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Pseudo-cleft Sentences with Adverbial Clause Subject

Akira HIROE
Center for Language Studies, Nagasaki University

Abstract
In this paper, I will deal with special types of pseudo-cleft sentences in
English, i.e. pseudo-cleft sentences with this type of adverbial clause
subjects. The adverbial clause subjects in pseudo-cleft sentences come
in two ways. The aim of this paper is two-fold: First, it is shown to
what degree properties of the adverbial clause subjects are shared with
those of pseudo-cleft sentences. Second, the two types of adverbial
clause subjects are instances of syntax-semantics mismatch in that they
both are semantic DP despite syntactic CP. The mismatch properties

can be captured in terms of syntax-semantics interface.

Keywords: adverbial clause subject, pseudo-cleft,

syntax-semantics mismatch

1. Fi@

Kim T, (DITPIRSNTWVD, ZRETHEVIFIEARE L TERESNDZ &
DIpo o, FE RSO FFENE AR T 2 R E OFIFIET (pseudo-cleft sentences
with adverbial clause subject: PSACS) 4 5., KimD HHYIX, LATFD O“Cé?)é
EFF. (DIZBIRSNTWD PSACS IZBT D8R 28I L, HURRY 722 B#Ll 75
[ C & O Z2feaERrE DS EORREBIRE SN D D REE1T 5, 12

(1) a. Where I lost my keys is right here under the bridge.
b. When we met was the greatest day I ever had.
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Wiz, (D)DK D eEEEHZLT HEUC, (1a)? Where 1 lost my keys, (1b)?> When
we met, TNZLID PSACS [I#iEE LTI CP TH LI bbb 6T, Btk
EETIEDPIZR> TS LWV, HasiE L MEHED I A~y FO—fFIThH 5 Z
LR,

EL D S0 — X DOFLRERY  BIRARFMEIZEI L TiX, Akmajian (1970)% % ORER &
LT, Uk, &< ORI T TE TS (e.g. Boskovi¢ (1997), den Dikken et al.
(2000), Declerk (1988), Higgins (1979), and latridrou and Varlokosta (1998), among
others) , 5l 1%, LA T H H BRI Hi(free relative clause: FRC)% 38 & 95 wh #it
N HLE R THE I,

(2) a. What John is is bright.
b. What Mary bought is a wallet.

Higgins (1979)iZ LiuiE, Qa)D L5 RTIT @Y DR’ v & Dld TRGR
#t(predicational reading: PR)| C. bright 7% what John is 235/~R L T\ % & O D%
BuaRbL, #lzE [V UREINTHD N TV AT B2 077
EREIR S D —F ., [fRER A (specificational reading: SR)J T, #% ¢ wh £&f#5C
L [AIBE. £ wh #2339 (variable) D (value) % bright 23 EET D, 2F V.,
HHHHEDT, [Va il WIFEDBH L END & ZNEY a VBBV EWN
I L) LREND, (2b)TiE, SR L2v/e<, whHiOZEHEOEIL a wallet |2 &
STHESNTWLMIRE 725,

AEMOMRIL, RO ThDH, 5 2 HiTlL, PSACS &HEL L - Ee R ST & b
9% Z & T, PSACS OFEaER « EWRAYRHEZ B 5202 L, PSACS 1% FRC (272>
TWbHEDOFEEREEITH, EbHIZ, PSACS 78 FRC Th 5 L ORi$E T, PSACS 2»
what USRS OIERME L . EORER CRHENBESND DN E 5 MRGEEAT
Do H 3 HiTIE, wh R LITRLRDHERITE)NLD, PSACS ([T 58 L F3E
BN L, TOREEZHLNCT D, # 4 BT, FEENONTTH D DP-ellipsis 4>
HrCix PSACS OFpthEZ H0IliFT 2 bnenZ 2R L, b 0 ITHGEERE & &
WEDA =T = A AT ERET D, FS5HiTHETH D,

2. BELME
AFTIE, —RT 5 LMBRETOLIIcEZ LS, (DICETS PSACS #1k
W, ED XD I HRER c BRSNS BIR SN DO FEEEREL THADLHZ LIZT D,
PLIF. (3)-(8)DHEHEIL, KEIT(2021, 2022a, 2022b) TR L= b D2 L 5,
FTHEREEZBIE L CADL L ETH, Q)R TAHALD,
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(3) a. Where John F. Kennedy was assassinated is still a cold case.
b. When Mary purchased the jewelry is what I just wanted to know.

(Ba)m FaEHEIIHIEEEERI SC. (3b)iE PSACS 7228, L FM@)TRENTND LI, it
SME R (3a) DG EITFF S D, Bb)DLGEIETFF S L7220,

(4) It-extraposition
a. It is still a cold case where John F. Kennedy was assassinated.
b.*It is what I just wanted to know when Mary purchased the jewelry.

KIZ, PSACS E@hidd—EdE, LTFDO X DIZ72 5,

(5) Subject-verb agreement
a. Where I lost my keys {means/ *mean} that it would give a clue to the
investigation.
b. When the two celebrities met {means/ *mean} that it was the first step to
breakup.

—FFBIC, LR - BB EE, FRREERISC. PSACS WL bRFSh D,

(6) Subject-auxiliary inversion
a. Is where John F. Kennedy was assassinated still a cold case?
b. Is when Mary purchased the jewelry what I just wanted to know?

VU H I, fnEeRI SO e 3¢, PSACS, Wb aaER L o> TH D,

(7) Tag questions
a. Where John F. Kennedy was assassinated is still a cold case, isn’t it?
b. When Mary purchased the jewelry is what I just wanted to know, isn’t it?

HFEBRIC, LLFD X 9 7285: T PSACS OHLDIAZIIFRETH 5,
(8) Embeddability
a. Just because it was a defining period of time in my life doesn’t seem to be a

good reason to continue living in China now.

_3_
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b. Just because when I lived in China was a defining period of time in my life

doesn’t seem to be a good reason to continue living in China now.

FFA)(5)DEEIL., PSACS 4G TH Y . (6)(7)8)DHHEIT, ErBEAEICAER L
TWAZ L%, ZRNERLTVA LD EEE LR, =95 L-HEIL, PSACS »
FRC Th5 = L &M< RE LT 5,

K. (D)OBEREEE R CH L 5 (1)%9)E LTHE),

(9) a. Where I lost my keys is right here under the bridge.
b. When we met was the greatest day I ever had.

(9a) TiL, wh&inFRTEHODE% right here under the bridge &\ 9 FFE DT T
EL TSz, SR OffFIRE7 5, —J5, (9b)TIE, Hi% wh SR TZHOHE,
OF Y HIZH % the greatest day [ ever had THHEL TW\W5H Z &vH SR OIFR E 720 |
PR OFEATR, &) Z&1E, WD PSACS $ FRC THHEFH T LN TE D,

ZATIE, PSACS BN EDOREE FRC O—xiFrE L R CRHEAZ LA L T o 0%
RTCHE S, 3F7, NEfEME(connectivity) ] (Higgins (1979))2B5 L T, what #E15y
L7 WLTH LD (RFHTES),

(10) a. What John saw in the mirror was himself.
b. What everyone proved was his own theory.
c. What John didn’t buy was any pictures of Fred.
(Boskovi¢ (1997: 256))

(102) Ti% John & himself THR—fER2FAEETH D, (10b)TiZk everyone 7% his # i
T, (10c)TlE not A EMMERILD any Z78 AT LT 5,
Tt LLF(11)I2351F 5 PSACS DAL E 5 Th 5 9 i,

(11) a. Where John was lost was himself. *
b. Where John happened to find the confidential file was his own condominium.
c. Where John didn’t come up with the idea was any room at the house.

PSACS D%&IC . whi 20 L FlER. HREENBIERE SN D LD TH D,
wIZ, wh USRI OEE, 5 - BiEEEEITFF S vy, ERL(6) THEIE
L7z X 912, PSACS OGEITFFEN 5,
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(12) a.* Was what Mary did to wash herself? (Higgins (1979: 302))
b. Is where I lost my keys right here under the bridge?

LU what #2153 RS0 TR S 5 HEaB AU RAIE M OV RO R IE (0 —F8) 28
PSACS THEIZEIND Z &b, (1)D PSACS 1% FRC Z72 LTV 5 & flmft i) %
ZEMTELITHD,

3. FTLWLWEE

& Tid. (1) PSACS %I 5707 L, PSACS 1% FRC ZHi LT\ 5% &
DFIEIToTEZ, Tk, BUFI3)NCHIR S TS L 57 PSACS 1X. FRC £#£ %
HZEIXRRETH A D D,

(13) a. Before I arrived isn't the time I want you to focus on.
b. After he finally told the truth isn't when people began to love him.

(3)E. (DDA L XRAY . BeAc wh BHEAES FRC T2, L5,
(13)? before <° after X\ 4 BG4 8 < fEf@kia) C'O Thod, DX A TD
PSACS %, ED XD REENH D DTEAH 5 I,

F7. ECM XD BHFEOME KR Y BIFRESICITAERTE 2,

(14) ECM and raising contexts
a. 'Before I arrived doesn't seem to be the time I want you to focus on.
b. "I believe after he finally told the truth not to be when people began to love him.

WA, it FMEITFF S 720,

(15) It-extraposition
a.*It isn’t the time I want you to focus on before I arrived.
b.*It is not the time to be bothering him while he was sleeping.

=EFBIC, EREEHFO-BIIELTEL, UTO LS5, °
(16) Subject-verb agreement
a. Before I arrived means that someone else found the dead body.

b. While there is a lot of time left doesn’t mean we shouldn’t continue to our

_5_
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destination.
(17) a. While I lived in China and while I was living alone {doesn't/ *don't} mean
that I just wanted to escape from reality.
b. Since my baby was born and since I got fired {doesn't/ *don't} mean that I

should give up my job.
PO, d25E - BB EE I AT TH D,

(18) Subject-auxiliary inversion
a. Isn’t while he was sleeping the time to be bothering him?
b. Is before he graduates a good time to approach him?

T RIS, PSACS Z L5E & D HMEERI U ATRETH 5

(19) Tag questions
a. While he was sleeping is the time to be bothering him, isn’t it?
b. Before he graduates is a good time to approach him, isn’t it?

AEEIC, EFH~ODIAK L THETH D,

(20) Embeddability
a. Just because it was a defining period of time in my life doesn’t seem to be a
good reason to continue living in China now.
b. Just because while I lived in China was a defining period of time in my life
doesn’t seem to be a good reason to continue living in China now.
LI EDEENG | before, after, while, since & V- 721t )@ Baial 208 < BT
HFDRHER DD EBZEZ DT ENTE D,

4. LD
AIEI £ TlZB W T, wh EHR(IZE )5 FRC, %7 before, after, while, since &
Wo 2 REA KT PSACS OFEEEN « BERIFHEZFE L < A T& e, 20 D35H#EIC
oD LD THA I, FTNEHIE LML R L, ZORMEOBANOHE X
LNOERELEDTHA I N, KimTlE, Kim TR T& 7% FRC & before, after,
while, since T D Hi DFEMEE % E OS5 CTHERINIZIE X 2B %217 ),
(DEOA3)iE, #g, LFRDQ2)D L H ITREn 5,

_6_
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(21) a. [pp [the]-[
b. [pr [the]-[
a. [op [the]-[
b. [or [the]-[

place]-[cp [where]-[Tp [I]-[lost]]-[my]-[keys]]]] ...
time]-[ ce [when]-[tp [we]-[met]]]] ...

time]-[cp [before]-[I]-[arrived]]] . ..

time]-[ cp [after]-[he]-[finally]-[told]-[the]-[truth]]] . ..

(22) a.

QD) TREHIT R REIIN TS DP 1L, FEEHMESM CIIFELRWERETH D,
Z OGRS LICIER R IR N E 00, TEEA"%J_L FERREND LD BRI
SDIEHEEE L MSMED I ATy FHRIELF O &N TE S, LIN TR, #aE
#)(DP-ellipsis) /i & . (21) & (22) 3 faEMfIE & LS IEIC BT 24 v 4 —T =4
T END ToDSH AR L, BEOOHI THUNCIRZ OND Z EEZR LIV,

4.1 DP-ellipsis 7347

(1) & Q1) Z iz (13) & (22) D el & A3 2 72 . iﬁi%fﬁméhfmémﬁ
WIS & RS E O AT A AR I T, AT TARENTWD K )1, Hiashs ki
DP BREME SN TWD B X HNHDE L7,

(23) a. (The place) where I lost my keys . ..
b. (The time) before I arrived ...

o], FlZIZLLTFQRA)D L 5 25 TH, DP O fﬂ%’(nﬁ%i))ﬂ E7¢2 PSACS b5
ZENMD, HEH . (24)% reason-PSACS ENESZ LT 5, Q4)DX A 7%
HEIEDLZELAETH D,

(24) Reason-PSACS
a. (The reason) Why I did it is for her sake.
b. For her sake is (the reason) why I did it.

L L7226, DPBAIE STV D & IEE X LIV WRIDEET D,
(25) Manner-APSCS
a. How you need to perform this part of the play is with a heavy heart.

b. (*The way) How you need to perform this part of the play is with a heavy heart.

(25a)i%, (24a)&[AkE, BIBESED 2 LNTED,



TRIGRFESFERENIE Y o 7 —imt] %13 %

il

(26) With a heavy heart is (*the way) how you need to perform this part of the play.
S BT, fiZH DP OEBE TITFHHATERWIUTO L S 2 EENRH S,
(27) Hypothetical-PSACS
a. Ifhe wins is a good hypothetical for us.
b. (*The assumption) if there is a man there doesn’t necessarily mean that there
are more men waiting behind him.

LEFLEDDE UTOERDLIIZRD,

(28) Tableau 1

Time-PSACSs | Place-PSACSs | Manner-/Reason-PSACSs | Hypothetical-PSACSs

*Manner-PSACSs
YReason-PSACSs

*

DP-ellipsis \ J

Q28)DEMNLIMNDHIBY . MAHEE LICBWT DP OIFEEET D00, — kit
WZRIT DT E WD Z Ll b,
F7-. DP-ellipsis #Ti2i%, I HEMIESNAELD XD TH D,

(29) a. I can find (the place) where you live quite easily.
(Bresnan and Grimshaw (1978: 345))

b. I still remember (the time) when we were young.

DP-ellipsis 73#71Z. DP 23EIg SN2t LTSN T D 5E OIRMFE L Th 5
Z L EREBROFIEE LTV A, B 21£(29a) T the place N WAL, FEEOLT
ZILTWDH R, —J, the place dH 5 5A 1%, HIM EOAEEZIEL TnWD, &%
NENRIRS N5, (290)ICHBNTh. the time 78 BHA1E. EREICE - 7= Bk
MIEAR - HIZH - FEZFELTWDHH 0D, the time BNEWEEIZIX, BHiroTo b X
Hol-A XU FEHFELTND, 2F 0, DP-ellipsis &\ 9 FEFEERIEMEREICHEH
AUIZRIE TR DAE D B2 VNTT 720, FRIZZ O TE RN E 2R L TW5,

%72 & 512, Caponigro and Pearl (2009)% {5 & 9 4#LiX., where, when, ZiiC
how IXH & b LFERAFEE L CATICHY T2 EETHY |

(30) a. Lily adores [cp[ne Wherem] this very tree grows [pp[pe][np tm]]].

_8_
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b. Lily napped [pp2[p2 €][cp[np Wherem] this very tree grows [ppi[p1 €][Np tm]]]]-
(Caponigro and Pearl (2009))

ZDOAFFEMED where, when, how %} 9 Yi% CP &KRICHES S 4L, BRI 4
7o TS & I, 29 KT 52 L AlRED S LivZauy,

LU B, ZDOH7iE where, when, how %5 8D Z2IZR b, why, if,
before, after Z £ 5 i (13a)(13b)(24)(27)D BN 1L FH T & 72uy,

42 MEBELMSBEBEDA V3 —T 4 RS

AfEfiTl&, DP-ellipsis 7381, 2% V| #aEA2HT Tl PSACS (2B 9 % fiBRAY 95
PRz LNV Eadim L TS, A CTHBL TSI A~y THAIL, 5
HIE T#iF 2 A ~ » F (categorial mismatch) | & FEiEi % & @ T 2 (categorial
mismatch D EFEIZ-OVTik, Yuasa and Francis (2003)% 2 [R),

(31) Categorial mismatch
Syntax  Semantics

a. XP = YP (default)
b. XP < YP
c. XP > YP

#HEEI A~y FiE, G)TRENTWD LI T, mEMNICIE=EIC ST b5,
(Bla)TiE, HaBHE & BEWROWATHEZAEE L72b DT, 41 fiTthn/zk oz, =
IWE CTHEBSGE TIRE SN TE ARG TH Y . EOIEMERSE L ZDOEK S
DOXRHSBAR DT 7 4 —/v h(default) TH 5, BIb) TRINTWVWDH DL, FikHE L
D XP BN, K0 REZQEEYA X YP & LTHRENATF—ATHY, KT
PSACS 32 DJE#I T A 9, Ble)DGEI, fabtiih Lo XP LV /WSt A X
YP TR END Z L AR LTEY, @BIIEATRRR~ Yy BV 7 TlEH D b DD,
EREDMDIRY . BREFFE (D L BIEE) TIIMRIN TV ARNWE D Th D,

TiE, KT > T 5 I A~y TGO PSACS 1. BRI A 72 2407 TH
ZAHNDHDTHA DM, KETIE, I A~y FHEEIOMRERE &SRS ORRE
LR D X 51z, Jackendoff (1997, 2005) 3 #2892 [ =K P9 3 51| ## & (Tripartite
Parallel Structure)] Tl % 54U 5 (SS:HrEtEiE; CSAESHEE; ( (XX EHLH]
(correspondence rule)).,
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(32) SS: [cp When/ Where/ Why/ How [co Before/ After/ While/ Just because/ If ]

[tp...]]
CS: [Time/Place/Way/Reason/Assumption [EVENT . . . 1i]

(32)TliL, HEEED CP I SMEEREED Event & xISHANC L > T 7 & T
W DM, FRRERESE TIEER R I TR DP 0k, S L1 Time/ Place/
Way/ Reason/ Assumption & Z/REN TS, DF V| HaBiidEn D& %iﬁ“\@’\?
v B2 71, —J5 T when, where, why, how &\ o 7=kiiEMEE £ D[CP, Spec]iZ
Za%)@’C%)\ t, 9 —J70 before, after, while, if &\>9 C°®E$0)b\ﬁ“ﬂ“(%o’(
b, A i Event 2 &0 £ 0 _EA7.0> Time/Place/Way/Reason/Assumption & 1>
I SEERIRE~ vy BT END I E A TEY . S0z iuE, PSACS X
BESBECHRAISNTNDLEE I ZENTE D,

5. &G

PLb, WM s IR 2o A 3 2 5 E ORIFIHT EREA . BESHEE CIX Y4
RIFAEI 20 E T 5 DP 22> TWD &) | HaktlE & EWRD I A~ v FELE O]
ThbhrZLZnRL, TOBRREEUICH 2 5729121, DP-ellipsis & V5 #EaER 57
BrCiIAR+5CdH v, Jackendoff (1997, 2005)342"E9- 5 [ =¥ FIMEE ] 2 W
A BE—=T A AFHDRENTHD Z & aikm L TET,

FEINTHRELE LT, AR TR TE72, SHE TiX DP & ARIR S 2 Fegk 72 Bl E
HiEFENREDHL L WIHIBRBE TOARBEINDLIDONE VI WREH DD, S%ONF
TOEE LTz, ©

AL, BEIL(2021) K DHEIL(2022a, 2022b)% b LI KIBICINE L= b D TH D, £i=, AHF%RIT
B0 41842 (C)(24K03905) DRI & — 5 1T T\ b, AROBFEIEE L, fHEKIZIE
BEALSEEZ W0\, B L BT 72w, Eo. 7 —F o S0ERHIEEICE LT, Brien
Datzman K & Carey Benom I TR < ZH V7272 7o, b TEHH L EiF72vy, AR
DOAREIE, B2 FTHRELZOELTH D,

i
L. PSACS O#FFEIX, LA FOICHIR STV 5, subject-because 130 & FEEN DI SCOBFFEIC I &

FELTND

(1) a. (Just) because I object to his promotion doesn’t mean that I’'m vindictive.
(Quirk et al. (1985: 1106))
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b. Just because I am a grandfather doesn’t mean that I have to settle into my rocking chair
and wait to die.

2. (la)yd L 2 726k, BIQR00)TI TR EINTIEW b Do, Aintend 5 X5 e fla ik
Wo TIFWRW (7272 L, F—% 1% Emonds (1972)225 D5 ),

(i) a. When I saw John was at five o’clock.
b. Where I saw John was in Boston.
c.”Why John left was because he had a cold.
d.”How I came was by boat.

3 FRCIZHOWTIE, TR ET MY OFGENOT A RES N TE T,

(i) a. Comp account (Groos and Van Riemsdijk (1981), Grosu and Landman (1998),
among others)
[op pro [ce FR [rp ... [e] ]]]
b. Head account (Bresnan and Grimshaw (1978), Larson (1987, 1998), Bury and Neeleman
(1999), Citko (2002), Iatridou, Anagnostopoulou, and Izvorski (2001))
[or FR [cpe ... [e] ]

4. LEigiy 72 (figurative) @i A 12 B T, SCIEM((grammatical) T 5,

5. Carey Benom KOIEHICL D &, (5)DHIT mean ZRSFEEN VD LD THDINR, TOHA,
7 AV AIEREFEBTHESNTODREOLIIY, bLBT 7V HRT AV I ANOFEHE D FET
HED—FD LS ThD,

6. ZORUTEAL TiE, B RSk 0 EFEDSEEHERAVICEEE(topic) Il /e > TW D Z & & HERYLR T
IE720, &) FRITHIEZED TWD N, AW T2 bDET 5,

235 Xk
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Effects of Negative Evidence in Foreign Language Education:
Focus on the Acquisition of English Verbs by Japanese Learners

Mai KUMAGAMI
Advanced Medical Education Center, Nagasaki University

Abstract

The aim of this study is to rigorously investigate the effectiveness of
negative evidence in the context of explicit grammar instruction. This
research focuses on the acquisition of English verbs by native Japanese
speakers, examining the differential impacts of instruction with and
without negative evidence on verb categorization.

Participants were divided into two groups: one receiving instruction
incorporating negative evidence and the other receiving instruction
without it. One test was administered prior to the explicit grammar
instruction, followed by two post-instruction tests, and the results of the
two groups were compared. While no significant differences were
observed between tests or across verbs in the control group, the
experimental group demonstrated significant differences, thereby
providing empirical support for the effectiveness of negative evidence.

Keywords: WIRESCERRE, FERIR @G, JEReksEhaa, & ERERL.,
HE AL

[ZC®IZ
b5 FEE ﬁﬁnjﬁf T EWn S ERE [HERHL &S, 86 ORGEES
TiE, BEHFICEIDEVETIE, 2F ) BEFMAFA SN 2WNWZ ERHMLNTEY,



[ESEPNCS

il

mEEME 7 —mE] 13 5

T EBIEEERLE VD 2 L UEARR A BB T 5B O TVD, —F, K
ANDFEZSFEER T, FEHEORBVRAREICOITREIC LV | HEHLE & T
EABEFA ORI ORND Z L, —HOEHERB TIIBENS P EMAMICEHT D 2
EBH L ENTWS  (Hirakawa, 2013; f E - BLH, 2023; H4H, 2015),
AWFZETIE, AAGEZ BERE & 92 9555 %# 4 (Japanese learners of English: JLEs)
AR, B SRR DPRISUEREDO MR EMET D, FrICEERELO
AROMECER A Y T, DEMOAELEMEL T2 2 BEOEM 2 MW icfRiEs %
s 5, ZMEIZ, SEENE GRS E ST 2RI E | BEILAE 5 £ 2V iEE
2T DR DD, MR OSSR AL, £0EREKREET 5,
WHEILARE T, & SRS 2 PR SUERRE O BOARMFFE 3 B 2 5 B)
3 HH & MR 22 B AN DWW TR 2, RtV T AARGEREERE S 2R & LI FeAT
WA L, RIRRORE LIRS 5, TO%, RFROMEMLRELH®E L. BE
AT,

HEDEREEW
BEMMZEF A L ARG IEED I RIRET
FEE O SUEE BT 2 A1 2283 3 U, BRkr 72738 2R 958k 19
IRPSCIEFRE ] LIRS, ZOREBITFEED (Ro%) < (B 2 REL,
INHLOT e ARMY KIS Z & T, SUEAGBMNIC THTE L) L. &&EIC
THEME) b (FM,2017), ZOEGTeEx%2K 1IRT,

L BPRRFR RIS K H SR OEG 7T n kA

|
b=}

=414

"--1
[ mrams || o= W =8 ]»[ wects p( ami @8 |

S 1 B 2017, KAE&EM 2018

HA (2015) 1%, HAGEZREGE L 205557 8#% (JLEs) Zxf% L L7=wotick
W, BRESOERE LRV ST IER IR TH 2 EER (B w5, 4o
) O AZLLTO L HIZEE LTV

(1) a. HAIOWNERRESE DS HR72TH B
b. FEEMEWRDOENT L2 HIEH

c. AAGEE (BEER) (IR UL LS - MEN A ET S IHA



AEREEE BT 2 B ERELO 2 FAREE — A AGE RIS K 2 JGEEEEFICER L T—

d 4 FETICHDEA N T ah oA
(1341 2015, p.182)

S DR Z R OSGEHFICK LT, WIRISUGERRED IR TH D Z LR S
TN D,

BANHEE_SEERFICS T HRUMLERA

H N - BN OBLE G B M@ [E 5 TA M HEE ) [2oES
nn G2l 1996), ®io, TIExt#& @) (Perlmutter 1978) (29€ 9 &, H#EhFIX
[FEx#5Eh5 (unaccusative verb) | [3EREASEHGA (unergative verb) | (Z531F HAL 5
(£ D,

1. BhE oo

LB FA accept, hire, kick, hit, invite 72 &£

) | FExtkEENE | appear, arrive, disappear, happen, exist, stay, last, fall 72 &
BhEA | H BhE

FERERS BN | cough, sneeze, swim, walk, run, talk 72 &

H At 1 Il 5] open, break, change, close, increase 7¢ &

FERHSAGEIIC K D & FERBREN GO 581X, (2a, b)D X 5 ITMMBENF OLA & [FIER,
FLERES TR EICAR SN D, THICK LIESHRENF L, (2c)D X 5 I TEFENE
PEHMGE L U CHEEAR I NH%, EEMEICBET 5, (2d)iX HAGEOIEXHE B F
DEITH D,

(2) a. Elephants [vp kicked the ball] < @) 7] >

b. Elephants [vp swam] < FERERE EhER] >
c. Elephants, [ve appeared 7] < Ffx A& EhE] >
d. 03 [vet BiL72] < k& Eh R >
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(3) Elephants appeared. < (2c) D >
TP

/ \
p [+past] _— \

appear

(4) &n#Hiniz, <Qd)ofiE>

TP
DP/ \ T
A /\
RH VP T
_— \ [+past]
-
/ \
DP \%

Hn-

%ﬂﬁ@f;u ~OBENCIBV T HRGEM THEENZ2EWIZAR O

ZDEHIT
UL, FEEIZIE(SD, c)

IeNTed, REREOEREIC AR B R AT = B 720,
DX IRFEHANE L ?Fiiéﬂfb\é (Hirakawa 1995, Oshita 2000, Otaki 2018),



571‘%% ‘)'5 H/:EEEM@)‘}J%@HE ElZ'K unuﬁ% Eu%?ﬁﬂé/%&i“ﬂiﬁ LCT—

(5) a. John appeared at the restaurant.
b.*John was appeared suddenly. < T2 EE >
c.*John accepted last year. < HHJFEML % >

HADFFEEE T, #iﬂ%@ﬁﬁ%é\@%ﬁﬂ@%%ﬁ’ﬂﬁ@%ﬁﬁ%ib\%ﬁi?\ﬁ’\] i
PRIV, 2O, (I THEMSND & 912, FEEDOARRED JLEs (281
LMK EBEZLND,

FATHR - BERICEET SBARMSGEIEE D RIREL
)D& 5 R NCHE B L, BURSHERRE O R RMREE 21T 78 o 7o iolf D S ATHFSE
ZRRITT 5,

Kondo et al. (2020)i%, BI/RASTESRED B Bha - BB 22 R I8 3
ZRIETINERGEE LT, ZONFEOREIE. WIRISUERRE L IXR 2 585 (KRR
) IZTOVWTHZEDORAMIELIZAICH D, FHET AN FRHEZBIOHEE 9
W) T, FEUREENICB O T HBRAOBD BRIz, ZORENL | BEME
%%a@%n‘ﬂﬁiff?ﬁ’gfﬁ I EEICAED THD EEZHD, Kondo ef al. (2020)

I, DRARIEEER L LT [#Eoflrz 2 < SaE s oM &[RRI
ﬁ‘éaﬁﬁﬁﬂj EEIFTND

P b« B (2023)13, I (FRHER~10 #%) fFEPR/AREINLTND
WRESCEIREICOW T, TORBAZIREZMFELTZ, ZOF& TiE, Kondo et al.
(2020) O FHEEBEEEL . REREE] A2 AW KR A I Lz, BIET A b2 (FEE»
b 31 %) OfERE, FHRT A MBLOWEIET X b 1 (FFE)LG 5 %) Lzl
el A, AERETBEIN R, ZORENL, L L bEFESHEHICE
W TR SHERR B ORI P R R 5 2 L VRS Tz,

Kondo ef al. (2020). [ |- « B (2023) |25 0 . A EEHLE T L < O PR L
EIRREORGNENHER SN, L LIS O TIX, &EFLE &icieE &
FBE72 Lo AT ->TH Y, BEMLEZ & R WEEO RO/ IOV TIEE
TR DRRREDS R D BV D,

K (2022) X, SEREMA 0 & U2 BRASOERTE )Y B BhR O BRI KT %)
REMGELT-, ZORMETIE, ZMELZLLTO 3 BT BEMENE & s
AT TRE, WEHLZ & VRS A TR, S22 e VEE, FEXRENET O
H ®h5] C (ff] : The woman disappeared from her home) j?SJ:U“ﬂﬂ@J%ﬁX ({ﬂ :
*The clouds disappeared the moon.) % 7= SCIEMHIMERBEORE S, FESCSRAEIC
W TR EREIL A G ieteiE % 2 7“71%?0)52#375){1@0) 2 Ei%szlﬁloto Lol Ejbk
ECIE 3 BHRMICEIZA DN o7, TORRKNG, KHE (2022) 134 E LIS
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DRAOE ZRET LR REFFO LT T\ D, K (2022) (2

RIEHLO A HE DS K

AWFZETIE JLES? 2, M EREL)S G £ 2 BRI SUERR S 2% 1) 5 e (NEG:
BERLNE ENRVEE 2 521T 5 REE (POS: 13 44) 21

214) &,
O FNETHA 2 Fhi L7,

mm

EENIEE 2 —iatk] #1375

A

2. FEBRTIE
EBt (NEG) xtFREE (POS)
T r— K T r— bk
FRIT A R <1545 > HHIT A F<154>
v v

a3 BUC B9 S WI7RAYSC
RS (RERELS V)

a3 U B9 S WIRAYSC
RS (M EREL2 L)

<154y > <15%>
v v
v 1 BmE#% v
v v
| @y r<isn> | FhT A b <155 >
v v
v 6 EE#% v
v v

| BT kr<155> |

BEIET A N <1543 >

BAREISCETRR

AW CIE, R E - BE (2023) CTHEMH SR8 HEM & i

(NEG) & F e 8L L (POS) 0 2 FlkE 0 #okt % 1k L 7=,
FEERREICIT, FERMSENER & FERERS B O3 2 TR L 7= Bhi

R 7278 M (B - RS2 Bl

DI ZEFHNTHREZ{To 12,

BT oHBE T o0, — .
ﬁﬂké’z *%@jujifﬁhébuj iﬁ@ﬁﬁhﬁ@&iffj—b\

& DA,
ETIREROERIZOVTHEEL TV DR THERITAHERT
K€ (2022)BH P L TV 218D . AR Z O TRV ENRETH S,
AT, SRE 2R (3b, o) ~DIFEHRICON T HERIT D LERH D,

2o, 112

. M ERERLS Y

SYB DDA
SRR, FEXRH%E)
A DR ITAT T, IEXC



SHERE BT 2 A FEREBLO N FARGE — P ATEREFRRE A1 & 2 WFE BRI FISER LT —

YEEL  EBRRE (NEG) (X BHRECTHMA LIz A T4 N (k)

ERORA: EHEORE BRORA: ZFHEX~OEEHEZ

B HEEABE BRIEEIERhZ L

BEEADH:

- work ( {#i< ) , dance

ftaBhEE DI :
* kick( ~Z§HB) , hit ( ~&$TD) , scold ( ~% WD) , wipe( {%&)

( #8%) , sneeze (< L©#%F5) , happen

Point4: 32> THEHE & LTV LB
7 [

@TypeBBE BN FEBIIRELPER &

Br-aw

@8R/ LN T WA |

@8 4L T 2L %!

“Type BEBIFIE. FNIEMEALIFENET.

BE-B& - BETR K

SCEVERIWRREZ B U, fRERI%ICT A b &2 L7z, BMOREEHEN#HE S
AVTWDRRE - B (2023) (2S5, RO FIE - EBRCEZFEHL T0D, FEEBRIC
IE 2 DY 9 ¥4 QEGEIX A TX3 LHAT) THERESNZ, Z0H52H 544
FIIFELTH S AL, V: BEhE~O BRGEEN, T, TV s @ik, VI : i)
SO BHIRENYE) . &4 A4 71T 3 BiEAE i, EBRSUIAE 27 Xkb, X
BICT 4T =327 LEMA, 54 LaT o Z DR L, FAT - F% - BET 2 b
TR CEZE B DIRE TR LT 5,




TR R

]

mEEME 7 —mE] 13 5

F 2. FEBHRIL OxAT) °
1 |JExH& & BENGEISC | The engineer arrived on time.

I | FExHts & fEhEAISC | *Mary arrived John on time.

I | JEXIHE & 230 *The patient was arrived on time.

IV | JEREHE & BEDESC | The athlete talked at the elementary school.

V | FERets & fENFEISC | *The professor talked the students at the elementary school.

VI |FFERERE & B 3C *The Youtuber was talked at the elementary school.

VII |fh#hE] & HEESC | *The president accepted this year:

VIII | & fiBhEaSC | The CEO accepted interns this year

IX |fhEha & 23T Mary was accepted this year

SCEMRHEIEERE I, (6)(7) 1T Lo, TR LD HARGE TR SN, D%
WCHZBEDOER IV, BMEITILELE TELW (F2)] TBFLLELWY (+1) ]
(BEOLLRETESTWS (1) ] TfE-STWS (2)] O 4 BEETEMMT 5 X 9 HEx
=iz,

(6) Z A 7' 1 <FExH& & BBz L >
[IRTLSC] T8 TR O SR 8 - 72D T, AR ATHINE IR TH 5 9 L 9K
L CWE Lz,
[€%3C] The engineer arrived on time.

(7) # A 7 I <FExths & 8>
LRI Al—EIOBEZO R £ D —EE TP —FO TR §FHZ THIZ2 L TWE LT,
[528% L] The patient was arrived on time.

FRAEINIBINE DO/ 3 BT S, FAERBERNC, AR S WEm IR S
R TENETHMA L, 0%, ZINEITH O X—ATHME RS & LD
Ty ) ZEE L,

HER

EREOFERIZER 5 BLOE 6 ITRENTWA, N, M, SD i3, ZhZhaEkk.
EEE, EERAEERT, 3 2OT A MEROEREZKRFET 57201, [TA K (F
Al - Fi% - BIE) | x [EhE 2 A4 7" GExtHEEhG - FERERS BN - BhEH) | o ok E
ST % I LT,

SHRFECTIE T A B LI O#EGEZ A 7128 W T, ARREDRIZBEIN 2o 7

(72 R F(2,72)=0.19, p = 0.83 ; 874 A 71 F(2,36) = 1.33, p=0.28), 7=,
WK DA FAEF & HeRR S s ino 7= (F(4,72) = 0.88, p = 0.48),



SHEIFEBTIC 31T B VRO SR MAE — A AT RRIEEE 410 & 2 SR B R LC—

ZAUCH L, ERBETIET X FBLOEE X A 7O FICBWTHER BRI B
wIniz (7 AR F(2,120)=3.39,p<.05 ; @54 A 7 F(2, 60) =3.82, p < .05),
— 5 C. WEROZ AR SR h -7 (F(4,120)=1.37, p=0.25),

#5. “TRBOTRHEF (POS)

EUETEAE] N M SD

FEk) & B 5.46 1.61

HFHTT R b FEREHS Bhin] 5.31 1.55
fi Eh Al 6.31 1.25

FHEe s Byl 5.77 1.59

FHRT A b FERERS vl 13 5.07 1.66
fih Bl 6.15 1.41

Hex A B 6.15 2.19

BAET A b FEHERS By 5.46 1.56
W UED] 5.85 1.63

% 6. ~ERBODRHE (NEG)

EUE N M SD

Hx A B 4.71 0.90

FETT A b FEREHRS Bha] 5.24 1.41
il & ] 6.38 1.11

FEx s Ehel 5.95 2.06

BT A b FEREHE Bhin] 21 5.71 1.76
fi Eh A 6.24 1.84

FHEel s Byl 5.76 1.81

BIET A b FERERS vl 6.00 1.52
fih Bl 6.43 1.60

4 4. BYFA5YHE T & DR (POS)

* SEiits
7] A Spgi
= {5
p
e+ 1] -
5_
4— T
BT 2 b




TRIGRFESFERENIE Y o 7 —imt] %13 %

5. WFHE S L 0 sk (NEG)

7 > S
A et
= (53
6_
5_
EHFR b =7 R b BET R b

KIFE (2022) A3#iE L7z THERMLE & £ 72V MREN ESI L TOREE R L
7o) FER LT S0, @hE T S A 7 (B SC - B E3hESC - ZES0) Blo
AT &kl Lz,

RFREETIE, EXZE N TR a7 RN AT 2EmR R ons (X 6), %
fo. —OIEC (B AEEOZE) TH EFEA SR S, LK A TN
Lo TEAa7 N TFRT b0 bBEIN (B ASEZ2 AV fhEhgse, thBhE
Z Wiz BENEIS0),

—J5, ERETIE., 2ToHELITBNTRar N BRI sEHmnZRLE (K7,

6. BEsE 2 & D RS (POS)

3.00

2.50

2.00

1.50

1.00

0.50

0.00

emax ap@Ex “Epx [epEx An@Ex “EBy |enEx EREX 5%
UA UE

mPre mPost mDelay




PANESES BT D EEFHL OB FMRGE— H ARFE RS HEEEEIEAFICER LT

% 7. BE4E S L o A (NEG)

3.00

2.50

2.00

1.50

1.00

0.50

0.00

*, n o
ewEy anEy “sux enEx anEx Box | enEx BnEs )

UA UE T

mPre mPost mDelay

B

INETOHHRERICESE, RS0 B Th 2 RISOEFFEIZB T 5 5 ERE
WOHRIMEICHONTELET S,

HERLE B F 72 WS 2 5 ok IR CIIREGRH IR B EN Lo e o 7o —
FT, BEMNLE FORE L2 T ERFECIIAEENBIE I, ZO/REIT
TR SUETREIZ I T 2 B EFHLO A 2ME ] % 3R T 20RO TR D Fik 4 EAAF T
HHLDTH D,

BT, FHATT A IDOBET A NETORaTEALE XX A 72 LIl U4
R BB TS —EHOIELTHW A 27 2B LT 28mAR Aoz (K 6),
ZORERIZ, EXCORBEGEN RGN & T 5K (2022) OFEREITRRD

BEMMOHOIFE G IELEZE L FRY LT 2 ET—EDEE RO et 2R
2L CuW5,

BEASH I L OBbE ST LTc L 2 A, ERBETITFNT A M OHFEZT A M
JTEeTOIELITBNTRAa7 B ERATEmEZRLEZ (K 7), qu\m@y&
ATREIET A R TH A7 O ERZMR Leoloxk U, FExHEBhiE 032 B 3L D A
FET A NOFERMET LT\, ZORSEROFTIE LT, EREEOIEXHE BB 3
DHGED, MoOBEE LB LT &b EED o T RESER B X DD, AR+
SCRITIE, BIRIEEELLEON IR DECHEMOESITHIR SN b 720, HHf
Az i%%ﬂﬁ%ht%@@ EHIRNCITE R Lr o7z B2 b5,

FLEHLERE
ABFIEIE, WRAISOEREIZ BT 2 W ERHLO G Z MEEST 5 Z L 2 BN E L,
ﬁiﬁm@ﬁﬁ_ﬁkx 2 M OREZ I Lz, fiReE LT, SEELZ S0
B2 EREE TORMAICA B R ENBR S, PRI SUEREICEEREL &



TRIGRFESFERENIE Y o 7 —imt] %13 %

Mz 5 Z & THREHENM L3252 RSN, —FH T, MBEICBNTHE 0
FECIZx LB EREHL O D FFE N —E O R 2 RO Al HEME RN R S T,

ARFFE T, 2 BEMOZERZRGFET 52 L2 TR EMNE L), 5% O TIEX
B A TR AETEL, FFEOBRAICKT S TRo%) < [8fF) Z{eET 22050
RIRENEE LV FEIC O T A LERH 5, BRI, BB D
S OIS N D BBEFOREAZR L. SEE YA 7N (F] : IERHEEE) Th,
FRIZE D X 9 RFptE 2 Fr DB B W CTHRRE RN BHE CTH L0 E Mt Lo,

Fo, FEHEOBREIZLDBENROENIONTH I LRI RDLND,
Frlo, HRAEOBWFEEFEITIREDOEEE ~OBENENEZ X bNDT-0, 58
ThRDEAEDRNFEHE L B EENRH VD . HAEROLBNLETH D,

A TIEL, BERIE WU RISOERE R, FEFEOBRHZH S5 —&
DR ERT D ENRINT, —H T, FEOHGROBME - FHARET D701
I, DX RfEE (B WA, HiE) PDERLIFEHTHLOMNZHONWT, 6425
MR ETH D, 5%IF, EHTL2HECFEEFTOERER E2BE L, LM
IRRRERAT ) 2R TH B,

i

(1) FRLE - BE (2023) (X 3 2OT A MERDEZHKRT D20, TA L (F -
FEIE 1 - EIE 2) <@L GEXIAEENA - FERERSENEA - MhBhE) O ZoohlE Sy
WraedTo7lz, ZORER, R BICIAERENR (@FESHE - F(2, 18)=4.72,
p<01) DBEEI =), T A MTERBEINL R (T A K F(2, 18)=1.99,
p=0.15), F7-. RHEAERIIMHEE CEeh o7 (F(4,36)=0.19, p=0.94),

(2) FERIPIHIIRIC & 0 AT AE 2| 5 7 2 MIERET, 2 TOWRENAG LT
W R FEEERRERE (Beh) ORERZEZFIF LT, SMOEHKEE b LY %
E CEFR IZHE L7 2 A, A2 ThoT-, #RENEREZRS LT-X 1 I
TINRIe D70, FAERR TORHRENKMEIN TRV, 5%, B DE”
FEMOHRE 21T I BROFRE L LTzvy,

) HHEL 3 oOT A N (FAl - Fik - BIET A M) 22 TRTZBINEORHERO R
ORISR E LTnD T, 2REO NI ZEZNAE U,

@) BEL2HBEDOART A R T R AP X, HAGBTCIIHES Y & LTRE
END T, MGETDHEIEENTH D, ZORICOVTHIFETE R LT
W5, FEEIZBWT, 20X 52 AREFEOENWEMAIAT Z LT, #EZHOM
WEBo CHEA L, IENEMNREEEZTAELTCLE D LW ) AR & BT 5
PENHEESN D, ZOBED b, BRI SUEEEIC B WO TR ERHLOHR
NHETHD EF 2D,



PANESE BILE H/:EEEM@)‘}J%@HE HAGE unuﬁ% En@]%ﬂg/%&:ﬁza LT—

5) FMULEFAZMHT D Z LIk 250EOME (WBRENMECE T2 T\l S
A7 A R BF% - BIET A M OFERN M B2 aEM) ZHERT 5720, XD
IERAZHORT AR SGEIEE L 7 2 N CIXEZR 28 26 L7,

(6) FEFEAOBRBLIZ 6 D HI 2 s D 72D EBRSUIERAIZITEML L TV 720
BUICTDHERD D, ZO7n, EBRIUPERIMICERIZR S L9 7RIS % 5k
TLTHIRAR LT D,

(7) BB R ENTZHROFRA > MILTO=HTH D,

a. EKCHIET 5,
b. —ERE LZRE~NTR S 220,
cfﬂ@ﬁﬁiﬁwmu) (1 W20 FEE) 2 BLIHED D,

S35 3k
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Coursebook Analysis for a University Level English Communication

Course for Foreign Language Learners of English

Brien DATZMAN
Nagasaki University

Abstract
In this paper, the author presents an analysis of a Teaching English as a
Foreign Language textbook, Welcome to Kyushu, Japan based on
criteria set by John Macalister and [.S.P. Nation in Language
Curriculum Design (2020). Specifically, the coursebook was analyzed
in regards to its suitability for the author’s learning environment,
English communication classes for Japanese non-English majors in
their first year of university. Included in this analysis are the needs of
the author’s students, how the textbook aligns or doesn’t align with
core principles of language learning, the goals of the students, content
and sequencing, format and presentation, and monitoring and
assessment. A detailed analyis of these features revealed that while the
coursebook is both suitable and beneficial for teaching an English
communication course for Japanese non-English majors in their first
year of university, there may be a need for some additions and

supplemental material.

Keywords: TEFL, Textbook Analysis,

Introduction
The course book under review, Welcome to Kyushu, Japan, is being assessed for use
in an English communication course for first year non-English majors at a national
university in Kyushu, Japan. Students in this course will have had a minimum six
years of experience learning English, in junior high school and high school. The brief
mandate of the syllabus for this course is as follows: the educational targets are to

increase students' general English communication skills and to help them develop the
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skills necessary to manage real-world intercultural encounters.

Environmental Analysis
The five most important environmental constraints in this course are limited time, it
is easier for the students to communicate in their L1, learners may vary greatly in their

proficiency, a lack of motivation, and class size.

Limited time

The course is mandatory for all first-year non-English majors. The class meets once
a week for 90 minutes outside of the final exam period, this amounts to 15 classes for
a total of twenty-two and half hours. Outside of this class, students often have
anywhere from 12-15 other classes during the week which also meet for 90 minutes.
Students have relatively little time to spend on a course that, while required, is not
necessarily a core component of their chosen field of study. This necessitates a course
that has clear and achievable goals within a short time-frame, a predictable format and
presentation, a focus on the most relevant and useful content and/or linguistic features,
and the introduction of learning strategies that learners can take with them once the
course is finished.

Welcome to Kyushu, Japan (WTK) consists of 15 units, each of which can be
completed within a 90-minute time frame. For students, at the beginning of the book
they are asked to rate their confidence levels in their abilities to perform specific acts
in English, such as talking about Japanese souvenirs. This survey is repeated at the
end of the course and serves as one method of self-assessment. In Unit 1, they are also
asked to write 5 goals they have for the course and this is also reviewed at the end of
the course. For teachers, broad lesson goals are provided for each unit in the teacher’s
guide. For example, in Unit 5 the goal is to help students to develop skills to describe
places and attractions, offer their opinions, and make comparisons.

A key requirement for a course limited in time, is providing a predictable format
and presentation, while also maintaining learner interest. Each unit in WTK is
presented in identical fashion. This fixed-format provides for maximum teaching time,
as by the third or fourth class students will know what to expect when they enter the
classroom. Variance in the nature and topic of the tasks will likely help maintain
learner interest.

Another key requirement for a class short on time is a focus on the most relevant
and useful content and linguistic features. The tasks and language the students are
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required to work with in WTK are very practical. The tasks in the course book are an
attempt to replicate actual tasks that students may encounter outside of the classroom.

In regards to language learning strategies, although they are not presented
throughout the book, Unit 14 is entirely dedicated to discussing methods for learning a
language on your own. An argument could be made that it may be beneficial to
address language learning strategies at the beginning of the course and refer to them
throughout the course to stress their usefulness and to give students more
opportunities to learn about them and to put them into practice.

Easier for students to communicate in L1

The majority of students in this course are Japanese, and it is easier for them to
communicate in their L1. In addition, many students are less than confident in their
ability to speak English and they may be hesitant to speak in the target language with
what will be new acquaintances in their first year. A clear challenge for any course
book or materials is to provide a motivation for students to communicate in English
and/or to maximize the benefits of using their L1 in the classroom.

The seven-cycle task phase in the WTK units is designed to create a collaborative
environment that helps build learner confidence in using English for the specific tasks
in each unit. The units begin with a pre-task phase, where students are introduced to
potentially useful phrases and expressions. The task phase has a built-in planning
phase, where students work in groups and can discuss in English and/or use their L1
to assist each other in preparing to give an oral report in English. The listening and
language analysis phases present students with vocabulary, grammar, and expressions
they can use in the post-task phase. The similar nature of the tasks/activities in the pre-
task, task, and post-task phases can be seen as providing a path where students are

potentially more confident in their ability to use English by the time of the post-task.

Proficiency Variance

Students are placed in this course according to their major and their designated
class section within that major, neither of which takes into account English
proficiency levels. Although the majority of students have had a similar education in
English and are at a relatively similar proficiency level, it is often the case that there
are a few students in every class who are at a significantly higher or lower level than
the rest. This requires a coursebook or materials that promotes pair or group work so

that learners at either extreme have an opportunity to assist or learn from other
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students and that allows for learners to perform at various levels.

Pair and group work are embedded in the tasks of each unit of W7K and the nature
of many of the tasks allows for learners to participate and perform from a basic to an
advanced level. For example, in Unit 2 learners are asked to give advice to visitors
planning to come to Japan. A learner could give a simple command such as ‘bow’ or
provide a longer explanation such as, ‘In Japan we normally do not shake hands when

meeting someone new. It is more common to bow.’

Motivation

The course is for non-English majors, and it is often the case for many students that
the sole motivating factor for studying English in the past was to pass the university
entrance exam. Students in the course are likely to have a range of motivating factors,
from enjoying a non-major course with their friends to wanting to live abroad
someday. However, for the majority of students, the main motivating factor is
attaining a passing grade. Fostering motivation in the classroom requires a coursebook
that is engaging, relevant, and flexible.

Class Size

Class sizes for this course range from 35 to 50 students. Classrooms are big enough
to accommodate classes of this size, but they do not always allow for a lot movement
beyond switching seats with a classmate. Classes of this size may make it difficult for
teachers to monitor students on an individual level, and may make students less
willing to communicate in front of the whole class. A key requirement for this course
is a book that allows for group work.

Needs Analysis

Prior to providing a needs analysis of the learners in this course it is important to
note the following analysis is based on one teacher’s experience, and as such is highly
subjective and not methodical. A more objective and rigorous analysis for individual
classes involving questionnaires, interviews, and/or some form of assessment would
be more informative and beneficial, but it is beyond the scope of this paper
(Macalister and Nation, 2020).

Lacks: Does the coursebook address skills that students are lacking?

As mentioned above, learners in the course will have had a minimum of 6 years of
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experience learning English in the classroom. In most cases, while there would have
been some focus on communicative learning, much of that time would have been
spent preparing for entrance examinations, and would have involved an analytical
approach to learning the language, with a focus on accuracy and memorization.
Students are likely to have receptive knowledge of many of the most common
grammatical patterns and high frequency vocabulary items. Students are unlikely to
have had many experiences in which communicating in English was necessary. Thus,
what students are often lacking, is opportunity and an ability to use the patterns and
items they are familiar with, in a communicative setting, both spoken and written.

While WTK integrates the four main language skills to some degree, the primary
focus is on speaking and listening. The majority of the units are focused on
meaningful output through tasks and meaningful input through authentic dialogs. One
aspect where the coursebook is lacking is a focus on meaningful written output. In the
current digital age, an ability to read and write digitally, whether in email, chat forums,
or text messaging is a skill that should not be overlooked.

Necessities: Does the coursebook meet student needs?

Class sizes range from 35 to 50 students per class, and while it is impossible to
know the needs of each individual student in terms of proficiency and their individual
purpose for learning English, besides passing the class, some broad generalizations
can be made.

Many of the learners may never travel outside of Japan, and if they do, it may only
be for a short time, on vacation or short-term study abroad. For the majority, English
will only be necessary in their encounters with foreigners studying, visiting, or living
in Japan, and these experiences will likely involve talking about Japanese-related
topics. The focus of the tasks and language featured in W7K are an attempt to replicate,
to the extent possible, what these encounters might entail: giving advice, directions,
recommendations, and descriptions for Japan-related topics. The skills necessary to
accomplish talking about these topics are also transferable to non-Japanese contexts, if

they travel abroad.

Wants: Does the coursebook address what students want?

Again, it is impossible to know the wants of each individual student, but in this
teacher’s experience the primary want of the students in this course is an ability to
hold a conversation in English for travel, short-term study abroad, at-home encounters,



and/or impressing their friends. Generally, the learner wants match their needs.
However, there are also students who wish to increase their score on a standardized
test: [ELTS, TOEIC, or TOEFL. While the coursebook is not specifically designed to
help improve their scores on these tests, it could be argued that the emphasis on
meaningful spoken output could be beneficial for the spoken sections of the TOEFL
and IELTS, and the authentic listening dialogs in the coursebook certainly provide
good practice for the listening sections of all three tests.

Principles

The environmental and needs analysis point to a need for a course that focuses on
meaning-focused output, where learners have the opportunity to make effective use of
previous knowledge in situations that are relevant and interesting. One popular
method for achieving this is Task-Based Language Teaching.

Unlike many coursebooks that might advertise as being based on a TBLT approach,
but in reality are not (Macalister and Nation, 2020), the units in WTK clearly follow a
task-based approach. In the teacher’s guide the authors provide a link to a published
article which outlines the history and principles of TBLT and how they designed the
book to align with these principles (Cutrone and Beh, 2015).

Table 1. Seven Phases of the Task-Based Lessons in Welcome to Kyushu

Phase Description

Pre-task Objectives: introduce and get students excited about the topic, introduce vocabulary and expressions
Example: matching names of famous places in Japan with pictures

Task (core) | Objective: give students an opportunity to focus on and realize target meanings and to realize that
they need to develop additional strategies and language to be able to successfully complete the task
Example: Look at a menu and choose three dishes that you think a foreigner would have a hard time
understanding. Recommend them to David and Rebecca and explain what they are.

Task Objective: to promote closer attention to language form.

(planning) Example: In groups, students prepare for a brief oral report of what they discussed in the core task.

Task (report) | Objective: to shift the focus to accuracy, to help students begin to prepare for group presentations at
the end of the course.
Example: One or two students from each group give an oral report of what happened in the core task.

Listening I*" listening: without looking at the conversation, students listen for key points of the conversation.
27 [istening: students listen to a portion of the previous dialogue and perform more focused listening
activities such as filling in the blanks and underlining unfamiliar words/phrases

Language Objective: give learners a chance to formulate generalizations about the language they just heard or

Analysis read in the conversation.

Activities Examples: Fill in the blanks with ‘a/an’ or ‘the’, Insert words such as maybe, may, might, perhaps,
etc.. to rewrite true sentences below.

Post-task Objective: to give students another opportunity to accomplish a task similar to the core task and to
give students an opportunity to practice the target structures from the language analysis activities.
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Willis and Willis (2007: 13) provide six questions that help determine whether an
activity is task-like or not. All of the tasks in this coursebook meet these criteria. The
tasks are engaging, focused on meaning, they have an outcome, they are evaluated
based on outcome, completion is a priority, and they are related to real-world activities.

Other Principles

Many of the twenty principles outlined by Macalister and Nation (2020: 45) are
examined in other sections of this paper, but one that is not directly covered are the
four strands: ‘a roughly even balance of meaning focused input, language focused
learning, meaning focused output, and fluency activities’. Reviewing the seven
phases of the unit, it is clear that the coursebook meets the first three requirements of
this principle. Fluency, however is not directly addressed in the cycle. Simple
adaptations to some of the exercises could provide a solution to this issue. In the pre-
task where students are often asked to discuss a topic related to the unit theme, the
teacher could turn this into a 4/3/2/ fluency activity where learners give the same
answer to four different partners with a decreasing time limit at each turn.

Another principle that is not adequately addressed by the coursebook is spaced
repeated retrieval. This could easily be solved by having students repeat tasks they
have performed in past units again at the beginning or end of a class later in the
semester, with or without notes they had taken.

Goals
Goals for the course outlined in the syllabus are presented in the table below.

Table 2. Goals for English Communication I

Goal |Description

1 Develop English proficiency levels in the four skills of speaking, listening, reading, and
writing,

2 Increase awareness concerning some of the issues involved in cross-cultural encounters

3 Develop tools to be able to talk about and share aspects of their own culture with people
interested in Japan.

With regards to goal number 1, while WTK claims and does, to some extent,
integrate the four skills of speaking, listening, reading, and writing it clearly does not
give equal weight to all four. The majority of the coursebook is focused on speaking
and listening, while reading and writing are given minimal attention. This is one of the
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major drawbacks of the coursebook, reading is limited to the dialogs and brief
descriptions of places and events in some of the tasks. The only required writing are
short memos or notes and sentence level grammatical problems in the language
analysis sections.

Concerning goal number 2, the coursebook does offer numerous opportunities to
reflect on and discuss issues involved in cross-cultural encounters. In particular, the
listening dialogs present learners with different perspectives on how someone from
another culture might approach a given situation. However, it must be noted that other
cultures in this coursebook are limited to American, Australian, and British. This is
another major drawback of the book, the lack of diversity of the people and voices
presented in the coursebook. It is very likely that many of the future encounters with
English that students in the course may have will be with Chinese, Korean, and other
Asian speakers of English.

Regarding goal number 3, WTK clearly meets this criterion, as the coursebook was
specifically designed to develop student’s ability to talk about and share aspects of
Japanese culture.

Content
Topic Selection
The content of the coursebook does suit the age and proficiency level of the
learners. The topics presented are likely to interest young university students in Japan
and they are likely to be useful outside of the classroom.

Table 3. Topics in Welcome to Kyushu

Topics in WTK

= Travel advice

= Room and board

= Finding your way around a Japanese city
= Sightseeing in Japan

= Popular destinations in Kyushu
= Arranging a day out

=  Trying new foods

= Choosing the right hotel

= Festivals

= Leisure activities

= Buying Souvenirs

= Learning a new language
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One potential issue is a mismatch between student and/or administrative
expectations of a university level course and the conversational nature of the
coursebook. Some students and administrators may expect the topics and tasks to be
more academically oriented. This can be challenged in two ways. First, in each unit,
some students are expected to give an oral report on the outcomes of the task, and this
can be considered public speaking practice. Second, at the end of the coursebook
students are expected to give a PowerPoint presentation, which can be seen as
providing students with both public speaking and presentation skills practice. It could
also be argued that many of the skills required to complete the tasks in the book are
transferable to academic situations: comparing and contrasting, justifying opinions,
describing events, and formulating plans, among others.

Target Language

The coursebook is aimed at learners at the high-beginner to mid-intermediate level,
equivalent to A2 and B1 in the CEFR. Learners in the course are typically at these
levels. The coursebook does not present learners with low-frequency vocabulary items
or difficult grammatical patterns. The book focuses on conversational English, and the
learners are likely to have met most of the grammatical patterns found in the
coursebook. The aim is to help learners move from an ability to understand these
words and patterns to an ability to use them.

Table 4. Target Language in Welcome to Kyushu

Unit | Target Language

= Greeting Language: Introductions

* Giving Advice, Recommending, and Explaining

= Conditionals and Contrastive Conjunctions

= Prepositions of location and Imperatives

Articles, Comparatives, and Superlatives

= Tag questions and Answers

=  Speech-giving Strategies (non-linguistic skills)

= Suggesting, Accepting, and Declining

O([0[([QA[N ||~ |[W|N|—
[]

= Entertaining Guests and Describing Food

10 = Stating Preferences, Comparing, and Explaining

11 = Wh-questions

12 = Expansion techniques: Response + Opinion, Fact, or Question

13 »  Gerunds and infinitives

14 = Adverbs and Future Structures

15 = QGreeting Language: Saying Goodbye and Talking about the Future
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Sequencing

While the nature of the tasks does not vary greatly, the amount of information that
learners are required to process, or the amount of input, does increase as the unit’s
progress. In other words, the tasks are presented from easier to more difficult, a
method of progression suggested by Ellis (2003). For example, in Unit 2 the task is
simply to provide advice for a foreign student visiting Japan for the first time.
Learners are presented with two boxes in which they are to write things the visitor
should and should not do before reporting to the class the do’s and don’ts that their
group decided are most important. Representative of later units, the task in Unit 10
requires learners to first process a large amount of detail concerning four different
hotels, including location, room types, room sizes, price ranges, and amenities, before
recommending and justifying the recommendation to a foreign visitor. This type of
task, while still familiar, represents an increase in complexity, as the learners first have

to process all of the given information before making a decision and recommendation.

Techniques

One of the major strengths of the coursebook are the authentic dialogs. The
listening extracts in the book were recorded natural conversations of speakers of
English performing the same task the learners are required to carry out. As described
in the teacher’s guide, the speakers were not given a script to follow and were not
given any prior knowledge of the task they were to carry out. From these recordings
the authors were able to develop natural models of English, from which the language
analysis activities were created. The conversations were transcribed and presented in
their original form allowing learners to experience and read spontaneous
conversations, including incomplete utterances, fragmented sentences, isolated words
and expressions, and overlapping speakers. While these recordings are likely to
present a significant challenge to the learners, it is good preparation for what they are
likely to experience outside of the classroom.

As discussed throughout this paper, the coursebook utilizes a task-based approach.
There is a strong focus on meaningful communication where students are required to
complete a task that is likely to be relevant and interesting. Task completion requires
students to work in pairs and groups, which is likely to make them more enjoyable for
the learners.

Another strength of the coursebook is the local nature of the content. The book is
filled with information about Japanese festivals, souvenirs, hotels, towns/cities, and
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customs, all information that is likely to be familiar to the students, but not necessarily
on how to discuss them in English.

Monitoring and Assessment

The coursebook offers three options for achievement assessment. First is the mid-
course project which can take place either mid-course or at the end of the course. In
this project, students are required to give a presentation on a city or town in Japan.
This project is aligned with the overall approach of the textbook, and will give the
teacher a clear idea of the student’s abilities to speak publicly, to use the language
presented in the book, and to discuss ideas presented in the book. A rubric is also
included for marking and for student feedback. The second and third options are end
of course written and/or oral tests. The first option is based on a task-based syllabus
and asks students to answer 10 hypothetical questions based on the units in the
coursebook either orally or in written form. The authors provide a rubric with detailed
bands and descriptors for marking this exam. The third option is a more traditional
exam, with an emphasis on assessing student mastery of the target structures and
language analysis activities used in the coursebook. Thus, the teacher’s book provide a
range of options for a teacher to choose from, based on their preference or teaching
situation.

In regard to monitoring learning while the course is ongoing, classroom observation
should be manageable and beneficial for the teacher and students. While students are
working on tasks in groups, teachers can monitor and engage with learners to assess
their progress and understanding and when students are required to report to the class
in the task phase, teachers will have opportunity to assess student progress.

Recommendations

It is clear to this teacher that this coursebook is suitable for this course. The
coursebook will help address environmental constraints, is aligned with the goals and
needs of the teacher and students, and is based on well-researched second language
acquisition principles, in the form of TBLT. It is, however, rare that a coursebook
perfectly aligns with a given syllabus, and this coursebook is no exception. It is
recommended that this coursebook be supplemented with reading and writing material
and assignments, whether mandatory or optional, that there be some additional and
explicit focus on language learning strategies, that attention be given to spaced
repeated retrieval of both content and vocabulary, and that, where possible, material
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be presented to the learners with a more culturally diverse perspective on the themes
found in the book.
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World Values Survey Research Projects and Hofstede Cultural
Dimensions Questionnaire Activity: Developing a Curriculum for

the Humanities Module Course

William COLLINS
Nagasaki University

Abstract
This article will report on the author's development and implementation
of a curriculum as part of the Cross-Culture elective course taught in
Nagasaki University's Center for Language Studies in the spring of
2021. The module evolved to include the following goals: (1)
encourage students to reflect on their preconceptions about their own
and foreign cultures, and to test them with data obtained from the
World Values Survey (WSV); (2) give students a theoretical framework
for comparing cultures through Geert Hofstede's Cultural Dimensions
and to connect the dimensions to their own personal values through a

questionnaire.

Keywords: World Values Survey, Hofstede Cultural Dimensions,
cross-cultural comparison, questionnaire

World Values Survey

The World Values Survey (WVS) is an international research initiative that
investigates people's values and beliefs, how they evolve over time, and the social and
political effects they produce. Since 1981, a global network of social scientists has
carried out national surveys in nearly 100 countries as part of the WVS. The survey
examines a range of issues that reflect divergent cultural values including support for
democracy, attitudes toward foreigners and ethnic minorities, views on gender equality,
the role of religion, the effects of globalization, attitudes towards the environment,
work, family and politics. Inglehart and Welzel (2013) have identified two broad areas

of cross-cultural divergence, Traditional values versus secular-rational values and
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Survival values versus self-expression values. The pedagogical value of raising
students’ awareness of the existence and findings of the WSV lies in the stated casting
of the course as “Understanding Foreign Cultures”. The specific goals of the activities
outlined are to raise such awareness and also to encourage students to ground their
perceptions of cultural differences in actual data.

Comparative Culture Activity #1: WVS Research Project and Presentation

The first activity discussed involves introducing students to sets of survey questions
grouped around common topics that enable the students to reflect on common and
divergent values across countries from Asia, Europe and North America. Figure 1

shows a sampling of the topics and related survey questions:

Figure 1: World Values Survey Topics & Questions

Values to Teach Children

Important child qualities:
Important child qualities:
Important child qualities:
Important child qualities:
Important child qualities:
Important child qualities:
Important child qualities:
Important child qualities:
Important child qualities:
Important child qualities:
Important child qualities:

Good manners

independence

Hard work

feeling of responsibility
imagination

tolerance and respect for other people
thrift saving money and things
determination, perseverance
religious faith

unselfishness

obedience

Gender, Elderly, Immigrants

Jobs scarce: Men should have more right to a job than women
Jobs scarce: older people should be forced to retire
Jobs scarce: Employers should give priority to (nation) people than immigrants

Work and Jobs

Work compared with Leisure
First choice, if looking for a job
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Second choice if looking for a job

Important in a job: good pay

Important in a job: not too much pressure
Important in a job: good job security

Important in a job: a respected job

Important in a job: good hours

Important in a job: an opportunity to use initiative
Important in a job: generous holidays

Job: A job in which you feel you can achieve something
Important in a job: a responsible job

Important in a job: a job that is interesting

Family and Children, Men and Women

Ideal number of children *

Child needs a home with father and mother

A woman has to have children to be fulfilled
Marriage is an out-dated institution

Enjoy sexual freedom

Woman as a single parent

If only one child allowed: boy or girl

Being a housewife just as fulfilling

Husband and wife should both contribute to income
Men make better political leaders than women do
Problem if women have more income than husband
University is more important for a boy than for a girl

* Note: 0 children was indicated as possible answer in the survey.

Step 1: Select Issue, Choose Survey Results for Power Point.

Students form 3-4-member groups and divide the issues so that when they present

their findings the following week, each student will present survey results for a

different issue. For homework, students are instructed to visit the WVS website and

choose at least three survey questions related to their topic, and examine the results for

three countries, including Japan, one more Asian country and one more country from

either North America, Europe or the Middle East. This requirement is designed to

ensure that students discover value differences and commonalities in a data-driven

way, simultaneously asking themselves the same survey questions. Figure 2 shows a

sampling of the students’ survey findings.



V3i/.- How oTten discusses political matters with trnends e
i | cnina Japan sl o
Frequently 12.6% | 14.9% 5.8% 15.0%
Occasionally 53.7% 54.3% 48.6% 56.5%
Never 31.9%! 28.4% 44.1% 27.0%
| Don't know 1.8% 2.3% 1.5% 1.5%

-

W132_.- New and old ideas ) i .
BHWEIZEHESTFDSNEH.,. FFLLFZ
ZHR ) A D EH

TERTAL Japan |South Korea ghited
Old ideas 8.4% 9.7% T.8% 8.1%
2 6.6% 7.6% 6.1% 6.3%
3 10.5% 12.1% 10.6% 9.3%
<3 9.9% 10.9% 9.0% 10.0%
5 29.6% 30.6% 31.0% 27.8%
[+ 12.6% 8.8% 13.5% 14.3%
7 6.3% 1.8%%0 6.3% D.4%
8 4. 8% 1.9% 6.6% 5.4%
9 2.5% 0.5% 3.6% 2.9%
MNew ideas 3.3% 1.0%%6 5.1% 3.3%
? Don’t know 5.5% 15.1% 0.3% 3.1%

Q45.- Future changes: Greater respect for authority

Cross by [-- Change -- ~ |

Display | Show Column % (all responses) ~ |

1ISO 3166-1 numeric country code

TOTAL United
France Japan States
Sa—-.]
Good thi 50.7% 1.8% 58.5%
Dg:'t m::g 22.3% ggv%/
Bad thing 25.3% 5.7% 80.6% 10.7%
Don’t know 1.0% 3.0% - 0.1%
No answer 0.6% 0.4% 0.8% 0.7%
3 (N) (5.,829) (1.880) (1.353) (2,596)
Q29.- Men make better political leaders than women do - a 5 9
ISO 3166-1 numeric country code
TOTAL i
Japan Sweden ggttig
Agree strongly 2.6% 2.2% 1.0% 3.5%
Agree 12.8% 20.3% 4.2% 12.9%
Disagree 42.0% 41.5% 22.0% 51.6%
Strongly disagree 36.0% 12.9% 71.7% 31.5%
4 Don't know 6.1% 22.2% 0.9% 0.1%
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Q38.- It is children duty to take care of ill parent * = X 2
TaraL China France Japan Egypt gg}:g
Agree strongly 36.6% 61.2% 31.0% 3.0% 81.5% 8.7%
Agree 31.8% 36.6% 41.7% 22.5% 16.3% 31.1%
Neither agree nor disagree 18.9% 0.8% 14.4% 44.6% 1.7% 37.9%
Disagree 8.8% 1.1% 8.3% 17.7% 0.3% 17.3%
Disagree strongly 2.5% 0.0% 4.1% 5.0% 0.1% 4.2%
5 Don't know 1.0% - 0.4% 6.8% 0.1% -
Q165.- Believe in: God = X 9
ISO 3166-1 numeric country code
Lo China Japan Jordan ggi‘:g
Yes 53.1% 16.9% 39.2% 99.5% 81.2%
No 41.6% 82.6% 32.4% 0.3% 17.6%
6 Don't know 4.6% 0.1% 27.8% 0.2% -

Step 2: Reflect, Comment, Question

Students are encouraged to reflect on how the results align with or run counter to

their preconceptions about the countries they selected by responding to teacher

questions and by generating their own questions about the survey results. TQ1 = What

do the survey results suggest to you about the country’s values? TQ2 = How do they

compare to Japan’s values? TQ3 = How did the survey results confirm or differ from

your image of that country? Student questions could be about the survey question

itself or the results. Figure 3 shows the student responses and questions corresponding

to each of the results shown in Figure 2. Student responses were given in English and

Japanese, with Japanese responses translated by the author.

Figure 3: Student Responses and Questions

SQ | TQ1 Responses TQ2 Responses TQ3 Responses Questions

1 |I think China and the |Japan has a higher Confirms my image of |Do U.S. and China
U.S. people are active |percent that never the U.S. and Japan. people trust their
in politics. discuss politics and a | Most of my friends government?

lower percent that don’t follow politics.

frequently discuss. But I didn’t know
Chinese discussed
politics so much.

2 | U.S. and South Korea |Japan has higher than |Confirms my image of | What kind of new
have similar percent | the average for old Japan as protecting ideas? I guess gay
for old ideas responses | ideas and lowest for traditional ways. and transgender
(1,2) and new ideas new ideas. Surprised that South  |rights.
responses (9, 10) Korea favors new
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ideas even more than
U.S.

France and the U.S.
want to increase
respect for authority.

Japan only 1% think
it’s a good thing and
81% think bad thing.

Confirms. People in
Japan think everyone
should be equal.

Is high crime the
reason French and
U.S. people want to
increase respect for

authority?
Sweden has a very Japan’s disagree num- | Confirms. Japan has When will Japan
high percent who bers are lower and “male chauvinism” . and U.S. have

strongly disagree that |agree numbers are women leader?
men make better higher.
leaders.
China and especially | Surprised Japan is In Egypt the What happens in
Egypt believe children | almost same as U.S. percentage who Egypt and China to
should take care of because in the U.S. believe so is by far the |childless old
parents. Japan and individualism is highest. I guess in people?
U.S. much less. strong-er than Japan.. |Egypt extended

families are strong.
Most U.S. and Jordan |In Japan, belief in God | Confirms. I think the |In Jordan do they

people are believe in
God, but in China
very few believe.

is not as low as China
but lower than U.S.
and Jordan.

Communist Party in
China doesn’t believe
God.

teach religion in
school?

Comparative Culture Activity #2 : Hofstede Cultural Dimensions Questionnaire

To prepare students for the second activity, the teacher introduces the four of the six
cultural dimensions developed by Swiss Social Psychologist Geert Hofstede while
conducting personnel and management training research at IBM. The dimensions
include: power distance index measures how much unequal distributions of power
within a society are accepted, and whether the society is strongly hierarchical, or
whether it strives for equality. Individualism vs. collectivism index measures how
strongly people are integrated into groups, with individualistic societies emphasizing
individual freedom and limiting ties primarily to immediate family while collectivist
societies are characterized by tightly knit groups, such as extended families, where
loyalty and mutual support are prioritized: Uncertainty avoidance index The
uncertainty avoidance index measures a society's tolerance for ambiguity, with high
scores indicating strict rules and a belief in absolute truth, while low scores reflect
greater acceptance of uncertainty and fewer regulations. Masculinity vs. Femininity

index contrasts masculinity, which values achievement, assertiveness, and material
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success, with femininity, which emphasizes cooperation, modesty, and quality of life,
where women in masculine societies are more assertive and competitive, while in

feminine societies, both men and women share values of modesty and care.

Questionnaire:

As a way for students to personalize the cultural dimensions, they were given a
questionnaire with forty opinion questions and hypothetical situations. They were
asked to give a numerical response to each one, 4 = strongly agree, 3 = somewhat
agree, 2 = somewhat disagree, 1 = strongly disagree. The questionnaire was retrieved
by the author from (Stull, Von Till, 1995) and the order of the questions was
randomized when given to students. The questions, were accompanied by Japanese
translations Once students had completed the questionnaire, they were given thee
questions grouped according to which cultural dimension they were designed to

measure, as shown in Figure 4.

Figure 4: Stull & Von Till’s Cultural Dimensions Questionnaire

Individualism/Collectivism
Questionnaire items 5, 13, 21, 25, and 33 were designed to measure
individualism. "Individualists' would agree; "collectivists' would disagree.

5. If an individual thinks of a different way to perform a task, that person should be
encouraged to do it that way.

13. It is important that people have lots of free time to pursue heir own interests.

21. When children become 21 years of age, they should be encouraged to move away
from home.

25. It is important that I receive individual recognition at work.

33. When I work on group projects, it is important for me to be the leader.

Items 1, 9, 17, 29, and 37 were designed to measure collectivism. " Collectivists"
would agree; "individualists" would disagree.

1. It is important that people conform to company norms in order to reach company
goals.

9. I would always cooperate to keep group harmony

17. Parents have the right to choose the spouse for their children.

29. If I were given a large sum of money, | would share it equally with members of my
family.
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37. When working on a project, I would rather work as a group member than as an
individual.

Uncertainty Avoidance

Items 2, 10, 18, 30, and 38 were designed to measure one's tendency to
avoid uncertainty. "Low-risk-takers" would agree; "risk-takers' would
disagree.

2. It is important to me to plan for the future very carefully 10. Company rules are
always to be followed.

18. A manager must be an expert in the field in which he or she manages.

30. Managers and bosses should be selected on the basis of seniority.

38. Employees should remain with one employer for life.

Items 6, 14, 22, 26, and 34 were designed to measure one's tendency to
take risks. ""Risk-takers" would agree; "Low-risk-takers' would disagree.
6. I enjoy taking risks.

14. Organizational conflict is healthy.

22. 1 can achieve anything I set out to achieve.

26. Change in my life is important to me.

34. It is important to be flexible during negotiations.

Power Distance

Items 3, 15, 23, 27, and 31 were designed to measure one's tendency to
maintain power distance. People who maximize power distance would agree;
those who don't would disagree.

3. The eldest male should be the head of the household.

15. Employees should not talk to their bosses about personal matters.
23. Power and wealth are evil.

27. It is important for managers to make all decisions.

31. It is important that bosses closely supervise their employees.

Items 7, 11, :19, 35, and 39 were designed to measure one's tendency to
minimize power distance. Those who minimize power distance would agree;
Those who don't would disagree.

7. Employees should participate in company decision-making.
11. It is all right for employees to disagree openly with their bosses.
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19. It is all right for employees to call their bosses by their fist names.
35. It is important for me to be able to work independently.
39. I like to trust and to cooperate with other people.

Masculinity/Femininity

Items 4, 16, 20, 24, and 36 were designed to measure the masculine
perspective. Those with a masculine perspective would agree; those with a
feminine perspective would disagree.

4. It is very important for me to receive recognition for my work.

16. It is more important to me to be paid well than to have a close relationship with my
boss.

20. It is important for me to keep my work life separate from my private life.

24. The most important things to my career are a good salary and a job that [ do well and
like.

36. People must learn to make their own way in this world.

Items 8, 12, 28, 32, and 40 were designed to measure the feminine
perspective. Someone with a feminine perspective would agree; someone
with a masculine perspective would disagree.

8. My job is only one of many parts of my life.

12. would rather work for a small company than a big one.

28. It is important to shake hands before all business interactions.
32. It is important to finish one interaction before rushing off to
another.

40. People will achieve organizational goals without being pushed

Finally, students were instructed to insert their scores for each section’s ten questions
(five representing each end of the spectrum) into an excel file and calculate the
average score. The aim was to enable students to measure their own score for each of

the four dimensions.

Conclusion
This article presented a set of learning activities developed by the author for
students taking the Cross-Cultural module course offered in the Center for Foreign

Language Studies in Spring 2021. The outcomes of the first activity, World Values
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Survey Research Project and Presentation were presented in a representative sampling
of student-generated questions and student responses to teacher-designed questions.
The results suggested that students had been able to visit the World Values Survey
website, obtain survey question data for three to four countries from different parts of
the world, make inferences from the data concerning the values of each country, and
draw comparisons and contrasts between the values of the respective countries. In the
second activity, students were introduced to Hofstede’s Cultural Dimension and were
able to complete a questionnaire and a reflective review of the results grouped
according to each of the four dimensions.
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Communities of Practice, Beliefs, and Identity:
Self-Reflection for Teacher Growth

Brien DATZMAN
Nagasaki University

Abstract
In this paper, the author presents an analysis of their own teaching
history, supplied in the appendix, and how and why they have evolved
to become the teacher they are today. The teacher’s history is examined
through three frameworks: communities of practice, beliefs, and
identity. Each framework is defined in relation to the profession of
teaching and used to examine the teacher’s practice at different points
in their career, and thus revealing their influence and impact on the

evolution of the teacher.

Keywords: communities of practice, identity, beliefs

Introduction

This paper is a brief critical commentary on my own personal teaching history. The
teaching history covers eighteen years and the analysis is surface level at best. It is
hoped that the following commentary will serve as a beginning for a future deeper and
more detailed exploration of what the consequences of the key events in this history
entailed. After writing my teaching history (See Appendix), three themes emerged;
communities of practice, beliefs, and identity. Upon examining these three themes it is
clear that they are not mutually exclusive, that they are in fact interacting with one
another in a complex and dynamic fashion, consistently emerging and reemerging,

and that they continue and will continue to reveal themselves to the author.

Communities of Practice
Communities of practice is a term coined by Lave and Wenger (1991) and is

defined as ‘groups of people who share a concern or passion for something they do
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and learn how to do it better as they interact regularly’ (Wenger, 2015). They are
characterized by a clearly identified domain, which is defined by a shared interest, the
community, in which members interact and learn together, and a practice, in which all
members are shared practitioners (Wenger, 2015). In the teaching history written for
this paper, there are a minimum of nine communities that have directly affected my
own attitudes, beliefs, knowledge, identity, practices, and skills as a teacher.

By Lortie’s (1975) estimation, the average student has spent at least 13,000 hours in
contact with teachers by the time they have graduated high school. Kennedy (1990)
notes that what learners internalize from these experiences is especially difficult to
leave behind when becoming a teacher. Bailey, Bergthold, Braunstein, Fleischman,
Holbrook, Tuman, Waissbluth, and Zambo (2002) argue that an integral part of teacher
education should be raising awareness of these internalized experiences. In their study,
language teachers in training documented and analyzed their own language learning
histories and discovered that the teachers who had the largest impact on their own
ideas of a good teacher focused on maintaining motivation, emphasizing expectations,
creating reciprocal respect, modeling appropriate behavior, and creating a positive
atmosphere. In my own experience as a novice teacher, my primary focus was on
creating a positive and fun atmosphere. It is highly likely that this is due to the fact
that the teachers I learned the most from and the classes I enjoyed the most in high
school and university did just this.

As an ALT, I belonged to three relevant communities of practice; the high school 1
taught at, the fellow ALTs I associated with, and my private Japanese tutors. In the
high school I taught at and in my private Japanese lessons, the predominant
instructional method was of a transmission model, based on a grammar-translation
method. Many of my early attempts at lesson planning and instruction were modeled
on these experiences, as I had no prior language learning experience from which to
draw from. Within my ALT community, terms such as communicative language
teaching were often used, and while the teachers I worked with and I both discussed
and aimed to use communicative language teaching methods, we had no experience or
knowledge of how to implement it. Nor were we strongly pushed to adopt associated
practices, as it was a technical high school and English was not a high priority.

In a community of practice, human mediation is at the heart of the experience.
Rogoff (1995) characterizes three forms of human mediation; apprenticeship, guided
participation, and appropriation. Enrolling in a TESOL MA program and later a

doctoral program along with working at the university level gave me a new
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understanding of second language acquisition theory and research and of different
teaching methods. Through mediation with colleagues, students, and classmates, it is
during this tenure that I began moving from apprenticeship to guided participation,
and finally to an appropriation and understanding of different teaching methods and
instructional practices, such as task-based language teaching, project-based learning,

and text-driven approaches.

Beliefs

Teacher beliefs are subjective and personal and serve as filters for interpreting
experience, frames for addressing problems, and guides for actions that one takes
(Levin, 2015). Exposing and understanding these beliefs is a challenging, but
necessary process for a teacher to make meaningful and lasting change in their
practice (Fives, Lacatena, & Gerard, 2015). These beliefs inform and are informed by
practice, may be implicit or explicit, and may vary based on their type and function
(Buehl & Beck, 2015). What follows is a brief overview of the influences on and the
evolution of my beliefs as a teacher.

Beliefs are influenced by social, cultural, political, and historical contexts (Levin,
2015). In 2003, when I began on the JET program, the Japanese government, as a
result of the predominant view in English language teaching theory and practice
around the world, was in the beginning stages of promoting curriculum reform in
English language teaching, with a move towards communicative language teaching
(Nishino, 2012). In Japan, these methods were in direct conflict with the predominant
method of language teaching, the grammar translation method. Many teachers found it
difficult to reconcile these new prescribed methods with their own beliefs and
practices (Nishino, 2012).

Beliefs are also a result of formal education, formal bodies of knowledge,
observational learning, collaboration, personal experiences, and self-reflection (Buehl
and Fives, 2009). In a given teaching context, they may serve to support or hinder
practice (Fives, Lacatena, & Gerard, 2015). My first teaching position was at a
technical high school, which placed a low priority on English language education. The
teachers I assisted at the school were generally older, over the age of 50, and were not
particularly interested in learning and appropriating new methods. In my own
language studies with a Japanese tutor, I was focused on memorization and repetition,
and I was picking up the language rather quickly. Rather than attributing this increase

in proficiency to my active social life in my new home country, I mainly saw it as a
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result of the many hours I put into memorizing and repeating the homework my tutor
had given me. Hence, at this time, my beliefs about successful language teaching and
learning revolved around memorizing vocabulary and repetition, and this was often
reflected in my teaching practices. Students in my classes were expected to listen,
repeat, and reuse the language I presented them with, and this was based on my own
observations, collaborations, experiences, and self-reflection.

At the time I began working at the university level and learning from and
collaborating with teachers who had formal backgrounds in language and teacher
education, I also began my formal education as an English language teacher on an MA
program. What I was learning from my colleagues, classmates, and teachers was at
odds with my practices in the classroom, and in my first semester of classes I quickly
realized I needed to make a change. The students in my university classes were not
responding to my instructional methods.

As a result, in the next semester, [ began to experiment with materials and tasks that
were student-centered, at times student generated, and more relevant to their lives.
Over time, these practices resulted in new beliefs about language teaching and
learning; that classes should be student-centered to the furthest extent possible, that
students are much more capable than I originally thought they were, and that
successful language learning and teaching is often strongly associated with making
personal and emotional ties to the content and language being learned. The students
were more engaged, motivated, and there was evidence that they were beginning to
achieve some of the objectives I had set for them. My formal education, my
expanding formal bodies of knowledge, my observations and personal experiences,
and collaboration with colleagues, classmates, and students, led to a more clearly
defined and more informed set of principles and beliefs about language teaching and

learning.

Identity

Language teacher identities are how individuals position themselves and are
positioned by others as teachers in relation to the different aspects of teaching in their
lives (Block, 2017). These identities are the result of the intersection of various factors
related to an individual’s personal biography and the socio-educational context(s) of
their workplace. The socio-educational context factors that have an influence on
identity may include workplace conditions, the curriculum, program policies, the
contemporary ideologies of good language education, teacher qualifications, cultural
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differences, the demographics of the school, expectations, and access to resources
(Duff, 2017; Miller, 2009). A language teacher identity is not fixed; it is relational,
negotiated, constructed, enacted, transforming, and in a constant state of transition
(Miller, 2009). It is with these conceptions of identity in mind that I explored my own
identity as a teacher.

Personal biography in relation to identity refers to gender, sexuality, race, language
proficiency, expertise, age, physical stature, personal history and experience, and
personality (Duff, 2017; Duff and Uchida, 1997), each of which may have
consequences, either positive or negative, in terms of economic, cultural, and social
capital (Block, 2017). I am a 6’2 white American male college graduate with blue
eyes and blonde hair and a native speaker of English who was born and raised in a
middle-class family. In addition to those personal characteristics, I saw myself as an
adventurous, humorous, and somewhat charismatic individual in my youth. It can
safely be said most would consider that description to be among the privileged and
that these are the parts of my identity that most likely landed me a position in the JET
program. | entered Japan as a monolingual expatriate without a formal education in
teaching or any aspiration to pursue teaching as a full-time career. Like many of the
young, white foreign teachers in Duff and Uchida’s study (1997), the primary reason
why I was brought to Japan on the JET program was to converse with students and
teach them about American culture in a lighthearted matter, and upon my arrival in
Japan this was sufficient, it was who I was, who the students and my fellow teachers
saw me as, and who I was ready to be.

The socio-educational context factors that have an influence on identity may
include workplace conditions, the curriculum, program policies, the contemporary
ideologies of good language education, teacher qualifications, cultural differences, the
demographics of the school, expectations, and access to resources (Duff, 2017; Miller,
2009). These factors, along with personal experience, work together to form an
identity which is dynamic, negotiated, and emergent, and which often involves
struggle and contradiction (Donato, 2017). Over time, I not only began to learn how to
perform various teacher related tasks but also to realize just how privileged I was. 1
began to question my self-worth and self-efficacy as a teacher and as a holder of my
position. This provided a motivation to learn more about the local culture, the
Japanese language, and ultimately on how to become a more effective teacher. By my
fourth year, I was enrolled in a TESOL MA program, was working at a school board
of education, assisting in the guidance of 10 new incoming ALTs, and was having
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numerous discussions about teaching with the many elementary school teachers I was
working with at my new ALT position. I had a history of teaching and cross-cultural
experiences I could draw from, an expanding circle of colleagues to collaborate with,
and certain expectations and responsibilities in terms of job performance to meet. This
was the first year [ remember identifying myself as a teacher.

Once I began working at the university level, this identification only became
stronger, specifically in relation to how others saw me. In Japan, the teaching
profession is highly respected, and it was clear both in the classroom and outside the
classroom that a certain level of respect was being afforded to me, whether earned or
not. Again, feelings of inadequacy in regards to self-efficacy and self-worth began to
emerge as new responsibilities and expectations arose, specifically the research and
publications that were now expected and required. It is only in recent years, after
beginning a doctorate program and publishing a few articles that I am beginning to
regain my confidence in this regard. In fact, I am beginning to observe a noticeable
shift in how I identify myself professionally. Over my time in Japan my primary
professional identification has moved from teacher to teacher-researcher, and it now
feels as if it is transitioning to that of researcher-teacher.

Conclusion

It must be reiterated here that these three themes are inextricably linked. What I
have learned from my participation in a variety of communities of practice and as my
understanding of those communities has evolved so have my beliefs and my identity,
and these emerging beliefs and identities have informed my understanding of those
communities of practice. Past experiences, present participation, and current
aspirations all interact to produce the unique teaching experiences that I have had and
will have and how I relate to myself as a participating member in the teaching
profession.
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Appendix
Teaching History

As an undergrad I majored in world history and international relations. I had no
formal training or education in teaching, nor did I have any ambition to become a
teacher. Prior to beginning my career as a teacher my only training was observation of
all the teachers I had throughout my educational life.

My career as a language teacher began in Japan in 2003. I came to Japan on the JET
program as an assistant language teacher. However, I did not come to teach. I came
for the adventure, and what was meant to be a 1-year adventure has lasted 18 years.

My first teaching job was as an ALT at a technical high school in a small city in
southwestern Japan. At this particular school, English education was not a high
priority. Over the three years I worked at the school I assisted 10 different teachers in
oral communication classes. Having had no experience as a teacher in any subject, |
took my cues from the teachers I was assisting. Each teacher that I assisted had their
own styles and personalities. Their methods differed to some extent, but the courses
were mainly dictated by the textbook. They differed in their presentation styles, the
language they used (Japanese or English), and in the way they utilized me in the
classroom. Classroom exercises mostly dealt with fill in the blanks, repetition drills,
practice with basic English dialogues, and a fun activity to begin or end class. Many
of the classes were an extension of the grammar-translation method, with a task mixed
in every once in a while.

The most noticeable difference between the teachers, and what I learned most from
this experience, was in the personality the teachers brought to the classroom. Some
were very strict, dry, and methodical, while others were lively, interested, and flexible.
The affect this had on the classes, both in atmosphere and in the willingness of the
students to engage, was noticeable. Over time, I was given more control over lesson
planning and instruction and I began by trying to relate the language and lessons to the
students’ lives and to create lessons or activities that were interesting in order to
motivate and engage them. During this time, I was also very focused on learning
Japanese. This was my first time learning a language and my private tutor focused on
vocabulary, memorization, and repetition. These methods also found their way into
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my own teaching practices as well.

During my 3" year at the school, I was asked to interview for another ALT position
at a board of education in another city. I passed the interview and was now in charge
of English communication classes at 4 elementary schools, as well as orienting and
integrating incoming English teachers at all levels in the city. It was at this time I
began a distance MA program in applied linguistics. At the elementary school level in
Japan, teachers were not trained and not capable of teaching English. I had also never
taught English to young learners, so it was a learning experience for all involved. In
the beginning, I found materials through websites and through other ALTs who were
in similar positions. It mostly involved creating and adapting games for the children to
learn English. At times, it felt more like a P.E. class than a language class and a large
amount of effort was put into classroom management. A lot of my time outside of
class was spent discussing teaching-related issues with other teachers at the schools
and joining the students for extracurricular activities. Becoming part of the
community played an important part in what I felt were successful classes. Success at
the time being measured by learner engagement and joy. Outside of work, I was also
spending a lot of time with other ALTs helping them adjust to living in Japan as well
as advising them on teaching strategies.

During that year I was asked to interview for a lecturer position at a foreign studies
university. [ passed the interview and the following year I was working at a university,
teaching 10 different classes per week. In addition to classes in the four skills, I
taught classes on American history and culture, drama, and film. I also picked up two
part-time jobs, one at another university and another at the Atomic Bomb Museum
teaching tour guides and simultaneous interpreters. | was teaching between 12 and 15
classes a semester. This was a crash course in teaching adults. Again, I looked to
fellow teachers and students both in and outside of the classroom to guide me. It was
also during this time that I continued and completed my master’s degree. I was
learning and writing a lot about second language acquisition and beginning to apply
what I was learning to my own classes. [ began to experiment with different methods
and technologies, and became more comfortable with failure in the classroom when
some approaches didn’t work. I was very comfortable in the classroom, more so than
outside of it.

After 5 years at that university, I was hired as an assistant professor at a prefectural
university, where I was lucky enough to meet and work with two excellent teachers
who were working towards their doctorates. I only worked at this university for a year,
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but during that time I learned a lot about project-based learning, creating my own
materials and utilizing technology in the classroom. I began to cede more control of
the classroom to the students. I gave students more control over the syllabus and the
content of the class. The results were both eye-opening and positive.

That year, I was recruited to teach at a national university in the same city, where I
have been teaching for the last 7 years. Here I am teaching a much higher level of
students and am tasked with many other duties, such as accompanying students abroad.
While I consider teaching to be my primary responsibility, research is also one of the
primary duties of my position. Therefore, I enrolled in a doctoral program. This
program has had a significant effect on both my classroom practices and my
understanding of the language teaching profession.
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Developing a Prediction Equation for the G-TELP Scores from the
TOEIC Scores Using Linear Regression Model: A Comparison of
Four Data from 2014 to 2015 (Times 14)
(Space)
Shinji OGASAWARA (Times 12)
Nagasaki University (Times 12)
(Space)
Abstract (Times 12, Within 200 words)
The purpose of this study is to investigate the possibility of predicting the scores of G-
TELP Level 3 from the scores of TOEIC tests, by using four different data collected in
July 2014, January 2015, July 2015 and January 2016. To obtain estimated scores of
G-TELP in this study, linear simple regression analyses were used. The G-TELP
scores were regarded as a dependent variable, while the TOEIC scores were....
(Space)
Keywords: G-TELP, TOEIC, linear regression analysis, coefficient of determination
( Times 12 Within 5 words) (Space)
Introduction (Times 12)

The purpose of this study is to examine how time lag of the two tests influences the
overall prediction of the G-TELP scores from the TOEIC scores. To pursue the aim,
we use four data collected from all first-year students of a national university from
2014 for the first semester to 2015 for the second semester.

(Space)
Background of the Study (Times 12)

Before reporting the results of our study, we will give an overview of prior studies
in which TOEIC (or TOEFL) scores are predicted and estimated from the similar
reliable English proficiency test or vice versa.

(Space)
Method (Times 12)
Purpose of the study

The purpose of this study is to continue to predict G-TELP scores from TOEIC
scores, seeking a higher coefficient of determination in the analyses of regression.
This study particularly focuses on how much the implementation time gap between
the two tests influences the coefficient of determination. So in this study, the scores of
G-TELP collected from the different months will be used to ascertain the influence.

(Space)



Participants
Participants were first-year students in a national university who took both G-TELP
and TOEIC in the same academic year. Procedure
(Space)
Results (Times 12)
Figures 1 to 4 show the scatterplots of the G-TELP and TOEIC-IP scores....
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Figure I 2014 Simultaneous Data  (G-TELP Level 3 Form 310)

(Space)
Table 4. Results of the regression analysis for the 2014 Simultaneous Data
Residuals Min 1Q Median 3Q Max
-79.042 -16.242 -0.346 17.556 100.672
Estimate  Std. Error t value Pr(>/t/)
Intercept 65.410153 2.635225 24.82 <2e-16
TOEIC 0.238661 0.006109 39.06 <2e-16
Residual standard error  24.71
Degree of freedom 1,174
Multiple R’ 0.5652
Adjusted R’ 0.5648
F-statistics 1,526
p-value <2.2e-16




G-TELP scores =65.410+0.238xTOEIC scores (R’=.56) =« = « « « =« (D

G-TELP scores =76.378 +0.209xTOEIC scores (R?=.49) + + « « + - (2)

G-TELP scores =65.745+0.233xTOEIC scores (R?=.51) + + = « « = 3)

G-TELP scores =72.105+0.212xTOEIC scores (R°=.46) + + « « - - 4)
(Space)

Discussion (Times 12)
We found a fairly high coefficient of determination in the 2014 Simultaneous Data

(R?=.56) and offered a reliable equation to predict. ..

(Space)

Conclusion (Times 12)

Finally, we would like to suggest the alternative analyses.

(Space)

Notes (Times 12)
1. This word ....
(Space)
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