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ABSTRACT 

 

Learning a foreign language can be challenging. If the learning environment is 

compulsory, motivation can also contribute to the struggles. Mindfulness, a psychological 

construct, is a robust topic in the academic literature. Mindfulness is a mindset that views 

the world from multiple perspectives, reorganizing what is perceived, focusing on the 

present moment and keeping open to new ideas (Langer, 1997). Moreover, mindfulness is 

claimed to increase interest and academic outcomes. Therefore, the construct was 

employed in this research to validate these claims and to contribute to second language 

education. 

This study was designed to fill several gaps in the second language acquisition 

(SLA) literature. First, the construct of mindfulness has not been explored in SLA as a 

mindset to engage students in learning. Second, the construct of interest has not been 

investigated in SLA in tandem with mindfulness. Lastly, mindfulness has never been 

employed with motivated or unmotivated high school students in the compulsory 

education system in Japan. 

The following research hypotheses and research question were investigated: (a) 

The treatment group receiving the mindful tasks will outperform the comparison group 

receiving normal foreign language instruction on vocabulary learning and reading 

comprehension measures; (b) The treatment group receiving mindful tasks would be 

more engaged, interested, and like English more than before. Increased interest will lead 

to improvements in language performance; and, (c) To what extent do mindful practices 
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assist low-achieving proficiency high school students in enhancing their abilities? 

The participants were students attending a private high school in Japan. Both the 

treatment and comparison groups included 45 female and 34 male students, respectively, 

for a total of 79 participants. A Rasch analysis was utilized to confirm the validity and 

reliability of the mindfulness and interest questionnaires and to transform the raw scores 

into equal interval measures. MANOVA, ANOVA and Pearson correlation coefficient 

data were analyzed to ascertain differences between groups and within groups for all tests 

and constructs measured. 

The results indicated that mindfulness was not a significant influence on 

improved outcomes in language performance for the treatment group, although the 

descriptive statistics did show small gains in the hypothesized direction. The dependent 

variables included the mindfulness and interest questionnaires, as well as vocabulary and 

reading comprehension questions. The independent variable was the mindfulness tasks. 

The dependent variables were vocabulary and reading comprehension measures. The 

results of the MANOVA were the treatment effect was not significant, F(2,81) = .397, p 

< .67, η2 = .01. The results of the ANOVA were the treatment effect was not significant, 

F(1,82) = .82, p < .77, η2 =. 001. There was also no significant correlation between 

increased mindfulness and increased interest. Out of the six factors, all except for 

sensitivity to new contexts, showed negative relationships. The only positive relationship 

was not significant. Lastly, a one-way repeated measures ANOVA showed no 

improvement for the low-proficiency treatment group, ∧= .30, F(2,18) = 1.30, p < .30, 

η2 = .13, over time. 
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The effect of mindfulness on improved language performance outcomes might 

have been influenced by the following: shallow levels of processing, lack of clear goals 

for the participants, unclear task design protocols, working memory issues and 

environmental restraints. A lack of correlation between increases in mindfulness and 

interest gains might have been attributable by the compulsory nature of the course, time 

constraints and the lack of perceived utility of the tasks by the part pants. Lastly, the 

reason for the lack of improvement for the low-achieving proficiency participants might 

not be an issue of proficiency, because both the low- and high-achieving participants of 

the treatment condition did not improve. Overall, these findings suggest that mindfulness 

is more nuanced and more complex than originally expected. 
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CHAPTER 1 

INTRODUCTION 

 

I asked the student a simple question in English, and he responded muzukashii 

[difficult], and then continued talking to his friends in Japanese. It is perhaps the dream 

of every teacher to have a class full of curious and motivated students. This study is one 

effort to find that elusive ingredient that might engage the students; that might raise their 

interest level. It is called mindfulness. I came across a book entitled The Power of 

Mindful Learning (1997) by Dr. Ellen Langer, a psychology professor at Harvard 

University. Her main premise is that students do not do well in school because classes 

usually promote mindlessness, or students who study “on automatic pilot” (Langer, 1997, 

p. 4). She proposed a mindfulness pedagogy to improve education in school, which she 

defines as having three characteristics: (a) “the continuous creation of new categories; (b) 

openness to new information; and (c) an implicit awareness of more than one 

perspective” (p. 4). This dissertation is an exploration of mindfulness and Second 

Language English education in Japan, and in particular, in a Japanese high school. 

In this chapter, I provide context in terms of the current pedagogical climate in 

Japan, and on Japanese high school life. In addition, this chapter lays out the problems 

and purposes of this study, the intended audience, the defining concepts, and the 

delimitations of this dissertation. 
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English Pedagogy in Japan 

In the current foreign language education climate of Japan, there are two streams 

of English pedagogy. The first is called juken eigo or exam English (Butler & Iino, 2005; 

Kobayashi, 2001). It is based primarily on the grammar-translation method, called 

yakudoku in Japanese (Gorsuch, 1998; Hino, 1988), and is designed to help students pass 

university entrance examinations (Butler & Iino, 2005; Kobayashi, 2001). Exam English 

is taught as a subject in Japanese, with an emphasis on reading, writing and grammar 

(Kikuchi & Browne, 2009). The second stream is called eikaiwa, or English for practical 

communication (Aspinall, 2006; Butler & Iino, 2005; Hiramoto, 2013). According to 

Kubota (2011), eikaiwa usually involves learning English communication “in small self-

organized groups, at large franchised eikaiwa gakko (school/institutes), or in programs 

run by smaller private businesses or non-profit organizations” (p. 474) Although reasons 

for pursuing English for practical communication vary from job promotion or self-

improvement, to socializing with others, it is a place where English can be used for 

spoken communication (Kubota, 2011). The franchised schools tend to use textbooks 

focusing on oral communication, while other less formal groups usually discuss current 

topics (Kubota, 2011). While English for practical communication classes do exist in 

some high schools, they are considered not as important (Butler & Iino, 2005) as exam 

English. 

The Japanese Ministry of Education, Culture, Sports and Technology (MEXT) 

created Oral communication classes in high school to encourage a more communicative 

approach to English education (Wada, 2002) to counteract an exam focused English 
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pedagogy in 1989. Recently, new guidelines issued by the Japanese Ministry of 

Education, Culture, Sports and Technology (MEXT, 2014) for secondary education, 

explicitly stated that English classes should be taught in English. Despite these efforts, 

there are obstacles that prevent the implementation of these guidelines in high school 

classrooms, most notedly the washback effect of university entrance exams (Browne & 

Wada, 1998; Gorsuch, 2001; Kikuchi, 2006). In addition, although the MEXT guidelines 

advocate for a more communicative based pedagogy, there is a strong impact on teacher 

practice through the content of the MEXT approved textbooks, which are designed to 

pass entrance exams, and often rely on grammar translation (Glasgow & Paller, 2014; 

Browne & Wada, 1998). Thus, there is a tension between the new guidelines promoting 

communicative practices, and textbooks that promote grammar translation. 

There is also a tension from the students’ point of view. The current exam English 

instruction method discourages students who have difficulty memorizing vocabulary lists 

and analyzing decontextualized grammar in short periods of time (Kikuchi, 2009, p. 466). 

Such students lose their desire to study English through grammar translation. As these 

students continue to do poorly, they gradually become demotivated (Hamada, 2008; 

Kikuchi, 2009; Sakai & Kikuchi, 2009a; Sakai & Kikuchi, 2009b). 

On the other hand, some teachers and students who do well in the grammar-

translation environment, as they believe that exam English pedagogy is the proper way to 

study English (Nishino, 2008, p. 30); these are some of the tensions that exist in terms of 

English language education in Japan. 

It is important to highlight the distinction between the two types of English 
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education that persist in Japan, the challenges to the proposals by MEXT, and the 

struggles that teachers and students undergo. Revealing these issues provide a 

background to the current study is a number of ways. First, I teach English for 

communication. My class might not be considered important because it has less relevance 

to entrance exams for some students. Second, students who have lost interest and 

motivation because of the influence of the English exam pedagogy, might gain from the 

mindfulness used in this study. 

 

Japanese High School Life 

In this section, a brief overview of Japanese school life is presented. First, in 

terms of the class schedule, there are six or seven 50-minute classes per day. Japanese 

students are required to take between 30-35 hours of classes per week, in addition to 

some classes on Saturdays. Students attend school about 240 days a year (Johnson & 

Johnson, 1996). Some students attend private cram schools in the evening and on 

weekends in order to keep up with their high school classes and in order to pass entrance 

examinations to university (Bossy, 2000). Each class has about 45 students. Students stay 

in their homeroom for most of the day, while subject teachers come to their class. Some 

classes are taken outside of the homeroom, such as physical education. Homework is 

given out regularly, including on all holidays such as summer, winter and spring breaks 

(Johnson & Johnson, 1996). 

Second, each student is required to take a variety of classes over three years that 

include Japanese, geography and history, civics, math. They are also required to take 
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several science classes, which include physics, chemistry, biology and earth science. 

They also take classes in health, the arts, English, home economics, information 

technology, and physical education (Nuffic, 2015). 

Third, commute time for high school students is often long. Junior high school is 

compulsory is Japan. Most attend schools in their neighborhood. High school is not 

obligatory, but almost everyone continues (Hendry, 2013), where merit based entrance 

examinations are administered. Students often commute long distances from home to 

attend high schools because these schools are often not in their neighborhood, (Johnson 

& Johnson, 1996). 

Fourth, there are other important activities. Annual festivals are held several times 

a year, which involve the whole school, and all students participate actively. In addition, 

students have various responsibilities, such as cleaning up the school at the end of the day 

or attending student committee meetings (Cave, 2016; Johnson & Johnson, 1996). 

Fifth, many students participate in club activities. These are considered to be as 

important, if not more important, than academic pursuits (see Cave [2004] for an 

overview of club activities in Japan). Some students put in a lot of hours into these club 

activities. According to Cave (2004, p. 385), it is within these group activities that the 

youth learn how to interact socially and survive in a collectivist culture focused on 

relationships between seniors and juniors. The club activities happen after school, on 

weekends, and during holiday periods. The purpose of this overview of Japanese high 

school life has been to illustrate that students are very busy, which probably affects their 

motivation. 
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Statement of the Problem 

The problem for some Japanese high school students is a lack of interest in 

learning English as a foreign language due to entrance examination goals, exam English 

pedagogy, and lack of time. One way to investigate this problem is to focus on interest as 

a motivational concept for English language learning in Japanese high schools. A 

preliminary definition of the construct of interest is “a psychological state and a 

predisposition to reengage particular disciplinary content over time that develops through 

the interaction of the person and his or her environment” (Renninger & Hidi, 2011, p. 

170). 

Although there have been many articles that overlap in their conceptualizations of 

interest in the literature over the last two decades (see Renninger & Hidi [2011] for an 

overview), there has been little relating to the construct from the SLA viewpoint in the 

Japanese context. The construct of interest is explored in more detail in Chapter 2. 

Motivating factors have been studied in English language education in Japan at 

the high school level. Kimura, Nakata, and Okumura, (2001) conducted a motivational 

survey of junior, senior high school, and college students. Integrative and instrumental 

motivations combined were strong positive motivating factors. However, there were other 

variables that influenced students’ motivations that included the influence of good 

teachers, a preference for a teacher-centered classes, the effect of anxiety and negative 

past experiences. Takase (2007) found that the biggest predictor for reading L2 books 

among high school students was intrinsic motivation. These studies highlight the positive 

motivations of the students. 
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On the other hand, there are recent studies on demotivation among Japanese high 

school students (Hamada, 2008; Kikuchi, 2009; Kikuchi & Sakai, 2009, Sakai & 

Kikuchi, 2009). These provide clear reasons why some high school students might be less 

interested in their English classes. Although several factors were cited in these 

demotivational studies, what appears to be the common demotivating factors for many 

Japanese high school students were grammar and long difficult reading passages, a focus 

on tests, and non-communicative instructional methods. In some of these studies, the 

teacher’s influence or just lack of intrinsic motivation were also demotivating factors. 

Other researchers have elaborated on the disadvantages of grammar-translation 

and decontextualized learning (Gorsuch, 1998; Hino, 1988; Law, 1995; Nishino, 2008; 

Suzuki, 1999). Hino (1988) stated that the purpose of grammar translation in Japan was 

for mental training. Thus, these demotivation studies highlight why some students lack 

interest in studying English. 

 

Purposes and Significance of the Study 

The present study addresses several gaps in the literature. First, no researchers 

have investigated mindfulness in the field of SLA as an approach to increase interest in 

learning English as a second language. Mindfulness is basically the process of drawing 

novel distinctions, which is defined as seeking out “novel or unusual features in the 

viewing field” (Levy, Jennings & Langer, 2001, p. 189). Increased interest might elicit 

positive learner outcomes with students at high schools in Japan. 

Second, few researchers have examined motivational issues in terms of the 
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concept of interest in the field of SLA in tandem with mindfulness. According to Hidi 

(2006), most motivational research work is done within a cognitive framework. This view 

sees affect as an outcome of cognition. The construct of interest sees affect combined or 

integrated with cognition. Thus, an exploration of interest might provide an alternative 

way in which to understand and increase student engagement in their studies at high 

schools in Japan. 

Third, no researchers have investigated mindfulness within high school 

populations in Japan. Secondary education presents a special situation considering that 

many of the students are required to attend by their families and indirectly by society. 

Although compulsory education in Japan ends at junior high school (MEXT, 2009), the 

majority of students continue to high school (Hendry, 2013). 

Fourth, cognitive mindfulness has been under investigated in Japan. Mindfulness 

might have a certain outcome in western society based on the Socratic method and a 

Judeo-Christian theology. However, Japan offers a different setting where mindfulness 

has never been explored. 

 

Audience for the Study 

The primary audience for this research is teacher-practitioners in Japan and 

around the world, especially at the secondary level, who are dealing directly with 

students who lack interest. This study might provide fresh pedagogical alternatives for 

classroom practice. Furthermore, this study might provide some points for self-reflection 

on the part of teachers in how they conduct their classes because the intent is to induce a 
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mindful approach in both students and teachers. Thus, teacher-practitioners might find a 

completely new instructional model to increase interest and guide them in the classes 

they conduct. 

The second audience who might benefit from this study is curriculum and 

material designers. The results of this research might provide new ideas concerning 

curriculum and textbook design. Rather than focusing on product approaches to learning, 

such as studying so many grammar functions per year, mindful approaches, which focus 

on the learning process, might be given more prominence, in particular at the beginning. 

Once a mindful style is firmly established, then it might be possible to add grammatical 

or functional sequences in a more meaningful way. 

Lastly, the final audience who might benefit from this study is scholars and 

researchers in the field of SLA. No researchers have employed Langer’s concept of 

mindfulness in an EFL context. Many researchers around the world have been and are 

currently investigating motivational issues and low learner outcomes, but none have 

employed this innovative approach to tackle these common concerns. These researchers 

can gain insight into other possible approaches to pedagogy and other possible ways to 

study motivational issues within SLA. Because most of the cognitive mindfulness 

research has been conducted in America, this research can be of interest to scholars 

studying mindfulness in other contexts around the world. Moreover, as a product of this 

research, a new valid mindfulness instrument was designed. It can be utilized and adapted 

in various populations. Finally, insight can be gained from the task designs used in this 

study by those interested in the field of mindfulness. 
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Defining Concepts 

In this section, key concepts and theories are defined. Afterwards, how these key 

constructs fit into an overarching theory is explained. 

 

Mindfulness 

Currently there are two main streams of understanding concerning mindfulness. 

One flows from the Buddhist world and meditation. This notion was popularized by Jon 

Kabat-Zinn (1990), who sees mindfulness as a systematic way of bringing a certain 

amount of high quality attention to the moment-by-moment experience (pp. 11-13). 

Bishop, Lau, Shapiro, Carlson, and Anderson et al. (2004) have listed two components: 

self-regulation of attention and adoption of a particular orientation toward one’s 

experiences in the present moment—with curiosity, openness and acceptance (p. 232). 

The second stream, more cognitive and active in approach, comes from Harvard 

psychologist Ellen Langer. Her concept, while overlapping with the meditative tradition, 

is different. In her book, The Power of Mindful Learning, (1997) she stated that 

“mindfulness revolves around certain psychological states that are really different 

versions of the same things: (a) openness to novelty; (b) alertness to distinctions; (c) 

sensitivity to different contexts; (d) implicit, if not explicit awareness of multiple 

perspectives, and (e) orientation in the present” (p. 23). 

However, while meditative practices have value, even within educational settings, 

it is Langer’s definition that entails a kind of active cognitive flexibility that is 
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particularly suitable for educational settings. For this reason, Langer’s construct became 

the theoretical framework employed in this study. A more detailed discussion on the 

differences between the Buddhist tradition and Langer’s cognitive approach is explored 

in Chapter 2. 

 

Interest 

According to Ainley, Hidi, and Berndorff (2002), there are three kinds of interest. 

The first is individual interest, which is a predisposition to notice certain stimuli in the 

environment. This idea overlaps with the novelty aspect of mindfulness. The second is 

situational interest, which is elicited from the environment. These environmental factors 

include human activity or life themes, and structural features such as the ways in which 

tasks are organized and presented. In this research, mindfulness informs the design of the 

tasks used. Therefore, situational interest is closely aligned with the purposes of this 

study. Lastly, there is topic interest, which is a “level of interest triggered when a specific 

topic is presented” (pp. 545-547), which has both individual and situational aspects. 

 

Delimitations 

There are three delimitations to this study. First, the participants are high school 

students who are taking required classes. This study might not be applicable to students 

taking elective courses, as their motivations might differ from the participants in this 

study. The results should also be generalized with caution to different age groups. 

Second, this study is also situated in Japan and thus might not be applicable in 
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other contexts. For example, other countries might have different social, cultural, 

historical, educational, and economic situations that vary somewhat from Japan, and the 

Japanese high school context. 

Another delimitation to this study concerns participants. First, the sample size was 

smaller than would have been preferred. If the sample size had been bigger, the margin of 

error would have been lower, providing more confidence in the results. Second, it was 

not possible to perfectly randomize the participants. In this study, the school carried out 

class selection for students. Moreover, it was also possible that one mindfulness task 

would not be enough to elicit the desired outcome. Therefore, multiple tasks over the year 

were investigated for their mindfulness influence. It could also be argued that it was not 

the tasks themselves, but a host of other confounding factors that lead to improved 

outcomes. Where possible, all confounding variables were explored. 

 

Organization of the Study 

In this section, an organizational framework of this study is presented. In Chapter 

2, the literature relevant to the study is introduced in four main sections: mindfulness, 

reading comprehension, vocabulary, and interest. In addition, there is a review of other 

variables that are related, confound, or influence this study. In Chapter 3, the participants, 

the instruments, the procedures, and the analyses used are described. In Chapter 4, the 

validation of the two instruments used in this study with a discussion of their purposes 

and weaknesses is presented. In Chapter 5, the outcomes of the quantitative analyses are 

featured. Each of the hypotheses are presented and answered sequentially. In Chapter 6, 
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the results are presented and related to previous research. In Chapter 7, a discussion of 

the findings about the three research hypotheses is offered. Lastly, in Chapter 8, a 

summary of the main findings, a discussion on the limitations of the study, and 

suggestions for future research are offered. 
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CHAPTER 2 

LITERATURE REVIEW 

 

In this chapter, first, mindfulness is explored more deeply. Second, a discussion on 

reading comprehension and assessment is presented as it is related to this study. Third, a 

brief review of vocabulary learning and assessment are discussed. Lastly, there is a 

review of interest as it pertains to mindfulness. 

There are a number of concepts that overlap with the term mindfulness. One or 

two selected articles on each overlapping term are examined below. The relationship 

among these terms and mindfulness is clarified, with distinctions and similarities being 

discussed. These include cognitive flexibility, creativity, critical thinking, novelty, 

attention and noticing, levels of processing, motivation, task based learning, and 

consciousness-raising. 

In the final section, the gaps in the literature are discussed, and the major purposes 

of the study are restated. Lastly, research hypotheses are presented. 

 

A Review of Mindfulness 

As indicated in Chapter 1, there are basically two streams in the research on 

mindfulness. The first stream derives from what is called the Western tradition—a 

cognitive perspective as found in Ellen Langer’s (1989) work. In this research, it is 

referred to as the cognitive tradition. The second stream derives from Buddhist 

meditational practices, what is called the Eastern tradition. This stream has had an 
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influence on the field of psychotherapy and neuroscience. Prominent names found in this 

approach are Richard Davidson (2010) in the field of neuroscience and Jon Kabat-Zinn 

(1990) within the field of psychotherapy. 

 

Cognitive Tradition 

Langer has published numerous articles and several books providing many 

definitional perspectives on mindfulness. However, her research began by studying 

mindlessness. The study of mindfulness came later. Therefore, it is informative to first 

look at mindlessness in contrast to mindfulness: 

When we are in a state of mindlessness, we act like automatons who have been 

programmed to act according to the sense our behavior made in the past, rather 

than the present….when we are mindless, we rely on distinctions drawn in the 

past. We are stuck in a single, rigid perspective, and are oblivious to alternative 

ways of knowing. Our behavior is rule and routine governed. (Langer, 2000, p. 

220) 

Langer (1989) enumerated several causes that lead to mindlessness, which include 

“repetition, premature cognitive commitment, belief in limited resources, the notion of 

linear time, education for outcome, and the powerful influence of context” (p. 41). 

These points need further clarification. First, the meaning of repetition is 

straightforward. It is repeating over and over. Second, premature cognitive commitments 

are initial single exposures to some situation or event in the past that goes unquestioned. 

It could have had alternative understandings. In other words, a person commits to some 
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idea without thinking about it deeply. Third, the belief in limited resources refers to a 

belief that something is already known in its entirety. Fourth, the notion of linear time 

concerns the idea that the understanding of time varies across cultures, and thus might not 

be linear. Fifth, education for outcome refers to the idea that the focus should be on 

process before goals. Lastly, the influence of context illustrates that mindsets determine 

how each context is interpreted (Langer, 1989, pp. 19-41). 

With mindlessness now defined, and its causes specified, it is now fruitful to 

examine mindfulness in comparison. Many definitions can be found in Langer’s writings. 

However, the definition that was given in Chapter 1 is most inclusive, “(1) openness to 

novelty; (2) alertness to distinction; (3) sensitivity to different contexts; (4) implicit, if not 

explicit, awareness of multiple perspectives; and (5) orientation in the present” (Langer, 

1997, p. 23). 

As with mindlessness, this needs further clarification. First, openness to novelty 

refers to being open to actively noticing new things. “When something is novel, we 

notice different things about it” (Langer, 1997, p. 39). Second, alertness to distinctions 

concerns actively noticing differences in similar things and similarities in different things 

(Langer, 1989, p. 130). Third, sensitivity to different contexts is about actively noticing 

different contexts and situations (Langer, 2005, p. 15). Fourth, awareness to multiple 

perspectives refers to noticing different viewpoints (Langer, 1989, pp. 68-71). Lastly, a 

process orientation to the present concerns focusing on the present moment, not 

influenced by past outcomes (Langer, 1989, p. 34). However, these are all interrelated 

(Langer, 1997, p. 23). 
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Comparison with the Meditative Tradition 

In an excellent review of the two approaches to mindfulness, Hart, Ivtzan, and 

Hart (2013) summarized the differences and the similarities (see Table 1). The authors 

divided the table based on the two streams of mindfulness. They compared the 

approaches based on three themes: self-regulation, direction of attention, and working 

with the mind or thoughts. In addition, the meditative tradition has an attitude component. 

 

Table 1. Cognitive Mindfulness and Meditative Mindfulness 

 Cognitive tradition Meditative tradition 

Self-regulation of • Attention • Awareness 
 

Directed toward • External stimuli • Internal & external stimuli 
 

Focused on • Engaging with attention 
cognitively in a creative way 

• Introspection & metacognitive 
awareness of thought 
processes 

 
Attitude • Not specified • Adapting a non-judgmental 

attitude 

Note. Hart, Ivtzan, Hart (2013).  

 

In this review, Hart, Ivtzan, and Hart (2013) point to three areas of comparison—

definitions, measurements, and interventions. From the standpoint of definition, both 

approaches consider self-regulation and openness important mechanisms. In terms of 

measurement, Langer has developed two inventories. The first, the LMS (Bodner & 

Langer, 2001), has four subscales. The second, the LMS14 (Pirson et al., 2012) has three 

subscales. Details about these inventories are discussed later. Although there are many 

inventories in the meditative tradition, for the most part, the Five Facet Mindfulness 
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Questionnaire (FFMQ) is the most comprehensive because it includes items from other 

meditative inventories (Baer et al., 2008). One similarity found on both of LMS and 

FFMQ is the idea of openness. Lastly, in respect to intervention, Langer’s cognitive 

mindfulness relies on brief mindfulness interventions, which aim to induce a state of 

mindfulness through instruction that compels the participants to be more mindful. Thus, 

in this way, the intervention triggers a mindful state. On the other hand, the Mindfulness-

Based Stress Reduction (MBSR), which is a meditation program (Kabat-Zinn, 2003), is 

undertaken for about two months with a group in a clinical setting. Langer’s interventions 

are more cognitively effortful. They include a deliberate awareness on external events 

and an inventive component of creativity in order to induce a state of mindfulness. Kabat-

Zinn’s MBSR intervention is a metacognitive process that is accepting and non-striving 

in orientation. It increases the disposition of mindfulness (Hart, Ivtzan, & Hart, 2013). 

 In another review distinguishing the two streams of mindfulness, Yeganeh and 

Kolb (2009) compared the two branches (p. 153). Table 2 shows the similarities (in the 

center), and the differences on the sides. The table provides a fuller overall picture of 

both mindfulness and mindlessness. This is significant because mindfulness was born out 

of the research Langer first started with Mindlessness. 

In their study, Yeganeh and Kolb (2009) emphasize that the meditative tradition 

focuses on internal processes that employ breathing techniques, accepting the present 

non-judgmentally. Whereas, the cognitive tradition focuses on cognitive applications, that 

is how to sort experiences by making new categories or distinctions. It also places value 

on doubt, and looks for new ways of thinking and perceiving a situation. These traditions 
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are the same toward mindlessness, which is an autopilot mindset. 

 

Table 2. Mindfulness Versus Mindlessness 

Socio-Cognitive Mindfulness Similarities Meditative Mindfulness 

• Sensitivity to context 
• Openness to new information 
• Novel distinctions/New categories 
• Multiple perspectives 
 

• Awareness 
• Novelty 
• Engagement 

• Present-centered 
• Nonjudgmental 
• Purposeful 

Socio-Cognitive Mindlessness Similarities Meditative Mindlessness 

• Autopilot 
• Following predetermined rules 
• Engaged in routinized behaviors 
• Rigid perspectives 
• Lacking capacity for variation 

• Autopilot 
• Rigid biases 
• Predetermined rules 
 

• Habitual reactions 
• Living in past/future 
• Judgment/evaluation 
• Autopilot 

Note. From Mindfulness and Experiential Learning (p. 153) by B. Yeganeh and D. Kolb. In J. 
Vogelsang et al. (Eds.), Handbook for Strategic HR: Best Practices in Organizational 
Development from the OD Network. [2009] by Organization Development Network. Reprinted 
with permission. 

 

Langer (1989) directly pointed out the difference between her work and those of 

meditative traditions. She says that there are many similarities, but that the historical and 

cultural backgrounds are quite different (pp. 78-79). Her work mostly focuses on 

differentiating between mindlessness and mindfulness. In the cognitive tradition, there 

are no philosophical or moral elements, but these are found within the meditative 

tradition. There are even some aspects that are opposite between the two streams. Langer 

said that her emphasis on creating new categories, which are considered mindful within 

her framework, stands in contrast to what is done in meditation (p. 79). 
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Justification for Cognitive Mindfulness 

There are two major reasons why Langer’s cognitive tradition has been chosen for 

this research. First, Langer (1997, 2000) has employed mindfulness in educational type 

settings. The meditative tradition has been primarily concerned with issues of health 

(Kabat-Zinn, 2009). Second, the cognitive tradition can be employed with short-term 

learning tasks in the classroom. The meditative tradition is impractical because the 

classroom is used for academic study, not meditation. Although some educators have 

tried to introduce meditation in the classroom (see reviews by Shapiro, Brown, & Astin, 

[2011] and Waters, Barsky, Ridd, and Allen [2014]), it is generally difficult to convince 

school officials to spend even 10 minutes on meditation when there is not enough time to 

cover the basic curriculum. 

 

The Interrelationship Between Mindfulness and Mindlessness 

Langer portrays the relationship between mindfulness and mindlessness as two 

polar opposites: Mindfulness is a flexible state of mind, while mindlessness is a rigid 

state of mind. Mindful behavior is rule and routine guided with conscious awareness, 

while mindless behavior is governed automatically and unconsciously by rules and 

routines. When mindful, people notice new things in the present moment, and when 

mindless, they rely on distinctions made in the past (Langer, 2000, p. 220). 

However, other scholars point out that these concepts might have complimentary 

aspects as well (Levinthal & Rerup, 2006; Weick, Sutcliffe, & Obstfeld, 1999; Weick & 

Sutcliff, 2006). Levinthal and Rerup (2006) suggested that “mindful and less-mindful 
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behavior are not wholly distinct categories, but that there are important interrelationships 

between the two processes” (p. 503). It might be that the routines that Langer and 

Moldoveanu, (2000, p. 2) have classified as mindless, are dynamic and constantly 

changing, a seemingly mindful process according to Pentland and Feldman (2005, pp. 

794-795). 

To further illustrate this point, although the research came from the domain of 

organizational learning, Pentland and Feldman (2005) distinguished between ostensive 

abstract patterns and performative specific actions when discussing routines. Routines are 

not only static habitual responses; they also have both an ostensive aspect, which is 

analogous to scripts or narratives, and a performative aspect, which speaks of 

performances that are dependent on specific people, times, and places. For example, in an 

employment interview, there is an ostensive element—prepared questions about issues 

such as the educational and work background of a prospective employee, and their future 

aspirations. These questions guide the interviewer’s inquiry for all prospective 

employees. However, interviewers can also raise specific questions depending on the 

prospective employee’s individual background, individual responses to the ostensive 

questions, and other issues that might arise. This individualized approach would be 

considered a performative element. Both ostensive and performative elements are linked; 

thus, routines are not so simple as to be called mindless activities. Mindless elements of a 

routine provide the framework for mindful elaboration. Therefore, Levinthal and Rerup 

(2006) argued that there is a complementary aspect between mindfulness and 

mindlessness given that they share elements of each other. As an image, this might be 
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portrayed as the well-known yin and yang symbol found in Taoism. Mindfulness can 

only be sustained with the support of mindless routines. In other words, “neither mindful 

nor routinized behavior is possible without the other” (p. 503). 

 

A Selected Review of Studies Published by Langer and Colleagues 

Langer and her colleagues have published numerous articles in mindfulness over 

almost 40 years. However, one problem with many of these studies is that the 

interventions are not clearly described, nor are there any protocols (Hart et al., 2013, p. 

461). This might have an impact on their reliability, validity, and replicability. 

Nevertheless, from a selection of recently published articles, an attempt has been made to 

extract the principles that probably underlie the interventions with the aim of showing 

their applicability in the tasks that were designed for this study. First, the background of 

each study is provided. Second, the experimental procedures are explained, followed by 

the results with possible delimitations discussed. The following are reviewed: Premature 

Cognitive Commitments (Chanowitz & Langer, 1981); Sit Still and Pay Attention 

(Carson, Shih & Langer, 2001); Mindful Creativity: Drawing to Draw Distinctions 

(Grant, Langer, Falk & Capodilupo, 2004); Reducing Stereotypes through Mindfulness 

(Djikic, Langer & Stapleton, 2008); Orchestral Performance and the Footprint of 

Mindfulness (Langer, Russell & Eisenkraft, 2009); Believing Is Seeing: Using 

Mindlessness (Mindfully) to Improve Visual Acuity (Langer, Djikic, Pirson, Madenci & 

Donohue, 2010). 
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Mindlessness Results in Premature Cognitive Commitments 

Chanowitz and Langer (1981) stated that the purpose of their article was to 

evaluate the harmful effects of premature cognitive commitments (pp. 1053-1054). A 

simple definition of a premature cognitive commitment is “one trial…mislearning” 

(Chanowitz & Langer, 1981, p. 1052). This is similar to being on autopilot-mindlessness, 

except that a premature cognitive commitment is a one-time event, whereas mindlessness 

involves repeated mindless exposures. Chanowitz and Langer elaborated that when 

someone is given irrelevant information in a certain moment and in certain context, and if 

they do not critically examine that information, this tends to lead them to prematurely 

commit to that “unconditional truth.” Then, when the topic comes up again in future 

engagements, they will respond mindlessly with this rigid representation of information. 

In this research, Chanowitz and Langer (1981) conducted two experiments with 

64 and 52 college students, respectively, evenly split between male and female students. 

The two experiments were designed to test opposite commitments—the first positive and 

the second negative-on subsequent performance. In both experiments, the participants 

were divided evenly into four conditions. Everyone was given a pamphlet on two 

fictitious perceptual disorders—field dependence and chromosyntosis. Subjects were 

divided into two groups and were told that their disorder was either rare (20%) or 

widespread (80%). It was assumed that those who were told it was widespread (mindful), 

would take the information seriously while those who were told that it was rare, would 

consider the information irrelevant (mindless). Then each group was halved again, with 

one group being told to think of coping strategies and another group given no instructions 
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to think about it. Afterwards, they were given a preliminary task that was related to the 

supposed disorder. The participants then learned that they all had the field dependence 

disorder. They were all told that they did not have chromosytosis. They were then given a 

follow-up task based on the same fictitious field dependence disorder. Those groups that 

were led to think about it beforehand—widespread and coping strategies groups, 

performed better on the follow-up task. Performance for the irrelevant information (20% 

rare) and the group that did not think of any coping strategies beforehand performed 

worst (mindless). This led the authors to conclude that those who thought the information 

was irrelevant processed the information mindlessly. This was an example of a premature 

cognitive commitment. 

In Experiment 2, there was the same type of four-condition arrangement as in 

Experiment 1, but this time, instead of a negative deficit, premature cognitive 

commitments were tested for a positive fictitious performative skill called linear 

dominance, which came in two forms-horizontal and vertical. The four conditions were 

(a) relevant horizontal dominance, (b) irrelevant horizontal dominance, (c) relevant 

vertical dominance, and (d) irrelevant vertical dominance. Relevance was explained in 

terms that the newly discovered linear dominance skill was related (relevance) to other 

capacities-eye to hand coordination, or it was not related (irrelevance). Subsequently, 

they all learned that they had this proclivity. The task asked them to find either hidden 

horizontal or vertical lines in a dense drawing. This time, the mindless groups (irrelevant) 

performed better in both the horizontal and vertical conditions than the mindful (relevant) 

groups. This reflected the mindless groups’ previous unexamined acceptance of 
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information (p. 1059). Thus, the authors claimed that premature cognitive commitments 

result in better productive performance. 

Chanowitz and Langer (1981) interpreted the results and concluded that context 

plays an important role for the initial exposure to information. This first mindless 

impression negatively affects how that information is seen in subsequent encounters (p. 

1061). One limitation of the study was that the participants were college students and 

only represented that population. 

 

Mindful Movement Affects Learning 

Carson, Shih, and Langer (2001) stated that the purpose of the study was to 

investigate and compare the variation of novelty effects of attention and learning stimulus 

with students attending traditional and nontraditional schools (p. 184). Participants were 

elementary school students from Grades 3 to 5. From the traditional school, there were 31 

males and 24 females. From the nontraditional school, there were 5 males and 14 

females. 

The task asked students to observe and recall landmarks placed along a path on a 

map. After observing the scene on the map for 45 seconds, they had to recreate the route 

with the landmarks. However, they were given 23 landmarks, of which only 14 were in 

the original scene. Thus, they had to choose the correct landmarks and place them in the 

correct place. There were three different conditions. In front of the map, the first group 

had to sit still and observe the map from a single perspective. The second group was told 

to pace back and forth (7 feet) in front of the map, and was able to view the map from 
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several perspectives. The third group was asked to shuffle their feet back and forth while 

they remained at their desk to view the map. This served as a comparison from any 

cortisol that could be claimed was released in the movement in the previous group. 

The traditional group consisted of those who just sit at their seats. This replicates 

the typical classroom atmosphere according to the authors. The nontraditional group 

consisted of those who paced back and forth, because that is not considered a traditional 

classroom. 

The nontraditional group who walked back and forth (viewing from multiple 

perspectives) group chose the highest correct landmarks and properly placed them. The 

sit still traditional group (viewing from a single perspective) chose the least correct 

landmarks. The shuffle group (comparison) was in between. Carson et al. (2001) 

concluded that, “this research indicates that varying the perspective from which a 

potential learning stimulus is viewed enhances memory for both the individual parts of 

the stimulus and for the big picture. Varying perspective is one way to achieve a mindful 

approach to learning” (p. 188). One drawback to this study was the small n-size with the 

nontraditional group. 

 

Drawing Mindfully Leads to Enjoyment 

Grant, Langer, Falk, and Capodilup (2004) examined mind-sets, which are similar 

to premature cognitive commitments. The purpose of this study was to show that drawing 

creatively rather than just observing a scene increases mindfulness, which leads to more 

enjoyment, competency, and self-worth. Two experiments were conducted (Grant et al, 
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2004). In the first experiment, 84 adult tourists (34 male, 47 female students, 4 gender not 

provided) were touring Rome, Italy on vacation and volunteered their time. In the second 

experiment, there were 120 adults (49 male and 66 female students, 5 gender not 

provided). This took place in a dentist’s office in Massachusetts. 

The first experiment included (Grant et al., 2004) a factorial design involving 

perspective (observing vs. drawing) and setting (familiar art vs. novel building). What the 

authors called familiar art was actually observing or drawing an exceptional piece of art 

at the Pantheon, which was hypothesized to evoke a negative self-evaluation mindset of 

“I can not draw.” The novel building setting consisted of observing or drawing a building 

in the Piazza di Spagna or Coliseum in Rome. It was hypothesized that this scene would 

not evoke any negative self-evaluation concerning artistic ability. Observing participants 

only looked at the art or building scene, whereas the drawing-group drew the building or 

art. After observing or drawing, the participants filled out a 7-point scale survey covering 

their self-perceived competence in drawing, stress felt, enjoyment of the activity, interest 

in the subject, and liking of the scene. 

The participants who drew a novel building felt an increase in perceived self-

competence. In the familiar art setting, there were no differences between the observing 

and drawing groups. This led the authors to claim that their results supported the 

hypothesis that the group whose perspective was modified felt more competent drawing 

than those who just observed (Grant et al., p. 263). 

The second experiment (Grant et al., 2004) was designed to test whether the “I 

can not draw” mindset in the art setting could be overcome through a mindfulness 
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intervention. A similar factorial design was used that included manipulation (mindfulness 

vs. comparison) and perspective (observing vs. drawing). In order to find a stressful 

scene, a dentist’s reception area was chosen. Usually people feel stress at a dentist’s 

office-a mindless condition. It was hypothesized that drawing the scene would put aside 

self-consciousness, thereby creating a mindful condition. The mindfulness-drawing group 

was asked to draw distinctions that were seen at the receptionist’s desk. In other words, 

they were to draw mindfully. The observing group was to notice any changes that were 

seen at the receptionist’s desk by observing mindfully. The perspective groups were 

asked to view the receptionist’s area for a few minutes. The drawing group was told to 

draw what they saw. The observers were told just to observe. Following these tasks, an 

11-point survey was administered that included questions about enjoyment, competence, 

stress, and self-worth. 

The results of the second experiment showed that the mindfulness treatment 

increased the participants’ feelings of self-worth and competence. In the final conclusion, 

Grant et al., (2004) stated that the two experiments showed that “mindfulness is related to 

perceived competence and self-worth…drawing is a means for increasing 

mindfulness…when people are hesitant to engage their mindful creativity, the instruction 

to draw distinctions is sufficient to initiate the mindful process” (p. 265). 

There are a number of concerns with this study (Grant et al., 2004). First, being a 

tourist can be novel. People on vacation are possibly different compared with people at 

home because on vacation, people are enjoying themselves, relaxing, seeing new scenes, 

whereas at home, people follow their usual daily routines, experiencing tension and 
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stress. A vacation probably has an excitement that people at home do not experience. 

Second, it was not clear what a familiar setting was. The scene is described as some 

buildings. Third, the description of the tasks was not clear, as it is not clear what is meant 

by “draw distinctions,” “mindfully draw,” or “mindfully observe?” Fourth, there was not 

any pre-survey indicating that the participants might have changed compared to a post-

survey. Lastly, as in most of the studies carried out by Langer and colleagues, the surveys 

were not included. 

 

Mindfulness Reduces Stereotypes 

Djikic, Langer, and Stapleton (2008) sought to block the effect on stereotypical 

behavior by using mindfulness. Their hypothesis was that if mindfulness were increased 

by actively making categories across various dimensions, it would lead to a decrease in 

mindless stereotypical behavior (p. 107). 

Participants (Djikic et al., 2008) were 80 people (36 females and 44 males) 

recruited from a laundromat in Boston. There were four groups of 20. Each group’s task 

was less mindful then the previous. The first group had to sort through 48 pictures and 

categorize them into four dimensions. In other words, they had to sort four times, and put 

them into different self-determined categories. The second group did the same, but with 

pre-arranged categories. The third and fourth groups were given the least mindful tasks, 

sorted by one dimension only—either by gender or age. All groups were secretly watched 

at a distance walking from one experimental desk location to another after performing the 

task. Their walking speed was timed. If the prime, pictures of primarily elderly people, 
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were affective, then the participants would walk slower after seeing the pictures. This 

was a replication of a previous study (Bargh, Chen, & Burrows, 1996), and their own 

pilot for this study. After seeing the pictures, the participants walked and were timed. 

They also filled out three questionnaires—the Fraboni Scale of Ageism (FSA) developed 

by Fraboni, Salston, and Hughes (1990), the Perceived Age Competence Questionnaire 

(PACQ) established by Thornton, (2002), and the Langer Mindfulness Scale (LMS) 

created by Bodner and Langer (2001) to assess trait mindfulness. 

The results indicated that the first two (mindful) groups walked faster than the 

(mindless) groups. Djikic et al. (2008) claimed that this behavior indicated trait 

mindfulness correlated with a lower incidence of ageism and higher incidence of 

perceived competence by the elderly (p. 109). The walking speed was influenced by the 

quantity of novel categorizations (p. 110). 

There were several delimitations of this study (Djikic et al., 2008). First, although 

the walking speeds were correlated with each group, it would have been useful to have 

some pre-walking speeds recorded. They could have recorded the speeds under different 

conditions or different primes. Second, it is not clear that walking speed is a stereotypical 

behavior. More evidence for this assertion was needed. Although Bodner and Langer 

(2001) attempted to validate their scale in an unpublished paper, Haigh, Moore, Kashdan, 

and Fresco (2011) could not replicate the four-factor model originally proposed by 

Bodner and Langer. This issue is discussed later in this section. 
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Mindful Orchestral Performance Leads to Enjoyment 

Langer, Russell, and Eisenkraft (2009) set out to investigate whether orchestral 

players who were encouraged to actively create novel distinctions in their performance 

would notice an enhanced subjective experience and others would objectively notice an 

increase in quality of their performance (p. 127). 

Two studies were conducted by Langer et al. (2009). The participants in the first 

study were 60 members of an orchestra who volunteered. There were also 143 chorus 

members (51 men and 92 women) who were to listen to the music. In the second study, 

there were 71 members of the orchestra, and 86 trained musicians (29 men and 57 

women) who were to listen. The second study was conducted to counter possible practice 

and order effects. 

In the first study (Langer et al., 2009), the orchestra played a Brahms’ piece two 

times. The first time was a comparison condition. The conductor instructed the 

performers to remember their finest performance and play it in a similar way (p. 128). 

The second time was the experimental condition where the conductor instructed the 

performers to perform the piece in the finest manner, creating subtle new nuances in 

performance (p. 128). After the first comparison performance, musicians were asked to 

rate their enjoyment. After the second experimental performance in the first study, the 

musicians described what they did differently, how successful it was, and they rated their 

enjoyment. Next, the recording was listened to and compared by the chorus members as 

one group. They were asked if they heard a difference between the two recordings, and if 

so, to describe it. They were then asked which one they preferred and why. 
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In the second study by Langer et al. (2009), to compensate for alternative 

explanations, two different pieces were performed twice each. The first piece was 

performed twice in the comparison condition. The second piece was first performed in 

the comparison condition, and the second time in the experimental condition exactly as 

had been done in the first study. However, this time, the listening group was divided into 

two groups. The first group listened to the experimental condition first followed by the 

comparison. The second group listened in the opposite order—comparison, then 

experimental. 

The results (Langer et al., 2009) showed that the musicians enjoyed the (subtle 

new nuances) mindful condition more. More than half of the listeners preferred the 

mindful condition. In second study, there were no practice or order effects. Again, the 

musicians enjoyed the mindful performance more. They also felt that they played better 

together with the other orchestra members. However, for the listeners, group one did not 

notice any differences, while group two preferred the mindful condition. This result 

indicates that there was an order effect in the recordings on the audience (Langer et al., 

2009, p. 131). 

In their final discussion of the study, the authors claimed that, “both the 

performers and an educated audience preferred music that was created in a mindful state 

over music that was created by musicians who tried to mindlessly recreate a past 

performance” (Langer et al., 2009, p. 132). 

In both studies (Langer et al., 2009), the musicians were volunteers, which could 

lead to the threat of selection bias. It was not disclosed how they were chosen. It was also 
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not known how the listeners were chosen. It was not clear if there was any overlap 

between the groups of musicians. More studies are needed to further substantiate the 

effects of mindfulness. Moreover, similar constructs that overlap with mindfulness, such 

as flow (Csikszentmihalyi, 1999), and novelty (Rangel-Gomez, Janenaite, & Meeter, 

2015), should be considered because these similar ideas could account for the results. 

These overlapping constructs raise concern about construct validity. However, this was 

not only a concern for this study, but was also a concern of many of Langer’s 

mindfulness studies because the definition of her construct was rather broad. 

 

Mindlessness Improves Visual Acuity 

Langer, Djikic, Pirson, Madenci, and Donohue (2010) tested whether visual acuity 

was limited by mind-sets. The researchers borrowed the term mind-set based on work by 

Gollwitzer, Heckhausen & Steller, (1990). According to Gollwitzer and his colleagues, 

“mind-set effects are based on cognitive processes that promote solving the task that 

stimulated the rise of the mind-set” (p. 1120). Dweck (2012) has defined “mindsets (or 

implicit theories)…are people’s lay beliefs about the nature of human attributes, such as 

intelligence or personality” (p. 615). She divided mindsets into fixed or growth oriented. 

Langer et al. (2010) have chosen to understand mind-sets as cognitive processes for 

solving various tasks (p. 662). 

The Langer et al. (2010) study was made up of four studies. Study one was 

divided into two parts. The first part consisted of 19 ROTC pilots (Reserved Officers 

Training Corps). These were aspiring pilots all with good vision. Although none of them 
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were pilots, they all had the impression that the most important necessary requirement for 

pilots was perfect vision. Ten participants were part of the experimental condition while 9 

were in the comparison condition. They all began with a standard eye examination. The 

experimental group used a pilot simulator. They were asked to be pilots and were 

provided pilots’ clothing. After simulated maneuvers, they had to identify letters on 

approaching aircraft wings at 20 feet away. These letters simulated an eye chart. The 

comparison group performed the same routine, but was informed that the simulator was 

broken. They were asked to play the role of the pilot holding the steering wheel, and 

pretend. They simulated the maneuvers without actually doing them. They also read the 

marking on the schematic plane wings with the eye chart letters. The results showed that 

compared with the initial eye exam, 40% of the experimental group’s eye vision 

improved. For the comparison group, there was no change. In regards to this result, the 

authors stated that, “vision may be improved by psychological means” (p. 661). 

In second part of Langer et al.’s (2010) Study 1, 44 ROTC participants were 

divided into four groups of about equal size: the experimental group, comparison group, 

eye exercise group, and motivation group. The authors felt that the common belief that 

most skills improve with practice would influence the mindset of the eye-exercise group, 

who received a special eye training exercise after the first eye check. The motivation 

group was given a motivational essay to read and encouraged to try hard. They all 

performed with a non-functioning pilot simulator exactly as the comparison group did in 

the first part. The results of this part of the study indicated that for 42% of the pilot 

group’s eye vision had improved. For the exercise group, 18% showed improvement. The 
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motivation group showed a 10% improvement and the comparison group had no 

improvement. The authors claimed that mind-sets affect vision. In addition, they claimed 

that implicit mind-sets have a bigger influence than the explicit manipulation of 

motivation (p. 664). 

In Part 3 of the Langer et al. (2010) study, to counter a possible momentary 

arousal explanation, 33 male college students read an eye chart before and after a 

physical exercise intervention. Two groups were divided by the kind of exercise. The first 

group did jumping jacks, and the second skipped around the room. All of the participants 

believed that jumping jacks were more of an athletic work out compared with skipping 

around the room. After the exercise, their pulse was taken, and the reading indicating that 

the exertion was the same for both exercises. However, in the jumping jack group, six 

participants (37.5%) had improved eyesight. Only one person improved (6.25%) in the 

comparison group of skipping. The authors suggested that the mind-set towards 

athleticism, rather than the arousal from the exercise influenced vision (p. 664). 

In the last part of the Langer et al., (2010) study, there were 20 participants 

including seven women and thirteen men, who were divided into three groups. The 

pretest for eyesight showed no significant differences. The comparison group read from a 

typical eye chart. The first experimental group read from an eye chart that was in the 

reverse order. In other words, the reverse chart had the small letters at the top, and the big 

letters at the bottom. The second experimental group read from an eye chart that was 

shifted, so that the mid-section of the chart was moved up to the top, and the big letters 

from the original top were shifted to the bottom. Overall, the authors were focusing on a 
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mind-set. It was believed that participants would experience the letters at the top as easier 

to read because those letters are usually the biggest. Furthermore, it was believed that 

most would start to have difficulty reading the letters two-thirds of the way down the 

chart because the letters start to get smaller on a traditional eye chart. Thus, the chart-

shifted condition used the letters from two-thirds down, and placed them at the top. The 

results showed that the participants saw a greater number of letters from the smallest line 

as it was presented in the reversed format (p. 665). The shifted condition also showed that 

participants read significantly more letters in the smaller fonts when presented at the top. 

In the overall discussion of this paper, the authors claimed that psychological 

interventions could overcome physical limits. In regards to mindlessness, Langer and 

colleagues stated that, “stimuli that are not goal related are not seen. In the case of 

habituation, even stimuli that are goal related can become invisible. It could be that visual 

habituation processes depend not only on the physical activity of objects, but also on the 

stability of their meaning….Mindfulness, by contrast, creates novelty, and thus stimuli 

have different, continually emerging meanings” (p. 665). 

The most apparent problem with the Langer et al. (2010) study was the small N-

size, and thus external validity and generalizations should not be taken as significant. 

There needed to be more discussion on what was being measured. Mind-sets could be 

both mindless and mindful. Mindfulness might be a trait or momentary disposition. 

Taking all the Langer studies into consideration, there are a number of concerns. 

First, for Langer, noticing something new leads to interest (Grant et al., 2004, pp. 262-

263), increased liking (Langer, 1993, p. 49), and more enjoyment (Langer et al., 2009, p. 
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132). She claimed that when something is new, it is noticed and noticing it makes it 

interesting. However, there is some doubt to this assertion. It is possible to notice 

something new, and not like it, or not find it interesting. If someone notices a new insect, 

that does not mean they like it or find it interesting. It might be repulsive. There also 

remains the question concerning her meaning of interest. She does not define interest, 

liking, or enjoyment. They can be only understood in the colloquial sense of the terms. 

A second concern is that most of the studies carried out by Langer and her 

colleagues have been focused on short-term results. The interventions and results are 

conducted over several weeks. Thus, it is difficult to imagine that this kind of cognitive 

mindfulness can become a long lasting trait. Further research is needed to investigate 

whether mindfulness can be developed over a longer period. 

A third concern is Langer’s idea of cognitive mindfulness. Is it a cognitive ability, 

or a cognitive style? Sternberg (2000) argued that there is a distinction between cognitive 

ability and cognitive style, although they overlap. A cognitive style does not represent 

latent abilities, but how people use their cognitive abilities. A cognitive style is a 

preferred way of viewing the world. Sternberg agued that mindfulness was a cognitive 

style because, like other styles (e.g., field independence versus field dependence or 

reflexivity versus impulsivity) it had a preferred way of viewing the environment. 

Mindfulness is preferred over mindlessness. Moreover, it can be measured from 

minimum to maximum in performance. Mindfulness is also at the interface between 

cognition and personality. For these reasons, Sternberg (2000) argued that 

mindfulness/mindlessness is more similar to a cognitive style. 
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There were a number of delimitations for each study, but overall, the n-size in 

most cases, was often not large enough to draw any generalizations. Also, in several 

cases, surveys were not included making it difficult to further investigate. Lastly, because 

the definition of mindfulness is so broad, there were a number of overlapping constructs.  

 

Factor Analysis of the Mindfulness Construct 

Haigh, Moore, Kashdan, and Fresco (2011) carried out an examination of the 

factor structure and concurrent validity of the first Langer Mindfulness/Mindlessness 

scale (LMS). Unfortunately, this scale has not been published in any journal, but 

appeared in a poster presentation at the American Psychological Society conference in 

Toronto of 2001. The LMS was a 21-item four-factor, self-report questionnaire (Bodner 

& Langer, 2001). The four factors are discussed below. 

Haigh et al. (2011) reported that Langer’s concept was a purely Western 

psychological perspective and that it should be understood within a cognitive 

information-processing framework (p. 12). The Langer Mindfulness/Mindlessness scale 

was formulated to reflect four interrelated components—novelty seeking, engagement, 

novelty producing, and flexibility. Novelty seeking means being open and curious to the 

environment. Engagement involves interacting and attending to changes in the 

environment. Novelty producing is about actively creating new categories and 

distinctions. Lastly, flexibility concerns the ability to view experience from multiple 

perspectives. 

Because the Bodner and Langer (2001) report has not been published, the 
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information comes from Haigh et al. (2011), who looked at four factors that were in the 

original Mindfulness survey created by Langer and Bodner: flexibility, novelty 

producing, engagement, and novelty. According to Haigh et al., the Bodner and Langer 

results indicated that a second order single factor CFA provided evidence that there was 

one single dominant factor among the 21 items and 4 indicator domains. The Cronbach 

alpha results indicated that the reliability of the factors was .54, .83, .63, and .74, 

respectively (p. 12). Bodner and Langer claimed that the four factor theoretical model fit, 

GFI = .97 and RMSEA = .057. However, Haigh et al. argued that the data from the four 

factors envisioned by Langer were not tenable. Two of the factors, flexibility and 

engagement, .54 and .63 respectively, had inadequate internal consistency. Therefore, in 

the Haigh et al. study, they tried to replicate the Bodner and Langer 4 factor model using 

an independent sample. They concluded that the original four-factor model demonstrated 

a poor fit to the data, χ2 (183) = 948.70, p = .000; CMIN/df = 5.18; CFI = .64; SRMR = 

.12; RMSEA = .09; 90% CI on RMSEA = .08-.09. Furthermore, Haigh at al. found that 

an examination of the scree plot and eigenvalues suggested the presence of two 

underlying factors. They stated that “the results failed to replicate the proposed four-

factor structure….a series of structural equation models in three independent studies 

yielded a one-factor model of Langer’s theoretical conceptualization of 

mindfulness…..[it] reflects a global measure of mindfulness rather than a multifactorial 

scale as originally suggested by Bodner and Langer” (p. 23). 

A new version of the Mindfulness scale by Langer and colleagues called the 

Langer Mindfulness Scale was published (Pirson, Langer, Bodner, & Zilcha, 2012) on the 
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Social Science Research Network, but not in an established peer edited journal. In this 

regard, it is important to keep in mind that their stated audience for the scale is social 

psychologists and organizational scholars (p. 2). 

(Pirson et al., 2012) stated that the development of this updated instrument 

occurred in four phases. Similar to the first iteration of this scale (Bodner & Langer, 

2001), this version opened with the same four sub-factors of novelty seeking, novelty 

producing, flexibility and engagement. In the first phase, an initial generation of 64 items 

was produced based on face validity. From this, a look at redundancies and 

representativeness suggested a reduction to 46 items. 

In the second phase (Pirson et al., 2012), psychometric properties of the scale 

were examined with two iterations. The first iteration included two samples with 3,913 

participants. The second iteration included five samples with 3,104 respondents. In the 

first iteration, an exploratory factor analysis (EFA) was conducted revealing that many 

items did not clearly load on any one factor, or they loaded across several factors. These 

items were stepwise deleted. Thus, there was a reduction from 46 to 21 items. An initial 

confirmatory factor analysis (CFA) was conducted on the remaining 21 items over two 

samples, which indicated that all items related positively to a single factor. There model 

fit overall: GFI = .90 and .88; RMSEA = .063 and .069. Cronbach alpha reliability 

estimates for the pooled covariance matrix were .85 and .88 for samples 1 and 2, 

respectively for the single factor. The Cronbach alpha reliability estimates for the sub-

constructs of flexibility, novelty producing, engagement, and novelty seeking were 

inconsistent at .54, .83, .63, and .74, respectively. 
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 The second iteration (Pirson et al., 2012), which included five samples, 

demonstrated low levels of reliability. An exploratory factor analysis (EFA) was 

conducted on the 21 items. Several items either did not load, or loaded on several factors. 

As a result, four additional items were deleted. A confirmatory factor analysis (CFA) was 

run on the remaining 17 items. Items belonging to flexibility loaded across other factors. 

As a result, the four-factor structure displayed poor-fit. In addition, three items were 

unreliable on the flexibility factor. Three flexibility items loaded on other factors. 

Cognitive flexibility, while important for the overall theoretical and empirical construct, 

was considered as a second-order construct that represents mindfulness. There was strong 

support for the three-factor model with 14 items. The CFI ranged from .92 to .95, and the 

RMSEA ranged from .052 to .063. Coefficient alpha reliability estimates for the entire 

scale ranged from .83 to .90. Subconstruct reliability estimates ranged from .75 to .86 for 

novelty seeking; .71 to .90 for novelty producing; and .65 to .80 for engagement. 

In the third phase (Pirson et al., 2012), the LMS14, consisting of the 14 items 

minus the sub-construct of flexibility from the previous phase, employing the same 

participants, was examined in relationship to two other recent meditative mindfulness 

measures, the Mindfulness, Attention, and Awareness Scale (MAAS) (Brown & Ryan, 

2003) and Facet Mindfulness Questionnaire (FFMQ) (Baer et al., 2008), to look at 

convergent validity. These results showed that the LMS14 was significantly, yet 

moderately related to these other mindfulness measures. Correlations between the LMS 

and MAAS ranged from .26 to .35 (p < .01) and with the FFMQ at .37 (p < .01). Pirson et 

al., (2012) found that overall, the LMS14 is convergent with, and yet also separate from 
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mindfulness in the eastern tradition. 

In the end, the authors (Pirson et al., 2012) asserted that for the 14-item scale “the 

analyses we presented here demonstrated that the scale was psychometrically valid with 

three dimensions and strong internal consistency” (p. 40). Until there are further studies 

that replicate these findings in peer-edited journals, the results from this updated version 

(LMS14) should be interpreted with caution. 

 

Relationships Among Mindfulness and Other Concepts 

A number of concepts in the literature overlap with Langer’s construct of 

mindfulness including cognitive flexibility, creativity, critical thinking, novelty, attention 

and noticing, levels of processing theory, motivation, task-based teaching, consciousness-

raising, and learning strategies. In this section, those confusing commonalties are made 

apparent and clarified. It is hoped that by such a discussion, confusion is minimalized as 

much as possible. 

 

Cognitive Flexibility 

Cognitive flexibility seems to lack a common conceptualization. Moore (2013) 

explored the various interpretations of cognitive flexibility from within the field of 

meditative mindfulness. He defined cognitive flexibility as an ability to (a) adapt to 

change, (b) to think of a variety of categories and concepts, and (c) to perceive multiple 

perspectives or thoughts (p. 324). Cognitive mindfulness also places importance on the 

awareness of multiple perspectives, and on making new categories. In cognitive 
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mindfulness, there is an emphasis on being open to new things, and on a process 

orientation in the present. This mindset encourages an ability to adapt to change. Thus, 

these definitions overlap. However, cognitive mindfulness also encourages alertness to 

distinctions and analogies, and sensitivity to new contexts (Langer, 1997). 

In an exhaustive look at the various ways that cognitive flexibility has been 

represented in the literature, Ionescu (2012) was able to synthesize the various theoretical 

conceptualizations into two basic components: (a) a specific ability or mechanism in the 

cognitive system, and (b) the property of various cognitive processes. To exemplify 

specific abilities, Ionescu cited shifting, which is “a person’s ability to rapidly change 

from one criterion, rule, or task to another when giving a response” (p. 193). On the other 

hand, Ionescu cited as an example of the property of various processes, the research into 

flexible categorization. In this process, participants adjust the categories they make to the 

needed demands of a task (p. 193). Ionescu provided a framework in which to 

conceptualize cognitive flexibility. It is seen as “a property of the cognitive system. This 

property is based on the interaction of several mechanisms that respond to specific 

environmental demands” (p. 194). Langer’s (1997) construct is also a property of the 

cognitive system. However, Ionescu’s definition is passive, as it states that various 

mechanisms respond to the environment. The Langerian notion of mindfulness includes 

an awareness (of multiple perspectives), an openness (to new things), an alertness (to 

distinctions and analogies), a sensitivity (to new contexts), a focus on the process (in the 

present), and an active pursuit of making new categories. These responses are not made 

to the environment; they contribute to a preparatory, if not a preemptive mindset, a pre-
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response activation. 

However, cognitive mindfulness is more than just flexibility in cognition. Langer 

distinguished between intelligent flexibility and mindful flexibility. In the former, she 

stated (Brown & Langer, 1990) that in intelligent flexibility, a person chooses among 

several cognitive strategies, selecting the best one to solve a problem. It is a linear 

process, whereas mindful flexibility is not about linearity. She stated that mindful 

flexibility assumes no perfect fit between problem and solution. Rather, there is an 

implicit awareness that a problem can be viewed from many perspectives. 

Moore’s (2013) and Ionescu’s (2012) conceptualization of cognitive flexibility 

focused on the cognitive ability to change or shift one’s response to the environment. 

They stated that recategorization was an aspect of cognitive flexibility. This view aligns 

with the Langerian conceptualization. On the other hand, the Langer (Brown & Langer, 

1990) notion is not a reaction, and the process is not linear. 

 

Creativity 

Simonton (2012), categorized creativity into four areas of research: cognitive, 

differential, developmental, and social psychology. The cognitivists have focused on 

mental processes. Researchers is this area have identified a link between defocused 

attention, cognitive disinhibition, and creativity. The researchers in the differential area 

have focused on how people differ in creativity. Those working with developmental 

issues focus on how creativity changes over the lifetime. Researchers in social 

psychology want to know about creativity in groups. Simonton also discussed 
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problematic relationships, such as between creativity and psychopathology, as well as 

between nature and nurture. 

In another review of creativity, Hennessey and Amabile (2010) stated that a 

systematic and interdisciplinary approach to understanding creativity in necessary. They 

stated that, “most researchers and theorists agree that creativity involves the development 

of a novel product, idea, or problem solution that is of value to the individual and/or the 

larger social group” (p. 572). However, they emphasized that it is difficult to go beyond 

novelty and appropriateness (value). For example, there is not a clear difference between 

novelty as a stimulus and novelty as a response (Kaufman, 2003). This is significant 

because Langer’s scale utilizes the sub-factors of novelty producing and novelty seeking, 

which is mentioned in Kaufman’s analysis. In addition, Beghetto and Kaufman (2007) 

talk about the Big C, (eminent), little c (everyday creativity), and the mini c (construction 

of personal knowledge) as another framework that can be useful to analyze creativity. 

Hennessey and Amabile (2010) concluded that there is no single construct that 

can account entirely for creative behavior. In the end, they argued that we are in need of a 

broad encompassing theory to bring all the diverse perspectives of creativity together. 

Sternberg (2006) has also offered another review on creativity. In his early years 

of research, his focus was on intelligence. From that research, he broadened his approach. 

He then proposed a theory called successful intelligence (Sternberg, 1999), which 

included a creative component of intelligence, which assesses “how well an individual 

can cope with relative novelty” (p. 304). He also discovered that creativity was domain 

specific and extends beyond the intellectual sphere. In more recent research with 
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creativity, Sternberg (2006) has proposed investment theory, which states that creative 

people can “buy low and sell high” (p. 6). He explained that the creative person pursues 

an unpopular unknown idea that has potential. The creative person then waits for the right 

time while facing resistance to the unpopular idea until the resistance subsides. At that 

point, the creative person relinquishes attachment to the now accepted notion and moves 

on to the next new idea. According to investment theory, creativity requires six related 

elements to come together: intellectual ability, knowledge, thinking styles, personality, 

motivation, and environment. Sternberg stated that creative ideas are both novel and 

valuable (p. 7). Thus, novelty appears again in terms of creativity. 

All the research into creativity, taken as a whole, seems to indicate that creativity 

has a cognitive component, contains novelty, requires value (e.g., in solving a problem), 

and comes in a variety of levels from minor to big creativity. On one level, creativity is 

often associated with novelty, which is an aspect of mindfulness. However, Langer stated 

that, “mindfulness, in essence, involves the same processes as creativity” (Langer & 

Piper, 1987). She has stated that as mindfulness increases, so does creativity (Grant et al., 

2004; Langer & Moldoveanu, 2000; Langer et al., 2009). In other words, they are not the 

same, but are correlated. Langer et al. (2009) stated that psychological states could 

impede or stimulate creativity. Mindfulness is one of those psychological states. 

 

Critical Thinking 

In a simple definition provided by Ennis (1991), critical thinking is “reasonable 

reflective thinking that is focused on deciding what to believe or do” (p. 21). This 
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includes all aspects of creative thinking such as forming hypotheses, looking at 

alternative views, problem solving, etc. Elaborating on his definition, Ennis (2002) 

proceeded to outline what a critical thinker does. 

• Is open-minded and mindful of alternatives 

• Tries to be well-informed 

• Judges well the credibility of sources 

• Identifies conclusions, reasons, and assumptions 

• Judges the quality of an argument, including the reasons, assumptions, and 

evidence 

• Can well develop and defend a reasonable position 

• Asks appropriate clarifying questions 

• Formulates plausible hypotheses; plans experiments well 

• Defines terms in a way appropriate for the context 

• Draws conclusions when warranted, but with caution 

• Integrates all items in this list when deciding what to believe or do  

(Ennis, 2002, p. 1). 

These attributes informed Ennis’ conception of critical thinking. Comparing this list with 

the Langerian conception of mindfulness, an open mind correlates with the openness to 

new things, and mindful of alternatives is related to an awareness of multiple 

perspectives; however, the remaining attributes on that list are not related to Langer’s 

(1997) mindfulness. 

Forneris’ (2004) review provided a different insight into critical thinking. Her 
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research has focused on how to make what is learned by nurses in the classroom, 

applicable to their daily work in reality. She was trying to operationalize the concept of 

critical thinking in practice. In her review on the subject, she compared the views of 

various educational theorists on critical thinking in practice. She found four core 

attributes that contribute to critical thinking: reflection, context, dialogue, and time (p. 2). 

She identified reflection as a process of critically discriminating what was relevant and 

determining the reasons for our actions. It is a transition from knowing what, to knowing 

how, to knowing why (p. 5). Context was the foundation which knowledge was built. It 

included culture, values, facts, ideals and assumptions (p. 9). Dialogue was an interactive 

orientation of assessing perspectives and assumption within a certain context for 

understanding (p. 10). Lastly, time concerned how prior learning could influence the 

current context, which then has an impact on future action (p. 10). 

In comparison, Langer’s construct of mindfulness (Langer & Moldoveanu, 2000) 

incorporates some elements that correlate with the above views of critical thinking. 

Mindfulness (Langer & Moldoveanu, 2000) includes noticing novel distinctions, 

awareness of multiple perspectives, awareness of differing contexts, creation of new 

categories, openness to new information. Ennis (1991; 2002) and Forneris (2004) include 

reflection in their definitions of critical thinking. It certainly seems plausible that 

reflection would have some correlation with awareness, noticing, creation, and openness, 

which are necessary elements in Langer and Moldoveanu’s (2000) understanding of 

mindfulness. Ennis (2002) particularly mentions open-mindedness, which figures 

predominantly in Langer’s (1997) view. Forneris mentioned that dialogue is necessary to 
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assess perspectives. This would match Langer’s (1997) multiple perspective view. 

Furthermore, Ennis (1991; 2002) and Forneris (2004) include context, which is 

predominantly featured in Langer’s definition. Thus, there is a significant overlap 

between critical thinking and cognitive mindfulness. 

 

Critical Thinking in Japan 

This literature review has presented some discussion about critical thinking in 

relation to mindfulness in general. However, since this research takes place within the 

context of Japan, with Japanese high school students, it is necessary to discuss issues 

related to critical thinking in Japan in particular. 

There has been debate on whether teaching critical thinking skills in Japan are 

appropriate. Atkinson (1997) has argued that critical thinking skills are a western cultural 

value that should not be forced on Japan. On the other hand, Kubota (1999) responded 

that Atkinson’s line of reasoning is a form of cultural stereotyping. These ideas 

presuppose that critical thinking is lacking in Japan (Long, 2003; Wray, 2012). Stapleton 

(2001) found that Japanese were capable of critical thinking, but rather the issue revolved 

around differing assumptions and the type of content used to assess critical thinking. 

Stapleton stated (2001) that deep-seated assumptions might be affected by social customs 

that are a product of a country’s history and economy. Stapleton (2001) pointed out that 

Japanese were not necessarily worse at critical thinking, but the comparison with critical 

thinkers from another culture with differing assumptions had an influence on the 

understanding of critical thinking. He added that familiarity of discussion content would 
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have a big influence on whether someone could substantially contribute critically to the 

discussion (p. 531). 

 

Novelty 

Novelty has been researched in various domains including neuroscience 

(Shomaker & Meeter, 2015), psychology (Cloninger, Dragon, Svrakic, & Przybeck, 

1993), and memory (Kormi-Nouri, Nilsson & Ohta, 2005; Tulving & Kroll, 1995). A 

brief review of each is offered in order to provide a framework of comparison with 

mindfulness. 

Shomaker and Meeter (2015) provided a general definition of novelty in terms of 

stimulus: something that has never been seen, felt or heard by the observer. They 

identified five kinds of novelty: stimulus novelty, contextual novelty, 

spatial/environmental novelty, deviance novelty and surprise/unexpectedness novelty. 

Stimulus novelty refers to any unfamiliar never experienced before stimulus. Contextual 

novelty is a stimulus that stands out in the context. Spatial novelty concerns the novelty 

of the environment rather than of a single stimulus. Deviance novelty is a stimulus that is 

infrequent and that typically elicits visual mismatch negativity, such as an infrequent 

grating pattern. Lastly, surprise novelty is an unanticipated stimulus sequence, such as 

unpredicted action effects (p. 270). In sum, novelty is something new and unexpected to 

the senses. 

Cloninger (1987) hypothesized a biosocial theory of personality in relation to 

anxiety states, which includes “three dimensions of personality that are genetically 
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independent” (p. 574) and are personality traits. These are novelty seeking, harm 

avoidance, and reward dependence. He stated that, “novelty seeking is a heritable 

tendency toward intense exhilaration or excitement in response to novel stimuli” (pp. 

574-575). 

In terms of memory, a novelty-encoding hypothesis has been proposed (Kormi-

Nouri et al, 2005; Tulving & Kroll, 1995), which states that “encoding of incoming 

information for long-term memory storage depends on the novelty of on-line information. 

A stronger form…is that novelty is a necessary, although not a sufficient, condition for 

the long-term storage of information” (Tulving & Kroll, 1995, p. 387). This idea 

proposes that novelty, plus other variables, leads to memory gain. In addition, this study 

proposes that mindfulness, of which novelty plays an important role, improves learning 

(Langer, 1997) in terms of vocabulary development and reading comprehension. 

To summarize, novelty has been studied in neuroscience, psychology and memory 

research. In all cases, novelty is understood as something new, particular, has never been 

seen, heard or felt. Novelty plays an important role in mindfulness. Langer (Grant et al., 

2004) stated that, “novelty provokes mindfulness” (p. 261), “mindfulness creates 

novelty” (Langer et al., 2010, p. 665), “heightening novelty increases mindfulness” 

(Carson et al., 2001, p. 184), and that “mindful approaches attempt to constantly add 

novelty to situations, stimuli of experiencing individuals” (Carson et al., 2001, p. 184). 

Mindful is understood as drawing novel distinctions (Carson et al., 2001, p. 29; Langer et 

al., 2009, p. 126; Langer, 2000, p. 220; Langer & Moldoveanu, 2000, p. 1). Although 

there are some contradictions with these statements, there is a relationship between 
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novelty and mindfulness. If there is more novelty, there is more mindfulness. 

 

Attention, Noticing, and Mindfulness 

In the Second Language Acquisition (SLA) literature, it is difficult to talk about 

attention without mentioning Schmidt’s idea of noticing. Schmidt and Frota (1986) were 

among the first to discuss noticing in SLA. Schmidt carried out a self-study diary of 

himself learning Portuguese in Brazil. In this research, Schmidt and Frota suggested that, 

“a second language learner will begin to acquire the target-like form if and only if it is 

present in comprehended input and ‘noticed’ in the normal sense of the word, that is, 

consciously” (p. 311). This was the strong version of what became the Noticing 

Hypothesis: input does not become intake for language learning unless it is noticed, that 

is, consciously registered (Schmidt, 2010, p. 2). 

However, after encountering various critiques, Schmidt (2010) proposed a weaker 

version of his hypothesis. Schmidt (2010) began to distinguish two terms, noticing and 

noticing the gap. Whereas noticing registers the formal features in the input, noticing the 

gap, revolves around overcoming errors. In order to do so, the learner needs to make 

conscious comparisons of their own output and target language input (p. 4). 

In addition, Schmidt (2001) limited the term noticing by separating it from 

metalinguistic awareness (p. 4). He made a distinction between noticing, whereby a 

person consciously registers attended specific instances of languages, as opposed to 

understanding, which requires a higher level of awareness that includes generalization 

across instances. This includes knowledge of rules and metalinguistic awareness. Schmidt 
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claimed that noticing is necessary, but understanding is a facilitative but not required. 

In terms of attention, Schmidt (2001, 2010) indicated that noticing is a subjective 

correlate of attention. Schmidt (2001) claimed that attention refers to a host of factors: 

“alertness, orientation, preconscious registration (detection without awareness), selection 

(detection with awareness within selective attention), facilitation, and inhibition” (p. 3). 

In cognitive mindfulness, attention is not focused on one thing, but rather the goal 

is to vary the focus. In other words, by actively noticing new things, new alternative 

views become apparent. This is a mindful approach (Langer & Moldoveanu, 2000, p. 3). 

In mindfulness, someone doesn’t passively notice or come across a stimulus, but actively 

seeks it out. Langer (Langer & Moldoveanu, 2000) claimed that this improves attention 

and liking. 

In Schmidt’s (2010) framework, once items have been noticed in the input and 

intake has occurred, it can potentially become internalized. There is noticing and there is 

understanding. Noticing might not include understanding. Understanding is not 

necessary. In Langer and Moldoveanu’s (2000) construct, metalinguistic awareness is 

necessary. If participants are not aware, it is an unconscious process. This idea might be 

similar to Langer’s notion of a premature cognitive commitment, which indicates 

mindlessness. 

 

Levels of Processing Theory 

The Levels of Processing Theory (Craik & Lockhart, 1972) came out of an era in 

which memory traces were placed in short-term storage and long-term storage (Murdock, 



 

  

54 

1965; Peterson 1966; Waugh & Norman, 1965). The goal of Levels of Processing theory 

were not to dislodge the ideas of memory storage entirely, even though the concept of 

storage had problems, rather, it was to reorient the focus more on the process than the 

product. They explain their theory as follows: 

We prefer to think of memory tied to levels of perceptual processing. Although 

these levels may be grouped into stages (sensory analyses, pattern recognition, 

and stimulus elaboration, for example) processing levels may be more usefully 

envisaged as a continuum of analysis. Thus, memory too, is viewed as a 

continuum from the transient products of sensory analyses to the highly durable 

products of semantic-associative operations. 

(Craik & Lockhart, 1972, p. 676) 

Lockhart (2002) elaborated on the Levels of Processing theory, stating that it was not 

meant to be a theory, but a research framework: a way to look at a level’s effect (p. 397). 

Another interesting point from the Levels of Processing theory as it relates to this 

study concerns the importance placed on the type of task. Incidental or intentional 

instruction tasks are less important than tasks that promote a depth of processing in the 

encoding stage (Craik & Tulving, 1975, p. 269). They state that memory is better 

understood in terms of depth of processing or degree of stimulus elaboration. Therefore, a 

deeper analysis promotes a more persistent trace (Craik & Lockhart, 1972, p. 677). 

Not everyone agreed with the Levels of Processing theory. Eysenck (1978) found 

the depth variable to be vaguely defined. Baddeley (1978) enumerated problems with the 

theory. First, it was difficult to measure processing depth. Second, there were other 
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concepts added that were poorly defined, such as compatibility and elaboration. There 

were also three underlying assumptions that Baddeley questioned: maintenance rehearsal, 

deeper coding, and sequential hierarchy (p. 150). Still, levels of processing theory 

provides a helpful point of comparison vis-a-vis cognitive mindfulness. 

Levels of Processing theory (Craik & Lockhart, 1972) does have similarities with 

mindfulness. In this theory, the depth is determined by how much attention is devoted to 

the task, how much analyzing is done, and how much time is spent on the task. In other 

words, the quality dedicated to the task while encoding (Craik, 2002, pp. 306-307) is of 

prime importance. If the task requires more depth of processing, then the memory 

performance is better. This is a process-oriented mindset (Langer, 1997). This is similar 

to the distinction that Langer (1989) made between mindful-action versus mindless-

action. Langer (1997) proposed that making categories or making new distinctions 

creates mindfulness. In the same way, Craik speculated on why elaboration in the depth 

of processing leads to better memory traces by saying that if there are greater distinctions 

made in the elaboration process, greater recollection is increased (pp. 306-307). 

 

Motivation, Second Language Acquisition, and Mindfulness 

Motivation has been widely studied over the years. In this review I briefly look at 

motivation, first from the SLA standpoint. I then briefly review work on motivation 

conducted outside of the field of SLA. These are examined in respect to mindfulness. 

Motivation has been extensively studied in SLA. Gardner and Lambert (1959) 

introduced the idea of integrative and instrumental motivation (p. 267). At that time, they 
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simply said that integrative motivation involved learning about the language group, 

whereas instrumental motivation involved linguistic achievement. Gardner (1968) 

elaborated that integrative motivation was the desire to be a member of the new language 

group. On the other hand, instrumental motivation was pragmatic. A student might want 

to get a job, which requires a second language (pp. 144-43). 

In comparison to Langer’s (1997) notion of mindfulness, drawing distinctions 

makes something relevant to oneself. This has some relationship to integrative motivation 

because having a desire to be connected to the native speaking community is making 

oneself relevant in that environment. That makes the language relevant to oneself. It 

could be argued that learning a language for instrumental reasons might be mindless, as 

instrumental motivation is goal oriented and product oriented. Langer (1997) stressed that 

a product approach is mindless, whereas a process approach, in which one is in the 

present, is mindful. 

In a more recent development of motivation in SLA, Dörnyei and Otto (1998) 

provide this definition of motivation in L2 learning: 

…the dynamically changing cumulative arousal in a person that initiates, directs, 

coordinates, amplifies, terminates, and evaluates cognitive and motor processes 

whereby initial wishes and desires are selected, prioritized, operationalized, and 

(successfully or unsuccessfully) acted out (p. 65). 

From this definition, motivation is discussed in terms of cognition. It is seen in words 

such as, “evaluates cognitive and motor processes.” Dörnyei (2001) elaborated that 

motivation, “is a cognitive approach. Motivation is no longer seen as a reflection of 
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certain inner forces” (pp. 10-11). Dörnyei’s inner forces mean emotional states. It is also 

not behavioral, but involves beliefs, interpretations, and consequential actions (p. 11). 

However, from the common usage of the term, arousal implies some affect. However, 

the significance about this definition concern the dynamically changing aspect, which 

correlates with mindfulness considering that variability is a key element in terms of 

context, novelty and perspective. 

In more recent years, Dörnyei and Chan (2014) have been revisiting motivation. 

In this recent incarnation of motivation, they focus on the person’s future self-identity. In 

this new view, Dörnyei and Chan describe three motivational aspects. (a) an ideal self 

who envisions him or herself speaking an L2, (b) Ought to self, motivated by external 

factors, perhaps out of fear, and (c) L2 learning experience which concerns the specific 

situation that might be favorable to learning a foreign language (p. 438). 

Yashima (2009) expanded on the L2 self to include an imagined self involving a 

desire to be part of the international community. In this view, learning tasks where one 

can imagine oneself in contact with a bigger international dialogue creates a situation 

where learners find meaning in using the L2. It seems this has some parallels with 

Gardner’s integrative motivation. Discussing this view in terms of Langer’s (1997) 

mindfulness, an ideal self can be an orientation that is open to creating new distinctions, 

seeing new perspectives, and noticing new things because the ideal self has already 

envisioned him or herself as a speaker and member of a new L2 community, or an 

international community. Therefore, any place or any situation could be a successful 

language classroom for such a person, and thus might be mindful, because the student is 
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engaged in the present actively. If the students are studying out of force of habit, or 

because they must, it could be argued that this might be mindless. 

 

Task Based Teaching and Mindfulness 

First, it is important to define and clarify task in the SLA literature. Over the 

years, various definitions and clarifications have been put forth (see Robinson, 2011; 

Samuda & Bygate, 2008, pp. 62-70). Samuda and Bygate (2008) stated that it is “a 

holistic activity which engages language use in order to achieve some non-linguistic 

outcome while meeting a linguistic challenge, with the overall aim of promoting 

language learning, through process or product or both” (p. 69). Put simply, Bygate (2015, 

p. 1) stated that classroom activities where learners use the language pragmatically for 

learning are tasks. Ellis (2009) defined tasks as follows: 

• The primary focus should be on ‘meaning.’ (semantic, pragmatic, interactional) 

• There should be some kind of ‘gap.’ (motivation toward the goal) 

• Learners should have to largely rely on their own resources. 

• There is a clearly defined outcome other than the use of the language. (p. 223), 

To summarize, the immediate goal of a task is not directly linguistic, yet language 

learning is an indirect goal. The aim is pragmatically meaning based. The task requires a 

solution to some gap of knowledge or an activity that must be completed. It could be a 

process or product approach. 

The reading and vocabulary task goals in this study were to be mindfully involved 

in the process. As a result, performance and interest would increase. Therefore, similar to 
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the original intent of task-based teaching, the goal of these tasks is not directly linguistic, 

but pragmatically involved deeply with the task at hand. 

 

Consciousness-Raising Tasks 

Some tasks involved in this study employ consciousness-raising elements; 

therefore, it is necessary to define consciousness-raising, which has a long history. 

Schmidt (1990) provided a good review of consciousness-raising related to language 

learning; however, for a more practical look at this issue as it pertains to this research, 

Smith (1981) presented a more concise starting point for this topic. He used the term to 

refer to an explicit knowledge of grammar with some elaboration—a form focused 

paradigm. Ten years later (Smith, 1991, p. 120), he expanded on his conception of 

consciousness-raising because it was not clear what consciousness referred too. In 

clarifying, he proposed that his idea could be understood as input enhancement, where 

the focus was linguistic and not on internal processes. Fotos (1994, p. 325) developed the 

idea of consciousness-raising in SLA by focusing on a grammar point to be learned while 

engaging in meaning based use of the target language. Ellis (1997) defined a conscious-

raising activity as: 

a pedagogic activity where learners are provided with L2 data in some form and 

required to perform some operation on or with it, the purpose of which is to arrive  

at an explicit understanding of some linguistic property or properties of the target 

language (p. 160). 

In more recent years, Eckerth (2008) defined conscious-raising tasks as having two parts. 
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The first focuses on L2 reflection and on discovering the L2 form, meaning, and function. 

The second point is that the reflection be embedded in L2 communication (p. 122). 

From these definitions taken as a whole, some focus on the L2 form embedded in 

a meaningful discussion in the L2 seems to be the prevalent understanding of 

consciousness-raising in the SLA literature. Reflecting in such consciousness-raising 

activities could be considered mindful. For example, understanding the differences in the 

linguistic data in an activity could include (Langer, 1997) noticing novelty, making new 

categories, becoming alert to new distinctions, becoming aware of multiple perspectives. 

It certainly is a processing oriented activity. 

 

Good Language Learner, Learning Strategies, and Mindfulness 

The Good Language Learner is closely related to language learning strategies. 

Successful language learners tend to use language-learning strategies (Griffiths, 2015, p. 

428). In the beginning, the question was what the good learner did (Rubin, 1975, p. 42-

43). Rubin’s observed seven strategies to success. Thus, the idea of the good language 

learner literature sparked an interest in the study of L2 language learning strategies. 

What are language-learning strategies? Over the years, several definitions have 

emerged in the SLA literature (Chamot & Kupper, 1989, p. 13; Oxford, 1990, pp. 7-8; 

Rubin, 1975, p. 43). Oxford, more recently has stated that they are “the learner’s goal-

directed actions for improving language proficiency or achievement, completing a task, 

or making learning more efficient, more effective, and easier (Oxford, 2011, p. 167).” A 

simpler and more comprehensive definition is provided by Griffiths (2008, p. 87; 2013, p. 
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36). She defines learning strategies as consciously chosen activities for learning. 

There is some relationship between learning strategies and cognitive mindfulness. 

There are differences, but there are similarities. Learning strategies and cognitive 

mindfulness engage the learner because they are active. They are both conscious 

effortful-cognitive activities that lead to learning. However, learning strategies and 

mindfulness have different purposes. Fundamentally, cognitive mindfulness is about 

creating a mindset. Learning is a by-product of such an orientation. On the other hand, 

language-learning strategies are deliberate activities to learn language. There are 

strategies that have affective, cognitive, metacognitive, social, and compensatory 

components. Langer’s (1987) mindfulness focuses more on cognition. Mindfulness is 

broader because it goes beyond learning languages. Language learning strategies could be 

carried out mindlessly or mindfully. 

 

Reading Comprehension 

Reading comprehension, as employed in this study, was used to assess the 

effectiveness of mindfulness as an approach to learning. In this section, the components 

of reading comprehension, which were deemed important for developing of the 

mindfulness tasks, and for interpreting the results, are reviewed. First, Grabe’s (2009) 

review of reading comprehension research is presented. Second, a more recent meta-

analysis (Jeon & Yamashita, 2014) of L2 reading comprehension components is offered. 

In his book entitled Reading in a Second Language: Moving from Theory into 

Practice, Grabe (2009) reviewed over 20 years of reading comprehension research. In 
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this study, I have cited Grabe in attempt to highlight the reading comprehension 

components. Grabe emphasized that reading comprehension is a complex multifaceted 

process. Grabe divided the components of reading comprehension into two groups: 

lower-level processes and higher-level processes. The four lower-level processes include 

word recognition, syntactic parsing, semantic-proposition encoding, and working 

memory. Working memory is involved in the higher-order processes as well. Grabe 

stated that these lower-level processes are skills that become automatized. The higher-

level processes include a text-model for reader comprehension, a situation-model of 

reader interpretation, and a set of other reading skills that are discussed later. A brief 

review of each of the lower-level processes is introduced, followed by a look at the 

higher-order processes. 

The first lower-level process is word recognition. Grabe (2009) stated that most 

researchers in the field agree that rapid and automatic word recognition of a large 

vocabulary is necessary. Grabe divided word recognition into five subskills, which 

include orthographic processing, phonological processing, semantic and syntactic 

processing, morphological processing, and lexical access. The first subskill is 

orthographic processing, which concerns the “visual recognition of word forms” of a 

language (p. 24). The second subskill is phonological processing, which concerns 

phonological activation of words prior to lexical access. It is an important element in 

word recognition. The third subskill includes semantic and syntactic information as it 

pertains to word recognition. Grabe stated that, “all researchers agree that semantic and 

syntactic information becomes available after word recognition and is used for word-
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integration and comprehension process” (p. 25). Word associations and collocations play 

a role in semantic and syntactic subskills; however, semantic and syntactic processes are 

slower than orthographic and phonological processes. The fourth subskill of word 

recognition is morphological processes, which include prefix and suffix knowledge. 

Grabe stated that affixes are important for improving reading (p. 27). For word 

recognition, once the orthographic, phonological, semantic, syntactic, and morphological 

functions have been activated, the fifth subskill of lexical access is granted. 

The second lower-level processes are syntactic, though there is some overlap with 

the preceding word recognition skill. Grabe (2009) stated that syntactic parsing is a 

process that uses grammatical information that allows the reader to “access meaning 

information from words and sentence structure” (pp. 29-30). He listed determiners, word 

order, subordinate clauses, tense, modality and pronimal forms as syntactic components 

that combine to allow for reading comprehension. 

The third lower-level process is semantic-propositions encoding. Grabe (2009, pp. 

30-31) described this process as building clause level meaning from words and grammar 

information. Meanings are extracted from word recognition and syntactic parsing. These 

clausal meaning units of information consist of one underlying idea per clause and are the 

building blocks of text comprehension. 

The last lower-level process is working memory, which is a very big topic. It 

extends over both lower-level and higher-level processes. For the purpose of this study, 

Grabe (2009) described working memory that refers “to some mental place where 

information is kept active temporarily and can be rehearsed until it is used for some 
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mental process” (p. 33). It is part of the long-term memory network that is active 

temporarily. Once an immediate activity ends, the memory fades (p. 33). Grabe stated 

that working memory is important for fluent reading comprehension, and for the 

understanding the variation of individual reading abilities. 

Grabe (2009) proposed higher-level processes, which include a text-model for 

reader comprehension, a situation-model of reader interpretation, a set of reading skills 

that comprise strategies, goals, inferences, background knowledge, and comprehension 

monitoring. These are under the executive control mechanism in working memory, which 

dispenses attentional resources. 

The first higher-level process is a text-model for reading comprehension. 

Summarizing the operations in building this text model, Grabe (2009) stated that the steps 

include linkages into a network, overlapping elements, suppression of less important 

information, simple inferencing and summary restructuring (p. 42). 

The second higher-level (Grabe, 2009) process is a situation model of reader 

interpretation, which concerns what the reader brings to the reading. It includes an 

understanding of discourse structure from past experiences, the reader’s attitude toward 

the text, the author, the genre, and the emerging situation. These mental processes are 

“generated in response to the text, or an interpretation of the text” (p. 43). These are also 

carried out in working memory. 

The third higher-level (Grabe, 2009) concerns the executive control expressed in 

the working memory, which directs attentional processes. These include responding to 

reading goals, applying strategies, engaging metacognitive awareness and monitoring, 
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drawing on background knowledge, and supporting inferences for text evaluation; thus, 

the reading comprehension process is complex, and consists of many reading 

components. Grabe (2009) best summarized the entire reading comprehension process as 

follows: 

the role of executive-control mechanisms, combined with automatic processing 

abilities, together support the reader’s effort to create a text model of 

comprehension and a situation model of text interpretation. The complementary 

roles of the text model and the situation model, the various high-order processing 

skills under some degree of attentional control, along with the lower-level 

processes of word recognition, syntactic parsing, and proposition formation and 

integration, all highlight the complexity and efficiency of fluent reading-

comprehension processes (p. 56). 

In a more recent study, Jeon and Yamashita (2014) conducted a meta-analysis that 

examined the average correlations between passage level second language reading 

comprehension and 10 key reading component variables. They had two goals: quantify 

the observed magnitude of the relationship between L2 reading comprehension and ten 

correlates, and evaluate the influence of other variables that have been proposed in the 

literature to modulate the relationship between L2 reading comprehension and its key 

correlates. The meta-analysis included 58 studies, 67 independent samples, and 9,461 

participants across various L2 languages. Their results showed that the strongest 

components were grammar (r = .85) and vocabulary knowledge (r = .79). The mean 

correlations for the other L2 language variables included decoding (r = .56), phonological 
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awareness (r = .48), orthographic knowledge (r = .51), and morphological knowledge (r 

= .61). The mean correlations for general language constructs included working memory 

(r =. 42), metacognition (r = .32), and L1 reading comprehension (r = .50). Thus, the 

mean correlation for L2 language variables was larger than the general language 

constructs. Lastly, they showed that L2 listening comprehension had a strong correlation 

with L2 reading comprehension (r = .77), which was more than the correlation to L1 

reading (r = .50). 

Based on the results, Jeon and Yamashita (2014) argued that L2 reading 

comprehension was a second language problem, but that L1 issues could not be ignored. 

They suggested that L2 reading comprehension was determined by L2 language ability. 

They argued that while all these 10 components are key to L2 reading comprehension, 

grammar and vocabulary are the biggest predictors of L2 reading comprehension. 

When Grabe’s (2009) review and the Jeon and Yamashita (2014) meta-analysis 

are compared, it becomes apparent that the reading comprehension components are 

similar (see Table 3 for the comparison). 

 

Table 3. Comparison of Reading Comprehension Components 

Jeon & Yamashita (2014) Grabe (2009) 
L2 grammar Syntactic parsing, morphology 
L2 vocabulary Word recognition 
L2 decoding Word recognition: Orthography, syntax 
L2 phonology Word Recognition: Phonology 
L2 orthography Word Recognition: Orthography 
L2 morphology Word Recognition: Morphology 
Working memory Lower- and higher-level processes 
Metacognition Higher-level processes: Reading skills 
L1 reading comprehension L1 and L2 combined study 
L2 listening Not Included 
Note. L1 = First native language; L2 = Second language; Jeon & Yamashita  
(2014); Grabe (2009). 
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The reading dependent variable measure used in this study assesses reading 

comprehension after a mindfulness independent variable intervention. The studies cited 

(Grabe, 2009; Jeon & Yamashita, 2014) confirmed the prime importance of grammar and 

vocabulary knowledge, in addition to other components on reading comprehension. In the 

tasks, the necessary vocabulary and grammar knowledge have been simplified, and the 

purpose of the reading task was to develop fluency. It is hoped that the participants can 

focus on the mindfulness intervention without the distraction of difficult reading because 

of the simplified vocabulary and grammar. 

Lastly, several traditional L1 cognitive based indices are used in this study to 

assess text readability. These include the Kincaid Reading Ease and Flesch-Kincaid 

Readability, Gunning-Fox, Coleman-Liau and SMOG indices (Readability-Score, 2016). 

Carrell (1987) noted that there were several concerns about using L1 readability indices 

for L2 learners. First, the learner characteristics such as age, education, and language 

differences should be taken into account. Second, there should be consideration for 

syntactic complexity, rhetorical organization, and propositional density. Brown (1998) 

expressed concern about using L1 readability indices citing problems with word 

frequency, type of passage, extra-textual content like diagrams, and the existence of loan 

words. Because of these concerns, Cobb’s (2016) VocabProfile software, which is used 

with L2 learners, was employed to supplement the L1 readability indices. Second 

language vocabulary research by Laufer and Nation (1995) provided theoretical support 

for the use of the VocabProfile (Cobb, 2016). The VocaProfile (Cobb, 2016) analyzes 

texts based on the word frequency level. The analysis of a text is divided into four parts, 
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which includes the first and second 1,000 frequently used words in English based on 

various corpora, the academic words in English, and the remaining words. The score 

reliably assesses two texts by the same learner provided that the genre is the same. The 

analysis also includes the number of words in a text (tokens), different words (types), a 

type/token ratio, tokens per type, lexical density (content words/total), word families, 

function words and content words for each text analysis. These functions of the 

VocabProfile (Cobb, 2016) make up for some of the deficiencies in the L1 readability 

indices. 

 

Vocabulary 

Vocabulary Learning 

In the previous section on reading comprehension, vocabulary knowledge was 

shown to be an important predictor of L2 reading comprehension (Grabe, 2009; Jeon & 

Yamashita, 2014). In this study, the vocabulary dependent variable measure assesses 

vocabulary knowledge after a mindfulness intervention. In this section, a brief overview 

on vocabulary acquisition is given in the context of this study. 

Schmitt (2008) outlined in a review of the research, what it meant to learn a word, 

and the vocabulary learning process. There are several components to learning a word. In 

addition to the most essential form-meaning link, there are spoken, and written elements 

to knowing a word. There are associations, collocations, concepts, grammatical functions, 

and constraints involved in knowing a word (Nation, 2013; Schmitt, 2008). Because the 

knowledge base is multifaceted, the process of learning is also multidimensional. Schmitt 
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(2008) stated, 

this implies that different teaching approaches may be appropriate at different 

stages of acquisition of an item. At the beginning, an explicit approach which 

focuses directly on establishing the form-meaning link can be most effective,  

while later, the exposure approach can be most beneficial in enhancing contextual 

knowledge (p. 334). 

Thus, the first form-meaning link, which is important, can be learned quickly and 

efficiently through explicit learning (Elgort, 2011; Hulstijin, 2003), but to encourage 

more depth in word knowledge, a repeated incremental exposure process in different 

contexts is necessary to develop word knowledge more fully (Elgort, 2011; Schmitt, 

2008). The mindfulness tasks in this study are not explicit vocabulary learning activities. 

The mindfulness intervention is an activity that uses the vocabulary in the task. There is 

direct involvement of these words in the task, the students are not studying or 

memorizing the vocabulary for the purpose of the mindfulness task. 

 

Vocabulary Assessment 

Research in various aspects of second language vocabulary testing has been 

plentiful (see Read 2007 and 2013 for reviews). Most of the research has been focused on 

general L2 vocabulary knowledge and size (Schmitt, Schmitt & Chapman, 2001; Read 

1998) looking at breadth versus depth, and receptive versus productive, among other 

dimensions. In this study, a yes/no vocabulary pretest and a cloze vocabulary posttest 

have been employed. Therefore, in this section, an attempt to briefly review yes/no and 
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cloze vocabulary test formats is given. 

This study employs a version of the yes/no format to assess pre-vocabulary 

knowledge. The yes/no format was suggested by Meara and Buxton (1987) as an 

alternative vocabulary testing measure. It was designed to assess the size of passive 

vocabulary knowledge of foreign language learners (Huibregtse & Meara, 2002, p. 239). 

Since then, a number of studies have attempted to validate the format as way to test for 

vocabulary size and placement (Harrington & Carey, 2009; Harsch & Hartig, 2016; 

Huibregtse & Meara, 2002; Mochida & Harrington, 2006). The yes/no format requires 

pseudo words to be added with the regular words to control for overestimation of 

knowledge and or guessing. There are studies that report issues with false-alarms, or 

‘yes’ responses to pseudo words (Cameron, 2002; Eyckmans, 2004; Eyckmans, Van de 

Velde, van Hout, & Vermeer, 2007). 

Harrington and Carey (2009) conducted a study to assess the yes/no test format as 

a tool for placement into a university program for foreign language students, and to 

assess yes/no response time as a predicative measure for placement purposes at the 

university. There were 88 participants ranging from 19 to 33 years of age. Participants 

came from Korea (32) and Japan (18), with the remainder from 14 different first 

languages. The university administered a listening and grammar test, a written essay, and 

oral interview. 

Vocabulary (Harrington & Carey, 2009) was taken from two sets of vocabulary: a 

general vocabulary list and a program vocabulary list. The general vocabulary list was 

drawn from the frequency bands of the Vocabulary Levels Test (Schmitt et al. 2001), and 
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as a comparison to those general vocabulary, words on the program vocabulary list were 

also taken from course books used at the university. Pseudo words were also added to 

both lists. Thus, there were two sets of words and pseudo words. To calculate for the 

overall yes/no test accuracy, a correction for guessing formula was employed. The 

proportion of ‘yes’ responses to words (hits) is calculated by subtracting the proportion of 

‘yes’ responses to pseudo words (false hits). Reaction time was calculated for correct 

responses. The participants were administered this yes/no test online. The results showed 

that the reliability of the two vocabulary tests based on the two sets of words were highly 

reliable: the general vocabulary list had Cronbach alpha coefficient of .94, while the 

program list was .95. Similarly, the Cronbach coefficients for the pseudo words were .85 

and .86 respectively. The results from a combination of both vocabulary lists showed an 

increase in yes/no accuracy across five placement levels (beginner, elementary, lower 

intermediate, upper intermediate, advanced). The lowest was for beginners (M = 23) and 

highest for advanced (M = 67). Mean performance for the program vocabulary list (60% 

corrected score) was superior to the general vocabulary list (44% corrected score), which 

was significant, t(85) = 10.55, p = .000. Error rates varied over the five placement levels. 

The highest was 25% for beginners and lowest was 10% for advanced. The overall mean 

rate was 17%. A Kruskal-Wallis one-way analysis for the yes/no test accuracy scores, 

listening and grammar placement scores were compared. However, for discriminating 

between placement levels, the university placement tests of grammar, and listening were 

better overall than the yes/no tests. The combined yes/no, chi-square = 35.99, p = .00; 

listening, chi-square = 46.99, p = .00; grammar, chi-square = 55.68, p = .00. It was 
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expected that the university placement tests would be more sensitive, as they have been 

developed and modified. The mean response time for the yes/no tests decreased, with the 

fastest for the advanced level and lowest for beginners. 

Harrington and Carey (2009) stated that their aim was to compare the 

effectiveness of the yes/no test measures with the placement battery currently used. The 

results above showed that the accuracy results approximated the Milton listening and 

grammar results as discriminators of placement levels (p. 621). However, the response 

time was less sensitive to differences between levels. 

In this study, pseudo words were not used because this study is not assessing 

vocabulary size or level with a large group of words for placement. There are only 20 

words assessed before each task. However, to control for guessing or overestimation of 

knowledge in this study, a Japanese translation of the English word was required if the 

student responded that they did know the word. 

Chapelle and Abraham (1990) reported on variations in cloze procedures and how 

they affect outcome measures. In a cloze test, some information is deleted in a passage, 

which must be filled in by the test taker (p. 121). There are various types of cloze tests. 

Chapelle and Abraham looked at four different procedures: fixed-ratio, rational, multiple 

choice, and c-test. A fixed-ratio cloze test “is constructed by deleting words according to 

a fixed pattern (e.g., every seventh word)” (p. 122). A rational cloze test “allows the test 

developer control over the types of words deleted, and thus the language traits measured” 

(p. 122). A multiple-choice cloze test “is constructed by altering the mode of expected 

response, having the student not construct an answer to fill in a blank but simply select 
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the correct word from choices given” (p. 122). Lastly, a C-test “specifies that deletions 

are made on the second half of every other word in a short segment of text” (p. 122). 

In the Chapelle and Abraham (1990) study, there were 201 nonnative participants 

from a variety of language backgrounds, who had obtained at least 500 on the TOEFL. 

Using the same single text adapted from an academic article take from the magazine 

Scientific American, they created four cloze tests. The article was intended for a general 

audience. The fixed-ration test was constructed by deleting every 11th word (p. 129). The 

rational cloze test, instead of chance fixed deletions, made deliberate deletions. The 

deliberate items had identifiable clues in the passage (p. 129). However, the same number 

of words was deleted. The multiple-choice cloze test had the same number of words 

deleted, but for each blank, alternatives choices were presented. On the C-test, the second 

half of every second word within a passage was deleted for a total of fifteen deletions. All 

the students took the Iowa State University English Placement test (EPT), which included 

listening, reading and vocabulary multiple-choice questions. The students were divided 

into four cloze test groups. An ANOVA was used to verify the group similarities. There 

were no significant group differences. The students also wrote an essay, which was rated 

by two EFL instructors. 

Chapelle and Abrahms (1990) first asked how the difficulty of the four types of 

cloze-tests compares. The results from the ANOVA Scheffé follow-up showed that 

comparing the tests’ percentages’ scores, the differences among mean scores in order of 

difficulty were: fixed-ratio, x� = 41.7% most difficult, followed by rational x�= 50.9%, C-

test, x� = 61.8% and the easiest was multiple choice, x�= 83.3, F = 79.3, p < .001. They 
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next asked how the reliabilities of the four tests compare. The results indicated that the 

differences among reliabilities were not great: fixed-ratio, KR-20 = .76; rational, KR-20 

= .80; multiple-choice, KR-20 = .76; C-test, KR-20 = .81. Their last question asked how 

the convergent and discriminant correlations of the four tests compare. The result showed 

fixed-ratio cloze test had highest correlations with writing, r = .62; followed by 

vocabulary, r = .49; reading, r = .38; and listening, r = .30. The rational cloze test had 

highest correlation with reading, r = .77; followed by vocabulary, r = .70; writing, r = 

.66; and listening, r = .33. The multiple-choice cloze test had highest correlations with 

reading, r = .86; followed by writing, r = .43; listening, r = .37; vocabulary, r = .18. 

Finally, C-test had a highest correlation with vocabulary, r = .84; followed by writing, r = 

.64; reading, r = .60, and listening, r = .47. 

Chapelle and Abraham (1990) noted that the fixed-ratio cloze test was the most 

difficult and the multiple-choice cloze test was the easiest method, but these differences 

were not large enough to affect reliability, though the reliabilities were adequate. The 

fixed-ratio was more related to writing, but not the other skills. The multiple-choice cloze 

was strongly related to reading. The C-test was strongly correlated with vocabulary. 

Overall, the rational-cloze test had the highest correlations. The authors stated that 

“analysis of items by the amount of content needed to complete the blanks does not 

account for test differences” (p. 140) since the number was the same. They stated that 

other explanations were needed. 

In this study, the vocabulary posttests combine cloze-elements of the rational and 

multiple-choice variations discussed in Chapelle and Abraham (1990). The chosen words 
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(rational cloze) were deleted from English sentences that define the words. In addition, 

there is a box from which students can choose (multiple-choice) which words to insert in 

the deletion. The rational cloze test had a moderate correlation with vocabulary. 

Surprisingly, the multiple-choice cloze test had a poor correlation with vocabulary. 

In summary, the cloze test showed some promise, especially for the rational 

cloze-method in terms of vocabulary as a posttest in this study. The yes/no test, while not 

perfect, provides an approximation. With the added Japanese translation as evidence, it 

might serve the needs of a pretest in vocabulary. 

 

Interest 

Learning and Interest 

Hidi (1990), in one of her early reviews on the relationship between interest and 

learning, provided evidence showing the facilitative affects of interest on learning, 

especially in relation to text-based material (p. 599). Krapp (1999) also demonstrated the 

connection between interest and learning, especially on the quality of learning (p. 28, 32). 

The facilitative nature of interest on learning gives credence to Langer’s assertion that 

mindfulness, which might lead to interest, would then facilitate learning. 

Hidi (2006) defined interest as, “a unique motivational variable, as well as a 

psychological state that occurs during interactions between persons and their objects of 

interest, and is characterized by increase attention, concentration and affect. The term 

interest also refers to a relatively enduring predisposition to re-engage with particular 

content” (p. 70). Thus, as understood by this definition, interest has three components: 
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motivation, a state developed through interactions, and it is an enduring predisposition. 

However, psychological states are usually seen as temporary and traits are understood as 

enduring in the psychological literature on personality. Hidi explained that within 

interest, repeated interested engagements could produce a psychological state of interest, 

which then can lead to the development of a predisposition of interest (p. 70). Thus, for 

her, interest starts out as a temporary state, but after recurring exposures, interest can 

become an enduring trait, or an enduring predisposition. Table 4 illustrates the proposed 

four-phase model by Hidi and Renninger (2006, pp. 114-116). 

 
Table 4. Stages of Interest 

Stages of interest Explanation 

Triggered Situational Interest This is a temporary state that results in short-term 
changes in affect and cognition. It is triggered externally. 

Maintained Situational Interest This is also a state, but it involves focused attention 
and persistence over more time. This is also triggered 
externally. 
 

Emerging Individual Interest This is a state, but it is also the beginning phase of a 
more stable predisposition. There is a desire to seek 
repeated exposure. This is becoming more self-
generating, although external stimulation is still 
important. 
 

Well-developed Individual 
Interest 

This is a state and predisposition. This is because at 
any time, this interest could regress back. However, it is 
more enduring, and looks more like a trait. This is even 
more self-generating. 

Note. Hidi & Renninger (2006). 

 

Hidi and Renninger (2006) also pointed out there are differences between interest 

and the general motivation literature. First, interest has both affective and cognitive 

components as separate, but interacting systems. Hidi (2006) stated that most theories on 



 

  

77 

motivation are based within a cognitive framework that focuses on individual thoughts, 

evaluations and beliefs. Moreover, motivational theories look at affect as outcomes rather 

than mediators. Basically, affect is an inherent part of interest, which sets it apart from 

motivational constructs, which have affect as an outcome of cognitive processes (Hidi, 

2006). Second, interest is the result of an interaction between a person and a particular 

content (Hidi & Renninger, 2006, p. 112). The benefits or outcomes of interest, according 

to Hidi, are attention, concentration, and positive affect. Therefore, she clarified that 

unlike motivation, which focuses on cognition, interest is a combination of cognitive and 

affective components (p. 71). 

Therefore, as these definitions (Hidi & Renninger, 2006; Hidi, 2006) indicate 

interest can start as an emotion, which is a temporary state. However, as it is fostered, it 

can develop into a more enduring trait, and as the cognitive component grows, the 

affective element can decrease. Thus, Hidi’s construct of interest is dynamic and overlaps 

with some cognitive theories on motivation in the later phases of interest development. 

Another significant point is that interest has been studied and approached in 

different ways, which makes it difficult to measure. For example, interest has been 

measured in terms of liking, value and feeling valences, positive feelings, stored 

knowledge and value, and repeated engagement (Hidi & Renninger, 2006, p. 120). 

Among these terms, liking comes close to what Langer refers to in her work, although 

Langer does not offer any clear definition. Langer discusses interest (Levy, Jennings & 

Langer, 2001), in terms of liking and pleasing. 

Another issue that comes up in the psychological literature (Bornstein, 1989) 
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concerns the link with liking and familiarity. This link is called the exposure effect, which 

is a robust, reliable phenomenon (p. 278). The idea behind the exposure effect is that 

unreinforced exposure promotes an increased liking for a stimulus. In brief, familiarity 

produces liking (p. 265). This is contrary to Langer’s (1997) view, which states that 

novelty, and not familiarity, leads to increased liking and mindfulness. 

In summary, based on this four-phase model provided by Hidi and colleagues 

(Hidi & Renninger, 2006), Langer’s operationalization of interest aligns more readily 

with temporary situational stage of interest because most of Langer’s research is based on 

short-term results. However, there are various definitions of interest as a construct within 

the field. What does Langer mean by interest? Is it liking? If so, how can the exposure 

effect and familiarity be explained in contrast to novelty? Although there are similarities 

between Hidi’s construct of interest (Hidi & Renninger, 2006), and Langer’s use of 

interest or liking, there are contrasts too (Langer, 1989, 1997). 

 

Interest and Other Related Concepts 

As was indicated in the previous section, interest is complex. Many terms such as 

pleasantness and liking are linked to interest. In this section, these additional aspects are 

explored and their relationships to mindfulness are considered. 

Turner and Silvia (2006) found that a high level of pleasantness (liking) was not 

necessary for interest (p. 673). They showed how people could be interested in disturbing 

things, yet not like them. Conversely, people could like things that were not interesting. 

For example, people can be interested in disturbing, morbid, macabre and unpleasant 
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events (p. 670). Therefore, it can be argued that the concept of pleasantness is perhaps 

closer to what Langer means by interest. 

Iran-Nejad (1987) further showed a clear distinction between interest and liking. 

In his study that focused on stories with surprise endings, one group had unresolved 

surprise endings, and the other group had resolved surprise endings. In all the endings, 

what happened to the main character was revealed. For example, the person lived or died 

in the end. However, unresolved meant that the details of why, how by whom were 

unclear. The resolved endings answered these questions clearly. 

Iran-Nejad (1987) also investigated how much the participants were surprised by 

the endings of these stories. In other words, the degree of surprise was tested. For 

example, this included foreshadowing of a potentially dangerous situation in the end for 

the main character. This was tested by including low-, mid-, and high-surprise endings. A 

high-surprise ending did not contain any information that might signal how the story 

might end. The mid-surprise included some implicit hints of the ending. The low-surprise 

included explicit hints of the ending. The participants found the resolved endings more 

interesting, than the unresolved endings. The degree of surprise did not influence interest. 

Thus, his research demonstrated that by knowing all the details concerning the surprise 

ending, not by the degree of surprise, interest was generated. Furthermore, two types of 

stories were used. A good-ending story ended with the main character as the hero, while 

the bad-ending story ended with the main character as the villain. Iran-Nejad showed that 

outcome valence, defined here as a good or bad ending, aroused liking. Liking was not 

influenced by the surprise ending. For Iran-Nejad, interest is more related to cognition, 
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and comes from the degree of intellectual activity, whereas liking comes from affect, and 

is emotional (p. 128). When trying to compare Iran-Nejad’s distinction to Langer’s 

(1989) work it becomes apparent that when she uses the term interest, she is talking about 

liking, which is similar to the concept of pleasantness discussed in the preceding article 

by Turner and Silvia (2006). 

For this study, the short-term mindfulness tasks, can potentially engender Hidi’s 

(2006) temporary situational state of interest. However, mindfulness is a cognitively 

effortful (Langer, 1989, 1997). Iran-Nejad (1987) showed interest correlating more with 

cognition than affect. Thus, Langer’s (1997) use of the term liking is problematic. 

 

Gaps in the Literature 

The literature review has provided a background to the conception of cognitive 

mindfulness. Overlapping ideas were discussed, and aspects concerning mindful tasks 

were explored. This research covers new terrain in SLA from a variety of standpoints. 

First, few researchers have investigated cognitive mindfulness in SLA. There 

have been some discussion (Houston & Turner, 2007), but no studies from the cognitive 

side of mindfulness. There have been some studies in the meditative branch of 

mindfulness in relation to second language learning (Khany & Kafshgar, 2013). 

However, there is still a dearth of knowledge in this field. Therefore, it is hoped that this 

study can open the way to further investigation of the topic. 

Second, there have been few studies examining motivation in terms of the concept 

of interest in the field of SLA. Tin (2013) has done a self-report study in interest with 
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ESL students in New Zealand. Wisniewska (2013) looked at interest in an EFL setting of 

Poland. Still, studies have been sparse in second language acquisition literature. 

Moreover, no SLA researchers have looked at interest in terms of cognitive mindfulness. 

Third, no researchers have looked at mindfulness in an educational context in 

Japan. Researchers have looked at meditative mindfulness in a clinical setting in Japan 

(Rasmussen, 2016; Sugiura, 2010; Sugiura, Sato, Ito, & Murakami, 2012). No researchers 

have examined mindfulness in an educational setting in Japan. Furthermore, no 

researchers have explored the idea that any kind of mindfulness might have different 

implications within semi-compulsory educational environment. 

This study, therefore, addresses these gaps by employing mindfulness, a model 

and theory proposed by Ellen Langer (Langer, 1989, 1997, 2005, 2009). She has 

proposed that mindfulness leads to more interest or liking (Carson & Langer, 2006, p. 40; 

Grant et al., 2004, p. 40; Langer & Moldoveanu, 2000, p. 135; Levy, Jennings, & Langer, 

2001, pp. 191-192). The claim made is that mindfulness creates greater cognitive 

flexibility (Brown & Langer, 1990, p. 314; Langer, 2000, p. 220), which engages students 

more deeply in their study, thus leading to more interest, which might indirectly lead to 

better educational process outcomes. 

This study uses learning tasks designed to engender this state of mindfulness. It is 

hoped that such tasks, given nine times over an academic year, enable the students to 

gradually shift their perspectives and attitude. Through such an approach, it is desired 

that the participants become more fully involved in the process of learning and that this 

involvement leads to positive process-oriented outcomes. If the students do become more 
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engaged in the learning tasks, through the way they are administered and designed, and 

they are encouraged to view learning through a different mindset, there is reason to 

suppose that this results in more interest and better performance outcomes. 

Pedagogically, when these factors are taken into consideration, the possible ramifications 

of this study could lead to a reconsideration of approaches taken in EFL/ESL classrooms, 

particularly those where students are uninterested in the material or subject. This study 

aims to test the construct of mindfulness to see if it is applicable to EFL classrooms in 

Japanese high schools. 

It is hoped that these gaps can be bridged through this study, and that further 

research can expand the topic in even greater depth from a variety of angles that can be of 

benefit to educational institutions in Japan. 

 

Research Hypotheses 

Motivation and lack of exposure to English are issues in Japanese EFL high 

school classes. It is hoped that cognitive mindfulness helps students regulate their 

precious study time, returning meaning and joy to their study. Mindfulness and 

motivational issues can be viewed from another perspective. This makes this research 

important in the field of SLA. 

Hypothesis 1. The mindfulness tasks will improve performance on reading 

comprehension questions in the short-term and vocabulary knowledge in both the short-

term and long-term. 

Hypothesis 2. Interest will increase in tandem with an increase in mindfulness. In 
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contrast, interest will either remain the same or decrease in tandem with a lack of 

mindfulness. 

Hypothesis 3. The mindfulness tasks will have a positive influence on underachieving 

high school students by improving their proficiency. 
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CHAPTER 3 

METHODS 

 

The objective of this chapter is to describe the methodological approach used in 

this study, the participants, the instrumentation and procedures employed for data 

collection, and the analytical approach used to answer the research hypotheses. 

 

Research Participants 

Seventy-nine students participated in this study (45 female and 34 male students) 

from a convenience sample. All participants are second year Japanese high students who 

are about 16-17 years old. Joyful High School is a private institution that is part of a 

system of education that includes several kindergartens, two elementary schools, two 

junior high schools, two high schools, one junior college and two universities. About 

30% of the students at Joyful High School come from other regions in Japan and live 

within the school dormitories. The remaining student body commutes from within the 

urban region. However, the region is quite big, so it is not unusual that commuting time 

can be from one to two hours each way. The high school had a prefectural hensachi 

(standard deviation in academic abilities) ranking of 70 in 2015. Munezane (2014) 

explained that, “hensachi scores are percentile scores, which represent how a given score 

relates to the score of the population, through indicating the distance between a given 

score and the mean in standard deviation units” (p. 76). These scores are published by 

cram school-chains, and their rankings lend to the prestige of the school. The students 
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were assigned to various classes based on their year in school. No official English 

language placement tests were administered. 

Informed consent to conduct this study was obtained from the principal of the 

high school. The head of the English department was informed of this study. All English 

teachers directly involved with these participants were informed. All the participants 

were protected during all stages of this research. The subject matter in the intervention 

matched the regular classroom content. The week-by-week curriculum and schedule were 

the same for the treatment and comparison conditions. The vocabulary and reading 

assessments used for grading were the same. The duration of class time dedicated to the 

activities were the same. The mindfulness and interest surveys were the same. The only 

difference was the enhanced element of mindfulness (see Appendices B through L). 

 

Instrumentation 

There were four dependent variables: Mindfulness Questionnaire, interest 

questionnaires, reading comprehension, and English vocabulary questions. The 

independent variable was the mindfulness tasks. First, the mindfulness questionnaire and 

interest questionnaires are explained. Second, the vocabulary and reading comprehension 

measurements are discussed. Third, the vocabulary and reading mindfulness tasks are 

introduced. 
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Mindfulness Questionnaire 

The origin of the current mindfulness questionnaire (see Appendix A) used in this 

study was formulated in the original theoretical six-factor construct proposed by Langer 

and her colleagues (Langer, 1989, 1997; Langer & Moldoveanu, 2000). These factors 

included: ONT (Openness to Novel Things), MNC (Making New Categories), STC 

(Sensitivity to Context), ADA (Alertness to Distinctions & Analogies), AMP (Awareness 

of Multiple Perspectives), and PO (Process Orientation) (Langer, 1997 p. 23). From this 

framework, a pool of items was created, and a new six-factor model was proposed for 

this self-report instrument. 

Although Langer and her colleagues (Pirson, Langer, Bodner, & Zilcha, 2012) 

had proposed a 14-item four-factor structure survey called the Langer Mindfulness Scale 

(LMS14), which included novelty seeking, novelty producing, flexibility and 

engagement, the four-factor structure was not tenable (Pirson et al., 2012); instead, a 

valid and reliable three-factor structure emerged, which included novelty seeking, novelty 

producing, and engagement. 

There were two reasons for employing the mindfulness questionnaire designed in 

this study (see Appendix A). First, research on the mindfulness questionnaire used in this 

study began before the release of the updated LMS14. The reliability and validity issues 

from the first iteration of the Langer scale were known (Bodner & Langer, 2001). 

Second, Langer and her colleagues produced a questionnaire (Pirson et al., 2012) that did 

not encompass the original six-factor theoretical construct in their survey design. 

Therefore, it was felt that a survey designed from the original theoretical construct that 
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purported to encompass cognitive mindfulness would be a better test of the cognitive 

mindfulness theory. 

The questionnaire items were originally created in English. A bilingual Japanese 

male high school student was asked to make a translation with the instructions that the 

questions be easily understandable so that even elementary school students could 

understand the concepts. The big concern was not the actual translations, but the ideas, 

which would be new to the students. 

A Japanese bilingual university instructor offered advice to potential problems in 

wording or concepts that Japanese high school students might have. Furthermore, four 

high school students were asked to read the questionnaire, and point out any possible 

areas of potential confusion or misunderstandings. From these discussions, 75 items were 

reduced to 62. Then, a pilot study was conducted in 2014 at the same high school. There 

were 77 second-year Japanese high school students from a convenience sample who 

participated in the survey (45 female and 32 male students). Five additional items were 

deleted at this time because participants reacted unusually to wording of the items. The 

62 items were narrowed down to 57 items. In this study, the current preliminary analysis 

indicated that one more item should be deleted, leaving 56 items. The result provided that 

each of the six factors would have at least 8 items, with a maximum of 10 items. 

In terms of responses to Likert scales, it is common for Japanese students to avoid 

extremes in expressing their opinions. Therefore, Japanese students usually respond in 

the middle if given the chance. To avoid this temptation, a middle response was 

eliminated. The Likert scale was presented in this way in Japanese only, though the 
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questions appeared in both English and Japanese. 

I completely don’t think so 全くそう思わない [Mattaku sō omowanai] 

I don’t think so  そう思わない [Sō omowanai] 

I slightly don’t think so あまりそう思わない [Amari sō omowanai] 

I slightly think so  いくらかそう思う [Ikura sō omou] 

I think so   そう思う[Sō omou] 

I completely think so.   全くそう思う[Mattaku sō omou] 

Furthermore, four-point Likert scales produce less precise measurements because there 

are fewer thresholds in the scale. For these reasons, it was decided that the six-point 

Likert scale would be used. 

 

Interest Questionnaire 

 

The interest questionnaires in this study are employed in the nine reading and 

vocabulary tasks to investigate increases in interest from the mindfulness tasks. Because 

the content of these questionnaires varies slightly depending on each of the nine 

mindfulness tasks, they can be found in the appendices under each individual task (see 

Appendices B through J). 

I wrote the interest questions based on research found in Ainley, Hidi, and 

Berndorff (2002), who stated that individual interest involves knowledge and values. 

There were three main interest items for each task. In addition, a fourth open-ended item 

at the end of the task asked for the students’ impression or feedback regarding the tasks. 



 

  

89 

Pre-questions were phrased as, How much do you know about…? in order to focus on the 

knowledge of the content of the task. The post-questionnaire items were a past tense 

variation, How much did you know about…? For value, a pre-question would be, How 

important will this be…? and a post-question, How important was this…? Pre-interest 

was addressed with this type of question: How interesting do you expect this…? and post-

interest, How interesting was…? These questions were answered, using a 4-point Likert 

scale: 0 = Not at all, 1 = Not so much, 2 = A little, 3 = Very much or some variation 

depending on the task. 

 

Vocabulary Assessment 

The vocabulary measurements were designed to measure vocabulary growth after 

each of the four vocabulary tasks in order to determine the influence of the mindfulness 

intervention on vocabulary performance (see Appendices G, H, I, and J). The pre- and 

immediate vocabulary tests measured growth on 20 words before and after each task. The 

delayed vocabulary posttests were end-term tests in which all the vocabulary learned in 

three months in the autumn term and two months in the winter term was combined. 

The pretests measured knowledge of the words in a yes/no self-report format. The 

pre-vocabulary test items asked the students if they knew the word was not sure they 

knew the word, or they absolutely did not know the word (see Huibregtse, Admiraal, & 

Meara, [2002] for further justification). This format was used so that students would not 

be primed of the meaning of the words that they would be tested on after the task. There 

is an issue of honesty in self-report assessments. Some researchers circumvent this by 
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adding nonsense words. Therefore, to ascertain the student’s true knowledge, if they 

answered affirmatively, they had to provide a Japanese translation of the English word to 

confirm their understanding. To alleviate further concerns about the difference between 

the pre- and posttests, two additional groups of about 30 second-year students each took 

the vocabulary tests, as did the participants. These students were not involved with the 

mindfulness program. They did not participate in either the treatment or comparison 

groups. The purpose of this testing was to ascertain how much the typical second year 

students would have known about this vocabulary as a way to offset possible criticisms 

between the pre- and posttests of the original groups. 

The immediate (see Appendices G, H, I and J) and delayed vocabulary (see 

Appendix K and L) posttests have a similar cloze-test type format. English definition 

sentences were taken from their vocabulary textbook. These definition sentences explain 

the meaning of the word. For example, ______ means to take action to make money. 

There were 20 words in the box on the immediate posttest and more on the delayed 

posttest that varied depending on how many weeks were covered in a term. In the 

example, students would choose work from the vocabulary items. Because the definition 

sentences were in English, it can be argued that some students probably did not 

understand the sentences. However, the students were trained and had become 

accustomed to memorizing English definitions of the words using such sentences, so this 

did not pose a problem. 

 



 

  

91 

Reading Comprehension Assessment 

Participants answered reading comprehension questions provided by the reading 

fluency textbook (Nation & Malarcher, 2007) to confirm basic understanding. The 

purpose of these questions was to ascertain the influence of the mindfulness tasks on 

reading comprehension. In four of the reading tasks, the participants answered five 

comprehension questions from the Nation and Malarcher fluency textbook. These 

questions would typically start with general meaning, then details, to more in depth kinds 

of questions. However, in the first reading task, the participants answered twelve reading 

comprehension questions after the mindful task, based on guidance suggested in Burrows 

(2012). These questions became increasingly more difficult. 

• the topic of a paragraph embedded in a reading passage (one item) 

• the topic of the entire reading passage (one item) 

• the main idea of a paragraph embedded in a reading passage (one item) 

• the main idea of the entire reading passage (one item) 

• the meanings of certain vocabulary terms that are meant to be inferred from 

contextual clues in the passage (two items) 

• the meanings of certain vocabulary terms that are meant to be inferred from 

breaking these vocabulary terms into their component parts (i.e., suffixes and 

prefixes) (two items) 

• what will be written in the paragraph following the reading passage (prediction) 

(one item) 

• underlying, unstated information that must be inferred from contextual clues in 
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the passage. (three items) (p. 102) 

The responses were scored as correct if they were proper and complete. 

 

Mindfulness Tasks: Vocabulary 

In this section, the four vocabulary tasks used in this study are discussed. The 

purpose of these vocabulary tasks was to invoke mindfulness. The task designs were 

based on concepts found within Langer’s research. The vocabulary tasks were chosen as 

the medium for mindfulness because the curriculum already included a required 

vocabulary element. The only change was the mindful pedagogic focus that the treatment 

group received. It was less intrusive to add the mindfulness pedagogy to the pre-existing 

curriculum than to change the content of the class in the treatment condition. The 

comparison condition received the usual instruction. The vocabulary content between the 

treatment and comparison conditions was the same. The pedagogy was different. In this 

section, there is a discussion on the individual tasks with a focus on the mindfulness 

pedagogy. The comparison group received the textbook drills. The textbook drills 

(Nation, 2009) involved studying the vocabulary one by one, cloze exercises, matching 

exercises, and reading a story with the vocabulary followed by comprehension questions. 

 

Humanizing words. The purpose of this task (see Appendix G) was to engender 

mindfulness. The treatment group was asked to imagine that each word had a problem—

that was to humanize or personify the words so that they would imagine that they had 

feelings and sufferings. In this research, the mind-set perspective of the participants on 
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the words was altered. They were forced to see the words in a new light—as human 

beings. This novel approach was chosen because it provides an alternative perspective to 

learning. Novelty and multiple perspectives feature prominently in the cognitive 

mindfulness construct. Carson et al. (2001) mentioned that, “varying perspectives from 

which a potential learning stimulus is viewed enhances memory for both the individual 

parts of the stimulus and for the ‘big picture.’ Varying perspective is one way to achieve 

a mindful approach to learning” (p. 188). The comparison group did the usual study of 

vocabulary and did the drills and read the story in the textbook that used the vocabulary. 

 

Noticing. This vocabulary task (see Appendix H) was designed to encourage 

mindfulness by noticing small subtle differences. The treatment group was asked to 

compare the textbook version of the definitions of the 20 words with a handout of the 

same definitions, except that the handout was different in some subtle ways. For example, 

sometimes in the textbook, the original word indicated that it was an adjective. In the 

handout, it was indicated as an adverb. Alterations were focused on the small print 

portions of the text that might typically be ignored. The participants were asked to find as 

many of these differences as possible, individually. The comparison group was asked to 

do a common activity used studying vocabulary. They worked with a partner using 

vocabulary cards, and practiced testing each other on the meaning of the vocabulary 

words orally and aurally. They also did the drills and read the story in the textbook that 

used the vocabulary. 

The rationale for this task design came from a task used in Langer, Djikic, Pirson, 
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Madenci, and Donohue (2010). They reversed the letters on an eye chart (bottom letters 

to the top) or shifted the letters (letters found in the middle shifted to the top) on an eye 

chart. Usually, the top letters are bigger, and the bottom letters get smaller. In the Langer 

et al. study (2010), when compared to the regular eye chart, participants noticed letters 

they could not see before (that are usually placed in the lower part of the chart, but this 

time, they were placed toward the top, although their size was still small) in the 

manipulated eye chart. Although Langer et al. (2010) looked at visual acuity, it was 

hoped that the participants, by comparing the usual textbook vocabulary page (a regular 

eye-chart) with the treatment vocabulary page (manipulated eye-chart), they would notice 

small differences, which would lead to more engagement and more enjoyment. This 

coalesces with Langer’s definition of mindfulness, in particular with noticing novelty, 

being present, being alert to distinctions, and overcoming mindsets. 

 

Beauty of words. To encourage mindfulness, in this vocabulary task (see 

Appendix I), the treatment group was asked to rank the words based on their perceived 

beauty and to create five categories of beauty using their imagination, and to place each 

of the 20 words under one of those categories. The rationale behind this task was to 

provide an alternative novel perspective, a mindful approach, to their view of the words. 

In addition, the task involved re-categorizing the words. The comparison group did the 

common activity of working with a partner using vocabulary cards, practicing by testing 

each other on the meaning of the vocabulary words orally and aurally. They also did the 

drills and read the story in the textbook that used the vocabulary. 



 

  

95 

Djikic, Langer, and Stapleton (2008) set out to see if stereotypical behavior 

towards senior citizens could be manipulated through a sorting task—re-categorization of 

pictures. There were several conditions of sorting, but the group that sorted the most, 

were least subject to stereotypical behavior. The pre-ranking activity was a warm-up 

towards the main task of categorization. Djikic et al. (2008) stated that the more novel the 

categorizing, the more it would provoke mindfulness (p. 107). One of the novel 

categories suggested in their article was in fact beauty. 

 

Context. The purpose of this vocabulary task (see Appendix J) was to create a 

mindfulness condition. The treatment group was asked to use their creativity to imagine 

new contexts where each word could be used, whether it would be correct or not. Based 

on their newly created contexts, they were also asked to imagine the core underlying 

principle of each word. The context meant a situation, place or condition. They were 

given the example shown in Table 5. 

 

Table 5. Context of Words 

Word Context Principle 

Go to the heart Think deeply Movement (in mind) 
Go without eyes Move in the dark Movement (in body) 
Go with the room Choose a room Move (find a place) 
Note. Word = imaginary idioms or collocations; Context = possible contexts for  
these imaginary idioms and collocations; Principle = possible meaning in  
relationship to the overall meaning of movement. 

 

The comparison group was asked to do the common activity of working with a 

partner using vocabulary cards, testing each other on the meaning of the vocabulary 
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words orally and aurally. They also did the drills and read the story in the textbook that 

used the vocabulary. 

The rationale for this task was based on a combination of ideas from several 

studies carried out by Langer and colleagues, who have emphasized that changing the 

context even subtly creates mindfulness and positive change in the participants (Crum & 

Langer, 2007; Grant et al., 2004; Rodin & Langer, 1977). In their experiments, they have 

created new and uncommon contexts, settings or conditions in short-term experiments to 

induce mindfulness in the participants. In this task, the idea was expanded so that the 

participants themselves drew on their own imaginary resources, and created their own 

settings, conditions and contexts. Thus, in terms of mindfulness, this task employed 

making distinctions, and creating multiple perspectives. 

The vocabulary mindfulness tasks were created to provoke a state of mindfulness. 

The treatment condition would experience the mindfulness state, while the comparison 

group would experience the usual pedagogical condition. The vocabulary assessment was 

meant to compare vocabulary growth between these two conditions, with the hope that 

the mindfulness condition would perform better. The pre- and post-interest surveys were 

to confirm whether the participants became more interested due to the mindfulness 

condition that employed vocabulary. 

 

Mindfulness Tasks—Reading 

In this section, the five individual mindfulness-reading tasks (see Appendices B 

though F) are presented. Second, a discussion on the reading level of the passages used 
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this study is given. 

The reading tasks for the treatment condition were designed to encourage a state 

of mindfulness. The reading comprehension assessments were designed to show an 

improvement in reading comprehension for the treatment group due to the mindfulness 

treatment. As with the vocabulary, the task designs were based on principles found within 

Langer’s research and her theoretical construct on mindfulness. Reading was chosen 

because it was already apart of the required curriculum. The treatment condition received 

the mindfulness pedagogy, while the comparison condition received the usual pedagogy, 

which included a pre-activity using potential unknown vocabulary. In some cases, the 

comparison group had an additional brief pair-discussion or had to answer an additional 

question. Otherwise, both groups read the same story and answered the same basic 

reading comprehension questions. However, the participants in the mindfulness condition 

had to read texts that were altered in some way that created a mindfulness state. For exact 

details, please refer to the tasks (see Appendices C, D, E, and F). Four of the tasks come 

from the book, Reading for Speed and Fluency Level 1 (Nation & Malarcher, 2007). This 

book was selected as part of the curriculum. The vocabulary and syntax levels in this 

book had been simplified by the author in order to make the readings easier. The purpose 

of these readings was to develop reading fluency. There was one reading task (see 

Appendix B) that I have adapted from Even More True Stories (Heyer, 1992). 

 

Spiders. This task came from the book Even More True Stories (Heyer, 1992) 

(see Appendix B). The treatment and comparison groups read two paragraphs on spiders. 
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The first paragraph was simplified, while the second paragraph continued on the same 

subject, but was more difficult in vocabulary and syntax. The treatment group, which 

received the mindfulness intervention, was asked to change any eight things about the 

story. For example, they could change the verb tense, names, nouns, ideas, adjectives or 

the ending. The comparison group was asked to translate the first paragraph into 

Japanese. This was a typical task used in a Japanese English class. The idea for this task 

is based on a study carried out by Langer (1997, pp. 41-42). In that study, the participants 

remembered more of the story. From the definitional standpoint, this activity speaks to 

several aspects of cognitive mindfulness. First, it concerns multiple perspectives. By 

varying the reading, numerous possible perspectives could be created in the reading. 

 

Cats and dogs. The purpose of this task (see Appendix C) was to increase 

mindfulness. In this task, a reading fluency text was administered. The treatment group 

read the three-paragraph text with different fonts and sizes for each sentence. The 

comparison group read the text as it was intended—no changes in fonts or sizes. All other 

parameters were the same for both groups. 

The rationale for using different fonts and sizes came from a study by Pirson, Ie, 

and Langer (2012), who manipulated the font size of some letters that improved visual 

acuity for the treatment condition. This idea was extended to this study by manipulating 

both the size and font to induce a mindful awareness. 

Manipulating fonts and sizes can also be explained in terms of Langer’s original 

defining characteristics of mindfulness. These include alertness to distinctions, awareness 
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of multiple perspectives, sensitivity to different contexts, openness to new ideas and 

orientation to the present (Langer, 1997). Sizes in fonts could provide the necessity to be 

alert to distinctions, because the sizes often changed. Different fonts could provide an 

awareness of multiple perspectives, at least in written form. Participants would be 

oriented in the present because these uncommon fonts would be unexpected. If they 

accepted the new arrangement, it probably meant that they would be open to new ideas. 

 

Books on tapes (as MP3 files). As with the previous two tasks, a reading fluency 

text (see Appendix D) was administered. Building on the previous two tasks, instead of 

manipulating the words in the sentence, the sentences were disarranged. In other words, 

the sentences in the story were out of order. The treatment group had to put the sentences 

back in the correct order to make sense of the story and to understand it correctly. The 

comparison group read the text normally. 

The rationale is similar to the previously mentioned tasks. Instead of the letters 

being manipulated or reversed, or the word order being changed, the principle was 

applied to whole sentences, which were disarranged within the reading. Considering this 

task in terms of mindfulness, it is necessary to be open to new ideas, to multiple 

perspectives, and to be in the present. It was hoped that this task would continue to 

induce mindfulness. It was hoped that this would engage the readers more deeply, and 

have an impact on comprehension and interest. 
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Book circle. As in the previous task, a reading fluency text (see Appendix E) was 

administered. The treatment group read each sentence backwards. The paragraph order 

and sentence order were normal, but only the wording of each sentence was backwards. 

The comparison group read the text presented conventionally. 

The rationale for this task is similar to the previous tasks. In addition, a study 

conducted by Carson, Shih, and Langer (2001) had students walk back and forth in front 

of a map to view it from different perspectives with their eyes. In their study, the back 

and forth movement students identified more items on the map than those sitting still 

(traditional group) viewing the map from one perspective. Carson et al. (2001) stated that, 

“This research indicates that varying the perspective from which a potential learning 

stimulus is viewed enhances memory….varying perspective is one way to achieve a 

mindful approach” (p. 188). 

In this study, instead of having the students walk back and forth in front of the 

map, the sentence order was manipulated. In the original Carson et al. (2001) study, the 

physical body using muscles, moved to see from different perspectives. In this study, the 

eyes and their corresponding muscles moved to see from different perspectives. It was 

hoped that this would create the conditions for mindfulness. The traditional view would 

be to read the sentences in their correct order. That might create the conditions for 

mindlessness. 

 

Changing books. In this task (see Appendix F), the participants were given a 

reading fluency text. The content explained about the changing nature of texts through 
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history. After reading the text, the treatment group was given an activity that explored the 

historical nature of changing books more deeply. They were given an outline of the basic 

historical changes over time as explained in the reading. They then divided each 

historical step into three more steps and they used their imagination to consider possible 

additional steps that might have occurred, or steps that probably have been left out. Thus, 

the steps increased from ten as found in the text to 30. The comparison group was given 

some additional questions about books to discuss with their partner. 

The rationale used for this activity comes from an article published by Djikic, 

Langer, and Stapleton (2008) on stereotype behavior. In this study, participants sorted 

photographs of the elderly, according to various conditions. Some conditions required the 

participants to generate new categories in their sorting process. The experiment was 

aimed at stereotypes of old age. It was believed that those who sorted into more 

categories were more mindful, would walk faster (like a young person) to a designated 

place (this was timed), while those who did not sort, would walk slowly (primed as an old 

person). In other words, the photographs acted as a prime on their walking speed. Djikic 

et al. (2008) explained that, “when mindfulness (active categorization) is experimentally 

induced, it can prevent automatic stereotype-activated behavior” (p. 110). Although this 

article was looking at stereotypes, the principle of drawing distinctions to engender a 

mindful state is the same. Making categories and drawing distinctions play significantly 

into Langer’s definition of mindfulness. It was hoped that drawing distinctions in the 

historical process of books, would create mindfulness. Building on past tasks, it was 

desired that the tasks would lead more to developing a mindfulness trait over time. 
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Readability of the Reading Tasks 

The following information concerns the readability of the texts used in the reading 

tasks in this study. The readability tests (Readability-Score, 2016) were designed to 

assess how difficult a reading passage in English would be to understand for native 

English speakers. These indices either look at the text by years of estimated formal 

education needed or the necessary estimated grade level needed. A number of aspects of 

the language are examined including sentence length and the number of multi-syllable 

words. More details can be found in Table 6 for each individual index. 

 

Table 6. Readability Indices per Task 

 
Index 

Cats 
Dogs 

Book 
Clubs 

Books on 
Tape 

Changing 
Books 

Spider 
Part I 

Spider 
Part II 

Kincaid Reading Ease 92.4 90.4 89.7 77.7 64.9 54.0 
Flesch-Kincaid GL 3.1 4.1 3.5 5.2 8.4 11.6 
Gunning-Fog Score 7.1 7.8 6.6 6.9 8.6 13.2 
Coleman-Liau Index 7.0 6.3 5.4 10.8 11.5 11.8 
SMOG Index 8.2 8.3 7.7 7.9 8.4 11.7 
Automated RI 2.4 3.3 1.1 5.5 8.8 12.6 
Average Grade Level 5.6 6.0 4.9 7.3 9.1 12.2 
Character Count 1,168.0 1,154.0 1,076.0 1,372.0 389.0 558.0 
Syllable Count 369.0 374.0 374.0 424.0 128.0 181.0 
Word Count 301.0 307.0 298.0 304.0  84.0 119.0 
Sentence Count 27.0 22.0 27.0 27.0 5.0 5.0 
Characters per Word 3.9 3.8 3.6 4.5 4.6 4.7 
Syllables per Word 1.2 1.2 1.3 1.4 1.5 1.5 
Words per Sentence 11.1 14.0 11.0 11.3 16.8 23.8 
Note. Flesch-Kincaid GL = Flesch-Kincaid Grade Level; Automated RI = Automated Readability 

Index. Readabilityscore.com (2016). 

 

The Flesch reading ease correlates inversely with the Flesch-Kincaid grade level. 

These focus on core measures of word and sentence length. The Flesch-Kincaid grade 

level corresponds to the level in the US education environment. Estimates for the Flesch 
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reading ease score and grade level can be found in Table 7. 

 

Table 7. Flesch-Kincaid Readability Indices 

Score School grade Notes 

90.0–100.0 5th Very easy. Easily understood by average 11-year-old. 
80.0–90.0 6th Easy read. Conversational English for consumers. 
70.0–80.0 7th Fairly easy read. 
60.0–70.0 8th and 9th Plain English. Easily understood by 13-15-year-old. 
50.0–60.0 10th to 12th Fairly difficult read. 
30.0–50.0 college level Difficult read. 
0.0–30.0 college graduate Very difficult read. Understood by university graduates. 
Note. Readabilityscore.com (2016). 

 

The Gunning-Fog index measures readability in English writing. It estimates 

years of formal US education. The grade level estimates can be seen in Table 8. 

 

Table 8. Gunning-Fog Index 

Fog index Reading level by grade 

17 College graduate 
16 College senior 
15 College junior 
14 College sophomore 
13 College freshman 
12 High school senior 
11 High school junior 
10 High school sophomore 
9 High school freshman 
8 Eighth grade 
7 Seventh grade 
6 Sixth grade 

Note. Fog Index = year of education; 
Readabilityscore.com (2016). 

 

The Coleman-Liau index is another source for estimating readability. It 

approximates US grade level. It relies on characters instead of syllables per word. The 

SMOG index is also readability estimate based on years of formal education. The 
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automated readability index focuses again on US grade level. The average scores are 

place into the average grade level category. The rest of the information concerns specifics 

of characters, syllables, word and sentences counts per passage. 

Results indicate that the first four readings are generally easy for native speakers. 

This is not surprising because these come from a text that is designed for L2 reading 

fluency, which took into account word and sentence structure (Nation & Malarcher, 

2007). The last two texts come from a more intensive L2 reading text (Heyer, 1992). 

However, I divided this reading on spiders, making the first one easier and the second 

one more difficult by adjusting the word level and sentence structure. 

 

Table 9. Frequency, Types, and Tokens for Readings 

 
Title 

Frequency 
level 

Families 
(%) 

 
Types (%) 

 
Tokens (%) 

Cum. 
Tokens (%) 

Cats Dogs K-1 Words 91 (91.00) 106 (89.08) 276 (94.52) 94.52 
Cats Dogs K-2 Words 9 (9.00) 9 (7.56) 12 (4.11) 98.63 
Book Club K-1 Words 95 (96.94) 108 (96.43) 288 (98.29) 98.29 
Book Club K-2 Words 3 (3.06) 3 (2.68) 5 (1.71) 99.99 
Books Tapes K-1 Words 105 (97.22) 123 (96.09) 258 (97.73) 97.73 
Books Tapes K-2 Words 3 (2.78) 3 (2.34) 5 (1.89) 99.62 
Changing Book K-1 Words 124 (94.66) 141 (94.00) 286 (96.30) 96.30 
Changing Book K-2 Words 5 (3.82) 5 (3.33) 6 (2.02) 98.32 
Changing Book K-3 Words 1 (.76) 1 (.67) 3 (1.01) 99.33 
Changing Book K-4 Words 1 (.76) 1 (.67) 1 (.34) 99.67 
Spider One K-1 Words 48 (81.36) 51 (79.69) 70 (82.35) 82.35 
Spider One K-2 Words 6 (10.17) 6 (9.38) 6 (7.06) 89.41 
Spider One K-3 Words 1 (1.69) 1 (1.56) 1 (1.18) 90.59 
Spider One K-4 Words 1 (1.69) 1 (1.56) 1 (1.18) 91.77 
Spider One K-5 Words 2 (3.39) 2 (3.12) 5 (5.88) 97.65 
Spider Two K-1 Words 41 (55.41) 42 (51.85) 72 (62.61) 62.61 
Spider Two K-2 Words 11 (14.86) 12 (14.81) 13 (11.30) 73.91 
Spider Two K-3 Words 6 (8.11) 6 (7.41) 6 (5.22) 79.13 
Spider Two K-4 Words 9 (12.16) 10 (12.35) 12 (10.43) 89.56 
Spider Two K-5 Words 4 (5.41) 5 (6.17) 7 (6.09) 95.65 
Spider Two K-6 Words 1 (1.35) 1 (1.23) 1 (.87) 96.52 
Note. Spider One: Easy reading; Spider Two: More difficult reading; K-1 = first 1,000 word level;  
K-2 = 2nd 1,000 level; K-3 = 3rd 1,000 level; K-4 = 4th 1,000 level; K-5 = 5th 1,000 level; K-6 =  
6th 1,000 level; Families = all inflections of word; Types = word forms; Tokens = running words. 
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However, even though the last two texts are more difficult, the reading passages 

are shorter than the texts found from the fluency book. The readability of these texts are 

all within the elementary school level, except for the last two intensive readings, which 

are closer to high school reading level. Although there are no EFL readings levels that are 

comparable to native speaking levels, the texts are likely to be easy enough for EFL 

learners. Taken together, the contrast between elementary school and high school level 

texts can provide a more nuanced understanding of reading levels of the participants. 

Despite these assurances from Flesch-Kindcaid (Readability-Score, 2016) indices, 

these are still designed for native speakers. Therefore, an analysis for non-native speakers 

is an important contribution. Table 9 shows the frequency level of the various texts used 

in this study using VocabProfile (Cobb, 2016). 

VocabProfile (2016) provides more information about the frequency level of 

words, which is useful for understanding the ability of non-native speakers. Students who 

can understand 98% of the words at the 2,000 most high frequency word level (Nation, 

2006) have a greater chance of comprehension. Although data is not available regarding 

the participants’ frequency range and knowledge, it can be assumed that the lower their 

frequency range, the more likely the participants have understood. 

These results indicated, especially for the four reading fluency texts, that the 

vocabulary falls within 98% level of the first 2,000 high frequency vocabulary. These 

texts even fall within the 95% of the first 1,000 level high frequency vocabulary. This 

provides more assurance of the likelihood that the EFL participants have been able to 

comprehend the text. On the other hand, the intensive texts show that to reach the 98% 
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level, participants would need knowledge at around the 6,000-frequency level to 

understand the texts with ease. However, the process of comparing easy and difficult 

texts can help identify the gaps in the knowledge of the participants (see appendices B, C, 

D, E, and F). 

 

Procedures 

In this section, the procedures for the mindfulness and interest questionnaires, the 

reading comprehension and vocabulary tests, and the individual tasks are presented. 

Overall, the mindfulness questionnaire was administered in the beginning and the end of 

the academic year. The reading comprehension tests were administered immediately after 

each of the five readings. The vocabulary tests were administered before and immediately 

after each of the four tasks, and then again at the end of the autumn and winter terms. 

Interest questionnaires were administered before and after each of the nine tasks. 

 

Mindfulness Questionnaires 

The pre-mindfulness questionnaire (see Appendix A) was administered in May 

2015. The beginning of the academic year starts in April, but many preliminary 

classroom activities needed to be carried out in the beginning of the year, which caused a 

delay until May. The post-mindfulness questionnaire was administered in February 2016, 

the end of the academic year. There were 84 participants who participated in the pre-

administration of the questionnaire, while 79 participants who participated in the post-

administration. Four participants were absent, and one participant was deleted from the 
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analysis of the survey. There were some oral instructions given in Japanese and English 

in order to make sure everyone had password access to the school computers, and were 

logged into the website collector with the proper password. There were four different 

classes, so each class received a different password for the online administration. Turning 

on the computer, logging in, and accessing the online administration took about ten 

minutes. The actual pre- and post-administration of the mindfulness questionnaire took 

about ten minutes. Otherwise, additional oral instructions were not necessary for the 

mindfulness questionnaire because the written online instructions and questions were 

both in English and Japanese (see Appendix A). 

 

Interest Questionnaires 

The interest surveys were administered before and after each task. The pre-survey 

took one minute to complete. The post-survey took 3 minutes to complete because of the 

additional question asking for students’ impressions of the task. No oral instructions were 

given. All the instructions and questions are included in the interest surveys in both 

written English and Japanese (see Appendices B through J). In fact, after a few times, the 

students became so accustomed to the questions, they answered them very quickly. 

 

Vocabulary Assessments 

The pre-vocabulary assessment was administered before the task. I wrote the 

words from the new unit on the board. They were not allowed to look in the textbook. 

Then, they copied the words into the pre-vocabulary assessment test handout, and 
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answered whether they knew the words or did not. All the instructions were in written 

English and Japanese. No oral instructions were necessary. The pre-vocabulary 

assessment took 5 minutes. 

The immediate post-vocabulary assessments were administered directly after 

finishing the tasks. The participants were handed the written test (see Appendices G, H, I, 

and J), and were told the first time how to complete the cloze test, which took a few 

minutes in Japanese. Afterwards, when tests were taken, the participants completed the 

tests without any instructions. The delayed posttests took ten minutes to complete 

because there were more words on the test. No special instructions were necessary 

because the delayed test format (see Appendices K and L) was the same as the immediate 

test format. I scored the tests. They had to place the correct word on the line in order to 

get a full score. 

 

Reading Comprehension Assessments 

The reading comprehension tests were administered directly after the reading. The 

spider reading took 10 minutes to complete because it had more questions. This test had 

written instructions in both English and Japanese (see Appendix B). The remaining 

reading comprehension questions took 5 minutes to complete (see Appendices C, D, E, 

and F). There were only written instructions in English. I scored the tests based on 

complete answers provided by the textbook. Some flexibility was given if the answer was 

generally correct, though there might have been some grammar or spelling mistakes. 
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Mindfulness Tasks 

The nine tasks were administered over the academic year. Table 10 shows the 

order of the tasks and when they were administered. The spider-reading was the only task 

administered in the spring term. There were too many activities in the beginning of the 

year that prevented the administration of any more tasks. Thus, there was a big summer 

break of three months until the next task administration. 

 

Table 10. Chronological Order of Tasks 

Semester Mindfulness task Month/Year 

Spring Reading: Spiders May, 2015 
Autumn Reading: Cats and Dogs Mid-September, 2015 
Autumn Vocabulary: Humanizing Late-September, 2015 
Autumn Reading: Books as MP3 Files Late-October, 2015 
Autumn Vocabulary: Noticing November, 2015 
Autumn Reading: Book Circles December, 2015 
Winter Vocabulary: Beauty of Words Early-January, 2016 
Winter Reading: Changing Books Late January, 2016 
Winter Vocabulary: Context February, 2016 

 

Tasks were administered in an on/off week pattern. In other words, a task was 

administered in one week. The next week, there was no task. The week after that was 

another task administration. Table 11 shows the number of participants, the duration 

time, and the instruction time for each task. The participants varied dues to absences. The 

task-time for both the treatment and comparison groups was the same. Task duration 

varied due to the nature of the tasks (see Appendices B through J). Some tasks were more 

complicated. The vocabulary tasks came with written English and Japanese instruction. 

These took 5 to 10 minutes to read. In some cases, instructions were complicated, and 

additional support was given in English and Japanese as needed on an individual level. 
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Table 11. Mindfulness Task Details 

 
Reading and vocabulary tasks 

 
Treatment 

 
Comparison 

Task 
duration 

Instruction 
time 

Reading: Spiders 39 43 25 10 

Reading: Cats and Dogs 39 42 15 5 

Vocabulary: Humanizing 40 42 25 10 

Reading: Books as MP3 Files 37 41 20 5 

Vocabulary: Noticing 41 42 20 5 

Reading: Book Circles 39 39 15 5 

Vocabulary: Beauty of Words 39 43 20 5 

Reading: Changing Books 39 43 20 10 

Vocabulary: Context 38 43 30 10 
Note. Treat = Treatment group participants. Comp = Comparison group participants. 

Instruction time refers to written and additional oral instructions. Task Duration excludes 

all pre- and posttests, and pre- and post-interest surveys. Time = minutes. 

 

Collection Device 

The data from the mindfulness tasks with their corresponding reading 

comprehension questions and interest surveys were collected from an online website, 

Surveymonkey. For the first task administered in the spring, as well as the initial and 

final Mindfulness surveys, the students were given a specific URL address and password 

that I created beforehand. Thus, only students who were in the class at that time could 

access the tasks. Afterwards, I altered the access ability so that no one could access it 

again. However, for the remaining tasks, I administered them on paper with explanations 

where needed individually. All the paperwork was collected after the tasks were finished. 

Afterwards, I input the data into Surveymonkey manually. 

 

Analytical Approach 

In this section, a discussion on quantitative analysis, rationale for using Rasch 

analysis, and data analysis are presented. 
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Quantitative Analysis 

Research design. A quasi-experimental research design or NEGD 

(nonequivalent-groups design) has been employed because of a lack of randomization. 

This means as far as internal validity is concerned, the results should not be taken as 

strongly indicating any cause and effect relationship. This design is susceptible to an 

internal validity threat of selection. However, the two groups are comparable in some 

ways. They are both second-year high school classes with about an equal amount of male 

and female students. The experimental and comparison intact groups were chosen by 

class assignment from the school. The following design in Figure 1 shows the 

implementation of the mindfulness measure over the year, including the treatment and the 

comparison groups. 

 
 N1  O1  X1  X2  X3  X4  X5  X6  X7  X8  X9  O2 
 N2  O1  O2 
 
Figure 1. Long-Term Design. N1 and N2 represent the treatment and comparison group 
respectively. O1 and O2 indicate the pre- and post-mindfulness survey. X indicates the treatment. 

 

On the short-term scale, each vocabulary task had the design as seen in Figure 2, 

and the reading had a design as seen in Figure 3. 

 

 N1  O1 O2  X  O3  O4  O5 
 N2  O1 O2  O3  O4  O5 
 
Figure 2. Short-Term Vocabulary Task Design. N1 and N2 represent the treatment and 
comparison groups respectively. O1 indicates a pre-vocabulary test. O2 and O3 indicate pre- and 
post-interest surveys respectively. O4 and O5 indicate immediate and delayed vocabulary tests 

respectively. X indicates the treatment. 
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 N1  O1  X  O2  O3  
 N2  O1 O2  O3  
 

Figure 3. Short-Term Reading Task Design. N1 and N2 represent the treatment and comparison 

group respectively. O1 and O2 indicate the pre- and post-interest surveys respectively. X 

indicates the treatment. O3 indicates post-reading comprehension questions. 

 

Threats to internal validity. With respect to such quasi-experimental designs, an 

internal threat to validity is considered when a study lacks random assignment (Trochim 

& Donnelly, 2008). On the other hand, many students are active in clubs, which meet 

everyday after school for a couple of hours, on weekends, and during school breaks. 

Another reason to doubt other possible explanations for changes not related to the 

treatment is that the school actively discourages additional cram school attendance. Many 

students commute long-distance which discourages additional outside study due to time 

constraints. For those students who live in the dormitories, they are not allowed to attend 

additional classes off campus. There is also class homework administered. 

For all these reasons, while not entirely impossible, it is plausible to believe that 

most students do not attend outside classes. Only those students, who are actively trying 

to study for entrance to a university abroad, might seek extra English education. In these 

cases, the teachers would know. Although a selection-history threat cannot be ruled out 

entirely, it is unlikely because the situation minimizes that potential. 

It could be argued that there probably was a social interaction threat when the 

comparison group found out about the treatment group. Although students do talk, my 

observations did not seem to indicate such a discussion. Moreover, the participants of the 

treatment group did not have any idea that they were receiving something special from 
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the comparison group. This is because the 45 student classes are divided in half. I had one 

half and another teacher had the additional half. Although both teachers covered the same 

material, their styles were different. Therefore, the students expected some differences 

between classes. 

 

Threats to external validity. A threat to external validity is considered when the 

population might be particular; the location might be uncommon; the timing might be 

special (Trochim & Donnelly, 2008). In this study, there were no unusual students such 

as students who had lived outside of Japan for an extended period of time, or those who 

were physically or mentally challenged. Although it was not possible to rule out entirely 

unusual participants, it seemed unlikely. The private high school was not a special a 

school in terms of academics. It was therefore improbable of any significance to the 

location, though it cannot be eliminated entirely. Private high schools attract students 

who can afford them when compared to public schools. Lastly, this study was carried out 

over a year. It might be possible that on a certain day when a task was administered, 

something special occurred, but it was also improbable. It should also be mentioned that 

students were required to attend school. The dropout rate was very low. This probably 

helps to minimize various threats. Still, these results should not be considered 

generalizable, especially outside the high school context in Japan. 
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The Rationale for Using Rasch Analysis 

Rasch analysis (Rasch, 1960) is performed to provide validity evidence for the 

mindfulness questionnaire. The data set is fitted against an a priori Rasch rating scale 

model (Andrich, 1978). When there are significant misfits between the a priori model and 

the data from the mindfulness questionnaire, definition of construct, statistical bias, 

and/or error measurement are suspect. 

The Rasch model provides several advantages over other approaches, such as 

Classical Test Theory. First, Rasch is a hypothetical unidimensional model where items 

and persons are placed based on their difficulty and ability respectively. If they do not fit 

the model, then they can be discarded. If they do fit the model, they can be considered 

part of a single dimension. This makes Rasch a good model in terms of construct validity 

(Baghaei, 2008). Second, the model can compare persons and items directly. These are 

person-free measures and item free calibrations. This is a unique feature of the Rasch 

model (Bond & Fox, 2015, p. 349). Third, the Rasch model is robust in regards to 

missing data. It does not need a perfect matrix of values (Bond & Fox, 2015, p. 71). 

Fourth, whereas Classical Test Theory cannot disentangle endorsability from 

agreeability, the Rasch model can (Wampold, 1999). Lastly, the Rasch model is 

confirmatory and predictive, whereas classical test theory is exploratory and descriptive 

(Bond & Fox, 2015, p. 303). With these advantages in mind, the Rasch model was 

employed in this study. 

Winsteps version 3.80.1 (Linacre, 2013) is the software package used in this 

study. Data are analyzed and various statistical outputs are generated that determine item 
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and participant fit, as well as item and person reliability. Systematic variance outside of 

item difficulty is examined through a principal components analysis (PCA), which 

determines whether the data under investigation are unidimensional or not. In other 

words, the Rasch PCA of item residuals analysis assesses the dimensionality of the items 

purportedly measuring the same construct. 

 

Rating Scale Functioning 

In this study, a 6-point likert scale (0 = I completely don’t think so, 1 = I don’t 

think so, 2 = I slightly don’t think so, 3 = I slightly think so, 4 = I think so, 5 = I 

completely think so) was employed for the Mindfulness survey. The following criteria 

(Linacre, 2002) were applied in assessing the effectiveness of the rating scale. 

• There are at least 10 observations of each category. 

• The average measures increase monotonically with rating scale categories. 

• Outfit mean squares of each step is less than 2.0. 

• Step calibrations advance with the rating scale category 

• Step difficulties advance at least 1.4 logits and less than 5.0 logits. 

• The probability curve of each category has its distinct peak. 

In cases where the criteria listed above were not met, the Likert scale categories were 

combined until the criteria were met. Wolfe and Smith (2007, p. 210) suggested for 3, 4 

and 5 scales, that 1.4, 1.1, and .81 logits, respectively be used as minimum separation 

threshold criteria. In addition, Elwood (2011, pp. 97-98) proposes for a scale of 6, that a 

minimum threshold be .59 logits. These criteria were adopted in this study. 
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Item Difficulty and Person Ability 

Item difficulty calculation derives from the number of participants who respond 

correctly (dichotomous data). Log odds probability is the result of a transformation of this 

data. On the other hand, person ability derives from the percentage of correctly answered 

items. The Rasch model proposes that the probability of correctly answering an item, is 

acquired by calculating the difference from a person’s ability and the item difficulty. 

Generally, the probability of correctly responding to an item is: 

 Pni (x = 1) = f(Bn – Di) 

 Where Pn = probability of person 

 x = any given score 

 1 = a correct response 

This formula expresses the probability of person n (Pn) obtaining a score (x) of 1 on an 

item (xi) as a function (f) of the difference between a person’s ability (Bn) and an item’s 

difficulty (Di). However, a likert scale is not dichotomous, but rather polytomous. 

Therefore, to cover such situation, the following equation is needed: 

 Pni1 (x =1/Bn, Di, F1) 

In this case, Pni1 is the probability of person n choosing category 1 over category 0 on any 

given item (i), Bn is the person ability, Di is the difficulty of the item and F1 is the 

difficulty of the first threshold. 
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Item-Person Map 

A visual inspection of the item-map is necessary when considering category 

functioning. The person and item measures are utilizing a common scale side by side. 

More difficulty for items and more ability for persons are seen towards the top. 

It is recommended that the item and person mean be relatively close. If this is not 

the case, there could be an indication that the mindfulness survey does not sufficiently 

cover that particular sample. If the ranges of the scales are not similar, this could also 

indicate that the scale is not sufficiently assessing the construct. 

Lastly, the item distribution should be wide enough to take into consideration all 

levels of person ability. This would indicate a normal distribution. Moreover, redundancy 

becomes apparent on item maps. Therefore, this would allow for deletion of items that 

are clearly redundant. 

 

Rasch Fit Statistics 

Rasch analysis checks to see if the data fits the Rasch model. This can be seen in 

fit statistics for both persons and items. The aim is to see whether the data measures the 

same trait. In other words, whether the measured construct is unidimensional. There are 

two fit indicators—infit and outfit. Basically, the infit is more sensitive to unexpected 

response behavior close to a person’s ability level. On the other hand, the outfit is 

particularly sensitive to outliers. The outfit (MNSQ) statistic is the unweighted average of 

the sum of squared standardized residual variance. It is expressed mathematically as: 

 outfit = 

��

�

�
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Zni = standardized residuals variance across persons and items. 

In contrast, the infit (MNSQ) statistic is the weighted standardized residual. The 

infit MNSQ can be expressed mathematically as follows: 

 infit = 

��

� ���


���
 

 Where  Zni = standardized residuals variance across persons and items 

  Wni = individual variance 

Outfit ZSTD and Infit ZSTD are standardized versions of Outfit MNSQ and Infit MNSQ, 

respectively. In this study, infit and outfit mean squares of .5 to 1.50 were adopted as the 

criterion as recommended by Linacre (2010). 

 

Reliability, Separation Indexes, and Residuals 

The indices provided in the Rasch model help to show whether there is enough 

spread among both persons and items on a continuum. The estimates of the person 

reliability indicate how well a person can be differentiated on a measured variable. The 

replicability can be illustrated mathematically as follows: 

 �� =  
���

�

���
� 

 Where  Rp = person reliability index 

  ���
�  = person variance adjusted for measurement error 

  ���
� = person variance unadjusted 

 

The index for item reliability that estimates the replicability of item placements if the 

same set of items were given is calculated in a similar fashion as the previous person 
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reliability index. Item reliability is represented mathematically as follows: 

 �� =  
���

�

���
� 

According to Bond and Fox (2015), the person and item reliability indexes are 

comparable to Cronbach’s alpha and are bounded by 0 and 1. In this study, the criterion 

proposed by Fisher (2007) is used (see Table 12). 

 

Table 12. Person and Item Reliability 

 
Criterion 

 
Poor 

 
Fair 

 
Good 

Very 
good 

 
Excellent 

Person and item 
measurement reliability 

< .67 .67-.80 .81-.90 .91-.94 >.94 

 

With regards to item and person separation, Linacre (2015) recommends that 

both item and person separation be above 3. If item separation is below 3, then the person 

sample size might be too low. If the person separation is below 3, the number of items is 

probably too low, or the persons have almost the same ability. 

An alternative index for estimating the spread of persons on a measure variable is 

the person separation index. It can be illustrated mathematically as follows: 

  � =  
���

�!�
 

 Where Gp = person reliability 

  SEp = average measurement error 

  SAp = adjusted person standard deviation 

 The replicability of item placements is illustrated by the item reliability index. It 

is mathematically estimated in a similar way as for persons. 

  " =  
��#

�!#
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 Gi = item reliability. 

 SEi = average measurement error 

 SAi = adjusted item standard deviation. 

 

Rasch Principal Component Analysis of Item Residuals 

Rasch principal components analysis looks for patterns of unexpectedness that do 

not conform with the Rasch model. The primary dimension is extracted in the Rasch 

model and the remaining variance is explored for possible other dimensions. If some 

other patterns share this unexpectedness, a secondary dimension probably exists. Bond 

and Fox (2015, pp. 287-290) stated that items that have substantive unexplained variance 

by the primary Rasch measure have high factor loadings of more than .40. The 

dimensionality of the mindfulness items was investigated using the following criteria 

(Linacre, n.d.): 

• Variance explained by items > 4 x 1st contrast is good 

• Variance explained by measures > 50% is good 

• Unexplained variance explained by 1st contrast < 3.0 is good 

• Unexplained variance explained by 1st contrast < 1.5 is excellent 

• Unexplained variance explained by 1st contrast < .5 is excellent. 

 

Treatment of Misfitting Items 

Winsteps was used to check for misfitting items. Five points were taken into 

consideration before deletion of an item was carried out. First, was the cause due to a 

small number of unexpected responses or was the item just performing poorly? Second, 
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the degree of the misfit of the item was examined against the Infit Mean Square (MNSQ) 

criterion of 1.5. Third, the extent of correlation change is examined between when the 

item is deleted and when it has not been deleted. Fourth, an examination is done of the 

composition of PCA residuals with or without the item. Lastly, theoretical reasons are 

considered in whether the item is necessary or not. 

 

Data Analysis 

A multivariate analysis of variance (MANOVA) was carried out on the dependent 

variables (DVs): the mindfulness questionnaire, the interest questionnaire and the 

vocabulary and reading comprehension measures. The mindfulness treatment was the 

independent variable (IV). Field (2009) says that a MANOVA can discover whether 

groups diverge along a combination of variables (p. 586). In the same way, Tabachnick 

and Fidell, (2007) stated that, “MANOVA tests whether mean differences among groups 

on a combination of DVs are likely to have occurred by chance” (p. 243). It was for this 

reason why it was the preferred method of analysis. Tabachnick and Fidell (2007) also 

mentioned that there were several advantages of using a MANOVA over an ANOVA. 

First, there was a bigger chance in finding what possible changes have occurred due to 

the treatment. Second, it reduced the potential of Type 1 errors (pp. 243-244). However, 

it was also more complex and might lead to an ambiguous analysis. 

First, a MANOVA was conducted to evaluate the effect of the vocabulary 

mindfulness tasks on short- and long-term performance outcomes. Next, two one-way 

ANOVAs were conducted to evaluate the short-term and long-term performance 
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outcomes separately. Then, a one-way ANOVA was conducted on the reading 

comprehension performance outcomes. Second, a Pearson Correlation was conducted to 

evaluate the strength of the linear relationship between interest and mindfulness. Third, a 

repeated-measures ANOVA was conducted to investigate the mindfulness task 

intervention on vocabulary and reading performance for low- and high-achieving students 

over three periods. Table 13 illustrates interest and performance outcomes for each task 

(DVs). Performance outcomes were either reading comprehension or vocabulary. 

 

Table 13. Dependent Variable Outcomes in Each Task 
 

Tasks (IVs: treatments) 
Dependent variables 

(Short-term outcomes per task) 

Reading task 1 (IV: semantic change in story) 1. pre/post interest level 
2. reading comprehension quiz 
 

Making categories (IV: creation of unique categories) 1. pre/post interest level 
2. pre/post vocabulary quiz 
 

Cats and Dogs (IV: different fonts) 1. pre/post interest level 
2. reading comprehension quiz 
 

Humanizing Words (IV: multiple perspectives) 1. pre/post interest level 
2. pre/post vocabulary quiz 
 

Books as MP3 Files (IV: sentences out of order) 1. pre/post interest level 
2. reading comprehension quiz 
 

Book Circles (IV: backward word order in sentences) 1. pre/post interest level 
2. reading comprehension quiz 
 

Beauty of Words (IV: ranking/categorizing) 1. pre/post vocabulary quiz 
2. pre/post vocabulary quiz 
 

Changing Books (IV: expand chronology by 
distinctions) 

1. pre/post interest level 
2. reading comprehension 
 

Context (IV: context creating; distinctions) 1. pre/post interest level 
2. pre/post vocabulary 

Note. IV = Independent variables, that is the various mindfulness tasks. Pre = test or survey given  
prior to intervention; Post = test or survey given after intervention. 
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This chapter described the methods employed in this study. The participants 

varied depending on the instrument conducted or the tasks implemented because of 

absences. The details of instrumentation were examined, and the procedures employed 

for data collection were explained. Lastly, the analytical approach used to answer the 

research hypotheses was clarified. 
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CHAPTER 4 

PRELIMINARY ANALYSIS:  

MINDFULNESS AND INTEREST QUESTIONNAIRES 

 

In this chapter, the initial analysis of the mindfulness questionnaire and interest 

questionnaire, are presented. In both cases, an overview of the initial data screening is 

followed by an in-depth look at the instruments using the Rasch rating scale model 

(Andrich, 1978) to investigate rating scale category function, Rasch item fit statistics, 

Wright map, Rasch item and person reliability and separation, and the Rasch principal 

components analysis of item residuals. For the mindfulness questionnaire, the Rasch 

analyses are conducted on six proposed constructs hypothesized to underlie cognitive 

mindfulness: Openness to Novel Things (ONT), Making New Categories (MNC), 

Sensitivity to New Contexts (STC), Alertness to Distinctions (ADA), Awareness to 

Multiple Perspectives (AMP), and Process Orientation (PO). For the interest 

questionnaire, the Rasch analyses are conducted on three proposed constructs 

hypothesized to underlie interest: underlying knowledge, importance to one’s life, and 

interest to the respondent. 

 

Initial Data Screening for Mindfulness 

The data set was first checked for missing data and improbable values. 

Originally 84 participants completed the pre-mindfulness questionnaire; however, four 

participants were absent on the post-administration day, and one participant was deleted 
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(to be discussed in this section), leaving 79 participants to complete the post-mindfulness 

questionnaire. Both the pre- and post-administrations included both the treatment and 

comparison groups. The absent participants on the post-administration were deleted from 

the pre-administration. The number of participants in each group is displayed in Table 14. 

 

Table 14. Total Participants of the Mindfulness Questionnaire 

Groups Pre-administration Post-administration 

Treatment group 37 37 
Comparison group 42 42 
Total 79 79 
Note. Pre = Mindfulness questionnaire given in May, before mindfulness tasks; 
Post = Mindfulness questionnaire given in February after tasks. 

 

Mindfulness Questionnaire Dimensions 

Openness to Novel Things (ONT) 

Openness to Novel Things, which is defined as openness to and actively noticing 

new things, was measured with nine items. This construct is focused on identifying 

individuals who are open to new situations. Individuals with high levels of ONT are 

aware of new situations in the environment or new possibilities within themselves, and 

would like to explore these. One sample item, from among the nine items, was I like to 

taste new foods. The results for the category structure are displayed in Table 15. The Infit 

MNSQ statistics ranged from .93 to 1.22, and the Outfit MNSQ statistics ranged from .87 

to 1.36. These results were well within the .50 to 1.50 MNSQ criterion set by Linacre 

(2010). The Andrich thresholds were orderly and advancing monotonically from -2.71 to 

2.73 from Category 1 to Category 6. The distance between adjacent thresholds met the 

.59 criterion for a 6-point scale. In addition, the criterion of a minimum of 10 
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observations per category was met. The lowest category (1) frequency was 58. 

 

Table 15. Summary of Category Structure Function for Openness to Novel Things 

  
Count (%) 

Infit 
MNSQ 

Outfit 
MNSQ 

Andrich 
threshold 

Category 
measure 

1 Strongly disagree 58.0 (4) 1.22 1.36 None (-2.71) 
2 Disagree 143.0 (10) 1.06 1.09 -1.32 -1.27 
3 Slightly disagree 251.0 (108) .93 .94 -.66 -.38 
4 Slightly agree 346.0 (24) 1.05 1.00 -.07 .36 
5 Agree 331.0 (23) .94 .87 .70 1.27 
6 Strongly agree 286.0 (20) .97 .87 1.35 (2.73) 
Note. MNSQ = Mean square; Infit = inlier-sensitive fit; Outfit = outlier sensitive 
fit. Andrich threshold = boundary between categories. 

 

The results displayed in Table 16 indicate that all the ONT items fit the Rasch 

model acceptably well. The Infit MNSQ statistics ranged from .84 to 1.15, and the Outfit 

MNSQ statistics ranged from .81 to 1.21, which met the .50 to 1.50 criterion. All the 

items had positive point measure correlation coefficients, which ranged from 45 to .64. 

There were low standard errors between .07 to .10, indicating that the item difficulty 

estimates were reasonably precise. No redundant items in terms of their difficulty 

estimates were present. 

 

Table 16. Rasch Descriptive Statistics for Items of Openness to Novel Things  

  
Measure 

 
SE 

Infit 
MNSQ 

Infit 
ZSTD 

Outfit 
 MNSQ 

Oufit 
 ZSTD 

Pt-measure 
correlation 

.61 .07 1.06 .6 1.07 .7 .54 

.54 .07 1.15 1.4 1.20 1.8 .45 

.45 .07 1.13 1.3 1.21 2.0 .51 

.37 .07 .98 -.2 1.03 .3 .58 

.31 .07 1.04 .4 1.05 .5 .64 
-.17 .08 1.13 1.2 1.14 1.2 .55 
-.38 .08 .84 -1.5 .84 -1.5 .56 
-.46 .08 .84 -1.5 .87 -1.2 .57 

-1.25 .10 .90 -.7 .81 -1.3 .54 
Note. MNSQ = Mean square; Infit = inlier-sensitive fit; Outfit = outlier sensitive fit; ZSTD = 
standardized fit statistics; Pt = point measure correlation. 
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 Figure 4 presents the Wright map for Openness to Novel Things. The map 

displays graphically the empirical item hierarchy and the relationship between the item 

difficulty estimates on the left side and person ability estimates on the right side. The 

persons are placed based on their ability estimates along the vertical line at the center. 

Participants on the left side are represented by (#) for three people, and (.) for one person. 

The items measuring ONT, which are displayed on the right side, are placed based on 

their Rasch difficulty estimates. Easier to endorse items are toward the bottom, and more 

difficult to endorse items are toward the top of the figure. The mean person ability 

estimate of .59 (SD = .78) showed that the persons had little difficulty endorsing the 

items as it was above the item mean, which is set at 0.00 by convention. 

The easiest item to endorse was ONT2 (I like to visit new places), which was 

below the lowest person ability estimate. The most difficult item to endorse was ONT5 (I 

like to listen to new types of music), but this was of average difficulty for the whole 

group. Overall, none of the items were difficult to endorse, possibly because almost 

everyone, especially high school students, wants to experience new things. The original 

ONT factor was created based on the ideas that the more the participants want to do the 

new kind of activity, the more mindfulness they possess. However, the item hierarchy 

shows that old habitual preferences, such as a common type music listened to, usual 

movie styles watched, or typical foods eaten, tend to be more rigid and are less amenable 

to change. The participants seemed to be less willing to change these habitual 

preferences, as compared with a preference to try new things. Langer (1992) stated that 

habitual actions are generally considered mindless because people do them without 
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conscious thought. 
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Figure 4. Wright map for Openness to Novel Things. M = Mean; S = 1 SD from the mean; 

T = 2 SD from the mean. # = 3 persons and . = 1 persons. 
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On the other hand, wanting to have new experiences, such as encountering new 

cultures or having new adventures, were more readily endorsable because they were not 

yet established as habits. Nevertheless, for future development, more difficult items, such 

as extreme sports, can be added. These items would be perhaps more unusual and less 

easily endorsable. 

Table 17 shows the Rasch principal component analysis of item residuals results. 

The Rasch model explained 43.9% (eigenvalue = 7.0) of the variance, which was less 

than the 50% criterion suggested by Linacre (n.d.). The ONT items explained 29.8% 

(eigenvalue = 4.8) of the variance, which met the criterion of variance explained by items 

of > 4 x the first contrast, which Linacre (n.d.) considers good. The unexplained variance 

in the first residual contrast was 10.8% (eigenvalue = 1.7), which met the eigenvalue 

criterion of < 3.0. Based on these results, it is unlikely that there is a secondary dimension 

in the data. Generally, the items appear to form a fundamentally unidimensional 

construct. 

 

Table 17. Rasch PCA of Item Residuals for Openness to Novel Things 

Variance Eigenvalue Variance 

Total raw variance in observations 16.0 100.0% 
Raw variance explained by measures 7.0 43.9% 
Raw variance explained by persons 2.3 14.1% 
Raw variance explained by items 4.8 29.8% 

Raw unexplained variance (total) 9.0 56.1% 
Unexplained variance in 1st contrast 1.7 10.8% 

 

Table 18 shows that items ONT8 (I like to experience new things) and ONT9 (I 

like to do adventurous things) had strong positive residual loadings of .73 and .58, 

respectively. These items are probably related in that when a new thing is done for the 
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first time, it feels more adventurous. After doing it many times, it can feel less 

adventurous because one has become accustomed to it. In contrast, items ONT5, I like to 

listen to new types of music, and ONT6, I like to watch different genres of movies, 

showed strong negative loadings. Item ONT5 mentions types, while item ONT6 has 

genres. These two terms imply a classification or division within their broader respective 

categories. For example, the main term movies can be further divided into various genre, 

which could include horror, science fiction, action, and documentaries. While the term 

music could be further divided by type, which could include popular, heavy metal, 

classical and so forth. Thus, these two items could be related because they both contain 

the idea of a further division within a category. In addition, types and genre express an 

idea of variety. 

 

Table 18. Item Loadings of the Rasch PCA of Residuals for Openness to Novel Things  

Item Loading Measure  Infit MNSQ Outfit MNSQ 

ONT9 .73 -.38 .84 .84 
ONT8 .58 -.46 .84 .87 
ONT1 .43 .45 1.13 1.21 
ONT2 .19 -1.25 .90 .81 
ONT5 -.46 .61 1.06 1.07 
ONT6 -.43 .54 1.15 1.20 
ONT7 -.38 -.17 1.13 1.14 
ONT3 -.31 .31 1.04 1.05 
ONT4 -.05 .37 .98 1.03 
Note. MNSQ = Mean square; Infit = inlier-sensitive fit; Outfit = outlier sensitive fit. 

 

The ONT items produced a Rasch person reliability (separation) estimate of .71 

(1.57), and a Rasch item reliability (separation) estimate of .98 (7.13). The person 

reliability estimates are considered fair (Fisher, 2007). Item reliability was excellent. 
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Making New Categories (MNC) 

Making New Categories, which can be understood as carving up the same domain 

in different ways, was measured by ten items. Making new categories involves trying to 

regroup, re-divide, or reclassify things from past ways into new possible or potential 

ways. A sample item was I like to rearrange my room. The results for the category 

structure are displayed in Table 19. Adjacent categories needed to be collapsed to meet 

the threshold criteria (Elwood, 2011; Wolfe & Smith, 2007). Categories 2 and 3 were 

merged to form the new Category 2, and Categories 5 and 6 were merged to form the new 

Category 4 simultaneously because there was insufficient separation between those 

categories. The criteria used to judge the six-point scale was .59 (Elwood, 2011; Wolfe & 

Smith, 2007), which the categories originally did not meet. The result was a 4-category 

scale: Strongly Disagree, Disagree, Slightly Agree, and Strongly Agree. The new 4-point 

scale met the adjacent threshold criterion of 1.1 (Elwood, 2011) with the thresholds 

increasing monotonically from -2.92 to 3.05 from Category 1 to Category 4. The Infit 

MNSQ statistics ranged from .95 to 1.08, while the Outfit MNSQ statistics ranged from 

.95-1.06. These met the criteria set by Linacre (2010). The minimum criterion of ten 

observations per category was met. The lowest category frequency was 113 (Category 1). 

 

Table 19. Summary of Category Structure Function for Making New Categories 

  
Count (%) 

Infit 
MNSQ 

Outfit 
MNSQ 

Andrich 
threshold 

Category 
measure 

1 Strongly disagree 113.0 (7) .95 .96 None (-2.92) 
2 Disagree 481.0 (30) .99 .99 -1.68 -.98 
3 Slightly agree 420.0 (27) .94 .95 -.18 .91 
4 Strongly agree 265.0 (17) 1.08 1.06 1.86 (3.05) 
Note. MNSQ = Mean square; Infit = inlier-sensitive fit; Outfit = outlier sensitive fit. Andrich 
threshold = boundary between categories. 
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The results displayed in Table 20 indicate that the MNC items displayed adequate 

fit to the Rasch model, as the Infit MNSQ statistics ranged from .74 to 1.32. The Outfit 

MNSQ ranged from .74 to 1.31. All the items had positive point measure coefficients 

ranging from 36 to .60. The standard errors, between .11 to .12, indicated that the item 

difficulty estimates were reasonably precise. 

 

Table 20. Rasch Descriptive Statistics for Items of Making New Categories  

 

Item 

 

Measure 

 

SE 

Infit 

MNSQ 

Infit 

ZSTD 

Outfit 
MNSQ 

 
Outfit ZSTD

Pt-measure 

correlation 

MNC6 .68 .11 1.32 2.9 1.31 2.8 .48 

MNC10 .57 .11 .84 -1.6 .87 -1.3 .60 

MNC4 .31 .11 .95 -.5 .95 -.4 .55 

MNC7 .03 .11 1.29 2.5 1.28 2.5 .36 

MNC8 .00 .11 .76 -2.4 .81 -1.9 .41 

MNC5 -.03 .11 1.00 .1 1.00 .0 .52 

MNC9 -.16 .11 .99 -.1 1.01 .1 .45 

MNC2 -.24 .11 1.13 1.2 1.12 1.1 .42 

MNC3 

MNC1 

-.56 

-.59 

.12 

.12 

.74 

.91 

-2.6 

-.8 

.74 

.90 

-2.6 

-.9 

.47 

.47 

Note. MNSQ = Mean square; Infit = inlier-sensitive fit; Outfit = outlier sensitive fit; ZSTD = 

standardized fit statistics; Pt = point measure correlation. 

 

The Wright map (see Figure 5) shows that the easiest item to endorse was item 

MNC1 (I like to combine my clothes in various combination); however, a few participants 

still found it difficult to endorse. It probably is that young people are especially sensitive 

to fashion. The same probably is true with item MNC3 (I like saying what is amusing). It 

is possible that some young people want to appear amusing in order to feel a part of the 

group. If they are entertaining, others might like them more. In their teenage years, when 

they are forming their self-identity, looking good among their peers is important. Items 

MNC5, MNC7, and MNC8 are redundant in terms of their difficulty estimates. The MNC 

items were designed to show that the more participants liked to reorganize something, the 
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more mindfulness they would possess. 
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Figure 5. Wright map for Making New Categories. M = Mean; S = 1 SD from the mean; T 

= 2 SD from the mean. # = 3 persons and . = 1 to 2 persons. 
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Although the items were easy to endorse overall, the item hierarchy indicates 

once again that habit probably plays a significant role in endorsability. Taking different 

routes to school or putting on simple fashion uncharacteristically probably takes more 

effort. Using emoticons probably is troublesome because more consideration could be 

required in choosing just the right one to express a particular emotion. 

That would further necessitate delving into one’s own inner world more deeply, 

which probably takes more time and effort. This might require a change in habits, which 

would necessitate mindfulness. On the other hand, rearranging rooms or combining 

clothes in various ways probably is a customary habit. Such routines would be mindless 

from the Langer’s (1992) viewpoint. The most difficult item to endorse was item MNC6 

(I like using different routes to get to school), but for some participants, it was not 

difficult. It is possible that most students focus on taking just one way—the quickest in 

the rush hour traffic. The mean person ability estimate was .41 (SD = .88). 

Table 21 shows the results for the Rasch principal component analysis of item 

residuals. The Rasch model explained 27% (eigenvalue = 3.7) of the variance, which is 

less than the 50% criterion. The variance explained by the MNC items was 17.7% 

(eigenvalue = 2.4), which did not meet the criterion of > 4.0 x of raw variance explained 

by the items (Linacre, n.d.). The unexplained variance explained by the first contrast was 

14.3% (eigenvalue = 2.0), which met the eigenvalue criterion of < 3.0. This value is 

considered good by Linacre (n.d.). Overall, these results indicate that it is unlikely that 

there is a secondary dimension, as the items appeared to form a fundamentally 

unidimensional construct. 
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Table 21. Rasch PCA of Item Residuals for Making New Categories 

Variance Eigenvalue Variance 

Total raw variance in observations 13.7 100.0% 
Raw variance explained by measures 3.7 27.0% 
Raw variance explained by persons 1.3 9.3% 
Raw variance explained by items 2.4 17.7% 

Raw unexplained variance (total) 10.0 73.0% 
Unexplained variance in 1st contrast 2.0 14.3% 

 

Table 22 indicates that items MNC1 (I like to combine my clothes in various 

combinations) and MNC5 (I like rearranging my hairstyle) clustered together with 

positive residual loadings > .40. Both of these concern outward appearance, which 

probably is related in the minds of the participants. In addition, items MNC6, MNC7, and 

MNC8 had negative residual loadings of -.60, -.49, and -.48, respectively. Item MNC6 is 

about using different routes to school.  

 

Table 22. Item Loadings from the Rasch PCA of Residuals for Making New Categories  

Item Loading Measure Infit MNSQ Outfit MNSQ 

MNC5 .65 -.03 1.00 1.00 
MNC1 .64 -.59 .91 .90 
MNC4 .50 .31 .95 .95 
MNC10 .14 .57 .84 .87 
MNC2 .04 -.24 1.13 1.12 
MNC6 
MNC7 

-.60 
-.49 

.68 

.03 
1.32 
1.29 

1.31 
1.28 

MNC8 -.48 .00 .76 .81 
MNC9 -.16 -.16 .99 1.01 
MNC3 -.06 -.56 .74 .74 
Note. MNSQ = Mean square; Infit = inlier-sensitive fit; Outfit = outlier sensitive fit. 
 

Item MNC7 concerns building with Lego blocks, while item MNC8 asked the 

participants to think of the past in new ways. These items probably are related because 

they require physical and/or cognitive effort. 
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The Rasch person reliability (separation) estimate was .64 (1.32), and the Rasch 

item reliability (separation) estimate was .91 (3.27). These numbers show that the person 

reliability estimate was poor (Fisher, 2007), while the item reliability estimate was very 

good. In a similar fashion, although the item separation statistic met Linacre’s (2015) 

recommendation of more than 3.0, the person separation statistic did not. 

 

Sensitivity to New Contexts (STC) 

Sensitivity to New Contexts, which is understood as actively noticing different 

contexts and situations, was measured by nine items. Sensitivity to new contexts concerns 

how much one is aware of the influence of context on one’s behavior. For example, 

people probably think that a train station is only used for taking trains, but under other 

conditions, it can be used as a safe haven after an earthquake. A sample item was I think 

a chair is used only for sitting. The results for the category structure are displayed in 

Table 23. Two adjacent categories needed to be collapsed to meet the threshold criteria 

(Elwood, 2011; Wolfe & Smith, 2007). Categories 2 and 3 were merged into the current 

Category 2, while Categories 4 and 5 were merged to form the current Category 4. The 

result was a 4-category scale: Strongly Disagree, Disagree, Slightly Agree, and Strongly 

Agree. The new 4-point scale met the adjacent threshold criterion of 1.1 (Elwood, 2011) 

with the thresholds increasing monotonically from -.1.72 to 2.02 from the new Category 

1 to Category 4. The Infit MNSQ statistics ranged from .90 to 1.14, while the Outfit 

MNSQ statistics ranged from .88 to 1.28. These met the .5 to 1.5 criterion set by Linacre 

(2010). In addition, the criterion of a minimum of ten observations per category was met 
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with 37 as the lowest number in Category 1. 

 

Table 23. Summary of Category Structure Function for Sensitivity to New Contexts 

  
Count (%) 

Infit  
MNSQ 

Outfit 
MNSQ 

Andrich 
threshold 

Category 
measure 

1 Strongly disagree 37 (3) 1.14 1.28 None (-2.97) 
2 Disagree 266 (19) .99 1.02 -1.72 -1.05 
4 Slightly agree 728 (51) .90 .88 -.30 .93 
6 Strongly agree 386 (27) .98 .98 2.02 (3.19) 
Note. MNSQ = Mean square; Infit = inlier-sensitive fit; Outfit = outlier sensitive fit. Andrich 
threshold = boundary between categories. 

 

The results in Table 24 indicate that items fit the model. The Infit MNSQ statistics 

ranged from .76 to 1.33. The Outfit MNSQ statistic ranged from .77 to 1.45. All the items 

had positive point-measure correlation coefficients ranging from .15 to .50. The standard 

errors were between .11 and .15, indicating that the item difficulty estimates were 

reasonably precise. Items STC9, STC4, STC6, and STC1 had similar difficulty estimates. 

 

Table 24. Rasch Descriptive Statistics for Items of Sensitivity to New Contexts 

 

Item 

 

Measure 

 

SE Infit MNSQ Infit ZSTD 

Outfit 

MNSQ 

 

Outfit ZSTD

Pt-measure 

correlation 

STC2 .79 .11 .98 -.2 .99 -.1 .50 

STC6 .52 .12 1.00 .0 .99 .0 .50 

STC1 .51 .12 .98 -.2 .97 -.2 .40 

STC9 .33 .12 .70 -3.1 .69 -3.1 .44 

STC4 .33 .12 1.33 2.7 1.45 3.6 .15 

STC3 -.12 .12 .76 -2.3 .77 -2.2 .45 

STC8 -.21 .13 1.15 1.3 1.13 1.2 .47 

STC7 -.77 .13 1.00 .0 1.01 .1 .25 

STC5 -1.38 .15 1.13 1.2 1.16 1.3 .33 

Note. MNSQ = Mean square; Infit = inlier-sensitive fit; Outfit = outlier sensitive fit; ZSTD = 
standardized fit statistics; Pt = point measure correlation. 

 

The Wright map (see Figure 6) shows that four items were very easy to endorse. 

Item STC5 (I think listening to music at home is always enjoyable) and item STC7 (I 
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think that learning at school always takes effort) can be considered commonplace for 

students. Most students love music, and most think that study always takes effort. Item 

STC8 (I think that the Buddhist altar is placed only in the Japanese room) and item 

STC3 (I think a hospital is primarily a place for sick people) were also extremely easy to 

endorse. The most difficult item was STC2 (I think a chair is only used for sitting). 

The Wright map (see Figure 6) indicated a ceiling effect because of a lack of item 

difficulty. The item difficulty estimates of items STC5 (I think listening to music at home 

is always enjoyable) and STC7 (I think learning at school always takes effort) were 

below the lowest person ability estimate. Therefore, these items were of limited 

usefulness in measuring this construct. It was hoped that the word always would cause 

the participants to pause and rethink if they really enjoy music all the time, or that study 

always required effort. If the participants went with the most common interpretation, 

without considering that always might not be true for them, then they would be 

considered more mindless. If they were open to other interpretations that might include 

that music sometimes is not enjoyable at home or that learning does not always take 

effort at school, they would be considered more mindful. On the whole, most of the items 

were easy to endorse. For example, even the most difficult item to endorse, item STC2 (I 

think a chair is used only for sitting) was easily endorsable by half of the participants 

because sitting is the usual purpose of a chair. However, mindfulness involves looking 

for other possible uses of items. If the participants had been mindful, then they would 

have found other uses for a chair. This item was more difficult to endorse when compared 

with item STC5 (I think listening to music at home is always enjoyable). 
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Figure 6. Wright map for Sensitivity to New Contexts. M = Mean; S = 1 SD from the 

mean; T = 2 SD from the mean. # = 3 persons and . = 1 to 2 persons. 

 

It probably is more difficult to imagine that music might not always be enjoyable 

at home for teenagers. This result indicated even more mindlessness than the chair item 

because the participants did not even consider that music might not always be enjoyable 

at home. Item STC2 probably has elicited some small inclinations to the possibility of 
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other uses, whereas there were no other imagined possibilities for music at home. It is 

difficult to establish an item hierarchy because most of the items were easily endorsed. 

However, one tendency was that concrete objects such as beds, chairs, and TVs were less 

easily endorsed compared with more abstract items, or items that were based on likes and 

dislikes such as learning and listening. On a whole, most participants exhibited 

mindlessness. The mean person ability estimate was 1.10 (SD = .76). 

In the Rasch PCA of the item residuals analysis, the Rasch model (see Table 25) 

explained 25.7% (eigenvalue = 3.1) of the variance, less than the 50% criterion. The STC 

items explained 18.6% (eigenvalue = 2.3) of the variance, which did not meet the 

eigenvalue criterion of > 4.0 of variance explained by items the first contrast. The 

unexplained variance in the first residual contrast was 13.9% (eigenvalue = 1.7), which 

met the eigenvalue criterion of < 3.0. Given these results for the first residual contrast, it 

is unlikely that there is a secondary dimension. 

 

Table 25. Rasch PCA of Item Residuals for Sensitivity to New Contexts 

Variance Eigenvalue Variance 

Total raw variance in observations 12.1 100.0% 
Raw variance explained by measures 3.1 25.7% 
Raw variance explained by persons .9 7.1% 
Raw variance explained by items 2.3 18.6% 

Raw unexplained variance (total) 9.0 74.3% 
Unexplained variance in 1st contrast 1.7 13.9% 

 

Table 26 shows that items STC7 (I think that learning at school always takes 

effort), STC5 (I think listening to music at home is always enjoyable) and STC1 (I think a 

bedroom is primarily used for sleeping) have high residual loadings of .72, .58, and .46 
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respectively. The reason that these items clustered together is probably related to the 

content; these items are more relevant to the students’ lives compared with other items. 

For example, learning, music, and sleep are parts of their daily lives. Whereas in other 

items, chairs (STC2), Buddhist altars (STC8), and watching TV (STC9) probably plays a 

more peripheral role. In contrast, items STC3 (I think a hospital is primarily a place for 

sick people) and STC6 (I think that food is for eating) are clustered together with 

negative residual loadings of -.50, and -.45 respectively. While item STC3 was difficult 

to endorse as seen on the Wright map (Figure 6), item STC6 was neither difficult nor 

easy to endorse. These items are probably related in that the respondents could not think 

of other possibilities for food or hospitals. 

 

Table 26. Item Loadings of the Rasch PCA of Residuals for Sensitivity to New Contexts  

 
Item 

 
Loading 

 
Measure 

Infit 
MNSQ 

Outfit 
MNSQ 

STC7 .72 -.77 1.00 1.01 
STC5 .58 -1.38 1.13 1.16 
STC1 .46 .51 .98 .97 
STC3 -.50 -.12 .76 .77 
STC6 -.45 .52 1.00 .99 
STC2 -.34 .79 .98 .99 
STC8 -.16 -.21 1.15 1.13 
STC9 -.12 .33 .70 .69 
STC4 -.08 .33 1.33 1.45 

Note. MNSQ = Mean square; Infit = inlier-sensitive fit; Outfit = outlier sensitive fit. 

 

The Rasch person reliability (separation) estimate of .35 (.73) was poor (Fisher, 

2007), while the Rasch item reliability (separation) estimate of .96 (5.00) was excellent. 

Linacre (2015) advised that both item and person separation statistics should be above 

3.0. While the item separation met this criterion, person separation did not. 
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Alertness to Distinctions and Analogies (ADA) 

Alertness to Distinctions and Analogies, which means looking for the similarities 

in different things (analogies), or looking for the differences in similar things 

(distinctions), was measured by eight items. Individuals with high levels of ADA are able 

to notice and perceive distinctions among things more easily than individuals with low 

levels of ADA. A sample item was I notice small changes in my environment. 

The results for the category structure are displayed in Table 27. One category 

needed to be collapsed to meet the threshold criterion for a 6-point scale (Elwood, 2011; 

Wolfe & Smith, 2007). Categories 2 and 3 were merged because there was insufficient 

separation between the original categories. The result was a 5-category scale: Strongly 

Disagree, Disagree, Slightly Agree, Agree, and Strongly Agree.  

 

Table 27. Summary of Category Structure Function for Alertness to Distinctions and 

Analogies 

  
Count (%) 

Infit 
MNSQ 

Outfit 
MNSQ 

Andrich 
threshold 

Category 
measure 

1 Strongly disagree 26.0 (2) 1.23 1.07 None (-4.55) 
2 Disagree 332.0 (30) .99 1.00 -3.42 -1.82 
3 Slightly agree 375.0 (34) .94 1.04 -.12 .41 
4 Agree 256.0 (23) .86 .90 1.13 1.89 
5 Strongly agree 115.0 (10) 1.05 1.11 2.41 (3.68) 
Note. MNSQ = Mean square; Infit = inlier-sensitive fit; Outfit = outlier sensitive 

fit; Andrich threshold = boundary between categories. 

 

The new 5-point scale met the adjacent threshold criterion of > .81 (Elwood, 

2011) with the thresholds increasing monotonically from -4.55 to 3.68 from Category 1 

to Category 5. The Infit MNSQ statistics ranged from .86 to 1.23, while the Outfit MNSQ 
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statistics ranged from .90 to 1.11. These results were within the .5 to 1.5 criterion set by 

Linacre (2010). In addition, the criterion of a minimum of ten observations per category 

was met, as the lowest category frequency was 51 (Category 1). 

The results indicated that item ADA6 (I notice the differences in the shades of 

green of different trees) misfit the Rasch model with Infit and Outfit MNSQ statistics of 

1.86 and 1.89, respectively. Further investigation indicated that this item had 18 (11.4%) 

strongly misfitting responses out of 158. Perhaps the greens of tress are usually more 

pronounced when the leaves start budding in spring; the students probably have not 

noticed these distinctions in the springtime considering the greenness of all trees as the 

same. It could also be the case that items in the environment were not salient to the 

students. For example, some students probably live in a city environment where there are 

few trees. Therefore, it was decided to remove this item. After item ADA6 was removed, 

the new results displayed in Table 28, item ADA4 (I notice small differences in the usual 

New Year’s celebrations.) exceeded the fit criteria with Infit and Outfit MNSQ statistics 

of 1.56 and 1.63 respectively. However, when seven people (8.8%) with misfitting 

responses to ADA4 were temporarily deleted, the new Infit and Outfit MNSQ met the fit 

criteria at 1.44 and 1.54, respectively. It might be that item ADA4 misfit because the 

respondents did not consider New Years as significant. It might be possible that in the 

students’ minds, the only point of New Years was to receive the gift money from their 

parents, which is a tradition in Japan. Thus, the idea that there are differences from New 

Year to New Year probably has not been salient in their minds. However, the distinction 

made in item ADA4 is important in identifying mindfulness. If a respondent can notice 
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such small distinctions, this would indicate mindfulness. Therefore, this item was 

retained. All the items had good positive point measure coefficients ranging from 45 to 

.68. The standard errors were .10-.11, indicating that the item difficulty estimates were 

reasonably precise. 

 

Table 28. Rasch Descriptive Statistics for Items of Alertness to Distinctions and 

Analogies 

Item Measure SE 

Infit 

MNSQ 

Infit 

ZSTD 

Outfit 

MNSQ 

Outfit 

ZSTD

Pt-measure 

correlation 

ADA4 .59 .11 1.56 4.3 1.63 4.6 .43 

ADA8 .51 .11 .77 -2.2 .75 -2.3 .69 

ADA3 .39 .11 1.11 1.0 1.11 .9 .63 

ADA5 .07 .11 .89 -1.0 .91 -.8 .65 

ADA1 -.07 .11 .91 -.8 .89 -1.0 .65 

ADA7 -.69 .10 .83 -1.7 .82 -1.7 .71 

ADA2 -.80 .10 .85 -1.4 .96 -.3 .66 

Note. MNSQ = Mean square; Infit = inlier-sensitive fit; Outfit = outlier sensitive fit; ZSTD = 
standardized fit statistics; Pt = point measure correlation. 

 

The easiest item to endorse (see Figure 7) was item ADA2 (I am sensitive to my 

friend’s changing moods). It was probably easy to endorse because it is easy to notice 

one’s friends’ changing moods because they are well known. However, a few participants 

found this item difficult to endorse. If the participant were aware of their friend’s 

changing moods, this would be considered mindful. A clear item hierarchy cannot be 

established, but there was a tendency for items focused on the general environment to be 

more difficult to endorse than items focused on people. This tendency is probably natural 

because people communicate actively or intimately with other people, and they might not 

communicate in this way with the environment, which includes trees or holiday 

celebrations. 
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--------------------------------------------------- ---------------------------------- 

Persons with more ADA |  More difficult to endorse items 

                      + 

                   #  | 

                      | 

    2                T+ 

                 .##  | 

                 .##  | 

                      | 

               .####  | 

                   # S| 

    1             ##  + 

                ####  |T 

               .####  |   

              .#####  |S ADA4: notice small differe nces in usual New Year celebrations 

             .######  |  ADA8: notice similarities between way people talk 

            ######## M|  ADA3: notice when people c hange habit 

    0         .#####  +M ADA5: notice similarities between different people 

             .######  |  ADA1: notice small changes  in my environment 

             .######  | 

               #####  |S 

              .##### S|  ADA7: notice differences b etween smiles different people 

                      |T ADA2: sensitive friends ch anging moods 

   -1           .###  + 

                   .  | 

                      | 

                  ## T| 

                      | 

                   #  | 

   -2                 + 

Persons with less ADA |  Less difficult to endorse items 

--------------------------------------------------- ---------------------------------- 

Figure 7. Wright map for Alertness to Distinctions and Analogies. M = Mean; S = 1 SD 

from the mean; T = 2 SD from the mean. # = 2 persons and . = 1 persons. 

 

The most difficult item to endorse was item ADA4 (I notice small differences in the usual 

New Year’s celebrations). The mean person ability estimate was .27 (SD = .98), which 

was above the item mean of 0.00. 

Table 29 shows the Rasch principal component analysis of item residuals results. 

The Rasch model explained 46% (eigenvalue = 6.0) of the variance, which was less than 

the 50% criterion suggested by Linacre (n.d.). The ADA items explained 25.7% 
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(eigenvalue = 3.3) of the variance, which did not meet the eigenvalue criterion of > 4.0 of 

variance explained by items the first contrast. The unexplained variance in the first 

residual contrast was 14.7% (eigenvalue = 1.9), which met the eigenvalue criterion of < 

3.0. Ideally, it would be best if all these criteria were met; however, priority is given to 

the first residual contrast, which shows that a meaningful secondary dimension is 

unlikely because it has strength of less than two items. 

 

Table 29. Rasch PCA of Item Residuals for Alertness to Distinctions and Analogies 

Variance Eigenvalues Variance 

Total raw variance in observations 13.0 100.0% 
Raw variance explained by measures 6.0 46.0% 
Raw variance explained by persons 2.6 20.3% 
Raw variance explained by items 3.3 25.7% 

Raw unexplained variance (total) 7.0 54.0% 
Unexplained variance in 1st contrast 1.9 14.7% 

 

Furthermore, Table 30 shows that items ADA1, ADA2 and ADA3 had 

residual loadings of .71, .60, and .39, respectively. In contrast, items ADA4, 

ADA5, and ADA8 had strong negative loadings. 

 

Table 30. Item Loadings from PCA of Residuals for Alertness to Distinctions and 

Analogies 

Item Loading Measure Infit  MNSQ Outfit MNSQ 

ADA1 .71 -.07 .91 .89 
ADA2 .60 -.80 .85 .96 
ADA3 .39 .39 1.11 1.11 
ADA8 -.70 .51 .77 .75 
ADA5 -.47 .07 .89 .91 
ADA4 -.40 .59 1.56 1.63 
ADA7 -.15 -.69 .83 .82 
Note. MNSQ = Mean square; Infit = inlier-sensitive fit; Outfit = outlier sensitive fit. 
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In Table 31, the word change appears in first three items that have positive 

loadings. In the next three items, the words similarities and differences appear in the 

items that have negative loadings. However, the binding element that resides in all these 

items can be found in the action of noticing something people usually are not consciously 

aware of. In one sense, changes as opposed to similarities and differences probably 

appear as semantic opposites in the respondents’ minds, which might explain their 

opposite loadings. However, it is appropriate to consider this as one whole factor based 

on the overall act of consciously noticing differences and distinctions. This act is 

theorized as mindful in this research. 

 

Table 31. Item Polarity Loadings for Alertness to Distinctions and Analogies 

Item Item descriptor Loading 

ADA1 I notice small changes in my environment. .71 
ADA2 I am sensitive to my friend’s changing moods. .60 
ADA3 I notice when people close to me change their habits. .39 
ADA8 I notice the similarities between the way people talk. -.71 
ADA5 I notice the similarities between different people. -.60 
ADA4 I notice small differences in the usual New Year’s celebrations. -.39 

 

Given that the first residual contrast of 1.9 should be prioritized in considering 

unidimensionality and that the two-facets of the ADA construct are theoretically based on 

noticing small distinctions, which is characteristic of mindfulness, this construct is 

arguably unidimensional. 

The Rasch person reliability separation estimate was .73 (1.65), and the Rasch 

item reliability separation estimate was .95 (4.52). Based on Fisher’s (2007) criteria, the 

item reliability estimate was excellent, while the person reliability was fair. Linacre 
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(2015) has advised that both the item and person separation statistic be above 3.0, but the 

person separation statistic did not. The item separation statistic exceeded the 3.0 criterion. 

 

Awareness of Multiple Perspectives (AMP) 

Awareness of Multiple Perspectives, which was designed to measure the 

awareness of the respondents when a target in the task was altered, was measured by ten 

items. In other words, the tasks were designed to increase awareness in variability by 

looking at objects from different angles. Individuals with high levels of AMP are more 

able to view situations from various perspectives. A sample item was I prefer to examine 

things from many points of view before deciding. The results for the category structure 

are displayed in Table 32. Categories 2 and 3 were merged into Category 2 because there 

was insufficient separation between the categories (Elwood, 2011; Wolfe & Smith, 

2007). 

 

Table 32. Summary of Category Structure Function for Awareness of Multiple 

Perspectives 

  

Count (%) 

Infit 

MNSQ 

 

Outfit MNSQ 

Andrich 

threshold 

 

Category measure 

1 Strongly disagree 28.0 (2) 1.12 1.10 None (-3.87) 

2 Disagree 269.0 (17) 1.07 1.12 -2.69 -1.66 

3 Slightly agree 576.0 (37) .86 .88 -.51 .21 

4 Agree 442.0 (28) .95 .93 1.10 1.70 

5 Strongly agree 262.0 (17) 1.00 1.04 2.11 (3.42) 

Note. MNSQ = Mean square; Infit = inlier-sensitive fit; Outfit = outlier sensitive fit; Andrich 

thresholds = boundary between categories. 

 

The result was a 5-category scale that met the adjacent threshold criterion of > .81 

(Elwood, 2011). The Infit MNSQ statistics ranged from .86 to 1.12, while the Outfit 
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MNSQ statistics ranged from .88 to 1.12. These results were within the .50-1.50 criterion 

set by Linacre (2010). In addition, the criterion of a minimum of ten observations was 

met, as the lowest category frequency was 28 (Category 1). 

The results in Table 33 indicate that all AMP items fit the Rasch model. The Infit 

MNSQ statistics ranged from .65 to 1.48, and the Outfit MNSQ statistics ranged from .63 

to 1.49. Item AMP10 (The Japanese are not one pure race) had the highest Infit MNSQ 

and Outfit MNSQ statistics of 1.48 and 1.49, respectively. The participants might have 

reacted emotionally. Ethnicity is related to self-identity, which sparked unusual 

responses. All the items had positive point-measure correlation coefficients ranging from 

50 to .70. There were low standard errors of .10 to .11. This indicates the item difficulty 

estimates were precise. 

 

Table 33. Rasch Descriptive Statistics for Items of Awareness of Multiples Perspectives  

 
Item 

 
Measure 

 
SE 

Infit 
MNSQ 

Infit 
ZSTD 

Outfit 
MNSQ 

Outfit 
ZSTD 

Pt. measure 
correlation 

AMP5 1.14 .11 1.18 1.6 1.16 1.4 .53 
AMP1 .28 .10 .87 -1.3 .86 -1.3 .64 
AMP9 .19 .10 .65 -3.7 .63 -3.8 .70 
AMP6 .11 .10 .91 -.8 .92 -.7 .61 
AMP8 -.06 .10 1.11 1.1 1.18 1.6 .54 
AMP3 -.08 .10 1.10 1.0 1.20 1.7 .55 
AMP10 -.17 .10 1.48 4.0 1.49 3.9 .50 
AMP2 -.40 .10 .85 -1.5 .86 -1.3 .60 
AMP4 -.41 .10 .91 -.9 .87 -1.2 .66 
AMP7  -.60 .10 .89 -1.0 .97 -.2 .61 
Note. MNSQ = Mean square; Infit = inlier-sensitive fit; Outfit = outlier sensitive fit; ZSTD = 

standardized fit statistics; Pt = point measure correlation. 

 

The Wright map (see Figure 8) shows that the easiest item to endorse was item 

AMP7 (I can see the advantages of something that appears at first sight negative). 
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However, a few participants found it difficult to endorse. This particular school often 

encourages students to be optimistic and to view things positively, and this probably has 

influenced them. Still, there was a tendency toward a ceiling effect as the items were easy 

to endorse. 

 

--------------------------------------------------- ---------------------------------- 
Persons with more AMP |  More difficult to endorse items 
    4                 + 
                   #  | 
                      | 
                      | 
                  .#  | 
                      | 
    3              #  + 
                     T| 
                   #  | 
                      | 
                  .#  | 
                      | 
    2            .##  + 
                   # S| 
                  ##  | 
                 ###  | 
             #######  | 
                ####  |  AMP5:  have health problem , try rearrange my thoughts 
    1       .#######  +T 
              .##### M| 
            ########  | 
               .####  |S AMP1:  prefer examine thin gs many points of view before decide 
              ######  |  AMP9:  can’t solve problem , look different perspectives 
              .#####  |  AMP6:  can imagine differe nt motives of different people 
    0         .#####  +M AMP8:  can see disadvantag e that appears first positive 
                  .# S|  AMP3:  have money problem,  think various ways solve 
                      |  AMP10: Japanese not one pu re race 
                  .#  | 
                      |  AMP2:  notice many ways to  view a situation 
                 .##  |S AMP4:  relationship proble m, think various ways solve 
                   #  |  AMP7:  see advantage somet hing that first is negative 
                   .  | 
   -1              #  +T 
                   . T| 
                      | 
                  .#  | 
                      | 
                      | 
   -2                 + 
Persons with less AMP |  Less difficult to endorse items 
--------------------------------------------------- ------------------------------------- 

Figure 8. Wright Map for Awareness of Multiple Perspectives. M = Mean; S = 1 SD from 

the mean; T = 2 SD from the mean. # = 3 persons and . = 1 persons. 

 

If the participants were disposed to viewing things from multiple perspectives, 

this would indicate more mindfulness. The difficult-to-endorse items used words such as 
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rearrange, examine, and look, which might have presented a more effortful image than 

the easy-to-endorse items, which used words such as see, think, and notice. However, this 

was not the case with all the items. The most difficult item to endorse was item AMP5 

(When I have a health problem, I try to rearrange my thoughts to see it differently), but 

for about half of the participants, it was still not difficult to endorse. It probably is that 

teenagers usually go to a doctor without much thought if they are sick. Young people on 

the whole, probably have less experience facing sickness than older people, and thus have 

less need to consider health issues from multiple perspectives. Nevertheless, there was a 

tendency toward mindfulness overall. For future development, more difficult items are 

needed. The mean person ability estimate was .85 (SD = 1.07). 

Table 34 shows the Rasch PCA of item residual results. The Rasch model 

explained 40.5% (eigenvalue = 6.8) of the variance, which was less than the 50% 

criterion suggested by Linacre (n.d.). The AMP items explained 24.7% (eigenvalue = 4.1) 

of the variance, which met the eigenvalue criterion of > 4.0 of variance explained by 

items the first contrast. The unexplained variance in the first residual contrast was 9.8% 

(eigenvalue = 1.7), which met the eigenvalue criterion of < 3.0. This indicates there is no 

secondary dimension. 

 

Table 34. Rasch PCA of Item Residuals for Awareness of Multiple Perspectives 

Variance Eigenvalue % variance 

Total raw variance in observations 16.8 100.0% 
Raw variance explained by measures 6.8 40.5% 
Raw variance explained by persons 2.7 15.8% 
Raw variance explained by items 4.1 24.7% 
Raw unexplained variance (total) 10.0 59.5% 
Unexplained variance in 1st contrast 1.7 9.8% 
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Table 35 indicates that items AMP4 and AMP7 have high positive residual 

loadings of .68 and .50, respectively. Item AMP4 (When I have a relationship problem, I 

try to think of various ways to solve it) and item AMP7 (I can see the advantage of 

something that appears at first sight negative) probably both require effort. It also 

possible that both items are focused on a positive approach to solving problems. Items 

AMP6 and AMP8 showed negative high loadings of -.40 and -.44, respectively. Item 

AMP6, I can imagine the different motives of different people, item AMP8, I can see the 

disadvantages of something that appears at first sight positive, and item AMP10, The 

Japanese are not one pure race, focused on a pessimistic or negative approach. 

 

Table 35. Item Loadings of the Rasch PCA of Residuals for Awareness of Multiple 

Perspectives  

Item Loading Measure Infit MNSQ Outfit MNSQ 

AMP4 .68 -.41 .91 .87 
AMP7 .50 -.60 .89 .97 
AMP1 .25 .28 .87 .86 
AMP5 .19 1.14 1.18 1.16 
AMP9 .15 .19 .65 .63 
AMP3 .04 -.08 1.10 1.20 
AMP10 -.68 -.17 1.48 1.49 
AMP8 -.44 -.06 1.11 1.18 
AMP6 -.40 .11 .91 .92 
AMP2 -.01 -.40 .85 .86 
Note. MNSQ = Mean square; Infit = inlier-sensitive fit; Outfit = outlier sensitive fit. 
 

The Rasch person reliability (separation) estimate was .79 (1.91), which was fair, 

and the Rasch item reliability (separation) estimate was .95 (4.20), which was excellent. 

Linacre (2015) advised that the item and person separation statistic should be above 3.00; 

the item separation statistic met this criterion, but the person separation statistic did not. 
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Process Orientation (PO) 

Process Orientation focuses on the process of doing something, rather than the 

results. It was measured by 10 items. Individuals with high levels of PO are more able to 

focus on the process rather than just the results. A sample item was I relish eating food 

rather than satisfying my hunger. The results for the category structure are displayed in 

Table 36. Two categories needed to be collapsed to meet the minimum threshold criteria 

(Elwood, 2011; Wolfe & Smith, 2007). Categories 2 and 3 (Disagree and Slightly 

Disagree) were merged to make the new Category 2 (Disagree), while Categories 5 and 6 

(Agree and Strongly agree) were merged into the current Category 4. The result was a 4-

category scale: Strongly Disagree, Disagree, Slightly Agree and Agree. The new 4-point 

scale did not meet the adjacent threshold criterion of 1.1 (Elwood, 2011) between 

Categories 3 and 4, although the thresholds increased monotonically from -2.71 to 2.43 

from Category 1 to Category 4. The Infit MNSQ statistics ranged from .86 to 1.06, while 

the Outfit MNSQ statistics ranged from .79 to 1.08. These results were within the .5 to 

1.5 criterion set by Linacre (2010). The minimum criterion of ten observations was met, 

as the lowest category frequency was 65 (Category 1). 

 

Table 36. Summary of Category Structure Function for Process Orientation 

  

Count (%) 

Infit  

MNSQ 

 

Outfit MNSQ 

Andrich 

threshold 

Category 

measure 

1 Strongly disagree 65.0 (4) .91 1.01 None (-2.71) 

2 Disagree 397.0 (25) 1.02 1.05 -1.52 -.67 

3 Slightly agree 512.0 (33) .86 .79 .49 .85 

4 Agree 601.0 (38) 1.06 1.08 1.04 (2.43) 

Note. MNSQ = Mean square; Infit = inlier-sensitive fit; Outfit = outlier sensitive fit; Andrich 
thresholds = boundary between categories. 
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The results in Table 37 indicate that all PO items fit the Rasch model. The Infit 

MNSQ statistics ranged from .67 to 1.27, while the Outfit MNSQ statistics ranged from 

.68 to 1.29. All the items had positive point measure coefficients ranging from 35 to .55. 

The standard errors were between .10 to .11, indicating that the item difficulty estimates 

were reasonably precise. 

 

Table 37. Rasch Descriptive Statistics for Items of Process Orientation  

Item Measure 

 

SE Infit MNSQ Infit ZSTD 

Outfit 

MNSQ 

Outfit ZSTD PT-measure 

correlation 

PO4 .54 .10 .92 -.8 .96 -.4 .51 

PO9 .42 .10 .86 -1.4 .86 -1.5 .53 

PO10 .14 .10 1.03 .3 .99 .0 .50 

PO7 .12 .10 .67 -3.8 .68 -3.4 .55 

PO3 .00 .10 1.15 1.6 1.26 2.3 .41 

PO1 -.12 .10 1.27 2.6 1.29 2.5 .52 

PO8 -.14 .11 1.04 .4 1.05 .5 .41 

PO5 -.18 .11 1.17 1.7 1.11 1.0 .46 

PO6 -.47 .11 .88 -1.2 .91 -.7 .51 

Note. MNSQ = Mean square; Infit = inlier-sensitive fit; Outfit = outlier sensitive fit; ZSTD = 
standardized fit statistics; Pt = point measure correlation. 

 

The Wright map (see Figure 9) shows that the easiest item to endorse was item 

PO6, In my hobbies, I prefer to focus on the technique rather than the results. It is 

probably that students enjoy taking part in hobbies, which do not require a final outcome. 

There was a ceiling effect because the items were easy to endorse. The PO factor was 

designed to show that the more participants focused on the process, and therefore 

endorsed the item, the more mindfulness they possessed. Conversely, the more the 

participants focused on the results, the more they possessed mindlessness. The analysis of 

the item hierarchy for this factor indicated that there was a tendency for more difficult 

items to be more serious in nature—the process of discussing, learning, making an effort. 
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In contrast, the items that were easy to endorse, hobbies, and sports were enjoyable. The 

most difficult item to endorse (see Figure 9) was item PO4 (I prefer the process of 

discussion rather than reaching a conclusion), but it was not difficult for half of the 

participants. It is possible that participants felt that the discussion process was difficult 

because it takes time and patience. The mean person ability estimate was 1.01 (SD = .80). 

 

--------------------------------------------------- ---------------------------------- 

Persons with more PO |More difficult to endorse ite ms 

                 .#  | 

                     | 

                    T| 

                     | 

              #####  | 

                     | 

    2           ###  + 

                     | 

                ### S| 

                     | 

               ####  | 

          #########  | 

                     | 

            .######  | 

    1      .####### M+ 

            #######  | 

            #######  | 

             ######  |T 

                     |  PO4:  prefer process of dis cussion than reach conclusion 

              #####  |  PO9:  more interested joy l earn in moment than good grade 

             .##### S|S PO10: judge myself more for  effort than outcome 

                 .#  |  PO7:  prefer experiment act ivities than flawless outcome 

    0            .#  +M PO3:  relish eat food than satisfy hunger 

                 ##  |  PO1:  prefer write diaries than essay to be graded 

        |  PO8:  would rather live in moment than f ocus expect future 

        |  PO5:  prefer to sing for fun without wor ry how well 

                     |S PO2:  prefer to play sports  than focus final score 

                  #  | 

                  . T|  PO6:  prefer to focus techn ique than results in hobbies 

                  .  |T 

                  .  | 

Persons with less PO |Less difficult to endorse ite ms 

--------------------------------------------------- ---------------------------------- 

Figure 9. Wright map for Process Orientation. M = Mean; S = 1 SD from the mean; T = 2 

SD from the mean. # = 3 persons and . = 1 persons. 
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Table 38 shows the Rasch PCA of item residual results. The Rasch model 

explained 26.3% (eigenvalue = 3.6) of the variance, which was less that 50% criterion 

suggested by Linacre (n.d.). The PO items explained 16.8% (eigenvalue = 2.3) of the 

variance, which did not meet the eigenvalue criterion of > 4.0. The unexplained variance 

in the first residual contrast was 11.8% (eigenvalue = 1.6), which met the eigenvalue 

criterion of < 3.0. It is unlikely that there is a secondary dimension, given the small 

eigenvalue of the first residual contrast. 

 

Table 38. Rasch PCA of Item Residuals for Process Orientation 

Variances Eigenvalues % variance 

Total raw variance in observations 13.6 100.0% 
Raw variance explained by measures 3.6 26.3% 
Raw variance explained by persons 1.3 9.5% 
Raw variance explained by items 2.3 16.8% 

Raw unexplained variance (total) 10.0 73.7% 
Unexplained variance in 1st contrast 1.6 11.8% 

 

Table 39 shows items PO2 and PO7 clustering with positive residual loadings of 

.62 and .57, respectively. Item PO2, In sports, I prefer playing the sport rather than 

focusing on the final score, and item PO7, I prefer experimenting with my activities 

rather than having a flawless outcome, both de-emphasized the goal—the final score and 

a flawless outcome. On the other hand, items PO9 and PO10 had high negative loadings. 

Item PO9, In English class, I am more interested in the joy of learning in the moment 

rather than getting a good class grade, and item PO10, I judge myself more on my effort 

rather than the outcome. It might be that the respondents equate learning with effort, and 

not joy. 
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Table 39. Item Loadings from the Rasch PCA of Residuals for Process Orientation  

Item Loading Measure Infit MNSQ Outfit MNSQ 

PO2 .62 -.30 1.05 1.14 
PO7 .57 .12 .67 .68 
PO4 .34 .54 .92 .96 
PO5 .26 -.18 1.17 1.11 
PO6 .08 -.47 .88 .91 
PO9 -.52 .42 .86 .86 
PO10 -.46 .14 1.03 .99 
PO8 -.31 -.14 1.04 1.05 
PO3 -.26 .00 1.15 1.26 
PO1 -.23 -.12 1.27 1.29 
Note. MNSQ = Mean square; Infit = inlier-sensitive fit; Outfit = outlier sensitive fit. 

 

The PO items had a Rasch person reliability (separation) estimate of .60 (1.22), 

and the Rasch item reliability (separation) estimate was .87 (2.54). Person reliability was 

poor (Fisher, 2007). Item reliability was good. Item and person separation statistic did not 

meet Linacre’s (2015) recommendation of more than 3.0. 

 

Initial Data Screening for Interest 

The data set was first checked for missing data and improbable values. The pre- 

and post-questionnaires were administered with ten separate tasks (see Table 40). 

 

Table 40. Total Participants of the Interest Survey 

Number Name Type Treatment Comparison Total 

Task 1 Making Categories Vocabulary 34 38 72 
Task 2 Humanizing Words Vocabulary 35 7 42 
Task 3 Noticing Vocabulary 36 38 74 
Task 4 Beauty of Words Vocabulary 35 36 71 
Task 5 Context Vocabulary 35 37 72 
Task 6 Reading One Reading 36 42 78 
Task 7 Cats & Dogs Reading 34 41 75 
Task 8 MP3 Reading 33 39 72 
Task 9 Book Circles Reading 35 39 74 
Task 10 Changing Books Reading 18 39 57 
Total   331 356 687 
Note. Type = type of task; Treatment, comparison, and total = number of participants. 
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Over the ten tasks, participation varied considerably from 42 to 80 per task. This was due 

to either student absences from class or sudden class schedule changes. The pre- and 

post-administrations included both the treatment and comparison groups. 

 

Interest Questionnaire Dimensions 

 Interest is defined as a motivational variable and psychological state that occurs 

during the interaction between persons and their objects of interest. The construct was 

measured with three items that assessed knowledge, values, and interest. A stem for 

knowledge was How much do/did you know about….?, a stem for values was How 

important is/was…..?, and a stem for interest was How interesting is/was….? The future 

tense was used on the pre-survey while on the post-survey the past tense was used. 

Therefore, each of the tasks had these three questions. For example, one reading task was 

accompanied by the following questions: How much do/did you know about was MP3 

files? How important is/was MP3 files to you? How interesting is/was MP3 files to you? 

The results for the category structure are displayed in Table 41. The Infit MNSQ 

statistics ranged from .90 to 1.14, and the Outfit MNSQ statistics ranged from .90 to 1.10. 

These results were well within the .50 to 1.50 criterion set by Linacre (2010). The 

Andrich thresholds were orderly as they advanced monotonically from -1.84 to 1.46 from 

Category 1 to Category 4. The distance between adjacent thresholds met the 1.1 criterion 

for a 4-point scale. In addition, the criterion of a minimum of 10 observations was met. 

The lowest category (1) frequency was 399. 
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Table 41. Summary of Category Structure Function for Interest 

  
Count (%) 

 
Infit MNSQ 

Outfit 
MNSQ 

Andrich 
threshold 

Category 
measure 

1 A lot 618.0 (16) 1.14 1.10 None (-3.02) 
2 A little 1,709.0 (45) .93 .92 -1.84 -.82 
3 Not so much 1,066.0 (28) 1.01 1.01 .38 .98 
4 Not at all 399.0 (11) .90 .90 1.46 2.76 
Note. MNSQ = Mean square; Infit = inlier-sensitive fit; Outfit = outlier sensitive fit; Andrich 
thresholds = boundary between categories. 

 

The results displayed in Table 42 indicate that all the Interest items fit the Rasch 

model. The Infit MNSQ statistics ranged from .68 to 1.31. 

 

Table 42. Rasch Descriptive Statistics for the Interest Items 

 

Item 

 

Measure 

 

SE 

Infit 

MNSQ 

Infit 

ZSTD 

Outfit 

MNSQ 

Oufit 

ZSTD 

Pt-measure 

correlation 

IM6 1.01 .11 .88 -1.3 .86 -1.4 .61 

K9 .86 .11 1.17 1.6 1.18 1.7 .55 

IM8 .60 .11 1.09 .8 1.06 .6 .62 

K8 .52 .11 1.31 2.8 1.27 2.4 .52 

IN6 .46 .11 1.15 1.4 1.13 1.3 .55 

IN8 .46 .11 1.10 1.0 1.06 .6 .65 

K5 .22 .11 .78 -.2.2 .79 -2.1 .62 

IN9 .21 .11 1.03 .4 1.02 .2 .52 

K10 .17 .12 .85 -1.3 .86 -1.3 .49 

IM9 .13 .11 1.22 1.9 1.17 1.5 .54 

K6 .09 .11 .94 -.5 .92 -.7 .58 

IN1 .09 .12 .98 -.1 .98 -.2 .47 

IN5 .04 .12 .90 -.9 .90 -.9 .61 

IM7 .01 .11 1.25 2.2 1.27 2.3 .43 

K2 -.08 .14 1.04 .4 1.02 .2 .37 

K7 -.09 .11 .86 -1.4 .91 -.8 .31 

IM5 -.12 .12 .95 -.5 .96 -.3 .56 

K4 -.15 .12 .83 -1.5 .82 -1.6 .57 

IM2 -.25 .14 1.04 .4 1.03 .3 .30 

IN4 -.28 .12 .90 -.8 .91 -.7 .50 

IM10 -.33 .13 .79 -1.9 .81 -1.7 .46 

IN3 -.38 .12 .68 -3.2 .67 -3.3 .62 

IN2 -.38 .14 .99 -.1 1.00 .1 .24 

IN7 -.41 .12 .99 .0 .99 .0 .43 

IN10 -.41 .13 .76 -2.1 .77 -2.1 .54 

IM4 -.63 .12 1.17 1.4 1.13 1.1 .56 

IM3 -1.37 .12 1.22 1.7 1.13 1.1 .46 
Note: K = Knowledge; IM = Importance; IN = Interest; Note. MNSQ = Mean square; Infit = inlier-sensitive fit; 

Outfit = outlier sensitive fit; ZSTD = standardized fit statistics; Pt = point measure correlation. 
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The  Outfit MNSQ statistics ranged from .77 to 1.27, which met the .50 to 1.50 

criterion. All items had positive point measure correlation coefficients, which ranged 

from .24 to .65. There were low standard errors from .11 to .14 indicating the item 

difficulty estimates were precise. Item IM1 had MNSQ Infit and Outfit statistics of 

1.85(5.0) and 1.77(3.4) respectively. It was removed because it was above the acceptable 

criterion. No redundant items were present. 

Persons more interest   |  More difficult to endorse items  
                  .  | 
                     | 
                  #  | 
                  .  | 
                     | 
                  # T| 
    2             .  + 
                .##  | 
                  #  | 
                  #  | 
                 .#  | 
                  #  | 
               #### S| 
    1            ##  +T IM6 spiders 
               ####  |  K9 book circles 
                .##  | 
              #####  |  IM8 mp3 files      K8 mp3 f iles 
               .###  |S IN6 spiders        IN8 mp3 files 
                .## M|  K5 words 
          #########  |  IM9 book circles   IN1 stud y vocab 
    |  IN9 book circles   K10 history of books 
    0       .######  +M K6 spiders         IM7 cats  & dogs    IN5 words 
                 .#  |  IM5 words K2 words K4 words   K7 cats & dogs 
            .######  |  IM10 history books IM2 word s IN4 words 
              #####  |S IN10 history books IN2 word s IN3 words IN7 cats dogs 
               .### S|  IM4 words 
               ####  | 
                ###  | 
   -1             .  +T 
                .##  | 
                  #  | 
                     |  IM3 
                  . T| 
Persons less interest|  Less difficult to endorse i tems 
--------------------------------------------------- ------------------------------------  
Figure 10. Wright map for Interest. M = Mean; S = 1 SD from the mean; T = 2 SD from 
the mean. # = 2 persons and . = 1 persons. K = Do/Did you know..?, IM = Is/Was this 
important…?, IN = Is/Was this important…? 
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The Wright map (see Figure 10) shows that the easiest item to endorse was item 2 

(How important is/was…..?), and the most difficult item to endorse was item 1 (How 

much do/did you know about….?). Nevertheless, two-thirds of the participants found all 

three items easy to endorse. This age group of high school students found many things 

fresh and new, and interesting. Interest and knowledge is more related in their minds, as 

compared with importance, which was easier for them. It could be that if they have or are 

aware of knowledge concerning the topic of the task, they are probably interested in it to 

begin with. 

Table 43 shows the Rasch PCA of item residuals results. The Rasch model 

explained 40.5% of the variance, which met the 50% criterion suggested by Linacre 

(n.d.). The Interest items explained 8.4% (eigenvalue = 3.4) of the variance, which met 

the criterion of > 4 (Linacre, n.d.). The unexplained variance in the first residual contrast 

was 10.4% (eigenvalue = 4.2), which did not meet the eigenvalue criterion of < 3.0. 

Based on these results, it is unlikely that there is a secondary dimension in the data. 

 

Table 43. Rasch PCA of Item Residuals for Interest 

Variance Eigenvalue Variance 

Total raw variance in observations 40.5 100.0% 
Raw variance explained by measures 13.5 33.3% 
Raw variance explained by persons 10.1 25.0% 
Raw variance explained by items 3.4 8.4% 

Raw unexplained variance (total) 27.0 66.7% 
Unexplained variance in 1st contrast 4.2 10.4% 

 

Table 44 shows that item 2 (How important is/was…?) had a positive residual 

loading of .93. Item 1 (How interesting is/was…?) and item 3 (How much do/did you 
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know about…?) had negative loadings of -.88 and -.07 respectively, indicating that they 

were easier to endorse. It might be that interest in the topic comes first, followed by a 

desire to seek further knowledge. This probably explains why these two items are 

clustered together. On the other hand, a topic might be important, but not interesting. 

 

Table 44. Item Loadings from The Rasch PCA of Residuals for Interest 

Item Loading Measure Infit MNSQ Outfit MNSQ 

K9  .64 .86 1.17 1.18 
IN9  .63 .21 1.03 1.02 
K8 .57 .52 1.31 1.27 
IM9 .52 .13 1.22 1.17 
IM8 .45 .60 1.09 1.06 
IN8 .42 .46 1.10 1.06 
IN2 .29 -.38 .99 1.00 
K6 .28 .09 .94 .92 
IN6 .21 .46 1.15 1.13 
IM2 .19 -.25 1.04 1.03 
IM6 .14 1.01 .88 .86 
K2 .12 -.08 1.04 1.02 
K7 .07 -.09 .86 .91 
IM5 -.60 -.12 .95 .96 
IM4 -.56 -.63 1.17 1.13 
IN5 -.51 .04 .90 .90 
IM10 -.49 -.33 .79 .81 
K5 -.45 .22 .78 .79 
K4 -.42 -.15 .83 .82 
IN10 -.42 -.41 .76 .77 
IM3 -.34 -1.37 1.22 1.13 
K10 -.33 .17 .85 .86 
IN4 -.24 -.28 .90 .91 
IN3 -.23 -.38 .68 .67 
IM7 -.20 .01 1.25 1.27 
IN1 -.18 .09 .98 .98 
IN7  -.13 -.41 .99 .99 
Note. K = knowledge; IM = importance; IN = interest; Note. MNSQ = Mean square; Infit = 
inlier-sensitive fit; Outfit = outlier sensitive fit. 
 

The interest construct had a Rasch person reliability (separation) estimate of .85 

(2.41), a Rasch item reliability (separation) estimate of .93 (3.73). Person reliability was 
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fair and item reliability was excellent (Fisher, 2007). The person separation statistic did 

not meet Linacre’s (2015) recommendation of more than 3.0, while the item separation 

statistic met the recommendation. 

 

Summary 

In this chapter, the initial data screening was reported, after which the 

psychometric properties of the mindfulness and interest questionnaires were presented. A 

Rasch analysis of the instruments indicated that the most items had good fit to the Rasch 

model and adequate reliability; however, the range of item difficulties was inadequate, 

especially for the interest survey. 
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CHAPTER 5 

QUANTITATIVE RESULTS 

 

In this chapter, the results from various quantitative analyses conducted in this 

research are presented. The hypotheses are presented and answered sequentially. The first 

hypothesis proposed that tasks designed to instigate mindfulness would increase vocabulary 

and reading performance. The second hypothesis proposed that gains in mindfulness would 

have a correlation with gains in interest for the treatment group, and that there would be a 

weaker correlation between mindfulness and the comparison group. The third hypothesis 

proposed that mindfulness would have a positive impact over time for the low-proficiency 

participants on task performance, whereas the high-proficiency participants would see little 

improvement on the performance of the tasks. 

 

Hypothesis 1: Mindfulness and Improved Performance 

The first hypothesis proposed that the mindfulness tasks would improve the treatment 

group performance on the vocabulary and reading tasks. This hypothesis was examined to see 

if it was fully, partially, or not supported. It was also hypothesized that the treatment group 

would outperform the comparison group on the ten linguistic outcomes. This hypothesis was 

investigated in three ways. First, overall performance of both short-term and long-term 

outcomes combined on the vocabulary mindfulness tasks was examined with a one-way 

MANOVA. Next, the short-term and long-term results were analyzed separately for the 

vocabulary tasks with two follow-up one-way ANOVAs. Second, the reading comprehension 
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tasks’ short-term results were examined with a one-way ANOVA. 

Prior to performing the statistical analysis, practical considerations expressed by 

Tabachnick and Fidell (2007, pp. 251-253) were addressed. For the MANOVA, these include 

the necessity of: (a) more cases than DVs in every cell, (b) multivariate normality, (c) absence 

of outliers, (d) homogeneity of variance-covariance matrices, (e) linearity, and (f) absence of 

multicollinearity and singularity. All these practical considerations for the MANOVA were 

addressed except for outliers. When the data were examined with Mahalanobis distance using 

SPSS regression, one participant in the treatment group exceeded the Mahalanobis distance 

criterion of 16.27 at 16.49, p = .001 (df = 3). Furthermore, my personal knowledge of the 

respondent’s unreliability confirmed that the person should be deleted. This outlier was found 

in the ANOVA as well, and was deleted leaving an n-size of 40 in the treatment group. 

A one-way MANOVA was conducted to evaluate the effect of the mindfulness 

vocabulary tasks on performance outcomes. The independent variable was group (two levels: 

comparison and treatment). The dependent variables were the participants’ scores on two 

different posttests: the immediate vocabulary posttest, and delayed vocabulary posttest. The 

combined average would be the main posttest variable, with a further breakdown of the 

immediate and delayed posttests to provide more information for analysis and interpretation. 

Table 45 presents the descriptive statistics for the comparison group and treatment group. 

These descriptive statistics include the results for the immediate posttest, and delayed posttest. 

The comparison group mean was 74.82 (SD = 21.97) and the treatment group mean was 77.93 

(SD = 20.62) for the immediate posttest. The treatment group had a small gain of 3.11 for the 

immediate posttest results. The delayed posttest results showed a mean of 63.06 (SD = 22.80) 
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for comparison group, and 64.59 (SD = 21.73) for treatment group. There was very little 

difference between these results. This result also showed very little difference between the 

group means. 

 

Table 45. Descriptive Statistics for Immediate Vocabulary Posttest, Delayed 

Vocabulary Posttest, and Combined Vocabulary Posttest 

 
Test 

 
M 

Comparison 
95% CI 

 
SD 

 
M 

Treatment 
95% CI 

 
SD 

Immediate 74.8 [68.1, 81.5] 21.9 77.9 [71.3, 84.5] 20.6 

Delayed 63.1 [56.1, 70.0] 22.8 64.6 [57.6, 71.5] 20.7 
Note. All statistics are based on raw scores. CI = confidence intervals. 

 

The multivariate Wilks’ Lambda was not significant, F(2, 81) = .397, p < .67, 

indicating that the hypothesis that the treatment group would outperform the comparison 

group on the vocabulary posttests was not supported. The multivariate $2 = .01 indicates that 

01% of the multivariate variance of the dependent variables is associated with the group 

factor. 

Next, a one-way ANOVA was conducted to evaluate the effect of the mindfulness 

reading tasks on performance outcomes. The independent variable was group (two levels: 

comparison and treatment). The dependent variable was the participants’ scores on a reading 

posttest after each mindfulness task was administered. There were five reading mindfulness 

tasks. Thus, the reading posttest scores were averaged based on five reading comprehension 

scores that were gathered after five different mindfulness tasks. Table 46 shows that the 

comparison group mean was 59.35 (SD = 16.39), and the treatment group mean was 60.35 

(SD = 15.74), which indicated little difference between the two groups. 
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Table 46. Descriptive Statistics for Reading Posttest Scores 

 
Test 

 
M 

Comparison 
95% CI 

 
SD 

 
M 

Treatment 
95% CI 

 
SD 

Reading 59.4 [54.4, 64.3] 16.4 60.4 [55.3, 65.4] 15.7 
Note. All statistics are based on raw scores; CI = confidence intervals. 

 

The univariate ANOVA for the reading posttest results for the between-subjects 

effects was not significant, F(1, 82) = .082, p < .77, η2 = .001. Therefore, the hypothesis that 

the treatment group would outperform the comparison group on the reading posttest scores 

was not supported. 

 

Hypothesis 2: Correlations of Mindfulness and Interest Gains 

The second hypothesis proposed that gains in mindfulness would have a positive 

relationship with gains in interest for the treatment group. Conversely, there would be a 

weaker relationship between mindfulness and interest for the comparison group. For the 

variable of interest, pre-scores and post-scores were gathered and analyzed for each of the 

mindfulness tasks. Pre- and post-survey scores of mindfulness were gathered at the beginning 

and end of the study. A Pearson’s correlation was conducted to assess the strength and 

direction of the linear association between mindfulness and interest. 

Prior to performing Pearson’s correlation, three assumptions were checked. First, it 

was necessary to ascertain that the bivariate variables were normally distributed. The absence 

of nonlinear relationships was confirmed by assessing a scatterplot of the data points. Second, 

it was necessary that the cases represented a random sample from the population. This 

assumption was not met because the sample was gathered through cluster sampling, that is, 

the students were randomly assigned to the classes by the school, and I chose four out of eight 
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classes of second-year students. Third, the scores on the variables for one case were 

independent of the scores on these variables for other cases (Green & Salklind, 2008). This 

assumption was met. 

A Pearson’s correlation was first conducted to evaluate the strength of the linear 

relationship between mindfulness and interest. Rasch logits were produced from the raw 

scores and gain scores were then calculated from the pre- and post-conditions for both the 

treatment and comparison groups. Table 47 shows the pre-scores for interest and the six 

theorized factors of mindfulness for the treatment group. In order to control for Type 1 errors 

across 21 correlations, a Bonferroni approach was used. A p value of less than .002 was 

necessary for significance (.05/21 = .002). The pre-score correlations among interest and 

MNC, ADA, and AMP were non-significant, r(36) = -.35; p < .038; r(36) = -.43, p < .009; 

r(36) = -.46, p < .002, respectively. 

 

Table 47. Correlations Among the Pre-Scores for Interest and Mindfulness for the Treatment 

Group 

Measures 1 2 3 4 5 6 7 

1. Interest —       

2. Openness to New Things  -.20 —      

3. Making New Categories -.35 .63* —     

4. Sensitivity to New Contexts .03 .05 -.03 —    

5. Alertness to Distinctions and 

Analogies 

-.43 .62* .58* -.07  __   

6. Awareness of Multiple Perspectives -.46 .43 .41 -.13 .63* —  

7. Process Orientation -.20 .33 .07 -.13 .20 .15 — 

*p < .002 (2-tailed). 

 

It was hypothesized that the correlation between mindfulness and interest would be 

positive. However, this finding shows that all the relationships were negative. There was one 

exception, Sensitivity to Contexts (STC), which had a positive relationship of .03. However, 
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this was not statistically significant. 

Table 48 shows the post-scores for interest and mindfulness for the treatment group. 

The post-score results indicated that the correlation between interest and STC was not 

significant r(36) = -.35, p < .039 when the Bonferroni level was adjusted p < .002 (.05/21). As 

with the pre-scores, most of the post-scores, except for MNC, which was not significant, 

showed a negative relationship, which was not hypothesized. 

 

Table 48. Correlations Among the Post-Scores for Interest and Mindfulness for the Treatment 
Group 

Measures 1 2 3 4 5 6 7 

1. Interest —       

2. Openness to New Things -.02 —      

3. Making New Categories .02 .58* —     

4. Sensitivity to New Contexts -.35 -.23 -.12 —    

5. Alertness to Distinctions and 

Analogies 

-.19 .69* .79* -.10 —   

6. Awareness of Multiple Perspectives -.28 .34 .44 -.02 .68* —  

7. Process Orientation -.17 .31 .30 .22 .36 .12 — 

 *p < .002 (2-tailed). 

 

Table 49 shows the gain scores for interest and mindfulness. With the Bonferroni 

adjustment p < .002 (.05/21), the gain scores results showed that the correlation between 

interest and ONT was not significant, r(36) = -.37, p < .025. In addition, the correlation 

between interest and ADA was not significant, r(36) = -.36, p < .031. Except for STC, all 

relationships were negative, which was not hypothesized. The correlational analysis showed 

that two out of six correlations were statistically significant, yet these relationships were 

negative, which was not hypothesized. The results indicate that the hypothesis of a positive 

relationship between mindfulness and interest was not supported for the treatment group. 
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Table 49. Correlations Among the Gain Scores for Interest and Mindfulness for the 

Treatment Group 

Measures 1 2 3 4 5 6 7 

1. Interest —       

2. Openness to New Things  -.37 —      

3. Making New Categories -.07  .07 —     

4. Sensitivity to New Contexts .02 -.07  -.17 —    

5. Alertness to Distinctions and 

Analogies 

-.36  .53* .16 .13 —   

6. Awareness of Multiple 

Perspectives 

-.15  .58* .43 .18 .54* —  

7. Process Orientation -.26  .33 .02 .23 .09 -.06  — 

 *p < .002 (2-tailed). 

 

Table 50 shows descriptive statistics for interest and mindfulness. The mean statistic 

ranged from -1.21 to 1.06 (SD = .46 to 1.29). 

 

Table 50. Descriptive Statistics for Interest and Mindfulness for the Treatment Group 

 M SE 95% CI SD 

Pre Interest  -.40 .11 [-.63, .18] .67 

Post Interest .50 .11 [.27, .74] .70 

Gain on Interest .91 .11 [.69, 1.14] .66 

Pre Openness to New Things .48 .11 [.25, .72] .69 

Post Openness to New Things .50 .12 [.25, .75] .73 

Gain on Openness to New Things .01 .07 [-.14, .17] .46 

Pre Making New Categories .28 .14 [-.01, .59] .89 

Post Making New Categories .36 .13 [.08, .64] .82 

Gain on Making New Categories .07 .10 [-.14, .28] .62 

Pre Sensitivity to New Contexts -1.21 .10 [-1.42, -1.01] .61 

Post Sensitivity to New Contexts -.95 .08 [-1.13, -.78] .51 

Gain on Sensitivity to New Contexts .25 .11 [.02, .50] .72 

Pre Alertness to Distinctions and Analogies .10 .21 [-.33, .54] 1.29 

Post Alertness to Distinctions and Analogies .45 .20 [.03, .87] 1.25 

Gain on Alertness to Distinctions and Analogies .35 .12 [.10, .60] .75 

Pre Awareness of Multiple Perspectives .90 .16 [.56, 1.25] 1.01 

Post Awareness of Multiple Perspectives 1.02 .18 [.64, 1.41] 1.14 

Gain on Awareness of Multiple Perspectives .12 .14 [-.18, .42] .89 

Pre Process Orientation .94 .08 [.77, 1.12] .52 

Post Process Orientation 1.06 .13 [.78, 1.34] .81 

Gain on Process Orientation .11 .11 [-.12, .35] .69 

Note. CI = confidence intervals. 

 

As with the treatment group, a Pearson’s correlation was conducted to evaluate the 
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strength of the relationship between mindfulness and interest for the Comparison Group. 

Table 51 shows the Interest pre-scores and the six mindfulness factors for the comparison 

group. All correlations were significant. When the Bonferroni level was adjusted, p < .002 

(.05/21), the strongest correlation for interest and mindfulness can be seen in Process 

Orientation (PO), r(42) = .57, p < .002. Interest did have significant correlations with the other 

mindfulness factors. However, interest and Sensitivity to New Contexts was negatively 

correlated and non-significant, at r(42) = -.43, p = .004, which was not hypothesized. All other 

relationships were positively correlated. 

 

Table 51. Correlations of Pre-Scores for Interest and Mindfulness for the Comparison Group 

Measures 1 2 3 4 5 6 7 

1. Interest —       

2. Openness to New Things  .53* —      

3. Making New Categories .53* .85* —     

4. Sensitivity to New Contexts -.43 -.75* -.60* —    

5. Alertness to Distinctions and Analogies .49* .65* .66* -.59* —   

6. Awareness of Multiple Perspectives .47* .66* .64* -.65* .82* —  

7. Process Orientation .57* .71* .62* -.55* .70* .67* — 

*p < .002 (2-tailed) 

 

Table 52 shows correlations for interest and mindfulness post-scores for the 

comparison group. With the Bonferroni level adjustment p < .002 (.05/21), the results 

indicated that interest and Making New Categories had the strongest correlation at r(42) = .62, 

p < .002 which was the only significant relationship. ONT, ADA, and AMP did not have 

significant positive correlations. PO and STC did not have significant correlations with 

interest. All the correlation coefficients showed a positive relationship. 
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Table 52. Correlations of Post-Scores for Interest and Mindfulness for the Comparison Group 

Measures 1 2 3 4 5 6 7 

1. Interest —       

2. Openness to New Things  .31 —      

3. Making New Categories .62*  .49* —     

4. Sensitivity to New Contexts .00 -.37 -.09 —    

5. Alertness to Distinctions and 

Analogies 

.35  .48* .55* -.31 —   

6. Awareness of Multiple 

Perspectives 

.37  .43 .48* -.40 .62* —  

7. Process Orientation .29  .55* .26 -.30 .41 .54* — 

*p < .002 (2-tailed). 

 

Table 53 shows the correlations for gain scores among interest and the mindfulness 

variables for the comparison group. Only the correlation between interest and MNC was not 

significant, r(42) = .31, p < .002 with the Bonferroni adjustment. Except for STC, which had a 

negative relationship, all relationships were positive. STC in particular, did not react as 

expected for the pre-, post- and gain scores when compared with the other factors. STC items 

were designed to identify if the participants think rigidly about how things are used in their 

context. For example, one item stated, I think a bedroom is primarily used for sleeping, which 

implied that bedrooms could also be used for other purposes. These items probably have 

provoked a strong reaction due to the special nature of the implications. 

 

Table 53. Correlations of the Gain Scores for Interest and Mindfulness for the Comparison 

Group 

Measures 1 2 3 4 5 6 7 

1. Interest —       

2. Openness to New Things  .06 —      

3. Making New Categories .31 .62 —     

4. Sensitivity to New Contexts -.24 -.46 -.44 —    

5. Alertness to Distinctions and 

Analogies 

.25 .59 .49 -.40 —   

6. Awareness of Multiple Perspectives .21 .49 .56 -.25 .76 —  

7. Process Orientation .12 .48 .38 -.30 .58 .61 — 

*p < .002 (2-tailed). 
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Hypothesis 3: Positive Mindfulness Impact on Low-Proficiency Students 

Hypothesis 3 stated that the mindfulness tasks would have a positive influence over 

time on low-proficiency high school participants by improving their task performance, and 

conversely, that the high-proficiency high school participants would not improve on task 

performance. High-proficiency, as used here, does not actually mean that the participants had 

a high ability level in English language usage. Rather, this term is being used to describe a 

subset of higher scoring participants within the whole group sample from performance score 

from the immediate and delayed vocabulary and reading comprehension tests, which is based 

on the average score of the two data points. 

First, a median split between high proficiency learners and low proficiency learners 

was created based on the task performance scores, and a repeated-measures ANOVA was 

performed. To investigate the time dimension, task performance based on vocabulary and 

reading posttest scores were divided into three periods based on their administration. The first 

period consisted of three tasks administered between May 2015 and September 2015. The 

second period consisted of three tasks administered between October 2015 and December 

2015. Lastly, the third period also had three tasks administered between January and February 

of 2016. 

Table 54 shows the descriptive statistics for the high- and low-proficiency learners, 

based on the average scores of the combined vocabulary (immediate and delayed) and 

reading comprehension tests. The high-proficiency learners’ mean of 79.12 (SD = 6.76) was 

considerably higher than that of the low-proficiency learners, which was 52.50 (SD = 13.22). 

A test of between-subjects effects for high- and low-proficiency participants was significant, 
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F(1,38) = 64.25, p = .001. This result provides evidence of the group difference. 

 

Table 54. Descriptive Statistics for High- and Low-Proficiency Learners 
 

Task 

 

M 

High-proficiency 

95% CI 

 

SD 

 

M 

Low-proficiency 

95% CI 

 

SD 

Performance 79.1 [75.9, 82.3] 6.7 52.5 [46.3, 58.7] 20.6 

Note. All statistics are based on Rasch Logits. CI = confidence intervals. 

 

A repeated-measures ANOVA was carried out for the treatment group, which was 

divided into low- and high-proficiency learners. Table 55 shows the descriptive statistics for 

the low-proficiency group over the three time periods indicated by Time 1, Time 2, and Time 

3. Mauchly’s test of sphericity indicated that the assumption was not violated, X2(2) = 3.122, 

p = .210. The table shows that in the first period, the mean was 57.27. In the second period, it 

was 52.47, and in the last period, it was 51.93. This result indicates that the hypothesis was 

not supported. There was no improvement over time for the low-proficiency group. 

 

Table 55. Descriptive Statistics for the Low-Proficiency Treatment Group Over Three Time 

Period 

Variable M SE 95% CI SD Skewness Kurtosis 

Time 1 57.27 2.88 [51.24, 63.31] 12.89 -.44 -1.21 
Time 2 52.47 3.97 [44.16, 60.78] 17.76 -.71 -.84 
Time 3 51.93 2.70 [46.29, 57.50] 12.06 -1.12 .79 

Note. Time 1 is the first time period. Time 2 is the second period. Time 3 is the third time period. CI = 

confidence intervals. 

 

The one-way repeated-measures ANOVA indicated no significant time effect, Wilks’s 

Λ = .30, F(2,18) = 1.30, p < .30, multivariate η2 = .13; thus, the hypothesis that low-

proficiency high school participants would improve on performance over time, was not 

supported. 

On the other hand, the descriptive statistics for the high-proficiency group in the 
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treatment condition can be seen in Table 56. The Mauchly’s test of sphericity indicated that 

the assumption had not been violated, X2(2) = .552, p = .759. The three periods are Time 1, 

Time 2, and Time 3 with means of 82.59, 84.90, and 81.34 respectively. This result shows 

some improvement in the second term, but an overall decrease in the third term for the high-

proficiency group in the treatment condition. 

 

Table 56. Descriptive Statistics for the High-Proficiency Treatment Group over  

Three Periods 

Time 
period 

 
M 

 
SE 

 
95% CI 

 
SD 

 
Skewness 

 
Kurtosis 

1 82.59 1.43 [79.58, 85.60] 6.24 .36 -.66 
2 84.91 1.53 [81.70, 88.12] 6.66 .48 .06 
3 81.35 1.74 [77.69, 85.00] 7.59 -.26 -.95 

Note. Time 1 is the first time period. Time 2 is the second time period. Time 3 is the third time 

period. CI = confidence intervals. 

 

The one-way repeated-measures ANOVA multivariate results indicated a non-

significant time effect over the three periods for the treatment condition, Wilks’s Λ = .81, F(2, 

17) = 2.03, p < .16. Thus, the hypothesis was not supported as neither the low-proficiency 

group nor the high-proficiency group improved over the three time periods. 

 

Conclusion 

The first hypothesis that mindfulness tasks would improve performance on various 

measures in both the short-term and long-term for the treatment group was not supported. The 

second hypothesis that gains in mindfulness would have a positive relationship with gains in 

interest with the treatment group, and there would be a weaker relationship between 

mindfulness and interest with the comparison group was also not supported. Lastly, the third 
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hypothesis that the mindfulness tasks have a positive influence over time on low-proficiency 

high school participants by improving their task performance, and conversely, that the high-

proficiency high school participants do not improve on task performance, was not supported. 

These results indicated that none of the hypotheses were supported. 
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CHAPTER 6 

DISCUSSION 

 

The purpose of this chapter is to summarize and interpret the findings for each 

research hypothesis. Following the summaries and interpretations, theoretical and pedagogical 

implications are discussed. 

 

Hypothesis 1: Mindfulness and Improved Performance 

Research hypothesis 1 predicted that the participants who received the mindfulness 

treatment tasks would improve on performance as measured on both short-term and long-term 

outcomes. This hypothesis was not supported. 

Although the one-way MANOVA results on the vocabulary task performance were not 

significant, the descriptive statistics showed small gains for the treatment condition over the 

comparison condition in the immediate (mean difference = 3.11 logits), delayed (mean 

difference = 1.53 logits), and combined (mean difference = 2.32 logits) posttests. The one-

way ANOVA results for post-reading comprehension displayed the same result. The 

descriptive statistics showed a very small gain of the treatment condition over the comparison 

condition (mean difference = 1.00), but the ANOVA was not significant. Thus, the results of 

both the one-way MANOVA and one-way ANOVA were not significant. 

The cognitive mindfulness theory as postulated by Langer (1997, p. 49), claims that 

mindfulness improves academic performance through a process of actively drawing 

distinctions and noticing new things. In this way, people become more aware, become more 
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attentive in the moment, and become more interested in the topic. These qualities of 

mindfulness lead to greater academic outcomes. The studies conducted by Langer and her 

colleagues (Carson et al., 2001; Langer et al., 2010) support the proposition that a mindfulness 

condition leads to improved performance. 

It is important to discuss how the Langer studies are similar, yet different from this 

study. First, the Carson et al., (2001) study was focused on viewing and remembering places 

on a map. The treatment condition participants’ position for viewing varied. Those who had 

their viewing positions varied remembered more locations on the map when compared with 

the comparison condition. The authors concluded that varying perspective increases attention 

and enhances memory (p. 188). The second study, Langer et al. (2010), was focused on the 

influence of mind-sets on visual acuity. The mindful treatment condition consisted of ROTC 

cadets who wanted to be pilots and knew the importance of vision. In the treatment condition, 

participants were asked to become pilots while using a flight simulator. They were asked to 

read the bottom 4 lines of an eye-chart that were written on four wings, one line per wing, at a 

distance of 20 feet. This treatment group’s vision improved for 40% of the participants. In 

their discussion of the results, the authors argued that mindsets have a stronger influence than 

either a practice effect or motivation on improvement of visual acuity (p. 664). 

In comparison, in this study, a similar varying perspective principle was applied to a 

reading passage. For example, in one task, the sentence word order in a reading was 

backwards. In another task, the fonts in each sentence of the reading were different. These 

tasks were designed to enable the participants to view the reading passages from a different 

visual perspective than usual. However, no significant improvement was seen. 
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One plausible explanation can be found in the SLA literature. Schmidt (2010, p. 722) 

proposed the Noticing Hypothesis to explain how conscious attention to input was a 

prerequisite for learning. Based only on this hypothesis, the mindfulness tasks should have 

been beneficial because a different visual perspective should have triggered a student to notice 

a word with conscious attention to the input. This probably has been the case. However, 

Schmidt (2010, p. 724) also proposed that conscious attention might not be enough. In a later 

expansion on his original proposal, he put forward a Noticing the Gap hypothesis, that states 

in addition to noticing, learners need to notice a gap in their knowledge between the target 

language and their own developing language (p. 724). Thus, it is possible that a mindful 

approach probably has triggered a noticing of the novel content, but not a noticing of the gap 

in their own knowledge. Reading comprehension and vocabulary knowledge were measured 

in the mindfulness tasks. At least in terms of vocabulary acquisition, the participants could 

have realized that they lacked a full understanding of the vocabulary tested in the tasks. 

However, the results showed that there were no significant gains in vocabulary knowledge. It 

could be that they did not notice any gap in their knowledge. 

A competing explanation can be found in the depth of processing hypothesis (Craik & 

Lockhart, 1972). Basically, this theory proposes that early stages of encoding begin with 

sensory input, which progressively becomes deeper as conceptual analysis is employed. In 

this theory, noticing novel context is insufficient. Craik (2002, pp. 306-307) suggests that 

what counts is how much attention is devoted to the task; how much analyzing is used; how 

much time is spent on the task. Furthermore, Tulving, Markowitsch, Craik, Habib and Houle 

(1996) argued that novelty was only an early stage for encoding. A later stage that included 
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meaning based elaboration was necessary for uptake into memory. It is plausible that because 

the learners were not made aware of content in some of the tasks, but only novel sensory 

input, there was little deep semantic processing as proposed in the deeper levels of processing 

that encourages memory uptake. Therefore, perhaps the mindful tasks only elicited the early 

stages of encoding. 

Another potential explanation for the weak results might have been the potential for 

distraction by the different fonts or unusual word order. Although a cognitive mindful 

approach would argue that special novel approaches lead to mindfulness, with positive 

learning and affective outcomes, it is also possible to argue that these caused distraction, 

which could have led to negative outcomes. In other words, unusual word order and font 

changes could have slowed down bottom-up decoding processes. Baddeley (2003) proposed 

that within working memory, which is time-limited, phonological rehearsal is necessary for 

memory development. That is, there is a subvocalization of words and text, which support the 

uptake of learning in the working memory. Based on this working memory model, distractions 

to bottom-up processes, such as backward reading, would slow down phonological rehearsal. 

Thus, mindful cognitive effort probably comes at a cost, not a benefit, to learning. 

An alternative reason why hypothesis 1 was not supported involves goal motivation. 

Various researchers have elaborated on the significance of goals in motivation (Dörnyei, 

2000, 2001; Dweck, 1986; Senko, Hulleman & Harackiewicz, 2011). In this regard, the 

composition of the treatment group in this study was significant. The treatment group 

consisted of two high school classes totaling 41 participants. One of these two classes 

consisted of science students and the other was a regular class. The science students had a 
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clear academic goal of passing entrance exams in science departments at various universities 

and as a result, many of these students were studious. However, the regular class students 

were almost guaranteed entrance to the university affiliated with the high school; therefore, 

they were less goal-oriented, and they lacked direction and motivation to study. Consequently, 

the mindfulness tasks that demanded cognitive regulation were more likely to be performed 

well by the science group. 

A comparison of the two classes within the treatment condition showed that the 

science students performed better on the mindfulness tasks than the regular class students. 

This possibility might explain why there were small gains overall for the treatment condition 

over the comparison group. The science class influenced these gains positively. A look at the 

raw scores showed that the science class did better on the vocabulary and reading tasks than 

the regular class. On average, over all the reading tasks, the science class had a reading 

comprehension score of 63.48, while the regular class score was 56.98. Similarly, on average 

for the vocabulary tasks, the science class raw score was 86.06 on the immediate recall, while 

the regular class had 74.62. The delayed recall also showed a difference of 67.1 to 61 in favor 

of the science class. Thus, the regular class influenced the overall gains for the treatment 

group negatively. If the treatment group only included science majors, improvement might 

have been more significant. This lends credence to the plausibility of goal motivation being a 

more significant factor for improved outcomes rather than mindfulness. 

A vying explanation for the lack of support of hypothesis 1 concerns the design 

protocol for the creation of the mindfulness tasks. Because Langer did not formulate an 

accepted procedure on developing such tasks for those who wanted to replicate and expand 
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her research further, hints could only be extracted from the tasks that she had designed. In this 

study, it had to be imagined how mindful tasks might appear based on her previous studies, 

and then attempt to operationalize the same types of tasks in a different context. For example, 

Djikic, Langer, and Stapleton (2008), asked the participants to re-sort photographs based on 

newly imagined categories. In a vocabulary task in this research, the participants in the 

treatment group were asked to rank words based on a new category, beauty. Thus, they 

creatively imagined the beauty of the words and ranked them accordingly. The principle of re-

categorizing was provided by Langer, and employed in this task. In another study, Pirson, Ie, 

and Langer (2012) manipulated the font size of an eye chart, while in this research the font 

size was manipulated in an assigned reading. The manipulation of font sizes was extracted 

from the Langer study and employed in this research. Thus, the operationalization of Langer’s 

theory without a specific protocol for the tasks probably has weakened their potential to create 

mindfulness. If Langer had produced a mindfulness task protocol, results could have been 

more easily verifiable. 

Another explanation can be found in the content of the task. In the Pirson et al. (2012) 

study, the participants just read letters from an eye chart, which was a non-semantic task, 

while in this study, the participants not only read letters, but also had to answer 

comprehension questions, which carried a strong semantic element (Craik, 2002). There was 

too much information for the participants to process. Thus, the additional semantic processing 

burden in the current study’s task probably has affected working memory limitations 

(Baddeley, 2003); this might not have been an issue in the Pirson et al. (2012) study. 

Another plausible reason for the weak results in this study probably is that Langer and 
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her colleagues were not subject to the same restraints at work in this research. Langer and her 

colleagues had the flexibility to choose any context in order to illustrate mindfulness. They 

did not have to worry about adaptation to a pre-existing educational curriculum. In this study, 

the Japanese high school situation demanded conformity of curriculum content, which 

included time constraints. These constraints made designing mindful tasks difficult. In 

addition, due to the established curriculum and pace of academic study, there was limited time 

to carry out each of the tasks. If there had been a more flexible context without a pre-existing 

curriculum and without time constraints, the tasks in this study might have produced more 

significant results. 

There are still other plausible explanations for the lack of significant results in this 

study. These concern differences in the content and the participants in the studies. First, the 

Langer studies were conducted in a different context than this study. While Langer’s studies 

were carried out in the United States, this research was conducted in Japan. Second, the 

subject content in the Langer studies differed from the content in this research. The Carson et 

al. (2001) study concerned students’ performance using a visual scene that needed to be 

recalled and recreated, and Langer et al.’s (2010) study concerned visual acuity skills, while 

the current study concerned second language English education. Third, Langer’s participants 

were volunteers in the United States, while the participants in this study were Japanese high 

school students who were obliged to go to school. Because the high school participants were 

obligated to attend the classes, their motivation might have been less compared with the 

volunteers in Langer’s studies. Fourth, while the participants in this study were senior high 

school students, the participants in Langer’s studies were either elementary school students 
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(Carson et al., 2001) or adults (Langer et al., 2010). This age difference also might have 

played a role in the differing results. Elementary students might have been more curious and 

inquisitive than the participants in this study. Moreover, both the elementary students and the 

adults might not have been weighed down and influenced by the compulsory academic 

cognitive demands of Japanese high school, which focus on memorization, translation, and 

test results (Gorsuch, 2001; Hino, 1988). 

To summarize, hypothesis 1 was not supported. Previous research on mindfulness and 

the current study were compared showing some significant differences. Possible reasons for 

the non-significant finding were examined. 

 

Hypothesis 2: Correlations Between Mindfulness and Interest Gains 

Research hypothesis 2 predicted that gains in mindfulness would have a positive 

relationship with gains in task interest for the treatment group. Conversely, it was proposed 

that there would be a weaker relationship between mindfulness and interest for the 

comparison group. This hypothesis was not supported. 

A correlational analysis between the six factors of mindfulness and interest, which can 

be found in Table 48, indicated that two of the factors had a significant negative relationship 

with interest, while the remaining factors had no significant relationships with interest. 

Langer et al. (2009) measured the enjoyment of musicians in an orchestral 

performance. The conductor in the experimental condition instructed the musicians to play 

their finest, offering subtle new nuances to their performance. In this study, the musicians 

rated their performance as more enjoyable than the comparison group. In their discussion, the 
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authors interpreted their positive findings of the enjoyable performance to the increased 

mindful state of the musicians, who added subtle nuances to their performance (p. 132). They 

concluded that musicians who seek novelty in their performances have higher levels of 

enjoyment (p. 133). 

Unlike the study by Langer and her colleagues (Langer et al., 2009), the results of this 

study indicate that overall, the mindfulness-injected tasks did not have a correlation with 

increase in interest or enjoyableness. In fact, the data from the interest questionnaire indicated 

that as mindfulness increased, interest decreased after each task for the participants in the 

treatment condition, and those in the comparison condition did not fare any better. 

There could be a number of reasons for this result. The first plausible explanation is 

that in the Langer et al. (2009) study, the participants were volunteers, while the participants 

in this study were taking compulsory English classes. This significance can be highlighted 

when viewed in terms of Self Determination Theory (Niemiec & Ryan, 2009). In this theory, 

autonomy toward a task is considered a need. It is defined as an experienced behavior that is 

volitional and reflectively self-endorsed (p. 135). Autonomy is perceived on a spectrum from 

an externally perceived locus of causality to an internally perceived locus of causality. More 

autonomous types of motivation are associated with enhanced learning (p. 139). Thus, in the 

Langer study, the participants had more autonomy, and were more engaged, whereas in this 

study, they had much less autonomy, and the results indicate much less interest. 

A second plausible explanation concerns the content. In the Langer (2009) study, the 

subject matter consisted of performing classical music, which might have been more 

intrinsically enjoyable, especially for musicians. Performing tasks required in an English 
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course might have been less inherently interesting. 

Another competing explanation concerns school-related burnout (Kiuru, Aunola, 

Nurmi, Leskinen & Salmela-Aro, 2008; Salmela-Aro, Kiuru, Pietikainen, & Jokela, 2008; 

Slivar, 2001; Yoneyama, 2000). Burnout is defined as exhaustion due to school demands, 

cynical and a detached attitude towards school and feelings of inadequacy (Salmela-Aro et al., 

2008). In the context of this study, the students sit in seats doing various academic work six 

hours a day in compulsory classes. Following the classes, they participate in club activities 

several hours a day. Before and after school, many of them commute long distances, and 

finally they do homework. As a result of the large number of responsibilities, the students 

might have been cognitively exhausted. The effects of exhaustion on cognitive effort are well 

known (Boksem & Tops, 2008; Lorist, Klein, Nieuwenhuis, De Jong, Mulder & Meijman, 

2000; van der Linden, Frese & Meijman, 2003). In this situation, the tasks probably have been 

considered neither enjoyable nor interesting in their tired minds. In fact, it was common to 

hear students say they were tired. It was not unusual to see students who appeared tired and 

some sleeping in class. Even the novelty of the mindfulness tasks might not have been strong 

enough to enable them to overcome their resistance due to the exhaustion from their long 

daily obligatory routine. 

Another plausible reason for the lack of a significant finding in the correlation between 

interest and mindfulness gains are probably connected with the setting in which the study took 

place. Some students probably perceive the school classroom as a place of effort, 

perseverance, and compulsory work. These are values highly regarded based on Confucian 

traditions handed down for centuries in Japan (Ellington, 1990; Tsujimoto, 2016). In other 
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words, perhaps there was a firmly established mindset that would not allow for enjoyment and 

interest to flourish in the classroom environment. This possibility probably explains why even 

the students who generally performed well in terms of getting good grades on rote 

memorization tests, did not show increases in task interest. 

It is also plausible that the students did not see a reason to do tasks that differed from 

the expected pedagogy. Japanese students probably divide the school world into “real study” 

in the form of memorization and grammar-translation (Gorsuch, 2001; Hino, 1988; Koike & 

Tanaka, 1995), and fun time. To obtain good grades and to prepare for entrance exams, they 

might have thought that memorization was necessary, as they see it as a key to good grades. In 

fact, some students indicated that these mindfulness tasks were unnecessary. Therefore, it is 

possible that some students might not have taken the mindfulness tasks seriously because they 

were not a part of the established pedagogy and system of evaluation. 

Another plausible explanation for the weak outcome could be that the self-report 

interest survey did not adequately measure interest, possibly due to differences in the 

definition of the construct. Renninger and Hidi (2011) acknowledge that even among scholars 

who study interest, there are competing conceptualizations, which lead to difficulties in 

measurement. Renninger and Hidi’s (2011) concept has interest moving from an external 

trigger, to maintaining that interest, with a final outcome of sustained well-developed 

enduring trait. In other words, for them, interest is a process. On the other hand, Langer does 

not offer any definition of interest. Outcomes of interest include (Hidi, 2006) both cognitive 

and affective aspects: improved attention, concentration, and positive affect (p. 70). An 

outcome of mindfulness leads to increases in interest, liking, pleasure, and enjoyableness 
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(Langer, 1997, pp. 57-63). The interest items in this study were based on the 

conceptualization provided by Hidi and her colleagues. Because there is not an accepted 

definition, and because Langer has not provided a clear definition, it is difficult to ascertain 

what positive affective outcome should be measured: interest, liking, pleasure, or 

enjoyableness. This lack of clarity probably explains the weak results found in this study. 

A related explanation can be found in the duration of the tasks. Langer’s research has 

been focused on short-term results, while Hidi’s research has been focused on long-term 

processes. Langer’s conceptualization of interest does not take into consideration the process 

of the development of an enduring trait. In this research, I have followed Langer’s short-term 

outcome approach. After each task, interest was measured. Therefore, there are issues 

concerning both the length of duration of the studies and construct to be measured. I have 

tried to navigate the best of both approaches, but this might have been insufficient. 

In summary, hypothesis 2 was not supported. A number of differences from previous 

research were given, and possible reasons for the non-significant finding were explored. 

 

Hypothesis 3: Positive Mindfulness Impact on Low-Proficiency Students 

Research hypothesis 3 proposed that the mindfulness tasks would have a positive 

impact on low-proficiency students over time. To investigate this hypothesis, the participants 

were divided into two groups using median split of their English class grades. It was 

hypothesized that because mindfulness was claimed to increase task interest and consequently 

higher academic outcomes, that low-proficiency students would positively benefit. This 

hypothesis was not supported. 
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The results indicated that none of the students showed significant improvement and 

that there was little distinction between higher-proficiency and lower-proficiency participants 

in terms of the mindfulness tasks. Tables 53 and 54 indicated no improvement for the low-

proficiency and high-proficiency groups, respectively. 

Many of the potential explanations for these results are the same that have been 

offered in the previous sections. For example, higher outcomes were predicated based on the 

belief that mindfulness leads to increased interest, which leads to better academic outcomes. 

However, it was previously shown that increased gains in interest did not occur. Thus, if they 

were no interest gains, then according to this mindfulness paradigm, there would be no gains 

in student outcomes. 

A competing explanation for this result probably is that proficiency was not a 

significant factor, because the mindfulness tasks were cognitively demanding for all the 

participants. However, the reasons for the reluctance of both groups to embrace the 

mindfulness tasks might have differed. For example, the lower proficiency participants might 

have been challenged with all class work academically, whereas the higher proficiency 

participants might have felt that these tasks were not relevant to their class grades, which were 

their primary concern. As mentioned previously, the students who were aspiring to pass 

entrance exams and obtain good grades, were the ones who complained of the lack of utility 

of the mindfulness tasks. 

In summary, hypothesis 3 was not supported. An explanation offered in a previous 

section that attributed a lack of interest to poor outcomes, was also suggested as a reason to 

explain the possible reasons for the non-significant finding for hypothesis 3. However, it was 



 

  

190 

also suggested that proficiency might not have been the deciding factor, because both low- 

and high-proficiency students did not benefit from the mindfulness tasks. However, the 

reasoning and motivations for these two groups might have differed. 

 

Overall Discussion 

The results show that the three hypotheses were not supported. A number of possible 

reasons have been given in each case. However, because there was a lack of supporting 

evidence overall for Langer’s cognitive mindfulness model as applied in this study, it is 

important to consider two more general reason for these results: the complementary 

relationship of mindfulness and mindlessness, and there was no difference between 

mindfulness and the regular course of study. 

 

Mindfulness and Mindlessness 

Another plausible explanation for the results in this study is probably the idea that 

mindfulness and mindlessness are complementary (Levinthal & Rerup, 2006; Weick et al., 

1999; Weick & Sutcliff, 2006). This interrelationship raises doubts concerning the polar 

distinction that Langer draws between mindfulness and mindlessness. If the two do have a 

complementary relationship, this could explain the negative results in this study. For example, 

the tasks used in this study were designed within the framework of an opposite polar 

distinction between mindfulness and mindlessness. If there was a complimentary 

interrelationship between the two supposed ends of a spectrum, it might have been that to take 

advantage of the mindful novelty of a task, a mindless routine might have been necessary. In 
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this study, an uncommon mindful task on understanding vocabulary in context was given. 

There was an explanation offered about how to understand vocabulary contexts with an 

example. In the next phase, students were asked to imagine and create new contexts for a 

word based on the core theme running through the various definitions. This task was carried 

out within about 40 minutes. However, this task might have needed several classes, with many 

more examples of how vocabulary function in contexts. Moreover, more practice in using 

imagination and creativity might have enhanced the outcome. In other words, perhaps, the 

novel tasks were too cognitively demanding because there was not enough routines or 

structure. The participants might not have had the cognitive flexibility afforded by the 

routines to fully engage in the novel tasks. In other words, in terms of second language 

pedagogy, the tasks might have needed more routinized scaffolding to fully take advantage of 

the mindful elements. Novelty in itself, might not have been enough. Thus, an awareness of 

the complementarity of mindfulness and mindlessness might have contributed significantly to 

the design of the tasks by providing more extensive scaffolding. 

Finally, another simple explanation for the lack of results might be that there was no 

difference between the mindfulness pedagogical intervention and the regular course 

curriculum. In the students’ eyes, they could have been the same. In this scenario, the 

mindfulness treatment might not have been an intervention at all, but a typical class pedagogy. 

 

Summary 

In this chapter, the results obtained in the current study were discussed. The results of 

this study indicated that all three hypotheses were unsupported. This raises doubts concerning 
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the completeness and feasibility of the cognitive mindfulness model as proposed by Langer 

and her colleagues, at least within the context of Japanese high schools. 
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CHAPTER 7 

CONCLUSION 

 

This final chapter consists of four sections. First, a summary of the findings is 

presented and interpretations are highlighted. Second, the limitations of the study are 

discussed. Third, recommendations for future research are outlined. Finally, closing remarks 

are offered. 

 

Summary of the Findings 

This study was an investigation of some of the key claims made by Langer and her 

colleagues regarding cognitive mindfulness. Activities designed to increase mindfulness were 

used in a Japanese high school context. 

First, the hypothesis that academic improvement in outcomes can be achieved by 

increasing mindfulness (Langer, 1997) was tested, but the results were not statistically 

significant with the Japanese high school participants in this study. A MANOVA was 

conducted to evaluate combined outcome gains in performance on the vocabulary tasks. The 

result was non-significant. Similar findings were found with an ANOVA, which was 

conducted for the short-term reading comprehension results. The posttest results indicated a 

non-significant result. 

A number of possible explanations were offered for the non-significant results. First, 

the mindfulness tasks allowed the participants to notice novelty, but they were unable to 

notice gaps in their knowledge of English. In other words, their level or depth of processing 
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was shallow. Another possible explanation is that the participants were distracted by the 

manipulations of fonts and word order in some of the tasks. The distraction might have 

disrupted their bottom-up processing and increased the cognitive effort needed to complete 

those tasks. In addition, a lack of clear goals and motivation, working memory limitations, 

lack of a task design protocol, environmental restraints in terms of time and curriculum, and 

contextual differences between previous studies and this one, were all offered as possible 

explanations for the lack of significant findings in this study. 

Second, another key finding advanced in the cognitive mindfulness paradigm is that 

higher levels of mindfulness correlate with higher levels of interest. However, for the 

Japanese high school students in this study, interest often decreased after each task; thus, no 

correlation was found between mindfulness and interest. A number of explanations for these 

findings were offered. Past studies had used volunteers, while in this study the participants 

were obliged to carry out the tasks. Furthermore, the tiring schedule of coursework and the 

inherently uninteresting nature of the Japanese high school classroom setting were potential 

problems. A discussion of the non-utilitarian nature of the tasks by some of the participants 

was also mentioned as a possible explanation for the poor results. Finally, differing 

conceptualizations of the construct of interest probably have affected the content of the items 

on the interest survey. 

Third, the hypothesis that low-academic achieving students would benefit more than 

higher-academic achieving students was investigated. The results showed that neither low- 

nor high-academic achieving students were positively affected by the mindfulness treatment. 

A number of plausible explanations were suggested. This hypothesis was based on the 
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assumption that interest would increase and that increased interest would positively affect the 

low-academic achieving students. However, neither interest nor the outcomes of low-

academic students increased. The possibility that proficiency was not a key factor was raised. 

Although the high- and low-academic achieving groups experienced little increases in interest, 

it was suggested that both probably had different reasons for the poor findings. Low-achieving 

students might have been challenged by the academic content, while high-achieving students 

might have found the tasks lacking value because they were not used when calculating their 

course grades. 

Lastly, the complimentary nature of mindfulness and mindlessness was raised as 

another plausible explanation for the overall lack of significant results in this study. Other 

scholars (Levinthal & Rerup, 2006; Pentland & Feldman, 2005; Weick et al., 1999; Weick & 

Sutcliff, 2006) have argued that mindfulness and mindlessness are not opposite ends of a 

spectrum, as proposed by Langer (1997), but rather that they support each other. Under this 

complimentary perspective, the mindfulness tasks could have been designed, with more 

mindless routines or scaffolding to support the mindful aspects of the tasks. 

 

Limitations of the Study 

First, more variables might have been measured providing a more accurate picture of 

the results. A large number of potentially important variables were discussed but not included 

in the analysis. These include commute time to school, participation in club activities, 

attendance at a cram school or English conversation school, motivations and goals, and class 

grades in other subjects. If these variables had been incorporated into this study, they might 
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have provided a richer understanding of the mindfulness treatment condition. 

Second, the preliminary analysis of the mindfulness and interest surveys indicated that 

a few of the items did not fit the Rasch model. The Mindfulness survey contained six factors 

measured by of about 10 items each. The factor Alertness to Distinctions and Analogies 

(ADA), had two misfitting items. ADA6, I notice the differences in the shades of green of the 

trees, displayed Infit and Outfit MNSQ statistics of 1.86 and 1.89, respectively. This item was 

removed; however, upon deletion, item ADA4, I notice small differences in the usual New 

Year’s celebrations, misfit. The Infit and Outfit MNSQ statistics were 1.56 and 1.63, 

respectively. Seven participants with misfitting responses were temporarily removed, and the 

Infit and Outfit MNSQ statistics decreased to 1.44 and 1.54, respectively. Although these 

statistics still slightly exceeded Linacre’s (2010) recommendations of .5 to 1.5, this item was 

retained because it was considered significant in assessing the factor. 

 

Directions for Future Research 

First, it is probably advantageous to create a mindlessness questionnaire to supplement 

the mindfulness questionnaire. This addition probably addresses the idea that mindfulness and 

mindlessness are complementary. Additional instruments could be administered to measure 

closely related constructs such as mindsets, cognitive flexibility, and novelty to ascertain their 

influence or relationship with mindfulness. 

Second, because this is a new field of research with no protocol on mindfulness task 

design, investigators might want to carry out studies exploring which aspects of task design 

make the tasks more mindful. This knowledge would help researchers assess the effectiveness 



 

  

197 

of mindfulness on creating positive outcomes. 

Third, a qualitative study looking at how students perceive mindfulness tasks, would 

yield significant insight. This research might take the form of diaries, interviews, and 

observations. These types of data would provide a deeper understanding of the possible 

mechanism that probably is involved with mindfulness and allow researchers to explore 

contextual and cultural differences in terms of how mindfulness is perceived. 

 

Final Remarks 

The motivation behind this study was to find a way to help struggling high school 

students in Japan improve their English proficiency. Because English is not necessary in daily 

life in Japan, the challenge as an EFL teacher has been to give meaning to this compulsory 

subject. Some Japanese students complain about the difficulty of English and the 

memorization examination culture. Langer’s (1997) cognitive mindfulness theory shines a ray 

of hope on this dilemma because it argues that mindfulness can increase interest and academic 

outcomes. However, these results were not seen in this study. 

Although the results were not statistically significant, there were small gains in the 

hypothesized directions. Therefore, this study makes a contribution to the field of second 

language acquisition. It has been the first to address the relationship between cognitive 

mindfulness, interest, and SLA. It has also been the first study on mindfulness conducted in 

Japan in the field of SLA. For these reasons, although the findings were not as had been hoped 

for, this study lays the groundwork for more significant mindfulness studies in the future. This 

research provides researchers in cognitive mindfulness instructive guidance as they continue 
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their studies in the field of SLA in Japan. I believe that mindfulness has the potential to 

embellish learning and improve outcomes. However, mindfulness is a complex construct that 

requires large amounts of time and analyses in order to develop suitable material. 
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APPENDIX A 

COGNITIVE MINDFULNESS QUESTIONNAIRE (WITH JAPANESE) 
 

1. Please write your name in English. 

2. Please write your class and student number. 

3. Are you a woman or a man? 

あなたの性別をお答えください。[Anata no seibetsu wo kotaete kudasai] 

 

4. Please choose which year in high school you are in. 

何年生かお答えください。[Nannensei ka okotaetekudasai] 

 

First year student 

Second year student 

Third year student 

 

5. I like to taste new foods. 

食べたことのない物を食べてみることが好きだ。[Tabetakoto no naimono 

wo tabetemiru koto ga sukida] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

6. I like to combine my clothes in various combinations. 

自分の持っている服をいろいろ組み合わせてみることが好きだ。[Jibun no 

motteiru fuku wo iroiro kumiawasetemiru koto ga suki da] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

7. I think a bedroom is primarily used for sleeping. 

寝室とは主として寝るためのものだと思う。[Shinshitsu to wa omou to shite 

neru tame no mono dato omou] 
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I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

8. I notice small changes in my environment. 

自分の身の回りで起こる微妙な変化を感じ取ることができる。[Jibun no 

mi no mawari de okoru bimyo na henka wo kanjitoru koto ga dekiru]  

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

9. I prefer to examine things from many points of view before deciding. 

何かを決める前に、そのことについて色々な見方が可能だと検討してみる

ことが好きだ。[Nani ka wo kimeru mae ni, sono koto ni tsuite iroiro na mikata 

ga kanou dato kento shitemiru koto ga suki da] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

10. I prefer writing diaries rather than an essay that will be graded. 

点数をつけられる作文より日記を書くことのほうが好きだ。[Tensu wo 

tsukerareru sakubun yori nikki wo kakukoto no ho ga suki da] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 
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11. I like to visit new places. 

訪れたことのない場所を訪れることが好きだ. [Otozoreta koto no nai basho 

ni otozoreru koto ga suki da] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

12. I like to rearrange my room. 

自分の部屋のなかの配置を色々変えてみることが好きだ。[Jibun no heya 

no naka no haichi wo iroiro kaetemiru koto ga suki da] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

13. I think a chair is used only for sitting. 

イスとは座るためだけに使うものだと思う。[Isu to wa suwaru tame dake ni 

tsukaw mono dato omou] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

14. I am sensitive to my friends' changing moods. 

友だちの気分の変化を敏感に感じ取ることができる。[Tomodachi no kibun 

no henka wo binkan ni kanjitoru koto ga dekiru] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 
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I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

15. I notice that there are usually many ways to view a situation. 

一つの状況でも普通色々な見方ができると思う。[Hitotsu no jokyo demo 

futsu iroiro na mikata ga dekiru to omou] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

16. In sports, I prefer playing the sport rather than focusing on the final score. 

スポーツをする時は、最後の得点より、スポーツそのものを楽しむことに

している。[Supo-tsu wo suru toki wa, saigo no eten yori, supo-tsu sono mono 

wo tanoshimu koto ni shiteiru] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

17. I like to meet new people. 

はじめての人と出会うことが好きだ。[Hajimete no hito to deau koto ga suki 

da] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

18. I like saying what is amusing. 

おもしろいことをいうのが好きだ。[Omoshiroi koto wo iu no ga suki da] 
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I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

19. I think a hospital is primarily a place for sick people. 

病院は主として病人のための場所であると思う。[Byouin wa omou toshite 

byounin no tame no basho de aru to omou] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

20. I notice when people close to me change their habits. 

自分に近い人が習慣を変えたことに気がつく。[Jibun ni chikai hito ga 

shukan wo kaeta koto ni ki ga tsuku] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

21. When I have a money problem, I try to think of various ways to solve it. 

金銭的に困っている時は、解決するための様々な方法を考えてみることに

している。[Kinsenteki ni komatteiru toki wa, kaiketsu suru tame no samasama 

na hoho wo kangaete miru koto ni shiteiru] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 
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22. I relish eating food rather than satisfying my hunger. 

空腹を満たすことよりも食べ物を楽しんで味わうことのほうが好きだ。 

[Kufuku wo mitasu koto yori tabemono wo tanoshinde ajiwau koto ga suki da] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

23. I like to explore the smells of new scents. 

新しい香りを色々試してみることが好きだ。[Atarashii kaori wo iroiro 

tameshite miru koto ga suki da] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

24. I like to use emoticons creatively when I text message. 

メールに合わせていろいろ顔文字を使うことが好きだ。[Me-ru ni awasete 

iroiro kaomoji wo tsukau koto ga suki da] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

25. I think studying at home is always difficult. 

家での学習はいつも難しいと思う。[Ie de no gakushu wa itsumo muzukashii 

to omou] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 
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I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

26. I notice small differences in the usual New Year's celebrations. 

いつものお正月にも微妙な違いがあることに気づくことができる [Itsumo 

no oshogatsu ni mo bimyouna chigai ga aru koto ni kizuku koto ga dekiru] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

27. When I have a relationship problem, I try to think of various ways to solve it. 

人間関係で問題がある時は、解決するための様々な方法を考えてみること

にしている。[Ningen kankei de mondai ga aru toki wa, kaiketsu suru tame no 

samasama na hoho wo kangaetemiru koto ni shiteiru] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

28. I prefer the process of discussion rather than reaching a conclusion. 

結論を得るよりも議論の過程のほうが好きだ。[Ketsuron wo eru yori mo 

giron no katei no ho ga suki da] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

29. I like to listen to new types of music. 

自分が普段聞いているのとは違うタイプの音楽を聞いてみることが好きだ 

[Jibun ga fudan kiteiru no to wa chigau taipu no ongaku wo kitemiru koto ga suki 

da] 
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I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

30. I like rearranging my hairstyle. 

髪型を変えることが好きだ。[Kamigata wo kaeru koto ga suki da] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

31. I think listening to music at home is always enjoyable. 

家で音楽を聞くことはいつも楽しいと思う。[Ie de ongaku wo kiku koto wa 

itsumo tanoshii to omou] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

32. I notice the similarities between different people. 

違う人間にの間に共通点を見いだすことができる。[Chigau ningen no aida 

no kyotsuten wo miidasu koto ga dekiru] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

33. When I have a health problem, I try to rearrange my thoughts to see it 
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differently. 健康に問題がある時は、違う見方でとらえてみることにしてい

る。[Kenko ni mondai ga aru toki wa, chigau mikata de toraetemiru koto ni 

shiteiru] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

34. I like to watch different genres of movies. 

自分が普段見るのとは違うタイプの映画を見てみることが好きだ。[Jibun 

ga fudan miru no to wa chigau taipu no eiga wo mitemiru koto ga suki da] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

35. I like using different routes to get to school. 

学校へ行くのに普段とは違う道順を試してみることが好きだ。[Gakko e 

iku no ni fudan to wa chigau michijun wo tameshitemiru koto ga suki da] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

36. I think that food is for eating. 

食べ物は食べるためだけにあると思う。[Tabemono wa taberu tame dake ni 

aru to omou] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 
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I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

37. I can imagine the different motives of different people. 

同じ行動をしても、その動機は人によって違うことを想像することができ

る。[Onaji kodo wo shitemo, sono doki wa hito ni yotte chigau koto wo souzou 

suru koto ga dekiru] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

38. I prefer singing for fun without worrying about how well I sing. 

自分の歌の上手下手を気にせずに楽しんで歌うことが好きだ。[Jibun no 

uta no jozuheta wo ki ni sezuni tanoshinde utau koto ga suki da] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

39. I like to learn about new foreign cultures. 

自分の知らない異文化のことを学ぶことが好きだ。[Jibun no shiranai 

ibunka no koto wo manabu koto ga suki da] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

40. I like building things with lego blocks, 

レゴでいろいろな物を組み立てることが好きだ。[Rego de iroiro na mono 

wo kumitateru koto ga suki da] 
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I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

41. I think that learning at school always takes effort. 

学校での勉強はいつも努力が必要であると思う。[Gakko de no benkyo wa 

itsumo doryoku ga hitsuyo de aru to omou] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

42. I notice the differences in the shades of green of different trees. 

木陰は木によって微妙に違うことを見分けることができる。[Kikage wa ki 

ni yotte bimyou ni chigau koto wo miwakeru koto ga dekiru] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

43. I can see the advantage of something that appears at first sight negative. 

最初はマイナスに思えることにもプラスになることがあると思う。[Saisho 

wa mainasu ni omoeru koto nimo purasu ni naru koto ga aru to omou] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

44. In my hobbies, I prefer to focus on the technique rather than the results. 
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趣味では、結果よりも色々なやり方でやってみることが好きだ。[Shumi 

dewa, kekka yori mo iroiro na yarikata de yattemiru koto ga suki da] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

45. I like to experience new things. 

新しいことを経験することが好きだ。[Atarashii koto wo keiken suru koto ga 

suki da] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

46. I like to think of the past in new ways. 

過去に起こったことを新しい見方で考えてみることが好きだ。[Kakou ni 

okotta koto wo atarashii mikata de kangaetemiru koto ga suki da] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

47. I think that the Buddhist altar is placed only in the Japanese room. 

仏壇は和室に置いてあるものだと思う。[Butsudan wa washitsu ni oite aru 

mono dato omou] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 
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I completely think so.    全くそう思う[Mattaku sō omou] 

 

48. I notice the differences between the smiles of different people. 

人々の笑顔の違いを見分けることができる 。[Hitobito no egao no chigau wo 

miwakeru koto ga dekiru] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

49. I can see the disadvantages of something that appears at first sight positive. 

最初はプラスだと思えることにもマイナス面があると思う。[Saisho wa 

purasu dato omoeru koto ni mo mainasu men de aru to omou] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

50. I prefer experimenting with my activities rather than having a flawless 

outcome. 

何かをする時は、完璧な結果ではなく、いろいろ実験的なことをやってみ

ることが好きだ。[Nani ka wo suru toki wa, kanpeki na kekka dewa naku, iroiro 

jikkenteki na koto wo yattemiru koto ga suki da] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

51. I like to do adventurous things. 

冒険的なことをするのが好きだ。[Boken teki na koto suru no ga suki da] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 
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I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

52. I like to imagine myself as different people. 

自分を今とは違う人間だと想像してみることが好きだ。[Jibun wo ima to 

wa chigau ningen to souzou shitemiru koto ga suki] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

53. I think that watching TV at home is for relaxing. 

家でテレビを見るのはくつろぐためだと思う。[Ie de terebi wo miru no wa 

kutsurogu tame da to omou] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

54. I notice the similarities between the way people talk. 

違うひとの話し方に共通点を見いだすことができる。[Chigau hito no 

hanashi kata no kyotsuten wo miidasu koto ga suki] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

55. When I can't find a solution to a problem, I look at it from different 

perspectives. 解決法が見つからないときは、違う見方でその問題を考えて
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みることにしている[Kaiketsu hoho ga mitsukaranai toki wa, chigau mikata de 

sono mondai wo kangaete miru koto ni shiteiru]  

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

56. I would rather live in the moment rather than focus on my expectations for the 

future. 将来のためにではなく、今という瞬間を大事にすることのほうが好

きだ。[Shorai no tameni dewa naku, ima to iu shunkan wo daiji ni suru koto no 

ho ga suki da] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

57. I like putting on simple fashion in unique ways. 

シンプルな洋服を個性的な着方で着てみることが好きだ。[Sinpuru na 

youfuku wo koseiteki na kikata de kitemiru koto ga suki da] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

58. The Japanese are not one pure race. 

日本人は一つの民族だけではない。[Nihonjin wa hitotsu no minzoku dake de 

wa nai] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 
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I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

59. In English class, I am more interested in the joy of learning in the moment 

rather than getting a good class grade. 英語の授業では、いい成績より、今や

っている学習そのものを楽しんでやることに関心がある。[Eigo no jugyo 

dewa, ii seiseki yori, ima yatteiru gaksyu sono mono wo tanoshindeyaru koto ni 

kanshin ga aru] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 

 

60. I judge myself more on my effort rather than the outcome. 

結果よりも、どれほど努力したかによって自分を評価するようにしている 

[ Kekka yori mo, dore hodo doryoku shitaka ni yotte jibun wo hyoka suru youni 

shiteiru] 

 

I completely don’t think so  全くそう思わない [Mattaku sō omowanai] 

I don’t think so   そう思わない [Sō omowanai] 

I slightly don’t think so  あまりそう思わない [Amari sō omowanai] 

I slightly think so   いくらかそう思う [Ikura sō omou] 

I think so    そう思う[Sō omou] 

I completely think so.    全くそう思う[Mattaku sō omou] 
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APPENDIX B 

SPIDER READING TASK: TREATMENT AND COMPARISON VERSIONS 

 

TREATMENT GROUP 

 

I. Pre Questions: Circle the best answer for you. 事前問題：当てはまるものにマルを付けな

さい。 

[Jizen Mondai: Atehamaru mono ni maru wo tsukenasai] 

1. How much do you know about spiders? 蜘蛛についてどのくらい知っていますか。 

[Kumo ni tsuite donokurai shiteimasuka] 

全く 

[Mattaku] 

あまり

[Amari] 

少し 

[Sukoshi] 

たくさん 

[Takusan] 

Not at all Not so much A little A lot 

 

2. How important is the topic of spiders to you? 蜘蛛の話題はあなたにとってどのくらい重

要ですか？[Kumo no wadai wa anata ni totte dono kurai hitsuyo desuka?] 

全く 

[Mattaku] 

あまり 

[Amari] 

少し 

[Sukoshi] 

たくさん 

[Takusan] 

Not at all Not so much A little A lot 

 

3. How interesting do you think this topic of spiders will be to read? 蜘蛛について学ぶ事はど

のくらい興味深いものになると思いますか？[Kumo ni tsuite manabu koto wa dono kurai 

kyomibukai mono ni naru to omoimasuka?] 

全く 

[Mattaku] 

あまり 

[Amari] 

少し 

[Sukoshi] 

たくさん 

[Takusan] 

Not at all Not so much A little A lot 

 

4. Do you like English in general? 英語は好きですか？ 

[Eigo wa suki desuka?] 

 

全く 

[Mattaku] 

あまり 

[Amari] 

少し 

[Sukoshi] 

たくさん 

[Takusan] 

Not at all Not so much A little A lot 

 

5. Is reading English interesting in class? リーディングのクラスは面白いですか？ 

  [Ri-dingu no kurasu wa omoshiroi desuka?] 

全く 

[Mattaku] 

あまり 

[Amari] 

少し 

[Sukoshi] 

たくさん 

[Takusan] 

Not at all Not so much A little A lot 
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II. Reading Task リーディング課題 

[Ri-dingu Kadai] 

Read the following passages. No dictionaries are allowed. 次の文章を読みなさい。辞書は使

用しないこと。[Tsugi no bunsho wo yominasai. Jisho wa shiyou shinai koto] 

 

Part I パート１[Pa-to]1 

Some people like to keep spiders as pets, particularly tarantulas, which are native to North 

America and can live for up to twenty-five years. Most people, on the other hand, don’t like 

touching spiders, and many people are afraid of them because they may have poison. However, 

despite their bad image, only thirty of the 40,000 known species of spiders are deadly to humans. 

Spiders actually can be good for humans, by catching and eating harmful insects such as flies and 

mosquitoes. 

 

Part II パート２[Pa-to]2 

Most species are predators, preying on insects and on other spiders, although a few large species 

also take birds and lizards. Spiders use a wide range of strategies to capture prey: trapping it in 

sticky webs, lassoing it with sticky bolas, mimicking the prey to avoid detection, or running it 

down. Most detect prey mainly by sensing vibrations, but the active hunters have acute vision, 

and hunters show signs of intelligence in their choice of tactics and ability to develop new ones. 

Spiders' guts are too narrow to take solids, and they liquidize their food by flooding it with 

digestive enzymes and grinding it with the bases of their pedipalps, as they do not have true jaws. 

 

III. New Version 新しい説明 [Atarashii Setsumei] 

パート 1 だけをマイクロソフトワードパーフェクトにコピーアンドペーストしてくださ

い。このページを閉じず、縮小してください。そうすればワードパーフェクトで編集で

きます。後でオリジナルの物語に戻る必要があります。[Pa-to 1 dake wo maikurosofuto 

wa-do pa-fekuto ni copi-ando pe-suto shite kudasai. Kono pe-ji wo tojizu, shukusho shite kudasai. 

Sousureba wa-do pa-fekuto de henshu dekimasu. Ato de orizinaru no monogatari ni modoru 

hitsuyo ga arimasu] 

 

Copy and paste Part I only into Microsoft Word. Put this page of the reading aside. Don’t close 

this page, but reduce it, so that you can work on the Word Perfect document. You will later need 

to return to this original story.  

 

次にパート１の物語について 8 箇所変える必要があります。その８つの事柄は変えるこ

とが出来ます。例えば全ての動詞を過去形か未来形に変えたり、場所の名前を変えたり、

他の名詞や数字、考えや形容詞を変えたり。文字やなんでも変えることが出来ます。ポ

イントは話を興味深くすること、面白おかしく、あなた自身が楽しめるようにすること

です。創造的に、想像的になってください。しかし話の長さはパート１のオリジナルと

同じにしてください。マイクロソフトパーフェクトで全ての編集をしてください。編集

が終われば、あなたのバージョンをプリントアウトして先生に渡してください。これは

テストではないので楽しんでやってください。正しい答えはありません。20 分あります。

[Tsugi ni pa-to 1 no monogatari ni tsuite 8kasho kaeru hitsuyo ga arimasu. Sono yatsu no 

kotogara wa kaeru koto ga dekimasu. Tatoeba subete no doushi wo kakkoke ka miraike ni kaetari, 

bassho no namae wo kaetari, hoka no meishi ya suji,kangae ya keiyoshi wo kaetari. Moji ya 

nandemo kaeru koto ga dekimasu. Pointo wa hanashi wo kyomibukaku suru koto, omoshiro 
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okashiku, anata jishin ga tanoshimeruyouni suru koto desu. Sozouteki ni, souzoteki ni 

nattekudasai. Shikashi hanashi no nagasa wa pa-to 1 no orizinaru to onaji ni shite kudasai. 

Maikurosofuto pa-fekuto de subete no henshu wo shite kudasai. Henshu ga owareba, anata no ba-

jyon wo purintoautoshite sensei ni watashite kudasai. Kore wa tesuto dewa nai no de tanoshinde 

yatte kudasai. Tadashii kotae wa arimasen. 20 fun arimasu] 

 

Next, change eight things about Part I of the story. Any eight things could be changed; for 

example you could change all the verbs to past tense or future, or you could change place names, 

other nouns or numbers, ideas or adjectives. You could change letters. You can change just about 

anything. The point is to make the story more interesting, funnier and enjoyable to you. You 

should be creative and imaginative. However, the story should be about the same length as the 

Part I original. Make all changes in Microsoft Word. When you are finished, print out your 

unique version and hand it in to the teacher. This is not a test, so just enjoy yourselves. There is 

no correct answer. You have 20 minutes. 
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IV. Comprehension Questions 

 

印刷が終了したらオリジナルの二つのパートの物語に戻って以下の読解問題物語を見な

がら答えなさい。[Insatsu ga shuryo shitara orizinaru no futatsu no pa-to no monogatari ni 

modotte ika no dokkaimondai monogatari wo minagara kotaenasai.] 

 

When you are finished printing, bring back up the page with the original two parts of the story, 

and answer the following comprehension questions. You can look at the story while answering 

the questions. 

Part I 

 

1. How long can tarantulas live? 

a. 10 years 

b. 5 years 

c. 25 years 

d. 30 years 

 

2. Where can tarantulas be found? 

a. England 

b. China 

c. India 

d. USA 

 

3. What is the main idea of paragraph one? 

a. there is no real reason to be afraid of spiders 

b. they live a long time 

c. they can kill 

d. we should keep spiders as pets 

 

第一段落の文章から次の文章に一番近いものを選んでください。”蜘蛛は人間にとって

有益である” [Dai ichi danraku no bunsho kara tsugi no bunsho ni ichiban chikai mono wo 

erande kudasai. “Kumo wa ningen ni totte rieki de aru”] 

4. Choose the sentence with the closest meaning to this sentence from the first paragraph, 

“Spiders actually can be good for humans.” 

a. Human can be good for spiders. 

b. Spiders can be helpful to people. 

c. Spiders actually are good for insects. 

d. Spiders, in fact, really enjoy humans. 

 

5. What is the meaning of “harmful” in the first paragraph? 

a. useful 

b. careful 

c. helpful 

d. dangerous 

 

6. Flies and mosquitoes are… 

a. not good for humans 

b. supportive of humans 
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c. bad for spiders 

d. are useful in agriculture 

 

Part II 

 

1. How do most spiders detect their prey? 

a. by sound 

b. sensing vibrations 

c. eyes 

d. touching 

 

2. How man species of spiders are not predators? 

 a. most 

b. many 

c. a few 

d. one 

 

3. What is the main idea of the second paragraph (Part II)? 

a. how spiders capture their prey 

b. spiders like eating insects 

c. spiders don’t have jaws 

d. some spiders are hunters 

 

下記のどの文章が第２段落の“蜘蛛は獲物を捕獲するために様々な戦略を駆使する”に

近いか？ 

[Kaki no dono bunsho ga dai 2 danraku no “Kumo wa emono wo hokaku suru tame ni samasama 

na senryaku wo kumen suru” ni chikai ka na?] 

 

4. What sentence below has the closest meaning to this sentence found in the second paragraph, 

“Spiders use a wide range of strategies to capture prey?’ 

a. Spiders use lots of tools to live. 

b. In order to get food, spiders have a lot of methods. 

c. The prey have many strategies to eat spiders. 

d. The prey eat the spiders by capturing them. 

 

5. What does the word “acute” mean in the second paragraph? 

a. good 

b. bad 

c. average 

d. night 

 

6. Spiders don’t have… 

a. legs 

b. hands 

c. teeth 

d. heart 
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V. Post Survey Questions: 事後調査の質問 

[Jigo chosa no shitsumon] 

 

どのくらい蜘蛛について知っていましたか？ 

[Dono kurai kumo ni tsuite shiteimashitaka?] 

1. How much did you know about spiders? 

全く 

[Mattaku] 

あまり 

[Amari] 

少し 

[Sukoshi] 

たくさん 

[Takusan] 

Not at all Not so much A little A lot 

 

蜘蛛についての話題はどのくらいあなたにとって重要でしたか？ 

[Kumo ni tsuite no wadai wa dono kurai anata ni totte hitsuyo deshitaka? 

2. How important was the topic of spiders to you? 

全く 

[Mattaku] 

あまり 

[Amari] 

少し 

[Sukoshi] 

たくさん 

[Takusan] 

Not at all Not so much A little A lot 

 

蜘蛛についての話題を読むのは面白かったですか？ 

[Kumo ni tsuite no wadai wo yomu no wa omoshiroi desuka?] 

3. How interesting did you think this topic of spiders was to read? 

全く 

[Mattaku] 

あまり 

[Amari] 

少し 

[Sukoshi] 

たくさん 

[Takusan] 

Not at all Not so much A little A lot 

 

日本語でこのリーディングの活動についての感想を書いてください 

[Nihongo de kono ri-dingu no katsudo no kanso wo kaite kudasai] 

 

4. In Japanese, write your comments about this reading activity. 
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COMPARISON GROUP 

 

事前質問：当てはまるものにマルを付けなさい。 

[Jizen shitsumon: Atehamaru mono ni maru wo tsukenasai] 

I. Pre Questions: Circle the best answer for you. 

蜘蛛についてどのくらい知っていますか。 

[Kumo ni tsuite dono kurai shiteimasuka] 

1. How much do you know about spiders? 

全く 

[Mattaku] 

あまり 

[Amari] 

少し 

[Sukoshi] 

たくさん 

[Takusan] 

Not at all Not so much A little A lot 

 

蜘蛛の話題はあなたにとってどのくらい重要ですか？ 

[Kumo no wadai wa anata ni totte dono kurai hitsuyo desuka?] 

 

2. How important is the topic of spiders to you? 

全く 

[Mattaku] 

あまり 

[Amari] 

少し 

[Sukoshi] 

たくさん 

[Takusan] 

Not at all Not so much A little A lot 

 

蜘蛛について学ぶ事はどのくらい興味深いものになると思いますか？ 

[Kumo ni tsuite manabu koto wa dono kurai kyomibukai mono ni naru to omoimasuka?] 

 

3. How interesting do you think this topic of spiders will be to read? 

英語は好きですか？ 

[Eigo wa suki desuka?] 

全く 

[Mattaku] 

あまり 

[Amari] 

少し 

[Sukoshi] 

たくさん 

[Takusan] 

Not at all Not so much A little A lot 

 

4. Do you like English in general? 

全く 

[Mattaku] 

あまり 

[Amari] 

少し 

[Sukoshi] 

たくさん 

[Takusan] 

Not at all Not so much A little A lot 

 

リーディングのクラスは面白いですか？ 

[Ri-dingu no kurasu wa omoshiroi desuka?] 

5. Is reading English interesting in class? 

全く 

[Mattaku] 

あまり 

[Amari] 

少し 

[Sukoshi] 

たくさん 

[Takusan] 

Not at all Not so much A little A lot 
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II. Reading Task 

次の文章を読みなさい。辞書は使用しないこと。 

[Tsugi no bunsho wo yominasai. Jisho wa shiyo shinai koto] 

 

Read the following passages. No dictionaries are allowed.  

 

Part I 

Some people like to keep spiders as pets, particularly tarantulas, which are native to North 

America and can live for up to twenty-five years. Most people, on the other hand, don’t like 

touching spiders, and many people are afraid of them because they may have poison. However, 

despite their bad image, only thirty of the 40,000 known species of spiders are deadly to humans. 

Spiders actually can be good for humans, by catching and eating harmful insects such as flies and 

mosquitoes. 

 

Part II 

Most species are predators, preying on insects and on other spiders, although a few large species 

also take birds and lizards. Spiders use a wide range of strategies to capture prey: trapping it in 

sticky webs, lassoing it with sticky bolas, mimicking the prey to avoid detection, or running it 

down. Most detect prey mainly by sensing vibrations, but the active hunters have acute vision, 

and hunters show signs of intelligence in their choice of tactics and ability to develop new ones. 

Spiders' guts are too narrow to take solids, and they liquidize their food by flooding it with 

digestive enzymes and grinding it with the bases of their pedipalps, as they do not have true jaws. 

 

翻訳 

III. Translation 

上のパート１のみ日本語に訳しなさい。辞書を使ってはいけません。２０分あります。 

[Ue no pa-to 1 nomi nihongo ni yaku shinasai. Jisho wa tsukatte wa ikemasen. 20 fun arimasu] 

 

Translate into Japanese, Part I only of the reading above. You cannot use dictionaries. You have 

20 minutes. 
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読解問題 [Dokkai Mondai] 

IV. Comprehension Questions 

上の二つの話について次の質問に答えなさい。話を読みながら質問に答えても構いませ

ん。 

[Ue no futatsu no hanashi ni tsuite tsugi no shitsumon ni kotaenasai. Hanashi wo yominagara 

shitsumon ni kotaetemo kamaimasen] 

 

Answer the following questions about the two readings. You can look at the story while 

answering the questions. 

 

 

Part I 

1. How long can tarantulas live? 

a. 10 years 

b. 5 years 

c. 25 years 

d. 30 years 

 

2. Where can tarantulas be found? 

a. England 

b. China 

c. India 

d. USA 

 

3. What is the main idea of paragraph one? 

a. there is no real reason to be afraid of spiders 

b. they live a long time 

c. they can kill 

d. we should keep spiders as pets 

 

4. Choose the sentence with the closest meaning to this sentence from the first paragraph, 

“Spiders actually can be good for humans.” 

 

a. Human can be good for spiders. 

b. Spiders can be helpful to people. 

c. Spiders actually are good for insects. 

d. Spiders, in fact, really enjoy humans. 

 

5. What is the meaning of “harmful” in the first paragraph? 

a. useful 

b. careful 

c. helpful 

d. dangerous 

 

6. Flies and mosquitoes are… 

a. not good for humans 

b. supportive of humans 

c. bad for spiders 
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d. are useful in agriculture 

 

Part II 

 

1. How do most spiders detect their prey? 

a. by sound 

b. sensing vibrations 

c. eyes 

d. touching 

 

2. How man species of spiders are not predators? 

a. most 

b. many 

c. a few 

d. one 

 

3. What is the main idea of the second paragraph (Part II)? 

 

a. how spiders capture their prey 

b. spiders like eating insects 

c. spiders don’t have jaws 

d. some spiders are hunters 

 

4. What sentence below has the closest meaning to this sentence found in the second paragraph, 

“Spiders use a wide range of strategies to capture prey?’ 

a. Spiders use lots of tools to live. 

b. In order to get food, spiders have a lot of methods. 

c. The prey have many strategies to eat spiders. 

d. The prey eat the spiders by capturing them. 

 

5. What does the word “acute” mean in the second paragraph? 

a. good 

b. bad 

c. average 

d. night 

 

6. Spiders don’t have… 

a. legs 

b. hands 

c. teeth 

d. heart 
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事後調査の質問  

[Jigo chosa no shitsumon] 

V. Post Survey Questions: 

 

どのくらい蜘蛛について知っていましたか？ 

[Dono kurai kumo ni tsuite shiteimasuka?] 

1. How much did you know about spiders? 

全く 

[Mattaku] 

あまり 

[Amari] 

少し 

[Sukoshi] 

たくさん 

[Takusan] 

Not at all Not so much A little A lot 

 

蜘蛛についての話題はどのくらいあなたにとって重要でしたか？ 

[Kumo ni tsuite no wadai wa dono kurai anata ni totte hitsuyo deshitaka?] 

2. How important was the topic of spiders to you? 

全く 

[Mattaku] 

あまり 

[Amari] 

少し 

[Sukoshi] 

たくさん 

[Takusan] 

Not at all Not so much A little A lot 

 

蜘蛛についての話題を読むのは面白かったですか？ 

[Kumo ni tsuite no wadai wo yomu no wa omoshiroi desuka?] 

3. How interesting did you think this topic of spiders was to read? 

全く 

[Mattaku] 

あまり 

[Amari] 

少し 

[Sukoshi] 

たくさん 

[Takusan] 

Not at all Not so much A little A lot 
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APPENDIX C 

CATS AND DOGS READING TASK: 

TREATMENT AND COMPARISON VERSIONS 
 

TREATMENT GROUP 

Name: _______________________________  

Class & Student Number: ____________  

Date: ___________________ 

 

1. How much do you know about dogs and cats? 

A lot  A little  Not so much  Not at all 

2. How important are cats and dogs for you? 

A lot  A little  Not so much  Not at all 

3. How interesting is the topic of cats and dogs for you? 

A lot  A little  Not so much  Not at all 

 

Cats and Dogs  Time: _________________ 

 You may have noticed that cats and dogs learn differently. For example, you 

can train dogs to roll over for a piece of food. It is a lot harder to 
train cats to do tricks, but that does not mean tha t cats 

are not as smart as dogs.  It also does not mean that dogs learn faster 
than cats. Dogs and cats simply learn differently.  Their learning 

styles influence the type of things that you can teach these animals to 

do. For example, it takes no time for cats to learn to use a special box for their bathroom. However, dogs 

take more time to learn where and when they should go to the 

bathroom. Why are these animals different? You have to think about how 
these animals act in the wild. If something is natural for an animal to do, it is 
easier for the animal to learn. However, why can people teach dogs to sit, but not cats? Cats and 

dogs both sit in the wild, after all. This actually has to do with how dogs live in groups in the wild, but cats live alone. 
In a group of wild dogs, there is one male that is the boss. All of the other dogs work to 

please this “boss.” When a dog comes into a person’s house to live, the person in the 

house becomes the boss. Your dog naturally wants to please you so that you 
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will let it live with you. 

 Cats are different. Cats do not live in groups with a boss.  

When a cat comes to live in your house, it sees you as an equal. Therefore, it 
will not try so hard to please you. Thus, cats and dogs have different reasons to learn the things they do. 
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Circle the correct answer. 正しい答えに丸をつけなさい。 

      [Tadashii kotae ni maru wo tsukenasai] 

1. What is the main point of this reading? 

a. The difference between cats and dogs 

b. Why cats and dogs learn differently 

c. How cats and dogs act in the wild 

 

2. Cats and dogs learn differently because: 

a. of how they act in the wild 

b. one is more intelligent than the other 

c. neither of them is very intelligent 

 

3. Which of the following is true? 

a. Cats take longer to learn where to go to the bathroom 

b. Cats quickly learn to do tricks 

c. A dog treats a person as the leader of a group 

 

4. In a group, dogs: 

a. are all equal 

b. have a few different bosses 

c. have a single boss 

5. The word “boss” in the passage means: 

a. coworker 

b. friend 

c. leader 

6. Which sentence has the closest meaning to this sentence found in the reading, “You 

have to think about how these animals act in the wild?” 

文章中の次の文に最も近い意味の文はどれでしょう。 

[Bunshochu no tsugi no bun ni motomo chikai imi no bun wa dore desho] 

「野生では、これらの動物がどのように行動するか、考えなければならない。」

[Yasei de wa, korekara no dobutsu ga dono youna kodo suru ka, kangaenakereba naranai] 

a. You need to know how animals and humans act in the wild. 

b. You must find out how these animals act different in the mountains. 

c. You ought to consider how these animals behave in nature. 

 

7. How might reasoning affect your learning? (You can answer in Japanese) 

推理、理由付けがあなたの学習にどのように影響すると思いますか。 

[Suiri, riyutsuke ga anata no gakushu ni dono youni eikyou suru to omoimasuka] 

 

8. How might learning styles affect your learning? (You can answer in Japanese) 

学習スタイルがあなたの学習にどのように影響すると思いますか。 

[Gakushu sutairu ga anata no gakushu ni dono youni eikyou suru to omoimasuka] 

 



 

  

247 

1. How much did you know about dogs and cats? 

A lot  A little  Not so much  Not at all 

2. How important were cats and dogs for you? 

A lot  A little  Not so much  Not at all 

3. How interesting was the topic of cats and dogs for you? 

A lot  A little  Not so much  Not at all 

4. What is your feeling or opinion about this reading activity? This information will be 

used to improve the activity and encourage your juniors, so please write in detail in 

Japanese. Thanks! 

この読解の活動に関しての感想や意見はありますか？ 

[Kono dokkai no katsudo ni kanshite no kansou ya iken wa arimasuka?] 

この情報は活動を改善することや後輩のために使われますので、日本語で詳しく

書いてください。 

[Kono joho wa katsudo wo kaizen suru koto ya kohai no tame ni tsukawaremasu node, 

nihongo de kuwashiku kaite kudasai] 

ありがとうございました。 

[Arigato gozaimashita] 
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COMPARISON GROUP 

Name: _______________________________ 

Class & Student No. ____________  

Date: ____________________ 

 

1. How much do you know about dogs and cats? 

A lot  A little  Not so much  Not at all 

2. How important are cats and dogs for you? 

A lot  A little  Not so much  Not at all 

3. How interesting is the topic of cats and dogs for you? 

A lot  A little  Not so much  Not at all 

 

Cats and Dogs 

 You may have noticed that cats and dogs learn differently. For example, you can 

train dogs to roll over for a piece of food. It is a lot harder to train cats to do tricks, but 

that does not mean that cats are not as smart as dogs. It also does not mean that dogs learn 

faster than cats. Dogs and cats simply learn differently. Their learning styles influence the 

type of things that you can teach these animals to do. For example, it takes no time for 

cats to learn to use a special box for their bathroom. However, dogs take more time to 

learn where and when they should go to the bathroom. 

 Why are these animals different? You have to think about how these animals act 

in the wild. If something is natural for an animal to do, it is easier for the animal to learn. 

However, why can people teach dogs to sit, but not cats? Cats and dogs both sit in the 

wild, after all. This actually has to do with how dogs live in groups in the wild, but cats 

live alone. In a group of wild dogs, there is one male that is the boss. All of the other 

dogs work to please this “boss.” When a dog comes into a person’s house to live, the 

person in the house becomes the boss. Your dog naturally wants to please you so that you 

will let it live with you. 

 Cats are different. Cats do not live in groups with a boss. When a cat comes to 

live in your house, it sees you as an equal. Therefore, it will not try so hard to please you. 

Thus, cats and dogs have different reasons to learn the things they do.   

  Time: _______________ 

Circle the correct answer. 正しい答えに丸をつけなさい。 

[Tadashii kotae ni maru wo tsukenasai] 

1. What is the main point of this reading? 

a. The difference between cats and dogs 

b. Why cats and dogs learn differently 

c. How cats and dogs act in the wild 

 

2. Cats and dogs learn differently because: 

a. of how they act in the wild 

b. one is more intelligent than the other 

c. neither of them is very intelligent 

 

3. Which of the following is true? 

a. Cats take longer to learn where to go to the bathroom 

b. Cats quickly learn to do tricks 

c. A dog treats a person as the leader of a group 
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4. In a group, dogs: 

a. are all equal 

b. have a few different bosses 

c. have a single boss 

 

5. The word “boss” in the passage means: 

a. coworker 

b. friend 

c. leader 

 

6. Which sentence has the closest meaning to this sentence found in the reading, “You 

have to think about how these animals act in the wild?” 

文章中の次の文に最も近い意味の文はどれでしょう。 

[Bunshochu no tsugi no bun ni motomo chikai imi no bun wa dore desho] 

「野生では、これらの動物がどのように行動するか、考えなければならない。」

[Yasei de wa, korera no dobutsu ga dono youni kodo suruka, kangae nakereba naranai] 

a. You need to know how animals and humans act in the wild. 

b. You must find out how these animals act different in the mountains. 

c. You ought to consider how these animals behave in nature. 

 

7. How might reasoning affect your learning? (You can answer in Japanese) 

推理、理由付けがあなたの学習にどのように影響すると思いますか。 

[Suiri, riyutsuke ga anata no gakushu ni dono youni eikyou suru to omoimasuka] 

 

8. How might learning styles affect your learning? (You can answer in Japanese) 

学習スタイルがあなたの学習にどのように影響すると思いますか。 

[Gakushu sutairu ga anata no gakushu ni dono youni eikyou suru to omoimasuka] 

 

9. With a partner, talk about your experiences with cats or dogs for about 5 minutes. 

５分ぐらいで友達と自分の犬か猫かの経験を相談して下さい。 

[gofunguraide tomodachito jibunno inu ka neko ka no keiken wo soudan shite kudasai] 

1. How much did you know about dogs and cats? 

A lot  A little  Not so much  Not at all 

2. How important were cats and dogs for you? 

A lot  A little  Not so much  Not at all 

3. How interesting was the topic of cats and dogs for you? 

A lot  A little  Not so much  Not at all 

 

4. What is your feeling or opinion about this reading activity? This information will be 

used to improve the activity and encourage your juniors, so please write in detail in 

Japanese. Thanks! 

この読解の活動に関しての感想や意見はありますか？ 

[Kono dokkai no katsudo ni kanshite no kanso ya iken wa arimasuka?] 

この情報は活動を改善することや後輩のために使われますので、日本語で詳しく

書いてください。 

[Kono joho wa katsudo wo kaizen suru koto ya kohai no tame ni tsukawaremasu node, 

nihongo de kuwashiku kaite kudasai] 

ありがとうございました。 
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[Arigato gozaimashita] 
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APPENDIX D 

BOOKS ON TAPE (MP3 FILES) READING TASK: 

TREATMENT AND COMPARISON VERSIONS 
 

TREATMENT GROUP 

 

Name: _______________________________ 

Class & Student Number: ____________ 

Date: ___________________ 

 

1. How much do you know about books as MP3 files? 

 

A lot  A little  Not so much  Not at all 

 

2. How important are books as MP3 files? 

 

A lot  A little  Not so much  Not at all 

 

3. How interesting is the topic of books as MP3 files for you? 

 

A lot  A little  Not so much  Not at all 
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Books as MP3 Files      Time ______________ 

Instructions. The sentences are out of order. Find the number to enjoy reading in order. 

導入：この文章は文の順番がばらばらです。数字をたどりながら、お話を楽しん

でください。[Donyu: Kono bunsho wa bun no junban ga barabara desu. Suji wo 

tadorinagara, ohanashi wo tanoshinde kudasai] 

 

1. Have you ever listened to a book as an MP3 file? 

 

9. I go to bed late and get up early. 

 

23. It is wonderful. 

 

3. It was really great. 

 

17. I ran longer than I expected because I liked listening to the story so much. 

 

5. For example, books as MP3 files are great for people who are too busy to read. 

 

10. My only free time is early in the morning, but that is when I exercise. 

 

15. I was very happy when I tried running and listening to my MP3 file book at the same 

time. 

 

4. I found that books as MP3 files have a lot of advantages. 

 

13. Books as MP3 files make it possible for me to do two things at once. 

 

11. I am too busy to read.  

 

21. I could never read a book on the train because it made me feel sick. 

 

14. For example, I like to go running in the morning before breakfast. 

 

6. I love reading, but I do not have much free time during the day to read for fun. 

 

12. However, books as MP3 files let me enjoy fun stories. 

 

20. I can also listen to a book while I am riding the train to school. 

 

16. I got lost in the story and forgot that I was running. 

 

7. I spend a long time at school everyday. 

 

18. Thus, that is another good thing about books as MP3 files. 

 

19. They let me enjoy stories while I do something else, and they help me exercise more! 

 

2. I have. One month ago, I listened to my first book as an MP3 file. 
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22. However, listening to a book as an MP3 file on the train does not make me sick. 

 

8. Then, when I come home at night, I have to do my homework. 

 

24. I just look out the window as I ride and forget all about the people around me. 

 

 

Circle the correct answer. 正しい答えに丸をつけなさい。 

[Tadashii kotae ni maru wo tsukenasai] 

1. The main idea of this reading is: 

a. how the writer likes to exercise 

b. how the writers puts books on MP3 files 

c. the advantages of listening to books as MP3 files 

 

2. Which of these is NOT mentioned as an advantage to listening to books as MP3 files? 

a. getting more exercise 

b. being able to listen to them while traveling 

c. studying with them 

 

3. The writer says that listening to books as MP3 files: 

a. is quite expensive 

b. allows her to do several things at once 

c. is not good for exercising 

 

4. The writer is probably: 

a. not a student 

b. usually very busy 

c. not interested in exercise 

 

5. Which statement is true? 

a. The writer has been listening to books as MP3 files for many years. 

b. The writer does not enjoy reading books. 

c. The writer often travels by train. 

 

6. Which sentence has the closest meaning to this sentence from the reading, “I can also 

listen to a book while I am riding the train to school.” 

 

a. While I rode the train, I used to read books. 

b. In addition, it is possible to listen to a book when riding the train. 

c. Also, the book is great to listen to on the train. 

 

7. How might listening to an MP3 file book change your lifestyle? (You can answer in 

Japanese) 

mp３ファイルの本を聞くことは、あなたの生活スタイルをどのように変化させ

ると思いますか。[mp3fuairu no hon wo kiku koto wa, anata no seikatsu sutairu wo 

dono youni henka saseru to omoimasuka] 
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8. How might your skills be affected if you listen to a book? (You can answer in Japanese) 

本を聞くという行為はあなたの技能にどのように影響を与えると思いますか。 

[Hon wo kiku to iu koii wa anata no gino ni dono youni eikyou wo ataeru to 

omoimasuka] 
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1. How much did you know about books as MP3 files? 

 

A lot  A little  Not so much  Not at all 

 

2. How important were books as MP3 files for you? 

 

A lot  A little  Not so much  Not at all 

 

3. How interesting was the topic of books as MP3 files for you? 

 

A lot  A little  Not so much  Not at all 

 

4. What is your feeling or opinion about this reading activity? This information will be 

used to improve the activity and encourage your juniors, so please write in detail in 

Japanese. Thanks! 

この読解の活動に関しての感想や意見はありますか？ 

この情報は活動を改善することや後輩のために使われますので、日本語で詳しく

書いてください。[Komo dokkai no katsudo ni kanshite no kanso ya iken wa 

arimasuka? Kono joho wa katsudo wo kaizen suru koto ya kohai no tame in 

tsukawaremasu node, nihongo de kuwashiku kaite kudasai] 

ありがとうございました。 

[Arigato gozaimashita] 
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COMPARISON GROUP 

 

Name: _______________________________ 

Class & Student Number: ____________ 

Date: ___________________ 

 

1. How much do you know about books as MP3 files (ファイル)? 

 

A lot  A little  Not so much  Not at all 

 

2. How important are books as MP3 files? 

 

A lot  A little  Not so much  Not at all 

 

3. How interesting is the topic of books as MP3 files for you? 

 

A lot  A little  Not so much  Not at all 
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Books as MP3 Files      Time ______________ 

Have you ever listened to a book as an MP3 file? I have. One month ago, I listened to my 

first book as an MP3 file. It was really great. I found that books as MP3 files have a lot of 

advantages. 

 For example, books as MP3 files are great for people who are too busy to read. I 

love reading, but I do not have much free time during the day to read for fun. I spend a 

long time at school everyday. Then, when I come home at night, I have to do my 

homework. I go to bed late and get up early. My only free time is early in the morning, 

but that is when I exercise. I am too busy to read. However, books as MP3 files let me 

enjoy fun stories. 

 Books as MP3 files make it possible for me to do two things at once. For 

example, I like to go running in the morning before breakfast. I was very happy when I 

tried running and listening to my MP3 file book at the same time. I got lost in the story 

and forgot that I was running. I ran longer than I expected because I liked listening to the 

story so much. Thus, that is another good thing about books as MP3 files. They let me 

enjoy stories while I do something else, and they help me exercise more! 

 I can also listen to a book while I am riding the train to school. I could never read 

a book on the train because it made me feel sick. However, listening to a book as an MP3 

file on the train does not make me sick. It is wonderful. I just look out the window as I 

ride and forget all about the people around me. 
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Circle the correct answer. 

正しい答えに丸を付けなさい。 

[Tadashii kotae ni maru wo tsukenasai] 

 

1. The main idea of this reading is: 

a. how the writer likes to exercise 

b. how the writers puts books on MP3 files 

c. the advantages of listening to books as MP3 files 

 

2. Which of these is NOT mentioned as an advantage to listening to books as MP3 files? 

a. getting more exercise 

b. being able to listen to them while traveling 

c. studying with them 

 

3. The writer says that listening to books as MP3 files: 

a. is quite expensive 

b. allows her to do several things at once 

c. is not good for exercising 

 

4. The writer is probably: 

a. not a student 

b. usually very busy 

c. not interested in exercise 

 

5. Which statement is true? 

a. The writer has been listening to books as MP3 files for many years. 

b. The writer does not enjoy reading books. 

c. The writer often travels by train. 

 

6. Which sentence has the closest meaning to this sentence from the reading, “I can also 

listen to a book while I am riding the train to school.” 

 

a. While I rode the train, I used to read books. 

b. In addition, it is possible to listen to a book when riding the train. 

c. Also, the book is great to listen to on the train. 

 

7. How might listening to an MP3 file book change your lifestyle? (You can answer in 

Japanese) 

mp３ファイルの本を聞くことは、あなたの生活スタイルをどのように変化させ

ると思いますか。 

 

8. How might your skills be affected if you listen to a book? (You can answer in 

Japanese) 

本を聞くという行為はあなたの技能にどのように影響を与えると思いますか。 

[Hon wo kiku to iu koii wa anata no gino ni dono youni eikyou wo ataeru to 

omoimasuka] 

 

9. Discuss with a partner about what kind of books you read for 5 to 10 minutes. 
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５分か 10 分か友達とどんな本を読むと相談して下さい。 

[gofunkajippunka Tomodachito donnahon wo yomuto soudanshite kudasai] 
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1.  How much did you know about books as MP3 files? 

 

A lot  A little  Not so much  Not at all 

 

2. How important were books as MP3 files for you? 

 

A lot  A little  Not so much  Not at all 

 

3. How interesting was the topic of books as MP3 files for you? 

 

A lot  A little  Not so much  Not at all 

 

4. What is your feeling or opinion about this reading activity? This information will be 

used to improve the activity and encourage your juniors, so please write in detail in 

Japanese. Thanks! 

この読解の活動に関しての感想や意見はありますか？ 

この情報は活動を改善することや後輩のために使われますので、日本語で詳しく

書いてください。[Kono dokkai no katsudo ni kanshite no kanso ya iken wa arimasuka? 

Kono joho wa katsudo wo kaizen suru koto ya kohai no tame ni tsukawaremasu node, 

ninongo de kuwashiku kaite kudasi] 

ありがとうございました。 

[Arigato gozaimashita] 
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APPENDIX E 

BOOK CIRCLE READING TASK: 

TREATMENT AND COMPARISON VERSIONS 

 

TREATMENT GROUP 

Name: _______________________________ 

Class & Student Number: ____________ 

Date: ___________________ 

 

1. How much do you know about book circles (本を読むグループ)? 

A lot  A little  Not so much  Not at all 

2. How important are book circles? 

A lot  A little Not so much  Not at all 

3. How interesting is the topic of book circles for you? 

A lot  A little  Not so much  Not at all 

 

 

 

 

 

 

 

 

 

 

 

Books Circle      Time ______________ 

Instructions: The word order in the sentence is backwards. Read from the end of the 

sentence forward to enjoy the story. 

導入：この文章では語句の順番が逆になっています。文の最後の部分から読んで、

お話を楽しんでください。[Donyu: Kono bunsho de wa goku no junban ga gyaku ni 

natteimasu. Bun no saigo no bubun kara yonde, ohanashi wo tanoshinde kudasai] 

 Book good really a read you when do you do what? It about people tell you. It 

read should they them tell you. Yet book the read not has who friend a to book good a 

about talk to not be can it hard how know you maybe. Much too saying by it ruin to want 

not do you but, about is book the what friend your tell to want you. Circle book a join to 

idea good a is it, books good about talk to love you if. 

 Read to book a on decides everyone, circle book a in. Time same the at it reads 

everyone then. It discuss and together get can you, book the finished has everyone when. 

Much too saying about worry to have not do you so, book the read has everyone, way this. 

View of points people’s different hear can you that is circle book a about thing great 

another. About thought not had you that story the about something realize might you, or. 

 People new meet to way great a also is circle book a joining. One right the 

choose to important is it, join to circle book a for looking are you when, however. Do you 

that books of kind same the like group the in people the that sure make. Do you as speed 

same the at read group your in people the that sure make and. Finish to friends your for 
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weeks and weeks wait to want not do you, fast read you if. Book the finished not have 

you because meeting the miss to want not do you, slowly read you if and. It discuss 

people when you for ending the ruin could it because book the finished not have you if 

meeting a to go to want not do you, also. 
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Circle the correct answer. 

正しい答えに丸をつけなさい。 

[Tadashii kotae ni maru wo tsukenasai] 

1. The reading is about: 

a. different types of books 

b. how to read books 

c. talking about books 

 

2. According to the reading, it can be difficult to: 

a. describe a book to a friend 

b. not talk about a good book to a friend who is reading it 

c. read some books 

 

3. Which of these is a reason people join book circles? 

a. To study for tests 

b. To meet new people 

c. To learn a new language 

 

4. What does the word “discuss” in this sentence mean? 

When everyone has finished the book, you can get together and discuss it. 

みんながその本を読み終えたら、一緒になって議論することができる。 

[Mina ga sono hon wo yomi oetara, isshoni natte giron suru koto ga dekiru] 

 

a. talk about 

b. understand 

c. finish reading 

 

5. What does the writer say about book circles? 

a. A person should join one with his or her friends. 

b. A person should join one with people who read the same types of books. 

c. A person should join one with people who read faster than they can. 

 

7. When you really enjoy something, that joy can be expressed through your words. 

Please give an example from your own life? (You can answer in Japanese) 

あなたが本当にある物事を楽しんでいるとき、その喜びはあなたの言葉となって

表現される。あなたの人生の中のその一例を挙げなさい。[Anata ga hon ni aru 

monogoto wo tanoshindeiru toki, sono yorokobi wa anata no kotoba to natte hyogen 

sareru. Anata no jinsei no naka no sono ichirei wo agenasai] 

8. How might your communication skills be affected if you join a book circle? (You can 

answer in Japanese) 

ブックサークルに参加したら、あなたのコミュニケーション能力はどのように影

響されると思いますか。[Buku sa-kuru ni sankashitara, anata no komyunike-shon gino 

wa dono youni eikyou sareru to omoimasuka] 
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1. How much did you know about book circles? 

A lot  A little  Not so much  Not at all 

2. How important were book circles for you? 

A lot  A little  Not so much  Not at all 

3. How interesting was the topic of book circles for you? 

A lot  A little  Not so much  Not at all 

4. What is your feeling or opinion about this reading activity? This information will be 

used to improve the activity and encourage your juniors, so please write in detail in 

Japanese. Thanks! 

この読解の活動に関しての感想や意見はありますか？この情報は活動を改善する

ことや後輩のために使われますので、日本語で詳しく書いてください。ありがと

うございました。[Kono dokkai no katsudo ni kanshite no kanso ya iken wa arimasuka? 

Kono joho wa katsudo wo kaizen suru koto ya kohai no tame ni tsukawaremasu node, 

nihongo de kuwashiku kaite kudasai] 
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COMPARISON GROUP 

Name: _______________________________  

Class & Student Number: ____________ 

Date: ___________________ 

 

1. How much do you know about book circles (本を読むグループ)?  

[Hon wo yomu gurupu] 

A lot  A little  Not so much  Not at all 

2. How important are book circles? 

A lot  A little  Not so much  Not at all 

3. How interesting is the topic of book circles for you? 

A lot  A little  Not so much  Not at all 
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Books Circle      Time ______________ 

 What do you do when you read a really good book? You tell people about it. You 

tell them they should read it. Maybe you know how hard it can be not to talk about a 

good book to a friend who has not read the book yet. You want to tell your friend what 

the book is about, but you do not want to ruin it by saying too much. If you love to talk 

about good books, it is a good idea to join a book circle. 

 In a book circle, everyone decides on a book to read. Then everyone reads it at 

the same time. When everyone has finished the book, you can get together and discuss it. 

This way, everyone has read the book, so you do not have to worry about saying too 

much. Another great thing about a book circle is that you can hear different people’s 

points of view. On the other had, you might realize something about the story that you 

had not thought about. 

 Joining a book circle is also a great way to meet new people. However, when you 

are looking for a book circle to join, it is important to choose the right one. Make sure 

that the people in the group like the same kind of books that you do. Moreover, make 

sure that the people in your group read as the same speed as you do. If you read fast, you 

do not want to wait weeks and weeks for your friends to finish. In addition, if you read 

slowly, you do not want to miss the meeting because you have not finished the book. 

Also, you do not want to go to a meeting if you have not finished the book because it 

could ruin the ending for you when people discuss it. 

 

Circle the correct answer. 

正しい答えに丸をつけなさい。 

[Tadashii kotae ni maru wo tsukenasai] 

1. The reading is about: 

a. different types of books 

b. how to read books 

c. talking about books 

 

2. According to the reading, it can be difficult to: 

a. describe a book to a friend 

b. not talk about a good book to a friend who is reading it 

c. read some books 

 

3. Which of these is a reason people join book circles? 

a. To study for tests 

b. To meet new people 

c. To learn a new language 

 

4. What does the word “discuss” in this sentence mean? 

When everyone has finished the book, you can get together and discuss it. 

みんながその本を読み終えたら、一緒になって議論することができる。 

[Mina ga sono hon wo yomi oetara, ishhoni natte giron suru koto ga dekiru] 

a. talk about 

b. understand 

c. finish reading 
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5. What does the writer say about book circles? 

a. A person should join one with his or her friends. 

b. A person should join one with people who read the same types of books. 

c. A person should join one with people who read faster than they can. 

 

7. When you really enjoy something, that joy can be expressed through your words. 

Please give an example from your own life? (You can answer in Japanese) 

あなたが本当にある物事を楽しんでいるとき、その喜びはあなたの言葉となって

表現される。あなたの人生の中のその一例を挙げなさい。 

[Anata ga honto ni aru monogoto wo tanoshindeiru toki, sono yorokobi no kotoba to natte 

hyogen sareru. Anata no jinsei no naka no sono ichirei wo agenasai] 

 

8. How might your communication skills be affected if you join a book circle? (You can 

answer in Japanese) 

ブックサークルに参加したら、あなたのコミュニケーション能力はどのように影

響されると思いますか。[Buku sa-kuru ni sankashitara, anata no komyunike-shon gino 

wa dono youni eikyou sareru to omoimasuka] 
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1. How much did you know about book circles? 

A lot  A little  Not so much  Not at all 

2. How important were book circles for you? 

A lot  A little  Not so much  Not at all 

3. How interesting was the topic of book circles for you? 

A lot  A little  Not so much  Not at all 

4. What is your feeling or opinion about this reading activity? This information will be 

used to improve the activity and encourage your juniors, so please write in detail in 

Japanese. Thanks! 

この読解の活動に関しての感想や意見はありますか？ 

[Kono dokkai no katsudo ni kanshite no kanso ya iken wa arimasuka?] 

この情報は活動を改善することや後輩のために使われますので、日本語で  

[Kono joho wa katsudo wo kaizen suru koto ya kohai no tame ni tsukawaremasu 

node, nihongo de] 
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APPENDIX F 

CHANGING BOOKS READING TASK: 

TREATMENT AND COMPARISON VERSIONS 
 

TREATMENT GROUP 

Name: _______________________________ 

Class & Student Number: ____________ 

Date: ___________________ 

 

1. How much do you know about the history of books? 

A lot  A little  Not so much  Not at all 

 

2. How important is the history of books to you? 

A lot  A little  Not so much  Not at all 

 

3. How interesting is the topic of the history of books for you? 

A lot  A little  Not so much  Not at all 

 



 

  

270 

Changing Books     Time ______________ 

Can you imagine a world without books? It may seem like we have always had books, 

but that is not true. A long time ago, before there were books, people used to write things 

on pieces of stone. Even before people wrote on stones, people would draw pictures on 

the walls of caves. In a way, these were the very first books. People wrote things down so 

that other people could read them later. Many years later, someone invented better ways 

of writing things down using shapes, lines and circles. Then, people invented paper. 

Some people think that learning how to make paper and putting papers together to make 

books changed the world forever. 

 At first, books were very rare and only very rich people could own them. Books 

were so special that sometimes you could visit a village and not find one book in the 

whole village. 

 During the mid 15th century, books became cheaper and more common because 

of the new printing press invented in Germany by Gutenberg. Books could be made 

quickly. Then, it was not only rich people who owned them. People started reading and 

learning about all kinds of different things. Books were not only used for learning. People 

also used them to tell stories about far away lands and exciting adventures. Before books, 

people came together in groups to listen to stories for fun. However, with books, a person 

could sit at home and have fun reading exciting stories alone. 

 Many people thought when radio and movies were invented that nobody would 

read books anymore. Then, when TV came along, people were sure that books were 

finished. Today, we have computers. Some people say that computers will be the end of 

books for sure. However, I don’t think so. 

 

Activity 

活動 

[Katsudo] 

From the above reading, the following history of written communication can be seen: 

上記の文章から、次の書くことに関する歴史が見出せます。 

[Joki no bunsho kara, tsugi no kaku koto ni kansuru rekishi ga midasemasu] 

 

1. Draw pictures on walls in caves 

洞窟の壁に絵を描く 

[Dokutsu no kabe ni ei wo kaku] 

 

2. Write things on stones 

石にものを書く 

[Ishi ni mono wo kaku] 

 

3. Make lines, shapes and circles 

線、形、丸を書く。 

[Sen, katachi, maru wo kaku] 

 

4. Paper invented 

紙が発明される。 

[Kami ga hatsumei sareru] 

 

5. Paper put together to make books 
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本を作るために紙がまとめられる。 

[Hon wo tsukuru tame ni kami ga matomerareru] 

 

6. Books are rare—only for the rich 

本は稀少で、金持ちのためのものである。 

[Hon wa kisho de, kanemochi no tame no mono de aru] 

 

7. Printing press invented, books became common and cheap 

印刷機が発明され、本が大衆的になり安くなった。 

[Insatsuki ga hatsumeisare, hon ga taishuteki ninari yasukunatta] 

 

8. Radio and movies invented—books are still read 

ラジオや映画が発明されたが、本はまだ読まれている。 

[Rajio ya eiga ga hatsumeisareta ga, hon wa mada yomareteiru] 

 

9. TV invented—books are still read 

テレビが発明されたが、本はまだ読まれている。 

[Terebi ga hatsumeisareta ga, hon wa mada yomareteiru] 

 

10. Computers invented—books are still read 

コンピューターが発明されたが、本はまだ読まれている。 

[Kompyu-ta- ga hatsumeisareta ga, hon wa mada yomareteiru] 

 

However, history probably wasn’t so simple. Use your imagination. Creatively, divide 

each step into three sub-steps. Your answer is not supposed to be correct or perfect. With 

your partner, just have fun, and come up with some unique possible divisions. You will 

have 20 minutes ONLY to finish. 

しかしながら、歴史はそんなに簡単ではなかったと思われます。あなたの想像力

を使ってください。各過程をそれぞれ、さらに三つの細かい過程に分けてくださ

い。完璧な答えは必要ありません。パートナーと一緒に、楽しんで、ユニークな

過程を作ってください。20 分しか与えられません。[Shikashinagara, rekishi wa 

sonna ni kantan dewa nakatta to omowaremasu. Anata no sozouryoku wo tsukatte 

kudasai. Kaku katei wo sorezore, sara ni mitsu no komakai katei ni wakete kudasai. 

Kanpeki na kotae wa hitsuyo arimasen. Pa-tona- to isshoni, tanoshinde, yuni-ku na katei 

wo tsukute kudasai. nijippun shika ataeraremasen] 

 

     use rocks to draw____________ 

1. Draw pictures on walls in caves  use different color rocks to draw_ 

 (an example, not correct)  use animal blood to draw_______ 

（例であって、答えではありません） 

 [Rei de atte, kotae dewa arimasen] 

     ____________________________ 

2. Write things on stones  ____________________________ 

     ____________________________ 

 

      ___________________________ 

3. Make lines, shapes and circles ____________________________ 
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     ____________________________ 

 

     ___________________________ 

4. Paper invented   ___________________________ 

     ___________________________ 

 

     __________________________ 

5. Paper put together to make books __________________________ 

     __________________________ 

    

6. Books are rare—only for the rich __________________________ 

     __________________________ 

      ___________________________ 

     __________________________ 

7. Printing press invented  __________________________ 

     __________________________ 

 

     __________________________ 

8. Radio & movies—books still alive _________________________ 

     _________________________ 

 

     ________________________ 

9. TV invented—books still alive ________________________ 

     ________________________ 

 

 

     __________________________ 

10. Computers invented—books still alive_________________________ 

     _________________________ 
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Circle the correct answer. 

正しい答えに丸をつけなさい。 

[Tadashii kotae ni maru wo tsukenasai] 

 

1. What does the reading mainly discuss?  

a. The development of books 

b. The cost of books 

c. What books are used for 

 

2. According to the writer, what changed the world forever? 

a. writing 

b. stories 

c. books 

 

3. In the past: 

a. books were quite common in each village 

b. books were usually only owned by rich people 

c. books were used in many schools 

 

4. What does the word “rare” in this sentence mean? 

下の文章で”rare”の言葉はどういう意味ですか？ 

[Shita no bunsho de “rare” no kotoba wa doiu imi desuka?] 

 

“At first, books were very rare and only a very rich people could own them.” 

a. good 

b. rich 

c. not common 

 

 

5. Which statement is true? 

a. The writer thinks book will become more popular because of computers. 

b. The writer thinks books were less popular after radio and movies. 

c. The writer thinks books will always remain popular. 

 

6. “Then when TV came along, people were sure that books were finished.” 

From the above sentence in the reading, which sentence below comes closest in meaning? 

読書からの上の文章で 、下の文章は一番近い意味どうちらですか？ 

[Dokusho kara no ue no bunsho de, shita no bunsho wa ichiban chikai imi wa dochi 

desuka?] 

 

a. People felt books would no longer be needed after the invention of TV. 

b. When TV became useless, books would still be needed. 

c. When TV was invented, books became even more popular. 

 

7. Before books, people would come together in groups to listen to stories. Now, we read 

books alone. How do you think we might have changed since those times? (You can 

write in Japanese.) 

本が誕生する前の時代では、人々は集まって、お互いに話をしあったりしていま
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した。現在は、本を一人で読みます。本が無かったころと比べてどのように変わ

ったと思いますか。[Hon ga tanjosuru mae no jidai de wa, hitobito wa atsumatte, 

otagaini hanashi wo shiattari shiteimashita. Genzai wa, hon wo hitori de yomimasu. Hon 

wa nakatta koro to kurabete dono youni kawatta to omoimasuka] 

 

8. In the not too distant future, where biology and technology combine, it will probably 

happen that we learn by downloading and storing information in implanted chips in our 

brain. If that happens, how do you think we might be different from today? (You can 

write in Japanese.) 

そう遠くない将来で、生物学と工学が合わさり、脳にチップを埋め込んで、その

中に情報を蓄えられる世界が来るかもしれません。そうなれば、現在の私たちと

どのような違いが生じるでしょうか。[Sotoukunai shorai de, seibutsugako to kogako 

ga awasari, no ni chipu wo umekonde, sono naka ni joho wo takuwaerareru sekai ga 

kurukamo shiremasen. Sousoreba, genzai no watashitachi to dono youna chigai ga ujiru 

deshoka] 
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1. How much did you know about the history of books? 

 

A lot  A little  Not so much  Not at all 

 

2. How important was the history of books for you? 

 

A lot  A little  Not so much  Not at all 

 

3. How interesting was the topic of the history of books for you? 

 

A lot  A little  Not so much  Not at all 

 

4. What is your feeling or opinion about this reading activity? This information will be 

used to improve the activity and encourage your juniors, so please write in detail in 

Japanese. Thanks! 

この読解の活動に関しての感想や意見はありますか？ 

[Kono dokkai no katsudo ni kanshite no kanso ya iken wa arimasuka?] 

この情報は活動を改善することや後輩のために使われますので、日本語で詳しく

書いてください。[Kono joho wa katsudo wo kaizen suru koto ya kohai no tame ni 

tsukawaremasu node, nihongo de kuwashiku kaite kudasai] 

ありがとうございました。 

[Arigato gozaimashita] 
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COMPARISON GROUP 

 

Name: _______________________________ 

Class & Student Number: ____________ 

Date: ___________________ 

 

1. How much do you know about the history of books? 

 

A lot  A little  Not so much  Not at all 

 

2. How important is the history of books to you? 

 

A lot  A little  Not so much  Not at all 

 

3. How interesting is the topic of the history of books for you? 

 

A lot  A little  Not so much  Not at all 
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Changing Books     Time ______________ 

Can you imagine a world without books? It may seem like we have always had books, 

but that is not true. A long time ago, before there were books, people used to write things 

on pieces of stone. Even before people wrote on stones, people would draw pictures on 

the walls of caves. In a way, these were the very first books. People wrote things down so 

that other people could read them later. Many years later, someone invented better ways 

of writing things down using shapes, lines and circles. Then, people invented paper. 

Some people think that learning how to make paper and putting papers together to make 

books changed the world forever. 

 At first, books were very rare and only very rich people could own them. Books 

were so special that sometimes you could visit a village and not find one book in the 

whole village.  

 During the mid 15th century, books became cheaper and more common because 

of the new printing press invented in Germany by Gutenberg. Books could be made 

quickly. Then, it was not only rich people who owned them. People started reading and 

learning about all kinds of different things. Books were not only used for learning. People 

also used them to tell stories about far away lands and exciting adventures. Before books, 

people came together in groups to listen to stories for fun. However, with books, a person 

could sit at home and have fun reading exciting stories alone. 

 Many people thought when radio and movies were invented that nobody would 

read books anymore. Then, when TV came along, people were sure that books were 

finished. Today, we have computers. Some people say that computers will be the end of 

books for sure. However, I don’t think so. 

 

 

Activity 

With a partner, randomly ask the following questions to your partner. Write your 

partner’s answer below. Then, change roles and let your partner ask you the questions. 

Please ask, answer and write in English. You will have 20 minutes ONLY to finish both 

sides. 

パートナーに、ランダムに下に書いてある質問をしてください。パートナーの回

答を下に書いてください。次に、役割を交代します。今度はパートナーから質問

を受けてください。全て、英語で行ってください。あなたとパートナー両方で

20 分しか活動時間はありません。[Pa-tona- ni, randam ni shita ni kaitearu shitsumon 

wo shite kudasai. Pa-tona- no kaito wo shita ni kaite kudasai. Tsugi ni, yakuwari wo 

kotaishimasu. Kondo pa-tona- kara shitsumon wo ukete kudasai. Subete, eigo de okonatte 

kudasai. Anata to pa-tona- ryoho de nijippun shika katsudo jikan wa arimasen] 

 

1. What is your favorite book and why? 

 

2. What is the first book you have ever read? 

 

3. What is the progression of writing development over time in this reading? 

この文章において、書くことの進歩の過程はどのようなものですか。 

[Kono bunsho ni oite, kaku koto no shinpo no katei wa dono youna mono desuka] 

 

4. Which do you prefer, reading comics (manga) or reading novels? Why? 
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5. Which do you prefer, watching TV or watching movies? Why? 
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Circle the correct answer. 

正しい答えに丸をつけなさい。 

[Tadaashii kotae ni maru wo tsukenasai] 

 

1. What does the reading mainly discuss?  

a. The development of books 

b. The cost of books 

c. What books are used for 

 

2. According to the writer, what changed the world forever? 

a. writing 

b. stories 

c. books 

 

3. In the past: 

a. books were quite common in each village 

b. books were usually only owned by rich people 

c. books were used in many schools 

 

4. What does the word “rare” in this sentence mean?  

下の文章で”rare”の言葉はどういう意味ですか？ 

[Shita no bunsho de “rare” no kotoba wa doiu imi desuka?] 

“At first, books were very rare and only a very rich people could own them.” 

a. good 

b. rich 

c. not common 

 

5. Which statement is true? 

a. The writer thinks book will become more popular because of computers. 

b. The writer thinks books were less popular after radio and movies. 

c. The writer thinks books will always remain popular. 

 

6. “Then when TV came along, people were sure that books were finished.” 

From the above sentence in the reading, which sentence below comes closest in meaning? 

読書からの上の文章で 、下の文章は一番近い意味どうちらですか？ 

[Dokusho kara no ue no bunsho de, shita no bunsho wa ichiban chikai imi dochi desuka?] 

 

a. People felt books would no longer be needed after the invention of TV. 

b. When TV became useless, books would still be needed. 

c. When TV was invented, books became even more popular. 

 

7. Before books, people would come together in groups to listen to stories. Now, we read 

books alone. How might we have changed? (You can write in Japanese.) 

本が誕生する前の時代では、人々は集まって、お互いに話をしあったりしていま

した。現在は、本を一人で読みます。私たちはどのように変わったと思いますか。 

[Hon ga tanjo suru mae no jidai dewa, hitobito wa atsumatte, otagaini hanashi wo 

shiattari shiteimashita. Genzai wa, hon wo hitori de yomimasu. Watashi tachi wa dono 

youni kawatta to omoimasuka] 
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8. If learning and information become stored in chips in our brain, how might we change? 

(You can write in Japanese.)もし、学習したことや情報を頭の中のメモリに蓄える

ことができたとしたら、私たちはどのように変わると思いますか。[Moshi, 

gakushushita koto ya joho wo atama no naka no memori ni takuwaeru koto ga dekita 

toshitara, watashitachi wa dono youni kawaru to omoimasuka] 

 

1. How much did you know about the history of books? 

 

A lot  A little  Not so much  Not at all 

 

2. How important was the history of books for you? 

 

A lot  A little  Not so much  Not at all 

 

3. How interesting was the topic of the history of books for you? 

 

A lot  A little  Not so much  Not at all 

 

4. What is your feeling or opinion about this reading activity? This information will be 

used to improve the activity and encourage your juniors, so please write in detail in 

Japanese. Thanks! 

この読解の活動に関しての感想や意見はありますか？ 

[Kono dokkai no katsudo ni kanshite no kanso ya iken wa arimasuka?] 

この情報は活動を改善することや後輩のために使われますので、日本語で詳しく

書いて 

ください。[Kono joho wa katsudo wo kaizen suru koto ya kohai no tame ni 

tsukawaremasu node, nihongo de kuwashiku kaite kudasai] 

ありがとうございました。 

[Arigato gozaimashita] 

 



 

  

281 

APPENDIX G 

HUMANIZING WORDS VOCABULARY TASK: 

TREATMENT AND COMPARISON VERSIONS 
 

TREATMENT GROUP 

 

Name: _____________ Class & Student Number: _________ Date: _________ 

 

Circle the best answer for you. 

あなたにとって最も合うものに丸をつけなさい。 

[Anata ni totte motomo au mono ni maru of tsukenasai] 

 

1. How much do you know about the topic of problems? 

A Lot  A little  Not so much Not at all 

 

2. How important do you think the topic of problems will be to you? 

A lot  A little  Not so much Not at all 

 

3. How interesting do you think the topic of problems will be to you? 

Very interesting A little interesting Not so interesting  Not at all 

interesting 
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Vocabulary Pre-Quiz  

PART I 

First, on the back of this paper, write the words for the unit from 1-20. Next to each word, 

circle one of these phrases: I know this word (definitely), or I may know, (but some 

aspects I may not know) or, I don’t know (at all) this word. This should take only 5 

minutes. 

まず、この紙の裏に、ユニットの１から２０の言葉を書きなさい。それぞれの言

葉の横に、次のうちのいずれかに丸をつけなさい。この言葉を知っている（確実

に）、知っているかもしれない（知らないかもしれない）、知らない（完全に）。

５分で行いなさい 

[Mazu, kono kami no ura ni, yunitto no ichi kara niju no kotoba wo kakinasai. Sorezore 

no kotoba no yoko ni, tsugi no izureka ni maru wo tsukenasai. Kono kotoba wo shiteiru 

(kakujitsu ni), shiteiru kamo shirenai (shiranaikamo shirenai), shiranai (kanzen ni). Gofun 

de okonainasai] 

 

 Words   Your knowledge (See below for explanation) 

 あなたの知識（下の説明を見てください） 

 [Anata no chishiki (Shita no sentsumei wo mite 

kudasai)] 

1. __________________________ I know  I may know  I don’t know 

2. __________________________ I know  I may know  I don’t know 

3. __________________________ I know  I may know  I don’t know 

4. __________________________ I know  I may know  I don’t know 

5. __________________________ I know  I may know  I don’t know 

6. __________________________ I know  I may know  I don’t know 

7. __________________________ I know  I may know  I don’t know 

8. __________________________ I know  I may know  I don’t know 

9. __________________________ I know  I may know  I don’t know 

10. _________________________ I know  I may know  I don’t know 

11. _________________________ I know  I may know  I don’t know 

12. _________________________ I know  I may know  I don’t know 

13. _________________________ I know  I may know  I don’t know 

14. _________________________ I know  I may know  I don’t know 

15. _________________________ I know  I may know  I don’t know 

16. _________________________ I know  I may know  I don’t know 

17. _________________________ I know  I may know  I don’t know 

18. _________________________ I know  I may know  I don’t know 

19. _________________________ I know  I may know  I don’t know 

20. _________________________ I know  I may know  I don’t know 

 

I know: I definitely know everything about this word—spelling, sound, meanings. 

知っている：この言葉について確実に全て知っている。スペル、読み、意味。 

[Shiteiru: Kono kotoba ni tsuite kakujitsu ni subete shiteiru. Superu, yomi, imi] 

 

I may know: I have seen this word, but I don’t know everything about it. 

知っているかもしれない：この言葉を見聞きしたことはあるが、全てを知ってい

るわけではない。[Shiteirukamo shirenai: Kono kotoba of mikikishita koto wa aru ga, 

subete shiteiru wake dewa nai] 
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I don’t know: I don’t know this word at all. 

知らない：この言葉を全然知らない。 

[Shiranai: Kono kotoba wo zenzen shiranai] 

 

Please be honest. This is NOT a test. 

正直に回答してください。これはテストではありません。 

[Shojiki ni kaito shite kudasai. Kore wa tesuto dewa arimasen] 
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PART II 

In this activity, you will explore these 20 words in a unique way. Imagine that each word 

is like a human being with feelings, emotions, and thoughts. Look at each word again, 

and based on definitions and sentences, and using your creativity and empathy, imagine 

what kind of problem each word may be experiencing. On the back of this paper, write 

down each word from 1 -20, and next to each word, write down the problem you think 

each word is experiencing in just a few words in Japanese. Take about 10 minutes to do 

this alone. Please pace yourself. 

この活動では、20の単語をユニークな方法で見ていきます。感情や考えを持っ

た人のように各単語を想像してみましょう。各単語をもう一度見て、意味や文に

基づいて、創造力を駆使し、感情移入し、各単語がどのような問題を経験してい

るか想像してみましょう。紙の後ろに 1 から 20の単語を書き、その隣に日本語

で少しだけ、どんな問題を抱えているかということを書いてみましょう。一人で

10 分ほどでやりましょう。自分のペースでやってください。[Kono katsudo de wa, 

niju no tango wo yuni-ku na hoho de miteikimasu. Kanjo ya kangae wo motta hito no 

youni kaku tango wo sozoushite mimasho. Kaku tango wo mo ichido mite, imi ya bun ni 

motozuite, sozouryoku wo kumenshi, kanjo inyushi, kaku tango ga dono youna mondai 

wo keiken shiteiru ka sozou shite mimasho. Kami no ushiro ni ichi kara niju no tango wo 

kaki, sono tonari ni nihongo de sukoshi dake, donna mondai wo kakaeteiru ka to iukoto 

wo kaitemimasho. Hitori de jupun hodo de yarimasho, Jibun no pe-su de yatte kudasai] 

 

PART III 

Lastly, with a partner, read your list of words and problems to each other. Listen to each 

other intently. Discuss deeply with each other why you think you chose a particular 

problem as a way of humanizing each word. On the back of this paper, write your reason 

very briefly in Japanese next to the problem explanation. Your reason may reveal 

something about you. That is to say, the problem you ascribe to each word may be a 

reflection or mirror to your inner world. This is often called “projecting.” Take about 15 

minutes for this activity. Please pace yourself. 

最後に、パートナーと一緒に、お互いの単語リストを読みましょう。集中してお互いの

を聞きましょう。各単語を擬人化する際になぜその特定の問題を選んだのかということ

をパートナーと一緒に深く議論してください。紙の後ろに、理由をとても簡単に日本語

で問題の説明のとなりに書きましょう。あなたが書いた理由というのはあなたについて

の何かを明らかにするものか [Saigo ni, pa-tona- to issho ni, otagai no tango risuto wo 

yomimasho. Shuchu shite otagai no wo kikimasho. Kaku tango wo gijinka suru saini naze sono 

tokutei no mondai wo eranda no ka to iu koto wo pa-tona- to issho ni fukaku giron shite kudasai. 

Kami no ushiro ni, riyu wo tetemo kantan ni nihongo de mondai no setsumei no tonari ni 

kakimasho. Anata ga kaita riyu to iu no wa anata ni tsuite no nanika wo akirakana nisuru mono 

ka] 

 

 PART III PART IV 

Word Imagined Problem 想像し想像し想像し想像し

た問題た問題た問題た問題 [Sozou shita 

mondai] 

Reason 
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もしれません。言い換えれば、各単語の持つ問題というのはあなたの内的世界の

鏡のよ 

うかもしれないということです。これはよく「投影」と呼ばれます。この活動に

は 10 分ほどかけてください。自分のペースで行ってください。[Mo shiremasen. 

Iikaereba, kaku tango no motsu mondai to iu no wa anata no naiteki sekai no kagami no 

you kamo shirenai to iukoto desu. Kore wa yoku 「Toei」to yobaremasu. Kono katsudo 

ni wa jupun hodo kakete kudasai. Jibun no pe-su de okonatte kudasai] 
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Final Survey Questions 

Circle the best answer for you. 

あなたにとって最も合うものに丸をつけなさい。 

[Anata ni totte motomo au mono ni maru wo tsukenasai] 

 

1. How much did you know about the topic of problem? 

A lot   A little  Not so much  Not at all 

 

2. How important was the topic of problem to you? 

A lot  A little  Not so much  Not at all 

 

3. How interesting was the topic of problem to you? 

Very interesting A little interesting Not so interesting  Not at all 

interesting 

 

4. Write your thoughts and feelings in detail about how this activity affected you. You 

can write any ideas or feelings in Japanese or English. Your conscientious effort to 

express yourself in this reflection may be very useful to encourage and help other 

students, as well as improve the activity. 

この活動があなたに与えた影響についてあなたの感想や考えを詳細に書いてくだ

さい。英語でも日本語でもいいですし、何を書いても構いません。あなたが真面

目に努力してここに表現することは、この活動を改善するだけではなく、他の生

徒の手助けになったりするかもしれません。[Kono katsudo ga anata ni ataeta 

eikyou ni tsuite anata no kanso ya kangae wo shosai ni kaite kudasai. Eigo demo nihongo 

demo iidesushi, nani wo kaitemo kamaimasen. Anata ga majime ni doryoku shite koko ni 

hyogen suru koto wa, kono katsudo wo kaizen suru dake dewa naku, hoka no seito no 

tedasuke ni nattari suru kamo shiremasen] 
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Humanizing Vocabulary Immediate Quiz 

Name: ________________________ 

Class Number: ______ 

Student Number: ____ 

across  fear   opportunity  wonder 

extreme  observe   risk   excite 

mistake  respond   consume  length 

realize  characteristic  happen   race 

breathe  fortunate  prize   yet 

 

1. To _______ something means to eat or drink it. 

2. To __________ is to suddenly understand. 

3. To __________ is to ask yourself questions or have a need to know. 

4. If you are ___________, you are lucky. 

5. A ______________is something that shows what a person or thing is like. 

6. An _______________ is a chance to do something. 

7. To ____________ is to give an answer to what someone else said. 

8. To _____________ something is to watch it. 

9. If something is________, it is in a large amount or degree. 

10. __________ is the feeling of being afraid. 

Each word is 10 points. 10 x 10 = 100. Score: ________ 
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COMPARISON GROUP 

 

Name: _____________Class & Student Number: _________ Date: _________ 

 

Humanizing Words  

Circle the best answer for you. 

あなたにとって最も合うものに丸をつけなさい。 

[Anata ni totte motomo au mono ni maru wo tsukenasai] 

 

1. How well do you think you know these words? 

A Lot  A little  Not so much  Not at all 

 

2. How important do you think these words will be to you? 

A lot  A little  Not so much  Not at all 

 

3. How interesting do you think these words will be to you? 

Very interesting A little interesting Not so interesting  Not at all interesting 
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Pre-Vocabulary Quiz  

 

First, on the back of this paper, write the words for the unit from 1-20. Next to each word, 

circle one of these: I know this word (definitely), or I may know, (but some aspects I 

may not know) or, I do not know (at all) this word. This should take only 5 minutes. 

まず、この紙の裏に、ユニットの１から２０の言葉を書きなさい。それぞれの言

葉の横に、次のうちのいずれかに丸をつけなさい。この言葉を知っている（確実

に）、知っているかもしれない（知らないかもしれない）、知らない（完全に）。

５分で行いなさい。 

[Mazu, kono kami no ura ni, yunitto no ichi kara niju no kotoba wo kakinasai. Sorezore 

no kotoba no yoko ni, tsugi no izurekani maru wo tsukenasai. Kono kotoba wo shiteiru 

(kakujitsu ni), shiteirukamoshirenai (shiranaikamo shirenai), shiranai (kanzen ni). Gofun 

de okonainasai] 

 

 Words   Your knowledge (See below for explanation) 

 あなたの知識（下の説明を見てください） 

 [Anata no chishiki ( Shita no setsumei wo mite 

kudasai)] 

1. __________________________ I know  I may know  I don’t know 

2. __________________________ I know  I may know  I don’t know 

3. __________________________ I know  I may know  I don’t know 

4. __________________________ I know  I may know  I don’t know 

5. __________________________ I know  I may know  I don’t know 

6. __________________________ I know  I may know  I don’t know 

7. __________________________ I know  I may know  I don’t know 

8. __________________________ I know  I may know  I don’t know 

9. __________________________ I know  I may know  I don’t know 

10. _________________________ I know  I may know  I don’t know 

11. _________________________ I know  I may know  I don’t know 

12. _________________________ I know  I may know  I don’t know 

13. _________________________ I know  I may know  I don’t know 

14. _________________________ I know  I may know  I don’t know 

15. _________________________ I know  I may know  I don’t know 

16. _________________________ I know  I may know  I don’t know 

17. _________________________ I know  I may know  I don’t know 

18. _________________________ I know  I may know  I don’t know 

19. _________________________ I know  I may know  I don’t know 

20. _________________________ I know  I may know  I don’t know 

 

I know: I definitely know everything about this word—spelling, sound, meanings. 

知っている：この言葉について確実に全て知っている。スペル、読み、意味。 

[Shiteiru: Kono kotoba ni tsuite kakujitsu ni subete shhiteiru. Superu, yomi, imi] 

I may know: I have seen this word, but I don’t know everything about it. 

知っているかもしれない：この言葉を見聞きしたことはあるが、全てを知ってい

るわけではない。[Shiteirukamo shirenai: Kono kotoba wo mikikishita koto wa aruga, 

subete shiteiru wake dewa nai] 

I don’t know: I don’t know this word at all. 

知らない：この言葉を全然知らない。 
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[Shiranai: Kono kotoba wo zenzen shiranai] 

Please be honest. This is NOT a test. 

正直に回答してください。これはテストではありません 

[Shojiki ni kaitoshite kudasai. Kore wa tesuto dewa arimasen] 
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PART II 

With a partner, using the CEII B yellow card, choose 10 of the 20 words to test each 

other each. Remember: you should write on your partner’s card. Make sure you write the 

points he or she scored on their card. Usually, we do only five words each, but this time, 

please do ten words each. You will have 10 minutes to finish. Please pace yourself. 

パートナーと一緒に、CEII B yellow card を使って、２０の言葉から１０選び、そ

れぞれテストしてください。あなたは、パートナーのカードに書いてください。

パートナーの点数を書くのを忘れないでください。通常、５つの言葉しか使わな

いのですが、今回は１０の単語を選んでください。１０分で終えてください。

[Pa-tona- to issho ni, CEII B yellow card wo tsukatte, niju no kotoba kara ju erabi, 

sorezore tesutoshite kudasai. Anata wa, pa-tona- no ka-do ni kaite kudasai. Pa-tona- no 

tensu wo kaku no wo wasurenaide kudasai. Tsujo, itsutsu no kotoba shika tsukawanai no 

desuga, konkai wa ju no tango wo erande kudasai. Jupun de oete kudasai 

 

PART III 

Please do the reading and comprehension exercise on the last two pages of this unit. You 

will have 15 minutes to finish. 

このユニットの最後の読解問題を解いてください。１このユニットの最後の読解問題を解いてください。１このユニットの最後の読解問題を解いてください。１このユニットの最後の読解問題を解いてください。１5 分で終えてください。分で終えてください。分で終えてください。分で終えてください。 

[Yunitto no saigo no dokkai mondai wo toite kudasai. Jugofun de oete kudasai] 
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Final Survey Questions 

Circle the best answer for you. 

 

1. How well did you know these words? 

 A lot  A little  Not so much  Not at all 

 

2. How important were these words to you? 

 A lot  A little  Not so much  Not at all 

 

3. How interesting were these words to you? 

Very interesting A little interesting Not so interesting  Not at all 

interesting 

 

4. Write your thoughts and feelings in detail about how this activity affected you. You 

can write any ideas or feelings in Japanese or English. Your conscientious effort to 

express yourself in this reflection may be very useful to encourage and help other 

students, as well as improve the activity. 

この活動があなたに与えた影響についてあなたの感想や考えを詳細に書いてくだ

さい。英語でも日本語でもいいですし、何を書いても構いません。あなたが真面

目に努力してここに表現することは、この活動を改善するだけではなく、他の生

徒の手助けになったりするかもしれません [Kono katsudo ga anata ni ataeta eikyou 

ni tsuite anata no kanso ya kangae wo shosai ni kaite kudasai. Eigo demo nihongo demo 

iidesushi, nani wo kaitemo kamaimasen. Anata ga majime ni doryoku shite koko ni 

hyogen suru koto wa, kono katsudo wo kaizen suru dake dewa naku, hoka no seito no 

tedasuke ni nattari suru kamo shiremasen] 

 



 

  

293 

Humanizing Vocabulary Immediate Quiz 

Name: ________________________ 

Class Number: ______ 

Student Number: ____ 

across  fear   opportunity  wonder 

extreme observe  risk   excite 

mistake respond  consume  length 

realize  characteristic  happen   race 

breathe  fortunate  prize   yet 

 

1. To _______ something means to eat or drink it. 

2. To __________ is to suddenly understand. 

3. To __________ is to ask yourself questions or have a need to know. 

4. If you are ___________, you are lucky. 

5. A ______________is something that shows what a person or thing is like. 

6. An _______________ is a chance to do something. 

7. To ____________ is to give an answer to what someone else said. 

8. To _____________ something is to watch it. 

9. If something is________, it is in a large amount or degree. 

10. __________ is the feeling of being afraid. 

Each word is 10 points. 10 x 10 = 100. Score: ________ 
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APPENDIX H 

NOTICING VOCABULARY TASK: 

TREATMENT AND COMPARISON VERSIONS 
 

TREATMENT GROUP 

 

Name: _____________ Class & Student Number: _________Date___________ 

Circle the best answer for you. 

あなたにとって最も合うものに丸をつけなさい。 

[Anata ni totte motomo au mono ni maru wo tsukenasai] 

1. How important do you think these words will be to you? 

A lot  A little  Not so much  Not at all 

 

2. How interesting do you think these words will be to you? 

Very interesting  A little interesting Not so interesting  Not at 

all interesting 
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PART I - Pre Vocabulary Quiz 

First, on a piece of paper, write the words for the unit from 1-20. Next to each word, 

circle one of these: I know this word (definitely), or I may know, (but some aspects I 

may not know) or, I do not know (at all) this word.  

まず、紙に、ユニットの１から２０の言葉を書きなさい。それぞれの言葉の横に、

次のうちのいずれかに丸をつけなさい。この言葉を知っている（確実に）、知っ

ているかもしれない（知らないかもしれない）、知らない（完全に）。５分で行

いなさい。[Mazu, kami ni, yunitto ichi kara niju no kotoba wo kakinasai. Sorezore no 

kotoba no yoko ni, tsugi no uchi no izure ka ni maru wo tsukenasai. Kono kotoba wo 

shiteiru (kakujitsu ni), shiteiru kamo shirenai (shiranaikamo shirenai), shiranai (kanzen 

ni). Gofun de okonainasai] 

 

Words    Your knowledge (See below for explanation) 

    あなたの知識（下の説明を見てください） 

    [Aanata no chishiki (shita no setsumei wo mite kudasai)] 

1. __________________________ I know  I may know  I don’t know 

2. __________________________ I know  I may know  I don’t know 

3. __________________________ I know  I may know  I don’t know 

4. __________________________ I know  I may know  I don’t know 

5. __________________________ I know  I may know  I don’t know 

6. __________________________ I know  I may know  I don’t know 

7. __________________________ I know  I may know  I don’t know 

8. __________________________ I know  I may know  I don’t know 

9. __________________________ I know  I may know  I don’t know 

10. _________________________ I know  I may know  I don’t know 

11. _________________________ I know  I may know  I don’t know 

12. _________________________ I know  I may know  I don’t know 

13. _________________________ I know  I may know  I don’t know 

14. _________________________ I know  I may know  I don’t know 

15. _________________________ I know  I may know  I don’t know 

16. _________________________ I know  I may know  I don’t know 

17. _________________________ I know  I may know  I don’t know 

18. _________________________ I know  I may know  I don’t know 

19. _________________________ I know  I may know  I don’t know 

20. _________________________ I know  I may know  I don’t know 
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PART II 

In this activity, you will explore these 20 words in an interesting way. Look at each word 

again, the spelling and the sound. Pay special attention to the English definitions and 

sample sentences in the textbook for about 5 minutes. This is not a test so don’t worry.  

この活動では、あなたは２０の言葉を、面白い方法で探究します。各々の言葉を、

スペルや読みも含めてもう一度見てください。英語の意味と教科書の例文に特別

に注意を向けて、５分間見てください。これはテストではありません。[Kono 

katsudo dewa, anata wa niju no kotoba wo, omoshiroi hoho de tankyu shimasu. 

Kakukaku no kotoba wo, superu ya yomi mo fukumete mo ichido mite kudasai. Eigo no 

imi to kyokasho no reibun ni tokubetsu ni tsuii wo mukete, gofunkan mite kudasai. Kore 

wa tesuto de wa arimasen] 

 

anymore [ènimć:ŗ] adj. 

Anymore means any longer. 

� Her old pant don’t fit here anymore. 

 

asleep [ēsli:p] adj. 

When a person is asleep, they are not awake. 

� The baby has ben asleep for hour. 

 

berry [béri] n. 

A berry is a small round fruit that grow on certain plants and tree. 

� The berry looked delicious. 

 

collect [kęlékt] v. 

To collect things is to them group together all in one place. 

� I collected shell when I was younger. 

compete [kêmpí:t] v. 

To compete is to try to be better than someone. 

� He will competed with very good atheletes. 

 

conversation [kànvĕŗséiƒēn] n. 

A conversation is a talk betwen people. 

� There was two conversations going on at once. 

 

creature [kri:tƒer] prep. 

A creature is any living thing. 

� The creature we saw today was either a dolphin or an porpoise. 

 

decisions [disisen] n. 

A decision is a choice. 

� He made the wong decision. 

 

either [i:der] conj 

Either is used with “or” to say their are two or more possibilities. 

� You can choose to be either white or black when you play chess. 

 

forest [fć{:}rist] n. 
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A forest is a place with lot of trees and animals. 

� I love to go walking in the forest. 

 

ground [graund] n. 

The ground is the top part of the earth that we walk on. 

� The ground under our feeet was dry and brown. 

 

introduce [intrędjú:s] v. 

To introduce someone or something is to say who they are 

� I introduced myself to our newest co-worker today. 

 

marry [mæri] v. 

To marry is to legally become husband and wife. 

� Rose and Henry were marry, and they lived happily. 

 

prepare [pripčér] v. 

To prepare is to get ready for something. 

� I prepared my speetch to the class. 

 

sail [seil] v. 

To sail is to move a boast on the water. 

� I love to sail my boast on the lake. 

 

serious [sěriës] adj. 

When something is serious, it is unsafe or bad 

� The accident was very serious. 

 

spend [spend] vi. 

To spend is to use time doing something or being somewhere. 

� I like to supendu my free time fishing. 

 

strange [streindz] adj. 

When something isu strange, it is not normal. 

� Joe has a strange look on his face after he saw what happened. 

 

truth [tru:e] n. 

The truth is a fact or something that is right. 

� He was telling the the truth about seeing a large green snake? 

 

wake [weik] v. 

to wake is to not be sleeping anymore. 

� He is alway full of energy when he wake in the morning. 

 

PART III 

Now, compare the material in the textbook and the material in this handout. They are the same 20 

words. However, there are subtle differences between the two. On the back of this handout, write 

a list of the differences that you can find. The more differences you can find, the better. Take 

about 10 minutes to do this alone. 
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次に、教科書の資料とプリントの資料を比較してください。これらは全て、同じ２０の

言葉です。しかしながら、二つの間には微妙な違いがあります。このプリントの裏に、

その違いを書いてください。違いをたくさん探せば探すほどいいです。一人で１０分で

これを行ってください。[Tsugi ni, kyokasho no shiryo to purinto no shiryo wo hikakushite 

kudasai. Korera wa subete, onaji niju no kotoba desu. Shikashi nagara, futatsu no aida ni wa 

bimyona chigai ga arimasu. Kono purinto no ura ni, sono chigai wo kaite kudasai. Chigai wo 

takusan sagaseba sagasu hodo iidesu. Hitori de jupun de kore wo okonatte kudasai. 

 

PART IV 

Next, with a partner, without changing your own list, compare both of your lists together. Since 

this is not a test, enjoy the differences that you find. Discuss the discrepancies between your list 

and your friend’s. Take about 5 minutes to discuss. 

次に、パートナーと一緒に、あなたのリストはそのままにして、お互いのリスト

を比較してください。これはテストではないので、違いを見つけて楽しんでくだ

さい。あなたのリストとパートナーのリストとの相違について議論してください。

５分でこれを行ってください。[Tsugi ni, pa-tona- to issho ni, anata no risuto wa 

sonomama ni shite, otagai no risuto wo hikakushite kudasai. Kore wa tesuto dewa nai 

node, chigai wo mitsukete tanoshinde kudasai. Anata no risuto to pa-tona- no risuto no 

soi ni tsuite gironshite kudasai. Gofun de kore wo okonatte kudasai] 

 

Then, on the back of this paper, individually, in one column write in Japanese briefly why 

you think there were discrepancies between your list and your partner’s. In the second 

column, write why you think there were similarities in your lists. Think a little deeply, 

but this is not a test. You can talk about this with your partner, but you must write your 

ideas on your own paper. Take about 10 minutes for this activity. 

その後、紙の裏に個別で一列に、日本語で簡潔になぜパートナーのリストと相違

があるのかということを書いてください。二列目に、あなたのリストになぜ類似

点があるのかということを書いてください。これはテストではありませんが、少

し深く考えてみてください。パートナーに相談しても構いませんが、あなたの考

えはあなたの紙に書いてください。この活動には 10 分ほど時間を書けてくださ

い。[Sono go, kami no ura ni kubetsu de ichirei ni, nihongo de ranketsu ni naze pa-tona- 

no risuto to soi ga aru no ka to iu koto wo kaite kudasai. Nirei me ni, anata no risuto ni 

naze ruiten ga aru no ka to iu koto wo kaite kudasai. Kore wa tesuto dewa arimasen ga, 

sukoshi fukaku kangaete mite kudasai. Pa-tona- ni sodanshitemo kamaimasen ga, anata 

no kangae wa anata no kami ni kaite kudasai. Kono katsudo ni wa jupun hodo jikan wo 

kakete kudasai] 
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Final Survey Questions 

Circle the best answer for you. 

 

1. How important were these words to you? 

A lot  A little   Not so much  Not at all 

 

3. How interesting were these words to you? 

Very interesting A little interesting Not so interesting  Not at all 

interesting 

 

4. Write your thoughts and feelings in detail about how this activity affected you. You 

can write any ideas or feelings in Japanese or English. Your conscientious effort to 

express yourself in this reflection may be very useful to encourage and help other 

students, as well as improve the activity. 

この活動があなたに与えた影響についてあなたの感想や考えを詳細に書いてくだ

さい。英語でも日本語でもいいですし、何を書いても構いません。あなたが真面

目に努力してここに表現することは、この活動を改善するだけではなく、他の生

徒の手助けになったりするかもしれません。[Kono katsudo ga anata ni ataeta 

eikyou ni tsuite anata no kanso ya kangae wo shosai ni kaite kudasai. Eigo demo nihongo 

demo iidesushi, nani wo kaitemo kamaimasen. Anata ga majime ni doryoku shite koko ni 

hyogen suru koto wa, kono katsudo wo kaizen suru dake dewa naku, hoka no seito no 

tedasuke ni nattari suru kamo shiremasen] 
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Noticing Immediate Vocabulary Quiz 

Name: ________________________ 

Class Number: ______ 

Student Number: ____ 

 

anymore  conversation  ground  serious 

asleep   creature   introduce spend 

berry   decision  marry  strange 

collect   either   prepare  truth 

compete  forest   sail  wake 

 

1. When something is ___________, it is bad or unsafe. 

2. To ____________ is to not be sleeping anymore. 

3. A ___________ is any living thing. 

4. To ___________ is to legally become husband and wife. 

5. A ____________ is a choice. 

6. When something is ___________, it is not normal. 

7. The ___________ is a fact or something that is right. 

8. To ____________ is to get ready for something. 

9. A ___________ is a small round fruit. 

10. To ________ is to move a boat on the water. 

Each word is 10 points. 10 x 10 = 100. Score: _______ 
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COMPARISON GROUP 

 

Name: ___________  Class & Student Number: _________ Date: _________ 

 

Noticing 

Circle the best answer for you. 

あなたにとって最も合うものに丸をつけなさい。 

[Anata ni totte motomo au mono ni maru wo tsukenasai] 

 

1. How important do you think these words will be to you? 

A lot  A little  Not so much  Not at all 

 

2. How interesting do you think these words will be to you? 

Very interesting A little interesting Not so interesting  Not at all 

interesting 
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PART I Pre-Vocabulary Quiz 

First, on the back of this paper, write the words for the unit from 1-20. Next to each word, 

circle one of these: I know this word (definitely), or I may know, (but some aspects I 

may not know) or, I do not know (at all) this word. This should take only 5 minutes.  

まず、この紙の裏に、ユニットの１から２０の言葉を書きなさい。それぞれの言

葉の横に、次のうちのいずれかに丸をつけなさい。この言葉を知っている（確実

に）、知っているかもしれない（知らないかもしれない）、知らない（完全に）。

５分で行いなさい。 

[Mazu, kono kami no ura ni, yunitto no ichi kara niju no kotoba wo kakinasai. Sorezore 

no kotoba no yoko ni, tsugi no uchi no izure ka ni maru wo tsukenasai. Kono kotoba wo 

shiteiru (kakujitsu ni),  shiteirukamo shirenai (shiranaikamo shirenai), shiranai (kanzen 

ni). Gofun de okonainasai] 

 

Words   Your knowledge (See below for explanation) 

 あなたの知識（下の説明を見てください） 

 [Anata no chishiki (Shita no setsumei wo mite 

kudasai)] 

1. __________________________ I know  I may know  I don’t know 

2. __________________________ I know  I may know  I don’t know 

3. __________________________ I know  I may know  I don’t know 

4. __________________________ I know  I may know  I don’t know 

5. __________________________ I know  I may know  I don’t know 

6. __________________________ I know  I may know  I don’t know 

7. __________________________ I know  I may know  I don’t know 

8. __________________________ I know  I may know  I don’t know 

9. __________________________ I know  I may know  I don’t know 

10. _________________________ I know  I may know  I don’t know 

11. _________________________ I know  I may know  I don’t know 

12. _________________________ I know  I may know  I don’t know 

13. _________________________ I know  I may know  I don’t know 

14. _________________________ I know  I may know  I don’t know 

15. _________________________ I know  I may know  I don’t know 

16. _________________________ I know  I may know  I don’t know 

17. _________________________ I know  I may know  I don’t know 

18. _________________________ I know  I may know  I don’t know 

19. _________________________ I know  I may know  I don’t know 

20. _________________________ I know  I may know  I don’t know 
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PART II 

With a partner, using the CEII B yellow card, choose 10 words from the 20, and test each 

other on ten words each. Remember: You should write on your partner’s card. Make sure 

you write the points he or she scored on their card. Usually, we do only five words each, 

but this time, please do ten words each. You will have 10 minutes to finish.  

パートナーと一緒に、CEII B yellow card を使って、２０の言葉から１０選び、そ

れぞれテストしてください。あなたは、パートナーのカードに書いてください。

パートナーの点数を書くのを忘れないでください。通常、５つの言葉しか使わな

いのですが、今回は１０の単語を選んでください。１０分で終えてください。

[Pa-tona- to issho ni, CEII B yellow card wo tsukatte, niju no kotoba kara ju erabi, 

sorezore tesuto shite kudasai. Anata wa, pa-tona- no ka-do ni kaite kudasai. Pa-tona- no 

tensu wo kaku no wo wasurenaide kudasai. Tsujo, itsutsu no kotoba shika tsukawanai no 

desu ga, konkai wa ju no tango wo erande kudasai. Jupun de oete kudasai] 

 

PART III 

Please read and do the comprehension exercise on the last two pages. You have 10 

minutes to finish. 

このユニットの最後の読解問題を解いてください。１０分で終えてください。このユニットの最後の読解問題を解いてください。１０分で終えてください。このユニットの最後の読解問題を解いてください。１０分で終えてください。このユニットの最後の読解問題を解いてください。１０分で終えてください。 

[Kono yunitto no saigo no dokkai mondai wo toite kudasai. Jupun de oete kudasai] 
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Final Survey Questions 

Circle the best answer for you. 

あなたにとって最も合うものに丸をつけなさい。 

[Anata ni totte motomo au mono ni maru wo tsukenasai] 

 

1. How important were these words to you? 

A lot  A little   Not so much  Not at all 

 

3. How interesting were these words to you? 

Very interesting A little interesting Not so interesting  Not at all 

interesting 

 

4. Write your thoughts and feelings in detail about how this activity affected you. You can 

write any ideas or feelings in Japanese or English. Your conscientious effort to express 

yourself in this reflection may be very useful to encourage and help other students, as 

well as improve this activity. 

この活動があなたに与えた影響についてあなたの感想や考えを詳細に書いてくだ

さい。英語でも日本語でもいいですし、何を書いても構いません。あなたが真面

目に努力してここに表現することは、この活動を改善するだけではなく、他の生

徒の手助けになったりするかもしれません。[Kono katsudo ga anata ni ataeta 

eikyou ni tsuite anata no kanso ya kangae wo shosai ni kaite kudasai. Eigo demo nihongo 

demo iidesushi, nani wo kaitemo kamaimasen. Anata ka majime ni doryoku shite koko ni 

hyogen suru koto wa, kono katsudo wo kaizen suru dake dewa naku, hoka no seito no 

tedasuke ni nattari suru kamo shiremasen] 

 



 

  

305 

Noticing Immediate Vocabulary Quiz 

Name: ________________________ 

Class Number: ______ 

Student Number: ____ 

anymore  conversation  ground  serious 

asleep   creature   introduce spend 

berry   decision  marry  strange 

collect   either   prepare  truth 

compete  forest   sail  wake 

 

1. When something is ___________, it is bad or unsafe. 

2. To ____________ is to not be sleeping anymore. 

3. A ___________ is any living thing. 

4. To ___________ is to legally become husband and wife. 

5. A ____________ is a choice. 

6. When something is ___________, it is not normal. 

7. The ___________ is a fact or something that is right. 

8. To ____________ is to get ready for something. 

9. A ___________ is a small round fruit. 

10. To ________ is to move a boat on the water. 

Each word is 10 points. 10 x 10 = 100. Score: ________ 
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APPENDIX I 
BEAUTY OF WORDS VOCABULARY TASK: 

TREATMENT AND COMPARISON VERSIONS 
 

TREATMENT GROUP 

 

Name: ___________  Class & Student Number: _________ Date: _________ 

 

Circle the best answer for you. 

あなたにとって最も合うものに丸をつけなさい。 

[Anata ni totte motomo au mono ni maru wo tsukenasai] 

 

1. How much do you know about the topic of beauty? 

A Lot  A little  Not so much  Not at all 

 

2. How important do you think the topic of beauty will be to you? 

A lot  A little  Not so much  Not at all 

 

3. How interesting do you think the topic of beauty will be to you? 

Very interesting A little interesting Not so interesting Not at all interesting 
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PART I - Pre-Vocabulary Quiz 

First, on the back of this paper, write the words for the unit from 1-20. Next to each word, 

circle one of these: I know this word (definitely), or I may know, (but some aspects I 

may not know) or, I do not know (at all) this word. This should take only 5 minutes. 

まず、この紙の裏に、ユニットの１から２０の言葉を書きなさい。それぞれの言

葉の横に、次のうちのいずれかに丸をつけなさい。この言葉を知っている（確実

に）、知っているかもしれない（知らないかもしれない）、知らない（完全に）。

５分で行いなさい。 

[Mazu, kono kami no ura ni, yunitto no ichi kara niju no kotoba wo kakinasai. Sorezore 

no kotoba no yoko ni, tsugi no uchi no izure ka ni maru wo tsukenasai. Kono kotoba wo 

shiteiru (kakujitsu ni) shiteirukamo shirenai (shiranaikamo shirenai), shiranai (kanzen ni). 

Gofun de okonainasai] 

 

Words   Your knowledge (See below for explanation) 

 あなたの知識（下の説明を見てください） 

 [Anata no chishiki (shita no setsumei wo mite kudasai)] 

1. __________________________ I know  I may know  I don’t know 

2. __________________________ I know  I may know  I don’t know 

3. __________________________ I know  I may know  I don’t know 

4. __________________________ I know  I may know  I don’t know 

5. __________________________ I know  I may know  I don’t know 

6. __________________________ I know  I may know  I don’t know 

7. __________________________ I know  I may know  I don’t know 

8. __________________________ I know  I may know  I don’t know 

9. __________________________ I know  I may know  I don’t know 

10. _________________________ I know  I may know  I don’t know 

11. _________________________ I know  I may know  I don’t know 

12. _________________________ I know  I may know  I don’t know 

13. _________________________ I know  I may know  I don’t know 

14. _________________________ I know  I may know  I don’t know 

15. _________________________ I know  I may know  I don’t know 

16. _________________________ I know  I may know  I don’t know 

17. _________________________ I know  I may know  I don’t know 

18. _________________________ I know  I may know  I don’t know 

19. _________________________ I know  I may know  I don’t know 

20. _________________________ I know  I may know  I don’t know 
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PART II 

In this activity, you will explore these 20 words in a holistic and more unique way. Look 

at each word again, and based on what you just studied, using your creativity and 

imagination, rank each word based on its beauty. See, feel, and hear, how each word--

visually, aurally, orally, and semantically, has a certain radiating beauty for you. Write 

down each word in a column from 1 -20 on the backside of this paper. The first word 

would be the most beautiful. The last word would be the least beautiful. Take about 5 

minutes to do this alone. 

この活動では、この 20の単語を全体的でよりユニークな方法で調べます。各単

語をもう一度見てみてください。そして、勉強したことに基づいて、あなたの想

像力と創造力を駆使して、その美しさに基づいて各単語をランクづけしてくださ

い。見て、感じて、聞いて、各単語が視覚的に、聴覚的に、口頭的に、意味的に、

どのように美しさを感じさせるか。この紙の裏に 1 から 20 列で単語を書いてく

ださい。一番目の単語が最も美しい単語である必要があります。一人で 5分間こ

の活動を行ってください。[Kono katsudo dewa, kono niju no tango wo zentaiteki de 

yori yuni-ku na hoho de shirabemasu. Kaku tango wo mo ichido mite kudasai. Soshite, 

benkyo shita koto ni motozuite, anata no souzoryoku to sozouryoku wo kumenshite, sono 

utsukushisa ni motozuite kaku tango wo rankuzukete kudasai. Mite, kanjite, kite, kaku 

tango ga shikakuteki ni, chokakuteki ni, kototeki ni, imiteki ni, dono youni utsukushisa 

wo kanjisaseruka. Kono kami no ura ni ichi kara niju rei de tango wo kaite kudasai. 

Ichibanme no tango ga moto mo utsukushii tango de aru hitsuyo ga arimasu. Hitori de 

gofunkan kono katsudo wo okonatte kudasai] 

 

Part II – Beauty Ranking 

美しさランキング [Utsukushisa rankingu] 

1. _____________________________ Most beautiful 

2. _____________________________ 

3. _____________________________ 

4. _____________________________ 

5. _____________________________ 

6. _____________________________ 

7. _____________________________ 

8. _____________________________ 

9. _____________________________ 

10. ____________________________ 

11. ____________________________ 

12. ____________________________ 

13. ____________________________ 

14. ____________________________ 

15. ____________________________ 

16. ____________________________ 

17. ____________________________ 

18. ____________________________ 

19. ____________________________ 

20. ____________________________ Least beautiful 
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PART III 

Next, on the backside of this paper, with a partner, come up with at least 5 unique 

categories of word beauty. Use your imagination and incredible creativity to 

distinguish several shades and nuances of word beauty. It could have to do with the 

shape, sound or anything. Discussing with your partner, place each of the 20 words under 

one of the categories. There can be anywhere from two to five words under each 

category. Take about 15 minutes for this activity. Do this enjoyably, yet seriously. Write 

on each of your own papers separately, although the ideas are the same. You must finish 

within 15 minutes. 

次に、この紙の裏に、パートナーと一緒に、最低五つの言葉の美しさに関するカ

テゴリーを作ってください。あなたの想像力と信じられないほどの創造力を使っ

て、言葉の美しさに関するいくつかのニュアンスの違いを区別してください。形、

音などいろいろ関係しています。パートナーと議論し、20 の単語をカテゴリー

のうちの一つに分類してください。この活動には 10 分ほどかけてください。楽

しみながら、真剣にやってください。アイデアが一緒だったとしても、各自、自

分の紙に書いてください。10 分でこれを終わらせてください。[Tsugi ni, kono 

kami no ura ni, pa-tona- to issho ni, saitei itsutsu no kotoba no utsukushisa ni kansuru 

kategori- wo tsukute kudasai. Anata no sozouryoku to shinjirarenai hodo no souzoryoku 

wo tsukatte, kotoba no utsukushisa ni kansuru ikutsu ka no nyuansu no chigai wo kubetsu 

shite kudasai. Katachi, oto nado iroiro kankei shiteimasu. Pa-tona- to gironshi, niju no 

tango wo kategori- no uchi no hitotsu ni bunruishite kudasai. Kono katsudo wa jugofun 

hodo kakete kudasai. Tanoshimi nagara, shinken ni yatte kudasai. Aideya ga issho data to 

shitemo. Kakuji, jibun no kami ni kaite kudasai. Jugofun de kore wo owarasete kudasai] 

 

Part III: Five Beauty Categories 

5 つの大きなカテゴリー [Itsutsu no ookina kategori-] 

 

Categories: 

カテゴリー

[Kategori-] 

 

 

    

Word      

Word      

Word      

Word      

Word      
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Final Survey Questions 

Circle the best answer for you. 

あなたにとって最も合うものに丸をつけなさい。 

[Anata ni totte moto mo au mono ni maru wo tsukenasai] 

 

1. How much did you know about the topic of beauty? 

A lot  A little   Not so much  Not at all 

 

2. How important was the topic of beauty to you? 

A lot  A little   Not so much  Not at all 

 

3. How interesting was the topic of beauty to you? 

Very interesting A little interesting Not so interesting  Not at all 

interesting 

 

4. Write your thoughts and feelings in detail about how this activity affected you. You 

can write any ideas or feelings in Japanese or English. Your conscientious effort to 

express yourself in this reflection may be very useful to encourage and help other 

students, as well as improve the activity. 

この活動があなたに与えた影響についてあなたの感想や考えを詳細に書いてくだ

さい。英語でも日本語でもいいですし、何を書いても構いません。あなたが真面

目に努力してここに表現することは、この活動を改善するだけではなく、他の生

徒の手助けになったりするかもしれません。[Kono katsudo ga anata ni ataeta 

eikyou ni tsuite anata no kanso ya kangae wo shosai ni kaite kudasai. Eigo demo nihongo 

demo iidesushi, nani wo kaitemo kamaimasen. Anata ga majime ni doryoku shite koko ni 

hyogen suru koto wa, kono katsudo wo kaizen suru dake dewa naku, hoka no seito no 

tedasuke ni nattari suru kamo shiremasen] 
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Beauty of Words Immediate Vocabulary Quiz 

Name: ________________________ 

Class Number: ______ 

Student Number: ____ 

 

Against   fix   perhaps   still 

Beach   frank   pleasant  taste 

Damage  identify   prevent   throw 

Discover  island   rock   wave 

Emotion  ocean   save   step 

 

1. To ____________ something is to find it for the first time. 

2. To ____________ something is to stop it from happening. 

3. A ___________ is the flavor something makes in your mouth. 

4. If you are ___________, you are being very honest. 

5. To ______ is to walk. 

6. To ____________ something is to be able to name it. 

7. __________is used when you say that something could happen. 

8. An _________ is how you feel. 

9. To _________ something is to keep it from being hurt. 

10. To ________ something is to make it work. 

Each word is 10 points. 10 x 10 = 100. Score: _______ 
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COMPARISON GROUP 

 

Name: ___________  Class & Student Number: _________ Date: _________ 

 

Circle the best answer for you. 

あなたにとって最も合うものに丸をつけなさい。 

[Anata ni totte motomo au mono ni maru wo tsukenasai] 

 

1. How well do you think you know these words? 

A Lot  A little  Not so much  Not at all 

 

2. How important do you think these words will be to you? 

A lot  A little   Not so much  Not at all 

 

3. How interesting do you think these words will be to you? 

Very interesting A little interesting Not so interesting  Not at all 

interesting 
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PART I Pre-Vocabulary Quiz 

First, on the back of this paper, write the words for the unit from 1-20. Next to each word 

one, circle of these: I know this word (definitely), or I may know, (but some aspects I 

may not know) or, I do not know (at all) this word. This should take only 5 minutes.   

まず、この紙の裏に、ユニットの１から２０の言葉を書きなさい。それぞれの言

葉の横に、次のうちのいずれかに丸をつけなさい。この言葉を知っている（確実

に）、知っているかもしれない（知らないかもしれない）、知らない（完全に）。

５分で行いなさい。 

[Mazu, kono kami no ura ni, yunitto no ichi kara niju no kotoba wo kakinasai. Sorezore 

no kotoba no yoko ni, tsugi no uchi no izure ka ni maru  

wo tsukenasai. Kono kotoba wo shiteiru (kakujitsu ni) shiteirukamo shirenai 

(shiranaikamo shirenai), shiranai (kanzen ni). Gofun de okonainasai] 

 

Words   Your knowledge (See below for explanation) 

 あなたの知識（下の説明を見てください） 

 [Anata ano chishiki (Shita no setsumei wo mite 

kudasai)] 

 

1. __________________________ I know  I may know  I don’t know 

2. __________________________ I know  I may know  I don’t know 

3. __________________________ I know  I may know  I don’t know 

4. __________________________ I know  I may know  I don’t know 

5. __________________________ I know  I may know  I don’t know 

6. __________________________ I know  I may know  I don’t know 

7. __________________________ I know  I may know  I don’t know 

8. __________________________ I know  I may know  I don’t know 

9. __________________________ I know  I may know  I don’t know 

10. _________________________ I know  I may know  I don’t know 

11. _________________________ I know  I may know  I don’t know 

12. _________________________ I know  I may know  I don’t know 

13. _________________________ I know  I may know  I don’t know 

14. _________________________ I know  I may know  I don’t know 

15. _________________________ I know  I may know  I don’t know 

16. _________________________ I know  I may know  I don’t know 

17. _________________________ I know  I may know  I don’t know 

18. _________________________ I know  I may know  I don’t know 

19. _________________________ I know  I may know  I don’t know 

20. _________________________ I know  I may know  I don’t know 
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PART II 

With a partner, using the CEII B yellow card, choose 10 words from 20, and test each 

other on ten words each. Remember: you should write on your partner’s card. Make sure 

you write the points he or she scored on their card. Usually, we do only five words each, 

but this time, please do ten words each. You will have 10 minutes to finish.  

パートナーと一緒に、CEII B yellow card を使って、２０の言葉から１０選び、そ

れぞれテストしてください。あなたは、パートナーのカードに書いてください。

パートナーの点数を書くのを忘れないでください。通常、５つの言葉しか使わな

いのですが、今回は１０の単語を選んでください。10 分で終えてください。[Pa-

tona- to issho ni, CEII B yellow card wo tsukatte, niju no kotoba kara ju erabi, sorezore 

tesuto shite kudasai. Anata wa, pa-tona- no ka-do ni kaite kudasai. Pa-tona- no tensu wo 

kaku no wo wasurenaide kudasai. Tsujo, itsutsu no kotoba shika tsukawanai no desuga, 

konkai wa ju no tango wo erande kudasai. jippun de oete kudasai] 

 

Part III 

Please read and do the comprehension exercise on the last two pages. You have 10 

minutes to finish. 

このユニットの最後の読解問題を解いてください。１０分で終えてください。このユニットの最後の読解問題を解いてください。１０分で終えてください。このユニットの最後の読解問題を解いてください。１０分で終えてください。このユニットの最後の読解問題を解いてください。１０分で終えてください。 

[Kono yunitto no saigo no dokkai mondai wo toite kudasai. Jupun de oete kudasai] 
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Final Survey Questions 

Circle the best answer for you. 

あなたにとって最も合うものに丸をつけなさい。[Anata ni totte motomo au mono 

ni maru wo tsukenasai] 

 

1. How well did you know these words? 

 A lot  A little  Not so much  Not at all 

 

2. How important were these words to you? 

 A lot  A little  Not so much  Not at all 

 

3. How interesting were these words to you? 

Very interesting  A little interesting Not so interesting Not at all interesting 

 

4. Write your thoughts and feelings in detail about how this activity affected you. You 

can write any ideas or feelings in Japanese or English. Your conscientious effort to 

express yourself in this reflection may be very useful to encourage and help other 

students, as well as improve the activity. 

この活動があなたに与えた影響についてあなたの感想や考えを詳細に書いてくだ

さい。英語でも日本語でもいいですし、何を書いても構いません。あなたが真面

目に努力してここに表現することは、この活動を改善するだけではなく、他の生

徒の手助けになったりするかもしれません。 

[Kono katsudo ga anata ni ataeta eikyou ni tsuite anata no kanso ya kangae wo shosai ni 

kaite kudasai. Eigo demo nihongo demo iidesushi, nani wo kaitemo kamaimasen. Anata 

ga majime ni doryoku shite koko ni hyogen suru koto wa, kono katsudo wo kaizen suru 

dake dewa naku, hoka no seito no tedasuke ni nattari suru kamo shiremasen] 
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Beauty of Words Immediate Vocabulary Quiz 

Name: ________________________ 

Class Number: ______ 

Student Number: ____ 

Against   fix   perhaps   still 

Beach   frank   pleasant  taste 

Damage  identify   prevent   throw 

Discover  island   rock   wave 

Emotion  ocean   save   step 

 

1. To ____________ something is to find it for the first time. 

2. To ____________ something is to stop it from happening. 

3. A ___________ is the flavor something makes in your mouth. 

4. If you are ___________, you are being very honest. 

5. To ______ is to walk. 

6. To ____________ something is to be able to name it. 

7. __________is used when you say that something could happen. 

8. An _________ is how you feel. 

9. To _________ something is to keep it from being hurt. 

10. To ________ something is to make it work. 

Each word is 10 points. 10 x 10 = 100. Score: _______ 
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APPENDIX J 

CONTEXT VOCABULARY TASK: 

TREATMENT AND COMPARISON VERSIONS 
 

TREATMENT GROUP  

 

Name: ___________ Class & Student Number: __________ Date:___________ 

 

Circle the best answer for you. 

あなたにとって最も合うものに丸をつけなさい。 

[Anata ni totte motomo au mono ni maru wo tsukenasai] 

 

1. How much do you know about the topic of context? 

A lot  A little  Not so much  Not at all 

 

2. How important do you think the topic of context will be to you? 

A lot  A little  Not so much  Not at all 

 

3. How interesting do you think the topic of context will be to you? 

Very interesting A little interesting Not so interesting Not at all interesting 
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PART I Pre-Vocabulary Quiz 

First, on the back of this paper, write the words for the unit from 1-20. Next to each word, 

circle one of these: I know this word (definitely), or I may know, (but some aspects I 

may not know) or, I do not know (at all) this word. This should take only 5 minutes.  

まず、この紙の裏に、ユニットの１から２０の言葉を書きなさい。それぞれの言

葉の横に、次のうちのいずれかに丸をつけなさい。この言葉を知っている（確実

に）、知っているかもしれない（知らないかもしれない）、知らない（完全に）。

５分で行いなさい。 

 

[Mazu, kono kami no ura ni, yunitto no ichi kara niju no kotoba wo kakinasai. Sorezore 

no kotoba no yoko ni, tsugi no uchi no izure ka ni maru wo tsukenasai. Kono kotoba wo 

shiteiru (kakujitsu ni) shiteirukamo shirenai (shiranaikamo shirenai), shiranai (kanzen ni). 

Gofun de okonainasai] 

 

Words   Your knowledge (See below for explanation) 

   あなたの知識（下の説明を見てください） 

   [Anata no chishiki (Shita no setsumei wo mite kudasai)] 

1. __________________________ I know  I may know  I don’t know 

2. __________________________ I know  I may know  I don’t know 

3. __________________________ I know  I may know  I don’t know 

4. __________________________ I know  I may know  I don’t know 

5. __________________________ I know  I may know  I don’t know 

6. __________________________ I know  I may know  I don’t know 

7. __________________________ I know  I may know  I don’t know 

8. __________________________ I know  I may know  I don’t know 

9. __________________________ I know  I may know  I don’t know 

10. _________________________ I know  I may know  I don’t know 

11. _________________________ I know  I may know  I don’t know 

12. _________________________ I know  I may know  I don’t know 

13. _________________________ I know  I may know  I don’t know 

14. _________________________ I know  I may know  I don’t know 

15. _________________________ I know  I may know  I don’t know 

16. _________________________ I know  I may know  I don’t know 

17. _________________________ I know  I may know  I don’t know 

18. _________________________ I know  I may know  I don’t know 

19. _________________________ I know  I may know  I don’t know 

20. _________________________ I know  I may know  I don’t know 

 

 



 

  

319 

PART II 

In this activity, “context” means the situation, place or conditions where something 

happens. You will explore the 20 words in this unit using different contexts together with 

a partner. 

 

Let’s look at a Japanese word 『取る』used correctly with three different meanings as 

an example. 

この活動では、文脈は状況、なにかが起こる場所などを意味します。このユニッ

トの 20 の単語をパートナーと一緒に、違う文脈を用いて調べてみてください。

一例として日本語の「取る」という言葉を 3 つの完全に違う文脈における意味を

見てみましょう。 

[Kono katsudo wa, bunmyaku wa jokyo, nanika ga okoru basho nado wo imi shimasu. 

Kono yunitto no niju no tango wo pa-tona- to ishho ni, chigau bunmyaku wo mochite 

shirabete mite kudasai. Ichirei toshite nihongo no 「toru」to iu kotoba wo mitsu no 

kanzen ni chigau bunmyaku ni okeru imi wo mite mimasho] 

 

取る取る取る取る  水分を取る  メガネを取る  すもを取る  

[toru]   [Suibun wo toru]   [megane wo toru] [sumo wo toru] 

 

Context: place of drinking after reading at home at the sumo match 

文脈 水を飲む場所 家で読書をしたのち 相撲の試合で 

[bunmyaku] [mizu wo nomu basho] [ie de dokusho wo shita nochi] [sumo no shiai de] 

 

Looking at these three meanings, what do you think is the underlying core principle of 

this word? Maybe it has something to do with your hands? 

これらの 3つの意味を見て、この言葉の隠された主要な核は何だと思いますか。

もしかしたら手に関することかもしれませんね。[Korera no mitsu no imi wo mite, 

cono kotoba no kakusareta juyo na kaku wa nandato omoimasuka. Moshikashitara te ni 

kansuru koto kamo shiremasen ne] 

 

In the Japanese example above, the word is correctly used in each context. With the 

English words, because you may not know all the proper contexts where the word may be 

used, you can imagine the contexts. In fact, imagining an unusual, unique and funny 

context for the word is even better and more enjoyable. You can just imagine a place or 

situation, and make the word useable there. Then, write the three brief contexts in English 

underneath. Here is an example: 

日本語の例の様に、単語は各文脈において完璧に使われています。英単語を用い

て、正しい文脈における使いかたをおそらく知らないでしょうから、文脈を想像

してもかまいません。事実、異常で、独特で、面白い文脈は楽しめますね。場所

や状況を考えて、どのような言葉が使えるか考えてみましょう。そして、英語で

簡潔な三つの文脈を下に書いてください。ここに例があります。[Nihongo no rei 

no youni, tango wa kaku bunmyaku ni oite kanpeki ni tsukawareteimasu. Eitango wo 

mochite, tadashii bunmyaku ni okeru tsukaikata wo osoraku shiranai deshokara, 

bunmyaku wo sozoushitemo kamaimasen. Jijitsu, ijou de, dokutoku de, omoshiroi 

bunmyaku wa tanoshimemasune. Basho ya jokyo wo kangaete, dono youna kotoba ga 

tsukaeru ka kangaete mimasho. Soshite, Eigo de ranketsu na mitsu no bunmyaku wo shita 

ni kaite kudasai. Koko ni rei ga arimasu. 
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WORD: GO Go to the 

heart 

Go without 

eyes 

Go with the 

room 

CONTEXT: Thinking 

deeply 

Moving in 

the dark 

Choose a 

room 

PRINCIPLE: Movement??? 

 

These are not true ways you can use the word “go,” but just an example of what you can 

create with your imagination. Remember that context is the situation, place or condition. 

これらは「行く」という言葉の正しい使いかたではありませんが。創造力を試せ

る一例です。文脈とは、状況や場所、状態のことであることを覚えておいてくだ

さい。 

On the back of this paper, in the first column, write the 20 words. Write a different phrase 

using the same word in the three columns. Then, write underneath the contexts. Lastly, 

indicate the core principle, even if you are imagining. You can discuss this with your 

partner, but you must write individually. 

紙の裏の一つ目の列に 20 の単語を書いてください。同じ単語をつかって三つの

違う表現を三つの列に書いてください。そして、下に文脈を書いてください。最

後に。主要な核を示してください。想像でもいいので。パートナーと相談しても

いいですが、個別で書いてください。[Kami no ura no hitotsu me no rei ni niju no 

tango wo kaite kudasai. Onaji tango wo tsukatte mitsu no chigau hyogen wo mitsu no rei 

ni kaite kudasai. Soshite, shita ni bunmyaku wo kaite kudasai. Saigo ni, juyo na kaku wo 

shimeshite kudasai. Sozou demo iinode. Pa-tona- to sodanshitemo iidesuga, kobetsu de 

kaite kudasai] 

 

Please enjoy playing with the words. Let your imagination run wild. Don’t think too 

logically. You have 30 minutes to do this activity with your partner for each of the 20 

words.  

単語を楽しんでください。想像力を爆発させてください。あまり論理的になりす

ぎないように。30 分で 20 の単語についてパートナーと一緒に活動してください。

これは授業中に終わらせる必要があります [Tango wo tanoshinde kudasai. 

Sozouryoku wo bakuhatsu sasete kudasai. Amari ronri teki ni narisuginai youni. 

sanjippunfun de niju no tango ni tsuite pa-tona- to issho ni katsudoshite kudasai. Kore wa 

jugyochu ni owaraseru hitsuyo ga arimasu] 

 

PART III 

WORD:    

CONTEXT:    

PRINCIPLE:  

 

WORD:    

CONTEXT:    

PRINCIPLE:  

 

WORD:    

CONTEXT:    

PRINCIPLE:  
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WORD:    

CONTEXT:    

PRINCIPLE:  

 

WORD:    

CONTEXT:    

PRINCIPLE:  

 

WORD:    

CONTEXT:    

PRINCIPLE:  

 

WORD:    

CONTEXT:    

PRINCIPLE:  

 

WORD:    

CONTEXT:    

PRINCIPLE:  

 

WORD:    

CONTEXT:    

PRINCIPLE:  

 

WORD:    

CONTEXT:    

PRINCIPLE:  

 

WORD:    

CONTEXT:    

PRINCIPLE:  

 

WORD:    

CONTEXT:    

PRINCIPLE:  

WORD:    

CONTEXT:    

PRINCIPLE:  

 

WORD:    

CONTEXT:    

PRINCIPLE:  

 

WORD:    

CONTEXT:    

PRINCIPLE:  
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WORD:    

CONTEXT:    

PRINCIPLE:  

 

WORD:    

CONTEXT:    

PRINCIPLE:  

 

WORD:    

CONTEXT:    

PRINCIPLE:  

 

WORD:    

CONTEXT:    

PRINCIPLE:  

 

WORD:    

CONTEXT:    

PRINCIPLE:  

 

WORD:    

CONTEXT:    

PRINCIPLE:  

 

WORD:    

CONTEXT:    

PRINCIPLE:  

 

WORD:    

CONTEXT:    

PRINCIPLE:  

 

WORD:    

CONTEXT:    

PRINCIPLE:  
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Final Survey Questions 

Circle the best answer for you. 

あなたにとって最も合うものに丸をつけなさい。 

[Anata ni totte motomo au mono ni maru wo tsukenasai] 

 

1. How much did you know about the topic of context? 

A lot  A little   Not so much  Not at all 

 

2. How important was the topic of context to you? 

A lot  A little   Not so much  Not at all 

 

3. How interesting was the topic of context to you? 

Very interesting A little interesting Not so interesting  Not at all 

interesting 

 

4. Write your thoughts and feelings in detail about how this activity affected you. You 

can write any ideas or feelings in Japanese or English. Your conscientious effort to 

express yourself in this reflection may be very useful to encourage and help other student, 

as well as improve the activity. 

この活動があなたに与えた影響についてあなたの感想や考えを詳細に書いてくだ

さい。英語でも日本語でもいいですし、何を書いても構いません。あなたが真面

目に努力してここに表現することは、この活動を改善するだけではなく、他の生

徒の手助けになったりするかもしれません。[Kono katsudo ga anata ni ataeta 

eikyou ni tsuite anata no kanso ya kangae wo shosai ni kaite kudasai. Eigo demo nihongo 

demo iidesushi, nani wo kaitemo kamaimasen. Anata ga majime ni doryoku shite koko ni 

hyogen suru koto wa, kono katsudo wo kaizen suru dake dewa naku, hoka no seito no 

tedasuke ni nattari suru kamo shiremasen] 
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Context Vocabulary Immediate Quiz 

Name: ________________________ 

Class Number: ______ 

Student Number: ____ 

coach   example  novel   sheet 

control   limit   outline   silly 

description  local   poet   store 

direct   magical   print   suffer 

exam   mail   scene   technology 

 

1. An _____________ is the plan for a story or essay. 

2. A ______________ of someone or something says what they are like. 

3. If someone or something is _______, they show a lack of thought. 

4. A _________ is the largest or smallest amount of something that you allow. 

5. To _________ is to feel pain. 

6. A _________ is a person who writes poems. 

7. To _________ something is to make it do what you want. 

8. A __________ is a book that tells a story. 

9. ______________ describes a quality that makes someone or something special. 

10. If something is ___________ it goes straight between two places. 

Each word is 10 points. 10 x 10 = 100. Score: ________ 
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COMPARISON GROUP 

 

Name: __________  Class & Student Number: _________ Date: _________ 

 

CONTEXT 

Circle the best answer for you. 

あなたにとって最も合うものに丸をつけなさい。 

[Anata ni totte motomo au mono ni maru wo tsukenasai] 

 

1. How well do you think you know these words? 

A lot  A little   Not so much  Not at all 

 

2. How important do you think these words will be to you? 

A lot  A little   Not so much  Not at all 

 

3. How interesting do you think these words will be to you? 

Very interesting A little interesting Not so interesting  Not at all 

interesting 
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PART I Pre-Vocabulary Quiz 

First, on the back of this paper, write the words for the unit from 1-20. Write next to each 

word one of these emboldened comments: I know this word (definitely), or I may know, 

(but some aspects I may not know) or, I do not know (at all) this word.  

This should take only 5 minutes.  

まず、この紙の裏に、ユニットの１から２０の言葉を書きなさい。それぞれの言

葉の横に、次のうちのいずれかに丸をつけなさい。この言葉を知っている（確実

に）、知っているかもしれない（知らないかもしれない）、知らない（完全に）。

５分で行いなさい。 

[Mazu, kono kami no ura ni, yunitto no ichi kara niju no kotoba wo kakinasai. Sorezore 

no kotoba no yoko ni, tsugi no uchi no izure ka ni mary wo tsukenasai. Kono kotoba wo 

shiteiru (kakujitsu ni) shiteirukamo shirenai (shiranaikamo shirenai), shiranai (kanzen ni). 

Gofun de okonainasai] 

 

 

Words   Your knowledge (See below for explanation) 

 あなたの知識（下の説明を見てください） 

 [Anata no chishiki (shita no setsumei wo mite kudasai] 

 

1. __________________________ I know  I may know  I don’t know 

2. __________________________ I know  I may know  I don’t know 

3. __________________________ I know  I may know  I don’t know 

4. __________________________ I know  I may know  I don’t know 

5. __________________________ I know  I may know  I don’t know 

6. __________________________ I know  I may know  I don’t know 

7. __________________________ I know  I may know  I don’t know 

8. __________________________ I know  I may know  I don’t know 

9. __________________________ I know  I may know  I don’t know 

10. _________________________ I know  I may know  I don’t know 

11. _________________________ I know  I may know  I don’t know 

12. _________________________ I know  I may know  I don’t know 

13. _________________________ I know  I may know  I don’t know 

14. _________________________ I know  I may know  I don’t know 

15. _________________________ I know  I may know  I don’t know 

16. _________________________ I know  I may know  I don’t know 

17. _________________________ I know  I may know  I don’t know 

18. _________________________ I know  I may know  I don’t know 

19. _________________________ I know  I may know  I don’t know 

20. _________________________ I know  I may know  I don’t know 
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PART II 

With a partner, using the CEII B yellow card, test each other on ten words each. 

Remember: you should write on your partner’s card. Make sure you write the points he or 

she scored on their card. Usually, we do only five words each, but this time, please do ten 

words each. You will have 15 minutes to finish.  

パートナーと一緒に、CEII B yellow card を使って、２０の言葉から１０選び、そ

れぞれテストしてください。あなたは、パートナーのカードに書いてください。

パートナーの点数を書くのを忘れないでください。通常、５つの言葉しか使わな

いのですが、今回は１０の単語を選んでください。１5 分で終えてください。 

 

[Pa-tona- to issho ni, CEII B yellow card wo tsukatte, niju no kotoba kara ju erabi, 

sorezore tesuto shite kudasai. Anata wa, pa-tona- no ka-do ni kaite kudasai. Pa-tona- no 

tensu wo kaku no wo wasurenaide kudasai. Tsujo, itsutsu no kotoba shika tsukawanai no 

desuga, konkai wa ju no tango wo erande kudasai. Jugofun de oete kudasai] 

 

 

PART III 

Please do the reading and comprehension exercise on the last two pages of this unit. You 

will have 15 minutes to finish. 

このユニットの最後の読解問題を解いてください。このユニットの最後の読解問題を解いてください。このユニットの最後の読解問題を解いてください。このユニットの最後の読解問題を解いてください。１１１１5 分で終えてください。分で終えてください。分で終えてください。分で終えてください。 

[Kono yunitto no saigo no dokkai mondai wo toite kudasai. Jugofun de oete 

kudasai] 
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Final Survey Questions 

Circle the best answer for you. 

あなたにとって最も合うものに丸をつけなさい。 

[Anata ni totte motomo au mono ni maru wo tsukenasai] 

 

1. How much did you know about the topic of context? 

A lot   A little   Not so much  Not at all 

 

2. How important was the topic of context to you? 

A lot  A little   Not so much  Not at all 

 

3. How interesting was the topic of context to you? 

Very interesting A little interesting Not so interesting  Not at all 

interesting 

  

4. Write your thoughts and feelings in detail about how this activity affected you. You 

can write any ideas or feelings in Japanese or English. Your conscientious effort to 

express yourself in this reflection may be very useful to encourage and help other 

students, as well as improve the activity. 

この活動があなたに与えた影響についてあなたの感想や考えを詳細に書いてくだ

さい。英語でも日本語でもいいですし、何を書いても構いません。あなたが真面

目に努力してここに表現することは、この活動を改善するだけではなく、他の生

徒の手助けになったりするかもしれません。[Kono katsudo ga anata ni ataeta 

eikyou ni tsuite anata no kanso ya kangae wo shosai ni kaite kudasai. Eigo demo nihongo 

demo iidesushi, nani wo kaitemo kamaimasen. Anata ga majime ni doryoku shite koko ni 

hyogen suru koto wa, kono katsudo wo kaizen suru dake dewa naku, hoka no seito no 

tedasuke ni nattari suru kamo shiremasen] 
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Context Vocabulary Immediate Quiz 

Name: ________________________ 

Class Number: ______ 

Student Number: ____ 

coach   example  novel   sheet 

control   limit   outline   silly 

description  local   poet   store 

direct   magical   print   suffer 

exam   mail   scene   technology 

 

1. An _____________ is the plan for a story or essay. 

2. A ______________ of someone or something says what they are like. 

3. If someone or something is _______, they show a lack of thought. 

4. A _________ is the largest or smallest amount of something that you allow. 

5. To _________ is to feel pain. 

6. A _________ is a person who writes poems. 

7. To _________ something is to make it do what you want. 

8. A __________ is a book that tells a story. 

9. ______________ describes a quality that makes someone or something special. 

10. If something is ___________ it goes straight between two places. 

Each word is 10 points. 10 x 10 = 100. Score: ________ 
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APPENDIX K 

END-TERM AUTUMN VOCABULARY TEST 

 

Name: _____________ Class Number: ____  Student Number: ___ 

 

The vocabulary are in the box below. 

 

Accept  arrange  attend  balance  contrast  

Encourage familiar  grab  hang  huge 

Necessary pattern  propose  purpose  release 

Require  single  success  tear  theory 

Against  beach  damage  discover emotion 

Fix  frank  identify  island  ocean 

Perhaps  pleasant prevent  rock  save 

Step  still  taste  throw  wave 

Benefit  certain  chance  effect  essential 

Far  focus  function grass  guard 

Image  immediate primary  proud  remain 

Rest  separate site  tail  trouble 

Anymore asleep  berry  collect  complete 

Conversation creature  decision either  forest 

Ground  introduce marry  prepare  sail 

Serious  spend  strange  truth  wake 

 

Please put the words in above in the correct definition sentence below. 

1. To ___________ somewhere is to stay there. 

2. To __________ something that is offered is to take it. 

3. To __________ something is to stop it from happening. 

4. A __________ is a choice. 

5. To ___________ something is to stop holding it. 

6. To ___________ something is to be able to name it. 

7. To ___________on something is to think about it and pay attention to it. 

8. The __________ is a fact or something that is right. 

9. To _________things is to put them in the right place. 

10. An _______ is how you feel. 

11. If something is __________, it is very important and necessary. 

12. When something is _______, it is bad or unsafe. 

13. To ___________ someone is to make them want to do something. 

14. If you are ________, you are being very honest. 

15. The _________ of something is what it does. 

16. To ______ things is to group them together all in one place. 

17. A ___________is the reason that you do something. 

18. A _________ is the flavor something makes in your mouth. 

19. An ________ is a change made by something else. 

20. To ___________ is to try to be better than someone. 

Each word is 5 points. 5 x 20 = 100. Score: ________ 
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APPENDIX L 

END-TERM WINTER VOCABULARY TEST 
 

Name: _____________ Class Number: ____  Student Number: ___ 

 

The vocabulary are in the box below. 

 

coach   sheet   mistake   concert 

control   silly   observe   county 

description  store   opportunity  dictionary 

direct   suffer   prize   exist 

exam   technology  race   flat 

example  across   realize   gentleman 

limit   breathe   respond   hidden 

local   characteristic  risk   maybe 

magical   consume  wonder   officer 

mail   excite   yet   original 

novel   extreme   academy  pound 

outline   fear   ancient   process 

poet   fortunate  board   publish 

print   happen   century   theater 

scene   length   clue   wealth 

 

Please put the words in above in the correct definition sentence below. 

1. An __________ is the plan for a story or essay. 

2. To __________something is to watch it. 

3. _________ means to be not easily noticed or too hard to find. 

4. To ___________ something means to eat or drink it. 

5. To ___________ is to give an answer to what someone else has said. 

6. A_______________ of someone or something says what they are like. 

7. If something is __________, it is very old. 

8. If something is _________, it is the first one of that thing. 

9. A ___________ is the largest or smallest amount of something that you allow. 

10. If someone or something is ________, they show a lack of thought. 

11. An _______________ is a chance to do something. 

12. If something is __________, it is in a large amount or degree. 

13. To___________ a book is to get it printed and ready to sell. 

14. To __________ is to feel pain. 

15. To ___________ is to suddenly understand. 

16. To ___________ someone means to make them happy and interested. 

17. To ________ is to be real. 

18. A _________ is the steps to take to do something. 

19. To _________ something is to put it onto paper. 

20. If you are ___________, you are lucky. 

Each word is 5 points. 5 x 20 = 100. Score: ________ 


