In the even-numbered class sessions, I administered the task-plus-oral-repetition
treatment, involving an oral cloze activity utilizing PowerPoint (see Instrument 5). The
students followed the same class procedure as in the odd-numbered sessions (i.e.,
task-only treatment), but certain linguistic items were presented more directly in the oral
repetition tasks, which were intended primarily as a review of the major lexical phrases
for the day, toward the end of the class session. The participants engaged in oral
repetition of the target lexical phrases, which, as shown in Table 2, was the only task
that made the two treatments different. In the task-only treatment, the students received
detailed, explicit explanations of target lexical phrases in place of the oral repetition
task.
Ideally, every student should be given a chance to fill in the blanks to complete the
passage on the screen and read it out loud in front of the class. However, there were
more than 30 students, and the time for this activity was limited. Therefore, I randomly
asked a few participants (or small groups) to read a cloze slide out loud while the rest of
the students were expected to reconstruct the passages silently. Then, I instructed the
entire class to read the highlighted target phrases in chorus. Two sets of slides for this
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oral cloze exercise were prepared: the class reviewed five lexical phrases using the first
set (Set A) and reviewed three additional expressions using the second set (Set B).

Table 2. Task-Only and Task-Plus Treatments
Task-Only

Task-Plus

Distribution of handout (a week before)

Distribution of handout (a week before)

Pre-viewing discussion

Pre-viewing discussion

Watching a movie

Watching a movie

Closed-ended questions

Closed-ended questions

Small-group discussion

Small-group discussion

Presentations

Presentations

Explicit explanation of expressions by teacher Oral-cloze exercise
Weekly cloze quiz

Weekly cloze quiz

Weekly essay (take-home assignment)

Weekly essay (take-home assignment)

As in the task-only treatment, every class session concluded with a written cloze
test to assess how many of the eight lexical phrases the participants remembered, and
every student submitted a paragraph or short essay of 100 words or more the next week.

Final Examination
The final examination was administered at the end of the semester. The first part
included two sets of written cloze tests (Instrument 9), and the second part was an
in-class composition test (Instrument 10). A few weeks before the final examination, the
participants were advised to review all of the handouts provided during the course in
preparation for the final cloze tests and informed that the test required them to recall the
lexical phrases they had studied. As for the final essays, the participants were only
informed beforehand that the topics on the composition test would be related to the
movies they watched.
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The final essay writing tested the participants’ ability to compose short essays in
real time; therefore, they were not allowed to use a dictionary or reference book and
were required to finish each of the two essays in class within 25 minutes. (This task is
contrasted with the weekly essay writing for which the students were permitted to use
dictionaries and grammar reference books.) The prompt was printed in English on the
answer sheet for the final essay examination, but I also explained the requirements in
Japanese, emphasizing that the use of lexical phrases was encouraged, although not
required, because it could be one way to improve the overall quality of their essays.
In the final essay test conducted in 2008, 29 out of 32 students used at least one
lexical phrase in the first essay (for task-only treatment); some students used five.
Likewise, 29 students used at least one lexical phrase in the second essay (for
task-plus-oral-repetition); one student used seven. The tendency was similar in 2009.

Quantitative Analysis
Rasch Analysis
Rasch analysis of cloze test data.
In the preliminary, weekly, and final cloze tests, the participants earned one point
for each correct answer. Their raw scores were transformed into Rasch measures, using
the dichotomous Rasch model. The relationship between item difficulty and person
ability was first visually examined in the item-person map, and the item statistics (item
difficulty estimates, standard error estimates, and the standardized infit statistic) and the
person statistics (person ability estimates, standard error estimates, and the standardized
infit statistic) were computed. Then, the summary of item estimates was studied for the
mean, standard deviation, and reliability of both item difficulty and person ability. I
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considered deleting items or persons with a standardized infit value > +2.00. The
students’ cloze-test scores thus adjusted were used as dependent variables for the
repeated-measures ANOVAs.

Rasch analysis of essay data.
The numbers of lexical phrases that students used in their weekly and final essays
(i.e., the eight prescribed lexical phrases enhanced in the oral repetition tasks for each
lesson) were transformed to Rasch logits, using the partial credit Rasch model. The
students were given two points for using a target lexical phrase perfectly, one point for
imperfect or partial use, and zero points for no use. The computed statistics included: (a)
the item difficulty estimates, error estimates, infit mean square and z-standard, outfit
mean square and z-standard, and (b) the person difficulty estimates, error estimates, infit
mean square and z-standard, outfit mean square and z-standard.
The data were used as dependent variables in the t-tests comparing the numbers of
lexical phrases that the participants used after either the task-only or the task-plus
treatment. They were also utilized in the chi-square tests comparing the numbers of
people who used more lexical phrases after either treatment; the raw data suggested that
many participants used the target phrases with equal frequencies after the two
treatments, but the Rasch measures served to differentiate them more clearly as either
more frequent after the task-only treatment or more frequent after the task-plus
treatment.
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Two-Way Repeated-Measures ANOVA
A two-way repeated-measures ANOVA was performed to statistically analyze the
cloze test data in order to answer Research Questions 1 and 2.

Chi-square Tests and t-Tests
Chi-square tests and t-tests were performed to statistically analyze the essay data in
order to answer Research Question 1.

Qualitative Analysis of Lexical Phrases Used in Writing
Research question 3 was: “What lexical phrases from the movies do the
participants transfer to their writing?” In order to answer this question, the target lexical
phrases found in the participants’ weekly and final essays were classified and coded,
and the types of lexical phrases used were qualitatively analyzed. This section was
intended to cover what the statistical analyses and the narrative analyses failed to
explore. The data from both the quantitative and qualitative phases of the dissertation
were utilized for essay analyses. I predicted that certain patterns might emerge
regarding the specific items that students used in their writing. Particularly, the topics
and issues that interested the participants or the linguistic items they found novel and
optimally challenging might influence their selection of expressions.
In order to evaluate the reasons why the participants used certain expressions
frequently, I referred to their observations during qualitative interviews, their answers to
open-ended questions in the questionnaires, and my own classroom observations. The
information from all of these sources was utilized to determine what they perceived to
be: (a) enjoyable activities, (b) difficult activities, (c) interesting movies, (d)
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uninteresting movies, (e) interesting topics, (f) uninteresting topics, (g) difficult
expressions and syntactic structures to learn, and (g) easy expressions and syntactic
structures to learn. The information concerning the participants’ movie and discussiontopic preferences were used to either support or reject Research hypothesis 2: The
participants will use lexical phrases that are relevant to the most important or interesting
issues as stated by them in the Language Activity Questionnaire or in interviews. The
information about the participants’ perception of easy or difficult expressions and
structures were used to support or reject Research hypothesis 3: The participants will
use lexical phrases that they find novel and slightly challenging.
The present study is restricted to the analysis of the participants’ ability to use
lexical phrases, not acquisition. However, as addressed in Ellis et al.’s study (2001), the
observation of learners’ partial acquisition of target forms, which they referred to as
uptake, can shed light on the understanding of EFL learning processes.

Scoring of Paragraphs and Essays
I rated the participants’ preliminary, weekly and final essays on a holistic scale. A
single score was produced for each person’s essay, based upon the various aspects of
writing as described below. The essay scores were referred to only in the qualitative
analysis of weekly and final essays.
The preliminary essay, the 10 weekly essays, and the two final essays were rated
holistically on a 5-point scale, based on the rubric presented by Ferris and Hedgcock
(2005, pp. 308-312). The criteria were: 1 = very poor; 2 = poor; 3 = average; 4 = good;
5 = excellent. The rating represented the overall evaluation of the paragraph or short
essay based on such aspects as: the clear structure of the main idea sentence and specific
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supporting ideas, logical organization, choice of appropriate vocabulary, grammatical
accuracy, and punctuation and spelling. Reflecting on my experiences as an EFL
instructor, I also checked the use of appropriate styles and registers, a notable weakness
of Japanese EFL students.
Two native speakers of English with TESOL backgrounds, both of whom were
teachers at AWU, were recruited to grade approximately 10% of the essays in order to
compute the inter-rater correlation coefficients. An American professor with a doctor of
education degree in TESOL graded one final essay set, and another American professor
with a master’s degree in TESOL graded one weekly essay set.
I explained the grading criteria to the two raters and engaged them in a warm-up
grading task. A few example essays from a different sample, which varied in length and
quality, were prepared for this practice session. Then, I provided them with the target
writing samples and the movie summaries that had been distributed to the students. The
raters were warned that, during the oral cloze activities, some low proficiency students
might have secretly hand-copied the summaries projected on the PowerPoint screen to
their notebooks and used the copied phrases as a strategy to finish the writing
assignments quickly; likewise, they might have rote-memorized the written summaries,
distributed after their weekly essay writing, and copied the entire sample summaries on
their final essays. The raters were also informed that the students’ essays must include
summaries and comments.
Pearson product-moment correlation coefficient tests were performed in order to
check inter-rater reliability. The inter-rater correlation for the weekly essays (N = 37)
was statistically significant, r = .79, p < .001, and the inter-rater correlation for the final
essays (N = 70) was also statistically significant, r = .71, p < .001.
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Qualitative Study
Participants and Setting for the Qualitative Phase
Fourteen participants from the quantitative study were asked to participate in the
qualitative study. First, eight students whom I regarded as competent language learners
were interviewed in 2008 and 2009. The decision to recruit comparatively competent
students can be justified by Stake’s (2005) statement concerning the sound selection of
research informants. Stake argued that “My choice would be to choose that case from
which we feel we can learn the most” (p. 451). Merriam (1998) endorsed the same
policy by stating that “Good respondents are those who can express thoughts, feelings,
and opinions—that is offer a perspective—on the topic being studied” (p. 85). Thus, I
chose serious, competent learners who paid close attention in class, understood what
they were expected to do in each activity, and were able to express their opinions
clearly.
At the same time, the relationship between the interviewer and the interviewees is
also an important factor to consider. Stake argued for the wisdom of “taking the one
most accessible or the one we can spend the most time with” (2005, p. 451). I taught
several different courses to AWU English majors and spent a considerable amount of
time with them in extracurricular activities. Therefore, it was not difficult to ask the
students whom I had already known—or the friendly ones with whom I could establish
rapport within a comparatively short time—to be my informants. They were more likely
to be able to talk candidly about various aspects of the courses and the program or
recount their personal experiences.
On the other hand, a few students who were struggling in certain aspects of
language learning were also recruited. Stake proposed that “Sometimes, it is better to
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learn a lot from an atypical case than a little from a seemingly typical case” (2005, p.
451). Then, a few intermediate-proficiency interviewees were added in order to obtain a
more balanced group of participants.

Instrumentation for the Qualitative Study
Instrument 1: Questionnaires
Two questionnaires (both written in Japanese) were prepared. The first one, the
Personal Background Questionnaire (see Appendix K), was used for a survey at the
beginning of each experimental semester in order to obtain information about the
participants’ language-learning backgrounds, their favorite skill areas or EFL/ESL
activities, and why they had chosen to take the movie-based course.
The second questionnaire, the Language Activities Questionnaire (see Appendix L),
was administered at the end of the semester in order to determine: (a) what activities the
students enjoyed during the course, (b) what activities they felt uncomfortable with or
had difficulties with, (c) how they felt about the usefulness of the activities for the
acquisition of advanced English skills or knowledge, (d) what specific skills or
categories of skills they believed the course had helped them to acquire, (e) which
movies they found enjoyable or interesting, and (f) which issues or topics in the movies
they found interesting or important.

Instrument 2: Unstructured Interviews
Unstructured interviews were conducted primarily to understand how the
participants perceived, or reacted to, various types of focus-on-form or focus-on-formS
activities in the Japanese EFL classroom, independently of the quantitative research
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questions. A close analysis of the students’ language learning experiences in and outside
of class and their personal preferences and beliefs also helped me deduce why they had
acted in certain ways during the task-based or oral repetition activities.
Interviews should be regarded as “meaningful speech or conversations between the
interviewer and the interviewee” (Mishler, 1986, pp. 10-11) and utilized to understand
“the lived experience of other people and the meaning they make of that experience”
(Seidman, 2006, p. 9). The unstructured interviews, conducted in Japanese, encouraged
an in-depth description of the participants’ beliefs and elicited the recounting of their
experiences without being dependent on a set of formally phrased questions or
prescribed codes for categorization.

Interview questions for the first interview.
The English translations of the originally prepared questions for the first interview
with students were:
1. Did you study English before enrolling in junior high school? What kind of class or
school did you attend (e.g., an English conversation class or a juku tutoring school)?
What were the lessons like?
2. Have you been a successful English learner since you started studying English in
junior high school? Can you tell me some episodes of your successful or
unsuccessful learning in and outside of class?
3. What skill areas do you like (or dislike)? Can you specifically describe your
experiences in your favorite skill area(s) or your weak skill area(s): e.g., how you
performed in a speech contest, what you think was a factor of your success or failure,
how your experience influenced your later language learning?
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4. What EFL/ESL activities do you like (or dislike)? Can you describe how you
performed in an EFL/ESL activity you liked (or disliked)?
5. What do you think the major differences between the EFL classes at the Tokyo
campus and the ESL classes at the satellite campus in the United States are? Can
you talk about an ESL class that impressed you as distinctly different from the
classes at the Tokyo campus?
6. What are some of the learning strategies that you use in or outside of class? Can you
describe one of your favorite strategies?
7. Do you prefer to have your teacher provide model sentence structures, pronunciation,
and expressions in English classes? Or do you prefer to discover grammatical rules
and develop tactics for memorizing linguistic forms yourself? Can you describe
your own learning experiences that make you think so?
The questions were not always asked in the order listed above, and some questions
were dispensed with when they did not seem to produce meaningful information or
would have contradicted what the informant had already mentioned. In response to the
interviewee’s answer to each question, I sometimes improvised follow- up questions to
extend the conversation to different issues or dimensions.

Interview questions for the second interview.
The questions for the second interview concerned more specific language activities
or language learning strategies (e.g., incidental learning, oral repetition, or grammatical
analysis). I asked the informants what they perceived as useful or enjoyable EFL/ESL
activities, how they felt about the form-focused activities that they had engaged in
during the semester, and what they thought were positive and negative aspects of the
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communicative task-based instruction and the oral repetition tasks. Their reactions to
the treatments were important because my perceptions of the activities and the students’
perceptions often differed; the students’ beliefs about effective learning strategies and
what they did in the classroom or essay writing might also differ. A recounting of their
classroom experiences was believed to help me interpret the statistical test results and
their writing products.

Instrument 3: Informed Consent
In order to explain the purpose and procedures of the study to each interviewee and
obtain her permission to utilize the interview data, I prepared two copies of a Japanese
informed consent form (see Appendix M). The form explained possible risks and the
protection of confidentiality, possible benefits, and her right to withdraw from the study
at any stage and have the data destroyed. I signed both copies as the researcher, and the
informant and I kept one copy each as a record of agreement.

Procedures for the Qualitative Study
Case Study
The qualitative phase was organized in the form of a case study. Case study has
been defined by Stake (2005) as a type of qualitative inquiry focused on an individual
case, regardless of the methods of measurement and analysis employed on the field of
research. A case study should be designed to optimize the understanding of a particular
case, not to generalize beyond its boundary. In this study, the group of English-major
students that I interviewed at AWU constituted the case.
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According to Newkirk (1992), the strength of case studies derives from the writer’s
or teller’s detailed and individuated accounts of the target person, event, or phenomenon.
The present study was intended to describe the students’ perceptions of useful and
enjoyable form-focused EFL activities, which, in turn, might partially explain why they
behaved in certain ways in the classes. Their psychological reactions might be closely
connected to their personal backgrounds.
Newkirk further referred to the resonance between the writer’s report and the
readers’ personal experiences as an important function of case studies. One aim of many
case studies is to bring about changes in the readers by relating the human behavior or
the target social phenomenon to particular cultural contexts. It was hoped that the
readers of this study would find similarities between the informants’ observations and
their own teaching experiences and utilize that knowledge to develop more efficient
pedagogical approaches. More specific procedures for data collection, analysis, and
interpretation are shown in the following sections. (Also, see Table 1, at the beginning
of the Procedures for Quantitative Study section, to review the chronological sequence
of analytical procedures.)

Administering the Personal Background Questionnaire
The Personal Background questionnaire was administered at the first class meeting.
The questions were written in Japanese, and the students were given about 15 minutes
to respond to a set of closed- and open-ended questions (see Appendix K).

99

Conducting the Interviews
I invited the informants individually to my office in the Department of English
Language and Communication building and interviewed them in Japanese. Some
qualitative researchers might choose a more informal site (or neutral territory) for
interviewing; however, there tended to be a great deal of noise that could affect the
clarity of the recording, so I conducted the interviews in my office. My office was on
the classroom floor, and students often visited me for both academic and non-academic
advice. Therefore, it was unlikely for the students to feel excessive psychological
pressure from being interviewed in my office. I also invited the interviewees to my
office at one time or another before the interview and had light conversations with her
either on the topics related to the planned interview or on unrelated, daily issues.
A small and unobtrusive cassette-recorder (Sony TCM 500) was used to tape
record the interviews. As the transcription of taped interviews was done manually, an
analog rather than a digital tape-recorder was best for repeated playback of small
portions of the tape.
In order to prevent interruptions, most of the interviews took place after the last
class period of the day. The telephone was unplugged, and a “Do Not Disturb” sign,
indicating that a recording session was in progress, was hung on the door. I seated the
interviewee and myself in an L-shaped formation at a table.
The informants were informed, a few days before their interviews, of what they
were generally expected to speak about so that they had a chance to organize their ideas
beforehand, but I did not tell them what specific questions they would be asked. In this
type of interview, the most meaningful questions were often generated in the process of
interviewing, and these new questions could be used in later interviews. The participants
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were encouraged to speak freely in Japanese about their language learning experiences
in and outside of class, their favorite EFL/ESL activities, the problems that they had
experienced, or the language curricula at the university in general.
The major purpose of interviewing was to elicit storytelling from the informants. In
the initial stage of each interview, I initiated spontaneous conversations with the
informant, encouraged her to speak first and take time to narrate her stories without
interruption. However, as Connelly and Clandinin (1990) stated, it is sometimes
important for the researcher and informant(s) to engage in collaborative storytelling and
restorying, telling new stories and reflecting on the past recounting of experiences.
If the informant indicated that she enjoyed making a speech in front of the class,
for example, I asked her why she preferred that activity. In order to induce narratives, I
asked the informant to refer to one or two specific speeches that she had made in the
past, including her oral presentations in my course, and discuss how her earlier
experiences in or outside of class might have contributed to her successful performance
or learning.
Occasionally, I also probed the interviewee’s reactions by telling what a former
student had recounted about her public speech(es) or what I had myself experienced in a
similar situation. If an informant preferred the use of the Grammar-Translation Method,
I asked her in what specific learning contexts she had utilized this approach (or for her
reading and essay writing in the Speech Communication course) or what specific
language skills she assumed the method could develop efficiently. The interviewee and I
shared a few episodes of positive and negative experiences.
When the informant brought up an interesting story but appeared to be struggling
to describe a certain event or concept, I helped her organize the storytelling by repeating
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what she had stated in the previous interviews or recounting similar experiences in my
own EFL/ESL history.
The first interviews took place soon after the semester began, and the second
interviews were held toward the end of the semester so that the students could reflect on
their in-class experiences. Interviews with taciturn or reserved students were likely to
result in short pieces of conversation or non-narrative answers, so I was ready to arrange
additional interviews in these cases. However, I did not have to conduct the third indepth interview with any of my informants. On the other hand, I had short, unrecorded
follow-up interviews with some of the 14 informants to obtain additional information or
confirm vital facts.

Transcription
Each taped interview was transcribed soon after the interview so that I could more
easily remember inaudible parts or non-linguistic information not recorded on tape.
While the data accumulated and the analytical work progressed, I modified the
transcription format and labeled or highlighted the parts that provided important
information in order to facilitate my interpretation. After extracting quotations, I
listened to the tape again and checked the precision of my transcription.

Administering the Language Activities Questionnaire
The Language Activities Questionnaire was administered on the final examination
day at the end of the semester (see Appendix L).
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Qualitative Analysis
The three qualitative research questions were answered holistically by analyzing
the narrative and non-narrative segments of taped interviews using the following
process.
The first step was to identify and label the narrative segments related to either
focus-on-form or focus-on-formS treatment and, then, extract the most meaningful parts.
Non-narrative segments that included keywords or ideas supporting any of the extracted
narrative segments or connecting different episodes were also marked in the transcripts.
The students’ perceptions of the form-focused activities, as well as their reflections
on the activities in the movie-based course, were treated as the core data for analysis.
Subsequently, their language learning histories and other personal experiences that
might have influenced their reactions to the instruction were examined. The way the
informants talked during interviews was also carefully studied in order to contextualize
their observations. Narrative segments were classified according to thematic issues,
instead of individual students.

Narrative Analysis
Narrative segments were extracted from the taped interviews. As Polkinghorne
(1988) explained, the narrative mode is instrumental in describing and reporting diverse
human experiences and making connections between particular events in different
contexts, whereas the logico-scientific paradigmatic mode is the basis of natural
sciences that seek universal, immutable laws. After studying the extracted narratives, I
reflected retrospectively on the informants’ experiences from the perspective of formfocused instruction and tried to configure particular, seemingly unrelated events into a
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meaningful story. Stories from different sources constituted similar patterns, which
Bruner (1996) referred to as “generic particularity.” Careful observations tended to
provide clearly defined genres into which particular cases of learning experiences and
strategies might fall.

Analysis of Non-Narrative Segments
Non-narrative segments (i.e., monosyllabic or sentence-level statements that did
not constitute stories) were analyzed using a traditional system for coding and
categorizing interview data (Miles & Huberman, 1994). An initial list of categories
included: (a) focus-on-form and focus-on-formS instruction (the basic theoretical
framework for this study), (b) EFL/ESL activities (which were marked, for example,
with such codes as discussion, speech, dictation), (c) language-learning strategies (e.g.,
rote-memorization, meta-linguistic analysis, mnemonic strategies), and (d) language
learning experiences (e.g., entrance examinations, experiences in English-speaking
countries). The first set of categories (focus-on-form and focus-on-formS) was the
major level of categorization, and the others were minor categories.
Meaningful ideas, facts, and keywords were marked in the transcripts and
tentatively labeled using the provisional codes. While examining the data, I continually
re-categorized the codes and categories in order to organize the important points and
cluster what seemed to be related items for analysis and interpretation. Short statements
that did not constitute stories were utilized primarily to support or bridge the narrative
data. The keywords or major issues that surfaced in the non-narrative data also
contributed to the generation of new questions for the subsequent interviews.
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The Integrative Process of Data Collection and Analysis
Data collection, analysis, and research writing were carried out simultaneously,
interactively, and iteratively. There is a general tendency to regard interviewing as a data
gathering process and the interpretation of transcribed data as the outcome—as if the
two parts of the inquiry should be sequentially established—but the two phases are
interrelated and do not necessarily occur in a linear order (Merriam, 1998). Thus, data
collection and analysis are best treated as a recursive process. When writing drafts of
the interview results section, I endeavored to configure the time and context in which an
event had taken place and put the speaker’s ideas and stories in a perspective based on
the data. I started writing an early draft of my interpretation before the data collection or
the description of the results was completed. When the data were insufficient or when
contradictory ideas emerged in the process of interpretation or report writing, I had
informal interviews or conversations with the same informants and gathered additional
information.
Furthermore, I listened to the taped interviews several times before and after
making a transcription. As Mishler (1986) pointed out, “it is important to keep returning
to the original recordings to assess the adequacy of an interpretation” (p. 48). The parts
to be quoted in the text were checked and double-checked after each stage of
transcription, translation, or any other transformation.

Data Organization and Reduction
In order to organize the data for efficient analysis and interpretation, I broadly
transcribed every interview and then produced detailed transcripts of the crucial sections.
Riessman (1993) introduced two major methods for reducing narrative data. In
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Ginsburg’s model (1989; as cited in Riessman, 1993), only the content of the narrative,
instead of linguistic features, is seriously considered in the analytical process. Bell’s
model (1991; as cited in Riessman, 1993) dictates that researchers first parse utterances
into clauses, number lines, and code the parts of the narrative; then, they focus on the
core narrative segments and delete insignificant parts in order to grasp the essential
meanings of the story and, later, retrieve linguistic features that are indispensable for
understanding the informants’ emotions. The important feature of this latter model is
that the original, full text is preserved so that eliminated details can be restored if
necessary.
In this study, every word or phrase in an interview was transcribed as accurately as
possible, leaving out only meaningless hedges, false starts, and stammering. I partially
utilized Bell’s model by capitalizing only on its practical features, deleting auxiliary
parts of the discourse and developing the core text while preserving the original, full
text. Consequently, I produced a reasonably accurate transcription, pinpointed the
segments that concerned my major theoretical issues, and worked out a tentative
interpretation. After a set of extracts to quote were chosen, unimportant linguistic
elements were trimmed but were saved in the original transcripts so that they could be
retrieved if necessary. Additional, incoming data, as well as the meaningful
non-narrative data scattered throughout the earlier interviews, were then studied in order
to organize the data for a final interpretation.
Connelly and Clandinin (1990), on the other hand, pointed out that researchers
might use only a small portion of their collected data in a finished research report and
argued for the advantage of writing chronological descriptions of all the issues, events,
and personal characteristics at various stages of a study, instead of spending an
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excessive amount of time for full transcription. This enables the researcher to grasp an
overview of the entire project and flexibly utilize the relevant data when the purposes of
the inquiry evolve and change. In the present study, however, I fully transcribed all the
taped interviews and kept the transcripts at hand for direct reference.
Gee’s (1999) method of data representation was partially utilized. Gee proposed a
system of transcribing the interviewee’s utterances in the form of “lines and stanzas.”
This way of transcription is particularly useful for classifying ideas into major
categories and lining equivalent units of information in a visually illustrative pattern. In
the present study, I utilized the regular format of representation, listing each speaker’s
utterances in terms of turn-taking but partially adopted Gee’s idea of transcript
manipulation. For example, when a long narrative segment covered two separate and
equally important issues, the trick of ignoring the sentence unit and starting a new
paragraph where the second issue began was convenient and useful, allowing me to scan
the transcript more swiftly and accurately.

Transcription and Translation
The taped-interviews were transcribed, and extracts were further translated into
English. The transcription of data is a conventional method for reconstructing the
original speech or conversations (Kvale, 1996; Mishler, 1986). The original, lived
conversations between the researcher and the interviewee are the empirical data, and the
transcripts of taped interviews are somewhat abstract, interpretative constructions. After
transcription, various phonological, sociolinguistic, and non-verbal elements of the
original speech might be lost due to the researcher’s theoretical beliefs and/or the
technical constraints under which the transcription tasks must be carried out. In order to
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minimize the discrepancies between the raw data and the transcribed data, I called on
another person with a TESOL background to transcribe and translate a small portion of
my taped interview and compared the two versions.
Kvale (1996) suggested that “There are no correct, standard answers” to questions
concerning the best form of transcription (p. 170). A verbatim transcription with
detailed phonological or sociolinguistic details was not required, so I focused on the
major concepts (e.g., students’ reactions to form-focused instructional treatments, their
perceptions of enjoyable or useful EFL activities, their experiences and backgrounds)
and, at the stage of transcription, discarded minor details that were not likely to provide
useful information. After the narratives were identified and interesting points had
emerged, I listened to the tapes again to scrutinize the parts of interviews I had decided
to quote.

Transcription conventions.
In the initial stage of transcription, I transcribed the entire interview with each
informant in Japanese kanji and kana because: (a) this representation was the most
natural; (b) minor phonetic variations that could only be shown in romanized scripts did
not contribute significantly to the meaning-focused analyses of speech in the present
study, and; (c) as a native speaker of Japanese, I could scan the data recorded in the
Japanese orthographic system (i.e., ideographs and the syllabary) far more swiftly and
accurately than the romanized texts. As regards the extracts in the text, romaji was also
used as an additional form of representation to serve readers who could not read kanji.
An informal set of rules that I set for the transcriptions included:
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1. A pause was recorded only when it appeared evident that the speaker was
deep in thought or experiencing difficulty in finding the right words;
2. The meaning-focused translations (as opposed to literal, word-by-word
translations) of the extracts were presented for the benefit of native speakers
of English or those interested in the pragmatic content of speech;
3. Emphatic stress was recorded as the most informative phonological element,
and rising or falling pitch was recorded only when it added special meaning
or represented affective features that deserved special attention;
4. All other insignificant repetitions, pauses, interjections, fillers, stammering,
and false starts were ignored. The framework for distinguishing significant
elements from insignificant ones was established through multiple listenings
before transcription.
The symbols and abbreviations used in the transcripts are displayed in Table 3.

Table 3. Transcription Conventions
Symbol

Referent/Meaning

O

Ogawa, the interviewer

K

Kishiyama (i.e., the interviewee's initial)

. (period)

falling intonation

➚(rising arrow)

rising intonation

, (comma)

a pause (without a falling intonation)

…

a long pause (i.e., the lapse of a few seconds)

—

incomplete words (e.g., He is my bro—)

(…)

unclear speech

(notes)
CAPITALIZED

the description of a special condition that might help the
interpretation of a message (e.g., laughingly)
phonetically emphasized words and phrases
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In the kanji and kana part of an excerpt, it was impossible to capitalize any word or
phrase, so I underlined the phonetically emphasized part of the utterance.

Translation from Japanese to English.
The translation from Japanese into English was consistently meaning-focused. In
natural conversations, the speech of any speaker is not linearly organized, and there are
a number of spontaneous repetitions and phrase transpositions. If every minor linguistic
feature was translated precisely, it might make the quoted speech semantically less
coherent and less readable. Furthermore, the basic sentence structures in Japanese and
English are different, and it is often impossible to translate every sentence word by
word. Therefore, I endeavored, instead, to make the English translations natural and
easily understandable.
Transcribing itself is a form of transformation and interpretive construction of the
collected data, and, when the translation from one language to another is required, the
data can be further transformed or even distorted. In order to minimize the final
transcripts’ deviation from the original, I back-translated small parts of the English
translations into Japanese and checked if they matched the original Japanese versions.

Validation of the Qualitative Study
Qualitative researchers share the view that it is imperative to demonstrate the
trustworthiness (Mishler, 1986; Riessman, 1993) or credibility (Maxwell, 2004) of the
collected data, analytical procedures, and interpretations. I strove to make the qualitative
phase of this study trustworthy as follows.
First, Maxwell (2004) emphasized that it is important to collect a large quantity of
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data by conducting intensive, long-term observations and utilizing diverse data sources
and multiple methods. I collected data from two interviews with each informant during
the research period. Although the number of interviewees was comparatively small,
each informant was interviewed at least twice and at different times to gather detailed
and varied data. As teacher of the classes, I was also engaged in classroom observations
throughout the entire research period, recording the students’ reactions to various
activities and their general behavior in a research journal. Maxwell also observed that
qualitative researchers can refer to the data from quantitative analyses for triangulation.
In this mixed-methods study, the integration of data from qualitative and quantitative
phases provided an additional form of validation.
Second, I quoted the informants’ accounts as evidence for my observations
whenever I found them appropriate. As the informants were all native Japanese speakers,
the original Japanese transcript of each quote in kanji and kana, its romanized transcript,
and the English translation are presented so that readers can check the accuracy of my
transcription and translation. While the display of the full data sets is ideal, I considered
it to be more important to give readers a chance to either verify or critique my
observations and interpretations. I also asked another researcher with a TESOL
background to check my transcription and translation of the quoted extracts and
requested the informants to read and check the parts of transcripts or drafts that
concerned them individually.
Third, my biases were openly acknowledged (see Positionality) so that the readers
could make fair and sound judgments of my interpretations. Merriam (1998)
recommended that researchers clarify their own assumptions and theoretical beliefs and
be open and clear about what their possible biases are because they influence the

111

readers’ interpretation to a certain degree. My own assumptions and theoretical beliefs
are presented in the Introduction chapter, and the intent and the manner of mixing
quantitative and qualitative methods are clarified in the Methods chapter.
Finally, Riessman (1993) stated that the interpretations of narratives must be
organized and reported coherently on multiple levels. I presented the findings and
quoted observations in a way that deepens the readers’ knowledge of Japanese EFL
students’ language acquisition (global coherence), strove to compose the reports in a
logically coherent way (local coherence), and organized the analyses and interpretations
around the common themes of focus-on-form and focus-on-formS instruction (themal
coherence). Every effort was made to make the reports understandable and meaningful
for the readers.

Positionality
Prior to the qualitative analyses, I acknowledge that I personally perceive oral
repetition for rote memorization as a useful instrument for language learning and have
extensively utilized this strategy in my own EFL learning history. Like the majority of
Japanese EFL learners, I learned English using the traditional Grammar-Translation
Method in junior high school and high school. Even the EFL training at university was
only partially communicative. Explicit grammar and translation-based reading tasks
dominated the weekly classes, and the opportunities to interact with native speakers
were rare.
The Audiolingual Method enabled me to carry on a simple English conversation
for the first time in my life, and this experience motivated me to continue using the oral
repetition strategy for the memorization of useful, high-frequency conversational
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phrases and sentences. At the beginning of my sophomore year in university, I
purchased a set of EFL materials to study English independently, which included two
volumes of textbooks and thirty audiotapes, and started memorizing every sentence in
the texts by repeating after the taped model. About three months later, I had an
opportunity to speak with a native speaker of English face-to-face and express a few
basic concepts in English (e.g., I would like to…or Would you like…?). This first
successful conversation with a native English speaker was such a novel and exciting
experience that I have continued to use the strategy of oral repetition for rote
memorization in my language learning career.
Afterward, I engaged in more diverse language-learning activities such as taking
private English conversation lessons at an English school, reading English newspapers
and magazines every day, and watching English-language movies. After graduating
from the university, I studied at a graduate school in the United States, working for my
master’s degree in linguistics. However, I never dispensed with the oral repetition
strategy for language learning altogether because it helped me review and retrieve the
basic sentence structures.
As an EFL instructor, I have never imposed the Grammar-Translation or
Audiolingual Method on my students despite the fact that I personally benefited from
those methods, aware that different individuals require different learning strategies in
different contexts. The combination of a variety of techniques and strategies is my idea
of ideal, practical language learning approach. In the interpretation of interview data, I
endeavored to clarify which parts of the interpretations were based on my personal
views and which reflected my informants’ original observations.
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Integration of the Quantitative and Qualitative Studies
Research Design
The data collection and analysis for the quantitative and qualitative phases of this
concurrent mixed-methods study were conducted independently between April 2008
and July 2009, and the two phases were integrated at the stage of interpretation. One
major purpose was to quantitatively measure the effectiveness of the focus-on-formS
oral repetition tasks after task-based communicative instruction. However, the number
of participants was small, and the tests could only measure the students’ performance on
the assigned tasks. Thus, there was a limit to the validity and reliability of the
quantitative test. In order to evaluate the usefulness of oral repetition tasks from
different perspectives, unstructured interviews were conducted, and the learners’ inner
reflections on the two instructional treatments were investigated. The participants’
perceptions of useful or enjoyable form-focused activities, as well as the information
about their language-learning experiences, were used to clarify the reasons why they
reacted to the two instructional treatments positively or negatively. Table 4 shows the
overall research design.
According to Creswell and Plano Clark (2007), mixed-methods designs can be
classified into four major categories: the triangulation design, the embedded design, the
explanatory design, and the exploratory design. By their criteria, the “triangulation
design” corresponds to various types of concurrent methods, and the present study
basically falls into this category. However, the quantitative phase of the present study
contained its own qualitative section, which examined the participants’ use of lexical
phrases in their weekly and final essays. The results of the questionnaires conducted at
the beginning and the end of the semester were used as supplementary data both in the
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quantitative and qualitative phases. Table 5 shows how the major data sources in the
quantitative and qualitative phases were integrated.

Table 4. Research Design
A. Quantitative Phase (analysis of the effects of two treatments)
1st Year, 2008
Treatment 1 (Odd-numbered class sessions): Task-only instruction
Assessment: (a) Five cloze tests (one after each session) on the lexical
phrases
(b) Five weekly essays on the movies (one after each movie)
Treatment 2 (Even-numbered sessions): Task-plus-oral-repetition
Assessment: The same as in Treatment 1
↓
Final Examination
Two cloze tests (one for each treatment)
Two 200-word English essays (one for each treatment)
2nd Year, 2009
Treatments 1 and 2: The same as in 2008 except that the sets of movies for
the task-only and task-plus treatments are reversed.
Tests: The same as in 2008
↓
Final Examination
The same as in 2008
B. Qualitative Phase (analysis of students’ perceptions of form-focused activities)
Between April 2008 and July 2009
Interviews with individual students
Analysis of narrative and non-narrative segments
C. Integration
The integration of quantitative and qualitative data at the stage of final
interpretation
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Table 5. Mixing of Quantitative and Qualitative Methods
Quantitative Phase
1. Statistical Analysis of Cloze Tests and Essays
2. Qualitative Analysis of Lexical Phrases in the Writing Sample
3. Qualitative Analysis of Open-ended Answers to the Questionnaire*
↓
Qualitative Phase
1.
2.
3.
4.

Narrative Analysis of Unstructured Interviews
Analysis of the Non-narrative Segments
Qualitative Analysis of Open-ended Answers to the Questionnaire*
Researcher’s Classroom Observation
↓
Integration
Quantitative Phase + Qualitative Phase

Note. * The same data set was used. The methods in bold face are the major data
sources in that phase.

Comparison and Contrast
The results from the quantitative and qualitative phases were compared and
contrasted. First, the commonalities between the findings from the two phases were
identified to produce strong evidence for or against the use of oral repetition on
communicative task-based instruction. Then, differences between the results of the
quantitative and qualitative studies were examined carefully to better understand the
characteristics of the treatments. Clues regarding the students’ individual differences
were also explored.
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CHAPTER 4
RESULTS
The Results of the Quantitative Study
The results of the quantitative study comprise three major sections: (a) the
statistical analysis of cloze test scores, (b) the statistical analysis of essays scores, and
(3) the corpus analysis of essays.

The Statistical Analysis of Cloze Test Scores
The cloze tests scores were analyzed using the dichotomous Rasch model, a oneway repeated-measures ANOVA, and a two-way repeated-measures ANOVA. The
dichotomous Rasch analyses served to convert the participants’ raw scores on the
preliminary cloze tests, weekly cloze tests, and final cloze tests to linear measures. The
one-way repeated-measures ANOVA was conducted to assess whether or not there was
a statistically significant difference between the students’ cloze scores at the beginning
and end of the semester. The two-way repeated-measures ANOVA evaluated the effects
of test type (i.e., weekly tests and final tests), instructional treatment (i.e., task-only
treatment and task-plus-oral-repetition treatment), and length of stay abroad (i.e., five
months and 18 months) on the students’ weekly and final cloze tests scores.

The Rasch Analysis of the Cloze-test Scores
Prior to the administration of the repeated-measures ANOVAs, the participants’
scores on the preliminary cloze test, the weekly cloze tests, and the final cloze tests in
2008 and 2009 were transformed into Rasch measures. The Rasch analysis provides
numerous advantages over the use of the students’ raw test scores. First, Rasch
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measures are more useful for accurate statistical measurement than raw scores because
they are equal-interval measures that are derived from the probabilistic relationships
between person abilities and item difficulties. Second, the model provides information
concerning misfit for both persons and items. Third, the item-person map visually
depicts the relationship between person ability and item difficulty. Finally, Rasch
models easily deal with missing data; thus, the results can be used for ANOVAs without
adjustments being made for missing responses. The total number of participants in the
quantitative phase of the study was originally 71 students, including 32 students from
the 2008 group and 39 from the 2009 group.
Table 6 shows the person separation and reliability and the item separation and
reliability for the Preliminary Test, Weekly Test A (task-only treatment), Weekly Test B
(task-plus-oral-repetition treatment), Final Test A (task-only treatment), and Final Test B
(task-plus-oral-repetition treatment). The person separation was low, as it ranged
from .46 to 1.20. This did not meet the 2.00 criterion because the participants were
enrolled in the upper division of the same university and they did not differ greatly in
terms of their English proficiency. On the other hand, the item reliability (item
separation) was generally high, ranging from .67 (1.42) to .88 (2.71).

Table 6．Person and Item Separation and Reliability for the Preliminary Cloze Test,
Weekly Cloze Tests, and Final Cloze Tests
Person Separation

Person Reliability

Item Separation

Item Reliability

Preliminary

0.81

.40

2.71

.88

Weekly A

0.89

.44

1.48

.69

Weekly B

1.20

.59

1.42

.67

Final A

0.76

.36

2.12

.82

Final B

0.46

.17

1.67

.74

Note. N = 71
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Descriptive Statistics of the Participants’ Cloze Test Scores
The Rasch person measures were converted to response probability units (CHIPS).
This linear transformation meant that the average item difficulty was set at 50 CHIPS.
Then, the descriptive statistics for the ANOVAs and t-tests were computed.
The participants were originally made up of 51 students who had spent five months
studying abroad and 20 students who had spent eighteen months studying abroad.
However, four students in the first group (#904, #925, #935, and #939) missed the
preliminary test and were therefore deleted from the pretest data set. Thus, the final
N-size for the one-way repeated-measures ANOVA, which assessed the difference
between the students’ cloze test scores at the beginning and end of the semester, was 67.
Likewise, the original N-size for the two-way repeated-measures ANOVA was also
71. However, two students (#830 and #929) who had spent five months abroad earned
zero points on both the task-only and task-plus weekly cloze tests, and one student
(#919) who also had spent five months abroad scored zero on the task-only weekly test.
These students were outliers as the task-only z-score of Students #830, #919 and #929
was -5.38, and the task-plus z-score of Students #830, and #929 was -4.34; they
exceeded the +3.29 criterion. Consequently, these three students were deleted from the
weekly and final cloze tests data, and the N-size for the two-way repeated-measures
ANOVA, measuring the effects of instructional treatment, test type, and length of ESL
experience on their cloze scores on the weekly and final tests, was 68.
The comparison between the participants’ scores at the preliminary and the final
cloze tests shows the extent to which the combination of communicative task-based
activities and oral repetition activities helped them use lexical phrases. Table 7 shows
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Table 7. Descriptive Statistics for the Preliminary Cloze Test
5-month Group
M
95% CI

48.59
47.86
49.32
2.50
-0.18
0.35
0.38
0.68

Lower Bound
Upper Bound

SD
Skewness
SES
Kurtosis
SEK
18-month Group
M
95% CI

51.68
50.42
52.94
2.68
-0.33
0.51
0.23
0.99

Lower Bound
Upper Bound

SD
Skewness
SES
Kurtosis
SEK
Note. N = 67

the descriptive statistics for the two ESL groups’ scores on the preliminary cloze test.
Table 8 displays the same statistical information for the weekly and final cloze tests.
The mean of the five-month group on the preliminary test was 48.59 (SD = 2.50), and
that of the 18-month group was 51.68 (SD = 2.68). The five-month group’s means for
the task-only final test (M = 57.24, SD = 6.31) and the task-plus final test (M = 56.98,
SD = 6.22) were both higher than their preliminary test score means; thus, the mean
score on the cloze tests improved by 8.65 points after the task-only treatment and 8.39
points after the task-plus treatment. The 18-month groups’ means for the task-only final
test (M = 61.75, SD = 6.09) and the task-plus final test (M = 62.93, SD = 4.74) were also
both higher than the mean of their preliminary test scores; their mean score improved by
10.07 points after the task-only treatment and 11.29 points after the task-plus treatment.
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As regards the effects of the two instructional treatments (i.e., task-only and taskplus-oral-repetition), both the five-month and 18-month ESL groups’ means on the
weekly tests for the task-plus treatment (M = 59.65, SD = 5.30; M = 63.32, SD = 5.08,
respectively) were higher than those for the task-only treatment (M = 57.32, SD = 4.19;
M = 58.77, SD = 3.67, respectively). The 18-month group’s mean for the task-plus final
test (M = 62.93, SD = 4.74) was higher than its mean for the task-only final test (M =
61.75; SD = 6.09); however, the five-month group’s mean for the task-plus final test (M
= 56.98, SD = 6.22) was slightly lower than its mean for the task-only final test (M =
57.24, SD = 6.31).

Table 8. Descriptive Statistics for the Weekly and Final Cloze Tests
Task-Only
Task-Plus
Weekly Test
5-month Group
M
57.32
59.65
95% CI
Lower Bound
56.10
58.11
Upper Bound
58.53
61.19
SD
4.19
5.30
Skewness
0.06
0.28
SES
0.34
0.34
Kurtosis
-0.67
-0.15
SEK
0.67
0.67
Weekly Test
18-month Group
M
95% CI

58.77
57.05
60.49
3.67
-0.54
0.51
-0.54
0.99

Lower Bound
Upper Bound

SD
Skewness
SES
Kurtosis
SEK

63.32
60.94
65.70
5.08
-0.06
0.51
-1.09
0.99
(Table 8 continues)
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(Table 8 continued)
Final Test
5-month Group
M
95% CI

Task-Only

Task-Plus

57.24
55.41
59.08
6.31
0.31
0.34
-0.93
0.67

56.98
55.18
58.79
6.22
0.62
0.34
-0.64
0.67

61.75
58.90
64.60
6.09
-0.38
0.51
-1.30
0.99

62.93
60.71
65.15
4.74
-0.42
0.51
-1.32
0.99

Lower Bound
Upper Bound

SD
Skewness
SES
Kurtosis
SEK
18-month Group
M
95% CI

Lower Bound
Upper Bound

SD
Skewness
SES
Kurtosis
SEK
Note. N = 68.

The effect of length of stay abroad seemed apparent as the 18-month group
attained higher scores on all the tests (i.e., the weekly task-only test, the weekly
task-plus test, the final task-only test, and the final task-plus test) than the five-month
group.

One-Way Repeated-Measures ANOVA on the Preliminary Test and Final Tests
A one-way repeated-measures ANOVA was conducted to evaluate the effect of test
type on the preliminary test and the two final cloze tests. The independent variable was
the instructional treatment that the students received in the classroom with three levels
(no treatment, task-only treatment, and task-plus-oral-repetition treatment). The
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dependent variables were the participants’ scores on the Preliminary Test, Final Test A
(task-only treatment), and Final Test B (task-plus-oral-repetition treatment). The
participants’ cloze tests scores, converted to CHIPs, ranged from 20 to 80.
The assumptions for the analysis were checked and met. No outliers were present.
Mauchly’s Test of Sphericity indicated that the assumption of sphericity was met,
W = .997, p = .905. The results of Levene’s Test of Equality of Error Variances indicated
that the variances were similar among the groups for all tests: Preliminary Test, F(1, 65)
= .19, p = .67; Final Test A, F(1, 65) = .03, p = .87, and; Final Test B, F(1, 65) = 1.23, p
= .27. Box’s test of Quality of Covariance Matrices, which measures the derivations
from multivariate normality, indicated that the assumption of equality of covariance
matrices was met, M = 6.54, F(6, 8634.06) = 1.02, p = .41.
Every pair of dependent variables for comparison included the same members’
scores, and none of the individuals produced multiple scores for any of the three
dependent variables.
Table 9 displays the results of the multivariate tests. Although the multivariate
values varied among Pillai’s Trace, Wilks’s Lambda, Hotelling’s Trace, and Roy’s
Largest Root, the F-values, p-values, partial eta squared values, and observed power
values were identical for all effects. The Test main effect was significant, F(2, 64) =
105.61, p = .00, η2 = .77, observed power = 1.00; 77% of the variance was accounted for
by this factor. The Test x ESL interaction was not significant, F(2, 64) = 2.22, p = .12,
η2 = .07, observed power = .44.
The univariate test results for the differences between the participants’ scores on
the Preliminary Test, Final Test A (task-only treatment), and Final Test B (task-plus

123

Table 9. Multivariate Test Results of the One-Way Repeated-Measures ANOVA
Value

F

p

η2

Pillai's Trace

0.77

105.61

.00

.77

1.00

Wilks's Lambda

0.23

105.61

.00

.77

1.00

Hotelling's Trace

3.30

105.61

.00

.77

1.00

3.30

105.61

.00

.77

1.00

0.07

2.22

.12

.07

.44

Wilks's Lambda

0.94

2.22

.12

.07

.44

Hotelling's Trace

0.07

2.22

.12

.07

.44

0.07

2.22

.12

.07

.44

Effect
Test

Observed Power

Roy's Largest
Root
Test x ESL Length Pillai's Trace

Roy's Largest
Root

Note. df = 1, 64,α= .05.
treatment), as shown in Table 10, were in accord with the multivariate test results. The
Test main effect was significant, F(2. 130) = 112.81, p = .00, η2 = .63, observed power =
1.00. The Test x ESL interaction effect was not significant, F(2, 130) = 2.34, p = .10, η2
= .04, observed power = .47. The ESL main effect was significant, F(1, 65) = 18.57, p
= .00, η2 = .22, observed power = .99, with the 18-month group outperforming the
five-month group to a statistically significant degree.
Table 10. Univariate Test Results of the One-Way Repeated-Measures ANOVA

Test
Test x ESL Length
Residual
ESL Length
Residual

df

SS

2
2
130
1
65

3385.59
70.35
1950.82
900.58
3152.24

MS

F

1692.80 112.81
35.18
2.34
15.01
900.58 18.57
48.50

Note. α = .05.
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2

Observed
Power

p

η

.00
.10

.63
.04

1.00
.47

.00

.22

.99

Follow-up paired-samples t-tests were conducted in order to determine which
means differed from each other. The mean of 58.57 (SD = 6.42) for Final Test A
(task-only treatment) was significantly higher than the mean of 49.51 (SD = 2.91) for
Preliminary Test (no treatment), t(66) = 13.50 p = .00. The mean of 58.54 (SD = 6.50)
for Final Test B (task-plus treatment) was also significantly higher than the Preliminary
Test mean, t(66), = 12.87, p = .00. These results provided evidence that the two
treatments improved the students’ memory of the target lexical phrases. However, the
difference between the means for Final Test A (task-only treatment) and Final Test B
(task-plus treatment) was not significantly different, t(66) = .04, p = .97, providing
evidence that the oral repetition activities did not positively influence the participants’
long-term memory of lexical phrases.

Table 11. The Results of Pair-wise Comparisons
Pretest x Final A
Pretest x Final B
Final A x Final B

M

SD

t

p

9.06
9.03
-0.03

5.49
5.75
5.36

13.50
12.87
-0.04

.00
.00
.97

Note. α = .05.

Two-Way Repeated-Measures ANOVA for the Weekly and Final Cloze Tests
A two-way repeated-measures ANOVA was conducted to evaluate the effects of
instructional treatment, test type, and length of ESL experience on the students’ score on
the weekly and final cloze tests. The within-subjects factor was the instructional
treatment that the students received in the classroom with two levels (task-only
treatment and task-plus-oral-repetition treatment). The between-subjects factor was the
length of the participants’ ESL experience at AWU’s overseas satellite with two levels
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(five months and 18 months). The dependent variables were the participants’ scores on
the task-only/task-plus weekly cloze tests and the task-only/task-plus final cloze tests,
converted to Rasch CHIPs measures.
The assumptions were checked and met. There were no univariate outliers. The
results of Levene’s Test of Equality of Error Variances indicated that the variances were
similar among the groups for all tests. The assumption of equality of error variances was
met: weekly task-only test, F(1, 66) = .85, p = .36; weekly task-plus test, F(1, 66)
= .001, p = .94; final task-only test, F(1, 66) = .09, p = .76, and; final task-plus test, F(1,
66) = 1.07, p = .31. None of the individuals produced multiple scores for any of the four
dependent variables.
Box’s Test of Quality of Covariance Matrices, which measured the derivations
from multivariate normality, indicated that the assumption of equality of covariance
matrices was met, M = 6.69, F(10, 6359) = .61, p = .81.
Table 12 shows the results of the multivariate test. Although the multivariate values
varied among Pillai’s Trace, Wilks’s Lambda, Hotelling’s Trace, and Roy’s Largest Root,
the F-values, p-values, and partial eta squared values, and observed power values were
identical for all effects. The Treatment main effect was not significant, F(1, 66) = .00, p
= .96, η2 = .00, observed power = .05. The Test main effect was significant, F(1, 66) =
14.93, p = .00, η2 = .19, observed power = .97. The Test x ESL interaction effect was not
significant, F(1, 66) = 3.69, p = .06, η2 = .05, observed power = .47. The Treatment x
ESL interaction was not significant, F(1, 66) = 3.28, p = .08, η2 = .05, observed power
= .43. The Treatment x Test interaction was significant, F(1, 66) = 10.39, p = .00, η2
= .14, observed power = .89. The Treatment x Test x ESL interaction was not significant,
F(1, 66) = .18, p = .68, η2 = .00, observed power = .07.
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Table 12. Multivariate Test Results of Two-Way Repeated Measures ANOVA
Effect
Treatment

Treatment x ESL

Test

Test x ESL

Test x Treatment

Test x Treat x ESL

Pillai's Trace
Wilks's Lambda
Hotelling's Trace
Roy's Largest Root
Pillai's Trace
Wilks's Lambda
Hotelling's Trace
Roy's Largest Root
Pillai's Trace
Wilks's Lambda
Hotelling's Trace
Roy's Largest Root
Pillai's Trace
Wilks's Lambda
Hotelling's Trace
Roy's Largest Root
Pillai's Trace
Wilks's Lambda
Hotelling's Trace
Roy's Largest Root
Pillai's Trace
Wilks's Lambda
Hotelling's Trace
Roy's Largest Root

Value
0.00
1.00
0.00
0.00
0.05
0.95
0.06
0.06
0.18
0.82
0.23
0.23
0.05
0.95
0.05
0.05
0.14
0.86
0.16
0.16
0.00
1.00
0.00
0.00

F
0.00
0.00
0.00
0.00
3.69
3.69
3.69
3.69
14.93
14.93
14.93
14.93
3.28
3.28
3.28
3.28
10.39
10.39
10.39
10.39
0.18
0.18
0.18
0.18

p
.96
.96
.96
.96
.06
.06
.06
.06
.01
.01
.01
.01
.08
.08
.08
.08
.00
.00
.00
.00
.68
.68
.68
.68

η2
.00
.00
.00
.00
.05
.05
.05
.05
.18
.18
.18
.18
.05
.05
.05
.05
.14
.14
.14
.14
.00
.00
.00
.00

Observed
Power
.05
.05
.05
.05
.47
.47
.47
.47
.97
.97
.97
.97
.43
.43
.43
.43
.89
.89
.89
.89
.07
.07
.07
.07

Note. df = 1, 66, α = .05.

The univariate test results shown in Table 13 were in accord with the multivariate
test results. The Treatment main effect was not significant, F(1, 66) = .00, p = .96, η2
= .00, observed power = .05. The Test main effect was significant, F(1, 66) = 14.93, p
= .00, η2 = .19, observed power = .97. The Treatment x ESL interaction effect was not
significant, F(1, 66) = 3.69, p = .06, η2 = .05, observed power = .47. The Test x ESL
interaction was not significant, F(1, 66) = 3.28, p = .08, η2 = .05, observed power = .43.
The Treatment x Test interaction was significant, F(1, 66) = 10.39, p = .00, η2 = .14,
observed power = .89. The Treatment x Test x ESL interaction was not significant, F(1,
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66) = .18, p = .68, η2 = .00, observed power = .07. The ESL main effect was significant,
F(1, 66) = 13.55, p = .00, η2 = .17, observed power = .95.
Table 13. Univariate Test Results of the Two-Way Repeated-Measures ANOVA
df
Treatment
Treatment x ESL
Residual
Test
Test x ESL
Residual
Treatment x Test
Treatment x Test x ESL
Residual
ESL
Residual

1
1
66
1
1
68
1
1
68
1
66

SS
0.08
100.41
17916.74
214.89
47.20
949.77
125.53
2.13
797.30
855.85
4169.07

MS
0.08
100.41
27.22
214.89
47.20
14.39
125.53
2.13
12.08
855.85
63.17

F

p

η2

0.00
3.69

.96
.06

.00
.05

Observed
Power
.05
.47

14.93
3.28

.00
.08

.19
.05

.97
.43

10.39
0.18

.00
.68

.14
.00

.89
.07

13.55

.00

.17

.95

Note. α= .05.

As regards the effects of the within-subjects factors, the Test main effect and the
Treatment x Test interaction were statistically significant. Because both the Test and
Treatment factors had only two levels each, the statistics indicated that the task-plus
treatment was significantly more effective than the task-only treatment for the weekly
tests. However, the task-plus treatment did not have a significantly stronger influence on
the final cloze-test scores than the task-only treatment. Thus, the oral repetition
treatment facilitated the students’ short-term memorization of lexical phrases
immediately after the classroom treatment, but it did translate into their long-term
retention of the target forms one to ten weeks after the treatment.
The participants’ ESL experience abroad, the between-subjects factor, had a
significant effect on all the test scores: The 18-month students outperformed the fivemonth students on the task-only weekly test, the task-plus weekly test, the task-only
final test, and the task-plus final test.
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The Statistical Analysis of Essay Scores
The statistical analyses of the essay data involved the use of partial-credit Rasch
analyses, chi-square tests, and paired-samples t-tests. The partial-credit Rasch analyses
converted the numbers of target expressions that the students used in their essays into
equal-interval measures. The chi-square tests and paired-samples t-tests evaluated the
influence of the two treatments (task-only or task-plus) on the participants’ use of the
target lexical phrases in their weekly and final essay writing.

The Rasch Analysis of the Essay Data
The partial-credit Rasch analyses were conducted to transform the numbers of the
lexical phrases the participants used in their weekly and final essays into Rasch
measures. The students earned two points for using each target form perfectly, one point
for imperfect use, and zero points for no use. The resulting Rasch person measures were
used in the paired-samples t-tests.
The students’ weekly essays were treated as valid data only when they had
submitted both essays for each combination of two equivalent movies (i.e., Essays #1
and #2, #3 and #4, #5 and #6, #7 and #8, or #9 and #10) because the aim of the analysis
was to compare the effects of the two treatments on the same students’ performance.
Thus, the students who did not submit a matched pair of essays (i.e., one after the taskonly treatment and the other after the task-plus treatment) were deleted from the weekly
essay data. After deletions were made, the N-size for the weekly essay data was reduced
from 71 to 53. In addition, student #27, whose z-score on the weekly task-only test was
-3.42, was deleted as an outlier. Therefore, the N-size for the t-tests on weekly essays
was reduced to 52. One student missed the final tests, so the N-size for the final essay
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data was reduced to 70. The Rasch item and person reliability and separation estimates
for the weekly-only essays, weekly-plus essays, final-only essays, and final-plus essays
are presented in Table 14.

Table 14. Person and Item Separation and Reliability for the Essay Data
Person
Separation
1.03
1.77
1.03
.67

Weekly Only
Weekly Plus
Final Only
Final Plus

Person
Reliability
.52
.76
.52
.31

Item
Separation
1.35
1.54
.70
.80

Item
Reliability
.65
.70
.33
.39

Note. N-size for weekly-only and weekly-plus = 53; N-size for final-only and final-plus
= 70.

Table 15. Descriptive Statistics for the Essay Data
Task-Only
Weekly Essay
45.71
M
44.94
95% CI
Lower Bound
46.48
Upper Bound
2.77
SD
-0.29
Skewness
0.33
SES
-0.13
Kurtosis
0.65
SEK

Task-Plus
46.19
45.12
47.26
3.85
-0.81
0.33
0.96
0.65

Final Essay
M
95% CI

45.66
44.18
47.15
6.24
-0.36
0.29
0.36
0.57

Lower Bound
Upper Bound

SD
Skewness
SES
Kurtosis
SEK

Note. Weekly Essay, N = 52; Final Essay, N = 70.
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47.41
46.19
48.63
5.11
0.23
0.29
-0.55
0.57

Descriptive Statistics of the Participants’ Essay Scores
Table 15 displays the descriptive statistics for the weekly and final essays. As
regards the weekly essays, the mean of the students’ scores after the task-plus treatment
was 46.19 (SD = .53), and the mean of their scores after the task-only treatment was
45.71 (SD = .38). The mean of their final essay scores after the task-plus treatment was
47.41 (SD = .61), and the mean of their final essay scores after the task-only treatment
was 45.66 (SD = .75).

Chi-Square Tests
Chi-square tests were conducted to determine whether the students used the target
lexical phrases in their essay writing more frequently after the task-only treatment or
after the task-plus-oral-repetition treatment. Eight lexical phrases were presented in the
oral repetition activity (i.e., the PowerPoint version of blackboard reproduction) in each
lesson for a total of 40 phrases. Only those target phrases were entered into the analysis;
other expressions the students had transferred from the handouts or classroom
interactions were ignored. The analysis concerned phrase types, not tokens; therefore,
using the same phrase two or more times did not change a participant’s score.
On the final essays, the students could have used as many as eight lexical phrases
either in Final Essay A (task-only treatment) or in Final Essay B (task-plus treatment).
They received two points for using a target phrase perfectly, one point for imperfect use,
and zero points for no use.
The students’ scores were converted to Rasch CHIPs, which were used for
deciding who used the lexical phrases more frequently after the task-only treatment and
who used them more often after the task-plus treatment.
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The expected frequencies and the observed frequencies of the participants’ use of
the lexical phrases in the weekly and final essays are shown in Table 16. The chi-square
value for the weekly essays, labeled Weekly Essay in the table, was significant, χ2(2, N
= 52) = 24.73, p = .00. A follow-up test was run to determine whether or not the taskonly and the task-plus treatments differed from each other. This test excluded the
students who used the phrases with equal frequency. The results showed that there was a
statistically significant difference, χ2(2, N = 52) = 6.75, p = .01, which indicated that
the task-plus treatment had a significantly greater positive influence on the students’
productive use of the target expressions in the weekly essays, which were submitted
within one week after the oral repetition activity.

Table 16. Frequencies at Which the Target Lexical Phrases Were Used
Observed
Expected
Residuals
Frequencies
Frequencies
Weekly Essays
More after Task-Only
15
17.3
-2.3
Same
4
17.3
-13.3
More after Task-Plus
33
17.3
15.7
Total
52
Final Essays
More after Task-Only
Same
More after Task-Plus
Total

26
2
42
70

23.3
23.3
23.3

2.7
-21.3
18.7

The chi-square test result for the final essays was significant,χ2(2, N = 70) = 34.74,
p = .00. However, the follow-up test, which excluded the students who used the phrases
with equal frequency after the two treatments, indicated that the difference was not
statistically significant, χ2(2, N =70) = 3.77, p = .052, as it narrowly missed the alpha
level of .05. These results suggested that the oral repetition activities did not have a
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significant effect on the students’ use of target lexical phrases in the in-class essay
writing at the end of the semester.

Paired-Samples t-Tests
In addition to the frequency counts and chi-square tests, paired-samples t-tests
were performed to compare the numbers of target phrases that the participants used after
either treatment. The participants chose one essay topic out of four alternatives for Final
Essay A (task-only treatment) and one for Final Essay B (task-plus treatment) on the
final essay tests whereas they all wrote essays on the same topics as the weekly essay
assignments. Consequently, I conducted separate t-tests for the weekly essays and the
final essays.
The independent variable was the instructional treatment the participants received
(task-only treatment and task-plus-oral-repetition treatment). The dependent variables
were the means of the participants’ scores on the weekly/final essays after the task-only
treatment and those on the weekly/final essays after the task-plus treatment, converted
into the Rasch measures. The alpha level was set at .05.
The assumptions for the analysis were checked and met. There were no univariate
outliers, and the distributions were normally distributed. Every pair of dependent
variables for comparison included the same members’ scores, and none of the
individuals produced multiple scores for any of the two dependent variables.
The mean of the students’ weekly essay scores after the task-plus treatment was
46.19 (SD = .53), and the mean of their weekly essay scores after the task-only
treatment was 45.71 (SD = .38). There was no statistically significant difference
between the two weekly means, t(52) = -1.23, p = .23. On the other hand, the mean of
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their final essay scores after the task-plus treatment was 47.41 (SD = .61), and the mean
of their final essay scores after the task-only treatment was 45.66 (SD = .75). There was
a statistically significant difference between the two final means, t(70) = -2.69, p = .01.
Contrary to the chi-square tests, the results of the two t-tests indicated that the oral
repetition activities had no significant effect on the students’ productive use of lexical
phrases in weekly essay writing but that it had a significantly positive effect on the final
essay writing.

Summary
The one-way repeated-measures ANOVA, which compared the students’ cloze
scores at the beginning and at the end of the semester showed that there was a
statistically significant difference between their means before and after the instructional
treatment, evidence that the speech communication course facilitated the students’ use
of lexical phrases, assuming that there were no other relevant factors that influenced
their cloze scores during the semester. The 18-month ESL students attained higher
scores on both the preliminary cloze test and the final cloze tests.
The two-way repeated-measures ANOVA, which evaluated the effects of treatment,
test type, and length of ESL experience on the students’ recognition of lexical phrases,
indicated that the Test main effect, the Test x Treatment interaction, and the ESL main
effect were significant. That is, the influence of the task-plus treatment on the students’
use of lexical phrases was significantly greater than that of the task-only treatment on
the weekly cloze tests, but not on the final cloze tests. The 18-month ESL students
outperformed the five-month students on all weekly and final cloze tests.
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The chi-square tests indicated that, only in the weekly essays, the effect of the taskplus treatment on the students’ productive use of lexical phrases was greater than that of
the task-only treatment; the results for the final essays missed the p-value of .05 very
narrowly. On the other hand, the t-tests results showed that the task-plus treatment had a
significantly greater effect on the students’ use of the phrases than the task-only
treatment in the final essays, but not on the weekly essays.

The Results of the Corpus Analysis of Weekly and Final Essays
Several patterns in the ways that the students transferred lexical phrases from the
movies, oral repetition activities, and handouts to their essay writing were identified by
the qualitative analysis of the participants’ weekly and final essays. The students tended
to use lexical phrases enhanced in the oral repetition activities more frequently than
those that were simply displayed on the handouts. Recognizing unenhanced lexical
phrases on the handouts was more difficult, and the task of aurally recognizing and
remembering exemplars in the movies in real time was even more difficult because it
required closer attention to the input. However, students successfully identified and
utilized a variety of expressions from the latter two sources as well. They also
occasionally learned to use the expressions that the teacher or their classmates used in
class, and they utilized a few phrases contained in the teacher’s comments on their
weekly essays.
The results also indicated that several proficient students used expressions that had
been presented in earlier lessons; they might have been learning those expressions,
instead of merely using them to complete the weekly assignments. The lexical phrases
many students transferred to the final essays also provided evidence to the same effect.
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Not surprisingly, the expressions that were presented several times during the semester,
either in the oral repetition activities or displayed on the handouts, were used more
frequently.
Students with lower English proficiency, as reflected in their TOEIC scores and the
grades they received on their weekly and final essays, used a number of lexical phrases
every week. On the other hand, the more able writers or higher proficiency students
demonstrated two behavioral patterns: one group utilized the provided lexical phrases
sparingly, and the other used a large number of lexical phrases consistently, employing
individually different strategies to write and organize their essays.

The Use of the Lexical Phrases Enhanced in the Oral Repetition Activities
Tables 20 to 29 display the frequencies at which students used the preselected
target lexical phrases in their weekly essays (see Appendix N). The phrases labeled as
Other Phrases in the tables include the lexical phrases that students identified in the
movies or handouts and used voluntarily in essay writing. Tables 30 and 31 present the
frequencies at which they used the formulaic expressions and structures in their final
essays.
Instead of simply providing the total number of students who used each lexical
phrase, individual students in the tables are numbered, showing which student used
which phrase after engaging in the oral repetition activities (task-plus treatment) or
studying the PowerPoint slides for a particular movie (task-only treatment). If the same
person used the same phrase two or more times, her ID number is shown in the table the
same number of times that she used the phrase.

136

The students did not engage in oral repetition activities for the movies shown at the
odd-number class sessions in 2008 (The Simpsons #1, Spirited Away #1 and #3, The
Arrival, and Night Fever, on which the students wrote weekly essays #1, #3, #5, #7, and
#9). The eight target phrases were orthographically enhanced by bolding them (the taskonly treatment). For the movies shown at the even-numbered sessions (The Simpsons #2,
Spirited Away #2 and #4, The Man in the Bottle, and Four O’clock, on which the
students wrote weekly essays #2, #4, #6, #8, and #10), the target phrases were enhanced
more intensely by engaging the students in oral cloze exercises that involved oral
repetition (the task-plus treatment). In 2009, the target phrases in the first five movies
were enhanced in the oral repetition activities.
At the beginning of the semester, there was a general tendency for the participants
to use many of the provided lexical phrases. One possible reason was that they might
have been strongly motivated to follow my instructions when the new semester began.
After this adjustment period, the participants, including the most proficient writers,
started utilizing the forms somewhat more sparingly, making autonomous plans and
decisions for their composition. They tended to use a greater number and variety of
expressions from their favorite movies or from the scenes they remembered as exciting
or interesting. I endeavored to determine which scenes impressed the students as
exciting or interesting from the content of their essays, their comments in the Language
Activities Questionnaire at the end of the semester, and their statements in the informal,
post hoc interviews or conversations, which were held with six participants after the
semester was over.
In Tables 20-31, the ID numbers in the 800s represent students recruited in 2008,
and the numbers in the 900s represent the participants in the 2009 group. The student
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numbers in parentheses indicate the cases of imperfect copying. In this section and the
following qualitative study sections, the qualitative participants were identified by their
pseudonyms in order to protect their privacy.
In this study, “using” refers to both the lexical phrases that the students might have
been somewhat familiar with before the research study and were motivated to use as a
result of their attention to the pertinent forms and those which they had never known
before. When a lexical phrase clearly falls into the first category, it is specifically
indicated as such.
One of the most frequently used phrases after the oral repetition activities was turn
into, a target item for the first segment of Spirited Away. There were 19 instances of this
phrase in the 2008 students’ weekly essays for this film clip (Weekly Essay 3) with three
students using the same phrase twice. Likewise, 18 tokens were found in the 2009
students’ third weekly essays; four students used this phrase two to four times.
Turn into is a simple two-word phrase, but the literal translation of the equivalent
Japanese verb phrase would be change into. Moreover, none of the participants had used
turn into in their preliminary essays written at the beginning of the semester, and one
student who had written about Spirited Away in her preliminary essay had used the
phrase changed into.

Extract 1: Her parents were changed into pigs by Yuba-ba. Haku helped Chihiro to
help her parents. (Student #804, Preliminary Essay)

Consequently, the participants started using this lexical phrase after the
movie-based lessons. However, that does not necessarily mean that they had been
completely unfamiliar with the expression before the class.
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The phrase turn into was used in various syntactic forms. It appeared in both active
and passive voice and in the past participle form: Chihiro’s parents turned into pigs,
Chihiro’s parents were turned into pigs, and Chihiro found their parents turned into pigs.
The students continued to use this phrase repeatedly in the following weekly essays and
final essays. Fifteen out of the 17 students who chose to write about the first segment of
Spirited Away in the 2008 final essay test used the phrase turn into at least once. From
the content of the students’ essays and from my informal post hoc interviews with a few
participants, I understood that the scene in which Chihiro’s parents were turned into
pigs was shockingly impressive and that nearly everyone remembered it either from
watching the movie during the class session or from viewing the movie several years
before. This might be why they retained the expression turn into until the end of the
semester.
In 2009, the number of students who used the phrase turn into in their final essays
was somewhat smaller, yet seven of the 17 students who chose Spirited Away #1 used
this phrase, producing a total of nine tokens. The group composition differed between
the 2008 and 2009 classes in that the first group included 29 third-year students and
three fourth-year students whereas the second group included 17 third-year students and
22 fourth-year students. The fourth-year students’ attendance at class sessions tended to
be irregular because they were busy with employment-related activities. This factor and
the larger class size of the 2009 group might have interfered with the students’
concentration on the classroom activities to some extent, which, in turn, might have
affected their use of the target phrases.
During the unstructured interviews, I asked five students whether they remembered
the phrase turn into: the extent of their memory varied, but a few retained it.
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Aiko (#901) and Yuko (#904) were in the 2009 group, and they were interviewed
toward the end of the semester. Aiko could instantly recall and produce the phrase
despite the fact that it was almost three months after she watched the film clip. Yuko
could not retrieve the phrase immediately but said that she remembered using it when I
recited a sentence that contained the target phrase.
Yuri (#818), Midori (#815), and Mika (#803) were in the 2008 group. One year
after completing the course, Yuri could not produce turn into but indicated her memory
of the phrase when I repeated it again; she stated that the phrase was made up of two
basic words but that it still had an element of novelty. Midori could not produce the
target phrase, either, but clearly remembered it passively.
Mika, a 2008 participant, admitted that she neither could retrieve the phrase nor
remembered the fact that she had ever used it. This probably occurred because the
interview was conducted a year after her enrollment in the movie-based course and
fifteen months after she watched the film clip. Furthermore, as I noticed afterward from
the content of her essay, she had often copied down the sample summary displayed on
the PowerPoint screen in class and pasted all of the expressions on her weekly essay,
instead of utilizing them selectively.
In the weekly essays for the same film clip, eight students used the phrase step into
in 2008, producing a total of 10 tokens; five students used the same phrase in 2009,
generating 6 tokens. Although no evidence was found to determine the exact reason, the
fact that Spirited Away begins with a scene in which a young girl steps into a mysterious
world of spirits might partially account for the students’ attention to, and their frequent
use of, this particular expression.
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The other frequently used phrases, transferred from various movies, included
Christmas bonuses, remove the tattoo, dog track, cheat on, make fun of, confess to, bath
token, gold (golden) seal, pick someone up, arrive at, apologize to, under hypnosis,
have an affair, take revenge, explosive device, electrical short circuit, and lose one’s
mind. Many students used these lexical phrases in their weekly essays on the movie
segments that presented them, if not in the following weekly essays. Every one of the
above phrases represents an action or object that seriously affects the central character
or the story development. For example, when Bart Simpson cheats on an IQ test in The
Simpsons, it becomes the cause of his enrollment in an elitist school, which, in turn,
lands him in trouble. In Night Fever, it appears at first that a nurse is enamored of a
criminal suspect, but she was actually pretending to be in love in order to take revenge
for the murder of her husband whom the young man had killed in a shootout. The
students needed these lexical phrases to describe the major events or happenings in the
movies in class discussions or essay writing.

The Use of Unenhanced Phrases from the PowerPoint Slides
Whereas I restricted the number of target expressions to eight per lesson, there
were other unenhanced lexical phrases displayed on the PowerPoint slides prepared for
the oral repetition activities. They were not the focal points for oral cloze exercises or
oral repetition, and they were not bolded for the end-of-the-class language review, either.
However, the students were visually exposed to the forms more directly than the lexical
phrases printed in different parts of the handouts.
For example, the participants’ weekly essays for The Arrival contained 13
instances (five tokens in 2008 and eight tokens in 2009) of arrive at, for example, an
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airplane arrived at the airport, but no one was on board. This phrase is a fairly
high-frequency linguistic form, with which most of the participants might have been
familiar before enrolling in the Speech Communication course; however, no students
used it in their preliminary essays, and it is possible that noticing the phrase during the
lesson contributed to its frequent use.
The other unenhanced phrases presented on the PowerPoint screen were wander
into (e.g., wander into a strange town; used by #801 and #824) and get trapped (e.g.,
got trapped in a strange world of spirits; used by #803, #809, and #911). I had placed
these two phrases and step into on the PowerPoint slides, hoping that students might use
them to describe the scene in which the central character and her parents accidentally
enter the enigmatic world where they soon find trouble.

Extract 2: Chihiro and her family stepped into a strange world of spirits by accident
and got trapped in there. (Student #803, Weekly Essay 3)
Extract 3: Chihiro and her father and mother lose their way and wander into a
strange place. (Student #801, Weekly Essay 3)

Furthermore, two students (#809 and #819, Kimiko in the Qualitative Results section)
used get trapped in the final essays, suggesting that they might have stored this
linguistic item in their long-term memory.

Phrases Transferred from the Handout
The frequencies at which the students used lexical phrases provided in the
handouts are also shown in Tables 20 to 29, labeled as Other Phrases. Gobble up (e.g.,
her parents gobbled up food prepared for the spirits) was assumed to be unfamiliar to
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most of the students; nine students who were mostly high proficiency students used it in
their third weekly essays. Students #813, #815 (Sachiko), #906, and #915 used it again
in their final essays, although the latter two students had not used it in the weekly essays.
Students #906 and #915, also highly proficient, used this phrase in their final essays,
although not in the weekly essays. Informal post hoc interviews strengthened my
assumption that very few learners had known the phrase gobble up before watching the
movie. Their attention to this lexical phrase can be attributed to the novelty effect.
Soot ball and ghost train, representing a major character or object in the movie,
were among the other phrases that the students used. Two students used soot ball in
Weekly Essay 3, and 12 students used ghost train in Weekly Essay 6.
As regards soot ball, the students had been curious to know what their favorite
character, Makkuro Kurosuke, was called in the movie. The same little, charming
creatures also appeared in My Neighbor Totoro, an earlier movie produced by the Studio
Ghibli Film. One student (#827) used this phrase again in her final essay.
The ghost train was one of the discussion topics on which the class spent a
substantial amount of time. The representative of one discussion group in 2008
proposed that the one-way train in Spirited Away represented the journey back and forth
between the human world and the dead spirits’ world. In earlier times, Japanese paid
homage to their ancestors’ graves regularly, and the dead people’s spirits were said to
have a chance to visit the human world during the mid-summer Bon festival period. In
those days, the train had run in both directions, but, lately, people started neglecting the
customs and rituals, and the train became a one-way transportation system. This
interpretation was well accepted by the entire class and resonated with many other
students’ ideas.
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The phrase apologize to was presented on the handout for the third segment of
Spirited Away; seven students used it in their fifth essay, and 10 students used it in the
sixth essay (e.g., apologize to Zeniba for Haku’s stealing her gold seal). Although it is a
high-frequency phrase that can be used in various contexts, apologize is a polysyllabic
word and by no means an easy lexical item.
Students sometimes even used part of a question on the handout. In response to the
open-ended question, “What do you think the bathhouse represents?” three students
used the phrase the bathhouse represents as part of a sentence in their weekly essays
(e.g., I think the bathhouse, Yuya, represents our society for two reasons). As I have
observed in several different content-based EFL courses, students often learned to use
the teacher’s questions, commands, or other formulaic expressions used for class
administration. My students’ use of this phrase accords with this tendency. Furthermore,
as regards the clauses that begin with “the bathhouse represents,” the students
transformed a question into a statement, instead of mechanically copying exemplars.
Several long lexical phrases were transferred from the handouts. Examples include
abandoned theme park, one-way train ticket, take a one-way train ride, under mass
hypnosis, and get in deep trouble. Using phrases composed of three or more words
requires greater concentration, but it is easier to remember long linguistic chunks from
the written material than from the on-going activities or movie-watching.
Take a one-way train was in the written summary distributed a week after the class
watched the third segment of Spirited Away. Six students used the entire phrase, and
four students used part of it (i.e. one-way train) in their sixth weekly essay.
Nine highly proficient students used under mass hypnosis whereas six (#801, #821,
#828, #903, #905, #913) used either under hypnosis or mass hypnosis alone.
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Yet another long phrase that several students transferred from a handout was where
it all started. It is a colloquial expression that attracted four highly proficient students’
attention.

Extract 4: Therefore, he wished for going back where it all started. (Student #819
or Kimiko, Weekly Essay 8)

Although the participants rarely used colloquial expressions that I believed to be
unfamiliar to most Japanese students, these participants’ interest in colloquial
expressions was in accord with what the qualitative unstructured interviews suggested:
spoken English rather than formal or academic English (see the Qualitative Results).
The names of the characters that repeatedly appeared, or were referred to, in the
movie tended to be used very frequently. The major phrases in this category included
Stink Spirit, No Face, Big Baby, and Master Haku, in addition to soot balls mentioned
above. These names were repeatedly referred to in the movie dialogues, and the
participants used them repeatedly in their writing.
For example, 35 students used the phrase Stink Spirit in Weekly Essay 4 (for the
second segment of Spirited Away) alone, producing a total of 86 tokens. It was used
repeatedly in the subsequent weekly essays as well. The implication is that the
frequency at which learners watch or think of a referent influences their use of lexical
phrases; it is as important a factor to consider as the frequency at which the phrase
occurs in the input.
Likewise, the two-word phrases that represented important objects or concepts in
the movie, such as gold seal (golden seal) and bath token, were also used frequently. In
Spirited Away, Haku, the river spirit that eventually helps the central character return to
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the human world, had stolen the gold seal from one of the two powerful witches in the
movies and was turned into a dragon for punishment. It is an important and interesting
part of the story. Likewise, Sen struggles to procure the bath token in her efforts to clean
up a large bathtub for an unwelcome customer—a dirty, smelly spirit called Stink Spirit.
No Face, a quiet creature that later turns into a monster, offers a number of bath tokens
to Sen in order to attract her attention. These interesting story developments might have
attracted the participants’ attention.

Phrases Transferred from the Movies
Although less frequently, students also used expressions that the characters said in
movies despite the fact that they had neither been included on the PowerPoint slides or
the handouts. As expected, the higher proficiency students tended to notice useful
expressions in real time more than the lower proficiency students did. The expressions
transferred directly from dialogue included such formal or technical expressions as
vandalize school property and mix acids and bases on the one hand and such informal
or colloquial expressions as quit being Yababa’s apprentice and dirty money on the
other hand. Fall into (a river) or “Don’t forget your name, Chihiro” were some of the
other phrases or utterances that students remembered from the dialogue.

Phrases Transferred from the Teacher’s Feedback or Classmates’ Speech
Another source of linguistic input that students utilized was the language shared in
the classroom. The participants sometimes remembered and used parts of my spoken
directions or explanations or the expressions that their classmates used during class
discussions or oral presentations. For example, after watching the first segment of
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Spirited Away, the students tried to answer the question, “How would you define
Yubaba?” After soliciting answers from several students, I provided a sample definition,
an evil witch that controls the bathhouse; students #809, #819 (Kimiko) and #823 used
the same phrase exactly or with minor variation.
Another example of this type is the phrase (electrical) short circuit. In the movie
Four O’clock, a famous but dishonest judge, suspicious that his wife is having an affair
with a young man, builds an explosive device in the basement of his house. After he has
set a timer on it so that the bomb will explode at four o’clock when his wife and her
lover will be meeting in his house, two burglars break into the house, knock him out,
and gag and tie him up. When the judge regains his consciousness, he finds himself tied
to a chair in front of the ticking time bomb that he made himself. In the end, however,
the judge’s wife, unaware that her husband is tied up in the basement, heats up pieces of
frozen pizza in a microwave oven for the two policemen investigating the break-in and
burglary, and it causes an electrical short circuit and stops the electric alarm clock to
which the homemade bomb has been connected. Seven students remembered the phrase
short circuit, which I had provided to the class as part of the answer to the question,
“What happened to the central character in the end?”

Extract 5: Actually, the explosion did not happen because of electric short circuit.
(Student #901 or Aiko, Weekly Essay 10)

The electric short circuit concluded this movie by Hitchcock, who is known worldwide
for his mastery of creating surprising endings. Many students referred to this scene in
their weekly essays, showing their great interest in this scene.
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Yet another example is The River of Three Crossings, although only one student
remembered and used it. During the oral presentation session after the fourth segment of
Spirited Away, the leader of a small group addressed the issue of what the river that Sen,
the central character, crossed symbolized. She picked up a Buddhist episode and
referred to Snazu-no-kawa, the river that dead people are believed to cross. I orally
translated it into English and, then, wrote it on the blackboard. Student #818 (Yuri), one
of the most attentive students, although not the same student who had brought up the
issue of the river, remembered and used it in her weekly essay. She dropped the plural
suffix on the last word in her weekly essay, but, after I corrected her minor grammatical
mistake, she used the same expression again accurately in her final essay.

Extract 6: The bathhouse symbolized a place people think about themselves
before they get across the River of Three Crossing. (Student #818 or Yuri,
Weekly Essay 6)
Extract 7: I think the one-way ride symbolized the world for the dead people, and
the bathhouse symbolized a place where people think about themselves before
getting across The River of Three Crossings. (Student #818 or Yuri, Final Essay
2)

Students transferred several other lexical phrases used in class to their writing.
Environmental problem(s) was one of the phrases that many 2008 students used in their
weekly essays on Spirited Away. Hayao Miyazaki, the director of this animated movie
addressed environmental issues in Spirited Away, and many groups discussed this topic
seriously. As a result, nine students who wrote their weekly essays in response to the
question “What do you think Stink Spirit symbolizes in the movie?” used the phrase
environmental problems. Four students also used the same phrase in their fourth essays.
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Interestingly, three students used an alternative form, environmental pollution,
which is a literal translation of a Japanese phrase that the mass media frequently use.
This alternative form serves as evidence that environmental problems was likely stored
and retrieved as a lexical phrase, not a translation that students generated after looking
up individual words in their dictionaries.
The phrases take bribes and receive bribes were also used in the class discussions
for Four O’clock. Four students used these phrases in their writings.
Finally, two creative writers found a new lexical phrase in their dictionaries and
used it to describe their ideas in appropriate ways. In The Arrival, a middle-aged man
from Federal Aviation Administration, who is obsessed with his investigation into an
unsolved airplane accident 17 or 18 years before, causes trouble to the airport staff with
his strange behavior. Many students found it difficult to follow this movie because of its
complex and unusual plot, but two of the most competent students, #808 (Kyoko) and
#815 (Sachiko), related this story to the Bermuda Triangle where many ships and planes
are believed to have strangely disappeared. I had an informal post hoc interview with
these two students and confirmed that they had found the English equivalent of Bamuda
Sankaku- kaiiki in their dictionaries, although they did not reproduce the form precisely,
either adding an unnecessary plural suffix or deleting the definite article.

Extract 8: Although I couldn’t understand all their speaking, this story was very
interesting for me and reminded me of the Bermudas Triangle where some plane
has disappeared. (Student #808 or Kyoko, Weekly Essay 7)
Extract 9: I thought this story was based on Bermuda triangle. (Student #815 or
Sachiko, Weekly Essay 7)
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Although the use of dictionaries is not a focus of this study, these two students
utilized their form-focused strategy in a productive way.

Possible Carry-Over from the Previous Lessons
There were several lexical phrases that students transferred to their writing and
used afterward repeatedly. The expression turn into, first provided for the first segment
of Spirited Away, is a prime example. In an early scene in the movie, the central
character’s parents eat the food prepared for the spirits and are turned into pigs as
punishment. Twenty-eight students (16 students in 2008 and 12 in 2009) used this
phrase in Weekly Essay 3; in addition, I found the same phrase in the weekly essays that
the participants wrote on several other movies afterward. Different students used this
phrase to describe different events or situations.

Extract 10: [Haku] turned into a dragon and got out of the bathhouse. (Student
#808, Weekly Essay 4)
Extract 11: As we can see in the movie, the River Spirit who turns into the Stink
Spirit visits the bathhouse. (Student #824 or Kakuko, Weekly Essay 4)
Extract 12: Zeniba turned Big Baby into a mouse. And she turned the three
Bodhiharma into a big baby, too. (Student #809, Weekly Essay 5)
Extract 13: No face decided to go with Sen, and he turned into a quiet creature
again. (Student #820 or Rumiko, Weekly Essay 6)
Extract 14: Then he turned into Hitler, and he had to commit suicide. (Student
#828, Weekly Essay 8)
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Furthermore, almost all of the students who chose Spirited Away #1 in the final
essay test (i.e., 15 out of the 17 students in 2008 and seven out of the 10 students in
2009) used the phrase turn into. Several students who chose either Spirited Away #4 or
The Man in the Bottle in the final essays used this phrase as well.

Extract 15: And the dragon (Haku) turned back into Haku. Her parents turned back
into humans. (Student #807, Final Essay 2)
Extract 16: Third, he wished to give him a power to rule all the country, and he
turned into Hitler. (Student #826, Final Essay 2)

The repeated use of this particular phrase can even be regarded as a sign that the
students are in the process of acquiring it as part of their semi-permanent linguistic
repertoire, instead of tentatively using it to complete the assigned tasks.
Some of the other forms that students reused or recycled over several weeks
included give away, turn out to be, deal with, gold (golden) seal, steal something from
someone, cheat on, ask for, end up …-ing, doing someone’s dirty work, and power to
control. Some students might have been familiar with some of these phrases, but the
fact that they started using them actively and repeatedly implies that they might have
started incorporating the phrases into their productive linguistic repertoire after the
movie-based activities.
As mentioned above, arrive at was used many times throughout the semester
perhaps because it was presented several times during the course. The repeated
presentation of this form was not part of the prescribed instructional plan. It was
presented for the first time as part of a closed-ended question on the handout for the
second segment of Spirited Away: What kind of customer (spirit) arrived at the
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bathhouse when Sen and Rin were scrubbing the dirty bathtub? (The target phrase was
not italicized on the handout distributed to the students.) Seven students used the phrase
arrive at in their weekly essays on this movie segment. The same verb-plus-preposition
phrase was found eight times in Weekly Essay 6 (written on the fourth segment of
Spirited Away), 13 times in Weekly Essay 7 (on The Arrival), and eight times in Weekly
Essay 9 (on Night Fever).
Likewise, the phrase apologize to was first presented on the handout for the third
segment of Spirited Away. Seven students used it in Weekly Essay 5 (e.g., apologize to
Zeniba for Haku’s stealing her gold seal). Then, in the next class session, for the fourth
segment of the same movie, apologize to was one of the target forms; seven students in
2008, who received direct language enhancement involving oral repetition in the oral
cloze activity, used this phrase in Weekly Essay, and three students in the 2009 group,
who simply studied the summaries that contained the key phrases on the PowerPoint
screen, used the same phrase in their essays.
Whereas arrive at and apologize to are both high-frequency phrases, it is still
possible to regard these cases as evidence that the repeated presentation of a certain
phrase after a lapse of time can intensify the learners’ attention to, and help them
acquire, the target forms.

English Proficiency and the Use of Lexical Phrases
Another finding concerns the relationship between the students’ linguistic
proficiency and the frequency at which they used the provided lexical phrases. The
lower proficiency students almost uniformly used a large number of lexical phrases in
nearly the same order that they were presented in the PowerPoint summary, but the
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higher proficiency students showed two behavioral patterns. Some high proficiency
students used lexical phrases sparingly, and others used them extensively and
consistently. This tendency was more clearly observed with the 2008 group; the
majority of the students (except for three fourth-year students) submitted the weekly
essays regularly, and the proficient students and non-proficient students were clearly
differentiated by their essay grades. Twenty-two out of the 39 students in 2009 were
fourth-year students, and the majority of them, busy with their job-hunting, missed
many class sessions and failed to submit many of the required weekly essays.
First, Students #803, #806, #807, #809, and #810, who were struggling to finish
the in-class activities and homework assignments, utilized practically all the lexical
phrases presented in the oral-cloze activity for language enhancement. They might have
swiftly copied the target phrases from a PowerPoint slide onto their notebooks by hand
during the oral cloze activity. None of them copied the entire summaries word by word
for their weekly essay writing because they had been warned against the cut-and-paste
strategy. However, these students, who did not have a large linguistic repertoire, seemed
to have copied formulaic exemplars as an easy way to cope with the composition tasks.
This tendency parallels Wood’s (2007) report that the lower proficiency Japanese
students used more formulaic sequences in the study abroad set-up in Canada. Further
research is needed to determine to what extent providing exemplars, or lexical phrases,
helps lower proficiency or beginning learners’ language acquisition, but the data have
provided evidence that the students who experienced difficulties with the course work
used many lexical phrases.
Some of the higher proficiency students utilized the lexical phrases sparingly.
Student #824 (Kakuko) rarely used the provided phrases because she had a large
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linguistic repertoire and preferred to use her favorite rhetorical pattern, posing a
question to the readers at the beginning of her essay and writing a narrative. Student
#818 (Yuri) stated that she was trying to use a few prescribed phrases, aware that using
too many exemplars might make her essays unnatural and awkward.
On the other hand, Students #808 (Kyoko), #815 (Sachiko) and #819 (Kimiko), all
highly proficient, utilized the provided lexical phrases more frequently. They employed
the recommended policy of using lexical phrases more consistently. Student #819
(Kimiko) voluntarily underlined all the lexical phrases. Students #808 (Kyoko) and
#815 (Sachiko) not only used several target expressions in every weekly essay but also
used the same phrases several times within the same essay. For example, #808 (Kyoko)
used take revenge four times in her essay on Night Fever and used the phrase have an
affair three times in the weekly essay on Four O’clock. Likewise, the weekly essay that
#815 (Sachiko) wrote on The Arrival included three instances of solve the mystery.
Students #808 (Kyoko) and #815 (Sachiko) both demonstrated a high degree of
grammatical accuracy and rich vocabulary in essay writing, and their essays were
always creative, informative, and coherently organized. Thus, their use of lexical
phrases can be regarded as an effort to produce detailed descriptions, instead of an
attempt to gain extra credit by demonstrating their frequent use of lexical phrases. From
a rhetorical perspective, there is room for argument about whether or not the use of the
same expressions within a two- or three-hundred-word essay is desirable, but the
repeated use might have intensified these students’ familiarity with the given forms,
which might, in turn, help them acquire the phrases. The students had to summarize a
movie in the first half and state their opinions in the latter half of the weekly or final

154

essays. Whereas many students used lexical phrases only in the summary sections, these
three students used a few target forms in their opinion sections as well.
In addition to the highly proficient 2008 students who used a number of lexical
phrases, #901 (Aiko), a five-month ESL student in the 2009 group, deserves special
attention. She consistently used a large number and variety of lexical phrases in her
weekly and final essays but did so in a somewhat different way. For example, in Weekly
Essay 1, she used six of the eight target lexical phrases that were enhanced in the oral
repetition activities and three other phrases she had found on the handout. In Weekly
Essay 4, on the other hand, she used two of the target phrases and seven other phrases
from the handout. In Weekly Essay 3, she used only one target expression and three
non-target phrases, which could be regarded as a comparatively sparing use for her, but
the expressions that she used included gobble up, a low frequency phrase. She had her
own autonomous strategy to utilize the available lexical phrases effectively. The
interview also confirmed that she remembered many of the lexical phrases presented in
the Speech Communication course and was adept at learning idiomatic expressions
from various other EFL/ESL courses.
My tentative interpretation, based on the data obtained thus far, is that the lower
proficiency students, who used the entire set of provided lexical phrases in a linear order,
did not endeavor, or were unable, to decide which phrases would be most appropriate
for their writing. From their short, simple descriptions, I could also see that they did not
make extra efforts to present novel ideas, provide full details, or carefully edit their
essays on the discourse level. On the other hand, the higher proficiency students tended
to have more substantial ideas and used the provided phrases as useful tools. They were
able to judge which lexical phrases were most appropriate and how often they should
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use them and decided their strategies for essay writing. They even experimented with
the usage of new expressions and structures, as evidenced by the fact that they also
produced a number of ungrammatical sentences as well (see the following section).

Imperfectly Used Lexical Phrases
Students occasionally used the target lexical phrases imperfectly (See Appendix N).
Some of the errors were derived from a lack of close attention to the target forms, but
others were possibly evidence of their efforts to creatively transform the given phrases
to accord with the linguistic context. Perfectly copied forms and the imperfect but
acceptable variations are both evidence that the students paid attention to the phrases;
some cases of imperfect use suggest that they might have even been in the process of
acquiring new linguistic items. Their recognition of new forms corresponds to what
Ellis, Basturkmen, and Loewen (2001) refer to as uptake.
In the second episode of The Simpsons, for example, when Bart Simpson cheats on
an IQ test, many of the students who wrote summaries and comments on this film clip
used the word cheat: a total of 61 instances were found in the 2008 students’ weekly
essays alone, showing that Bart’s behavior attracted the students’ attention. Thirty
perfect forms of cheat on were found in the 2008 students’ weekly essays on this movie,
and there were nine additional cases of imperfect use. Interestingly, seven out of the
nine phrases imperfectly reproduced (including different but acceptable ones) were used
by highly proficient students. Examples include he was cheated on the IQ test (#812 or
Tomiko), he cheated at the IQ test (#822 or Azusa), Bart tended to cheat tests (#815 or
Sachiko), it was good for her to make him cheat on by people who he had trusted (#819
or Kimiko). (The numbers of imperfectly used phrases in the table in Appendix O are
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somewhat fewer because the erroneous cases that did not include at least two words
were not counted as lexical phrases.)
Seven 2009 students successfully transferred the phrase cheat on to their essay
writing. One of these seven students used it perfectly on one of the two occasions that
she tried to use it and reproduced imperfectly on the other occasion.
Another difficult linguistic form that students tried to use was the sentence
structure in which the verb demand is followed by a subjunctive clause. It appeared that
the rules to form a that-clause embedded with an infinitive verb presented a challenge
even to a competent student like #813.

Extract 17: Haku demanded of Yubaba to let Chihiro and her parents go back to
[the] human world. (Student #813, Weekly Essay 6)

This sentence structure was part of a closed-ended question for the fourth segment of
Spirited Away: What did Haku demand of Yubaba for getting her Big Baby back? I
provided the following sample answer in class: Haku demanded that Yubaba tear up
Sen’s contract and let her and her parents go back to the human world. However,
Student #813’s mistake might be evidence that she was trying to utilize the linguistic
item creatively and productively.
Confess to and bet on were two other phrases that several students struggled to
learn to use; there were nine cases of grammatical mistakes involving confess to (five in
2008 and four in 2009), and six cases involving bet on (four in 2008 and two in 2009).
It is understandable that the students had difficulties because the construction of
grammatical sentences with these phrases requires the understanding of confusing
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syntactic rules. The preposition to in confess to, for example, is a confusing element
because to is often placed in front of an animate object, as in talk to his friend.

Extract 18: After some days, he confessed his secret to his father. (Student #814,
Weekly Essay 2)
The phrase “confess something to someone” is grammatically correct, but it is not
the same as the intended target structure of “confess to some wrongdoing.”
It seemed equally difficult for the students to determine the preposition that follows
the verb bet.

Extract 19: Finally, his father went [to a] sleazy dog track and lost his money by
betting to Santa’s Little Helper…” (Student #826, Weekly Essay 2)

The phrase with the verb grant, which precedes an object and a complement (e.g.,
grant them three wishes), also proved to be a difficult item: granted the owner of the
curio shop for four wishes. Grammatical mistakes were also found in such phrases as be
in trouble, be caught red-handed, miss a turn-off, cast a spell, turn out to be, and ask
for.

Reflections on the Essay Analyses
From the participants’ essays, as well as the questionnaire results and the
unstructured interviews and informal post hoc interviews, I had a distinct impression
that Spirited Away was the most popular movie shown during the course. This movie
was also chosen by the greatest number of students as the topic for their final essays.
The participants used not only a greater number of lexical phrases, but also a greater
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variety of expressions and structures for Spirited Away than for the other movies. This
can be contrasted with The Arrival, a movie that many students found very difficult.
Furthermore, the social or moral issues that the students discussed enthusiastically
in class caused them to use the lexical phrases that were needed to describe the relevant
scenes and ideas. Frequently used phrases included turn into, cheat on, ghost train, and
environmental problems. These lexical phrases were found not only in the students’
weekly essays immediately after the lessons but also in the weekly essays for the
subsequent movies or in the final essays.
Some students used such lexical phrases as fall for, miss a turn-off, gobble up, soot
balls, and where it all started, although not very frequently. The lower proficiency
students tended to utilize all or most of the phrases provided, and they used them
practically in the same order that they were displayed on the PowerPoint slides at the
end of the class meetings. The higher proficiency students either used the lexical
phrases selectively or endeavored to use as many phrases as possible to the extent that it
did not interfere with their intended rhetorical patterns. Students in the latter group even
used certain lexical phrases repeatedly if they found it necessary or useful and tried to
transform the lexical phrases to fit specific writing contexts, occasionally making
grammatical mistakes as a result.

The Results of the Qualitative Study: Students’ Perceptions of Movie Watching,
Incidental Learning, Grammar Tasks, and Oral Repetition
This section analyzes the informants’ perceptions of various types of focus-onform and focus-on-formS activities and their reactions to the instructional treatments.
The analysis is primarily based on the transcripts of interviews, supplemented by
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classroom observations, the questionnaire results, and the participants’ writing samples.
The first two sections review the participants’ ESL/EFL learning backgrounds. The
following sections are focused on their concepts of enjoyable or useful activities in
general, their favorite language learning strategies, their reactions to the two
instructional treatments, and their conceptions of such issues as incidental learning, the
role of grammar learning, oral repetition of exemplars, rote memorization, and the
repeated use of the same materials.
Interviews were conducted with 14 students who took the Speech Communication
course that I taught at AWU in 2008 and 2009. The 2008 class interviewees were
Sachiko, Hiroko, Kimiko, Kyoko, Kakuko, Rumiko, Yuri, Tomiko, Azusa, Midori, and
Mika; the 2009 interviewees were Takako, Aiko, and Yuko. I selected them based on
their ability to pay attention in class and express their opinions clearly, personal
accessibility, and their linguistic or academic proficiencies (see Participants and Setting
for the Qualitative Phase). They all agreed to serve as my informants.
Sachiko, Kimiko, Kyoko, Kakuko, Rumiko, Yuri, Tomiko, Aiko, and Yuko were
classified as high proficiency students based on their general academic and English
proficiencies. Additionally, Sachiko, Hiroko, Kyoko, Rumiko, Yuri, and Aiko have
served as class president at the Tokyo campus or the leader or sub-leader of a dormitory
wing at the overseas satellite. I recruited these students with strong leadership qualities
because they generally pay attention in class and are able to recount their experiences in
detail.
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Table 17. Participants in the Qualitative Study

Student

Year
Group

Experience as
Student Leader

High Language
Proficiency

Sachiko
Hiroko
Kimiko
Kyoko
Kakuko
Rumiko
Yuri
Tomiko
Azusa
Midori
Mika
Takako
Aiko
Yuko

2008
2008
2008
2008
2008
2008
2008
2008
2008
2008
2008
2009
2009
2009

X
X

X

Experience of EFL
Learning Difficulty

X
X
X
X
X
X

X
X
X

X
X
X
X

X
X

Note. N = 14. X indicates that the condition applies to each participant.

Midori, Mika, and Takako experienced a certain degree of difficulty in oral
presentations or writing activities during the speech communication course. They might
offer insight into how various form-focused strategies are perceived by the students who
are struggling to learn English or who are somewhat less motivated to engage in
intensive language learning.

EFL Learning Experience Before Junior High School
Seven out of the 14 interviewees studied English as kindergarteners or elementary
school pupils, attending either English conversation classes for children or cram schools.
The cram school EFL programs for elementary school pupils are designed to teach basic
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written English skills, rather than oral communication skills. The other five students
reported that they had never attended any after-school EFL program.
The common characteristic of their early EFL education was that they attended
English classes once or twice a week, rather than enrolling in an intensive, immersion
programs. The primary purpose of the lessons was for the children to develop an interest
in language learning by engaging in enjoyable or interesting activities. The informants’
parents might have hoped that their daughters would have some advantage or stronger
motivation to study English when enrolled in the regular EFL program in junior high
school.
As briefly mentioned above, the types of English instruction that these participants
received as young children can be classified into two categories: oral English activities
and the studies of basic grammar and written English. The contents of the two types of
English lessons are as follows.
The seven students (Sachiko, Hiroko, Kakuko, Yuri, Tomiko, Yuko, and Takako)
who enrolled in English conversation schools learned English songs and dances or
engaged in language games and social activities. (Rumiko also attended an English
conversation school, but she had a notably different background, as is briefly described
at the end of this section.) For example, Sachiko and Yuko recalled her classmates’
birthday parties as the most entertaining and memorable events. Yuri was taught to tell
time in English when she was still unable to do so in her native language, which caused
her anxiety, instead of encouraging her to study further. The lexical items that the
informants remembered from the lessons were high-frequency words (e.g., boy, girl,
apple), whereas Hiroko, whose mother had been the teacher at the English school,
remembered learning the be-verb and the wh- interrogatives (i.e., when, where, why,
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what, and who). Spoken English was the target linguistic mode, and pronunciation was
emphasized. Target words and structures were often presented as formulaic expressions,
and grammar was seldom taught.
On the other hand, the content of the English lessons provided at the cram school
was considerably different. Kimiko and Sachiko (at her second school) learned the
alphabet, grammar, and basic reading and writing.
All the participants stated that they had always had a strong desire to learn to speak
English since their childhood; one of the reasons why they chose to study at AWU was
that the university had an overseas satellite campus in the United States. Thus, the fact
that Kimiko and Sachiko had chosen to learn grammar-oriented English one or two
years before junior high school, instead of conversational English, is evidence that
they—or, more likely, their parents—prioritized passing entrance examinations,
weighing their academic and professional success in the future against a few useful
expressions or enjoyable activities.
As a result of their early EFL education, they all gained self-confidence as
language learners in one way or another, as exemplified by Yuko’s statement that she
had enjoyed a feeling of superiority in junior high school because she was already
familiar with some English words, expressions, and grammatical rules. The majority of
the informants (i.e., except for Takako) who had attended English conversation schools
or cram school classes reported that they had later performed well in English classes in
junior high school or had regarded English as their favorite academic subject.
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Table 18. Participants’ Childhood EFL/ESL Experiences
Student
Sachiko

Period

Type of Lesson

Teacher

Activities

(1) kindergarten

conversation

Canadian female

games/parties

(2) grade 6

cram school

Japanese

alphabet/grammar
song/games/words/

Hiroko

elementary school conversation

her mother

Kimiko

grade 5 to 6

cram school

Japanese

Kyoko

NA

NA

NA

NA

Yuri

kindergarten

conversation

American

task-based activities

Tomiko

elementary school conversation

Japanese

songs/word games

Azusa*

NA

NA

NA

NA

Midori

NA

NA

NA

NA

conversation

native speaker

songs/dances

conversation

native speaker

diary writing/games

Rumiko* grade 3 to 4

conversation

native speakers

English in general

Mika

NA

NA

NA

NA

Aiko

NA

NA

NA

NA

Yuko

elementary school conversation

Japanese

alphabet/pronunciation

Takako

grade 4 to 5

Japanese female

word games

Kakuko* (1) kindergarten
(2) grade 5 to 6

conversation

basic grammar
alphabet/words/
pronunciation

Note. The participants marked with * attended an 18-month ESL program at AWU’s
satellite in the United States whereas those unmarked attended a five-month program.
Sachiko and Kakuko attended two different schools during different periods,
respectively. Rumiko grew up in the United States between the ages 2 and 7.

In contrast, Kyoko, one of the five students with no extracurricular English
education, observed that she had had a clear disadvantage in junior high school because
her classmates had already learned a number of target grammatical or lexical items
beforehand. Likewise, Aiko wished to have had a chance to attend an English
conversation school in her childhood. Kyoko and Aiko’s negative comments about their
position as students with no early EFL education, combined with the positive comments
by those who had learned either written or spoken English before junior high school,
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provide evidence that extracurricular English lessons helped many young children gain
self-confidence and encouraged them to study further.
Rumiko had a unique L2 learning history, which was distinctly different from the
other participants’. She had moved to New York at age 2 because of her father’s work
and had started acquiring English as her second language there. She attended a local
kindergarten and elementary school with American children, and she never experienced
difficulty learning to speak English as a small child. Even at home, she spoke to her
older sister in English whereas her conversations with her parents were normally in
Japanese. However, after returning to Japan at age 7 and transferring to a regular
Japanese school, she started conversing with her friends in Japanese (except when
speaking with one other returnee who happened to be in the same elementary school)
and began losing her English at an alarming rate. This prompted her parents to enroll
her in what she referred to as “an English school” between the third and fourth grades.
Later, she stopped attending the English language school because she was heavily
involved in a basketball club and even became the captain of the team.

EFL in Junior and Senior High School
At university, Sachiko, Hiroko, Kimiko, Kyoko, Yuri, Tomiko, Midori, Mika,
Takako, Aiko, and Yuko participated in the five-month ESL program at AWU’s satellite
campus in the United States whereas Kakuko, Rumiko, and Azusa chose an optional
18-month ESL program. However, all of these 14 students had attended junior high
schools and high schools with very similar EFL curricula, except that Rumiko had
enrolled in a special class for returnees in her junior high school. As shown in Table 19,
the 14 students attended different public or private junior high schools and high schools.

165

However, regardless of whether they were public or private schools, the EFL programs
at their high schools were basically designed to help students pass the entrance
examinations for universities.
Mika, Takako, Aiko, and Yuko reported that the curricula at their junior high
schools were a combination of general language skills, including speaking, listening,
reading, and writing. The participants were, at the time of this study, third- or fourthyear students who had been through a so-called yutori kyoiku (education with breathing
space). Reflecting upon the negative consequences of the brutally competitive
examination-oriented curricula of the previous decades, the Ministry of Education,
Culture, Sports, Science, and Technology recommended more relaxed programs in 1980.
The major goal was to help young Japanese cultivate creativity and social skills, instead
of memorizing factual information. Interestingly, however, the other 10 participants
reported that their junior high EFL programs were clearly oriented toward preparing
them for high school entrance examinations. Although the students’ stories did not
provide any clear explanations for this contradiction, there is a possibility that the junior
high school administrators who were anxious to enroll their students in prestigious high
schools might have voluntarily provided additional exam-preparation courses or makeup class sessions. Another possibility is that different students might have perceived
similar programs differently.
Practical, communicative English skills were not systematically taught, but many
of the schools had a part-time or full-time foreign faculty member. Native Englishspeaking teachers, normally young and in the process of gaining professional
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Table 19. EFL Curricula in the Participants’ Junior and Senior High Schools
Junior High School

High School

Foundation

Curriculum

NS

Foundation

Curriculum

NS

Sachiko

public

exam-oriented

no

private

exam-oriented

yes

Hiroko

public

exam-oriented

yes

public

exam-oriented

no

Kimiko

public

exam-oriented

yes

public

exam-oriented

yes

Kyoko

public

exam-oriented

no

private

exam-oriented

no

Yuri

public

exam-oriented

yes

private

exam-oriented

yes

Tomiko

public

exam-oriented

yes

public

exam-oriented

yes

Azusa

public

exam-oriented

yes

public

exam-oriented

yes

Midori

public

exam-oriented

yes

public

exam-oriented

yes

Kakuko

public

exam-oriented

yes

public

exam-oriented

no

Rumiko

private

exam/oral

yes

private

exam-oriented

yes

Mika

public

general

yes

private

exam/oral

yes

Aiko

public

general

yes

public

exam-oriented

yes

Yuko

public

general

yes

public

exam/oral

yes

Takako

public

general

yes

public

exam-oriented

yes

Note. NS = A native English-speaking teacher taught in the school.

experience, were recruited to assist Japanese EFL teachers. Although the presence of a
native speaker attracted the attention of the students who wished to learn to speak
English, the contribution that the foreign teachers made to language education was
generally limited in terms of the way they interacted with students in the classroom and
the total amount of time they spent with students either in or outside of class.
The rare exceptions might be the cases of Rumiko, who enrolled in a special junior
high school program for returnees, Tomiko, who frequently conversed with her
Australian teacher in an elective course, and Azusa, who attended a public junior high
school in Akita Prefecture where the teacher endeavored to talk to students in and
outside of class. However, the majority of the informants reported that they had never
had any substantial opportunities to talk with a native English-speaking teacher in
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person. They generally passively watched the interactions between a Japanese teacher
and a native English speaker without having any chance to speak English at all.
The participants’ perceptions of the class sessions with native English speakers
differed from person to person. Some students expressed their appreciation for exposure
to natural spoken English and the opportunity to learn authentic English pronunciation.
For example, Sachiko, who enrolled in a public junior high school and a private high
school in Saitama Prefecture, viewed such classes very positively. The English courses
in her junior high school were designed to help students understand grammatical rules
and read and interpret a short section of an assigned EFL textbook per session. The
program was based on the traditional Grammar-Translation Method. At the private high
school that she subsequently attended, the students had an oral English course from the
first through the third year. A native English speaker with very limited knowledge of
Japanese taught them English pronunciation and conversational expressions, and
Sachiko and her classmates were able to practice listening comprehension.
When I asked her if her speaking skills had improved while in high school, she
answered negatively, but her attitude toward those classes with a native speaker was
distinctly positive:

Sachiko: 上達はしなかったと思いうんですけど。
Ogawa: まあ、興味を持った程度とか
S:
はい、自分から先生にこう話せないけど話しかけるっていうのは
してました。

Sachiko: Jotatsu wa shinakatta to omoun desu kedo.
Ogawa: Ma kyomi o motta teido toka.
S:
Hai jibun kara sensei ni ko hanasenai kedo hanashi kakerutte iuno wa
shite mashita.
168

Sachiko: I don’t think my speaking ability improved.
Ogawa: Is it like you just had an interest?
S:
Yes, I couldn’t speak English, but I was always trying to talk to her.
(Sachiko Interview 1)

Sachiko tried to fully utilize the limited opportunities she had to speak English by
endeavoring to initiate conversations with the native speaker of English despite her
limited knowledge of English. Her statement is evidence of her strong interest in spoken,
communicative English skills.
Although not as enthusiastically as Sachiko did, Midori, a friendly and outgoing
student, also remembered enjoying short conversations with a native English-speaking
teacher during recesses.
Hiroko and Kakuko attended public junior and senior high schools in Fukushima
and Tochigi Prefectures, respectively, and they recounted stories similar to Sachiko’s.
The curricula were basically designed to help students pass entrance examinations, and
the students spent a great deal of time translating the reading textbook from English to
Japanese or studying detailed grammatical rules. Their junior high schools employed
native English speakers as assistant, part-time teachers, whose responsibilities were to
read the assigned textbook aloud to demonstrate authentic English pronunciation, teach
a few conversational expressions, and sing English songs with the students as a form of
pronunciation practice. However, the students never had opportunities to converse with
these native English speakers. Hiroko and Kakuko appreciated the aural/oral English
lessons to some extent, but they were not enthusiastic about them. Their high schools,
on the other hand, did not hire any native English speakers.
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There is a clear tendency at many Japanese high schools to spend a great deal of
time on grammar teaching and examination preparation, even when it comes at the
expense of communicative lessons. At some high schools, native English-speaking
teachers came to the classroom occasionally, but they generally did not offer students
frequent opportunities for interpersonal conversations in English. The lessons by the
native English speakers did not improve the students’ speaking skills noticeably or add
to their repertoire of useful expressions for future use. Whereas Aiko remembered
learning a set of useful expressions that could be used at airports or post offices or for
placing a telephone call, Yuri could hardly remember what she and her classmates had
done or learned in the rare class sessions with native speakers. Very few students
perceived the oral English lessons provided in high school as useful.
The most negative reaction came from Kimiko, who perceived the lessons with
native English speakers as ineffective. Kimiko enrolled in a public junior high school
and a public high school in Saitama Prefecture. Both the junior and senior high school
offered an oral English course to the first-year students, but the other English classes
were focused on grammar-learning and bottom-up textbook reading, and, overall, the
academic curricula were heavily oriented toward entrance examinations. As a vigorous,
industrious student, Kimiko approached her English studies very seriously, and, thanks
to the intensive, explicit grammar teaching, she gained confidence in grammar and
reading comprehension and began to regard them as her favorite skill areas. On the
other hand, she never considered the oral English lessons in the middle schools to be
effective or enjoyable. The following segment of an interview showed how frustrated
she had been in the oral communication courses in junior and senior high school.
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Kimiko: え～っと中学校でも高校でも１年時の時にオーラルの授業があっ
たんですよ。
O:
はい。
K:
であの、海外の先生がいたのでそちらの先生と一緒に受けてたん
ですけど、実際に話した記憶はないです私は。
O:
クラスのサイズはどれぐらいですか。３０人ぐらい。
K:
え～、いや３５とか。
O:
で先生は外国人の先生だけですか、それとも日本人と外国人のテイ
ームテイーチングですか。
K:
オーラルの授業は日本人と外国人の先生ふたりです。
O:
で、先生ふたりが前でやってて（相手の返答を待つような口調で）。
K:
そうですね。でもなんか。
O:
だいたい聞いてる感じ？受身的に聞いてる感じですか。
（笑いなが
ら）
K:
だいたい受身ですね。
O:
はい。でまあ、当たる可能性とか発表する可能性は [K：ないです]
少ない。
K:
ないです。
O:
じゃすごく少ない？
K:
ゼロですね。
O:
ゼロに近い。
K:
なんか指されても「よく分かんない」ってなんかそんな感じで終
わっちゃう感じですね。
O:
中にはひとりやふたりだけ出来る子がいて―
K:
いやいないですね。
O:
いない？
K:
いないです。
O:
いない。
K:
＝そういう雰囲気はないです。

Kimiko: Chugakkou demo koko demo ichinen no toki ni o:raru no jyugyo ga attan
desuyo.
O:
Hai.
K:
De ano kaigai no sensei ga ita node sochira no sensei to issho ni uketan
desu kedo jissai ni hanashita kioku wa naidesu watashi wa.
O:
Kurasu no saizu wa dore gurai desu ka. Sanju-nin gurai.
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K:
O:
K:
O:
K:
O:
K:
O:
K:
O:
K:
O:
K:
O:
K:
O:
K:
O:
K:

Eh iya sanjyugonin toka.
De sensei wa gaikokujin no sensei dake desu ka. Soretomo nihonjin to
gaikokujin no ti:mu ti:chingu desu ka.
O:rau no jyugyo wa nihonjin to gaikokujin no sensei futari desu.
De sensei futari ga mae de yattete (waiting for a few seconds for
Kimiko’s response).
So desu ne. Demo nanka…
Daitai kiiteru kanji. Ukemi teki ni kiiteru kanji desu ka (laughingly).
Daitai ukemi desu ne.
Hai. De ma, ataru kanosei toka happyo suru kanosei wa [K: Nai desu]
sukunai.
NAI DESU.
Ja sugoku sukunai.
Zero desu ne.
Zero ni chikai.
Nanka, sasaretemo “Yoku wakan nai” -tte nanka sonna kanji de
owacchau kanji desu ne.
Naka niwa hitori ya futari dake dekiru ko ga ite—
IYA INAI DESU.
Inai.
INAI DESU.
INAI.
= So iu funiki wa nai desu.

Kimiko: Both in junior high school and high school, we had an oral English
course during the first year.
O:
Uh-huh.
K:
And there was a teacher from abroad, and we studied with that person,
but I personally have no memory of actually talking [with him/her].
O:
What was the approximate class size? Was it about 30 students?
K:
Well, no, about 35.
O:
Did the foreign teacher teach alone, or did the foreign teacher and a
Japanese teacher conduct team-teaching?
K:
In the oral communication class, we had two teachers—a Japanese and a
foreign teacher.
O:
And the two teachers taught together in front of the class and…(waiting
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K:
O:
K:
O:
K:
O:
K:
O:
K:

O:
K:
O:
K:
O:
K:

for a few seconds for Kimiko’s response)?
Yes, they did, but it’s kind of…
Is it like you’re just listening most of the time, just listening passively
(laughingly)?
Most of the time, it’s passive.
Uh-huh. And the possibility that you might be called on or get a chance
to offer your opinion is [K: There’s none.] not strong?
THERE’S NONE.
Very little chance?
There is zero chance.
Next to zero?
Or, let’s say, some student is called on to answer a question, but he/she
says, “I just don’t know the answer,” and that just ends the [teacherstudent] interaction.
Well, aren’t there one or two smart kids, who would—
= THERE IS NO ONE.
No one?
NO, THERE’S NO ONE.
NO ONE?
The classroom atmosphere does not allow us to do so. (Kimiko Interview
1)

The Japanese teacher and the native speaker stood in front of the 35-student class
and presented the target linguistic items or demonstrated speaking and listening skills.
However, Kimiko stated that the students sat in class passively and that no one dared to
raise their hand or stand up to offer an opinion in English as they were intimidated by
the formal style of teaching that did not encourage active participation. Occasionally,
the teacher pointed at a student and ordered him or her to answer a question, but none of
the students were able to respond appropriately, and the teachers took the students’
failure for granted. Kimiko felt that the teaching method was completely ineffective.
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Rumiko had lived with her family in New York between 2 and 7 years of age, but
she had her own problems after returning to Japan. At the Japanese elementary school
and the private middle school (a six-year program that included both junior high school
and high school curricula), she received more or less the same type of EFL education as
the mainstream Japanese students who struggled with English grammar and entrance
examinations. Like most of the other participants in this study, she attended a cram
school to study English where an explicit focus-on-formS approach was used.
At the junior high school she attended, Rumiko was placed in a class for returnees,
studying with a native speaker of English. Privately, she and her sister made continual
efforts to watch English videos at home, and they maintained their listening
comprehension abilities. However, as time passed, her speaking skills became
increasingly weaker. Her conversation with the only other returnee in the same
elementary school had been entirely in English at first, but it eventually involved the use
of both Japanese and English and then became completely Japanese. Reflecting on the
process by which she had lost her excellent English skills, Rumiko observed, “I was no
longer dreaming in English (a few years after my return from the United States).” She
was beginning to think entirely in Japanese in her daily life. Her English reading and
writing skills also deteriorated to some extent. In the high school, there was no special
class set up for returnees, and she spent her next three years with regular Japanese high
school students.
Rumiko’s greatest advantage was, of course, her second language acquisition
experience in the United States. On the other hand, she experienced considerable
difficulties familiarizing herself with the grammatical terminology and the logical
analysis of syntactic structures. Even the mainstream Japanese students who were
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accustomed to learning grammar explicitly found the grammar tasks in high school
extremely complex and difficult to learn. Consequently, the following observation was
not an unexpected reaction from a person of her background.

Rumiko: 私文法って本当に得意じゃないんですよ。もう本当に感覚でやっ
ちゃっているので、ほんとに何が助詞でどうきてどうきてとかい
うのが全然分ってないんですよ、今でもあんまり。はい。なので、
塾とかではグラマーとかで日本語で説明してもちょっと「え～
っ」って感じでしたね最初は。

Rumiko: Watashi bumpotte honto ni tokui ja nain desu yo. Mo honto ni kankaku
de yacchatte iru node honto ni nani ga joshi de dou kite dou kite toka
ga zenzen wakatte inain desuyo. Ima demo anmari. Nano de juku toka
de gurama toka de nihongo de setsumei shitemo chotto e:tte kanji
deshita ne saisho wa.
Rumiko: I’m really not good at grammar. I’ve always been learning English
relying on my feeling, and I don’t make heads or tails of particles or
what comes first and what comes next. Even now, I don’t understand
them very well. So, when the teacher at a juku explained grammatical
points in Japanese, I was totally lost at first. (Rumiko Interview 1)

However, the weekly essays that Rumiko wrote and submitted during the Speech
Communication course demonstrated a high degree of grammatical accuracy. Her
vocabulary was richer than those of most of the other students, and she had good
fluency and good knowledge of grammar. This was apparent in the final essays that she
had written without any books; she made practically no grammatical mistakes. She
might have made up for her weakness in her explicit knowledge of English grammar by
optimally combining her EFL and ESL experiences.
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To summarize this section, Japanese public and private junior and senior high
schools made extra efforts to teach communicative English to their students. However,
when they were forced to prioritize pedagogical goals, even private schools could not
dispense with the traditional EFL instruction using the Grammar-Translation Method, as
it was widely believed to facilitate students’ preparation for the entrance examinations.
The students had a strong desire to learn to speak English, but most of them accepted
the grammar-oriented curriculum and worked hard in the courses. A few oral English
lessons by native English-speaking teachers did not facilitate their learning of spoken
English to a noticeable degree, although the students’ reactions varied from genuine
appreciation to total disappointment. Few informants remembered having substantial
conversations with a visiting native English speaker.

Students’ Favorite Activities at University
Broadly speaking, the participants were more interested in learning oral/aural
English skills as university students than grammar and written English skills and
preferred communicative or social activities in which they might learn useful
expressions incidentally. All the informants enjoyed participating in conversations and
small-group discussions. Socialization or verbal interaction with people in real-life
situations was another important factor that motivated them to continue their studies.
They generally enjoyed classes at the university’s satellite in the United States because
of the greater exposure to linguistic input and the more frequent opportunities to
converse with both native and non-native speakers of English. For this reason, they
appreciated the off-campus classes and activities even more than the classes held on
AWU’s satellite campus.
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Conversations, discussions, presentations, and controlled speaking activities.
The ESL classes at AWU’s satellite campus were generally more popular with the
participants than EFL classes at the Tokyo campus because they were more conducive
to interpersonal conversation and small-group discussion in English. Kimiko, who had
not been fully satisfied with the oral English courses offered to the lower-division
students at AWU, enjoyed “practically every part of the ESL program” at the overseas
satellite. She perceived the class sessions at the campus as “American style”: the lessons
were student-centered, and the participants had frequent opportunities to speak during
the class. Rumiko agreed with Kimiko that the classroom cultures at American and
Japanese schools were distinctly different and that the small class size and the learnercentered class sessions in the American classroom made it much easier for students to
express their opinions or ask questions in class. In contrast, the large classes at the
Japanese campus and the excessively formal atmosphere were not conducive to active
discussions or conversational activities. American teachers were also skilled at soliciting
students’ opinions by asking appropriate questions and guiding them to engage in verbal
activities.
The students generally viewed the ability to carry on a discussion or express
opinions in English as very useful. Rumiko, who had grown up in the United States,
also regarded a student’s “ability to speak the language and express his/her opinions
orally” as his/her “English skills and knowledge.” She also believed that, as a
professional worker, she would most likely be required to communicate with other
people, instead of reading or writing English documents. When enrolled at AWU’s
satellite, she particularly appreciated the opportunities for discussion.
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Rumiko: 私はあの [アメリカ] にいる時にすごいたくさんデイスカッショ
ンをする機会があったんですよ。それはもうクラス全員でも少人
数でもやっぱり自分の意見を言うっていうのはすごい大切なこ
とでやっぱり人それぞれ違う意見を持っているので（…）がよか
ったです。

Rumiko: Watashi wa [amerika] ni iru toki ni sugoi takusan disukasshion o suru
kikai ga attan desu yo. Sore wa kurasu zen-in demo shoninzu demo.
Yappari jibun no iken o iutte iu no wa sugoi taisetsuna koto de yappari
hito sorezore chigau iken o motte irunode (…) yokatta desu.
Rumiko: When I was in the United States, I really had a lot of opportunities to
engage in discussions. Discussions were sometimes held in small
groups and sometimes with the whole class. But after all, I think it is
very important to express our own opinions because each individual
person has a different opinion. (…) I think it was good. (Rumiko
Interview 1)

Referring to the small-group discussion, Sachiko observed that, in all the courses at
the satellite, the students engaged in 10-15 minutes of conversation among themselves
either in small groups or in pairs, which gave her a strong feeling of satisfaction. All of
the students appreciated the opportunities to speak with the teachers, resident assistants,
people whom they met off campus, but the highly motivated students like Sachiko also
enjoyed speaking English with their Japanese friends both in the classroom and in the
study hall or a quiet corner of a dormitory wing.
“Free conversation” was what Hiroko referred to as her favorite EFL/ESL activity,
just as many other students did, but she also appreciated the controlled, conversational
activities. On the one hand, the students preferred informal, unstructured conversational
interactions in English, and their favorite topics for informal conversation included
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boyfriends, school life, celebrities, food, and cooking. On the other hand, Hiroko also
liked the controlled speaking activities (e.g., information-gap activities) very much
because she felt that the activities helped the students carry out conversations smoothly.
She further stated that those controlled, game-like activities had not only been enjoyable
but had also proven to be very useful for her language acquisition because they helped
her memorize some linguistic items and retrieve the expressions in a real-life context,
for example, giving directions to a stranger who is having trouble reaching his/her
destination.
Midori also observed that the controlled activities were useful for language
learning because learners could focus on the formulation of the target sentence
structures when the task was clearly prescribed. She added, however, that the more
conscientious or higher proficiency students might prefer to speak freely on the topics
of their own choice.
An oral presentation was a requirement in many courses. Kimiko stated that,
although she had to work very hard to prepare for her speeches, she found the task
meaningful, fruitful, and worth the effort. Many high proficiency students perceived
public speaking as a challenging but rewarding task, and, as was the case of Aiko, some
students appreciated improvising a short speech without any preparation because it
helped them learn to produce a speech in real time. Whichever mode of presentation
they engaged in, the students enjoyed a feeling of satisfaction in public speaking
practices.
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Off-campus experiences.
For most students, real-life communicative interactions or discussions on
interesting topics motivated them more strongly to speak English than prescribed
classroom activities. The informants’ off-campus experiences in the United States
provided the clearest evidence for their preference for conversations, discussions, and
presentations in real-life contexts. One weakness of AWU’s overseas ESL program is
that most of the class sessions are held on campus and are organized exclusively for the
AWU students: some students are tempted to speak Japanese with their classmates.
However, every informant had a chance to participate in an off-campus activity, which
was part of a regular course at the satellite campus, an independent ESL program at a
local language school, or a special program prepared for the long-term students. The
off-campus programs provided the students with greater chances to converse and study
with Americans and foreign students from different schools.
For example, Sachiko had a chance to teach Japanese as a foreign language (JFL)
to American students, and one of her students jokingly used a dirty English word.
Although she was embarrassed, she understood the meaning of the word from the
context without receiving any explicit explanation. Looking back on the incident, she
appreciated her experience as a case of learning an English expression incidentally.
Kimiko recounted a certain field trip that had encouraged her and her classmates to
have a serious discussion on social and moral issues.

Kimiko: まあフィールドトリップでアメリカの文化に触れるのも楽しかっ
たんですけど、ひとつデイスカッションの授業で先生が学校に連れ
てってくれたんですよ、ある学校にうちらを。
O:
大学ですか。
K:
＝小・中・高なんですけどその学校がなんか、え～っと親御さん
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がいなかったりとか親から虐待を受けたりとかなんか問題がある
子供達がいっぱいいてでもそれが、近所の人たちのドーネーショ
ンで成り立ってる学校なんですよ。それでなんかすごい考えさせ
られるような、でなんかすごいためになったなと。

Kimiko: Ano fi:rudo torippu de amerika no bunka ni fureruno mo tanoshikattan
desu kedo hitotsu disukasshion no jugyo de sensei ga gakko ni tsuretette
kuretan desu yo. Aru gakko ni uchira o.
O:
Daigaku desu ka.
K:
Sho chu ko nandesu kedo, sono gakko ga nanka oyagosan ga inakattari
toka oya kara gyakutai o uketari toka nanka mondai ga aru kodomotachi
ga ippai ite, demo sore ga kinjo no hitotachi no do:neshion de naritatteru
gakko nandesu yo. Sorede nanka sugoi kangae saserareru yona, de
nanka sugoi tameni nattana to.
Kimiko: Well, the field trips that enabled us to experience American cultures were
very enjoyable in their own ways, but the teacher of our discussion class
took us to a school as part of an activity—to a certain school.
O:
Is that a university?
K:
It was an institute that was made up of an elementary school, a junior
high school, and a high school, but that institute accommodated a lot of
students suffering from some kinds of problems, including being
orphaned or abused by their parents. But the school was financed with
the donations from the neighbors. Then, it got us involved in serious
thinking, and we learned a lot of things from that experience. (Kimiko
Interview 1)
After the field trip, the group had engaged in heated debates over social,
psychological, and ethical problems. Their visit to the institute had a strong
psychological impact on them, and the numerous ideas that they came up with prompted
them to produce a great deal of speech voluntarily.
Kyoko recognized the usefulness of English as an instrument for real-life
communication firsthand when she participated in a one-month extension program.
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After the regular five-month program at AWU’s campus in the United States, she
attended a local language school and studied English with ESL students from other
countries. The discussion topics were diverse because people from different cultural
backgrounds brought up novel topics. She also enjoyed listening to the different
varieties of English that her classmates spoke. Conversations between non-native
speakers can allow some learners to feel relaxed and therefore speak more frequently
(Shehadeh, 1999). Kyoko stated that the German and French students had far more
advanced English skills than she and the other Japanese students and that she had never
felt that she was on an equal footing with them. However, all of her classmates had
shared the same feeling and status as foreign students, struggling to learn English and
groping for appropriate expressions to communicate their feelings and thoughts.
The 18-month ESL students had greater opportunities than the five-month students
to participate in off-campus activities or take off-campus courses. Kakuko had chosen to
enroll in a psychology course at a local university where her classmates were all
Americans. As part of the course requirement, she was asked to make an oral
presentation in front of the class, which was an extremely challenging task for her.
However, she enjoyed a feeling of great satisfaction in that she was speaking English to
disseminate authentic information and serving practical purposes. She also appreciated
her American classmates’ moral and linguistic support.

向こうでやった授業の形式とか、いわゆるエクササイズ、アクテ
イビテイーの中で一番役に立ったとか楽しかったってのはどうい
うものがありますか。
Kakuko: え～っと楽しかったのは、向こうで取った授業でサイコロジーの
授業があったんですけどそれで生徒ひとりひとりが先生になっ
て授業をするっていうかみんなに教えるという授業があったん
O:
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O:
K:

ですけど、それを私の他は、まあみんなアメリカ人だったのです
ごい大変だったんですけど…
それはサイコロジーが楽しかったというよりは先生の役割をす
るのが楽しかった。
というか、そのみんながすぐ助けてくれるのもすごい良かったし
自分で英語を使うことでやっぱり…

O:

Muko de yatta jugyo no keishiki toka iwayuru ekusasaizu ya akutibiti no
naka de ichiban yaku ni tatta toka tanoshikattano wa doiu mono ga
arimasu ka.
Kakuko: E:tto tanoshikattano wa muko de totta jugyo de saikoroji no jyugyo ga
attan desu kedo sorede seito hitori hitori ga sensei ni natte jugyo o
surutte iuka minna ni oshieru to iu jugyo ga attan desu kedo sore o
watashi wa ma minna amerikajin datta node sugoi taihen dattan
desukedo…
O:
Sore wa saikoroji ga tanoshikatta to iu yori wa sensei no yakuwari o
suru noga tanoshikatta.
K:
To iu ka minna ga sugu tasukete kureru no mo sugoi yokattashi jibun de
eigo o tsukau koto de yappari…
O:

Concerning the classroom-study styles over there, that is, the exercises
and activities, what do you think was the most useful or enjoyable?
Kakuko: As for interesting activities, I took a psychology course over there, and,
in that course, every individual student had to give a lecture in front of
the rest of the class and teach something. Everybody else in the class
was an American, and, for me, it was a very difficult task, but…
O:
Do you mean that the course in psychology was interesting or you
enjoyed acting as a teacher?
K:
Or should I say, everybody offered me help, and it was very nice. I also
appreciated the fact that I spoke English myself to serve a real-life
purpose… (Kakuko Interview 1)

To recapitulate, I had a definite impression that the AWU students, and probably
most young Japanese students, desire to learn speak English, not to analyze grammatical
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points or acquire academic reading and writing skills. Real-life conversations are what
students enjoy and appreciate the most, an important factor that EFL teachers and
researchers need to consider when analyzing Japanese students’ preference for formfocused activities. Students might dislike a certain activity not because it requires the
explicit analysis of grammar or the use of exemplars but because it does not involve any
oral, interpersonal communication.

Watching Movies for Listening Comprehension and Incidental Language Learning
It was not surprising for the students who had signed up for the movie-based
Speech Communication course to choose movie-watching as their favorite activity.
However, it was worthwhile to probe the reasons why they were fond of moviewatching, what they expected to learn from movie-based language activities, and the
criteria by which they chose English-language movies in their daily lives.
All of the interviewees regarded watching movies as the core part of the Speech
Communication course and improving the students’ listening comprehension as its
major purpose. They enjoyed watching movies as a form of entertainment both in and
outside of class and expected to learn useful expressions and structures incidentally.
Most of the time, they relied only on the English dialogue for comprehension. They
occasionally used the English subtitles, but they tried not to be dependent on spoken or
written Japanese.
The participants were primarily interested in the content of the movies rather than
the English expressions used. Hiroko stated that she watched many types of movies in
her spare time. When I asked her whether she would watch one English-language movie
from the beginning to the end or whether she might study small segments one at a time,
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her answer was: “Zettai ikki ni mimasu” (I will definitely watch it all the way through
until the end). She also stated that she never watched the same segment repeatedly. As
an EFL teacher, I believe that a full-length movie of about two hours is too long to
watch during class time and provides an excessively large amount of information that
the average Japanese EFL student cannot assimilate. Their attention to the target
expressions becomes tenuous when the watching time is long. On the other hand, if a
teacher stops a movie in the middle and engages students in language-focused tasks, the
interruption might make it difficult for them to keep track of the plot. The element of
entertainment is also be reduced. The fact that Hiroko views full-length movies at one
sitting for her EFL practice indicates that she is more concerned about the pragmatic
content of the story than learning linguistic forms. For her, movie watching is more
meaning-focused than form-focused.
Kyoko agreed with Hiroko by stating that watching movies was the most
interesting activity in the Speech Communication course and that it was particularly
useful for listening comprehension practice. Acknowledging that some of the movies
were more difficult than the others, Kyoko emphasized that viewers could normally
follow the development of a story by relying on visual cues and their general
background knowledge even if they did not understand the dialogue completely and that
it was the most fascinating aspect of movie watching. Clearly, she regarded watching
movies as a meaning-focused, top-down listening comprehension activity.
Some students had greater motivation to utilize the movies to improve or maintain
their English skills, but their focus on language was not intense. Sachiko stated that she
would choose movies from which she could learn expressions to use during her stay or
trips abroad. However, she also indicated that her priority was comprehending the
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content of a movie. Her attention to the language seemed to be secondary although
somewhat stronger than in Hiroko’s case. She chose interesting or informative movies
(e.g., Gladiator and The Chronicles of Narnia) for her EFL/ESL studies, hoping to
acquire expressions incidentally as a secondary benefit. She watched the same movie a
second or third time if she did not understand the English dialogue very well. In order to
obtain additional exposure to spoken English, Sachiko watched English TV dramas and
English newscasts on satellite channels, but she did not deliberately mix different shows
in order to learn different dialects, styles, and registers.
Rumiko, a returnee who had been watching video-taped English movies regularly
with her older sister since returning from the United States, considered watching movies
as her strategy for maintaining her English abilities. However, she also perceived
watching movies primarily as her favorite form of meaning-focused entertainment.
Having acquired English at an early age in the United States, she was probably quite
comfortable with English phonology and familiar with the cultural background of many
movies; both facilitated her understanding of the movies. She might have been able to
enjoy English movies as easily as Japanese versions even if she did not understand all
the lexical items.
As compared to Hiroko and Kyoko’s purely meaning-focused approach, the way
Kimiko selected and watched English-language movies was clearly more languagefocused. She was an avid and enthusiastic movie watcher, and, when enrolled at the U.S.
satellite, she devoured the videos and DVDs in the institute’s video library, watching as
many as four movies a day when time permitted. However, the way she selected movies
indicated that she was expecting a slightly different type of learning effect. She kept to
the same genre of romantic comedies (e.g., Legally Blonde) because the plots were
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usually simple, the vocabulary was easy to understand, and there were no abstract
concepts involved.
One possible interpretation of Kimiko’s approach is that she was concentrating on
the meaning and could follow the story and simple language easily. However, even in
romantic comedies, the characters occasionally use idiomatic or jocular expressions that
few Japanese students have been exposed to in the EFL classroom. Thus, I am inclined
to believe that she was making conscious efforts to learn new linguistic forms.
Moreover, in the weekly essays that she submitted during the Speech Communication
course, she voluntarily underlined the lexical phrases she had chosen to use, providing
additional evidence of her close attention to linguistic form. Like Hiroko and Sachiko,
she expected to learn linguistic forms incidentally but made somewhat greater efforts to
notice useful expressions and structures.
Another possible interpretation of the above participants’ observations is that some
students switch from the meaning-focused strategy to the form-focused strategy while
watching the same movie—or similar movies—repeatedly and furthering their
understanding of the plots. They might do so unconsciously or as a conscious,
consistent language learning strategy. Takako, who was not confident in her ability to
understand English-language movies without the subtitles, stated that she would not
understand any aspect of a new movie if she could not follow the story and, for this
reason, she concentrated on the plot at first. She also explicitly expressed a desire to
learn new lexical phrases incidentally by watching easy or familiar movies; thus she
might have paid closer attention to form after watching the same movie. Tomiko also
reported that she tended to start recognizing and retrieving useful expressions after
watching the same movie several times. The fact that Kimiko, who watched a great
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number of movies in the same genre, was more form-focused than the other participants
is in accord with the view that the use of the form-focused strategy might be partly
dependent on the degree of learners’ semantic and pragmatic understanding of the target
movie.
Additionally, even students who viewed movie watching as listening
comprehension practice often employed a form-focused strategy, such as trying to
match the phrases that they had heard in different contexts or movies (e.g., Mika) or
looking up unfamiliar words or expressions in the dictionary afterward (e.g., Azusa).
Overall, the participants seemed to perceive movie watching as a meaning-focused
activity, but some learners made varying degrees of conscious effort to learn new
expressions or structures when they had room for paying attention to form.

Students’ Perceptions on the Usefulness of Grammar
Most participants had a strong desire to learn spoken English, rather than analyzing
grammar or studying formal, academic English. They most enjoyed and valued
interpersonal communication. However, their favorite activities did not correspond
exactly to their perceptions of useful knowledge or skills. In high school, they had
found the explicit study of grammar and translation-based reading tasks tedious and
impractical, but, retrospectively, they acknowledged the value of the accumulated
grammar knowledge, regarding it as an important base for their acquisition of more
advanced language skills.
Yuri felt that, for learners who were old enough to be university students, the
exposure to English in communicative contexts alone was not enough to develop or
sustain their English skills because they needed to compose complex sentences and

188

express abstract ideas. In addition, because of the advanced brain lateralization, it would
be difficult for adult learners to decipher a flood of input in real time and store
grammatical rules and structures as implicit grammar knowledge. Yuri believed that she
needed explicit grammar knowledge in order to continue acquiring English in the
Japanese EFL environment. On the other hand, Midori observed that the English
sentences that she used in oral interactions with native speakers were restricted to
simple structures and, in order to maintain her overall English knowledge, preferred to
review the explicit grammar knowledge that she had acquired in secondary school.
The students regarded grammatical knowledge as instrumental for fluently and
accurately engaging in real-time conversation or discussion. Because of the difficulty of
paying close attention to grammatical accuracy and conveying substantial messages
simultaneously, students are likely to produce ungrammatical or awkward sentence
structures during online presentations or conversational interactions without solid
grammar knowledge.
The participants generally accepted the explicit grammar teaching based on the
Grammar-Translation Method as a necessity, although they did not find it to be an ideal
form of language education. They did not seem to believe that grammar could be
learned in any other way. Sachiko preferred to engage in spontaneous conversations or
meaning-focused reading and to discover new linguistic structures or rules incidentally,
rather than to study prescribed grammatical rules. However, when asked about her
conception of an effective approach, she contemplated for a few seconds and said that
she would never understand complex sentence structures in English without studying a
textbook with the teacher’s help. At the same time, Sachiko also acknowledged her lack
of experience in noticing and acquiring new rules through communicative activities.
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Sachiko: (笑いながら) 今まで自分がやってから文法書を見たりって経験
がないので、効率がいいのは文法とかそれなりに覚えてから使っ
た方が。
Sachiko: (Laughingly) Imamade jibun ga yatte kara bunposho o mitaritte keiken
ga naino de koritsu ga iino wa bunpo toka sorenari ni oboete kara
tsukatta ho ga.
Sachiko: (Laughingly) I never had an experience of learning a grammatical form
or rule incidentally and later looking it up in a reference book for
confirmation. So, if you ask me which is more efficient, I’d say it’s better
to learn the grammar first to some extent. (Sachiko Interview 1)

Sachiko had a great deal of experience in explicit grammar study, and this had built
a foundation for later language acquisition. Her educational experiences might have
made her believe that explicit grammar instruction was the safest and surest way of
studying EFL for Japanese learners, at least, in the initial stages of language learning. As
another high-proficiency student, Kimiko also referred to the retroactive effect of the
Grammar-Translation Method, arguing that it is important to learn syntactic rules in a
language-focused course because, in spontaneous speech and conversations, students
are unable to concentrate on the composition of grammatical sentences and therefore
produce a number of ungrammatical or awkward sentences.
Sachiko added, however, that the English expressions and grammatical rules that
students incidentally acquire during oral interactions might enable them to express
important concepts and that the teacher’s feedback on their online speech production
facilitates this learning process. Referring to the same point, Kimiko proposed that,
during online speech or conversations in which a speaker must respond to the
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interlocutor’s statements or questions immediately, excessive attention to grammatical
form might interfere with fluent communication.
Kakuko, whose favorite ESL/EFL activities included small-group discussions and
public speeches, recounted her experiences as evidence that learning more about
grammar would help her become a better speaker and writer. First, she observed that her
limited knowledge of grammar had often interfered with her delivery of a speech when
enrolled in the university’s overseas satellite, causing her to make grammatical errors in
the online production of English sentences. After returning from the United States, she
took an upper-division elective course that required students to tape-record their own
speeches and analyze their grammatical errors. This consciousness-raising activity
might have further heightened her interest in explicitly learning English syntax. Second,
she acknowledged that her explicitly learned grammar had contributed to the
development of better writing skills. She was one of the best writers in my Speech
Communication class, making very few grammatical mistakes in her weekly essays. She
edited each essay carefully, organized it like a piece of an interesting narrative (e.g.,
posing a question to the readers in the introduction or inserting interesting quotes), and
typed the report neatly. While appreciating the efficient and systematic ESL instruction
she had received at the overseas satellite, she emphasized that the huge amount of time
and effort invested in explicit grammar studies in high school had paid off when she was
involved in communicative activities.
Many students continue to utilize the explicit grammar learning strategy even after
they start learning communicative English skills as university students. Kyoko, another
high proficiency student, had hated studying grammar in high school because she could
not attend a cram school and was at a big disadvantage when competing with her
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classmates. In the university, she began to build her knowledge of English grammar
through both writing and speaking activities. Her favorite learning strategy was to
confirm the definitions of basic grammatical rules like mathematical formulae first and,
subsequently, learn additional rules and finer expressions for rhetorical purposes. Her
observation supports the view that some Japanese students continue to rely on an
explicit, analytical learning approach even after entering an English-major program at a
university.
It is important to notice, however, that these high-proficiency students had
personally made a great deal of effort to learn English grammar of their own accord.
Their view might not be shared by all the other students. As mentioned above, the
university students in this study had been through a less intensive educational
curriculum than their predecessors. Takako, for example, did not learn the SVOC
sentence structure until she enrolled in high school and experienced difficulty learning
written and spoken English at AWU’s Tokyo campus and its satellite. She regarded
grammar tasks as extremely difficult and unenjoyable. Mika had performed well in
English grammar tests in junior high school and high school but never learned to use
passively learned grammar knowledge in productive speaking tasks. Takako and Mika’s
observations might reflect the conception of grammar held by the students who were not
strongly motivated to learn English independently.
The informants generally believed that the combination of an explicit analysis of
grammatical rules and fluency-based communicative, interactive activities was
necessary for language learning. However, one major problem in the analysis of
language acquisition based on students’ self-reports is that the individual learners were
not fully conscious of what language skills they were acquiring when engaged in each
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language learning activity and did not remember precisely what they had learned
incidentally. This is partly due to the fact that the learners’ own language learning
experiences were limited in length and variety. Consequently, their self-reports must be
interpreted with caution.

Repetition Practice in ESS Activities
The participants tended to express a lack of interest in, or negative feelings about,
the oral repetition of lexical phrases or example sentences. However, it did not mean
that they had never engaged in oral repetition or did not appreciate using syntactic or
phonological exemplars provided by their instructor. Students with strong selfregulation who are willing to make extra efforts might even appreciate it as a useful way
to polish their advanced language skills.
During my conversation about oral repetition with Sachiko, I offered my personal
view that the rote memorization of a set of sentences or a passage can be compared to
the process by which karaoke singers sing their favorite songs repeatedly until they have
completely memorized the lyrics. In reply to my analogy, however, she argued that she
might strive to learn beautiful songs by heart for entertainment purposes but would not
feel motivated to memorize conversational patterns or newscasters’ messages that had
no aesthetic value.
Interestingly, however, Sachiko used to be a member of English Speaking Society
(ESS), a student organization for English activities. Although she left the club for a
personal reason in her sophomore year, she recalled the ESS activities that included
intensive oral repetition practice as distinctly positive experiences:
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ＥＳＳにいた時は何をやってたんですか。なんか私は入ったこと
がないんですけども、スピーチとかドラマとかなんかデイベート
とか分かれてるらしいんですけども [Sachiko：はい] 何やってた
んですか。
Sachiko: 私は一応セクションに分かれていたので、デイスカッションのセ
クションに入ってはいたんですけど、土日に大会とかがあって
[O：はい] 全部行けてなかったんでそっちのことはよく分かんな
いんですけど、あとは１年生の時は先輩がケネデイー大統領、有
名なのを持ってきて下さって、それをみんなで覚えて。先輩に文
法を解説してもらって単語の意味を教えてもらって、みんなで覚
えて、で先輩と顧問が K 先生なので K 先生にジャッジをしても
らってそういうのをやったり(…)セミナーっていうのを先輩が開
いてくださって、それで発音の仕方をその教材を見ながら、みん
なで鏡を見ながら練習したり、あとドラマを見ながらイデイオム
を覚えたり、あとクリスマスが近かったんでクリスマス聞いたり
弾いたりしました。
O:

O:

ESS ni ita toki wa nani o yattetan desu ka. Nanka watashi wa haitta
koto ga nain desukedomo supi:chi toka dorama toka nanka dibe:to toka
wakareteru rashiin desu kedomo [Sachiko: Hai] nani yattetan desu ka.
Sachiko: Watashi wa ichio sekushion ni wakareteta node disukasshion no
sekushion ni haittetan desu kedo donichi ni taikai toka ga atte [O: Hai]
zenbu iketenakattan de socchi no koto wa yoku wakan nai desu kedo ato
wa ichinensei no toki wa senpai ga kenedi daitoryo yumei nano o motte
kite kudasatte sore o minna de oboete. Senpai ni bunpo o kaisetsu shite
moratte tango no imi o oshiete moratte minna de oboete de senpai to
komon ga K sensei nanode K sensei ni jajji o shite moratte soiuno o
yattari (…) semina-tteno o senpai ga hiraite kudasatte sorede hatsuon
no shikata o sono kyozai o minagara minna de kagami o minagara
renshu shitari ato drama o minagara idiomu o oboetari ato kurisumasu
ga chikakattan de kurisumasu ki:tari hi:tari shimashita.
O:

What were you doing when you were in ESS? In fact, I had never been
in an ESS myself, but I hear that the club is divided into such
departments as speech, drama, and debate. What were you doing?
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Sachiko: As it was divided into different departments, I chose to be in the
discussion department, though division was mostly for the sake of
formality. But the major events were held on Saturdays and Sundays
[O: Uh-huh], and I couldn’t attend all those events. So, I don’t know
much about what was going on there. Aside from those [discussion
contests], when I was a first-year student, one of the sempai students
brought a transcript of that famous speech by President Kennedy, so we
all tried to memorize it. A sempai explained grammatical points and
taught us the meanings of words, and we all tried to remember the
speech. And since Prof. K was our advisor, Prof. K served as a judge
and let us practice delivering the speech (…). Then, the sempai students
held what was called a seminar for us; we practiced pronunciation,
studying the pronunciation textbook and looking [at the images of our
own mouths] in the mirror. We also watched dramas to learn new
idioms, and, since the Christmas vacation was near, we played and sang
Christmas songs. (Sachiko Interview 2)

This excerpt provides evidence that she had listened to the model (i.e., a taped
speech by President Kennedy) and engaged in intensive oral repetition for pronunciation
practice and rote memorization.
The recitation of a famous speech is part of an introductory ESS training. Students
read the same sample speech (e.g., a well-known speech by John F. Kennedy or Martin
Luther King) repeatedly and spend a considerable amount of time memorizing the text
and rehearsing their speech. It is customary for Japanese students to memorize the entire
text and deliver the speech without looking at the text. Sachiko had engaged in intensive
oral repetition practice as an ESS member and made no negative comments about it
during the interview.
My interpretation of Sachiko’s seemingly contradictory observations is that, when
involved in ESS activities, she was probably not conscious of the fact that she was
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engaged in repetitive training. Oral repetition in the form of speech rehearsals was not
conducted autonomously; it was integrated into a more complex activity involving a
number of communicative interactions and social events. Older students in the same
club explained the difficult grammatical points and lexical items to her and other firstyear students. The first-year students tried to learn correct pronunciation, supported by
the images of their mouths in the mirror and the older students’ metalinguistic
explanations. Then, the native English-speaking professor held an in-house speech
contest, giving them a chance to speak in front of an audience and providing feedback
on their performance. Furthermore, they saw English language dramas and studied
idiomatic expressions or sang Christmas songs in English when not engaged in public
speaking activities. Engaged in multiple language tasks, Sachiko might have perceived
her speech rehearsal as part of a communicative or integrative public speaking activity.
Hiroko had also joined the university’s ESS and was still a member of the club at
the time I conducted my second interview with her. Her reflection on her ESS
experiences also supported the view that serious AWU students—particularly, those
who voluntarily participate in extracurricular activities to improve their English
skills—are willing to engage in intensive oral repetition. Although she clearly expressed
a lack of enthusiasm for repetitive practice when talking about watching movies, as a
member of ESS, she had engaged in intensive oral repetition in preparation for a speech
contest.
O:
Hiroko:
O:
H:

どれぐらいの準備します。
準備期間 [O：はい] ってことですか。一ヶ月ぐらい。
一ヶ月。で原稿を書いて [H：はい] まあ人にチェックしてもらっ
て [H：はい] で何回ぐらい繰り返し練習しますか。
え～っ。
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O:
H:
O:
H:
O:
H:
O:
H:
O:
Hiroko:
O:
H:
O:
H:
O:
H:
O:
H:
O:
H:
O:
Hiroko:
O:
H:
O:
H:
O:

まず人前じゃなくって自分でね、練習―
出来るだけ練習したいです。まあ数えた事ないですけど [O：は
い] でも―
＝十回ぐらいはやります。
いやもっとやります。(笑いながら)
30 回やります。
はい。
でそれでいつも通してやっちゃうんですか、始めから終わりまで。
それとも部分的に [H：いや] ここの部分を―
＝はい、弱いところをやります。
De dore gurai no junbi shimasu.
Junbi kikantte [O: Hai] koto desu ka. Ikkagetsu gurai.
Ikkagetsu. De genko o kaite [H: Hai] ma hito ni chekku shite moratte
[H: Hai] de nankai gurai kurikaeshi renshu shimasu ka.
Eh.
Mazu hitomae ja nakutte jibun de ne. Renshu—
Dekirudake renshu shitai desu. Ma kazoeta koto nai desu kedo [O: Hai]
demo—
=Jukkai gurai yari masu ka.
Iya Motto yarimasu (laughingly).
Sanjukkai gurai yarimasu.
Hai.
De sorede itsumo to:shite yaccahun desu ka hajime kara owari made.
Soretomo bubunteki ni [H: Iya] kono bubun o—
Hai yowai tokoro o yari masu.
And how much time do you spend for preparation?
You mean the preparatory period? [O: Yes.] About a month.
About a month. So, you write the text [H: Yes], have someone check
your text [H: Yes], and how many times do you practice reading it?
Well
I mean practicing by yourself, first, not in front of an audience.
I want to do it as many times as possible. I’ve never counted it [O:
Okay] but—
=Like 10 times.
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H:
O:
H:
O:
H:

No, I do it MORE OFTEN (laughingly).
Do you do it 30 times?
Yes.
And do you always do it right from the beginning till the end, or do you
choose a certain part [H: Well] and concentrate on that part—
Yes, I’ll practice the part that I am weak at. (Hiroko Interview 2)

Hiroko explained that she first asked an EFL teacher to correct the grammatical
mistakes in her text. Then, she practiced pronouncing each sentence correctly by
following a model speaker’s pronunciation and reading the text out loud more than 30
times until she memorized the speech. Moreover, unlike when watching movies, she
concentrated on a small segment of her speech that was challenging and read it out loud
repeatedly so that she would be able to deliver it fluently. Overall, her preparation for
the delivery of a speech is part of the multiple form-focused language training that
included the teacher’s explicit feedback on her composition, her recitation of the text,
and her analysis of difficult phonological, syntactic, and lexical forms in the process of
rewriting the text and training to read the revised speech out loud smoothly. She enjoyed
collaborative work with other members of the same club and their advisor, and the fact
that she had a socially meaningful goal (i.e., trying to win a prize in an intercollegiate
speech contest) further encouraged her to continue rehearsing the speech. Consequently,
although Hiroko did not perceive oral repetition or rote memorization of a passage as an
exciting EFL activity, she did not seem to perceive it as an unbearably tedious task,
either, as long as it was part of a collaborative, integrative, and personally interesting
activity.
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Retrospective Recognition of Oral Repetition Practice
Most participants’ reaction to oral repetition for rote memorization was negative,
and a few students who had employed this strategy did not perceive it as an enjoyable
activity. As mentioned above, Hiroko memorized her five-minute speech in preparation
for a speech contest. Rumiko reported that, since her childhood, she had been
memorizing English expressions in sentences (as opposed to individual words and
syntactic rules). In these two cases, however, the students were not clearly conscious of
their use of a rote-memorization strategy. In contrast, the observations by Yuri and
Midori provided exceptional but illustrative cases in which learners became more aware
of the usefulness of oral repetition and rote rehearsal.
Yuri referred to two interesting episodes in her language learning history. First, she
attended a cram school as a high school student in order to prepare for her university
entrance examinations. The primary purpose of the cram school was to teach students
the skills needed to pass the grammar-oriented examinations, but Yuri’s teacher wanted
the students to learn practical English as well. This teacher’s conception of practical
English was to memorize useful sentences. Yuri and her classmates were guided to
listen to a taped English story repeatedly and eventually learned the entire story by heart.
Every week, the students were required to memorize three or four sentences from the
taped story at home and recite them in front of the teacher at the next class session. Yuri
had not enjoyed this activity then, but, looking back on this experience, she
acknowledged that it had built the basis for her later language learning because she
could use some of the memorized linguistic chunks and felt that rote rehearsal was a
useful language learning strategy. The same activity also improved her listening
comprehension abilities.
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Her second story deserves greater attention. A few years later, when Yuri enrolled
in an ESL program at AWU’s overseas satellite, she and a group of her classmates
voluntarily organized a musical performance. They downloaded the text for Wicked and
made arrangements to perform the show in front of all the other AWU students enrolled
at the same overseas institute. In their rehearsals, they sang the songs until they
memorized the lines and were ready for a two-hour performance. This process required
intensive oral repetition and rote rehearsal.
Yuri: ミュージカルの Wicked を英語でですね、有志で集まって。で 2 時間
の公演をするのが目標であって、で全部ブロードウェイの方からスク
リプトも下ろしてきて、自分たちで本当にすべて考えてって形だった
んですけど、それをやるにあたって、役割分担をして、で歌を覚えな
きゃいけないじゃないですか。するともう必然的に覚えるために歌っ
て歌って歌っていうことなので、いつもよりも覚えようって覚えたわ
けではないけれども。え～－
O: そのセリフは歌の中に入ってるんですか。全部基本的に歌なんですか。
Y: そうですね。ほとんどが歌でしたけど、セリフとして言うところもあ
ったのでそっちの方が文法的にも。
O: はい。かなり覚える分量は多かったと思うんですけど。
Y: はい。
O: どうやって覚えました。
Y: え～っと毎日聞いて、歌って、聞いて歌ってですね。（少し笑いなが
ら）
O: 口でやっぱり [Y：そうですね] (…) 発音して。
Y: はい。
Yuri: Muzikaru no wikkido o eigo de desune, yushi de atsumatte. De nijikan no
koen o suruno ga mokuhyo de atte de zenbu burodowei no ho kara
sukuriputo mo oroshite kite jibun tachi de honto ni subete kangaetette
katachi dattan desu kedo sore o yaru ni atatte yakuwari buntan o shite de uta
o oboenakya ikenai ja nai desu ka.
O: Hai.
Y: Suruto mo hitsuzenteki ni oboeru tame ni utatte utatte utattette iu koto nano
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O:
Y:
O:
Y:
O:
Y:
O:
Y:

de itsumo yori oboeyotte oboeta wake dewa nai keredomo. Eh…
Sono serifu wa uta no naka ni haitterun desu ka. Zenbu kihonteki ni uta nan
desu ka.
So desu ne. Hotondo ga uta deshita kedomo serifu to shite iu tokoro mo
attanode socchi no ho ga bunpoteki nimo.
Hai. Kanari oboeru bunryo wa okatta to omoun desu kedo.
Hai.
Do yatte oboe mashita.
E:tto mainichi kiite utatte kiite utatte desune (slightly laughing).
Kuchi de yappari [Y: So desune] hatsuon shite.
Hai.

Yuri: A group of volunteers gathered and decided to perform Wicked in English.
We targeted for a two-hour performance, and we downloaded the text from a
Broadway web site and made all the decisions about how to stage the
musical ourselves. And we had to divide up the tasks and memorize the
songs. Then, we inevitably ended up singing and singing and singing
endlessly. We were not necessarily trying to memorize the sentences, but…
O: Were all the target sentences included in the songs? Were all the lines in the
form of songs, instead of dialogues?
Y: Yes, most of our lines were in songs, although there were some dialogues,
too. And those dialogues helped us learn some grammatical rules.
O: I see. I’ll bet you had to memorize a huge number of sentences.
Y: Yes.
O: How did you memorize them?
Y: Well, we kept listening and singing and listening every day…just like that
(slightly laughing).
O: So, you did it orally [Y: Yes, we did], pronouncing the sentences.
Y: Yes. (Yuri Interview 1)

Yuri’s part in the musical included five or six songs, and she sang all those songs
with the other members three times every day and continued throughout the two-month
rehearsal period. During the same period, she also sang the same songs at least twice a
day in her room as her individual training. Although the training was intense, Yuri and

201

her teammates enjoyed singing the songs and organizing the large-scale collaborative
project tremendously. Oral repetition, in the form of singing and reciting dialogues, was
part of the integrative and collaborative activity of organizing and staging a play. This
was probably why she did not remember the project as a tedious, exhausting experience
of endless repetition.
Although Yuri’s devotion to musical performance was comparable to Sachiko and
Hiroko’s involvement in ESS activities, the major difference was that Yuri recognized
that the singing rehearsals constituted intensive oral repetition training, which served as
a useful instrument for memorizing a number of English sentences.
Yuri explained her strategies to memorize the songs in her second interview. She
tried to visualize the story development depicted in each song and used the entire “body
feeling” (i.e., including such voicing mechanisms as the lungs, abdomen, lips, and
tongue). She was normally able to memorize one song after singing it 10-15 times.
However, she continued practicing because it strengthened her confidence to perform
well in front of a large audience. She sometimes experienced fatigue as she continued
rehearsing for a long time, which resulted in occasional mistakes (e.g., imperfect
pronunciation or mixing the words in the first stanza with those in the second). At that
point, the singing did not contribute anymore to her language acquisition; instead, the
continued practice constituted her conditioning for perfect performance at the important
presentation. After their performance, the group members enjoyed a great feeling of
accomplishment.
Midori told a different but equally meaningful story concerning the conscious use
of oral repetition. Midori worked on Narita Express trains that were packed with foreign
tourists and visitors. She observed that this part-time job, which she still held at the time
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of the interview, provided her with more frequent opportunities to interact with native
speakers of English than when she was in the ESL program at AWU’s overseas satellite.
She not only pushed a cart stocked with beverages and snacks down the aisle and sold
the products to English-speaking passengers but occasionally had a light conversation
with the passengers. For example, she once struck up a conversation with the producer
of animated movies, and they briefly talked about her student life and his professional
career.
More importantly, however, as part of her duties, Midori had to make English
announcements for the foreign passengers on board, using the intercom. This task
involved her in repeating a set of formulaic English sentences. She enjoyed it very much
and found it useful for learning English expressions.

Midori: 元々その大学受験の時点では単語は見て覚える派だったので、も
う正直書くよりはまずは見て暗記してそのあと書いてで声に出
すことはなかったんで。
O:
はい。
M:
でも今のそのバイトで車内放送を英語でやるんですけども、毎日
やってるとやっぱり同じ文章だから覚えるんですけども、でも覚
えると今度発音に注意する余裕とかできたりとか。[O：はい、は
い] と何かやっぱりイントネーションのつけ方とか分かってくる
んで [O：なるほど] 繰り返すのはありかなとそこで思いました。
Midori:

O:
M:

Motomoto sono daigaku juken no jiten dewa tango wa mite oboeru-ha
datta node mo shojiki kaku yori wa mazu mite anki shite sono ato kaite
koe ni dasu koto wa nakattan de.
Hai.
Demo ima no baito de shanai hoso o eigo de yarun desu kedomo
mainichi yatteruto yappari onaji bunsho dakara oboerun desu kedomo
demo oboeru to kondo hatsuon ni chui suru yutori toka dekitari toka
[O: Hai hai] to nanka yappari intoneshion no tsuke kata toka wakatte
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kurunde [O: Naruhodo] kurikaesuno wa arikana to soko de omoi
mashita.

Midori:

O:
M:

When I was studying English for university entrance examinations, I
was originally a type of person who would memorize new words by just
looking at them. Honestly, I always memorized the words through
visual observation and never bothered to write them on a piece of paper
or pronouncing them later.
Uh-huh.
But at my present job, I must make business announcements in English
on trains, using the intercom, and, reading out the same messages every
day, I end up memorizing the sentences by heart. Once I’ve memorized
the sentences, I have room for paying attention to my pronunciation [O:
Uh- huh]; I even learn to produce correct intonation patterns as well.
[O: I see] And I thought that repetition was also a rather effective
language learning tactic in its own way. (Midori Interview 1)

By reading the formulaic messages out loud repeatedly, Midori memorized the
expressions and sentence structures with little effort, which, in turn, allowed her to pay
closer attention to pronunciation and intonation patterns. She perceived it as a very
useful experience. Considering that she had not set any value on oral repetition when
she was a high school student and only later recognized its usefulness, the use of this
approach might have been a novel and awakening experience in her EFL learning
history.
It must be acknowledged that Midori’s use of formulaic English expressions for
business announcements does not constitute a creative type of language use. She
admitted herself that, although she often paraphrased or adjusted her messages at her
own discretion when making the same announcements in Japanese, she tended to be
dependent on the prescribed English sentences. However, she also had chances to have
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incidental English conversations with passengers during her sales tasks. As in the case
of Sachiko and Hiroko’s involvement in multiple language activities as ESS members,
the oral repetition facilitated Midori’s general use of English by functioning as part of
her multi-faceted, work-related language activity. Mechanical oral repetition was not
practiced independently of conversational interactions with English-speaking
passengers.

A Preference for Reruns Instead of DVDs or Tape-Recordings
Another interesting point regarding the students’ perception of repetition was
reflected in the way they made repeated use of the same audiovisual materials. Among
the 14 participants, Sachiko, Midori, Mika, and Takako indicated that they watched their
favorite movies several times for the purpose of language learning. However, Sachiko
stated that she did not make a copy of a movie broadcast on TV or rent a DVD and
watch it several times in a row. Instead, she watched the rerun of her favorite movie for
the second or third time on a TV cable channel. She never forced herself to sit in front
of the TV and watch the same movie repeatedly to obtain linguistic input, let alone
extracting useful lexical phrases and orally repeating them in order to memorize them.
Later in the same interview, Sachiko recounted her experience of listening to an
EFL radio program for her listening comprehension practice as a junior high school
student. Just as she watched the reruns of movies, she listened to the same lesson
several times a day. The national broadcasting service in Japan (Nihon Hoso Kyokai
(NHK) or Japan Broadcasting System), airs a beginning-level English course on a
weekly basis, and each lesson is broadcast in the early morning, in the late afternoon,
and late at night, so students or working people can listen to it in their free time.
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However, I wondered why she did not tape-record the lesson and listen to it at her
convenience, instead of getting up early to catch the early morning broadcast. She could
have even built up a library by taping a complete series.

Sachiko: 前回にリスニングの方は得意だって言ってたんですけど、多分そ
れは中１の時からラジオの基礎英語をずっと聞いてたので,じゃ
んじゃんやってた時は、もう朝も早くから起きなくちゃいけない
し、起きてるのか起きてなんだか分かんないような状態でやって
たんですけど、やっぱり高校に入ってから、止めて「ああ役に立
ってたんだな」、まわりの子と比べて―
O:
ああ、止めた時にね。
S:
はい、
「ああちょっとリスニング私できるかも」って思いました。
O:
う～んなるほどね。それでなぜテープに取らなかったんですか。
S:
いや。
O:
朝早く起きなけりゃならないから。
S:
でも朝と、１日にあれ３回やってるじゃないですか。
O:
ああ、はい。
S:
朝普通なんかちゃんと聞けなかった日は夕方６時台のを聞いた
りして。
O:
それはテープに取っといて後でやるってことはやらないんです
か。
S:
（苦笑しながら）やらなかったです。あの月末の歌だけは集めて
（笑いながら）…
O:
はあはあ。それは置いとくとやっぱりほったらかしになるからで
すか、もうその時間によってやった方がいい。
S:
＝絶対やらないですね私。
O:
ああなるほどね。
Sachiko: Zenkai ni risuningu no ho wa tokui datte ittan desu kedo tabun sore wa
chu-ichi no toki kara rajio no kiso eigo o zutto ki:tetano de jan jan
yatteta toki wa mo asa mo hayaku kara okinakya ikenai shi okiteruno
ka okitenain daka wakan nai yona jotai de yattetan desu kedo yappari
koko ni haitte kara yamete “Ah yakuni tattetan dana,” mawari no ko to
kurabete—
O:
Ah, yameta toki ni ne.
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S:
O:
S:
O:
S:
O:
S:
O:
S:
O:
S:
O:

Hai “Ah chotto watashi risuningu dekiru kamo” -tte omoi mashita.
U:n naruhodo ne. Sorede naze te:pu ni toranakattan desu ka.
Iya.
Asa hayaku okinakya naranai kara.
Demo asa to ichinichi ni are sankai yatteruja nai desu ka.
Ah hai.
Asa futsu nanka chanto kikenakatta hi wa yugata rokuji dai no o ki:tari
shite.
Sore o te:pu ni tottoite ato de yarutte koto wa yaranain desu ka.
(With strained laughter) Yaranakatta desu. Ano getsumatsu no uta dake
wa atsumete (laughing again).
Ha ha. Sore wa oitoku to yappari hottara kasha ni naru kara desu ka.
Mo sono jikan ni yotte yatta ho ga ii.
=ZETTAI yaranai desu ne watashi.
Ah naruhodo ne.

Sachiko: During the last interview, I said that I was good at listening
comprehension, but it was probably because I had always been listening
to the basic English course on the radio since I was a first-year student
in junior high school. When I was going all out, I woke up early in the
morning to do it, although I wasn’t really sure whether I was awake or
half asleep. Then, when I entered the high school, that is, after that
experience, I realized that what I had been doing was useful, noticing
the difference between my classmates and myself.
O:
I see, [you noticed it] after you stopped it.
S:
Yes. I thought, “Wow, it looks like I’m rather good at listening
comprehension.”
O:
Oh, I see. But why didn’t you tape-record it?
S:
Well.
O:
You had to get up early in the morning [because you didn’t tape it].
S:
But it is aired three times a day, including the one in the morning, isn’t
it?
O:
Oh, yes.
S:
If I miss the morning broadcast or part of it, then, I might catch it at six
in the evening, for example.
O:
Didn’t you try to make a copy of it, using your tape-recorder, and listen

207

S:
O:
S:
O:

to it later?
(With strained laughter) No, I didn’t. Well, I was just making a
collection of monthly songs, though (laughing again).
Uh-huh. Is that because you thought you would leave the taped-lessons
abandoned forever? Would you rather do it online?
=I would NEVER do it later.
I see. (Sachiko Interview 2)

Sachiko explained that she would have left the tape-recording unused because she
could use it any time. In place of the university schedules that obligated students to be
in the classroom at the designated time or the teacher who pressured them to finish their
assignments, Sachiko utilized the radio schedule as pacesetter and forced herself to sit at
her desk and study. In a sense, she relied on what might be called quasi-group dynamics
that pressured her to listen to the radio lecture regularly and finish the task at once.
On the other hand, the radio lecturer chose a beautiful English song to play each
month and played it at the last session of the month. Sachiko made it a rule to taperecord those monthly songs because she wanted to listen to them repeatedly. The
beautiful melodies or lyrics attracted her and intrinsically motivated her to engage in
continuous repetition.
Likewise, Kyoko often watched an English conversation program on NHK, which
she was continuing as a third-year university student. This program was organized like
an entertaining show, in which a native speaker of English and an attractive Japanese
actress presented a few simple but useful English expressions that Japanese students
might not learn at school. For the same reason that Sachiko mentioned, Kyoko did not
bother to tape every week’s segment on video or DVD. Instead, she strove to watch the
reruns of the same TV lessons and take notes of important points.
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From these participants’ observations, I received an impression that many
contemporary Japanese students are reluctant to reuse the same materials or engage in
mechanical oral repetition because such tasks are impersonal and require stoic selfregulation. In contrast, the mass media served as a quasi-community, and students felt
like members of that community. The lecturer addressed them on the radio, although not
in person; otherwise, their favorite TV personalities appeared on the TV and acted as if
they were EFL learners themselves sharing the same target expressions to use in a likely
conversational situation. The mass media represented a pseudo-community, making
individual listeners feel as if they were engaged in collaborative or social activities.
Another interesting story connected with repeated exposure to English was
recounted by Takako. At every lunch recess, she and her junior high school classmates
listened to beautiful English songs played over the intercom; the same songs were
played every day for a certain period of time. As an EFL student at AWU, Takako
experienced difficulties with various types of speaking activities and grammatical tasks,
but, as one clearly positive experience, she remembered listening to Beatles’ songs
played during the lunch break in junior high school. At the time of the interview, she
said that she could still recall the lyrics after the lapse of seven or eight years. The
English songs were played for an aesthetic ambience during the lunch time; no one was
obligated to listen to them carefully. Takako and her classmates just relaxed and listened
to beautiful music over lunch, occasionally singing softly to the taped songs. As a result
of repeated listening, she ended up remembering the songs semi-permanently. A number
of positive factors that help students acquire new linguistic forms relatively effortlessly
(i.e., socialization, aesthetic ambience, and repeated exposure) were involved in
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Takako’s experience with the Beatles’ songs. Importantly, however, she listened to the
same song just once a day and continued it over an extended period of time.
It is understandable that not all students shared the idea that encountering target
expressions or grammatical structures repeatedly in varying contexts was the most
effective approach to learning. Some students preferred to expose themselves briefly to
the same expressions, whereas others appreciated and valued noticing the use of the
target form in novel contexts, which is illustrated by the following cases.
Midori preferred to watch the same movie several times without a considerable
lapse of time, as this allowed her to be exposed to the same expressions. Moreover,
becoming familiar with the plot allowed her to pay closer attention to the target forms.
Likewise, Miki, a singer with a long experience in voice training, also appreciated the
opportunities to watch her favorite movies several times consecutively because it was as
enjoyable as listening to her favorite songs.
On the other hand, Yuri argued that, without learning to match the exemplars
presented in unfamiliar contexts, language learners would never be able to handle reallife oral communication. Furthermore, Mika, who liked watching the same movies
repeatedly, added that she enjoyed catching an actor/actress using the same phrase in
different scenes in one movie; she sometimes noticed minor differences between the
actors’ utterances and the subtitles. A slightly challenging element seemed to be
necessary even in an activity that involved repetition.
Noticing the same expression in different contexts led some of the participants to
learn useful expressions incidentally and rapidly. Rumiko reported that she had first
encountered the expression six o’clock sharp when watching a movie titled Mrs.
Doubtfire. When she later found it on a TOEIC test, she was delighted to realize that it
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was the same expression that she had noticed in her favorite movie and confirmed that
the phrase meant “exactly at six o’clock.” Likewise, Aiko studied such expressions as a
piece of cake, ace it, and butterflies in the stomach in a slang and idiom course at
AWU’s American satellite. When she later found her teacher using the same expressions
in his/her conversations with her, she immediately understood and acquired them. She
could retrieve and vocalize the phrases during the interview.
Exposing learners to target linguistic forms continually over an extended period of
time might contribute to second language acquisition to a greater extent than the
compulsory exposure without intervals. The learners might also become cognizant of
the important purpose of continued exposure in the process of gradually acquiring new
expressions, syntactic rules, or lexical or phonological items. The concrete ways to
implement practical classroom teaching plans based on these conceptions of recycling
require further research.

Reflections on the Interview Analyses
The general tendencies observed in the interviews thus far have been that: (a) the
students perceived movie-watching as an interesting and entertaining listening
comprehension activity and expected to learn useful expressions incidentally; (b)
although they indicated a lack of enthusiasm for oral repetition or the rote memorization
of sentences/passages, they engaged in intensive repetition practice when it was part of
an integrative activity involving interactions with other people or when they
acknowledged the usefulness of this strategy through fruitful, personal experiences; (c)
the learning strategies they employed outside EFL classes for successful or enjoyable
experiences could positively influence their language learning, (d) they regarded
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studying English grammar as an important base for their overall language learning, and;
(e) language courses that expose learners to target linguistic forms in varying contexts
over an extended period of time are preferable to those that engage them in intensive
mechanical repetition.
The participants’ major interest was to improve their speaking and listening skills,
instead of engaging in the grammatical analysis of sentence structures or learning
academic English. Their ultimate purpose was to carry out oral communication fluently
either on overseas trips or at their future jobs, and interpersonal communication,
socialization, and cultural experiences encouraged them to continue their EFL/ESL
studies. The participants’ favorite EFL/ESL activities did not include parrot-like oral
repetition of provided sentences, dialogues, and passages. However, the interview
results suggested that students would orally repeat and rote-memorize parts of a written
or tape-recorded text or reuse the same audiovisual material when such tasks were
integrated into a communicative, social, or collaborative activity. There was also
evidence that the repeated use of the same activity or material after the lapse of time
helps learners consolidate their knowledge without boring them.
The students further acknowledged the importance of the grammar knowledge they
had acquired through the Grammar-Translation Method in junior and senior high school.
Whether or not they had enjoyed the grammatical analysis or translation-based reading
activities in high school, they believed that their explicit knowledge of grammatical
structures contributed to their present language abilities and provided them with a base
upon which they could build more advanced communicative skills. The participants
generally agreed that a balanced combination of fluency-based speaking practice and
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focus-on-formS grammar learning is indispensable for the acquisition of advanced
communicative English skills.
The teacher’s responsibility might be to generate the most appropriate combination
of EFL activities—including meaning-focused and form-focused communicative
activities, planned teaching or incidental learning of useful linguistic forms,
grammatical analysis, and the use of oral repetition and rote memorization—and
determine the best type of activity in which repetition can be embedded, such as
dramatic performances, public speaking, and singing in front of an audience, as these
activities might be perceived as attractive and entertaining.

Integration of Quantitative and Qualitative Results
The present study falls into a category that Creswell and Plano Clark (2007)
labeled as a concurrent mixed-methods study. The quantitative phase assessed the
effectiveness of oral repetition in the communicative, task-based language learning
contexts utilizing reliable techniques for statistical assessment, and the qualitative phase
delved into the reasons why the participants reacted to the treatments positively or
negatively through the in-depth analysis of their perceptions expressed in unstructured
interviews. The quantitative and qualitative studies were carried out independently until
this stage, when the results are ready to be integrated for interpretation. The results in
the two phrases, as well as the semi-qualitative corpus analysis section embedded in the
quantitative phase, produced complementary evidence in the following three areas.
First, the quantitative analyses produced statistical evidence that the oral repetition
treatment facilitates learners’ short-term retention of target lexical phrases but did not
facilitate their long-term memory or use. Adding to its limited functions, the qualitative
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results showed that oral repetition was not perceived by students as an enjoyable or
useful activity and had a negative aspect of lowering their motivation for language
learning. Both phases of the study indicated that oral repetition activities must be
administered cautiously in Japanese EFL classrooms.
Second, the study results evidenced positive sides of oral repetition as well. The
qualitative interview results indicated that some highly proficient students appreciated
the use of oral repetition as a way to increase the fluency of their public speaking, to
expand their linguistic repertoire, or to attend to detailed features of target expressions.
Moreover, high proficiency students’ narratives implied that they could accept the
tediousness of intensive oral repetition of phrases and sentences when it was exercised
in the service of more interesting communicative or collaborative activities. The
students’ perception of oral repetition as a useful instrument for polishing their
pronunciation shed light on another positive aspect of this focus-on-formS language
learning technique as well.
Third, the corpus analysis of students’ essays showed which lexical phrases were
used frequently, and the in-depth interviews illustrated the students’ perceptions of
interesting topics and movie scenes; these data, in combination, made it feasible to
deduce what elements of target lexical phrases might facilitate their use of the phrases.
The integrated corpus and interview data also provided additional information
concerning the interrelationship between the frequency at which a target phrase is
presented over time and the possibility of learners’ long-term use or acquisition of the
form.
The detailed interpretations of specific features of oral repetition, communicative
tasks, and other form-focused language activities are presented in the following chapter.
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CHAPTER 5
DISCUSSION

Quantitative Study
The Effects of Task-Only and Task-Plus Treatments
Research Question 1 was: Do Japanese EFL students use lexical phrases after the
task-only instructional treatment or after the task-plus-oral-repetition treatment?
Research Hypothesis 1 predicted that the participants would recognize and use more
lexical phrases after the task-plus-oral-repetition treatment. The first research hypothesis
was partially supported. The results of the two-way repeated-measures ANOVA
indicated that the students remembered a significantly greater number of lexical phrases
after the task-plus treatment on the weekly tests that were administered immediately
after the treatment. However, no statistically significant difference between the numbers
of phrases they remembered from the two treatments was found for the final tests
administered at the end of the semester. The participants were not guided to review any
expressions before the final examination, but several lexical phrases were incidentally
presented several times during the semester.
The chi-square tests, which compared the numbers of people who used more target
expressions after the two treatments, indicated that the task-plus-oral-repetition
activities facilitated the students’ use of the target phrases on the weekly essays, which
were submitted one week after the class session, but they did not positively affect their
use of the target expressions in the final essays written at the end of the semester. This
finding is in accord with the ANOVA results for the cloze tests. I decided on the
instructional policy of only encouraging the participants to use several lexical phrases,
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instead of requiring them to use many in order to give them some latitude in their essay
writing. However, in order to assess learners’ ability to use formulaic phrases at a
productive level more accurately, it seems necessary to pressure them to compete with
each other in using more target phrases.
One encouraging finding in favor of the use of direct language enhancement
involving oral repetition was that the chi-square tests for the final essays narrowly
missed the level of significance (p = .052). This study did not have a large N-size and
might not have had enough power to detect effects that were present. If this is the case,
replications with larger N-sizes would possibly confirm that the task-plus treatment
positively influenced the students’ use of lexical phrases in final essay writing.
The t-test results, which compared the numbers of lexical phrases that the students
used after the two treatments, showed that the students used significantly more target
lexical phrases after the task-plus treatment on the final essays, but not on the weekly
essays. One interpretation of the findings is that the oral repetition activities positively
influenced the students’ use of lexical phrases in their essay writing to some extent, but
there was no conclusive evidence that they improved the students’ performance to a
statistically significant degree either immediately afterward or after a lapse of time.
Another tendency observed in the essay data was that the percentage of 2009
students who used the target phrases more frequently after the task-plus treatment was
greater than that of the 2008 participants who did so. This was because more attractive
and interesting oral repetition activities were used in 2009. As stated in Chapter 3, the
2008 students engaged in substitution drills, which were perceived by the students as
unattractive and ineffective. Consequently, the substitution drills were replaced with the
oral cloze or blackboard reproduction task, which was more successful. In the weekly
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essays, 15 out of the 22 2009 students (68.2%) used more lexical phrases after the
task-plus treatment whereas 20 of the 32 2008 students (62.5%) did so. In the final
essays, 23 of the 39 2009 students (59.0%) benefited from the oral repetition treatment
whereas 13 of the 32 2008 students (40.6%) did. These results indicate that oral
repetition activities can be effective provided that they are designed appropriately. In
other words, if oral repetition activities are further improved based upon feedback
gathered from the students and used frequently enough, the task-plus treatment might
prove to be clearly more effective than the task-only treatment.

The Effects of Length of Stay Abroad on the Use of Lexical Phrases
Research Question 2 was: Does the length of the students’ ESL experience in the
United States influence their memory of lexical phrases after the task-only instructional
treatment or the task-plus-oral-repetition treatment? The length of the students’ ESL
experience was hypothesized to be a causal factor influencing their English proficiency
levels, which was believed to affect their language use and learning. It must also be
noted that the 18-month students had to satisfy certain preconditions to enroll in the
longer ESL program, such as attaining 475 points or more on a TOEIC test or proving
themselves to be highly motivated students in interviews with the faculty.
The interrelationship between the students’ length of study in the ESL context and
their use of lexical phrases was evaluated through analyses of the participants’ cloze test
data. The results of the two-way repeated-measures ANOVA indicated that the students
who spent 18 months at the university’s overseas satellite remembered significantly
more lexical phrases than those who spent five months abroad on both the weekly cloze
tests and final cloze tests. There were no interactions between length of ESL experience
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and test type, length of ESL experience and treatment, or length of ESL experience, test
type, and treatment. The students who spent 18 months overseas consistently
outperformed those who had spent five months abroad.
The 18-month students’ mean TOEIC score before the ESL program was higher
than that of the five-month students, and the former improved their TOEIC scores more
greatly than the latter during their enrollment in the ESL programs. At the TOEIC test
they took at the beginning of their first year, the 2008 and 2009 18-month students’
mean was 449 and 443, respectively, whereas the 2008 and 2009 five-month students’
mean was 375 and 363, respectively. The 2008 and 2009 18-month students’ average
TOIEC score was 714 and 713, respectively, immediately after completing the overseas
program, whereas the 2008 and 2009 five-month students’ mean score was 510 and 574,
respectively. These scores confirmed that there was a major difference between the two
groups’ English proficiency levels.
The 18-month students attained higher scores on weekly and final cloze tests
because of their higher English proficiencies and their higher motivation for intensive
language training. While staying at the university’s US satellite, they received more
extensive exposure to English in naturalistic environments, more frequent opportunities
to converse with a variety of native and non-native speakers of English, and more
experience with various types of communicative language activities.
In sum, the answer to Research Question 2 was that the students with higher
starting proficiency, greater motivation, and longer ESL experience outperformed those
with shorter ESL experience both after the task-only treatment and after the task-plus
treatment and both on the weekly and final cloze tests.
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The Types of Lexical Phrases Used in the Essays
Research Question 3 was: What lexical phrases from the movies do the participants
transfer to their writing? The participants’ weekly and final essays were analyzed
qualitatively in order to investigate the characteristics of the lexical phrases they used in
their essay writing and to determine the interrelationships between the frequencies at
which they used certain phrases and the semantic/pragmatic contexts or the novelty and
difficulty of the target phrases.

The influence of important or interesting scenes or topics.
Research Hypothesis 2 was: The participants will use lexical phrases that are
relevant to the most important or interesting issues as stated by them in the Language
Activity Questionnaire or in interviews. The qualitative analysis of the essays provided
evidence supporting this hypothesis and further suggested that the students are
particularly interested in the movie scenes that (a) have a strong psychological impact
on viewers, (b) constitute the major parts of movie plots, and (c) describe interesting
cultural features; they also seem to pay closer attention to linguistic forms when
watching movies of their favorite genres.
First, the scenes that made a profound impact, or vivid impressions, tended to draw
the participants’ attention and led them to use the expressions needed to describe them.
The lexical phrase that was copied by the greatest number of students and used in the
most diverse contexts was turn into, which was originally presented in the first segment
of Spirited Away. From the content of the students’ essays and my informal post hoc
interviews with a few participants, I confirmed that the scene in which the central
character’s parents metamorphosed into pigs had been shockingly impressive and that

219

practically everyone remembered it. Although Spirited Away has a rather complex plot
and addresses many serious social and moral issues, the meaning of the scene in which
the heroine’s parents were turned into ugly pigs as punishment for their gluttony and
disrespect for the sacred spirits was simple and transparent, and it gave them a strong
psychological impact; the majority of the participants remembered it from their first
viewing several years before. Practically all of the students in 2008 and most of the
third-year students in 2009 who regularly attended the classes used the phrase turn into
in their weekly essays on the first segment of Spirited Away, and many used it
repeatedly to describe different scenes or issues in the following segments of the same
movie or even in different movies that they watched afterward.
Students sometimes receive a strong impression from an uneventful scene that sets
a distinctive atmosphere for the movie, rather than a shocking scene. For example, at the
beginning of Spirited Away, the central character’s father misses a turn-off, and the
family of three ends up in front of an old tunnel in a densely wooded area. After
walking through the tunnel, the family steps into a mysterious world inhabited by dead
spirits, and they get trapped in there. A number of students used step into, wander into
and get trapped in their essays.
Second, the major turns of events in the story development tended to attract the
students’ attention, thus, inducing them to use lexical phrases to describe the objects and
actions. For example, in Four O’clock, a powerful but dishonest judge suspects that his
wife is having an affair with a young man and builds an explosive device with a timing
detonator to kill them both. With an unexpected turn of events, he is threatened with
being blown to pieces by the bomb that he made, but an electrical short circuit saves his
life at the last moment. The students needed to use some of the provided lexical phrases
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(e.g., have an affair, explosive device, short circuit) when summarizing the story. Many
students, including Hiroko and Sachiko, stated that their major concern was the plot of a
movie, and it was understandable that they were paying attention to the major turn of
events in each movie when they expected to write a summary afterward.
Third, interesting cultural or social issues seemed to attract the students’ attention.
This tendency was exemplified by their interest in the relationship between the human
world and the dead spirits’ world. The participants discussed the contemporary Japanese
people’s failure to practice traditional customs and rituals, which accounted for their
frequent use of ghost train, a one-way ride, the human world, and The River of Three
Crossings. Likewise, No Face, Stink Spirit, and Big Baby were not only major
characters in the animated movie but represented serious social or moral issues in
Japanese society. No Face symbolizes the withdrawn young adults who tend to confine
themselves to their private lives or hobbies and are unable to communicate with other
people, Stink Spirit represents Mother Nature destroyed by human beings, and Big Baby
represents the spoiled offspring of the rich who cannot venture into the real world. Such
interesting topics engaged the participants in active discussion, and numerous tokens of
No Face, Stink Spirit, and Big Baby were found in their essays.
Finally, the movie genre is a strong factor that influences learners’ attention to the
movies. The results of the Language Activity Questionnaire indicated that Spirited Away
was by far the most popular movie, and the students used a great number and variety of
expressions in the weekly and final essays they wrote about this movie. The other
popular movies were The Simpsons and Night Fever. Many students perceived The
Simpsons to be a very entertaining movie, and they used many of the provided lexical
phrases to describe their favorite scenes or events. As mentioned above, Night Fever
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was well liked because of its intriguing plot. Conversely, the two old episodes of The
Twilight Zone, titled The Arrival and the Man in the Bottle, held comparatively little
interest for the participants. The Arrival was an unusual story involving the central
character’s imagination and flashbacks, which made it difficult for the students to
comprehend this movie. The Man in the Bottle was a modern interpretation of Aladdin’s
magic lamp, and the story was simple and easy to follow, but some students found it
monotonous because the plot was overly familiar. The lexical phrases copied from these
movies were noticeably limited in number and variety. When students are keenly
interested in a movie, they might remain alert while they are watching it and engage in
active discussions afterward. This might be the reason why they pay close attention to
the major scenes or issues depicted in the movies.
The participants’ propensity to use lexical phrases needed for describing their
target scenes or issues in essay writing resonates with Ellis, Basturkmen, and Loewen’s
(2001) finding that students tended to respond to the teacher’s feedback when they
regarded it as relevant to their immediate needs or concern.
The close relationships between the students’ interests and the frequent use of the
relevant phrases were apparent on multiple levels. Consequently, the second hypothesis
that the participants would use lexical phrases relevant to the most important or
interesting issues was supported.

Novel and slightly challenging linguistic forms.
Research Hypothesis 3 was: The participants will use lexical phrases that they find
novel and slightly challenging. There were several low-frequency phrases among the
target lexical phrases, but, generally, only the highly proficient students transferred them
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from the handouts or the oral repetition activities to their essay writing. Otherwise, the
students tended to use novel phrases that were comprised of high-frequency words (e.g.,
turn into) or monosyllabic words (e.g., cheat on) more frequently than the phrases that
contained low-frequency words (e.g., comply with) or consisted of three or more words
(e.g., set someone up with a job).
One novel and challenging lexical phrase was gobble up (e.g., her parents gobbled
up the food prepared for the spirits). Post hoc interviews with several students
confirmed that they had not known this phrase before watching Spirited Away. They
would have used either eat up or eat, instead, to refer to the action. Nine students (#813,
#815 or Sachiko, #823, #828, #901 or Aiko, #910, #912, #918, and #921 or Takako)
used this phrase in their weekly essays on the first segment of Spirited Away. Four
students (#813, #815 or Sachiko, #906 and #915) used the same phrase in their final
essays. Their attention to this lexical phrase can be attributed to the novelty effect, but
almost all of the students who recognized and used it were highly proficient.
The participants must have perceived slink around (used by #823, #826, #918),
replace with (#813), and comply with (#823, #926, #928) as novel and challenging
expressions because each of these phrases contain a low-frequency word. These phrases
were used by only a few competent students. Phrases made up of two academic lexical
items were also used infrequently: e.g., vandalize school property (used by #819, #925),
mix acids and bases (#819), and mediocre geniuses (#815, #821, #911). One student
(#912) remembered and used prepare for the consequences perfectly, and four students
(#818, #824, #914, #916) produced imperfect forms (e.g., you must be prepared for
consequences) or grammatical but different forms (e.g., they had to be aware of the
consequences). Interpreting the students’ reactions to these phrases is difficult because
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few students used them. The expressions stick one’s neck out, replenish oneself with,
and putting together jigsaw puzzles, which I had included in the handouts as difficult or
unfamiliar idioms, were not used by anyone. The students might not have used these
phrases because the Japanese language has no rhetorical expression equivalent to stick
one’s neck out, replenish is a low-frequency word, and the pronunciation and spelling of
jigsaw differs from the equivalent loan word in Japanese.
Another type of challenging lexical phrase is composed of new combinations of
familiar lexical items. Only a few competent students (#808 or Kyoko, #819 or Kimiko,
#826, #915) transferred where it all started from a handout. This phrase is made up of
high-frequency lexical items taught in junior high school; however, this combination of
words must have been new to the participants as they had been exposed mostly to more
formal styles of English. Another example of this category is set somebody up with a
job, which was used by six competent students (#808, #812, #813, #818, #823, #918).
Although somewhat more formal than the above two phrases, another long phrase, the
mysterious world of spirits, was found in three students’ weekly essays (#816, #905,
#908) and in five students’ final essays (#906, #912, #915, #923, #937). The individual
words contained in this phrase are familiar to most Japanese students, including the
adjective form of mystery, which is a loan word in Japanese.
In contrast to these challenging lexical phrases, two-word phrases composed of
high-frequency words were used by a greater number of students. The primary example
is turn into. Student #818 (Yuri) stated during an interview that the phrase was made up
of two basic words and easy to remember although it still had an element of novelty and
attracted her attention. Student #803 (Mika), who expressed difficulties in certain areas
of language learning but happened to be a gifted and trained singer, pointed out that turn
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into was an easy item for short-term memorization because the phrase was made up of
phonemes that are easy to perceive and pronounce. This is contrasted with the phrases
mentioned above such as gobble up and vandalize school property, which include
low-frequency lexical items and which were used only by high proficiency students.
Some of the phrases that contained comparatively rare words for Japanese students
and that were used by many participants included: remove one’s tattoo (28 users, 31
tokens), cheat on (16 users, 39 tokens), confess to (19 users, 21 tokens), and miss a
turn-off (7 users, 7 tokens). However, as described in the preceding section, there is a
strong possibility that interest in the topic might have motivated some of the students to
use these phrases. Consequently, they cannot be regarded as strong evidence supporting
the hypothesis that the participants often used lexical phrases that they found novel and
slightly challenging.
The present study did not generate conclusive evidence supporting the third
hypothesis partly because of the scarcity of difficult lexical phrases presented in the oral
repetition activities. It must also be acknowledged that slightly challenging is an
ambiguous term that entails validity problems. I believe that the third hypothesis was
partially supported for the reasons that the number of low-frequency phrases provided
was small and that the criteria for challenging items were not clearly defined.
Nonetheless, EFL learners’ reaction to slightly challenging linguistic items remains
an extremely important aspect of foreign language learning. The authorities in
interdisciplinary academic fields, involving applied linguistics, education, and
psychology, have proposed that humans tend to feel motivated, become deeply involved,
and enjoy a feeling of accomplishment when engaged in tasks slightly above what they
can comfortably perform, which, in turn, improves their performance in various
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academic, athletic, or artistic fields. Hebb’s theory of optimal arousal (1959, cited in
Williams and Burden, 1997), Vygotsky’s theorizing about a zone of proximal
development (1986), Aljaafreh and Lantolf’s (1994) proposal to provide negative
feedback to learners gradually by determining the appropriate level of mediation
through negotiations, Krashen’s idea of providing the “i+1” input (1982, 1987), and
Csikszentmihaly’s flow theory (1975/2000, cited in Asakawa, 2004) all attest to the
advantage of engaging L2 learners in language tasks that are slightly higher than their
current knowledge or skill levels. Thus, although the ambiguous criteria for slightly
challenging lexical phrases entailed validity problems in this study, I am convinced that
the gap between students’ proficiency and the target linguistic forms is an important
issue to focus on.

An Alternative Approach: Spaced Presentation of Target Expressions and
Repeated Exposures, Retrievals, and Recycling
The results of the quantitative analyses indicated that the combination of taskbased language activities and the direct oral repetition practice of target lexical phrases
can serve as a springboard for language use. The oral repetition activities intensified the
students’ attention to the target forms and facilitated their use of new idioms and
collocations immediately after the treatment. The next pedagogical goal would be to
extend their short-term memory of those exemplars to long-term retention.
One incidental finding was that the repeated presentation of target lexical phrases
over the semester caused learners to use them frequently and in diverse contexts. If
students are exposed to a certain expression or structure repeatedly after a lapse of time,
they might not only use the forms temporarily, but also assimilate them into their
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permanent linguistic repertoire. Cepeda et al. (2008) provided evidence for the
distributed-practice effect in their investigation of the influence of the length of the
interval between the first and second study sessions on learners’ long-term retention of
information. Their results indicated that asking students to review information
immediately after the first study session resulted in the worst long-term retention and
that a delay of several months tended to help learners retain information over a long
period of time. Likewise, Pashler et al. (2007) reported that the optimal inter-study
interval increases as the target retention interval increases.
In the present study, the two-word phrase arrive at was present on the handouts for
various movies. Although not orthographically highlighted by bolding or italicizing, the
phrase appeared many times during the semester. The continuous presentation of this
lexical phrase had not been part of the original teaching or research design but had
simply occurred by chance.
The specific contexts where the participants were exposed to arrive at were as in
the following. First, arrive at was presented as part of a question in the handout for the
second segment of Spirited Away: What kind of customer arrived at the bathhouse when
Sen and Rin were scrubbing the dirty bathtub? Then, the same expression was used in a
summary of the film clip displayed using PowerPoint during the oral repetition activity:
A big spirit covered in mud arrived at the bathhouse. This summary was also distributed
to the students as a supplementary handout after they submitted their weekly essays.
Third, the phrase was displayed on a PowerPoint slide for The Arrival and in the written
summary of the same movie distributed a week later: An airplane arrived at the airport
with no one on board. Furthermore, this phrase was part of a question for Night Fever:
How did Gerry react when they arrived at her house?
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Character names such as No Face, Stink Spirit, and Big Baby were used frequently,
which suggests that opportunities to use the target phrases constituted an important
factor that influenced the participants’ acquisition of formulaic phrases. I noticed
retrospectively that, although those phrases were not enhanced in any fashion, the other
characters in the movie repeatedly addressed or referred to these spirits. Moreover,
because these spirits represented major moral or social issues that were debated in class,
the students had to refer to their names in group discussion, oral presentations, or essay
writing. This productive use of the phrases resonates with Swain’s Comprehensible
Output Hypothesis (1985).
The conditions that induced students to use turn into repeatedly in their essays
deserve attention as well. To recapitulate, turn into was not only used numerous times,
but was also used to describe different situations or occurrences: e.g., Chihiro’s parents
were turned into pigs; Haku turned into a dragon; The river spirit turned into Stink
Spirit; Zeniba turned Big Baby into a mouse and turned three Bodhiharma heads into a
Big Baby; No Face turned back into a quiet creature again, and; The curio shop owner
turned into Hitler. In other words, the students had multiple opportunities to utilize the
phrase in different contexts in different movies, instead of mechanically transferring a
sentence from an activity or handout to the essay that they submitted soon afterward.
Give away, turn out to be, deal with, steal something from somebody, ask for, end
up…-ing, and cheat on were other lexical phrases that the participants recycled over the
semester. All of these lexical phrases can be used to describe events or actions in
various contexts, instead of an isolated happening in a local context.
These findings suggest that presenting the same lexical phrases repeatedly after a
lapse of time—and preferably at regular intervals—is more effective than requiring
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learners to repeat useful exemplars many times in a single activity or lesson; spaced
presentation of target forms is more effective than massed presentation.
Furthermore, the learners should be provided with multiple opportunities to
retrieve and use the target phrases throughout the semester. The oral repetition activities
utilized in the present study were designed to guide the participants to retrieve the target
lexical phrases while thinking, and the students’ reaction to this form of repetition
practice was noticeably positive. However, the more important pedagogical point is to
provide learners with opportunities to retrieve and use the familiarized linguistic forms
repeatedly over an extended period of time.
The positive role that repeated retrievals play in language acquisition has been
demonstrated by Karpicke and Roediger’s studies on testing effects (Karpicke &
Roediger’s, 2007; Roediger & Karpicke, 2006). Karpicke and Roediger (2007)
proposed that learning is incremental and that the opportunities for repeated retrieval of
target linguistic forms are likely to result in long-term retention. Their quantitative
analyses of American undergraduates’ long-term memory of a set of unrelated lexical
items indicated that the group that engaged in study and test trials alternately recognized
significantly more words on the delayed post test than the group that had several study
trials in a row; the first group benefitted from regular feedback. In other words, repeated
exposure, feedback, and retrieval were translated into long-term retention. Their test
results further showed that the group that engaged in many more test trials than study
trials outperformed the group that engaged in many study trials, suggesting that frequent
retrieval plays a greater role for permanent retention than mere repeated exposure.
Retrieval corresponds to output processing whereas exposure is related to input
processing.
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However, these findings do not mean that oral repetition should be dispensed with
completely. Just as multiple form-focused activities contribute to foreign language
acquisition, the combination of multiple modes of repetition might also play a positive
role in language learning. Based on the results of interview and narrative activities with
his participants, Bygate (2001) stated that engaging in the same activity repeatedly can
free up the learners’ capacity for language processing and improve their ability to
formulate and articulate finer spoken messages. Although Bygate’s efforts to accustom
the learners to certain activities might seem similar to the audiolingual habit formation,
the point is that this type of repetition can contribute to easing working memory
constraints, which, in turn, can allow learners to attend to new aspects of the target
forms.
Whereas Bygate referred to task repetition at long intervals, Lynch and Maclean
(2001) demonstrated the effects of immediate task repetition on learners’ language use.
They engaged 14 ESP students in an activity called poster carousel. The students who
acted as hosts were given different research articles, and they presented the information
using posters, and those who acted as visitors went to different hosts’ places and asked
questions. The hosts tailored their answers to different visitors’ questions by recycling
their own previous utterances, and their speech became more accurate and fluent in
successive cycles during the task. The students also felt more relaxed as the poster
carousel progressed. Lynch and Maclean interpreted this as evidence that the students
were able to attend to syntactic or phonological aspects of their output.
In all of these studies, the repeated use of the same linguistic structures or repeated
tasks freed up the learners’ capacity to pay attention to different syntactic, phonological,
or semantic aspects of the target language. The importance of freeing up learners’
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memory capacity is clearly related to current theorizing about working memory which
says that learners need to divide limited memory capacity for different linguistic and
computational tasks (Gathercole & Baddeley, 1993; Kato, 2000; Snellings, Van
Gelderen, & De Glopper, 2002; Tyler, 2001). Oral repetition, repeated recall of target
linguistic forms, and task repetition can all contribute to language learning, and each
form of repetition can reduce the demands on working memory and help learners
concentrate on new linguistic feature of the target form.

Qualitative Study
Students’ Favorite Activities
The first qualitative research question (Research Question 4) was: What types of
EFL activities do the participants prefer, including those related to focus-on-form
instruction or focus-on-formS instruction? The major types of EFL/ESL activities that
the majority of students preferred were: (a) conversation or small-group discussion, (b)
watching movies, and (c) social or collaborative activities that allowed them to speak
English in the classroom or real-life tasks. The participants did not enjoy oral repetition
or grammar tasks.
First, the majority of the 14 students referred to conversation as their favorite EFL/
ESL activity, although the preferred type of speaking activity varied from person to
person. Many indicated that they enjoyed speaking English whether the interlocutor was
the teacher or their classmate(s). Approximately 10-15 minutes of English discussion at
the beginning of a class gave them a feeling of satisfaction, and the more competent and
motivated students were willing to speak English to each other in their free time.
Whereas the participants generally preferred open-ended conversation or discussion,
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some students showed an interest in the task-based speaking activities (e.g., practice for
giving and asking directions on the streets or information-gap activities), which can be
classified as planned focus-on-form instruction if the target linguistic points are
predetermined.
Second, the participants enjoyed watching movies primarily as listening
comprehension practice, but they also hoped to learn useful expressions incidentally,
which is one incidental focus-on-form strategy. Some of the participants (e.g., Rumiko,
Azusa, and Tomiko) reported that they had learned a few expressions from the movies
without making a conscious effort to memorize the phrases; sometimes, they looked up
new words or idioms in their dictionaries afterward for confirmation.
Third, in addition to the language activities mentioned above, collaboration among
learners motivated them to engage in various activities because the group work created
chances for conversational interactions either in the target language or in their first
language. Likewise, socialization—either among classmates or with people from
different cultural backgrounds—motivated their language learning.
The organization of a course in which students collaborate and support each other
and the teacher serves more as a coordinator than the provider of information is widely
accepted as an effective pedagogical approach in the academic fields of history,
mathematics, and science (Bransford et al., 2000). In the ESL/EFL education, the
advocates of computer-assisted language teaching have started incorporating
collaborative activities. Examples include students’ Web-site publication (Smith, 1983)
and the creation of Web pages that provide information about Japanese history and
culture (Warschauer et al., 2000). These two projects were intended to guide learners to
collaborate not only within the group but also with the outsiders who could provide
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information, thus engaging them in active social interactions. Collaborative activities
can be more systematically integrated into the discussions and oral presentations in
communicative EFL courses.
The participants in this study preferred ESL studies at the university’s overseas
satellite to EFL studies in the Japanese classroom because the former not only offered
them frequent and diverse opportunities for speaking English but also engaged them in
active, social interactions. The participants’ perceptions of study abroad experiences
agree with the reports by Asai (1997), Drake (1997), and Geis and Fukushima (1997).
The ESL lessons provided an atmosphere conducive to relaxed conversation and
enabled the students to communicate freely with each other or with the teacher. The
participants enjoyed off-campus academic or volunteer activities in the United States
even more than the classes at the university’s satellite campus because they were
exposed to different oral communication tasks and could converse with people from
various cultural backgrounds. The students’ preference for varying topics indicated that
they generally perceived the speaking activities as meaning- focused tasks, whereas
several students recounted their experiences of learning useful expressions incidentally.
High proficiency students sometimes engaged in more formally organized
collaborative activities. In addition to interpersonal conversation, some students, who
were willing to spend extra time to improve their English skills, enjoyed either speaking
or singing in English in front of an audience (e.g., a speech contest or an in-house
musical performance), depending on their preferred form of performance.
Collaboration can be implemented in more controlled language exercises as well.
Although many students indicated a preference for unrestricted conversations or smallgroup discussions in which they could express their opinions freely on a wide variety of
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topics, some students enjoyed game-like activities that enabled them to concentrate on
constructing English sentences in on-going speaking tasks without worrying about what
to say or how to organize a speech on the discourse level. Particularly, students who
admitted that they lacked creativity or strong self-regulation tended to favor the
controlled speaking activities. Although the linguistic tasks were categorized as planned
form-focused activities, the participants also orally interacted with each other and
enjoyed a feeling of satisfaction. One possible interpretation is that social interaction
and collaboration can compensate for unattractive aspects of individual activities.
On the other hand, two unpopular activities were oral repetition and grammar tasks.
First, virtually no one referred to oral repetition for the rote memorization of phrases,
sentences, or passages as their favorite activity. Very few students made voluntary
efforts to memorize the provided expressions using these focus-on-formS strategies
because the task of remembering and using exemplars involved no psychological
incentives that are derived from social or collaborative activities.
The quantitative results showed that oral repetition did not facilitate the
participants’ long-term retention of lexical phrases, evidencing the limited functions of
this treatment. Then, the qualitative interview results indicated that they did not perceive
oral repetition as enjoyable because of a lack of interpersonal interactions or
socialization. The implication is that the activities based on oral repetition need to be
integrated with communicative activities that involve elements of socialization or
collaboration in order to make up for this weakness. Moreover, the teachers who use the
oral repetition technique in language-focused EFL lessons must be aware that, even if
their students remember some lexical phrases using oral repetition, such effect might
decrease over time because of the students’ failure to enjoy the activities.
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Second, students did not refer to the analysis of grammatical rules as their favorite
language learning activity, either, which can be attributed partly to the absence of
collaboration or socialization and partly to the difficult logical analysis required. As
Table 19 shows, the participants’ high schools offered predominantly examinationoriented EFL curricula. The participants generally did not mention encountering any
serious difficulty in grammar learning in junior high school. However, as Kakuko
observed, the English grammatical rules taught in high school were far more complex
than the basic grammar rules presented in junior high school, and the students generally
encountered difficulties understanding them. Even Kakuko, who ranked near the top of
the English majors at AWU in terms of overall academic and language proficiency,
reported that she had struggled with English grammar in high school. Consequently,
there is a possibility that the students who were less competent or who had been
educated in a less rigorous curriculum might have experienced even greater difficulties
and developed an aversion to studying English grammar.
The students who successfully learned English grammar rarely expressed a dislike
for grammatical analysis; they simply did not find it an enjoyable activity because it had
not satisfied their desire to acquire communicative English skills in junior or senior high
school. Students had spent a great deal of time learning grammar because it constituted
the core part of their EFL studies in high school and because they were required to have
a thorough knowledge of English grammar for final and university entrance
examinations. This might also be why some students retrospectively perceived
grammatical analysis as unattractive but useful. They might also have identified a
relationship between grammar knowledge and their later acquisition of speaking and
writing skills.
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Useful Form-Focused Activities
The second qualitative research question (Research Question 5) was: What types of
form-focused activities do the participants consider useful for their overall learning of
English? The major types of EFL/ESL activities that the majority of students perceived
as useful were: (a) speaking activities including conversation, small-group discussions,
and oral presentations and (b) grammar tasks; they also perceived (c) oral repetition as
useful for learning accurate pronunciation.
First, nearly all the participants referred to conversation or small-group discussion
as the most useful language activities because they helped them improve their ability to
converse and communicate with people from other countries. That is, the students
perceived conversation and discussion as useful and enjoyable activities; this finding
resonates with Asai’s (1997) report on a one-year study program. The students generally
preferred to converse freely on interesting topics, but a few participants who
acknowledged their limited linguistic repertoire or lack of ability to organize
meaningful messages and construct grammatical English sentences regarded the taskbased speaking activities as useful because they allowed them to focus on key phrases
and acquire the forms for later use in real-life situations.
Many students perceived the speaking skills and communicative strategies learned
through conversation and discussion as indispensable for more advanced or
sophisticated oral communication activities, such as formal presentations. Some
strongly motivated students considered public speaking to be a challenging but
rewarding task in spite of the painstaking preparations required. The stories recounted
by Kimiko, who made extra efforts for oral presentations at AWU’s American satellite,
and Kakuko, who struggled to give a psychology lecture in front of native English
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speakers at an American university, are evidence of their interest in public speaking.
Some students (e.g., Aiko) appreciated the impromptu speeches that required them to
produce English sentences in real time; they struggled to organize the speech within a
few minutes after choosing a topic. When the participants were trying to learn advanced
or sophisticated speaking skills, they were not always comfortable with the given tasks,
yet they still perceived the communicative activities they believed promoted language
acquisition as useful, in part because they were useful for their future professional
careers. It is plausible that engaging in conversations and discussions enables university
students to learn to express themselves more articulately in English in business contexts.
Second, many participants perceived the explicitly learned grammar rules as a
useful base for communicative language learning, although the analysis of grammatical
rules was not enjoyable. One possible interpretation of the students’ positive retroactive
reaction to the analytical learning of grammar is that the Grammar-Translation method
dominated their EFL studies in high school and that they had probably not learned any
other strategy systematically. Ono et al. (2001), who analyzed Japanese junior college
students’ use of language learning strategies, reported that the emphasis on reading
aloud and translation in high school had a lasting influence on their language learning
styles even after they were taught different strategies. Sachiko stated that she had never
experienced discovering grammatical rules in the flood of input or in the process of
extensive communicative activities and withheld her judgment on the effectiveness of
this alternative approach.
However, all of the participants engaged in a number of communicative activities
at the university’s overseas satellite, and I am therefore leaning toward the view that
most students have utilized other strategies (e.g., implicitly assimilating exemplars or
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learning grammatical rules or vocabulary items through communicative activities) to
some extent but that they have never done so consciously in their language learning
histories. Borg’s (1998) qualitative focus-on-form study on an ESL teacher showed that
the teacher’s perception of effective language teaching strategies was influenced by
different experiences in his own language learning and language teaching history, which
confused him when he tried to account for his language teaching methods and policies.
Likewise, the participants in the present study might not have fully understood the
processes by which different strategies helped their language acquisition.
Yet another interpretation is that the participants had not perceived grammar tasks
as useful before their ESL studies abroad but their perceptions changed after their
enrollment at the university’s satellite. As in Asai’s study (1997), the students might
have learned to utilize the grammatical rules to facilitate their oral communication
through their experiences in and outside of class.
In contrast to Sachiko, Rumiko, who had been raised in the United States and who
had always “relied on feelings” to learn English, proposed a different view of grammar
learning. She had never memorized grammatical terminology or syntactic rules in the
way she might learn mathematical formulae. Instead, she had been exposed to a large
amount of English input through her daily activities in her childhood and had learned to
manipulate syntax when communicating as in first-language acquisition. Rumiko also
emphasized that she had learned many additional English expressions and sentence
structures through communication-based activities at AWU’s overseas satellite,
implying that she still preferred the strategy of implicitly absorbing exemplars and then
manipulating them in oral communication. A possible interpretation is that the language
learning strategies that learners employed in their childhood or adolescent periods have
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a strong influence on their use of implicit or explicit language learning strategies that
they continue to use after entering university and on their perceptions of the usefulness
of such strategies.
Some of the mainstream Japanese EFL students, such as Sachiko, Kimiko, and
Kyoko, performed almost as well as Rumiko in the classroom. I have the impression
that, at least in limited EFL contexts, Japanese learners of English can reach the same
level of performance in English, whether they obtain their grammatical knowledge
explicitly or acquire it though engaging in communicative activities. Even the group
who learned grammar explicitly had compensated for the absence of opportunities for
intensive communicative speaking practice.
Third, the participants perceived that oral repetition and rote rehearsal played very
limited roles for their language acquisition. Some students acknowledged that oral
repetition was indispensable for the acquisition of easily comprehensible pronunciation.
A few students reported that, at certain stages in their language learning histories, they
had begun to believe that the rote memorization of useful expressions and sentences
improved their overall language skills by expanding their linguistic repertoires or
allowing them to pay attention to such language skills as pronunciation. However, many
participants expressed negative feelings about the mechanical rote memorization of
linguistic items, as opposed to the incidental learning of useful phrases through
communicative input- and output-prompting tasks.
Again, the quantitative and qualitative results converge to illuminate one vital
characteristic of oral repetition. Statistical results indicated that oral repetition plays
only auxiliary roles in language acquisition, and interview results showed that it was not
perceived by learners as a useful language-learning strategy, either. However, some
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proficient participants acknowledged their experience of learning a number of phrases
and sentences in certain activity contexts. Thus, the most significant pedagogical
implication is that oral repetition can be best utilized as a supporting instrument in other
effective language activities.
Most importantly, the majority of the participants were cognizant of the necessity
to combine several language learning strategies, including focus-on-form and focus-onformS approaches, after their overseas ESL experience. At the university’s overseas
satellite, the students appreciated more frequent opportunities to converse freely in
English but, at the same time, recognized the important role of grammar learning and
language-focused ESL training that might help them produce grammatical sentences in
meaningful oral or written communication. The participants expressed their desire to
learn balanced language skills in order to deliver speeches, and to communicate fluently,
in real time without making grammatical mistakes. These observations again support
Ellis’s (2005) indication that focus-on-form and focus-on-formS approaches can be
combined to teach certain types of language skills effectively.

Other Findings from Narratives
The third qualitative research question (Research Question 6) was: What stories
can the participants tell about their learning experiences that shed light on their
preferences for, or their concept of usefulness of, focus-on-form or focus-on-formS
instruction? The interview results showed that: (a) the students did not prefer oral
repetition because the mechanical repetition drills did not involve interpersonal
communication; (b) some students had engaged in intensive oral repetition in their
EFL/ESL learning histories, but most students had never recognized its practical
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purpose; (c) oral repetition has its strengths and limitations and therefore should be
utilized effectively for the right purpose and in the right context; (d) students’ favorite
activities outside of EFL/ESL classes could intensify their motivation for language
learning; (e) the participants’ perceptions of the Speech Communication course differed
from my idea of form-focused instruction; (f) high proficiency students referred to
noticing as an important factor for language learning; (g) the participants had always
studied EFL under various constraints, and the motivated ones had compensated for the
limited environmental support with self-regulation and attained a high level of English
proficiency, and; (h) there were certain limitations to the administration of
communicative, task-based language teaching at AWU, the research site, which might or
might not be solved by individual teachers.
First, the participants generally expressed a lack of interest in, or negative feelings
about, focus-on-formS activities, but the major reason why they were reluctant to
engage in oral repetition was that it did not involve any interpersonal communication
when conducted independently. Sachiko and Hiroko’s ESS experiences provided
evidence that students are willing to memorize an entire speech when simultaneously
engaged in collaborative activities. Sachiko perceived memorizing John F. Kennedy’s
inaugural address positively because she was simultaneously engaged in various other
language activities that involved interactions with the other members of ESS or the
native English-speaking advisor. In such integrative, collaborative activities, neither the
oral repetition of phonological patterns nor the rote memorization of sentences was
emphasized as the core task; they were done in the service of a more interesting and
important activity, which motivated Sachiko and other ESS members to spend a large
amount of time engaging in the tasks and make extra efforts to memorize sentences.
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Likewise, Hiroko’s speech rehearsal was conducted in tandem with continual
interactions with AWU professors, who helped her edit the text and offered advice for
better pronunciation, and the other members of the club, who provided moral support.
This might be a partial reason why she was able to read the text out loud more than 30
times without feeling boredom or fatigue. If oral repetition ever serves useful purposes,
they should be integrated into the multiple form- or meaning-focused activities.
The second important finding was that, although some students had engaged in oral
repetition intensively at some point in their EFL/ESL learning histories, only a few of
them recognized the usefulness of the approach through psychologically rewarding
experiences. Occasionally, students recognized the practical purposes of oral repetition
outside of EFL classes, as illustrated by Yuri’s musical rehearsals and Midori’s on-thejob experience, but the majority of the students never perceived these strategies as
useful. Thus, teachers should not design classroom lessons based on the assumption that
students perceive oral repetition and rote rehearsal as useful approaches for improving
their speaking skills.
The third point is that every language learning approach has its strengths and
weaknesses and should be utilized appropriately in order to minimize the negative
effects. For example, students generally acknowledged that oral repetition is useful for
pronunciation practice. It is beyond dispute that language learners can never acquire
accurate pronunciation without acquiring kinesthetic familiarity, just as no one can learn
to swim by flapping his/her limbs on the gym mat. Gifted students might deftly and
swiftly acquire English phonological patterns in the contexts of speaking or singing
activities. However, the English and Japanese sound systems are distinctly different;
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consequently, intensive repetition drills are instrumental in helping the average Japanese
student articulate difficult English vowel and consonant sounds.
On the other hand, from a pedagogical perspective, students might first engage in
enjoyable activities, such as singing English songs or participating in interesting
conversations, and then focus on isolated points of English phonology. Some form of
pronunciation practice related to the preceding communicative tasks might be effective.
Midori’s experience on Narita Express trains provided strong evidence for this preferred
order of instruction. She first enjoyed the feeling of accomplishment by making
announcements in English, after which she voluntarily turned her attention to intonation
patterns in order to improve her pronunciation. Both the types of activities used and the
timing at which they are presented need to be carefully considered.
The rehearsals for public speeches, dramas, and musical performances are tasks in
which oral repetition can be embedded. The students who engaged in such activities
(e.g., Hiroko and Yuri) learned a great number of expressions and sentence structures,
and, as Azusa reported, high school students tended to try to understand complex
sentences (e.g., subjunctive past-perfect sentences or SVOC sentence structures) by
matching them with memorized exemplars or produce original sentence by modifying
the exemplars. However, if students are required, for instance, to memorize a taped
story that holds little interest, it might be difficult for the memorized sentence structures
to translate into the students’ advanced communicative language skills because they
cannot associate the learned expressions with any meaningful, communicative contexts.
The fourth point is that the activities that students engaged in outside the EFL
classes and that resulted in their successful or rewarding experiences often heightened
their intrinsic motivation for language learning. Two forms of entertainment in which
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most students expressed genuine interest was the appreciation of movies and music.
Yuri and Sachiko indicated their strong attachment to music, recounting their
experiences of singing and playing musical instruments. Sachiko tape-recorded the
monthly English songs presented in radio English lessons and sang them repeatedly
until she had memorized them. She also enjoyed playing the piano and singing English
songs with her ESS colleagues. Yuri had sung English songs for hours every day over an
extended period in preparation for the in-house musical show; she did not remember
suffering serious fatigue, boredom, or discomfort because she genuinely enjoyed
singing. Whereas Yuri had previously acknowledged the tedious nature of oral repetition
when recounting her high school experience of memorizing a taped story, her
enthusiasm for musical performance compensated for the negative feature of repetitive
practice.
In addition to Sachiko’s and Yuri’s stories, the interviews and my informal
conversations with other participants indicated that practically all students saw music as
their favorite pastime; they listened to recorded music, sang at karaoke studios, and
spent years playing musical instruments. If learners are commonly interested in music,
it could be integrated into EFL/ESL activities as a way of heightening their motivation
for language learning.
The strategies that the above mentioned students employed to memorize the lyrics
in musical rehearsals (i.e., by singing in chorus) or the sentences in a speech (i.e., by
reciting the text and receiving feedback from teachers or more experienced learners)
could be adapted for use in the EFL classroom teaching in order to help them remember
and use various phonological, lexical, or syntactic forms.
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The fifth important point was that students sometimes perceive what instructors
and syllabus designers intend to be form-focused activities as meaning-focused
activities. Although I designed the movie-based course to help students learn lexical
phrases, many of the participants concentrated on understanding the plots and the
pragmatic meanings of the dialogues. The students utilized several lexical phrases in
their essay writing, but, during discussions and oral presentations in class, they seemed
to pay much less attention to the provided forms. In response to the questionnaire, many
participants stated that they appreciated the speech communication course for providing
opportunities for listening comprehension practice, rather than for opportunities to learn
useful lexical phrases.
The same is the case of most EFL television and radio programs in Japan that are
designed to help learners remember a few useful expressions or sentence structures in
each session. The key phrases are often visually highlighted when presented on the
television screen or in the textbook that accompanies the program, and the instructor
repeats the target forms several times, explaining syntactically or semantically difficult
points. However, as exemplified by Sachiko’s experience in high school, students
usually utilize multimedia sources primarily for listening comprehension practice.
The discrepancy between what I perceived as the potential effects of the moviewatching and related activities and what students expected to gain from the same
activities resonates with Barkhuizen’s (1998) report that South African students’
perception of form-focused ESL activities differed from the teachers’ ideas.
Understanding the difference between the teacher’s and students’ perceptions of an
activity or course is a crucial precondition for reforming the Speech Communication
course and, possibly, other ESL/EFL courses and programs as well.
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The sixth point was that several students voluntarily referred to the importance of
noticing in language learning, regardless of their favorite form- or meaning-focused
activities; this strengthens the validity of Schmidt’s Noticing Hypothesis (1990) from
the perspective of students’ perception of useful activities. Yuri stated in an interview
that learners can never learn to deal with new linguistic input without repeated
experience of noticing new syntactic rules or expressions. Hiroko enjoyed the
prescribed task-based language activities in which students learned useful lexical
phrases because she often found chances to use the expressions in real-life contexts.
Rumiko and Aiko identified familiarized expressions in new language learning contexts,
which enabled them to acquire the target items quickly and comfortably. The fact that
some high proficiency students value noticing as an important element for language
acquisition supports the Noticing Hypothesis, which, in turn, accounts for their lack of
interest in oral repetition for rote rehearsal.
The seventh point was that the participants had always learned English under
certain environmental or logistic constraints, but the proficient or dedicated learners had
somehow compensated for such limitations. One constraint is related to the school
curricula. In high school, most of the participants had accepted the grammar-oriented
EFL curricula as the only mode of instruction provided. They analyzed English
grammar, driven by instrumental motivation to attain high scores on final examinations
or gain admission to a particular university. Sachiko, who actively participated in the
Speech Communication class and submitted well-written essays, had utilized
multimedia sources for listening comprehension practice and had striven to learn a few
spoken expressions at the rare chances to meet native English-speaking teachers.
However, most students simply accepted the focus-on-formS instruction and devoted
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their time to analyzing grammar and translating English passages into Japanese. Kimiko
concentrated on studying grammatical rules because she did not have any chance to
learn to speak English in high school. Likewise, Aiko reported that she had perceived
grammar as her favorite EFL skill area because she had not gained equally strong selfconfidence in any other area.
A second constraint concerns the length of the participants’ ESL experience, as
well as the types of ESL education they received. Three-fourths of the AWU English
majors participated in a five-month overseas ESL program, and the other students chose
an optional 18-month program, aware that a longer stay in the United States would
facilitate their language acquisition. At the American satellite campus, the students
engaged mostly in the lessons and training prepared for AWU students because their
ESL skills were normally not advanced enough for enrollment in regular academic
programs at American universities. On the rare occasions that they were allowed to
attend university-level lectures at outside institutions, they audited the target courses,
assisted by AWU teachers before and after each class session, and received credits from
AWU.
The third constraint concerned the linguistic environment of the society where the
participants lived and what they expected to accomplish in their future. The majority of
the AWU students were raised in the relatively monolingual Japanese society, and they
were planning to find employment and raise families in Japan. Thus, they must continue
to deal with a trade-off between the learning of English and the need to work and live in
Japan for the rest of their lives. Most students try to find what they believe to be a
glamorous job that requires functional English skills and other general qualities (e.g.,
being a flight attendant for a major airline or working in the foreign exchange section of
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a city bank) and make plans for a reasonably early marriage. Even a returnee like
Rumiko, who had spent her childhood in the United States and could live more easily in
an English-speaking country in the future than the other AWU students, was not freed
from the same social or psychological constraints when striving to find a prestigious job
in Tokyo. Their dilemma might have influenced their conceptions of useful EFL
learning strategies. For example, they might not assume that it is useful to learn to
express sociolinguistic nuances or to struggle to master technical terminologies or
rhetorical patterns for formal writing. They might also be unwilling to abandon the
Grammar-Translation Method as a way to teach English to their children in the future.
The fact that the participants had chosen a university with an overseas satellite campus
that provided them with security on the one hand and offered noticeably less
environmental support than individual study-abroad plans on the other resonates with
the above-mentioned characteristic features of this learner group.
However, whereas the students were more disadvantaged than regular ESL
students at American or British universities in terms of linguistic input, the high
proficiency participants often made extra efforts to learn English and, consequently,
compensated for the limited environmental support with self-regulation, utilizing the
available opportunities to the fullest extent possible. Therefore, even if they do not
regard such focus-on-formS activities as grammar analysis and oral repetition as
enjoyable or useful, it does not necessarily mean that they will not engage in or benefit
from these activities. They might choose to utilize what they perceive to be imperfect
language learning approaches as long as they understand what language skills those
approaches can improve and how they can be best utilized in tandem with more
communicative approaches. The element of self-discipline can strongly influence
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students’ behavior in language learning, and their individual efforts are largely beyond
the teacher’s control and impervious to the teaching methods that are used.
The final point is that the teacher must be aware that the local classroom
environment can hinder the implementation of certain types of communicative language
instruction. The majority of the participants enjoyed discussions with native speakers or
non-native speakers. However, the group discussions or presentations in the Speech
Communication course were not as active as the students’ description of their speaking
activities at AWU’s overseas satellite for two possible reasons.
One reason concerned the class size of more than 30 students in the campus in
Japan, compared with 14 or 15 at the U.S. satellite campus. However, because of
administrative constraints, no teacher is allowed to restrict his/her class to such a small
size at the Tokyo campus.
The other reason concerned the mixture of students who had gone abroad for five
months and 18 months in the same class. At the overseas satellite, these two groups of
students were placed in different classes. Kimiko observed that, after returning to the
Tokyo campus, she started feeling uncomfortable in the presence of former long-term
ESL students whom she regarded as a group of elitist students with longer experience
and more advanced skills. She could not help worrying that the long-term students
might look down on her and the other students who had spent only five months in the
United States. The 18-month students tended to cluster on one side of the classroom, as
if feeling alienated from the mainstream group. There was clearly an invisible social
barrier between the two groups.
Kimiko was not the only student who experienced discomfort in the presence of
the long-term ESL students, although the others tended to express their discomfort more
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subtly or not express it at all. However, from the way the two groups of students seated
themselves in the classroom or the way they reacted to each other’s actions, it was
noticeable to me that they were on guard against each other. This interpersonal conflict
might be a major element detrimental to the administration of communicative language
instruction and must be addressed by the program administrators.
Many of the students who had spent five months overseas demonstrated excellent
English skills that were comparable to those of the students who had spent the longer
period in the United States. They compensated for the shorter ESL experience by
studying diligently at the Tokyo campus or developing their own learning strategies.
Consequently, it is possible to reunite the two ESL groups after their return to the Tokyo
campus and allow them to work together in a friendly and productive way. However, the
university administrators had originally decided to set up the 18-month track in order to
graduate a special group of advanced students with high TOEIC scores and greater
chances for obtaining prestigious professional positions. Therefore, it is difficult to
redesign the present ESL/EFL programs quickly and solve the pertinent problem
without affecting the university’s administrative policies.

Implications for Teaching
My advice for the teachers who teach similar form-focused EFL courses at the
same school or other colleges and universities is to utilize oral repetition as a supporting
focus-on-formS technique for language enhancement in the contexts of communicative
activities. Oral repetition contributes to language acquisition only as an auxiliary
instrument, helping students retain target lexical phrases short-term, and holds little
interest for Japanese students. However, it can increase their fluency in speaking, which,
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in turn, is likely to help them gain confidence in their ability to use English for
communication. As the qualitative results indicated, the students were more interested in
speaking than grammatical tasks or academic English, and their ability to produce
lengthy and fluent speech can motivate them for further studying. Considering these
major findings, three specific ways for utilizing oral repetition in Japanese ESL
classrooms can be suggested.
First, as interesting classroom activities in which to embed the focus-on-formS oral
repetition, Japanese EFL teachers might be advised to adapt students’ favorite activities
outside of class, including watching movies and listening to music or singing, and guide
them to partially resort to oral repetition to accomplish the given tasks. It is imperative
to carefully choose English movies and songs that strongly interest the target student
group or are related to their personal concerns. The language tasks should involve
substantial interpersonal interactions and collaboration.
Second, oral repetition can be utilized most effectively to put the finishing touches
on the skills that students have already learned, helping them polish their pronunciation,
use finer expressions or structures, and deliver a speech fluently. It should be noticed
that students who aim for high levels of achievement or perfection might accept
repetitive practice more willingly.
Third, it is advisable to expose students to target lexical phrases repeatedly in
various activities or at different times during the semester and to provide them with
multiple opportunities to use the phrases. As the corpus analyses evidenced, the
distributed presentation of target linguistic forms over time can develop their ability to
use them long-term, and, in qualitative interviews, some high proficiency students
recounted their experiences of acquiring useful lexical phrases after recognizing them in
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different learning contexts. Limiting the number of target lexical phrases to one or two
per lesson might be an effective approach, so that the students would focus on major
target issues or concepts and make conscious efforts to identify the phrases that they can
use to express their opinions. Guiding students to use target phrases in oral presentations
or the comment sections of their essays might be useful because the opportunities to
express original ideas are likely to contribute to long-term language use or acquisition.
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CHAPTER 6
CONCLUSION

Summary of the Findings
This study produced nine main findings. Five were produced by the quantitative
phase of the study, and four were produced in the qualitative phase of the study.

Quantitative Phase
First, the results of the two-way repeated-measures ANOVA showed that language
enhancement activities involving oral repetition improved the students’ short-term
memory of lexical phrases on the weekly cloze tests, but it did not translate into longterm retention of the target phrases on the final cloze test scores. Second, oral repetition
exerted a positive influence on the participants’ ability to use the target phrases
productively. The chi-square tests indicated that the task-plus treatment was
significantly more effective than the task-only treatment for weekly essay writing
conducted immediately after the instructional treatments. The t-tests indicated that the
task-plus treatment was significantly more effective than the task-only treatment for
final essay writing. The chi-square tests evaluated the number of people who used more
lexical phrases whereas the t-tests evaluated the number of phrases used. Third, the
corpus analysis of the students’ weekly and final essays revealed that the students
tended to use the lexical phrases that were relevant to the description of interesting or
important scenes, occurrences, and moral/social issues. Fourth, the corpus analysis of
the essays also showed that the more highly proficient students used some of the novel
and slightly challenging phrasal structures. On the other hand, the less proficient
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students were more likely to use novel lexical phrases composed of high-frequency
words. Finally, it was found that the students frequently used and acquired the lexical
phrases that were presented repeatedly over the semester.

Qualitative Phase
The first major finding from the unstructured interviews was that the students’
primary concern was to improve their oral communication skills in English. Thus,
interpersonal conversation and small-group discussions were perceived as the most
enjoyable and useful activities. Second, most participants were interested in meaningfocused or incidental focus-on-form language learning, whereas a few students
preferred game-like, planned focus-on-form instruction. Third, the students tended to
regard the explicit study of English grammar as an important base for their acquisition
of communicative English skills. They did not necessarily enjoy grammar tasks per se,
but they acknowledged the importance of grammar knowledge for their overall
language learning. Fourth, oral repetition was generally perceived as neither enjoyable
nor useful. Several exceptional students memorized many sentences through intensive
oral repetition, but they engaged in these rote activities as part of an integrative,
communicative language activity or in the service of important or interesting outside-ofclass or real-life activities. Otherwise, the students perceived oral repetition to be a
useful technique for acquiring more accurate English pronunciation.

Theoretical Implications
One major purpose of the present study was to support the optimal combination of
both focus-on-form-oriented and focus-on-formS-oriented strategies in the belief that
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both strategies contribute to certain aspects of language acquisition. This was based on
Ellis’ observation (2005) that neither of the two global instructional methods is superior
to the other. The quantitative results produced evidence supporting a limited function
for oral repetition; it helps learners retain lexical phrases for a short period of time. This
finding indicates that oral repetition can be a useful part of the integrated, multiple
form-focused language activities. The short-term retention of lexical phrases helps
learners pay attention to other linguistic forms, which can facilitate language learning.
Second, the analyses of the essays and interviews shed light on yet a different
factor underlying successful language acquisition: Target lexical phrases should be
presented repeatedly through different activities within a class session or at different
class sessions throughout the semester. This findings parallels Cepeda et al. (2008)’s
proposal that spaced presentation of the target linguistic forms is more effective for
long-term retention than massed presentation. Consequently, the role of repetition in the
instruction of lexical phrases concerns the repeated exposure to the same phrases over
time. Target phrases can be presented either in direct language enhancement activities
involving oral repetition, task-based activities, or simply displayed on handouts or
PowerPoint slides with or without orthographic enhancement. Whatever the form or
degree of exposure, students have an opportunity to acquire the phrases when the target
forms are presented repeatedly over time.
Third, learners should also be given repeated chances to retrieve, use, and recycle
the target forms. The administration of a variety of productive language activities that
requires learners to repeatedly use target expressions contributes to their long-term
retention. As the results of the essay analyses and interviews suggested, pragmatically
interesting issues intensify students’ attention to, and reinforce their receptive and
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productive knowledge of, target forms during speaking and writing activities. In
communicative language activities, the target linguistic forms are parts of meaningful
messages—not a set of unrelated words—and the finding that strong interest in certain
discussion topics influences language use positively demonstrates one way to
implement efficient output-prompting focus-on-form language activities. It is difficult to
identify topics that interest the majority of students in any group, but it is necessary to
find those that attract many students’ attention.
Fourth, the use of multiple form-focused activities appears to be an effective
approach from the perspective of learners’ perceptions as well. The participants in this
study favored incidental focus-on-form instruction in the form of interactional or
collaborative language activities. However, some students appreciated the use of oral
repetition or rote rehearsal as long as they were integrated into interesting
communicative activities, recognizing the useful auxiliary roles for acquiring lexical
phrases or accurate pronunciations. Many students also referred to the usefulness of
explicitly learned grammar knowledge. It is possible that the grammar rules they had
learned explicitly using the focus-on-formS approach and the communicative speaking
and writing skills they had acquired through task-based activities afterward had
mutually positive effects on each other.
Fifth, several high frequency students’ statements in interviews supported
Schmidt’s (1990) proposal that conscious noticing is indispensable for language
learning. Those students, who performed well in essay writing and actively participated
in discussions and speeches in English, pointed out that noticing a new expression that
could be used to describe an important concept or identifying the same expression in
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multiple language learning contexts helped them acquire the target expressions
effortlessly and for long-term use.
Finally, Krashen’s (1994) statement that the opportunities for producing output or
receiving corrective feedback are scarcer than possible exposure to comprehensible
input in language learning contexts deserves special attention. One the one hand, his
opinion that comprehensible input is the only important factor for language acquisition
can no longer be strongly supported: As many ESL authorities (Long, 1996; Pica, 1987;
Schmidt, 1990; Swain, 1985, 1991; Swain & Lapkin, 1995) have demonstrated, it is
imperative to provide learners with opportunities to produce output, so that they can
better notice the gaps between their interlanguage and the target form and reformulate
their output. The present study also indicated that opportunities for learners to use
exemplars are an indispensable part of acquiring the target forms. On the other hand,
Krashen’s observation resonates with this study in a unique, indirect way. He stated that
comprehensible input is the only linguistic data that can be provided to learners
abundantly in an ESL environment. In ESL contexts, however, opportunities for
producing spoken or written comprehensible output are more plentiful than in EFL
contexts. In EFL contexts such as Japanese classrooms, opportunities to receive a
substantial amount of comprehensible input and then produce comprehensible output
are extremely limited because of the continuing predominance of the GrammarTranslation Method. Therefore, teachers must make a special effort to help their
students produce reasonably large amounts of output, given that communicative
speaking and writing activities in which students use and recycle target phrases
creatively can help them acquire the target forms somewhat naturally.
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The pedagogical principle of encouraging learners to produce spoken and written
output, whatever the activity types, must be emphasized. The activities that guide
learners to produce meaningful messages creatively might be ideal. In this study, the
oral cloze activity was a compromise activity that provided students with chances to
retrieve a set of prescribed lexical phrases. However, even the task of vocalizing lexical
phrases or pronouncing chunks of target phonemes to acquire greater kinesthetic
familiarity plays a minor but positive role in the acquisition of productive skills. Again,
the major purpose of this study was not to establish a novel language teaching approach
to replace communicative language instruction but to find auxiliary strategies to
compensate for its weaknesses. The rationale for this study was generally supported by
the quantitative and qualitative results.

Pedagogical Implications
The first pedagogical implication concerns the limited functions of oral repetition.
The instructional policy of requiring students to use useful lexical phrases in the taskbased and oral-repetition activities appears useful. Nonetheless, focus-on-formS
instruction involving oral repetition must be administered cautiously. Most of the
interviewees failed to perceive oral repetition as a motivating strategy because it does
not involve interpersonal communication; those who had voluntarily engaged in
intensive oral repetition and learned many English lexical phrases are best regarded as
exceptions. Consequently, for students without any strong intrinsic motivation or selfregulation, oral repetition of linguistic exemplars should be used in the service of more
important and interesting communicative activities.
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Second, as above mentioned, one practical plan for teaching lexical phrases is to
present the target forms repeatedly during the lesson and at regular intervals throughout
the semester. Language enhancement through oral repetition is useful when
administered with moderate intensity in each class session. The teacher’s responsibility
is to design a course that continually exposes learners to target lexical phrases and that
guides them to retrieve, use, and recycle those phrases in different language activities
and in different class sessions until they internalize the target forms.
Third, contextualization is important for teaching English phonology as well even
though pronunciation is one skill area for which oral repetition can be autonomously
utilized as a useful teaching strategy. The phonologies of Japanese and English differ
greatly, so only the most gifted language learners learn to pronounce some English
phonemes (e.g., /ɝ/, /r/, /l/, /θ/, and /ð/) accurately and rapidly in communicative
speaking activities. However, beginning a lesson with mechanical pronunciation drills is
unmotivating. Instead, more meaning-focused or collaborative speaking activities
should precede intensive oral repetition in order to heighten the learners’ motivation,
and the repetition practice might be administered using semantically and pragmatically
meaningful texts or lyrics.
Some EFL authorities have argued that comprehensible pronunciation should be
the goal of pronunciation activities and point out the counterproductive consequences of
teaching features of native speakers’ speech, such as elisions, contractions, assimilations,
and weak forms (Jenkins, 2002). However, the teachers with students who have a strong
desire to learn accurate pronunciation can choose to integrate intensive oral repetition
practice with interesting communicative activities.
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Fourth, the most productive purpose of oral repetition is to polish the linguistic
forms or skills that learners have already learned. As stated above, I support the use of
multiple methods and techniques, and the most important point is to fully capitalize on
the positive characteristics of every instructional technique or strategy. Oral repetition
can be best utilized to fine-tune the language skills that students have already acquired
or to perfect the advanced learners’ phonological, syntactic, sociolinguistic, or rhetorical
skills, as opposed to the learning of the high-frequency lexical items and syntactic rules
that must be acquired at early stages of language acquisition.
The fifth significant pedagogical implication is that EFL teachers should learn what
their students’ favorite outside-of-class activities are and identify ways to adapt their
preferred learning strategies for classroom teaching. Watching movies, listening to
music, or singing can make EFL lessons more enjoyable because many students regard
them as their favorite form of entertainment. Language activities that have been
effective for past groups of students can be modified to match different learners’
language learning backgrounds.
Sixth, the weekly essay writing can be modified into the format that encourages, or
pressures, students to use one or two lexical phrases as part of their intrinsic reaction to
the moral issues presented in each movie. In the present study, most students utilized a
few prescribed lexical phrases in the summary section of their weekly essay. However,
very few students used the lexical phrases in the comment section. As the ultimate goal
of form-focused instruction would be learners’ acquisition of useful lexical phrases,
rather than their use of provided phrases in local activity contexts, their voluntary
attention to target forms and the opportunities for them to use a few lexical phrases to
express their own ideas formulated through cognitive thinking should be emphasized in
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future instruction. The directions for each weekly essay might be revised to guide the
students to focus on essential moral or social issues and refer to the core concepts in
their own argument.
Seventh, slightly easier versions of speaking activities might be prepared for low
proficiency students. As the corpus analysis data indicated, the average students rarely
used lexical phrases that included low-frequency words or were made up of three or
more words. It is not practical to present many of such challenging linguistic forms to
the low proficiency students and expect them to use or acquire them whereas the
inclusion of several low-frequency phrases can make it feasible to accurately assess the
high proficiency students’ acquisition of novel linguistic forms. Thus, the balance
between the novel and challenging expressions and the students’ proficiency levels must
be carefully considered.
It also appeared to be difficult for the low proficiency students to carry out group
discussion in English, and, in the Speech Communication course, they were allowed to
use Japanese when necessary. However, another solution might be to present interesting
but easy topics for their discussion, so that the group leader can solicit the other
members’ individual opinions by using simple formulaic interrogative sentences. The
low proficiency students’ oral presentations also tended to be very short, and it might be
better to make them present the discussion results at the following week so that they
would have sufficient time for preparation.
Eighth, teachers can also help learners understand how they can benefit from
different learning strategies by holding debriefing sessions on language learning
strategies. The class can debate the positive and negative aspects of the language
activities they engaged in, as this might lead them to understand, for example, that oral
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repetition is useful for the acquisition of accurate pronunciation, that meta-linguistic
explanations are useful for understanding complex syntactic rules, and that impromptu
speeches on familiar topics can help them automatize access to target expressions. To
the students who are simply interested in comprehending the plots of movies, the
teacher might explain the advantages of watching the same movie segment repeatedly
and focusing on several semantic or structural points at each viewing, instead of
watching newly released movies only once for entertainment. Such advice might help
learners understand a new approach to form-focused learning.
Furthermore, teachers can clarify what specific purposes the skills learned through
each language learning approach will and will not serve in the future. The students who
hope to work as flight attendants, hotel employees, or travel agents are likely to
appreciate the task of memorizing lexical phrases that are used frequently in their
professional areas. Their future careers might require them to utilize a specific register
of language in service encounters. However, the teacher can also explain that
cognitively oriented language activities are more instrumental for the internalization of
the advanced language skills that enable them to manipulate acquired lexical phrases
creatively and deal with unexpected or complex communicative situations in which
formulas are insufficient.

Methodological Implications
This section reflects on the action research aspect of the study, exploring specific
ways to improve the classroom instructional treatments and the ways to evaluate the
effectiveness of the treatments.
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First, as repeatedly emphasized above, the oral repetition of target lexical phrases
must be implemented through not only the oral cloze exercises but other activities as
well because oral repetition plays only a limited role, strengthening learners’ short-term
memory. One general policy is to guide students to attend to, and use, target forms
repeatedly within the communicative activities where students enjoy interpersonal
interactions, instead of setting it off as a separate activity.
Second, the number of target lexical phrases clearly unfamiliar to the participants
must be increased (except that a special arrangement is necessary for low proficiency
groups, as explained in the Pedagogical Implications). An increase in the number of
novel phrases makes it feasible to measure the effectiveness of the instructional
treatments more accurately. In the present study, there was a possibility that the
participants had already known many of the formulaic phrases made up of
high-frequency words before enrolling in the Speech Communication course. In a future
study, it is important to select challenging phrases carefully, embed them in various
communicative activities, and measure the degree to which the students use them.
In this project, I conducted a preliminary cloze test that included some of the target
lexical phrases, but it is necessary to prepare a more thorough pre-test that covers all
target linguistic items. A solid knowledge of the degree to which students perceive
target phrases as unfamiliar is imperative for a clearer definition of slightly challenging
linguistic items, which concerned Research Question 3.
Third, the teacher might encourage, or place pressure on, students to utilize lexical
phrases in their speech more frequently so that the degree to which they learn to use the
target phrases orally can be measured. The qualitative results showed that many
participants perceived the Speech Communication course as an interesting listening
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comprehension course despite the fact that it was intended to be an output-prompting
form-focused EFL course; this finding partially explains why the participants, including
high proficiency students, did not make extra efforts to use target phrases in small-group
discussions or presentations. In order to activate their use of target phrases in speech, it
seems necessary to increase the length of time for small-group discussions and
presentations, set up review sessions, and provide additional speaking activities. The
number of movies shown in each semester can be decreased to create extra time.
Administering some type of speech test, such as the evaluation of a taped oral
presentation or an interview test focused on the target lexical phrases, can also motivate
students to make efforts to use target phrases orally.
Finally, the methods for quasi-experimental analyses need to be redesigned to
evaluate the degree to which the length of interval, the frequency of exposure, and the
frequency of opportunities to use lexical phrases affect learners’ passive or productive
memory of the target phrases. Another important factor is students’ familiarity or
unfamiliarity with the target phrases. Thus, a matrix of combinations of these factors
must be constructed for meticulous statistical analyses.

Limitations
The first limitation was that the quantitative analysis of cloze test scores focused
on only one facet of the complex process by which the learners might learn to use
lexical phrases. Many factors can influence learners’ short-term or long-term retention
of target phrases, including their previous knowledge of lexical phrases, individual
learning styles and strategies, and interest in the movies that constitute the discourselevel contexts for the target phrases. The cognitive mechanisms underlying the long-
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term retention or retrieval of target forms after a lapse of time is complex, so a onepoint analysis of a simple linguistic task (i.e., recognizing one out of three provided
phrases as appropriate) would not fully reflect their ability to use target lexical phrases
in real-life language learning contexts.
Likewise, the reliability and validity of the paired-samples t-tests on the final
essays could be improved by basing the statistical analysis on more than one pair of
final essay samples. Moreover, in the final examination, the participants wrote about the
movies that they chose from several alternatives, and there is a possibility that topic
might have influenced their final essay writing scores.
The second limitation was that the participants’ productive use of lexical phrases
was evaluated using written English; their speaking performance was not investigated.
Some form of evaluation measuring spoken use of lexical phrases is necessary in order
to better understand the participants’ ability to use the target phrases.
The third limitation involves two research design problems. First, the design did
not include the use of a pretest, an immediate posttest, and a delayed posttest. In effect,
the preliminary cloze tests and essay writing provided baseline information, and the
weekly cloze tests and essays acted as immediate posttests. The final cloze tests and
final essays served, in a sense, as delayed posttests because they were administered one
to 10 weeks after the weekly cloze tests and essays. However, the results of a delayed
posttest might generate additional, useful information by showing the degree of the
participants’ long-term retention of the target phrases. A second research design problem
is that the task-plus-oral-repetition instruction and the task-only instruction were
essentially two experimental treatments; no control treatment was included. The
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effectiveness of the two task-based treatments could be better understood if they are
compared with a control condition.
The fourth limitation concerns the difficulty of the question sentences and
distracters in the final cloze tests, which might have influenced the statistical results.
The participants’ means on most question items were comparatively high. However,
some of the questions or the lexical items provided as distracters were somewhat
difficult: thus, the low scores might have partially reflected the participants’ failure to
understand meanings of the sentences or distracters, rather than the target lexical
phrases. This might have been why the task-plus treatment did not result in decisively
higher final cloze scores compared with the task-only treatment. All unnecessary
elements of difficulty should have been eliminated.
The fifth limitation was that, whereas the study aimed to evaluate how a focus-onformS-oriented activity could improve the effect of task-based, focus-on-form-oriented
activities, the oral cloze activity used for language enhancement in this project had an
element of focus-on-form treatment in that the participants could partially rely on the
context of a provided paragraph and retrieve the words to fill in the blanks by way of a
logical analysis. As described in the Introduction, I decided on the oral cloze activity as
the best pedagogical compromise because the parrot-like repetition of a given phrase or
sentence would fatigue the participants considerably. Nonetheless, it is acknowledged
that this trade-off between the employment of a purely focus-on-formS activity and the
use of a motivating activity entailed a validity problem in terms of the comparison
between focus-on-formS and focus-on-form treatments.
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Suggestions for Future Research
The first set of suggestions concern replications of the present study.
1. This study should be conducted with groups of participants with different proficiency
levels, genders, and academic majors.
2. An in-depth longitudinal case study with six to eight participants would provide
more detailed findings, but it should be conducted independently from quantitative
studies.
3. Students’ ability to use lexical phrases in speech should be assessed. This might
involve analyzing discussions and oral presentations. The students’ speeches should
be audio-taped or videotaped to create a formal atmosphere and to obtain a full
transcription for later analysis.
4. Future research should investigate how lexical difficulty affects uptake of the target
lexical phrases. The criteria for determining lexical difficulty might be based on the
complexity of target syntactic structures, the frequency of the words that make up the
formula, semantic saliency, and phonological complexity.
5. Future researchers should conduct studies spanning one or more academic years,
involving a greater number of movies. This design would generate more valid and
reliable data and allow for more sophisticated statistical analyses and more
interviews and classroom observations.
6. The instructional treatments should be modified so that the target lexical phrases are
presented repeatedly and the students have opportunities to retrieve and recycle the
target forms repeatedly in speaking and writing activities.
7. Future studies might investigate individual students’ use of lexical phrases. The
collected qualitative data showed the participants’ characteristics, and the corpus data
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produced information about the frequencies at which the phrases were used. The data
can be utilized to understand what types of students are likely to use what types of
lexical phrases and investigate how their proficiencies and other learner
characteristics might influence their usage.
The second set of suggestions for future research concerns the acquisition of
different language skills.
1. Investigations of the effect of an implicit focus-on-formS task on the acquisition of
pronunciation in various activity contexts might shed light on different aspects or
purposes of the oral repetition strategy. Evaluating the interaction between the use of
motivating activities (e.g., oral presentation rehearsals and choral singing) and the
intensity or frequency of oral repetition is one possible research plan. Moreover, the
accuracy with which learners acquire phonological patterns can be measured more
effectively with the aid of an acoustic analyzer.
2. Investigations might also be conducted to identify the commonalities and differences
between the acquisition of single lexical items and the acquisition of lexical phrases.
The learning of both vocabulary items and lexical phrases are memory-based, but
lexical phrases, such as idioms and collocations, are made up of more complex
components. The comparison and contrast between the learning processes for these
two types of target items might contribute to the knowledge of language acquisition.

Final Conclusion
The major goal of this study was to find evidence that multiple types of formfocused language teaching can play a positive role for language acquisition as long as
they are applied for the proper instructional purposes, in the right activities, and in
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appropriate combination with other pedagogical techniques and strategies. The results
of the quantitative and qualitative studies, when integrated, supported this assumption
by showing that oral repetition served as a scaffolding device that helped learners retain
lexical phrases and improve pronunciation. Oral repetition did not directly translate into
learners’ long-term retention of lexical phrases but indirectly contributed to their
memory or manipulation of the phrases by reducing their working memory consumption.
Oral repetition was not perceived as enjoyable or useful in itself, but a few highly
proficient students, who had utilized the pertinent technique in the service of more
interesting activities, acknowledged that they had learned useful sentences or lexical
phrases. Oral repetition can be best utilized to help advanced EFL students to perfect
their pronunciation or fine-tune the delivery of their speech. Again, this mixed-methods
study provided evidence that oral repetition was a small but useful cog in the language
acquisition machinery.
Teachers need to expose students to target phrases frequently through multiple
activities and provide them with opportunities to register, retrieve, and recycle the target
forms in diverse activity contexts. I hope this study provides EFL teachers in Japan with
hints as to how interesting communicative or form-focused activities can be combined
to intensify the students’ memory of useful lexical phrases. Even non-communicative
techniques, such as mechanical oral repetition and rote rehearsal, can play roles in
language acquisition on condition that they be utilized in the context of more motivating
activities. It is best for language teachers to prepare a great variety of meaning-focused
or form-focused activities, particularly by including collaborative tasks and adapting the
learning strategies that students often activate outside of class for various forms of
human communication.
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The present study was restricted to Japanese students’ use of lexical phrases in a
local movie-based speech communication course, but I hope that future researchers will
conduct similar studies in a variety of activity contexts and investigate the processes by
which learners might learn to retain lexical phrases semi-permanently through repeated
encounters over time and explore different combinations of form-focused techniques
and activities that facilitate their acquisition of either formulaic phrases or syntactic
rules in diverse speaking and writing contexts.
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APPENDIX A
IDIOMS AND COLLOCATIONS PRETEST
Direction: Choose the best word to fill the blank in each sentence.
Questions
Warm-up Questions:
a. The sales manager is expecting a ( ) week, scheduled for a series of big business
conferences. (a. challenging, b. fighting, c. combating)
b. Mrs. Tanaka told her daughter to ( ) her homework before dinner. (a. make, b. do, c.
take)
Questions:
1. The man said that he was not going to take his child to a sleazy dog ( ). (a. track, b.
course, c. field)
2. John was planning to ( ) a vacation with his friend. (a. do, b. take, c. make)
3. The girl’s parents ate the food for the spirits, and, as a punishment, they were ( )
into pigs. (a. gotten, b. made, c. turned)
4. The witch ( ) a spell on the young man in order to control him. (a. got, b. cast, c.
turned)
5. An airplane arrived at the airport with no passengers or crewmembers on ( ). (a.
stage, b. board, c. line)
6. “Can you ( ) me how to get to the station?” (a. teach, b. give, c. tell)
7. The FAA investigator asked the pilot to ( ) the plane and start the engine. (a. float, b.
roll, c. slide)
8. The woman had to spend her savings to ( ) her son’s tattoo. (a. remove, b. abolish, c.
solve)
9. The creature started giving ( ) gold in order to impress the girl. (a. in, b. off, c.
away)
10. She took ( ) for the murder of her husband. (a. grudge, b. offense, c. revenge)
11. While driving to their new home, the father ( ) a turnoff, and they ended up in a
strange, wooded area. (a. failed, b. missed, c. lost)
12. When the guard ( ) out, she stole the key to the handcuff. (a. carried, b. passed, c.
made)
13. While the monster was bathing in the bathtub, the girl found a thorn in his ( ) and
pulled it out, and all the junk came out of his body. (a. side, b. back, c. head)
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14. “Would you like to ( ) us for Sunday dinner?” (a. join, b. participate in, c. attend)
15. During a science experiment, the boy mixed chemicals in the wrong way and ( ) up
the science laboratory. (a. tore, b. blew, c. smoked)
16. The two women were twin sisters, but they were exact ( ). (a. copies, b. reflections,
c. opposites)
17. Then, he thought that he wanted to be the head of a foreign country who would not
be voted out of ( ). (a. building, b. status, c. office)
18. The river spirit had carried the small girl ( ) when she was going to drown in the
river. (a. aground, b. ashore, c. underwater)
19. The time bomb did not go off, so the man did not die. But he lost his ( ) because of
the terrifying experience. (a. brain, b. heart, c. mind)
20. The man was really sticking his neck ( ) for her when the young girl needed a job.
(a. in, b. on, c. out)
21. The boy’s bright classmates called him a ( ) genius. (a. slight, b. minimal, c.
mediocre)
22. A jealous husband became suspicious that his wife was having ( ) with a young man.
(a. a matter, b. an issue, c. an affair)
23. He ( ) all the necessary arrangements to rent a house. (a. set, b. put, c. made)
24. The shop owner found a genie in an old bottle, and the genie offered to ( ) him four
wishes. (a. donate, b. present, c. grant)
25. The old man said to the girl, “You can take a train on your way there, but you’ve
got to come back ( ) you own.” (a. on, b. by, c. to)
26. The nurse tried to ( ) the man out of the hospital while the guard was sleeping. (a.
split, b. spin, c. sneak)
27. The young employee ( ) her up with a job following his supervisor’s order. (a. got, b.
made, c. set)
28. Someone set fire to the house, and it went up in ( ). (a. smoke, b. particles, c.
clouds)

284

APPENDIX B
HANDOUTS
The phrases highlighted in bold in the text below were additional lexical phrases
(i.e., in addition to the items presented in the oral repetition activity in class) that some
students might notice and transfer to their writing. The number of these phrases, as well
as the number of preselected lexical phrases, in the students’ weekly and final essays
was checked; the data set thus produced was primarily used in the qualitative analysis
section of the quantitative phase. The students were encouraged to notice usable
expressions by themselves, and, therefore, the pertinent lexical phrases were not
highlighted in the handouts distributed in the classroom.
Movie 1 (The Simpsons: Episode 1)
[Vocabulary] Christmas ornaments, tattoo, jar, Christmas bonuses, the dog track, bet,
washout, sleazy, loser
A: Answer the following questions. The items marked with an asterisk (*) are
open-ended questions for your group discussion.
1. Who is the central character in this episode?
2. *How important is Christmas to you? How important do you think it is to American
families?
3. What did Lisa ask for as her Christmas present?
4. What did Bart ask for as his Christmas present?
5. What were the Simpsons’ Christmas ornaments like? What were their neighbor’s
Christmas ornaments like?
6. *How do you think Bart’s mother filled up her jar with cash?
7. Why did she lose all her savings?
8.
9.
10.
11.
12.

Why didn’t Homer (Bart’s father) receive his Christmas bonus?
Where did he go shopping?
Where did he get a Christmas tree for his family?
How did he try to get money for the Christmas presents for his family?
How much did he earn?

13. Why did he go to the dog track?
14. What happened to the race dog that Homer and Bart bet on (i.e., Santa’s Little
Helper)?
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15. What was the Christmas present that the Simpsons ended up with?
16. *What do you think of the fact that the father tried to get money for Christmas
presents by gambling?
17. *If you had no money to buy Christmas presents for your family and friends, what
would you do?
B. Try to catch the following lines while you are watching the movie.
1.

2.

Bart:
Mother:

Yeah, they (the tattoos) are cool! They last for the rest of your life.
You will not be getting a tattoo for Christmas.

Father:
Bart:

Yeah, you’ll have to pay for it out of your own allowance.
All right!

Father:
Mother:

Spill it. Where have you been hiding the Christmas money?
Oh, I have my secrets. Turn around. (Taking out a jar full of money)
You can look now.
Oh, big jar this year.

Father:
3.

Mr. Burns: Hello, I’m proud to announce that we’ve been able to increase safety at
the plant without increasing the cost to the consumer or affecting

Father:
4. Doctor:

management pay raises. However, for you, semi-skilled workers,
there will be no Christmas bonuses. And one more thing: Merry
Christmas!
Oh, thank God for the big jar.

Bart:

Yes, Mrs. Simpson, we can remove your son’s tattoo. It’s a simple
routine involving lasers.
Cool.

Doctor:
Mother:

However, it is rather expensive, and we must insist on a cash payment.
Cash! Thank God for Homer’s Christmas bonus.

5. Father:
Woman:
Father:
Woman:

Ah, son. One day, you’re going to know the satisfaction of payday.
Receiving a big fat check for a job well done.
Simpson, Homer. Here you go.
Come on, son! Let’s go cash this baby and get presents for…
(Screaming) Thirteen bucks? Hey, wait a minute.
That’s right, 120 dollars gross. Less Social Security, less unemployment
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insurance, Santa training, costume, less beard rental, less Christmas
club. See you next year.
6. Barney:
Father:
Barney:
Bart:

I’m going to the dog track. I got a hot puppy in the fourth race. Want to
come?
Sorry, Barney. I may be a washout as a father, but I’m not going to take
my kid to a sleazy dog track on Christmas Eve.
Come on, Simpson. The dog’s name is Whirlwind. Ten to one shot.
Money in the bank.
Come on, Dad. This could be the miracle that saves the Simpsons’
Christmas. TV has taught me that miracles always happen to poor kids
at Christmas.

7. A Man at the Dog Track: Beat it! Scram! Get lost! You came in last for the last time!
Bart:
Look, Dad. It’s Santa’s Little Helper.
The Man: And don’t come back!
Father:
(The dog approaches.) No, no. Get away from me. (The dog jumps into
his arms.)
Bart:
Can we keep him, Dad? Please.
Father:
But he’s a loser. He’s pathetic. He’s…a Simpson.

Movie 2 (The Simpsons: Episode 2)
[Vocabulary] dumb kid, genius, be caught red-handed, intelligence test, prank, vandalize,
interview, experiment, fall for
A. Answer the following questions. The items marked with an asterisk (*) are
open-ended questions for your group discussion.
1. What kind of family game were the Simpsons playing?
2. What did Bart do toward the end of the game?
3.
4.
5.
6.

Why was Bart ordered to report to the school principal’s room?
What kind of test did Bart and his classmates take?
Why was Bart’s father asked to pay 75 dollars?
The psychiatrist declared that Bart’s IQ was 216. Was it true? How did he end up
with such a high score?
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7. What kind of school did the psychiatrist advise his parents to send him to?
8. What was the new school like?
9. How did his new classmates treat him?
10. Bart was not happy at the new school and tried to tell his father what he had done
during the intelligence test. But why did he change his mind after playing catch
with his father?
11. What happened in the science laboratory? Why did it happen?
12. Why was Bart sent back to a regular school?
13. When Bart confessed to his cheating, how did his father react?
14. * Bart ended up attending the wrong school. Whose fault do you think it was?
15. * Do you want to attend an elitist school? Why? Why not?
16. * What do you think of the average people who dream that their children would be a
millionaire, a famous person, an Olympics athlete, or an ingenious scientist?
B. Try to catch the following lines while you are watching the movie.
1. Martin:
Principal Skinner, a fellow child is vandalizing school property.
Skinner:
Oh. Where?
Martin:
Over there, sir. See?
Skinner:

Whoever did this is in very deep trouble.

Skinner:

Boys, let’s see your hands. Good. Okay. Simpson?

Martin:
Skinner:

You caught him red-handed.
Simpson, you and I are going to have a little talk.

2. Homer: (Finding his son in the principal’s office) What have you done this time, boy?
Principal Skinner: I caught your son defacing school property this morning. We

Homer:

Skinner:
3. Skinner:
Homer:

estimate the damage at $75. We think it’s terribly unfair that other
taxpayers pay the bill.
Hey, it’s a crummy system, but what are you going to do? (His wife
whispers in his ear.) Oh, no. He can’t mean that. My wife thinks you
want me to pay for it.
That was the idea.
Mr. and Mrs. Simpsons, this is our psychiatrist, Dr. J. Loren Pryor.
We don’t need a psychiatrist. We know our kid is nuts.
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Dr. Pryor:

Homer:
Dr. Pryor:

On the contrary, I have some very exciting news for all of us. This
aptitude test we administered this morning has revealed that Bart here
is what we call a “gifted child.”
What?
Your son is a genius.

4. Mrs. Melon: You must be Bart Simpson. I’m Ms. Melon, your learning coordinator.
Let me say right at the start, we have one rule here. Make your own
rules.
5. Classmate 1: What do you think of the new kid?
Classmate 2: A rather mediocre genius.
Classmate 3: Yes, not very bright at all.
6. Bart:

(Ready to confess to cheating) Look, Dad. I’ve got something to tell
you.
Homer: Can it wait, son? It’s getting dark.

7. Homer:
Bart:

(After playing catch with Bart) So, what was it you wanted to tell me,
son?
Oh, nothing, Pop.

8. Ms. Melon: Hey, what’s that? It looks dangerous.
Bart:
Well, it’s really pretty top secret, ma’am.
Ms. Melon: All right. But you know what happens when you mix acids and bases,
right?
Bart:
Of course, I do.
9. Bart:

My confession by Bart Simpson. I am a regular dumb kid, period. I
cheated on my intelligence test, period.

10. Homer:
Bart:

Son, if you don’t come out, I can’t hug you and kiss you and make you
feel better.
Do you think I’m dumb enough to fall for that? I’m insulted.
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Movie 3 (Spirited Away 1)
A. Answer the following questions. The items marked with an asterisk (*) are
open-ended questions for your group discussion.
1. What are Kamaji and Kaonashi called in English? How would you define Yubaba
and Zemiba?
2.

What do you think Chihiro was thinking when she and her parents were heading to
the place that would be their new home?

3.

*Do you have an experience of parting with your friends and moving to a distant
town as a small child?

4. Why did Chihiro and her parents end up in a strange wooded area?
5. What happened when Chihiro and her parents got through the tunnel?
6. What did her father think the unique buildings were?
7. *Why do you think the town that they stepped into was empty?
8. What happened to Chihiro’s parents when they gobbled up the food prepared for
the spirits? (gobble up = eat something very quickly or in a way that people do not
consider polite)
9. *Have you heard an episode or anecdote similar to this incident (see #8)? Describe
it.
10. Why did Haku advise her to get out of the place before it got dark?
11. Why do you think Chihiro became transparent (or see-through)? How did she
recover?
12. *What do you think the bathhouse represents?
13. *What do you think the various things described in the movie (e.g., buildings,
restaurants, spirits, food, music, the clothes that people/spirits wear) represent?
14. What does Kamaji look like? What are his personality characteristics?
15. Did Chihiro qualify as a coal-lump carrier, which was basically the job for soot
balls?
B: Try to catch the following lines while you are watching the movie.
1. Father:
Look, Chihiro. There’s your new school.
Mother:
It doesn’t look so bad.
Chihiro:
It’s going to stink. I liked the old school.
2. Father:

Did I take the wrong turn? I must have missed a turnoff.
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3. Father:

It’s an abandoned theme park. They built them everywhere in the
early nineties. Then, the economy went bad, and they all went
bankrupt.

4. Father:
Chihiro:
Father:

Maybe, this theme park is still in business.
We are going to get in trouble. Let’s just get out of here.
Don’t worry. You’ve got Daddy here. He’s got his credit card and cash.

5. Chihiro:

Oh, I’m see-through.

Haku:

Don’t be afraid. I just want to help you. Open your mouth. You have to
eat some food in this world, or else you’ll disappear. Don’t worry; it
won’t turn you into a pig.

6. Haku:

There you’ll find Kamaji, the boiler man. Tell him you want to work
here. Even if he refuses, you just have to insist. If you don’t have a job,
Yubaba will turn you into an animal.

7. Chihiro:
Kamaji:

Haku told me to come here and ask you for a job. Could you give me a
job, please?
I can’t give you any help. I’ve got all the workers I need.

Kamaji:

There’s no work for you here. Try somewhere else.

Movie 4 (Spirited Away 2)
A. Answer the following questions. The items marked with an asterisk (*) are
open-ended questions for your group discussion.
1.

How did Rin (a maid) react to the presence of Chihiro at first? How did she treat
her later?

2. How did Yubaba respond to Chihiro’s request for a job?
3. Why did Yubaba change her mind and decide to give her a job?
4. Why did Yubaba change the central character’s name from Chihiro to Sen?
5. What kind of job did Chihiro find in the bathhouse?
6. *What do you think of the various spirits or creatures in the bathhouse (e.g., No
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Face, Radish Spirit, Kamaji)? What myths, cultures, or stories do you think those
7.

spirits are derived from?
Haku took Sen to the pigpen where her parents were housed. What advice did he

offer to her so that she could escape from the strange land?
8. Why did Sen leave the door open for No Face? (What did she think he was?)
9. Why was Haku flying around as a dragon? What was the relationship between him
and Yubaba?
10. Why do you think Sen and Rin were ordered to clean the large dirty bathtub?
11. What kind of customer (spirit) arrived at the bathhouse when Sen and Rin were
scrubbing the dirty bathtub?
12. How did Sen get the bath tokens that the foreman had refused to give her? (Who
helped her get those bath tokens?)
13. *What feelings do you think No Face cherished toward Sen? What makes you
think so?
14. How did Yubaba try to deal with the unwelcome customer?
15. How did Sen remove all the junk from the customer’s body?
16. What did the Stink Spirit change into when he was cleaned up?
17. *What do you think Stink Spirit symbolizes?
B: Try to catch the following lines while you are watching the movie.
1. Rin:
You are human. You are in trouble. You are the one that everybody was
looking for.
Rin:
Chihiro:
2. Chihiro:
Yubaba:
Yubaba:

Thank Boiler Man. He’s really sticking his neck out for you.
Thank you, Mr. Boiler Man.
(Facing Yubaba) Excuse me. I was wondering if you could give me a
job.
I don’t want to hear such a stupid request.
It’s a bathhouse for the spirits. It’s where they come to replenish
themselves.

3. Yubaba:

That’s your contract. Sign your name away, and I’ll put you to work.

Yubaba:

So, your name is Chihiro. What a pretty name! And it belongs to me
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now. From now on, your name is Sen.
4. Yubaba:
Haku:

She signed her name. Set her up with a job.
Yes, ma’am.

5. Rin:

I can’t believe you pulled it off. You are such a dope. I was worried.

6. Chihiro:

(Looking at pigs) What’s wrong with them? Are they sick?

Haku:

No. They just eat too much. They are sleeping it off.

Haku:

Here’s your clothes. Hide them. You need them to get home.

Chihiro:

My goodbye card is still here. Chihiro, that’s my name, isn’t it?

Haku:

That’s how Yubaba controls you by stealing your name. So, hold on to
that card, and keep it hidden. If you completely forget it, you’ll never
find your way home.

Chihiro:
Haku:

Don’t you remember your name?
No. But for some reason, I remember yours.

7. Chihiro:

(Addressing No Face) Come in. I’ll leave the door open.

8. Yubaba:

What useless scum is slinking around in the rain?

Yubaba:

We have an intruder. Figure out who it is and report back.

Yubaba:

Just give him a bath and get him out of here as soon as possible.

9. Rin:
Chihiro:
Rin:
Chihiro:

Where are you?
Over here.
Stay right where you are. I’m coming to help you. I won’t let him hurt
you.
I think he needs help. It feels like there’s a thorn in his side.
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Movie 5 (Spirited Away 3)
A. Answer the following questions. The items marked with an asterisk (*) are
open-ended questions for group discussion.
1. *Why do you think No Face started giving away gold?
2. What did No Face start doing at the same time as he gave away gold?
3. *Why do you think No Face turned into a monster?
4. *What do you think Yubaba’s spoiled Big Baby represents in our society?
5. What did Big Baby demand of Sen?
6.

What trick did Zeniba play on Big Baby? (What did Zeniba turn him into?) What
did she do to the three Bodhidharma (daruma) heads?
7. Why was Haku (the dragon) bleeding?

8. The dragon spat out a gold seal. How or where had it gotten it?
9. How did Sen save Haku (the dragon)?
10. How did Sen break the spell that Zemiba had cast on Haku?
11. What is the relationship between Yubaba and Zeniba?
12. *Compare and contrast Yubaba’s and Zeniba’s personalities.
13. Why did Sen decide to take a train and visit Zeniba?
14. How did Kamaji help her make the trip?
B. Try to catch the following lines while you are watching the movie.
1. Chihiro:
Have you seen Haku?
Rin:

2.

3.

Yubaba:

Not Haku again. He just disappears sometimes. He runs around doing
Yubaba’s dirty work.
Haku is bleeding all over the carpet. Get him out of here. He’ll be dead
soon anyway.

Chihiro: Wow! You are a Big Baby. Would you mind letting go of me? I’m in a
really big hurry.
Big Baby: You came in here to make me sick. You are a bad germ from outside,
aren’t you?
Chihiro: I’m not a germ. I’m a human.
Big Baby: You’ll get sick if you go outside. So, stay here and play with me.
Chihiro: You won’t get sick.
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Big Baby: Yes, you will. That’s why I’ve never left this room.
Chihiro: Staying in this room is what will make you sick.
4. Chihiro:
Zeniba:
Chihiro:
Zeniba:

5. Chihiro:

Who are you?
Zeniba! I’m Yubaba’s twin sister. It was nice of you to lead me straight
to this dragon’s hiding place. Now, hand him over to me.
What do you want of Haku? He’s badly hurt.
Too bad. He stole my solid gold seal. It’s magic and powerful. I want it
back.
What about taking that gold seal back to Zeniba? I can give back the
seal and apologize to her for Haku.

Kamaji:

I know how to get there. But you’ve got to get back on your own.
Wait here… The train stops at a stop called Swamp Bottom. That’s
where Zeniba lives. It’s the sixth stop.

Movie 6 (Spirited Away 4)
A. Answer the following questions. The items marked with an asterisk (*) are
open-ended questions for group discussion.
1.

*Why did No Face throw up everything and turn into a quiet creature again? What
do you think his physical transformation represents?

2.

*Now, the ghost train runs only one way although it used to run in both directions.
What does the one-way ride represent in our present-day society?
*What do you think the river that Chihiro crossed symbolizes?

3.

4. Whom did Sen take out when she left the bathhouse for Zeniba’s place?
5. What did Haku demand of Yubaba (concerning Sen and her parents) for getting her
Big Baby back?
6. On what condition did Yubaba comply with his demand?
7. When did Big Baby turn back into its original form?
8. Who came to pick up Sen at Zeniba’s place?
9. What for did Zeniba ask No Face to stay at her place?
10. How did Sen pass the test (for getting back her parents)?
11. How and where did Sen find her parents?
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12. What was Haku’s real name? What was his real identity?
13. * What would you compare the relationship between Chihiro and Haku to in the
real world (e.g., a young couple who might marry, a young child and her ancestor’s
spirit)?
14. Why had Haku been trapped in the world of the dead spirits until then? Why was
he finally able to find his way back to the human world?
B: Try to catch the following lines while you are watching the movie.
1. Haku:
(Facing Yubaba) You still haven’t noticed that something precious to
you has been replaced.
Yubaba:
Haku:

Where is he? What did you do with my baby?
He’s with your sister, Zeniba.

Yubaba:

You get my baby back for me, but at a price. So, what do you want?

Haku:

Tear up Sen’s contract, and then I want you to return Sen and her father
and mother back to the human world.

2. Chihiro:
Zeniba:
Chihiro:

Excuse me, ma’am. Haku stole this from you.
I see. Do you have any idea what this is?
Yes. It’s the gold seal you were looking for. I’m very sorry.

3. Zeniba:

I don’t get along with my sister. She’s so obnoxious. We are identical
twins, yet exact opposites.

Zeniba:

I’m sorry that she has turned your parents into pigs. But there’s nothing
I can do. It’s just the way things are. You just have to help your parents
and Haku on your own. Use what you remember about them.

Zeniba:

(Facing Haku) I forgive you for stealing my gold seal. In return, you
take care of this girl.

4. Chihiro:

Once when I was little, I dropped a shoe into the river. When I tried to
get it back, I fell in. I thought I’d drowned, but the water carried me to
shore. It finally came back to me. The river’s name was Kohaku River.
I think it was you. And your real name is Kohaku River.
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5. Yubaba:
Chihiro:
6. Chihiro:
Haku:
7. Narrator:
Chihiro:

See if you can tell which of these pigs are your father and mother. You
give one try. If you get it right, you can all go home.
It must be a mistake. None of these pigs are my mom or dad.
Where are my mom and dad?
When you passed the test, they woke up on the human side of the river.
New home and new school; it’s a bit scary.
I think I can handle it.

Movie 7 (The Twilight Zone 1: “The Arrival”)
[Vocabulary] Federal Aviation Administration, propose a theory, mass
suggestion/hypnosis, Achilles’ heel, on board, presumed crashed for reasons
unknown
Try to catch the quoted lines while you are watching the movie and, then, answer the
questions. The items marked with an asterisk (*) are open-ended questions for your
group discussion.
“Let’s go in there. What about it? You are dead or sleep or what?”
“What’s going on? There is no luggage.”
“There aren’t any passengers. Come here.”
Q 1: What happened to the people on board a DC3 (Flight #107 from Buffalo)?
“I’ve got a pretty good record putting together jigsaw puzzles.”
Q 2: What is Mr. Scheckly’s professional position?
Q 3: On what mission was he at the airport?
“All these blue empty seats [are] staring at you.”
“You said something before. You looked inside the plane, and you saw blue seats. When
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I first looked in the plane, the seats were brown.”
“Wait a minute. They were red.”
“You see that number on the tail.”
“Of course. I see a number.”
“Read it off to me.”
“N67588.”
“Hey, Robin. Do you see the same number on the tail?”
“N804758.”
Q 4: How did Scheckly explain when the seats’ color changed from brown to blue to red,
and the number on the tail changed from N664753 to N67588 to N804758? What was
the theory that he proposed?
“Will you roll the plane and start the engine?”
Q 5: Why did Scheckly ask a pilot to roll the plane and start the engine?
Q 6: What happened when he touched the propellers?
Q 7: What did he claim it proved?
Q 8: Then, what happened to the people there?
“You are Scheckly, aren’t you?”
“What’s going on? What’s the problem?”
“What’s the problem? One moment, there is a hangar full of aircraft; next moment, I
proved that not only doesn’t the airplane exist…”
“Are you drunk? Are you sick or what?”
Q 9: When he walked into the airport office, what did the PR man say?”
The newspaper headline read: “Hollywood Starlet on Tour.”
“Our flight 107 arrived right on schedule.”
“We lost just one flight 17 or 18 years ago. Lost in the fog—never found. That was one
case you were unable to button up.”
Q 10: What had actually happened to the plane 17 or 18 years before?
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“Why don’t you let me drive you home?”
“I’ve never been licked on a case? We’ve always found the causes.”
Q 11: What was Mr. Scheckly’s real problem?
Q 12: *How would you describe his personality?
Q13: *Do you know—or have you ever heard about—someone like Mr. Scheckly?
Q 14: *What do you think of this story? (Give a general comment on the movie.)

Movie 8 (The Twilight Zone 2; “The Man in the Bottle”)
[Vocabulary] genie in a bottle, curio shop (antique shop), heirloom, wish, irrevocable,
consequences, reflect
Try to catch the quoted lines while you are watching the movie and, then, answer the
questions. The items marked with an asterisk (*) are open-ended questions for your
group discussion.
Man: What about gas and electric?
Wife: What?
Man: The gas and electric bill? How many months is that?
Wife: Four months. That’s when you better pay.
Man: That’s when I can’t pay.
Q 1: What kind of shop did the man own? What did they sell?
Q 2: How was the man doing in his business? (What was his financial standing?)
Man:
Woman customer:
Man:
Customer:
Man:

An heirloom?
Yes, it has been in my family for years and years.
Do you know what it’s worth? Nothing.
I could let it go for a dollar.
If I could spare a dollar, I’d give it to you. Believe me.

Q 3: Why did he give a dollar to the woman who had brought a bottle?
Q 4: *What would you do when you were in his place?
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Wife: We are just around the corner from bankruptcy.
Q 5: *What do you know about “genie”? In what story have you seen or read about a
genie? Explain what he does.
Q 6: How many wishes did the genie offer to the shop owner?
Q 7: What did the genie warn the man and his wife against?
Genie: Keep in mind, of course, that each wish is irrevocable. Once made, it’s fulfilled,
and, once fulfilled, it’s a matter of record.
Man:
Genie:
Man:

If I had a wish, just for the sake of argument, I’d say I wanted that broken
glass in that case to be fixed.
Would you like to make it official? Is that your wish?
Yes, that is my wish. I want that glass in that display case to be repaired.

Q 8: *Why do you think he used his first wish to make the broken glass repaired?
Officer from the Internal Revenue Service: You owe the government approximately
907,000 dollars… The whole thing comes to the total of roughly 942,640
dollars.
Wife: We’ve already given away a lot of money.
Q 9: What did he wish for next?
Q 10: What did he do when his second wish was fulfilled?
Q 11: What did he find out then?
Genie:

It was my suggestion that you reflect very carefully…No matter what you
wish for, you must be prepared for the consequences.

Man:
Genie:

I want to be the head of a foreign country who can’t be voted out of office,
but it must be a contemporary country.
No problems.

Q 12: What happened to him after he stated his third wish?
Q 13: What was the problem with the person that the curio shop owner turned into?
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Man:

I wish I went back where it all started. I wish I were back at the curio shop.

Q 14: What did the man learn after he had his fourth wish fulfilled?
Wife:

We came out of it ahead anyway.

Man:

Shouldn’t be a total laugh.

Q 15: What happened at the end of the movie after the man and his wife said the above?
Q 16: *What kind of moral lesson do you think the man learned from his experience?
Q 17: *What did you learn from the episode?
Q 18: *What would you ask for if you were offered four wishes?

Movie 9: Alfred Hitchcock Presents (“Night Fever”)
A. Answer the following questions. The items marked with an asterisk (*) are
open-ended questions for your group discussion.
1. Gerry was trying to take Cathy (a supermarket employee) out on a date. Was he
really attracted to her?
2. What was he actually trying to do?
3. Why do you think he was carrying a gun?
4. How (or why) did the police come around to the supermarket?
5. What happened when the police arrived?
6. Two patients were brought to an emergency hospital. Who were they? What
happened to them after they were hospitalized?
7. A new nurse came to attend to Gerry. What was her name?
8. What did the detectives do to Gerry?
9. Why did the nurse start spoon-feeding him?
10. What kinds of topics did he pick up during his conversations with her?
11. Why did he do that?
12. *What kind of person do you think Gerry is? What do you think of him?
13. What did the nurse do to sneak him out of the hospital?
14. How did Gerry react when he arrived at her house?
15. Why did she shoot him in the end?
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16. Looking back on the earlier scenes, why do you think the nurse began putting on
her makeup?
17*Why do you think she gave him an injection to relax him?
B. Try to catch the following lines while you are watching the movie.
1. Police officer 1: Want some coffee?
Police officer 2: No.
Police officer 1: I’ll buy.
Police officer 2: Cream and no sugar.
2. Cathy: What are you doing?
Gerry: What does it look like I’m doing?
Cathy: Gerry, cut it out.
Gerry: Cathy, it’s not your money.
Cathy: Put it back.
Gerry: Cathy, relax.
Cathy: Are you crazy?
Gerry: Am I crazy? Yes. (He takes out his gun.)
Cathy: Oh, big man!
3. Officer 3:
Officer 2:
Doctor:
Officer 2:
Doctor:

There’s the doctor.
What happened?
I thought we had a chance. I’m sorry.
What happened to the other guy?
I don’t know.

4. Detective 1:
Gerry’s doctor:
tomorrow.
Detective 1:
Doctor:
Detective 1:
Doctor:
Detective 1:
Detective 2:
Doctor:

How is he?
Stable. He’ll be out throughout the rest of tonight and most of
I want to move him to the jail.
Forget it.
You said he’s stable.
If you move him, it could kill him…He’ll be dead in a minute.
That would be tragic.
When can he be moved?
Four days at the earliest.

302

Detective 1:
Nothing’s wrong with his arms.
Doctor:
No.
Detective 1: Cuff him.
5. Nurse Winters: He killed the cop the other night. That’s why there’s a guard at the
door.
Nurse Ellen Hatch:
I was wondering.
Winters:
Oh, well, another day of fun and games. Oh, the guard’s name is Joe.
He’s got the key to those handcuffs in case you think you need it.
6. Ellen: Here we go.
Gerry: No way.
Ellen: You have to eat.
Gerry: I can’t.
Ellen: You have been through quite an ordeal. You need to keep your strength
up.
Gerry: I’m left-handed, Ellen.
Ellen: I’ll feed you.
7. Doctor:
He’ll be able to leave tomorrow. Let me have several medications
prepared that he can take with him.
8. Ellen: I put five grams of chlorohydrate in Joe’s coffee. He should start feeling it
pretty soon. I’ll bring him in here. When he passes out, I’ll get the key to the
handcuffs. I’ll have to give you something to help you sleep so that we won’t
attract attention when I take you down the hall. You can stay at my place.

Movie 10: Alfred Hitchcock Presents (“Four O’clock”)
A. Answer the following questions. The items marked with an asterisk (*) are openended questions for your group discussion.
1. What is the man’s profession?
2. How did he become suspicious that his wife was having an affair?
3. How did he get evidence for his wife’s affair?
4.

When and where did he find out his wife was going to meet her lover again?
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5.
6.
7.
8.
9.

What did he learn at a trial that he presided over?
What do you think this man was doing in the bathroom of the courthouse?
What did he start making in the basement room? For what purpose did he do it?
What unexpected thing happened when he was doing it?
When the police officers came to investigate the robbery, what kind of comments
did they make?
10. What did the wife offer to the policemen?
11.
12.
13.
14.
15.
16.

What accident did it bring about?
What happened to the central character in the end?
Who did the young man turn out to be?
Why hadn’t she identified the young man to her husband?
*What do you think of the central character’s personality and behavior?
*What do you think of the series of coincidences that happened in the story (e.g.,
thrilling, artificial)?
17. *What do you think of the way the man’s wife handled her personal problems?
18. *What do you think might happen after the man comes back from the hospital?
B. Try to catch the following lines while you are watching the movie.
1. Man: Who were you calling when I picked up the phone?
Wife: Oh, my mother. Then, I realized it was too early in Arizona. I didn’t want to
wake her.
2. Man: What’s this? Who brought a cigarette into my house?
Wife: I don’t know.
Man: You don’t know?
Wife: Well, Paul, how can you expect me to remember everybody who came in?
Man: You know what I think? I think some guy has been here. Same guy you called
on the phone this morning. Same guy who drinks my Scotch.
3. Man: What did you find?
Private detective: Bad news, Your Honor. I’ve been tailing your wife like you said,
and even put a tap on your phone. Look at those. (He hands over an envelope
that contains photos.)
Man: And this, right out on the street. She’s taking him into my house. I knew it. I
knew it.
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Private detective: It gets worse, Judge. He’s an ex-con.
Man: You know when she’s going to see him again?
Private detective: This afternoon. Your place. Four o’clock.
4. Judge: Then, we’ll see this science project of yours, please.
Lawyer: An explosive device like this one was found in the defendant’s garage.
With the glass removed from the light bulb, any current passing through the
filament will produce a spark. The defendant attached a wire to the alarm button
and another to the face of the clock. He placed the bulb directly over the open
heating oil tank, set the clock, and, then at midnight, the warehouse went up in
smoke.
Judge: We’ll take a five-minute recess.
5. Burglar: (After knocking the man unconscious) Tie him up and gag him.
6. Wife: I have to handle this very carefully. Paul has a terrible temper.
Young man: I don’t care about his temper. I’m not afraid of him, and I’m not
ashamed of this.
Wife: Once you are off on parole, you got a regular job, then, we can bring
everything out into the open. Okay?
Young man: Now, if we are going to do this, we better do it now. Interview is at five
o’clock.
Young man: (Looking at the room that has been ransacked) I guess the maid didn’t
come today…You have to make a list of what’s missing. Is there anything
valuable in here?
Wife: Oh, no, don’t bother. It’s just the basement.
7. Wife: I called his office again. They don’t know where he is. Listen. Would you
fellows like some pizza? Could be ready in no time.
Police Officer: That would be great.
Wife: Pizza will be ready in a minute.
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APPENDIX C
MOVIE SUMMARIES
The Simpsons: Episode 1
The Simpsons had very little money for Christmas. Homer (Bart’s father) received
no Christmas bonus, and Marge (Bart’s mother) had to spend her savings to remove
Bart’s tattoo. Homer started working as a Santa Claus in the mall to earn extra money.
However, he collected very little money and went to the dog track to make some more
money. Homer bet on a dog named Santa’s Little Helper and lost all of his money, but
he and Bart ended up taking home the dog as a Christmas present for the family.
The Simpsons: Episode 2
Bart cheated on an IQ test and got an extremely high score. At the school
psychiatrist’s recommendation, he was sent to a geniuses’ school. But he was very
unhappy because the other students at his new school began making fun of him. In the
end, he made a mistake during a science experiment and blew up the science laboratory.
He was kicked out of the new school. Bart confessed to cheating, and his father got very
angry.
Spirited Away 1
A young girl, Chihiro, stepped into a mysterious world of spirits by accident and
got trapped in there. Her parents were turned into pigs, and Chihiro struggled to free
herself, help her parents, and return to the human world with them. In the bathhouse
where she started working as a maid, she must deal with the nasty witch called Zeniba
and a number of strange creatures. But Haku, the former river spirit, and other friendly
characters helped her find a chance to escape.
Spirited Away 2
A big spirit covered in mud arrived at the bathhouse. He was called Stink Spirit and
smelled awful. Sen and Rin were ordered to scrub a large bathtub so that Stink Spirit
could take a dip. While he was bathing, Sen found a thorn in his side and pulled it out,
and all the junk came out of his body. When cleaned up, the spirit flew into the sky.
Spirited Away 3
Yubaba cast a spell on Haku so that she could control him. Haku was turned into a
dragon and started flying around, doing Yubaba’s dirty work. When Sen gave the river
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spirit’s medicine to Haku, he spat out a gold seal that he had stolen from Zeniba. A
black slug popped out, which was the spell that Yubaba had cast on Haku. Sen squashed
it without knowing what it was.
Spirited Away 4
Sen took a one-way train and called on Zeniba. She returned the gold seal that
Haku had stolen from Zeniba and apologized to her. Later, the dragon came to pick her
up. While they were flying home, the dragon turned back into Haku, and Haku turned
out to be the spirit of the Kohaku River. The river spirit had carried small Chihiro
ashore when she was about to drown in the river.
“The Arrival” (The Twilight Zone 1)
An airplane arrived at the airport with no passengers or crewmembers on board. A
veteran investigator from Federal Aviation Administration came to find out what had
happened. He proposed a theory that people were under mass hypnosis and the airplane
actually did not exist. However, the problem was that the airplane had disappeared 17 or
18 years before; the man just could not admit the fact that he had never been able to
solve the mystery.
“The Man in the Bottle” (The Twilight Zone 2)
The curio shop owner found a genie in an old bottle, and the genie offered to grant
him four wishes. First, the shop owner wished the glass in his display case to be
repaired; second, he wished for a million dollars; third, he wished for power to control
the world. But everything turned out to be a disaster, and he had to use his fourth wish
to go back where he had been in the first place. But through his experience, he learned
that he could not rely on someone else’s magical power to earn a fortune or happiness.
“Night Fever” (Alfred Hitchcock Presents 1)
Gerry was a smooth talker. When he attempted to rob a supermarket, two
policemen came around by chance. They had a shootout, and Gerry killed one of the
policemen, and he was himself shot and brought to a hospital. He tried to sneak out of
the hospital by seducing a nurse, but the nurse turned out to be the wife of the
policeman whom he had killed. She took revenge for the murder of her husband.
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“Four O’clock” (Alfred Hitchcock Presents 2)
A jealous husband, who was also a well-known judge, became suspicious that his
wife was having an affair with a young man. He tried to kill the man using an explosive
device with a timer, which he had learned about during a trial that he had presided over.
But burglars broke in and tied him up in front of the time bomb that he had just built
and set. Fortunately, he did not die, but he lost his mind. The young man turned out to
be his wife’s brother.
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APPENDIX D
CLOZE EXERCISES INVOLVING ORAL REPETITION
In the task-only treatment, the students were shown only the full text and received
explanations about the vocabulary and syntactic structures. In the task-plus-oralrepetition treatment, they were shown all the four slides in linear order and tried to
retrieve the missing words.
The following are: (a) the list of target lexical phrases and (b) the texts for the
activities.
List of the Target Lexical Phrases
Simpsons (1): Christmas bonus, remove (someone’s) tattoo, dog track, bet on, end up
(do)-ing, semi-skilled worker, head for, for the rest of
Simpsons (2): cheat on, at (someone)’s recommendation, make fun of, blow up, confess
to, in deep trouble, on the contrary, fall for
Spirited Away (1): step into, by accident, turn into, free oneself, deal with, miss a
turn-off, go bankrupt, in business
Spirited Away (2): covered in, smell awful, scrub a bathtub, take a dip, a thorn in one’s
side, sleep (something) off, set (someone) up with a job, slink around
Spirited Away (3): cast a spell, doing (someone)’s dirty work, spit out, steal (something)
from (someone), pop out, in a hurry, let go of, on one’s own
Spirited Away (4): call on, apologize to, pick (someone) up, turn out to be, carry
(someone) ashore, replace (something) with (something), tear up, wake up
“The Arrival”: on board, propose a theory, under mass hypnosis, the problem is, solve
the mystery, roll the plane, full of, on schedule
“The Man in the Bottle”: genie in a bottle, grant (someone) wishes, wish for, power to
control, in the first place, around the corner from, voted out of office, prepare for
the consequences
“Night Fever”: smooth talker, in a shootout with, brought to (a hospital), sneak out of,
take revenge, by chance, be through an ordeal, keep (one’s) strength up
“Four O’clock”: have an affair, explosive device, preside over, break into, lose one’s
mind, put a tap on, find evidence for, on parole
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Activities
The Simpsons: Episode 1
Set A
1. Full Text
Homer received no Christmas bonus, and Marge had to spend her savings to remove
Bart’s tattoo. So, Homer started working as a Santa Claus in the mall to earn extra
money. However, he got very little money and went to the dog track. Homer bet his
money on a dog named Santa’s Little Helper and lost, but he and Bart ended up taking
the dog home.
2. Text with Content Words Missing
( ) received no Christmas bonus, and ( ) had to spend her savings to remove ( )’s
tattoo. So, ( ) started working as a Santa Claus in the mall to earn extra money.
However, he got very ( ) money and went to the dog track. Homer bet his money on a
dog named ( )’s Little ( ) and lost, but he and Bart ended up taking the dog home.
3. Text with Parts of the Lexical Phrases Missing (1)
Homer received no Christmas ( ), and Marge had to spend her savings to remove
Bart’s ( ). So, Homer started working as a Santa Claus in the mall to earn extra money.
However, he got very little money and went to the ( ) track. Homer bet his money ( ) a
dog named Santa’s Little Helper and lost, but he and Bart ended ( ) taking the dog
home.
4. Text with Parts of the Lexical Phrases Missing (2)
Homer received no ( ) bonus, and Marge had to spend her savings to ( ) Bart’s tattoo.
So, Homer started working as a Santa Claus in the mall to earn extra money. However,
he got very little money and went to the dog ( ). Homer ( ) his money on a dog named
Santa’s Little Helper and lost, but he and Bart ( ) up taking the dog home.
Set B
Slide 1
Homer and other semi-skilled workers did not receive any Christmas bonuses. So, he
worked as a Santa Claus at a mall, returned home tired, and headed straight for the
bathtub. He was not sure if he could continue it for the rest of the time before
Christmas.
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Slide 2
Homer and other semi-skilled workers did not receive any (
) bonuses. So, he
worked as a Santa Claus at a mall, returned home ( ), and headed straight for the
bathtub. He was not sure if he could (
Christmas.

) it for the rest of the time before

Slide 3
Homer and other semi-(
) workers did not receive any Christmas bonuses. So, he
worked as a Santa Claus at a mall, returned home tired, and headed straight ( ) the
bathtub. He was not sure if he could continue it ( ) the rest of the time before
Christmas.
Slide 4
Homer and other (
)-skilled workers did not receive any Christmas bonuses. So, he
worked as a Santa Claus at a mall, returned home tired, and (
)-ed straight for the
bathtub. He was not sure if he could continue it for the (
) of the time before
Christmas.
The Simpsons: Episode 2
Set A
1. Full Text
Bart cheated on the IQ test and got an extremely high score. At the school
psychiatrist’s recommendation, he was sent to a geniuses’ school. But he was very
unhappy because the other students at his new school began making fun of him. In the
end, he made a mistake during a science experiment and blew up the science laboratory.
Bart confessed to cheating, and his father got very angry.
2. Text with Content Words Missing
Bart cheated on the ( ) test and got an extremely high score. At the school ( )’s
recommendation, he was sent to a ( )’s school. But he was very ( ) because the other
students at his new school began making fun of him. In the end, he made a mistake
during a science ( ) and blew up the science laboratory. Bart confessed to ( ), and his
father got very angry.
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3. Text with Parts of the Lexical Phrases Missing (1)
Bart cheated ( ) the IQ test and got an extremely high score. ( ) the school psychiatrist’s
recommendation, he was sent to a geniuses’ school. But he was very unhappy because
the other students at his new school began ( )-ing fun of him. In the end, he made a
mistake during a science experiment and blew ( ) the science laboratory. Bart confessed
( ) cheating, and his father got very angry.
4. Text with Parts of the Lexical Phrases Missing (2)
Bart ( ) on the IQ test and got an extremely high score. At the school psychiatrist’s ( ),
he was sent to a geniuses’ school. But he was very unhappy because the other students
at his new school began making ( ) of him. In the end, he made a mistake during a
science experiment and ( ) up the science laboratory. Bart ( ) to cheating, and his father
got very angry.
Set B
Slide 1
Bart cheated on the IQ test and started going to a school for geniuses, but he was in
deep trouble there. So, he honestly told his father what had happened, hoping that he
would forgive him. But on the contrary, Father became very angry. Bart locked
himself in his own room to escape punishment. Father tried to make him come out by
using a little trick, but Bart didn’t fall for that.
Slide 2
Bart started going to a school for (
)-es, but he was in deep trouble there. So, he
honestly told his father what had happened, hoping that he would (
) him. But on
the contrary, Father became very (
). Bart locked himself in his own room to
escape punishment. Father used a little trick to make him come out, but Bart didn’t fall
for that.
Slide 3
Bart started going to a school for geniuses, but he was ( ) deep trouble there. So, he
honestly told his father what had happened, hoping that he would forgive him. But ( )
the contrary, Father became very angry. Bart locked himself in his own room. Father
used a little trick to make him come out, but Bart didn’t fall ( ) that.
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Slide 4
Bart started going to a school for geniuses, but he was in deep (
) there. So, he
honestly told his father what had happened, hoping that he would forgive him. But on
the (
), Father became very angry. Bart locked himself in his own room. Father
used a little trick to make him come out, but Bart didn’t (
) for that.
Spirited Away 1
Set A
1. Full Text
Chihiro stepped into a strange world of spirits by accident and got trapped in there.
Her parents were turned into pigs, and Chihiro tried to free herself and save her
parents. She must deal with an evil witch that controlled the bathhouse.
2. Text with Content Words Missing
Chihiro stepped into a strange world of ( ) by accident and got trapped in there. Her ( )
were turned into ( ), and Chihiro tried to free herself and save her ( ). She must deal with
an evil ( ) that controlled the bathhouse.
3. Text with Parts of the Lexical Phrases Missing (1)
Chihiro stepped ( ) a strange world of spirits ( ) accident and got trapped in there. Her
parents were turned ( ) pigs, and Chihiro tried to free ( ) and save her parents. She must
deal ( ) an evil witch that controlled the bathhouse.
4. Text with Parts of the Lexical Phrases Missing (2)
Chihiro ( ) into a strange world of spirits by ( ) and got trapped in there. Her parents
were ( ) into pigs, and Chihiro tried to ( ) herself and save her parents. She must ( )
with an evil witch that controlled the bathhouse.
Set B
Slide 1
Chihiro’s father missed a turn-off while he was driving. Then, he and his family
wandered into a strange place, which looked like a theme park that had gone bankrupt
when economy went bad. However, some of the restaurants seemed to be still in
business.
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Slide 2
Chihiro’s father missed a turn-off while he was driving. Then, he and his family
wandered into a strange place, which looked like a (
)(
) that had gone
bankrupt when (
) went bad. However, some of the (
) seemed to be
still in business.
Slide 3
Chihiro’s father (
) a turn-off while he was driving. Then, he and his family
wandered into a strange place, which looked like a theme park that had (
)
bankrupt when economy went bad. However, some of the restaurants seemed to be still
( ) business.
Slide 4
Chihiro’s father missed a (
) while he was driving. Then, he and his family
wandered into a strange place, which looked like a theme park that had gone (
)
when economy went bad. However, some of the restaurants seemed to be still in ( ).
Spirited Away 2
Set A
1. Full Text
A big spirit covered in mud arrived at the bathhouse. He was called Stink Spirit and
smelled awful. Sen and Rin were ordered to scrub a large bathtub so that Stink Spirit
could take a dip. While he was bathing, Sen found a thorn in his side and pulled it out,
and all the junk came out of his body.
2. Text with Content Words Missing
A big spirit covered in mud arrived at the ( ). He was called ( ) Spirit and smelled awful.
( ) and Rin were ordered to scrub a large bathtub so that ( ) Spirit could take a dip.
While he was bathing, ( ) found a thorn in his side and pulled it out, and all the ( ) came
out of his body.
3. Text with Parts of the Lexical Phrases Missing (1)
A big spirit covered ( ) mud arrived at the bathhouse. He was called Stink Spirit and
smelled ( ). Sen and Rin were ordered to scrub a large ( ) so that Stink Spirit could ( ) a
dip. While he was bathing, Sen found a thorn in his ( ) and pulled it out, and all the junk
came out of his body.
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4. Text with Parts of the Lexical Phrases Missing (2)
A big spirit ( ) in mud arrived at the bathhouse. He was called Stink Spirit and ( ) awful.
Sen and Rin were ordered to ( ) a large bathtub so that Stink Spirit could take a ( ).
While he was bathing, Sen found a ( ) in his side and pulled it out, and all the junk came
out of his body.
Set B
Slide 1
Chihiro’s parents had eaten too much and were trying to sleep it off. In the meantime,
Haku set her up with a job, and she started working as a maid. A few days later, Yubaba
noticed that there was someone slinking around in the rain.
Slide 2
Chihiro’s (
) had eaten too much and were trying to sleep it off. In the meantime,
Haku set her up with a job, and she started working as a ( ). A few days later,
Yubaba noticed that there was someone slinking around in the (
).
Slide 3
Chihiro’s parents had eaten too much and were trying to sleep it ( ). In the meantime,
Haku set her (
) with a job, and she started working as a maid. A few days later,
Yubaba noticed that there was someone slinking (
) in the rain.
Slide 4
Chihiro’s parents had eaten too much and were trying to (
) it off. In the meantime,
Haku (
) her up with a job, and she started working as a maid. A few days later,
Yubaba noticed that there was someone (
)-ing around in the rain.
Spirited Away 3
Set A
1

Full Text

Yubaba cast a spell on Haku so that she could control him. Haku was turned into a
dragon and started flying around, doing Yubaba’s dirty work. When Sen gave the river
spirit’s medicine to Haku, he spat out a gold seal that he had stolen from Zeniba. A
black slug popped out, and Sen squashed it
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2

Text with Content Words Missing

Yubaba cast a spell on ( ) so that she could control him. Haku was turned into a ( ) and
started flying around, doing ( )’s dirty work. When Sen gave the river spirit’s ( ) to
Haku, he spat out a gold ( ) that he had stolen from Zeniba. A black ( ) popped out,
and Sen squashed it.
3

Text with Parts of the Lexical Phrases Missing (1)

Yubaba cast a ( ) on Haku so that she could control him. Haku was turned into a dragon
and started flying around, doing Yubaba’s dirty ( ). When Sen gave the river spirit’s
medicine to Haku, he spat ( ) a gold seal that he had stolen ( ) Zeniba. A black slug
popped ( ), and Sen squashed it.
4

Text with Parts of the Lexical Phrases Missing (2)

Yubaba ( ) a spell on Haku so that she could control him. Haku was turned into a dragon
and started flying around, doing Yubaba’s ( ) work. When Sen gave the river spirit’s
medicine to Haku, he ( ) out a gold seal that he had ( ) from Zeniba. A black slug ( )
out, and Sen squashed it.
Set B
Slide 1
Big Baby clutched Sen’s arm and demanded that she play with him. Sen was in a hurry,
trying to leave the place, and asked him to let go of her. But Big Baby was a spoiled
child who had never learned to act on his own and did not release her.
Slide 2
Big Baby clutched Sen’s arm and demanded that she ( ) with him. Sen was in a
hurry, trying to ( ) the place, and asked him to let go of her. But Big Baby was a
(
) child who had never learned to act on his own and did not release her.
Slide 3
Big Baby clutched Sen’s arm and demanded that she play with him. Sen was ( ) a
hurry, trying to leave the place, and asked him to let go ( ) her. But Big Baby was a
spoiled child who had never learned to act ( ) his own and did not release her.
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Slide 4
Big Baby clutched Sen’s arm and demanded that she play with him. Sen was in a (
),
trying to leave the place, and asked him to ( ) go of her. But Big Baby was a spoiled
child who had never learned to act on his ( ) and did not release her.
Spirited Away 4
Set A
1. Full Text
Sen took a one-way train and called on Zeniba. She returned the gold seal to Zeniba and
apologized to her. Later, the dragon came to pick her up at Zeniba’s house so that he
could take her back to the bathhouse. While they were flying home, Haku turned out to
be the spirit of the Kohaku River. The river spirit had carried small Chihiro ashore
when she was about to drown.
2. Text with Content Words Missing
Sen took a one-way train and called on ( ). She returned the ( ) seal to Zeniba and
apologized to her. Later, the ( ) came to pick her up at Zeniba’s house. While they were
flying home, Haku turned out to be the spirit of the ( ) River. The river spirit had
carried ( ) Chihiro ashore when she was about to ( ).
3. Text with Parts of the Lexical Phrases Missing (1)
Sen took a one-way train and called ( ) Zeniba. She returned the gold seal to Zeniba and
apologized ( ) her. Later, the dragon came to pick her ( ) at Zeniba’s house. While they
were flying home, Haku turned ( ) to be the spirit of the Kohaku River. The river spirit
had ( ) small Chihiro ashore when she was about to drown.
4. Text with Parts of the Lexical Phrases Missing (2)
Sen took a one-way train and ( ) on Zeniba. She returned the gold seal to Zeniba and ( )
to her. Later, the dragon came to ( ) her up at Zeniba’s house. While they were flying
home, Haku ( ) out to be the spirit of the Kohaku River. The river spirit had carried
small Chihiro ( ) when she was about to drown.
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Set B
Slide 1
Zeniba replaced Big Baby with three daruma heads. Noticing that Big Baby was gone,
Yubaba asked Haku to find him and bring him back. Haku agreed to do so on condition
that Yubaba tear up Sen’s contract. When Sen was permitted to go home, her parents
woke up on the other side of the river.
Slide 2
Zeniba replaced Big (
) with three daruma heads. Noticing that Big Baby was gone,
Yubaba asked (
) to find him and bring him back. Haku agreed to do so on condition
that Yubaba tear up Sen’s contract. When Sen was permitted to go home, her (
woke up on the other side of the river.

)

Slide 3
Zeniba replaced Big Baby (
) three daruma heads. Noticing that Big Baby was
gone, Yubaba asked Haku to find him and bring him back. Haku agreed to do so on
condition that Yubaba tear (
) Sen’s contract. When Sen was permitted to go home,
her parents woke ( ) on the other side of the river.
Slide 4
Zeniba (
) Big Baby with three daruma heads. Noticing that Big Baby was
gone, Yubaba asked Haku to find him and bring him back. Haku agreed to do so on
condition that Yubaba (
) up Sen’s contract. When Sen was permitted to go home,
her parents (
) up on the other side of the river.
“The Arrival” (The Twilight Zone 1)
Set A
1. Full Text
An airplane arrived at the airport with no one on board. A man from FAA came to find
out what had happened. He proposed a theory that people were under mass hypnosis
and the airplane actually did not exist. However, the problem was that the airplane had
disappeared 17 or 18 years before; he had never been able to solve the mystery.
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2. Text with Content Words Missing
An ( ) arrived at the airport with ( ) ( ) on board. A man from FAA came to find out
what had happened. He proposed a theory that people were under ( ) hypnosis and the
airplane actually did not ( ). However, the problem was that the airplane had
disappeared ( ) or ( ) years before; he had never been able to solve the mystery.
3. Text with Parts of the Lexical Phrases Missing (1)
An airplane arrived at the airport with no one ( ) board. A man from FAA came to find
out what had happened. He proposed a ( ) that people were ( ) mass hypnosis and the
airplane actually did not exist. However, the problem ( ) ( ) the airplane had
disappeared 17 or 18 years before; he had never been able to ( ) the mystery.
4. Text with Parts of the Lexical Phrases Missing (2)
An airplane arrived at the airport with no one on ( ). A man from FAA came to find out
what had happened. He ( ) a theory that people were under mass ( ) and the airplane
actually did not exist. However, the ( ) was that the airplane had disappeared 17 or 18
years before; he had never been able to solve the ( ).
Set B
Slide 1
Scheckly asked a pilot to roll the plane and start the engine. Then, when he touched the
propeller, the plane disappeared. There had been a hangar full of aircraft a moment ago,
but they were all gone, too. However, what really surprised Scheckly was that, when he
walked into the airport office, the staff members said that the plane had departed for Los
Angeles on schedule.
Slide 2
Scheckly asked a pilot to roll the plane and start the engine. Then, when he touched the
(
), the plane disappeared. There had been a (
) full of aircraft a moment ago,
but they were all gone, too. However, what really surprised Scheckly was that, when he
walked into the airport office, the staff members said that the plane had (
) for Los
Angeles on schedule.
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Slide 3
Scheckly asked a pilot to roll the (
) and start the engine. Then, when he touched
the propeller, the plane disappeared. There had been a hangar full ( ) aircraft a
moment ago, but they were all gone, too. However, what really surprised Scheckly was
that, when he walked into the airport office, the staff members said that the plane had
departed for Los Angeles ( ) schedule.
Slide 4
Scheckly asked a pilot to ( ) the plane and start the engine. Then, when he touched
the propeller, the plane disappeared. There had been a hangar (
) of aircraft a moment
ago, but they were all gone, too. However, what really surprised Scheckly was that,
when he walked into the airport office, the staff members said that the plane had
departed for Los Angeles on (

).

“The Man in the Bottle” (The Twilight Zone 2)
Set A
1. Full Text
The shop owner found a genie in an old bottle, and the genie offered to grant him four
wishes. First, the shop owner wanted the glass in his display case to be repaired; second,
he wished for a million dollars; third, he wished for power to control the world. But
everything turned out to be a disaster, and he had to use his fourth wish to go back
where he had been in the first place.
2. Text with Content Words Missing
The shop owner found a genie in an old bottle, and the genie offered to grant him
( ) wishes. First, the shop owner wanted the glass in his display case to be repaired;
second, he wished for a ( ) dollars; third, he wished for ( ) to control the world. But
everything turned out to be a ( ), and he had to use his fourth wish to go back where he
had been in the first place.
3. Text with Parts of the Lexical Phrases Missing (1)
The shop owner found a genie in a ( ), and the genie offered to ( ) him four wishes.
First, the shop owner wanted the glass in his display case to be repaired; second, he
wished ( ) a million dollars; third, he wished for ( ) to control the world. But everything
turned out to be a disaster, and he had to use his fourth wish to go back where he had
been in the first ( ).
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4. Text with Parts of the Lexical Phrases Missing (2)
The shop owner found a (
) in a bottle, and the genie offered to grant him four ( ).
First, the shop owner wanted the glass in his display case to be repaired; second, he ( )
for a million dollars; third, he wished for power to ( ) the world. But everything turned
out to be a disaster, and he had to use his fourth wish to go back where he had been in
the ( ) place.
Set B
Slide 1
The old couple running a shop was around the corner from bankruptcy. Genie offered
them a couple of wishes, and the man said that he wanted to be a world leader who
could not be voted out of office. Genie warned him to be prepared for the
consequences.
Slide 2
The old couple running a shop was around the corner from (
). Genie
offered them a couple of (
)-es, and the man said that he wanted to be a world
(
) who could not be voted out of office. Genie warned him to be prepared for
the consequences.
Slide 3
The old couple running a shop was (
) the corner from bankruptcy. Genie
offered them a couple of wishes, and the man said that he wanted to be a world leader
who could not be voted out of (
consequences.

). Genie warned him to be (

) for the

Slide 4
The old couple running a shop was around the (
) from bankruptcy. Genie
offered them a couple of wishes, and the man said that he wanted to be a world leader
who could not be (
(
).

) out of office. Genie warned him to be prepared for the
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“Night Fever” (Alfred Hitchcock Presents 2)
Set A
1. Full Text
Gerry was a smooth talker. He attempted to rob a supermarket, and, in a shootout
with the police, he killed one of the policemen. Gerry was himself shot and brought to
a hospital. He tried to sneak out of the hospital by lying to a nurse, but the nurse turned
out to be the wife of the policeman whom he had killed. She took revenge for the
murder of her husband.
2. Text with Content Words Missing
Gerry was a smooth talker. He attempted to ( ) a supermarket, and, in a shootout with
the police, he killed one of the ( ). Gerry was himself shot and brought to a hospital. He
tried to sneak out of the hospital by lying to a ( ), but the ( ) turned out to be the ( ) of
the policeman whom he had killed. She took revenge for the murder of her ( ).
3. Text with Parts of the Lexical Phrases Missing (1)
Gerry was a smooth ( ). He attempted to rob a supermarket, and, ( ) a shootout ( ) the
police, he killed one of the policemen. Gerry was himself shot and brought ( ) a
hospital. He tried to sneak ( ) ( ) the hospital by lying to a nurse, but the nurse turned
out to be the wife of the policeman whom he had killed. She ( ) revenge for the murder
of her husband.
4. Text with Parts of the Lexical Phrases Missing (2)
Gerry was a ( ) talker. He attempted to rob a supermarket, and, in a ( ) with the police,
he killed one of the policemen. Gerry was himself shot and ( ) to a hospital. He tried to
( ) out of the hospital by lying to a nurse, but the nurse turned out to be the wife of the
policeman whom he had killed. She took ( ) for the murder of her husband.
Set B
Slide 1
A new nurse, who came to the department by chance, started attending to Gerry. She
felt sorry for Gerry because he had been through an ordeal and offered to spoon-feed
him, saying that he needed to keep his strength up.
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Slide 2
A new nurse, who came to the department by chance, started (
)-ing to Gerry. She
felt sorry for Gerry because he had been through an (
) and offered to
(
)-feed him, saying that he needed to keep his strength up.
Slide 3
A new nurse, who came to the department (
) chance, started attending to Gerry. She
felt sorry for Gerry because he had (
) through an ordeal and offered to spoon-feed
him, saying that he needed to keep his strength ( ).
Slide 4
A new nurse, who came to the department by (
), started attending to Gerry. She felt
sorry for Gerry because he had been (
) an ordeal and offered to spoon-feed him,
saying that he needed to (
) his strength up.
“Four O’clock” (Alfred Hitchcock Presents 2)
Set A
1. Full Text
A well-known judge became suspicious that his wife was having an affair with a
young man. He tried to kill the young man using an explosive device with a timer,
which he had learned about during a trial that he had presided over. But burglars broke
into his house and tied him up in front of the time bomb. Fortunately, he did not die, but
he lost his mind.
2. Text with Content Words Missing
A well-known ( ) became suspicious that his wife was having an affair with a young ( ).
He tried to kill the ( ) ( ) using an explosive device with a timer, which he had learned
about during a ( ) that he had presided over. But ( ) broke into his house and tied him
up in front of the time bomb. Fortunately, he did not ( ), but he lost his mind.
3. Text with Parts of the Lexical Phrases Missing (1)
A well-known judge became suspicious that his wife was ( ) an affair with a young
man. He tried to kill the young man using an explosive ( ) with a timer, which he had
learned about during a trial that he had presided ( ). But burglars broke ( ) his house
and tied him ( ) in front of the time bomb. Fortunately, he did not die, but he ( ) his
mind.
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4. Text with Parts of the Lexical Phrases Missing (2)
A well-known judge became suspicious that his wife was having ( ) ( ) with a young
man. He tried to kill the young man using an ( ) device with a timer, which he had
learned about during a trial that he had ( ) over. But burglars ( ) into his house and ( )
him up in front of the time bomb. Fortunately, he did not die, but he lost his ( ).
Set B
Slide 1
The judge hired a private detective and ordered him to put a tap on the phone and
follow his wife around. Then, the detective found evidence for her having an affair.
However, the man whom she was meeting turned out to be her brother who was off on
parole.
Slide 2
The judge hired a private detective and ordered him to put a tap on the (
) and
follow his wife around. Then, the detective found evidence for her having an ( ).
However, the man whom she was meeting turned out to be her (
) who was off on
parole.
Slide 3
The judge hired a private detective and ordered him to ( ) a tap on the phone and
follow his wife around. Then, the detective found evidence (
) her having an affair.
However, the man whom she was meeting turned out to be her brother who was off ( )
parole.
Slide 4
The judge hired a private detective and ordered him to put a ( ) on the phone and
follow his wife around. Then, the detective found (
) for her having an affair.
However, the man whom she was meeting turned out to be her brother who was off on
(
).
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APPENDIX E
SUBSTITUTION DRILLS INVOLVING ORAL REPETITION
(Used only in 2008)
In the task-only treatment, the students were shown only Slides 1, 2, 6, 10 and
received explanations about the vocabulary and syntactic structures. In the task-plusoral-repetition treatment, they were shown all the slides in linear order and engaged in
substitution drills.
The Simpsons (1)
Slide 1
The tattoo will last for the rest of your life.
Homer was heading for the bathtub.
The employer raised the skilled workers’ salaries.
Slide 2

The tattoo will last for the rest of your life.
The same training will continue for the rest of the semester.
Many passengers kept standing for the rest of their train ride.
Slide 3
The tattoo will last for the rest of ( ) ( ).
Slide 4
The same training will continue for the rest of ( ) ( ).
Slide 5
Many passengers kept standing for the ( ) of their train ( ).
Slide 6
Homer was heading for the bathtub.
The bullet train was heading for Tokyo.
The pianist was heading for her concert.
Slide 7
Homer was heading for the ( ).
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Slide 8
The bullet train was heading ( ) ( ).
Slide 9
The pianist was ( ) for her ( ).
Slide 10
The employer raised the skilled workers’ salaries.
The university raised the standards for admission.
The major airlines raised the airfares.
Slide 11
The employer raised the skilled workers’ ( )
Slide 12
The university raised the ( ) for admission.
Slide 13
The major airlines ( ) the ( ).
The Simpsons (2)
Slide 1
Bart who spray-painted the wall was in deep trouble.
On the contrary, the psychiatrist had some very exciting news.
Do you think I’m dumb enough to fall for that trick?
Slide 2
Bart who spray-painted the wall was in deep trouble.
Homer who had to pay a lot of money was deep in debt.
The philosophy professor was deep in thought.
Slide 3
Bart who spray-painted the wall was in deep ( ).
Slide 4
Homer who had to pay a lot of money was ( ) in ( ).
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Slide 5
The philosophy professor was deep ( ) ( ).
Slide 6
On the contrary, the psychiatrist had some very exciting news.
As you can see, Bart had very frustrating experiences.
To his great surprise, Bart’s father got very angry.
Slide 7
( ) the ( ), the psychiatrist had some very exciting news.
Slide 8
( ) you can ( ), Bart had very frustrating experiences.
Slide 9
( ) his great ( ), Bart’s father got very angry.
Slide 10
Do you think I’m dumb enough to fall for that trick?
Most citizens would not fall for phony charity scams.
The CIA agents were smart enough not to fall for the plot.
Slide 11
Do you think I’m ( ) enough to fall for that trick?
Slide 12
Most citizens would not ( ) for phony charity scams.
Slide 13
The CIA agents were smart enough not to ( ) ( ) the plot.
Spirited Away 1
Slide 1
Chihiro’s father missed a turn-off while they were driving.
The restaurant still seemed to be in business.
The theme park went bankrupt when the economy went bad.
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Slide 2
Chihiro’s father missed a turn-off.
The traveler missed an airplane.
The busy worker missed his lunch today.
Slide 3
Chihiro’s father missed a ( ).
Slide 4
The traveler missed an ( ).
Slide 5.
The busy worker missed his ( ) today.
Slide 6
The restaurant still seemed to be in business.
A lot of people were waiting in line.
Professor Tanaka is now in class.
Slide 7
A lot of people were waiting ( ) ( ).
Slide 8
Professor Tanaka is now ( ) ( )
Slide 9
The restaurant still seemed to be ( ) ( ).
Slide 10
The theme park went bankrupt when the economy went bad.
My cell phone’s battery went dead.
The milk went sour five days after we bought it.
Slide 11
My cell phone’s battery went ( ).
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Slide 12
The milk ( ) ( ) five days after we bought it.
Side 13
The theme part ( ) ( ) when the economy went bad.
Spirited Away 2
Slide 1
Haku set her up with a job after getting Yubaba’s permission.
The pigs had eaten too much and were trying to sleep it off.
Stink Spirit was slinking around in the rain.
Slide 2
Haku set her up with a job after getting Yubaba’s permission.
Hiroshi set up his own business after graduation.
We should set up camp before it gets dark.
Slide 3
We should set up ( ) before it gets dark.
Slide 4
Haku set her up with a ( ) after getting Yubaba’s permission.
Slide 5
Hiroshi set up his own ( ) after graduation.
Slide 6
The pigs had eaten too much and were trying to sleep it off.
John had stayed up until late last night and slept though the alarm this morning.
I am going to sleep in tomorrow because I have worked hard all week.
Slide 7
The pigs had eaten too much and were trying to ( ) it off.
Slide 8
John had stayed up until late last night and slept ( ) the alarm this morning.
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Slide 9
I am going to sleep ( ) tomorrow because I have worked hard all week.
Slide 10
Stink Spirit was slinking around in the rain.
I’ll go upstairs and spruce up a bit for dinner.
The student sneaked out of the classroom.
Slide 11
Stink Spirit was ( ) around in the rain.
Slide 12
I’ll go upstairs and ( ) up a bit for dinner.
Slide 13
The student ( ) out of the classroom.
Spirited Away 3
Slide 1
Sen asked Big Baby to let go of her.
Zeniba demanded that they hand him over.
Sen had to return home on her own.
Slide 2
Sen asked Big Baby to let go of her.
The manager had to let three workers go this month.
Mariko studied hard not to let her parents down.
Slide 3
Sen asked Big Baby to ( ) ( ) ( ) her.
Slide 4
Mariko studied hard not to ( ) her parents ( ).
Slide 5
The manager had to ( ) three workers ( ) this month.
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Slide 6
Zeniba demanded that they hand him over.
The students were asked to hand in their homework.
The teacher handed out copies of a document.
Slide 7
Zeniba demanded that they ( ) him ( ).
Slide 8
The students were asked to ( ) ( ) their homework.
Slide 9
The teacher ( ) ( ) copies of a document.
Slide 10
Sen had to return home on her own.
Americans do not carry much cash on them.
Jiro is on the phone all day long.
Slide 11
Jiro is ( ) the ( ) all day long.
Slide 12
Americans do not ( ) much ( ) ( ) them.
Slide 13
Sen had to return home ( ) ( ) ( ).
Spirited Away 4
Slide 1
Big Baby was replaced with three daruma heads.
Haku told Yubaba to tear up Sen’s contract.
Chihiro’s parents woke up on the other side of the river.
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Slide 2
Big Baby was replaced with three daruma heads
A mechanic replaced the flat tire with a new one.
Typewriters have been completely replaced by computers.
Slide 3
A mechanic replaced the ( ) ( ) with a new one.
Slide 4
Big Baby was replaced with three ( ) ( ).
Slide 5
Typewriters have been completely ( ) by ( ).
Slide 6
Haku told Yubaba to tear up Sen’s contract.
He offered to tear a page off his notebook.
A typhoon tore apart houses in the village.
Slide 7
Haku told Yubaba to ( ) ( ) Sen’s contract.
Slide 8
He offered to ( ) a page ( ) his notebook.
Slide 9
A typhoon ( ) ( ) houses in the village.
Slide 10
Chihiro’s parents woke up on the other side of the river.
He always tried to look on the bright side.
Drink bottled water just to be on the safe side.
Slide 11
Chihiro’s parents ( ) ( ) on the other side of the river.
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Slide 12
Drink bottled water just to be ( ) the ( ) ( ).
Slide 13
He always tried to ( ) ( ) the ( ) side.
“The Arrival” (The Twilight Zone 1)
Slide 1
There was a hangar full of aircraft.
The airplane departed for Los Angeles this afternoon.
Mr. Scheckly walked into the airport office.
Slide 2
There was a hangar full of aircraft.
The brochures were full of useful information.
Boston’s streets are full of history.
Slide 3
There was a hangar ( ) ( ) aircraft.
Slide 4
The brochures were full of ( ) ( ).
Slide 5
Boston’s streets are full of ( ).
Slide 6
The airplane departed for Los Angeles this afternoon
The airplane is making a stopover in Honolulu.
The airplane will arrive in Los Angeles tomorrow.
Slide 7
The airplane ( ) ( ) Los Angeles this afternoon.
Slide 8
The airplane is ( ) a ( ) in Honolulu.
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Slide 9
The airplane will ( ) ( ) Los Angeles tomorrow.
Slide 10
Mr. Scheckly walked into the airport office.
I need someone to walk me through the entire procedure.
Peter walked out on his girlfriend.
Slide 11
Mr. Scheckly ( ) ( ) the airport office.
Slide 12
I need someone to ( ) me ( ) the entire procedure.
Slide 13
Peter ( ) ( ) ( ) his girlfriend.
“The Man in the Bottle” (The Twilight Zone 2)
Slide 1
An unpopular mayor can be voted out of office.
We are just around the corner from bankruptcy.
You must be prepared for the consequences.
Slide 2
An unpopular mayor can be voted out of office.
A new chairman was voted in last week.
The plan to build a new library was voted down.
Slide 3
An unpopular mayor can be ( ) ( ) of office.
Slide 4
A new chairman was ( ) ( ) last week.
Slide 5
The plan to build a new library was ( ) ( ).
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Slide 6
We are just around the corner from bankruptcy.
A Christmas tree stood in the corner of the living room.
The driver saw a biker out of the corner of his eye.
Slide 7
We are just ( ) the corner ( ) bankruptcy.
Slide 8
A Christmas tree stood ( ) the corner ( ) the living room.
Slide 9
The driver saw a biker ( ) ( ) the corner of his eye.
Slide 10
You must be prepared for the consequences.
The students must be prepared for the exams.
The Giants must be prepared for their game against the rival team.
Slide 11
You must be prepared for the ( ).
Slide 12
The students must be prepared for ( ) ( ).
Slide 13
The Giants must be prepared for their ( ) ( ) the rival team.
“Night Fever” (Alfred Hitchcock Presents 1)
Slide 1
The policemen came to the supermarket by chance.
You have been through an ordeal.
The guard had the key to the handcuff.
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Slide 2
The policemen came to the supermarket by chance.
The policemen came to the supermarket as requested.
The policemen came to the supermarket on time.
Slide 3
The policemen came to the supermarket by ( ).
Slide 4
The policemen came to the supermarket as ( ).
Slide 5
The policemen came to the supermarket on ( ).
Slide 6
You have been through an ordeal.
The telephone operator put me through to his secretary.
Ellen and Gerry fled through the back door.
Slide 7
The telephone operator put me through to his ( ).
Slide 8
Ellen and Gerry fled through the back ( ).
Slide 9
You have been through an ( ).
Slide 10
The guard had the key to the handcuff.
Mary had the key to her boyfriend’s apartment.
Hard work is the key to success.
Slide 11
Mary had the key to her boyfriend’s ( ).
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Slide 12
The guard had the key to the ( ).
Slide 13
Hard work is the key to ( ).
“Four O’clock” (Alfred Hitchcock Presents 2)
Slide 1
The private detective put a tap on the phone.
The young man was not ashamed of his past.
The judge found evidence for his wife’s affair.
Slide 2
The private detective put a tap on the phone.
The private detective tailed the judge’s wife.
The private detective took photos of their meetings.
Slide 3
The private detective ( ) a ( ) on the phone.
Slide 4
The private detective ( ) the judge’s wife.
Slide 5
The private detective took ( ) of their meetings.
Slide 6
The young man was not ashamed of his past.
The young man was not afraid of the judge’s temper.
The young man was proud of his high school diploma.
Slide 7
The young man was not ( ) of the judge’s temper.
Slide 8
The young man was not ( ) ( ) his past.
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Slide 9
The young man was ( ) ( ) his high school diploma.
Slide 10
The judge found evidence for his wife’s affair.
The scientist found evidence that supports his theory.
The doctor did not see any evidence of this patient’s mental illness.
Slide 11
The judge found evidence for his wife’s ( ).
Slide 12
The scientist found evidence that supports his ( ).
Slide 13
The doctor did not see any evidence of this patient’s ( ) ( ).
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APPENDIX F
WEEKLY CLOZE TESTS
Direction: Choose the best word to fill the blank in each sentence.
Quiz 1 (The Simpsons #1)
1 People with administrative positions all received Christmas ( ). (a. bonuses, b.
allowances, c. salaries)
2 However, the company president decided that the ( ) workers did not deserve any
extra money. (a. semi-crafted, b. semi-matured, c. semi-skilled)
3 Marge worked very hard to fill the ( ) with cash. (a. house, b. pocket, c. jar)
4 Bart was excited about his tattoo because it would last for the ( ) of his life. (a. right,
b. rest, c. end)
5 Marge had to spend her savings to ( ) Bart’s tattoo. (a. remove, b. abolish, c. solve)
6 The doctor ( ) on a cash payment. (a. argued, b. insisted, c. talked)
7 Homer returned home very tired and ( ) straight for the bathtub. (a. aimed, b.
targeted, c. headed)
8 Homer said that he was not going to take his child to a sleazy dog ( ). (a. track, b.
course, c. field)
9 Homer and Bart ( ) on a dog named Santa’s Little Helper and lost all of his money.
(a. bet, b. downed, c. paid)
10 Santa’s Little Helper ( ) in last again, and the owner of the dog decided that it was
totally useless. (a. moved, b. hopped, c. came)
11 Homer and Bart ( ) up taking the dog home as a Christmas present. (a. blew, b.
ended, c. turned)
Quiz 2 (The Simpsons: Episode 2)
1. When Bart was spray-painting the wall, Mr. Skinner caught him ( )-handed. (a. wet,
b. blood, c. red)
2. Because he vandalized school property, he was ( ) deep trouble. (a. in, b. under, c.
at)
3. The school principal estimated the damage ( ) $75 and asked Homer to pay the bill.
(a. to, b. at, c. for)
4. Bart ( ) on the IQ test and got an extremely high score. (a. fooled, b. cheated, c.
played)
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5. ( ) the school psychiatrist’s recommendation, Bart was sent to a geniuses’ school. (a.
In, b. To, c. At)
6. Bart was expecting the most enjoyable life at his new school, but on the ( ), he
began to experience a lot of problems there. (a. contrary, b. contest, c. control)
7. Bart’s new classmates started making ( ) of him. (a. interest, b. fun, c. joy)
8. Bart’s bright classmates also called him a ( ) genius. (a. slight, b. minimal, c.
mediocre)
9. During a science experiment, Bart mixed chemicals in the wrong way and ( ) up the
science laboratory. (a. tore, b. blew, c. smoked)
10. Bart ( ) to cheating, and his father got very angry. (a. conferred, b. combined, c.
confessed)
11. Bart was not as stupid as to ( ) for his father’s trick. (a. fall, b. catch, c. fail)
Quiz 3 (Spirited Away 1)
1 While driving to their new home, Chihiro’s father ( ) a turnoff, and they ended up in
a strange, wooded area. (a. failed, b. missed, c. lost)
2 They ( ) into a mysterious world after going through an old tunnel. (a. stepped, b.
drove, c. ran)
3 They found a theme park that had ( ) bankrupt as the economy went bad. (a. fallen,
b. gone, c. crashed)
4 Chihiro’s father thought the restaurant was still ( ) business. (a. in, b. on, c. for)
5 Chihiro’s parents gobbled ( ) the food prepared for the spirits. (a. up, b. out, c. over)
6 As a punishment, Chihiro’s parents were ( ) into pigs. (a. gotten, b. made, c. turned)
7 Chihiro had to ( ) herself, save her parents, and return to the human world with
them. (a. excuse, b. steal, c. free)
8 It is always difficult for small children to ( ) with their good friends and start
attending a new school. (a. leave, b. part, c. cut)
9 Chihiro entered the world of dead spirits ( ) accident. (a. by, b. in, c. with)
10 Sen had to deal ( ) an evil witch that continued to give her a hard time. (a. in, b.
out, c. with)
11 Little creatures called Soot ( ) were working for Kamaji as coal-lump carriers. (a.
Lumps, b. Balls, c. Cakes)
Quiz 4 (Spirited Away 2)
1 Boiler Man was really sticking his neck ( ) for her when Chihiro needed a job. (a. in,
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b. on, c. out)
2 The pigs had eaten too much, and they were trying to sleep it ( ). (a. off, b. out, c.
in)
3 A big spirit covered ( ) mud arrived at the bathhouse. (a. in, b. through, c. from)
4 He was called Stink Spirit and smelled ( ). (a. brilliant, b. mysterious, c. awful)
5 Sen and Rin were ordered to ( ) a large bathtub before the guest arrived. (a. vacuum,
b. scrub, c. mop).
6 Then, Stink Spirit ( ) a dip in the tub and relaxed. (a. bathed, b. got, c. took)
7 While Stink Spirit was bathing, Sen found a thorn in his ( ) and pulled it out, and all
the junk came out of his body. (a. side, b. back, c. head)
8 Haku ( ) her up with a job following Yubaba’s order. (a. got, b. made, c. set)
9 Stink Spirit was ( ) around in the rain, and Yubaba got suspicious. (a. splaying, b.
slinking, c. speeding)
10 Rin had never thought that Sen would successfully get a job from Yubaba, so she
was very impressed when the young girl ( ) it off. (a. pulled, b. struck, c. punched)
11 Haku advised Sen to ( ) on to the good-bye card that her old classmates had given
her so that she would not forget her own name. (a. climb, b. keep, c. hold)
Quiz 5 (Spirited Away 3)
1 Yubaba ( ) a spell on Haku in order to control him. (a. got, b. cast, c. turned)
2 Haku flew around, doing Yubaba’s dirty ( ) as her henchman. (a. work, b. clothes, c.
face)
3 Haku had ( ), and he received severe punishment for what he did. (a. stolen a gold
seal from Zeniba, b. stolen Zeniba from a gold seal, c. Zeniba stolen from a gold
seal)
4 Zeniba demanded that they hand Haku ( ). (a. out, b. around, c. over)
5 When Sen gave the river spirit’s medicine to Haku, he ( ) out a gold seal. (a. spat, b.
cast, c. dropped)
6 A black slug ( ) out of the dragon’s mouth. (a. flashed, b. popped, c. sparked)
7 Sen ( ) the spell by squashing the slug that appeared. (a. solved, b. broke, c.
canceled)
8 Big Baby grabbed Sen’s arm, and Sen begged him to ( ) of her. (a. take part, b.
make out, c. let go)
9 Sen was ( ) a hurry, trying to go to the place where Haku was. (a. on, b. at, c. in)
10 No Face started giving ( ) gold in order to impress Sen. (a. in, b. off, c. away)
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11 Boiler Man said to Sen, “You can take a train on your way there, but you’ve got to
come back ( ) your own.” (a. on, b. by, c. to)
Quiz 6 (Spirited Away 4)
1 Sen took a one-way train and called ( ) Zeniba. (a. on, b. in, c. at)
2 She returned the gold seal that Haku had stolen from Zeniba and apologized ( ) her.
(a. to, b. for, c. at)
3 Haku let Yubaba know that her baby had been ( ) with daruma heads. (a. replaced, b.
replenished, c. changed)
4 Yubaba complied ( ) Haku’s request in order to get her baby back. (a. by, c. on, c.
with)
5 Haku demanded that Yubaba ( ) up Sen’s contract. (a. throw, b. tear, c. cut)
6 Later, the dragon came to ( ) her up. (a. wash, b. pick, c. turn)
7 Yubaba and Zemiba were twin sisters, but they were exact ( ). (a. copies, b.
reflections, c. opposites)
8 The river spirit had carried small Chihiro ( ) when she was going to drown in the
river. (a. aground, b. ashore, c. underwater)
9 Haku ( ) out to be the spirit of the Kohaku River. (a. spun, b. turned, c. cleared)
10 When Sen passed the test, her parents, who had been turned into pigs, ( ) up on the
human side of the river. (a. stood, b. made, c. woke)
11 Zeniba forgave Haku for stealing her gold seal. ( ) return, she asked to him to take
care of Sen. (a. In, b. By, c. For)
Quiz 7 (“The Arrival”)
1 An airplane arrived at the airport with no passengers or crewmembers on ( ). (a.
stage, b. board, c. line)
2 A veteran investigator from Federal Aviation Administration came to ( ) out what
had happened. (a. put, b. turn, c. find)
3 The man said that he had a pretty good record putting ( ) jigsaw puzzles. (a.
together, b. in, c. back)
4 The man from FAA ( ) a theory to explain the cause of an accident. (a. proposed, b.
pretended, c. patterned)
5 According to the FAA man, people were under mass ( ) and the airplane actually
did not exist. (a. hypothesis, b. hypnosis, c. hypocrisy)
6 He asked the pilot to ( ) the plane and start the engine. (a. float, b. roll, c. slide)
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When he walked into the airport office, everybody ( ) at him. (a. remarked, b.
balked, c. stared)
8 The ( ) was that the airplane had disappeared 17 or 18 years before. (a. problem, b.
question, c. subject)
9 The man just could not admit the fact that he had never been able to ( ) the mystery.
(a. answer, b. break, c. solve)
10 The hangar had been ( ) of aircraft, but, a minute later, the planes were all gone. (a.
filled, b. fulfilled, c. full)
11 The plane departed for Los Angeles ( ) schedule. (a. on, b. at, c. in)
Quiz 8 (“The Man in the Bottle”)
1 Obviously, the curio shop owner had never heard about a genie in a ( ). (a. bucket, b.
bottle, c. bottom)
2 The old couple was just around the ( ) from bankruptcy. (a. street, b. end, c. corner)
3 The genie who appeared in front of the shop owner offered to ( ) him four wishes.
(a. donate, b. present, c. grant)
4 The genie, however, warned the man that he must be prepared for the ( ). (a.
consequences, b. products, c. occurrences)
5 Second, he wished ( ) a million dollars so that he would not have to worry about
money. (a. to, b. for, c. at)
6 The man thought that it would be great to have ( ) to control the entire world. (a.
power, b. strength, c. energy)
7 Third, he wanted to be the head of a foreign country who would not be voted out of
( ). (a. building, b. status, c. office)
8 Every wish he made was ( ), and he became rich or powerful. (a. played, b. fulfilled,
c. finished)
9 But he had to use his fourth wish to go back where he had been in the first ( ). (a.
point, b. place, c. shoes)
10 The shop owner’s wife thought that it was not a total ( ) because they had, at least,
had their broken display case fixed. (a. smile, b. laugh, c. cry)
11 We must keep in ( ) that every profession has its positive and negative sides. (a.
mind, b. heart, c. spirit)
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Quiz 9 (“Night Fever”)
1 Gerry was a ( ) talker and always tried to seduce a woman. (a. hard, b. smooth, c.
wise)
2 Two police officers came around to the supermarket by ( ). (a. chance, b. design, c.
order)
3 In a ( ) with the police, Gerry killed one of the policemen. (a. war, b. bout, c.
shootout)
4 Gerry was himself shot and ( ) to a hospital in an ambulance. (a. fetched, b. brought,
c. smuggled)
5 A new nurse named Helen was assigned to take care of Gerry, and she started
( )-ing to him. (a. attend, b. tend, c. extend)
6 Gerry had been ( ) an ordeal, and Helen was sympathetic toward him. (a. among, b.
between, c. through)
7 Helen encouraged him to keep his strength ( ) and started spoon-feeding him. (a. up,
b. on, c. off)
8 When the guard ( ) out, Helen stole the key to the handcuff. (a. carried, b. passed, c.
made)
9 Helen tried to ( ) Gerry out of the hospital while the guard was sleeping. (a. split, b.
spin, c. sneak)
10 Helen also put Gerry to sleep in order not to ( ) people’s attention to him. (a.
attract, b. earn, c. obtain)
11 She took ( ) for the murder of her husband by shooting him with a pistol. (a. grudge,
b. offense, c. revenge)
Quiz 10 (“Four O’clock”)
1. The judge, a jealous husband, became suspicious that his wife was having ( ) with a
young man. (a. a matter, b. an issue, c. an affair)
2. The judge hired a private detective and ordered him to find ( ) for her wrongdoing.
(a. control, b. evidence, c. results)
3. The private detective put a ( ) on the phone, following the judge’s instruction. (a.
cap, b. tap, c. pat)
4. He tried to kill the man using an explosive ( ) with a timer. (a. tool, b. device, c.
machine)
5. He had learned how to build a bomb during the trial that he had presided ( ). (a. on,
b. in, c. over)
6. Someone set fire to the house, and it went up in ( ). (a. smoke, b. particles, c. clouds)
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7. Two burglars ( ) into his house when the judge was building a bomb in the basement.
(a. broke, b. struck, c. drove)
8. The two burglars ( ) him up and gagged him in front of the time bomb that he had
made himself. (a. pinned, b. tied, c. stood)
9. Fortunately, he did not die, but he lost his ( ). (a. brain, b. heart, c. mind)
10. The man that she was meeting was actually her brother, who was an ex-convict ( )
parole. (a. on, b. for, c. to)
11. The judge’s wife was waiting for a chance to bring everything out into the ( ). (a.
front, b. open, c. air)
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APPENDIX G
FINAL CLOZE TESTS
In 2008, Set A was used to measure the students’ memory of the lexical phrases
from the task-only treatment, and Set B was used to measure the extent to which they
retained the phrases from the task-plus-oral-repetition treatment until the final
examination. In 2009, Set B was used to measure the effects of the task-plus-oralrepetition treatment, and Set A was used to measure the effects of task-only treatment.
Set A
1 Chihiro’s parents ate the food for the spirits, and, as a punishment, they were ( )
into pigs. (a. gotten, b. made, c. turned)
2 While driving to their new home, Chihiro’s father ( ) a turnoff, and they ended
up in a strange, wooded area. (a. failed, b. missed, c. lost)
3 Yubaba (
) a spell on Haku in order to control him. (a. got, b. cast, c. turned)
4 No Face started giving (
) gold in order to impress Sen. (a. in, b. off, c. away)
5 Boiler Man said to Sen, “You can take a train on your way there, but you’ve got to
come back ( ) your own.” (a. on, b. by, c. to)
6 An airplane arrived at the airport with no passengers or crewmembers on (
). (a.
stage, b. board, c. line)
7 The FAA investigator asked the pilot to ( ) the plane and start the engine. (a.
float, b. roll, c. slide)
8 Marge had to spend her savings to (
) Bart’s tattoo. (a. remove, b. abolish, c.
solve)
9 Homer said that he was not going to take his child to a sleazy dog ( ). (a. track, b.
course, c. field)
10 When the guard ( ) out, she stole the key to the handcuff. (a. carried, b. passed, c.
made)
11 The nurse tried to ( ) Gerry out of the hospital while the guard was sleeping. (a.
split, b. spin, c. sneak)
12 She took ( ) for the murder of her husband. (a. grudge, b. offense, c. revenge)
Set B
1 Boiler Man was really sticking his neck (
) for her when Chihiro needed a job. (a.
in, b. on, c. out)
2 Haku ( ) her up with a job following Yubaba’s order. (a. got, b. made, c. set)
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While Stink Spirit was bathing, Sen found a thorn in his ( ) and pulled it out, and
all the junk came out of his body. (a. side, b. back, c. head)
4 Yubaba and Zemiba were twin sisters, but they were exact ( ). (a. copies, b.
reflections, c. opposites)
5 The river spirit had carried small Chihiro ( ) when she was going to drown in the
river. (a. aground, b. ashore, c. underwater)
6 The curio shop owner found a genie in an old bottle, and the genie offered to ( )
him four wishes. (a. donate, b. present, c. grant)
7 Then, he thought that he wanted to be the head of a foreign country who would not
be voted out of ( ). (a. building, b. status, c. office)
8 Bart’s bright classmates called him a ( ) genius. (a. slight, b. minimal, c.
mediocre)
9 During a science experiment, Bart mixed chemicals in the wrong way and ( ) up
the science laboratory. (a. tore, b. blew, c. smoked)
10 A jealous husband became suspicious that his wife was having ( ) with a young
man. (a. a matter, b. an issue, c. an affair)
11 The time bomb did not go off, so the man did not die. But he lost his ( ) because
of the terrifying experience. (a. brain, b. heart, c. mind)
12 Someone set fire to the house, and it went up in ( ). (a. smoke, b. particles, c.
clouds)
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APPENDIX H
FINAL ESSAY TESTS
Set A
Direction: Choose one from the following four alternatives and write a 200-word essay
within 25 minutes.
1. Summarize the first segment of Spirited Away briefly and write your comment. In
your discussion, make sure to refer to the issue of what the bathhouse symbolizes in our
modern society.
2. Summarize “The Arrival” briefly and write your comment. In your discussion, make
sure to explain what the real problem was with the central character named Scheckly.
3. Summarize the Christmas episode of The Simpsons briefly and write your comment.
In your discussion, make sure to describe what Homer learned from his experience.
4. Summarize “Night Fever” (the story about a nurse) briefly and write your comment.
In your discussion, make sure to explain why the nurse shot the man whom she had
helped at the end of the movie.
Set B
Direction: Choose one from the following four alternatives and write a 200-word essay
within 25 minutes.
1. Summarize the fourth segment of Spirited Away briefly and write your comment. In
your discussion, make sure to explain why Haku had always known Chihiro since she
was a very small child.
2. Summarize “The Man in the Bottle” briefly and write your comment. In your
discussion, make sure to describe what the man and his wife learned from their
experience with the genie.
3. Summarize the genius-school episode of The Simpsons briefly and write your
comment. In your discussion, make sure to describe Bart’s psychological reactions to
the new environment at the bright children’s school.
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4. Summarize “Four O’clock” (the story about a judge) briefly and write your comment.
In your discussion, make sure to explain how the judge’s wife and the young man were
related to each other.
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APPENDIX I
INFORMED CONSENT (QUANTITATIVE STUDY)
Below is an English translation of the document distributed to the students in 2008.
Request for Research Cooperation
Yoshimasa Ogawa
As I mentioned at the beginning of the semester, I would like to refer to the
compositions that you have submitted during the course, the results of the cloze quizzes
and tests, and your answers to the questionnaires in my doctoral dissertation. This
research study is part of the requirements for the degree of doctor of education at
Temple University Japan. The purpose of my study is to compare the two different types
of instructional treatments—communicative task-based activities and communicative
task-based activities supported by oral repetition—and the differences within subjects
will be measured. If you are willing to authorize me to use the data, please indicate your
agreement by signing your name below.
Thank you.
______________________________________________________________________
INFORMED CONSENT
I will authorize you to use the quiz and test scores and the written products that I
have submitted during the 2008 Speech Communication course (Speech
Communication A: English Expressions in Movies) for your research project, “Oral
Repetition Tasks and Acquisition of Lexical Phrases in Communicative EFL
Instruction.”
Your Name (print)_______________________________
Your Signature___________________________________ Date_____________
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APPENDIX J
A SAMPLE INTRODUCTION TO A MOVIE SESSION
(Introduction to Spirited Away)
Class, we are now going to watch the English version of a popular Japanese
animated movie. The English title of the movie is Spirited Away. Do you know what it
means? Yes, spirited away means kamikakushi. I’m sure that many of you have already
seen this award-winning movie at one time or another. Today, we are going to
appreciate the same movie in English.
As you know, Hayao Miyazaki has produced a number of great animated movies,
including, My Neighbor Totoro, Howl’s Moving Castle, Princess Mononoke, and Kiki’s
Delivery Service. But I have chosen this movie because, for an animated movie, the
story of Spirited Away is very sophisticated, and the scenes in the movie seem to reflect
different cultural backgrounds. Some of the things you will see in the movie are related
to the present Japanese society while other scenes remind you of ancient Chinese
customs, traditions, and philosophies. You might even notice that some of the characters
are similar to those in western fairy tales.
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APPENDIX K
PERSONAL BACKGROUND QUESTIONNAIRE (ENGLISH TRANSLATION)
Your Name ( )
Class (
)
1. How long have you been studying English at school?
For ____ years.
2. Have you studied English outside the regular EFL curricula at school? yes/no
If yes, describe it (e.g., taking English conversation lessons in the past two years).
_________________________________________________________________
3. Have you lived in an English speaking country for more than a half year? If yes,
state all the countries where you have lived and specify the length of your stay in
each country.
Country ________ Length ________
Country ________ Length ________
4. Have you attended an American or British school? State the name of the school and
specify the country where it is located and the length of your enrollment.
School ________ Country _______ Length of Stay __________
School ________ Country _______ Length of Stay __________
5. Have you made short overseas trips? State the names of all the countries you have
visited and the length of your stay in each country.
Country ______ Length of Stay _____
Country ______ Length of Stay _____
Country ______ Length of Stay _____
Country ______ Length of Stay _____
6. What materials do you utilize for your language studies (e.g., English-language
newspapers, CNN newscasts, paperback novels)? __________________________
7. What audiovisual or electronic devices do you use for your language studies?
__________________________________________________________________
8. What is your favorite language skill area(s)? (a. speaking, b. listening, c. reading, d.
writing, e. grammar, f. vocabulary, g. _________)
9. What are your favorite language-learning activities (e.g. discussion, dictation,
information-gap games)? ______________________________________________
10. Why did you choose this movie-based EFL course?
___________________________________________________________________
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APPENDIX L
LANGUAGE ACTIVITIES QUSTIONNAIRE (ENGLISH TRANSLATION)
Your Name (
)
Class (
)
1. Which specific activities did you enjoy the most in this course? (a. watching movies,
b. small-group discussion, c. whole-class discussion, d. speech, e. writing, f. oral
cloze exercises using PowerPoint, g. others_________)
2. Which activities did you feel uncomfortable with or had difficulty with? (a.
watching movies, b. small-group discussion, c. whole-class discussion, d. speech, e.
writing, f. oral cloze exercises using PowerPoint, g. others________)
Describe the reasons in detail.
___________________________________________________________________
3. Which activities do you think have helped you learn new English skills or
knowledge? (a. watching movies, b. small-group discussion, c. whole-class
discussion, d. speech, e. writing, f. oral cloze exercises using PowerPoint, g.
others_________)
Describe the reasons.
___________________________________________________________________
4. Which activities do you think have not been very helpful for your language
learning? (a. watching movies, b. small-group discussion, c. whole-class discussion,
d. speech, e. writing, f. oral cloze exercises using PowerPoint, g. others__________)
Describe the reasons. __________________________________________
5. What categories of skills do you think this course has helped you acquire? (a.
speaking, b. listening, c. reading, d. writing, e. grammar, f. vocabulary, g.
_________)
6. Which movies have you found enjoyable or interesting? ___________
7. Which issues or topics in the movies have you found interesting or important? ____
______________________
8. What expressions or structures did you find difficult to learn? ________________
9. What expressions or structures did you learn instantaneously? ________________
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APPENDIX M
INFORMED CONSENT (QUALITATIVE STUDY)
Below is an English translation of the document distributed to students in 2009.
In 2008, the English informed consent form below was provided to participants; a
Japanese version was not used for the reason that the Japanese translations of certain
technical terms would not be any more comprehensible to participants. In order to help
students understand the document, I read each English paragraph in front of individual
participants and explained the major points in plain, spoken Japanese before asking
them to sign the document. However, at my qualitative advisor’s advice, I switched to
the policy of preparing a Japanese version of the informed consent form.
INFORMED CONSENT
Thank you very much for your cooperation in my dissertation research project,
“Oral Repetition Tasks and Acquisition of Lexical Phrases in Communicative EFL
Instruction.” I would appreciate your consent on this written form, which is part of the
normal Temple University procedures. If you agree to participate in the research after
reading the following statement, please complete the form down below the statement by
signing your name.
1. General purpose of research and description of the project
I am currently enrolled in a graduate program at Temple University Japan, and this
research project is part of the requirements for the degree of doctor of education.
The first part of my study is aimed to compare the effects of two instructional
treatments: one is based on several communicative language activities, and the other
is based on the same communicative activities supported by an additional,
language-focused activity designed to intensify learners’ attention to target linguistic
forms. The second section is a qualitative study that investigates Japanese students’
general perceptions of EFL/ESL activities. You are presently requested to provide
information for the latter section of my research.
2. Research approach and data collection
The qualitative study is based on unstructured interviews with several EFL/ESL
students in Japanese and the narrative analysis of the interview data. You will be
asked to answer open-ended questions or converse with me on certain EFL/ESL
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topics, and our conversations will be recorded on audiotape. The taped
conversations will be transcribed, and a few extracts from the transcribed data will
be romanized and quoted in my doctoral dissertation, along with the English
translations.
3. Possible risk and protection of confidentiality
Although there is always a possibility that data might be unintentionally misused,
data obtained from the participant will be used exclusively for the purpose of this
research. All the data will remain confidential. The participant’s name and the name
of her institution and its location will be identified only by pseudonyms unless the
participant explicitly requests to be identified. This restriction will be applied to any
use of the data in my dissertation, possible conference presentations, and possible
published research papers. The participant has the right to request that particular
interview and document data not be used in the interest of privacy and
confidentiality.
4. Possible benefits to participants
The participant may benefit by articulating ideas and feelings about language
learning that she has not put into words before. The researcher will also gladly help
the participant with her personal English composition (e.g., the texts for her public
speech or oral presentations, personal or business letters), the study of the English
grammar, or the use of basic statistical analysis instruments.
5. Withdrawal and having the data destroyed
The participant has the right to withdraw from the project any time and to have the
data destroyed. Withdrawing will not in any way affect evaluation of the participant
at school.
6. My contact information
The participant is free to contact me at any time at the following email address or
telephone number if she has questions or concerns about participating in this project:
Yoshimasa Ogawa
Email: xxxxxx@xxx.ac.jp
Phone #: 090-xxxx-xxxx

355

I consent to participate in the research project, “Oral Repetition Tasks and
Acquisition of Lexical Phrases in Communicative EFL Instruction.” My signature
indicates that I have read the information above and have decided to participate. I
realize that I may withdraw and have my data destroyed without prejudice at any time
after signing this form should I decide to do so.
The Participant: Signature____________________________________
Name (in print)__________________________ Date_______________
The Researcher: Signature____________________________________
Name (in print)__________________________ Date_______________
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APPENDIX N
USAGE FREQUENCIES OF THE LEXICAL PHRASES ON WEEKLY AND
FINAL ESSAYS
Table N20. Usage Frequencies of the Lexical Phrases on Weekly Essay 1 (The Simpsons
#1)
# of
Users
35

# of
Tokens
45

801, 802, 803, 806, 808, 809, 812, 814, 815, 816,
819, 820, 823, 825, 826, 827, 827, 828, 829, 830,
831, 832, 901, 901, 901, 910, 914, 916, 918, 925,
926

28

31

dog track

801, 803, 806, 808, 808, 808, 809, 812, 815, 818,
819, 820, 822, 823, 826, 827, 827, 828, 829, 830,
831, 831, 832, 901, 901,902, 902, 903, 905, 908,
909, 910, 911, 913, 914, 916, 916, 925, 926, 926

32

40

bet on

808, 808, 808, 812, 814, 815, 820,(823), (826), 827,
830, 901, 902, 910, 911, 914, 916, 916, 917, 918,
926

18

21

end up…-ing

803, 812, 815, 820, 831, 914, 916

7

7

semi-skilled
(only for 2009)

807, 815, 821, 823

4

4

head for

910

1

1

802, 803, 803, 806, 808, 812, 816, 820, 821, 827,
829, 911, 916, 926

13

14

ask for

808, 808, 815, 815, 832, 901, 901, 904, 904, 914,
916, 917

8

12

fill up

819, 832, 901, (903), 916

5

5

pay for

910

1

1

come in last

910

1

1

Target Phrase
Christmas
bonus

Students Who Used Each Phrase
803, 803, 806, 807, 808, 809, 812, 814, 815, 816,
820, 821, 822, 823, 823, 825, 826, 826, 827, 828,
829, 829, 830, 831, 832, 901, 901, (901), 902, 903,
904, 904, 905, 908, 909, 911, 913, 914, 916, 916,
916, 917, 918, 925, 926

remove tattoo

Other Phrases
earn money

Note. No students used the target expression for the rest of. Semi-skilled worker was a
target phrase only in 2009; no 2009 participants used it whereas four 2008 participants
used it. Raise one’s salary was a target phrase only in 2008; no participants used it.
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Table N21. Usage Frequencies of the Target Phrases on Weekly Essay 2 (The Simpsons
#2)
# of
Users
28

# of
Tokens
42

801, 803, 807, 809, 812, 823, 830, 831

8

8

make fun of

801, 802, 808, 809, 812, 814, 815, 815, 816, 818,
819, 823, 825, 826, 829, 829, 830, 831, 832, 914

18

20

blow up

802, 808, (813), 815, 816, 821, 823, 826, 827, 829,
910, 914

12

12

confess to

802, 803, 807, 808, 809, 812, 815, 815, 818, 819,
821, 823, 828, 901, 903, 904, 910, 911, 911 913, 916

19

21

in trouble

808, 819, 820

3

3

on the contrary

813

1

1

fall for

903

1

1

Other Phrases
in the end

801, 913

2

2

report to

809, 901, 914, (926)

4

4

be caught redhanded

809, 813, 826, 827

4

4

be kicked out

809, 816, 821

3

3

mediocre
genius

815, 821, 911

3

3

elitist school

820, 901, 901, 901, 905, 905, 905, 905, 906, 906,
914, 914, 917, 925, 926, 926, 926, 927, 927, 927,
927, 927
901, 904, 910, 914

9

22

4

4

vandalize
school
property

819; 925

2

2

mix acids and
bases

819

1

1

Target Phrase
cheat on

Students Who Used Each Phrase
802, 802, 803, 807, 807, 808, 809, (812), 816, 816,
818, 818, 819, 819, 820, 820, 821, 821, (822), 823,
825, 826, 827, 827, 828, 829, 830, 830, 830, 831,
832, 832, 910, 910, 911, 913, (913), 914, 914, 916,
925, 926

at sb’s recommendation

change one’s
mind
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Table N22. Usage Frequencies of the Lexical Phrases on Weekly Essay 3 (Spirited Away
#1)
# of
Users
13

# of
Tokens
16

803,809, 815, 816, 823, 910, 914

7

7

turn into

801, 801, 802, 803, 804, 807, 807, 808, 809, 813,
815, 816, 817, 818, 819, 819, 823, 824, 826, 901,
903, 904, 906, 906, 909, 910, 910, 910, 910, 911,
911, 912, 914, 915, 915, 916, 918

28

37

free oneself

809, 813, 816, 823

4

4

deal with

804, 809, 823, 910, 911, 912

6

6

miss a turn-off

(804), (826), 911, 912, 914, 915, 916

7

7

go bankrupt

912

1

1

in business

912, 915

2

2

Other Phrases
wander into

801, 824

2

2

gobble up

813, 815, 823, 828, 901, 910, 912, 918, 921

9

9

get trapped

803, 809, 911

3

3

moved to

804, 812, 823, 826, (902), 915, 917, 918, 923

9

9

theme park

807, 808, 812, 818, 901, 910, 912, 915, 915, 916,
917, 917, 917

9

13

in trouble

807

1

1

look for

814, 821, 824

3

3

mysterious
world of spirits

816, 905, 905, 908

3

4

soot ball

816, 827

2

2

end up …ing

901

1

1

ask for

928

1

1

Target Phrase
step into

Students Who Used Each Phrase
803, 808, 808, 809, 813, 815, 815, 816, 823, 826,
910, 911, 912, 914, 914, 918

by accident
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Table N23. Usage Frequencies of the Lexical Phrases on Weekly Essay 4 (Spirited Away
#2)
# of
Users
5

# of
Tokens
5

802, 803, 809, 812, 816, (822), (911), 912, (914),
918, (921)

11

11

scrub a bathtub

803, 808, 809, 812, 815, 901, 914, 915, 928

9

9

take a dip

803, 809, 911, 918

4

4

thorn in one’s
side

802, 803, 808, 809, 815, 816, 901, 903, 906, 906,
910. 911, 912, 913, 914, 915, (917)

16

17

sleep off

801, 823, 826, 918

4

4

set sb up with a
job

808, 808, 812, 813, 818, 823, 918

6

7

slink around

823, 826, 918

3

3

802, 803, 808, 809, 816, 828, 828, 901, 903, 910,
911, 913, 914, 916, (918)
801, 808, 808, 815, 824, 901, 910, 912, 914

15

16

8

9

Stink Spirit

801, 801, 802, 803, 803, 804, 807, 808, 808, 809,
809, 812, 813, 813, 813, 814, 815, 815, 816, 816,
818, 818, 821, 821, 821, 823, 823, 824, 826, 827,
828, 828, 901, 901, 903, 903, 903, 904, 904, 905,
905, 905, 905, 905, 905, 905, 906, 908, 908, 908,
909, 909, 910, 910, 910, 910, 910, 911, 911, 911,
912, 912, 914, 914, 914, 916, 916, 916, 916, 916,
916, 918, 918, 918, 918, 921, 921, 927, 927, 928,
928, 928, 928, 928, 928

35

86

arrive at

803, 807, 809, 813, 901, 908, 911, (915)

8

8

remove all the
junk from

804, 817, 819, 823, 826, 827

6

6

escape from

807, 808, 813, 819, 821, 901, 906, 910

8

8

bath token

813, 821

2

2

clean up

813, 917, 928

3

3

look for

814

1

1

respond to

817

1

1

Target Phrase
covered in mud

Students Who Used Each Phrase
802, 803, 809, 815, (916)

smell awful

Other Phrases
pull it out
turn into

(Table N23 continues)
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(Table N23 continued)
# of
Users

# of
Tokens

819, 904

2

2

environmental
problems

802, 812, 813, 813, 815, 816, 818, 818, 818, 824,
826, 827, 827, 828

9

14

Master Haku

815

1

1

ask for

817, 901, 910

3

3

take away

819, 901, 910, 914

4

4

hold on to

(909), (914), 916

3

3

pull it off

915

1

1

Target Phrase
Other Phrases
deal with

Students Who Used Each Phrase
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Table N24. Usage Frequencies of the Lexical Phrases on Weekly Essay 5 (Spirited Away
#3)
# of
Users
9

# of
Tokens
11

815,823, 902, 904, 910, 912

6

6

spit out

808, 808, 818, 823, 901, 902, 906, 910, 911, 912,
915, 916

11

12

steal sth from
sb

805, 819, 821, 822, 823, 901, 902, 906, 906, 909,
910, 911, 914, 916

13

14

pop out

818, 823, 902, 912, 915

5

5

in a hurry

911, 912, 914, 914

3

4

let go of

813, 915

2

2

hand over
(only in 2008)

904

1

1

Other Phrases
deal with

808, 904, 912

3

3

give away

805, 813, 814, 814, 819, 820, 823, 828, 901, 906,
910, 915, 936

12

13

gold seal

805, 808, 808, 813, 813, 813, 814, 814, 815, 818,
818, 818, 819, 820, 820, 821, 821, 823, 823, 823,
824, 825, 825, 826, 826, 828, 901, 901, 902, 903,
904, 904, 904, 905, 905, 905, 906, 906, 908, 910,
910, 911, 911, 911, 912, 912, 913, 916, 916, 928,
928, 936

29

52

break the spell

805, 813, 820

3

3

No Face

808, 808, 808, 808, 809, 809, 811, 811, 811, 811,
813, 813, 813, 814, 814, 814, 814, 815, 815, 815,
818, 818, 819, 819, 819, 819, 820, 821, 822 (x 17
times), 823, 823, 824, 824, 824, 824, 824, 825 (x 13
times), 826, 826, 826, 826, 828, 828, 901, 901, 901,
901, 901, 902, 902, 903 (x 10 times), 904, 904, 904,
905, 906, 906, 908, 908, 908, 909, 909, 909, 910,
910, 914, 914, 914, 914, 915, 915, 915, 915, 915,
915, 917, 917, 928, 928, 928, 928, 926, 926, 926,
926, 926,
926, 926

30

125

apologize to

808, 818, 819, 826, 901, (905). 906, 911

8

8

Target Phrase
cast a spell

Students Who Used Each Phrase
805, (805), 808, (818), 820, 823, 902, 911, (912),
916, (916)

do someone’s
dirty work

(Table N24 continues)
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(Table N24 continued)
# of
Users

# of
Tokens

808, 813, 813, 813, 813, 813, 815, 818, 820, 820,
823, 825, 825, 826, 826, 901, 901, 903, 904, 908,
911, 911, 911, 913, 913, 914, 915, 915, 936, 936

17

30

turn into

809, 813, 813, 820, 826, 826, 826, 901, 901, 902,
903, 906, 911, 912, 913, 915, 916

13

17

Stink Spirit

818, 911, 914

3

3

take a train

20

river spirit

821, 826, 901, 902, 902, 905, 906, 910, 912, 913,
916, 936, 936

11

13

fly around

815

1

1

one-way train

903

1

1

Target Phrase
Other Phrases
Big Baby

Students Who Used Each Phrase

1 (1)

Note. No students used on one’s own. Hand over was a target phrase only in 2008, but
no 2008 students used it whereas one 2009 student used it.
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Table N25. Usage Frequencies of the Lexical Phrases on Weekly Essay 6 (Spirited Away
#4)
# of
Users
3

# of
Tokens
3

808, 809, 813, 818, 822, 823, 825, (826), (905),
913, 915, (916), 936

13

13

pick someone
up

805, 808, 809, 813, 813, 814, 815, 818, 819, 819,
820, 821, 823, 826, 828, 902, 903, 909, 910, 911,
911, 912, 913, 915, 916, (936)

23

26

turn out to be

809, (813), (813), 818, 823, (826), 908

6

7

carry ashore

805, 809, 820, 823, 916

5

5

replace with

813

1

1

tear up

820, 823, 901

3

3

wake up

903, 904

2

2

Other Phrases
one-way train

809, 813, 815, 818, 818, 823, 824, 826, 911, 916

9

10

arrive at

805, 808, 813, 815, 822, 822, 903, 908, (915), (915)

8

10

ghost train

805, 811, 815, 820, 821, 825, 826, 906, 906, 908,
910, 915

12

12

throw up

825, 906, 915

3

3

gold (golden)
seal

805, 808, 809, 814, 814, 815, 819, 821, 823, 824,
825, 902, 903, 905, 908, 911, 912, 916, 928, 936

19

20

the way back to

820, 822, 826, 910, 912, 916

6

6

the human
world

805, 814, 818, 819, 820, 826, 901, 901. 902, 904.
905. 905. 905, 906, 906, 910, 912, 912, 913, 913,
914, 915, 915, 915, 928, 928, 936, 936, 936

18

29

No Face

808, 808, 811, 815, 815, 819, 822, 822, 823, 823,
824, 826, 901, 901, 901, 902, 903, 903, 904, 905,
905, 906, 906, 908, 909, 909, 912, 912, 914,
915,915, 915, 916, 927, 927, 927, 927, 927, 927,
928

22

40

Big Baby

813, 821, 822, 825, 901, 901, 901, 903, 903, 903,
903, 903, 905, 908, 910, 912, 914, 915, 928, 928

13

20

environmental
problems

813, 813, 813, 818, 826, 936

4

6

Target Phrase
call on

Students Who Used Each Phrase
808. 818, 823

apologize to

(Table N25 continues)
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(Table N25 continued)
# of
Users

# of
Tokens

814, 905, 906, 908, 912

5

5

pass the final
test

818, 820, 821, 822, 823, 824, 825, 826, 901, 904,
905, 906, 906, 908. 910, 912, 914, 915, 916, 928,
936

20

21

The River of
Three Crossings

818

1

1

take care of

819, 916

2

2

river spirit

819, 821, 901, 901, 903, 905, 908, 910, 911, 914,
916, 916, 916, 936

11

14

turn into

820, 901, 901, 906, 915, 916

5

6

steal sth from sb

821, 916

2

2

comply with

823, 906, 928

3

3

quit sb’s
apprentice

815

1

1

fall into a river

815, 903, 914

3

3

Target Phrase
Other Phrases
leave for

Students Who Used Each Phrase
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Table N26. Usage Frequencies of the Lexical Phrases on Weekly Essay 7 (The Arrival)
# of
Users
9

# of
Tokens
9

propose a theory 813, 918, 910, 912, 914, 915, 915

6

7

under hypnosis

801, 808, 813, 815, 821, (828), 901, 901, 901, 903,
903, 905, 910, 910, 911, 911, 912, 913, 915, 916

15

20

The problem is

805, 904, 910

3

3

solve the
mystery

808, 813, 815, 815, 815, 818, 902, 910, 910, 911,
911, 916

8

12

depart for
(only in 2008)
roll the plane
(only in 2009)
on schedule
(only in 2009)

915

1

1

906, 912

2

2

901, 912, 915, 915

3

4

801, 813, 821, 826, 828, 902, 905, 906, 910, 912,
915, 916, 917

13

13

916

1

1

Target Phrase
on board

Other Phrases
arrive at
Federal Aviation
Administration

Students Who Used Each Phrase
(901), 904, 910, 911, 912, 914, 915, 916, 917

Note. No students used walk into (presented as a target phrase only in 2008) or full of.
Depart for was a target phrase only in 2008, but one 2009 student copied it.
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Table N27. Usage Frequencies of the Lexical Phrases on Weekly Essay 8 (The Man in
the Bottle)
# of
Users
14

# of
Tokens
20

819, 819, 821, 821, 821, 913, 913, 913

4

8

power to control

(815), 821, 901, 902, 911, 913, 916

7

7

wish sth to be
fixed (only in
2008)

(805), (813), (819), 821, (828), (831)

6

6

genie in a bottle
(only in 2009)

902, 908, 911, 912, 913, 915

6

6

voted out of
office

805, 819, 908, 912

4

4

around the
corner from

813, 909, 910, 912, 913, 914, (906)

7

7

prepare for the
consequences

(818), (818), (818), (824), 912, (912), (914), (916)

5

8

Other Phrases
give away

801, 903, 906, (916)

4

4

where it all
started

808, 819, 819, 826, (908), 915

5

6

turn into

805, 828, 828

2

3

turn out to be

911

1

1

fulfill a wish

813, 909, 916, 916, 916, 916

3

6

keep in mind

901

1

1

Target Phrase
grant sb wishes

Students Who Used Each Phrase
801, (801), 808, (815), (815), 819, 821, 901, (901),
902, 906, (906), 908, 908, 909, 909, 910, (912),
913, (914)

wish for

Note. No students used in the first place; and no students copied prepare for the
consequences perfectly.
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Table N28. Usage Frequencies of the Lexical Phrases on Weekly Essay 9 (Night Fever)
# of
Users
10

# of
Tokens
13

809, 819, 912, 914, (927), (934)

6

6

be brought to

803, 809, 824, 901, 909, 910, 911, 912, 926, (934)

10

10

sneak out of

809, 820, 901, 910, 911, 912, 912, 913, 926, 926

8

10

take revenge

808, 808, 808, 808, 815, 815, 815, 819, 820, 910,
911, (912), 914, (917), 918, 926, 926

11

17

by chance

812, 909, 914

3

3

Other Phrases
in the end

808

take sb out on
a date

812, 813, 820, 831, 901, 902, 909, 913, (917)

9

9

steal sth from
sb

812, 815, 818, 914

4

4

arrive at

813, 815, 829, 901, (905), 908, 909, 910, 926

9

9

cheat on

819, 819, 819

3

3

fall in love
with

812, 813, 815, 822, 822, 822, 824, 902, 910, 913,
913, (914), (934)

10

13

look for

829

1

1

attend to

901, 909, 912

3

3

put on one’s
makeup

909

1

1

attract
attention

926

1

1

Target Phrase
smooth talker

Students Who Used Each Phrase
808, 809, 815, 815, 815, 819, 831, 911, 912, 914,
918, 934, (934)

in a shootout
with

1 (1)

Note. No students used have been through, the key to, or keep one’s strength up. The key
to was a target phrase only in 2008, and keep one’s strength up was a target phrase only
in 2009.
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Table N29. Usage Frequencies of the Lexical Phrases on Weekly Essay 10 (Four
O’clock)
# of
Users
20

# of
Tokens
28

808, 808, 809, 813, 813, 814, 814, 818, 819, 831,
901, 901, 901, 904, 905, 905, 909, (910), (910),
912,913, 913, 914, 918, 918, 918, 926, 934

18

28

preside over

808, 809, 812, 813, 819, 901

6

6

break into

808, 809, 813, 818, 822, 831, 904, 909, 910, 911,
913, 913, 926, 934

13

14

lose one’s mind

809, 813, 814, 814, 815, 815, 820, 824, 829, 831,
(831), 908, 913, 914, 918, 918

12

16

put a tap on

(824), (913), 926

3

3

find evidence
for

808, (909), (910), 911, (912), (918), (918)

6

7

Other Phrases
receive bribes

803, 803, 829, 910, 934

4

5

wake up

803, 901, 904, 934

4

4

tie sb up

809, 813, 818, 819, 822, 831, 901, 903, 905, 909,
910, 913, 918, 926, 934

15

15

short circuit

812, 901, 903, 905, 910, 911, 913, (926)

8

8

cheat on

822, 905, 913, 918

4

4

power to
control

824

1

1

dirty money

824, 914, 926

3

3

find out

820, 820, 926

2

3

Target Phrase
have an affair

Students Who Used Each Phrase
808, 808, 808, 809, 812, 813, 815, 815, 818, 819,
820, 829, 829, 901, 902, 903, (903), 908, 910, 911,
912, 912, 917, 917, 918, 918, 926, 934

explosive
device

Note. No students used be ashamed of (a target phrase only in 2008) or on parole (a
target phrase only in 2009).
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Table N30. Usage Frequencies of the Lexical Phrases on Final Essay 1
# of
Users

# of
Tokens

11

12

806, 807, 825, 830, 830, 831, 832, 904, (907), (907),
(925), 926, (935)

11

13

dog track

806, 806, 807, 825, 832, 904, 904, 907, 911, 920,
925, 936

10

12

bet on

807, 904, 907, 911, 925, 926

6

6

end up…-ing

807

1

1

807, 824, 825, 825, 830, 904, 907, 919, 926, 926,
926, 935

9

12

in the end

824, 824, 904, 907

4

4

ask for

832, 925, 936, 936

3

4

fill up

832

1

1

Spirited Away
1
miss a turnoff

(chosen by 17 students in 2008; 10 in 2009)
805, (916), (914)

3

3

turn into

801, 802, 803, 804, 804, 804, 805, 808, 809, 810,
811, 812, 813, 815, 817, 823, 827, 901, 901, 906,
912, 914, 915, 915, 928, 937

22

26

step into

801, 803, 805, 805, 808, 809, 810, 815, 816, 823,
906, 912, 914, 915, 923, 937

15

16

free oneself

808, 809, 810, 816, 823, 906, 912, 915, 923

9

9

by accident

809, 810, 816, 906, 912, 937

6

6

deal with

809, 810, 816, 912

4

4

go bankrupt

915

1

1

Target Phrase
The Simpsons
1
Christmas
bonus

Students Who Used Each Phrase
(chosen by seven students out of 32 in 2008; nine
out of 38 in 2009)
825, 831, 832, 832, (904), 907, 911, 919, (920),
(920), 925, 926, 936, 936

remove the
tattoo

Other Phrases
earn money

(Table N30 continues)
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(Table N30 continued)
# of
Users

# of
Tokens

813, 815, 906, 915, (921)

5

5

find out

827

1

1

soot ball

827

1

1

get trapped

809, 816, 912

3

3

end up -ing

912

1

1

theme park

901

1

1

mysterious
world of spirits

906, 912, (915), 923, 937

5

5

arrive at

906

1

1

by chance

914

1

1

move to

921

1

1

The Arrival
solve the
mystery

(chosen by two students in 2008; two in 2009 )
818, 930, 938

3

3

on board

820, (930), 938, 938

3

4

propose a
theory

820, 930

2

2

under mass
hypnosis

820, 930

2

2

The problem is

820

1

1

roll the plane

930, 938

2

2

Other Phrases
find out

820, 930

2

2

arrive at

930, 938

2

2

Target Phrase
Spirited Away
1
Other Phrases
gobble up

Students Who Used Each Phrase

(Table N30 continues)
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(Table N30 continued)
# of
Users

# of
Tokens

5

5

819, (916), (924), (927)

4

4

take revenge

819, 828, 828, 829, 829, (908), (908), 910, (916),
924, 934

8

11

by chance

829, 902, 909, 918, 924

5

5

be brought to

829, 924

2

2

sneak out of

903, 910, 916

3

3

key to the
handcuffs (only
in 2008)

916

1

1

Other Phrases
find out

829

1

1

by accident

903, 916

2

2

arrive at

905, 908, 908, 910, 933

4

5

ask for

905

1

1

take sb out on a 909, (917), (917)
date
attend to
909

2

3

1

1

look for

909

1

1

fall in love

910, (931), 932, 939

4

4

pass out

916

1

1

steal sth from
sb

916, 922, 931

3

3

Target Phrase
Night Fever
smooth talker

Students Who Used Each Phrase
(chosen by six students in 2008; 17 in 2009)
821, 910, 918, (924), 934

in a shootout
with
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Table N31. Usage Frequencies of the Lexical Phrases on Final Essay 2
Target Phrase
The Simpsons 2
cheat on

Students Who Used Each Phrase
(chosen by four out of the 32 students in 2008;
seven out of 38 in 2009)
806, 806, 827, 827, 831, 832, 832, 904, 904, 907,
907, 907, 918, 918, 925

# of
Users

# of
Tokens

8

15

at sb’s
recommendation

(907)

1

1

confess to

806, 907

2

2

blow up

827, 832, (904), 925, 934

5

5

make fun of

831, 832, 904, 907, 925

5

5

fall for

(918)

1

1

Other Phrases
get along with

827

1

1

make fun of

904

1

1

in the end

904, 907

2

2

kick out

904

1

1

elitist school

905, 905. 905, 905, 907

2

5

mediocre genius

925

1

1

Spirited Away 4
carry ashore

(chosen by 15 students in 2008; 14 in 2009)
804, 809, 816, 823, 903, 921, (938)

7

7

apologize to

801, 805, 809, 812, 816, 818, 820, 822, 906, 921,
936, 937

12

12

call on

801, 809, 811, 812, 816, 818, 820, 823, 903, 906,
921

11

11

pick sb up

801, 809, 811, 813, 813, 815, 820, 823, 828, 903,
906, 909, 909, 911, 921, 924, 936, 937

16

18

turn out to be

809, 818, 820, 823, 937

5

5

tear up

823, 906

2

2

(Table N31 continues)
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(Table N31 continued)
# of
Users

# of
Tokens

811, 811, 817, 903, 921, 936, 937

6

7

take a one-way
train

809, 811, 812, 816, 818, 823, 903, 906, 911, 921,
924, 927, 936, 938

14

14

pass the test

801, 801, 817, 822, 937, 938

5

6

the human world

813, 813, 813, 818, 906, 921, 936, 936, 936

5

9

steal sth from sb

816, 820, 921, 924, 936, 937

6

6

comply with

823

1

1

The River of
Three Crossings

818

1

1

Mother Nature

818

1

1

No Face

903, 903, 909, 909, 924, 927, 932, 937, 938

7

9

gold seal

903, 906, 911, 921, 924, 936, 937, 938

8

8

spirit of the river 903, 903, 911, 921, 921, 921, 924,(936), 937, 937

6

10

arrive at

903, 937

2

2

environmental
problem

924

1

1

on the way back
to

(935), 936

2

2

find out

903, (938)

2

2

The Man in the
Bottle
grant sb a wish

(chosen by three students in 2008; 12 in 2009)
802, 810, 814, 830, 910. 912, 926, 930, 939. 939

9

10

genie in a bottle

(912), 915, 923

3

3

wish for

810, 810, 830, 915, 915

3

5

power to control

810, 910, 912, 915, 930

5

5

in the first place

810, 910, (926), 930

4

4

around the
corner from
prepare for the
consequences

910, 926

2

2

824

1

1

Target Phrase
Spirited Away 4
Other Phrases
turn into

Students Who Used Each Phrase

(Table N31 continues)
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(Table N31 continued)
# of
Users

# of
Tokens

826, 829

2

2

turn out to be

810, 910, 912

3

3

rely on

810

1

1

where it all
started

(915)

1

1

fulfill a wish

926, 926

2

2

keep in mind

930

1

1

Four O’clock
have an affair

(chosen by five students in 2008; five in 2009)
808, 808, 809, 821, 821, 821, 821, 901, 902, 914,
916, 916

9

12

lose one’s mind

805, 808, 821, 825, (902), 908, 908, 914, 916

8

9

explosive device

805, 808, 819, 825, 825, 901, 901, 901, 901

5

9

preside over

808, 901

2

2

break into

808, 914, 916

3

3

find evidence for

(901), (916)

2

2

Other Phrases
tie someone up

805, 819, 901, 914

4

4

wake up

901

1

1

short circuit

901

1

1

take bribes

901

1

1

dirty money

914

1

1

Target Phrase
The Man in the
Bottle
Other Phrases
turn into

Students Who Used Each Phrase
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APPENDIX O
BREAKDOWN OF THE LEXICAL PHRASES USED IN STUDENTS’ WEEKLY
AND FINAL ESSAYS
Table O32. Usage Frequencies of the Phrases on Weekly Essay 1 in 2008 and 2009 (The
Simpsons #1)
# of Users,
2008
21

# of
Tokens,
2008
25

# of Users,
2009
15

# of
Tokens,
2009
19 (+1)

Total # of
Users
36

Total # of
Tokens
44 (+1)

21

22

7

9

28

31

19

23

13

17

32

40

7 (+2)

9 (+2)

9

10

16 (+2)

19 (+2)

end up…-ing

5

5

2

2

7

7

semi-skilled
(only for
2009)
head for

4

4

0

0

4

4

0

0

1

1

1

1

Other Phrases
earn money

10

11

3

3

13

14

ask for

3

5

5

7

8

12

fill up

2

2

2 (+1)

2 (+1)

4 (+1)

4 (+1)

pay for

0

0

1

1

1

1

come in last

0

0

1

1

1

1

Target Phrase
Christmas
bonus
remove tattoo
dog track
bet on

Note. The number in the parentheses represents the number of students who used the
pertinent expression imperfectly or the number of imperfect tokens.
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Table O33. Usage Frequencies of the Phrases on Weekly Essay 2 in 2008 and 2009 (The
Simpsons #2)
Target Phrase
cheat on

# of Users,
2008
19 (+2)

# of
Tokens,
2008
30 (+2)

# of Users,
2009
7

# of
Tokens,
2009
9 (+1)

Total # of
Users
16 (+2)

Total # of
Tokens
39 (+3)

at sb’s recommendation

8

8

0

0

8

8

make fun of

17

19

1

1

18

20

9 (+1)

9 (+1)

2

2

11 (+1)

11 (+1)

confess to

12

13

7

8

19

21

in trouble

3

3

0

0

3

3

on the
contrary
fall for

1

1

0

0

1

1

0

0

1

1

1

1

Other Phrases
in the end

1

1

1

1

2

2

report to

1

1

2 (+1)

2 (+1)

3 (+1)

3 (+1)

be caught redhanded

4

4

0

0

4

4

be kicked out

3

3

0

0

3

3

mediocre
genius

2

2

1

1

3

3

elitist school

1

1

8

21

9

22

change one’s
mind
vandalize
school
property
mix acids
and bases

0

0

4

4

4

4

1

1

1

1

2

2

1

1

0

0

1

1

blow up
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Table O34. Usage Frequencies of the Phrases on Weekly Essay 3 in 2008 and 2009
(Spirited Away #1)
# of Users,
2008
8

# of
Tokens,
2008
10

# of
Users,
2009
5

# of
Tokens,
2009
6

Total # of
Users
13

Total # of
Tokens
16

by accident

5

5

2

2

7

7

turn into

16

19

12

18

28

37

free oneself

4

4

0

0

4

4

3
(2)

3
(2)

3
5

3
5

6
5 (+2)

6
5 (+2)

go bankrupt

0

0

1

1

1

1

in business

0

0

2

2

2

2

Other Phrases
wander into

2

2

0

0

2

2

gobble up

4

4

5

5

9

9

get trapped

2

2

1

1

3

3

moved to

4

4

4 (+1)

4 (+1)

8 (+1)

8 (+1)

theme park

4

4

5

9

9

13

in trouble

1

1

0

0

1

1

look for

3

3

0

0

3

3

mysterious
world of spirits

1

1

2

3

3

4

soot ball

2

2

0

0

2

2

end up …ing

0

0

1

1

1

1

ask for

0

0

1

1

1

1

Target Phrase
step into

deal with
miss a turn-off
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Table O35. Usage Frequencies of the Phrases on Weekly Essay 4 in 2008 and 2009
(Spirited Away #2)
Target Phrase
covered in mud

# of
Users,
2008
4

# of
Tokens,
2008
4

# of
Users,
2009
0 (+1)

# of
Tokens,
2009
0 (+1)

Total #
of Users
4 (+1)

Total # of
Tokens
4 (+1)

smell awful

5 (+1)

5 (+1)

2 (+3)

2 (+3)

7 (+4)

7 (+4)

scrub a bathtub

5

5

4

4

9

9

take a dip

2

2

2

2

4

4

thorn in one’s
side

6

6

9 (+1)

10 (+1)

15 (+1)

16 (+1)

sleep off

3

3

1

1

4

4

set sb up with a
job

5

6

1

1

6

7

slink around

2

2

1

1

3

3

Other Phrases
pull it out

7

8

7 (+1)

7 (+1)

14 (+1)

15 (+1)

turn into

4

5

4

4

Stink Spirit

19

33

16

53

35

88

arrive at

4

4

3 (+1)

3 (+1)

7 (+1)

7 (+1)

remove all the
junk from

6

6

0

0

6

6

escape from

5

5

3

3

8

8

bath token

2

2

0

0

2

2

clean up

1

1

2

2

3

3

look for

1

1

0

0

1

1

respond to

1

1

0

0

1

1

deal with

1

1

1

1

2

2

environmental
problems

9

14

0

0

9

14

Master Haku

1

1

0

0

1

1

8 (9)

(Table O35 continues)
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(Table O35 continued)
# of
Users,
2008

# of
Tokens,
2008

# of
Users,
2009

# of
Tokens,
2009

Total # of
Users

Total # of
Tokens

1

1

2

2

3

3

take away

1

1

3

3

4

4

hold on to

0

0

1 (+2)

1 (+2)

1 (+2)

1 (+2)

pull it off

0

0

1

1

1

1

Target Phrase
Other Phrases
ask for
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Table O36. Usage Frequencies of the Phrases on Weekly Essay 5 in 2008 and 2009
(Spirited Away #3)
# of
Users,
2008
4 (+1)

# of
Tokens,
2008
4 (+2)

# of
Users,
2009
3 (+1)

# of
Tokens,
2009
3 (+2)

Total #
of Users
7 (+2)

Total #
of
Tokens
7 (+4)

do someone’s
dirty work

2

2

4

4

6

6

spit out

3

4

8

8

11

12

steal sth from
sb

5

5

8

9

13

14

pop out

2

2

3

3

5

5

in a hurry

0

0

3

4

3

4

let go of

1

1

1

1

2

2

Other Phrases
deal with

1

1

2

2

3

3

give away

7

8

5

5

12

13

gold seal

14

26

15

26

19

52

break the spell

3

3

0

0

3

3

No Face

16

71

14

54

30

125

apologize to

4

4

3 (+1)

3 (+1)

7 (+1)

7 (+1)

Big Baby

8

15

9

15

17

30

turn into

4

7

9

10

13

17

Stink Spirit

1

1

2

2

3

3

take a train

1

1

0

0

1

1

river spirit

2

2

9

11

11

13

fly around

1

1

0

0

1

1

hand over

0

0

1

1

1

1

one-way train

0

0

1

1

1

1

Target Phrase
cast a spell
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Table O37. Usage Frequencies of the Phrases on Weekly Essay 6 in 2008 and 2009
(Spirited Away #4)
Target Phrase
call on

# of
Users,
2008
3

# of
Tokens,
2008
3

# of Users,
2009
0

# of
Tokens,
2009,
0

Total # of
Users
3

Total # of
Tokens
3

apologize to

7 (+1)

7 (+1)

3 (+2)

3 (+2)

10 (+3)

10 (+3)

pick someone
up

13

15

9 (+1)

10 (+1)

22 (+1)

25 (+1)

turn out to be

3 (+2)

3 (+3)

1

1

4 (+2)

4 (+3)

carry ashore

4

4

1

1

5

5

replace with

1

1

0

0

1

1

tear up

2

2

1

1

3

3

wake up

0

0

2

2

2

2

Other Phrases
one-way train

7

8

2

2

9

10

arrive at

5

6

2 (+1)

2 (+2)

7 (+1)

8 (+2)

ghost train

7

7

5

5

12

12

throw up

1

1

2

2

3

3

gold (golden)
seal

10

11

9

9

19

20

the way back
to

3

3

3

3

6

6

the human
world

6

6

12

23

18

29

No Face

8

12

14

28

22

40

Big Baby

4

4

9

16

13

20

environmental
problems

3

5

1

1

4

6

leave for

1

1

4

4

5

5

pass the final
test

8

8

12

13

20

21

(Table O37 continues)
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(Table O37 continued)
# of
Users,
2008

# of
Tokens,
2008

# of
Users,
2009

# of
Tokens,
2009,

Total #
of Users

Total # of
Tokens

1

1

0

0

1

1

take care of

1

1

1

1

2

2

river spirit

2

2

9

12

11

14

turn into

1

1

4

5

5

6

steal sth from
sb

1

1

1

1

2

2

comply with

1

1

2

2

3

3

quit sb’s
apprentice
fall into a
river

1

1

0

0

1

1

1

1

2

2

3

3

Target Phrase
Other Phrases
The River of
Three
Crossings
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Table O38. Usage Frequencies of the Phrases on Weekly Essay 7 in 2008 and 2009 (The
Arrival)
# of
Users,
2008
0

# of
Tokens,
2008
0

# of
Users,
2009
8 (+1)

# of
Tokens,
2009
8 (+1)

Total #
of
Users
8 (+1)

Total #
of
Tokens
8 (+1)

2

2

4

5

6

7

under hypnosis

5 (+1)

5 (+1)

9

14

19 (+1)

The problem is

1

1

2

2

14
(+1)
3

solve the mystery

4

6

4

6

8

12

depart for (only in
2008)
roll the plane (only
in 2009)
on schedule (only in
2009)

0

0

1

1

1

1

0

0

2

2

2

2

0

0

3

4

3

4

Other Phrases
arrive at

5

5

8

8

13

13

Federal Aviation
Administration

0

0

1

1

1

1

Target Phrase
on board
propose a theory
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3

Table O39. Usage Frequencies of the Phrases on Weekly Essay 8 in 2008 and 2009 (The
Man in the Bottle)
# of
Users,
2008
4 (+1)

# of
Tokens,
2008
4 (+3)

# of
Users,
2009
7 (+2)

# of
Tokens,
2009
9 (+4)

Total # of
Tokens
13 (+7)

3

Total #
of
Users
11
(+3)
4

3

5

1

power to control

1 (+1)

1 (+1)

5

5

6 (+1)

6 (+1)

wish sth to be
fixed (only in
2008)

1 (+5)

1 (+5)

0

0

1 (+5)

1 (+5)

genie in a bottle
(only in 2009)

0

0

6

6

6

6

voted out of office

2

2

2

2

4

4

around the corner
from

1

1

5 (+1)

5 (+1)

6 (+1)

6 (+1)

prepare for the
consequences

0 (+2)

0 (+4)

1 (+2)

1 (+3)

1 (+4)

1 (+7)

Other Phrases
give away

1

1

2 (+1)

2 (+1)

3 (+1)

3 (+1)

where it all
started

3

4

1 (+1)

1 (+1)

4 (+1)

5 (+1)

turn into

2

3

0

0

2

3

turn out to be

0

0

1

1

1

1

fulfill a wish

1

1

2

5

3

6

keep in mind

0

0

1

1

1

1

Target Phrase
grant sb wishes
wish for
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8

Table O40. Usage Frequencies of the Phrases on Weekly Essay 9 in 2008 and 2009
(Night Fever)
Target Phrase
smooth talker

# of
Users,
2008
5

# of
Tokens,
2008

# of
Users,
2009

# of
Tokens,
2009

Total # of
Users

Total # of
Tokens

7

5

5 (+1)

10

12 (+1)

in a shootout with

2

2

2 (+2)

2 (+2)

4 (+2)

4 (+2)

be brought to

3

3

6 (+1)

6 (+1)

9 (+1)

9 (+1)

sneak out of

2

2

6

8

8

10

take revenge

4

9

5 (+2)

6 (+2)

9 (+2)

15 (+2)

by chance

1

1

2

2

3

3

Other Phrases
in the end

1

1

0

0

1

1

take sb out on a
date

4

4

4 (+1)

4 (+1))

8 (+1)

8 (+1)

steal sth from sb

3

3

1

1

4

4

arrive at

3

3

5 (+1)

5 (+1)

8 (+1)

8 (+1)

cheat on

3

3

0

0

3

3

fall in love with

5

7

3 (+2)

4(+2)

8 (+2)

11 (+2)

look for
attend to

1
0

1
0

0
3

0
3

1
3

1
3

put on one’s
makeup

0

0

1

1

1

1

attract attention

0

0

1

1

1

1
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Table O41. Usage Frequencies of the Phrases on Weekly Essay 10 in 2008 and 2009
(Four O’clock)
# of
Users,
2008
9

# of
Tokens,
2008
13

# of
Users,
2009
11

# of
Tokens,
2009
14 (+1)

Total #
of Users
20

Total # of
Tokens
27 (+1)

explosive
device

7

10

10 (+1)

16 (+2)

17 (+1)

26 (+2)

preside over

5

5

1

1

6

6

break into

6

6

7

8

13

14

lose one’s
mind

8

10 (+1)

4

5

12

15 (+1)

put a tap on

0 (+1)

0 (+1)

1 (+1)

1 (+1)

1 (+2)

1 (+2)

find evidence
for

1

1

1 (+4)

1 (+5)

2 (+4)

2 (+5)

Other Phrases
receive bribes

2

3

2

2

4

5

wake up

1

1

3

3

4

4

tie sb up

6

6

9

9

15

15

short circuit

1

1

6 (+1)

6 (+1)

7 (+1)

7 (+1)

cheat on

1

1

3

3

4

4

power to
control

1

1

0

0

1

1

dirty money

1

1

2

2

3

3

find out

1

2

1

1

2

3

Target Phrase
have an affair
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Table O42. Usage Frequencies of the Phrases on Final Essay 1 in 2008 and 2009
# of
Tokens,
2008

# of
Users,
2009

# of
Tokens,
2009

Total #
of
Users

Total # of
Tokens

4

6 (+2)

8 (+2)

9 (+2)

12 (+2)

6

7

2 (+3)

2 (+4)

8 (+3)

9 (+4)

4

5

6

7

10

12

bet on

1

1

5

5

6

6

end up…-ing

1

1

0

0

1

1

Other Phrases
earn money

4

5

5

7

9

12

in the end

2

2

2

2

4

4

ask for

1

1

2

3

3

4

fill up

1

1

0

0

1

1

1

0 (+2)

0 (+2)

1 (+2)

1 (+2)

Target Phrase
The Simpsons 1

Christmas
bonus
remove the
tattoo
dog track

Spirited Away 1

miss a turnoff

# of Users,
2008
(chosen by
seven
students in
2008; nine in
2009)
3

(chosen by
17 students
in 2008; 10
in 2009)
1

turn into

15

17

7

9

22

26

step into

9

10

6

6

15

16

free oneself

5

5

4

4

9

9

by accident

3

3

3

3

6

6

deal with

3

3

1

1

4

4

go bankrupt

0

0

1

1

1

1

(Table O42 continues)
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(Table O42 continued)
# of
Users,
2008

# of
Tokens,
2008

# of
Users,
2009

# of
Tokens,
2009

Total #
of Users

Total #
of
Tokens

2
1

2
1

2 (+1)
0

2 (+1)
0

4 (+1)
1

4 (+1)
1

soot ball

1

1

0

0

1

1

get trapped

2

2

1

1

3

3

end up -ing

0

0

1

1

1

1

theme park

0

0

1

1

1

1

mysterious
world of spirits
arrive at

0

0

4 (+1)

4 (+1)

4 (+1)

4 (+1)

0

0

1

1

1

1

by chance

0

0

1

1

1

1

move to

0

0

1

1

1

1

1

2

2

3

3

1

1

1 (+1)

2 (+1)

2 (+1)

3 (+1)

propose a
theory
under mass
hypnosis
The problem is

1

1

1

1

2

2

1

1

1

1

2

2

1

1

0

0

1

1

roll the plane

0

0

2

2

2

2

Other Phrases
find out

1

1

1

1

2

2

arrive at

0

0

2

2

2

2

Target Phrase
Spirited Away 1
Other Phrases
gobble up
find out

The Arrival

solve the
mystery
on board

(chosen
by two
students
in 2008;
two in
2009 )
1

(Table O42 continues)
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(Table O42 continued)
Target Phrase
Night Fever

smooth talker

# of Users,
2008
(chosen by
six students
in 2008; 17
in 2009)
2

# of
Tokens,
2008

# of
Users,
2009

# of
Tokens,
2009

Total #
of Users

Total #
of
Tokens

2

3 (+1)

3 (+1)

5 (+1)

5 (+1)

in a shootout
with
take revenge

1

1

0 (+3)

0 (+3)

1 (+3)

1 (+3)

3

5

3 (+2)

3(+3)

6 (+2)

8 (+3)

by chance

1

1

4

4

5

5

be brought to

1

1

1

1

2

2

sneak out of

0

0

3

3

3

3

key to the
handcuffs (only
in 2008)

0

0

1

1

1

1

Other Phrases
find out

1

1

0

0

1

1

by accident

0

0

2

2

2

2

arrive at

0

0

4

5

4

5

ask for

0

0

1

1

1

1

take sb out on a
date
attend to

0

0

1 (+1)

1 (+2)

1 (+1)

1 (+2)

0

0

1

1

1

1

look for

0

0

1

1

1

1

fall in love

0

0

3 (+1)

3 (+1)

3 (+1)

3 (+1)

pass out

0

0

1

1

1

1

steal sth from sb

0

0

3

3

3

3
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Table O43. Usage Frequencies of the Phrases on Final Essay 2 in 2008 and 2009
# of
Tokens,
2008

# of
Users,
2009

# of
Tokens,
2009

Total # of
Users

Total # of
Tokens

7
0

4
0 (+1)

8
0 (+1)

8
0 (+1)

15
0 (+1)

1

1

1

1

2

2

blow up

2

2

2 (+1)

2 (+1)

4 (+1)

4 (+1)

make fun of

2

2

3

3

5

5

fall for

0

0

0 (+1)

0 (+1)

0 (+1)

0 (+1)

Other Phrases
get along with

1

1

0

0

1

1

make fun of

0

0

1

1

1

1

in the end

0

0

2

2

2

2

kick out

0

0

1

1

1

1

elitist school

0

0

2

5

2

5

mediocre genius

0

0

1

1

1

1

4

2 (+1)

2 (+1)

6 (+1)

6 (+1)

Target Phrase
The Simpsons 2

cheat on
at sb’s
recommendation
confess to

Spirited Away 4

carry ashore

# of Users,
2008
(chosen by
four out of t
32 students I
2008; seven
out of 38 in
2009)
4
0

(chosen by
15 students
in 2008; 14
in 2009)
4

apologize to

8

8

4

4

12

12

call on

8

8

3

3

11

11

pick sb up

8

9

8

9

16

18

turn out to be

4

4

1

1

5

5

tear up

1

1

1

1

2

2

(Table O43 continues)

391

(Table O43 continued)
# of Users,
2008

# of
Tokens,
2008

# of
Users,
2009

# of
Tokens,
2009

Total # of
Users

Total # of
Tokens

2

3

4

4

6

7

take a one-way
train
pass the test

6

6

8

8

14

14

3

4

2

2

5

6

the human
world
steal sth from sb

2

4

3

5

5

9

2

2

4

4

6

6

comply with

1

1

0

0

1

1

The River of
Three Crossings

1

1

0

0

1

1

Mother Nature

1

1

0

0

1

1

No Face

0

0

7

9

7

9

gold seal

0

0

8

8

8

8

spirit of the
river

0

0

5 (+1)

9 (+1)

5 (+1)

9 (+1)

arrive at

0

0

2

2

2

2

environmental
problem

0

0

1

1

1

1

on the way back
to

0

0

1 (+1)

1 (+1)

1 (+1)

1 (+1)

find out

0

0

1 (+1)

1 (+1)

1 (+1)

1 (+1)

grant sb a wish

(chosen by
three
students in
2008; 12 in
2009)
4

4

5

6

9

10

genie in a bottle

0

0

2 (+1)

2 (+1)

2 (+1)

2 (+1)

wish for

2

3

1

2

3

5

power to control

1

1

4

4

5

5

Target Phrase
Spirited Away 4
Other Phrases
turn into

The Man in the
Bottle
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392

(Table O43 continued)
# of
Users,
2008

# of
Tokens,
2008

# of Users,
2009

# of
Tokens,
2009

Total # of
Users

Total #
of
Tokens

1

1

2 (+1)

2 (+1)

3 (+1)

3 (+1)

0

0

2

2

2

2

1

1

0

0

1

1

Other Phrases
turn into

2

2

0

0

2

2

turn out to be

1

1

2

2

3

3

rely on

1

1

0

0

1

1

where it all
started

0

0

0 (+1)

0 (+1)

0 (+1)

0 (+1)

fulfill a wish

0

0

2

2

2

2

keep in mind

0

0

1

1

1

1

7

4

5

9

12

Target Phrase
The Man in the
Bottle
in the first place
around the
corner from
prepare for the
consequences

Four O’clock

have an affair

(chosen
by five
students
in 2008;
five in
2009)
5

lose one’s mind

4

4

3 (+1)

4 (+1)

7 (+1)

8 (+1)

explosive device

4

5

1

4

5

9

preside over

1

1

1

1

2

2

break into

1

1

2

2

3

3

find evidence for

0

0

0 (+2)

0 (+2)

0 (+2)

0 (+2)

Other Phrases
tie someone up

2

2

2

2

4

4

wake up

0

0

1

1

1

1

short circuit

0

0

1

1

1

1

take bribes

0

0

1

1

1

1

dirty money

0

0

1

1

1

1
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