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Toward the 40
th

 Anniversary of JACET Kansai 

 
 
The JACET Kansai Journal Editorial Committee is pleased to present JACET Kansai Journal No.13.  
The first invited article, which was written by the former JACET president Ikuo Koike, is followed 
by six articles.  Koike-sensei’s article reviews past 30 years of Japanese English education; clearly 
pointing out problems and giving suggestions based on his own research for our English curricula to 
survive in this competitive global economy.  This article also provides very stimulating and helpful 
suggestions for us to consider in our own teaching. 
         The selected six articles are the products of many people’s efforts and a highly engaged 
review process.  This selection process was educational for everyone involved.  At the same time, 
we owe our reviewers a great debt of gratitude for their time and contributions.  All papers are 
presented in the order of submission within each category, encouraging the practice of giving 
priority to earlier submission.    
         Last but not least, I would like to express my deepest appreciation personally to the current 
Editorial Committee members; Kaori Nitta, Sonia Sonoko Strain, Tomoko Yashima and special 
thanks to Hiroyuki Yamanishi of the Editorial Office, who made this journal a reality.  
         JACET Kansai will celebrate 40th anniversary this year.  To commemorate this anniversary we 
will have a special issue.  Please check the guidelines for details on the submission procedures and 
requirements available at the end of this journal or http://www.jacet-kansai.org/file/toukoukitei.pdf. 
A template for manuscripts to be submitted in English is available at http://www.jacet-
kansai.org/file/kiyoutemplate_e.doc.  We are looking forward to editing this special edition. 

        
On behalf of the JACET Kansai Journal Editorial Committee 

Yuko Oguri 
March, 2011 
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ABSTRACT 

The purpose of this paper is to study disciplinary variation in the use of adjective patterns followed 
by prepositions. The analysis particularly proceeds through a detailed qualitative analysis of 
semantic sequences extended from the patterns in two large corpora of research articles in applied 
linguistics and business studies. Comparison of the results for each corpus reveals the writing style 
and the epistemological characteristics of each discipline. 
 

Key words: English for Specific Academic Purposes (ESAP)  
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3.2  

8
2000 (Applied 

Linguistics Corpus ALC) 289 2,667,000
(Business Corpus BC) 436

2,668,679 2
2 1 ALC BC  

 
1 ALC BC  

Journal Names (ALC) Years Texts Tokens Types 
Language and Cognitive Processes 2005-2006 36 338,256 11,287 
International Journal of Corpus Linguistics 2005-2006 34 314,375 17,061 
Journal of English for Specific Purposes 2005-2006 39 312,483 14,252 
Language Learning 2005-2006 35 364,731 14,655 
Studies in Second Language Acquisition 2004-2005 34 348,910 12,515 
Language and Speech 2003-2004 29 322,596 11,732 
TESOL Quarterly 2005-2006 43 341,187 16,194 
Language Testing 2003-2005 39 324,462 11,722 
TOTAL (ALC) 2003-2006 289 2,667,000 46,847 

Journal Names (BC) Years Texts Tokens Types 
Journal of Accounting Research 2005 27 332,721 9,470 
Quarterly Journal of Business and Economics 2000-2005 63 304,420 9,914 
Journal of Business Finance and Accounting 2005 66 407,018 11,874 
American Business Law Journal 2000-2005 34 362,292 15,157 
Journal of (Small) Business and Management 2000-2005 65 334,237 14,256 
Journal of Business and Industrial Marketing 2004-2005 54 296,501 11,611 
Business and Society 2003-2005 44 336,610 15,314 
Journal of Business Strategy 2001-2005 83 294,878 15,527 
TOTAL (BC) 2000-2005 436 2,668,679 44,299 
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2.  ADJ PREP N  

  
about of against  between 

 ALC BC  ALC BC  ALC BC  ALC BC 
Tokens 84 116 Tokens 827 726 Tokens 4 3 Tokens 4 5 

Types 36 50 Types 53 67 Types 3 3 Types 1 2 
TTR 0.429 0.431 TTR 0.064 0.092 TTR 0.750 1.00 TTR 0.250 0.400 

for on as  by  
 ALC BC  ALC BC  ALC BC  ALC BC 

Tokens 727 714 Tokens 1635 2107 Tokens 52 76 Tokens 50 93 
Types 71 74 Types 23 27 Types 19 19 Types 21 26 

TTR 0.098 0.104 TTR 0.014 0.013 TTR 0.365 0.250 TTR 0.420 0.280 
from to as to  over  

 ALC BC  ALC BC  ALC BC  ALC BC 
Tokens 476 498 Tokens 5001 5886 Tokens 8 9 Tokens 2 3 

Types 27 28 Types 175 179 Types 5 9 Types 2 3 
TTR 0.057 0.056 TTR 0.035 0.030 TTR 0.625 1.00 TTR 1.00 1.00 

in with at  toward(s) 
 ALC BC  ALC BC  ALC BC  ALC BC 

Tokens 1540 1617 Tokens 1561 3076 Tokens 55 39 Tokens 25 19 
Types 69 81 Types 76 81 Types 14 12 Types 3 5 

TTR 0.045 0.050 TTR 0.049 0.026 TTR 0.255 0.308 TTR 0.120 0.263 
 

3  

ADJ about N ADJ of N 
Order ALC Freq. BC Freq. Order ALC Freq. BC Freq. 
1 confident 11 knowledgeable 11 1 aware 206 aware 110 
2 clear 8 optimistic 8 2 independent 91 independent 77 
3 enthusiastic 6 cautious 7 3 typical 78 capable 68 
4 explicit 5 serious 6 4 capable 70 representative 59 
5 positive 4 uncertain 6 5 representative 60 indicative 49 

ADJ for N ADJ on N 
Order ALC Freq. BC Freq. Order ALC Freq. BC Freq. 
1 available  97 responsible  172 1 based 1448 based 1835 
2 responsible  97 available  85 2 dependent 82 dependent 128 
3 necessary  86 necessary  77 3 high 25 conditional 32 
4 appropriate  72 appropriate  41 4 correct 15 contingent 18 
5 useful  47 liable  34 5 low 14 high 11 

ADJ from N ADJ to N 
Order ALC Freq. BC Freq. Order ALC Freq. BC Freq. 
1 different  242 different  266 1 due  737 related  1286 
2 far  43 available  42 2 related  608 due  668 
3 distinct  30 distinct  33 3 similar  452 similar  444 
4 absent  19 far  28 4 sensitive  218 subject  241 
5 separate  18 separate  15 5 relevant  175 equal  202 

ADJ in N ADJ with N 
Order ALC Freq. BC Freq. Order ALC Freq. BC Freq. 
1 involved 280 involved 264 1 associated 575 consistent 1307 
2 present 153 significant 156 2 consistent 361 associated 1211 
3 interested 131 important 129 3 concerned 144 concerned 81 
4 engaged 101 engaged 127 4 compatible 92 inconsistent 80 
5 similar 71 interested 125 5 familiar 91 firm 63 
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4.1  

4.1.1 , ,  

confident about N (ALC 11; BC 0) 

aware of N (ALC 206; BC 110) ( )
( )

LSP
(awareness)

2
unique to N (ALC 34; BC 18)  

 

 [( ) ] + confident about + [ ]  

 
[M]any students felt more confident about dealing with authentic text…. (ALC: ESP) 
[N]ative speakers were more confident about their responses to typically stressed words 
than atypically stressed words…. (ALC: Speech) 

 [ ( )] + aware of + [ ( )]  

 

[M]ost of the participants were aware of the fact that some words were present in two 
tasks…. (ALC: Cognitive) 
Readers were not aware of the distinction between filler and experimental texts. (ALC: 
Cognitive) 

 [ ] + unique to + [( 2 ) ]  

 

We predicted that the learners would be sensitive to violations of the construction that was 
unique to the L2…. (ALC: SLA) 
Universal phonological principles such as sonority hierarchy as well as phonological 
principles that are unique to Hebrew were not violated in the paraphasias. (ALC: Cognitive) 

 
4.1.2 , ,  

optimistic about N (ALC 2; BC 8) 

19
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( )

( )
( ) liable for N (ALC 0; BC 34), accountable for N 

(ALC 3; BC 16) ( ) damage, 
abuse, loss, debt, failure, violation equal to N (ALC 36; BC 
201)  
 

 + optimistic about + [( ) ]  

 

[I]t was found that liquor stores, shoe repair shops, laundry/ dry cleaners, and check cashing 
services were less optimistic about future sales than communications, hotels/motels, and 
business services (p=.05). (BC: Management) 
[W]hile it seems that owners who own larger firms are more optimistic about future increased 
sales, it would not be appropriate to suggest, based on these results, that smaller firms "just 
need to get larger" in order to become more optimistic…. (BC: Management) 

 [ ] + ( ) + liable/accountable for + [ ]  

 [T]heir shareholders are liable for tax on the distributed gains…. (BC: Finance) 
[T]he CEO and the board are mutually accountable for outcomes.(BC: Strategy) 

 [ ] + equal to + [( ) ]  

 
The values are equal to 0.58 and 0.56 for the yearly….(BC: Finance) 
According to Piotroski and Roulstone (2005), a notrading decision does not imply that the 
purchase ratio is equal to zero. (BC: Finance) 

 
4.2  

4.2.1 ( ) vs. ( ) 

( )
appropriate for N (ALC 72; BC 41), sufficient for N (ALC 25; BC 11), suitable for N 

(ALC 35; BC 26) LSP ( )
( )

(stance adverbs) (amplifiers)
(diminishers)

( )
 

 
 [ ] + ( )  + appropriate/sufficient/suitable for + [ ]  

 

[T]he tasks might be appropriate for undergraduate students…. (ALC: Testing) 
Concepts and categories derived from introspective language study or from models taken 
from other fields (e.g. computation) may not be appropriate for describing real language 
data.(ALC: Corpus) 

 [ ] + ( ) + appropriate/sufficient/suitable for + [ ]  

 

Population growth is especially appropriate for analyzing municipal growth experiences…. 
(BC: Economics) 
The three outputs are particularly suitable for analyzing REITs' efficiency since income from 
them (rent and/or interest) critically depends on managerial decisions. (BC: Finance) 

20
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4.2.2 ( ) vs. ( ) 

independent from N (ALC 5; BC 13) LSP
( )

LSP ( )
2  

 
  [ ] + from + [ ]  

 

[L]exicalisation patterns at least partially shape conceptual representations, which are to a large 
extent independent from the linguistic system…. (ALC: Cognitive) 
New Complement Extraposition is a highly self-sufficient construction, fairly independent 
from the preceding context…. (ALC: Corpus) 

  [ ] + from + [ ( )]  

 

[O]utsiders may be more independent from the CEO and/or top management team and, 
therefore, better able to protect shareholder interests…. (BC: Strategy) 

In communities that are relatively independent from a metropolitan area, business owners and 
managers may be more likely to get involved in improving the local community than in 
communities located closer to a metropolitan area. (BC: Management) 

 

4.2.3 ( ) vs. ( ) 

( ) available from N (ALC 16; 
BC42) 2

( )
 

 
 [ ] + from + [ URL]  

 
Scores (but not item responses) were also available from the Vastardis (1997) study with 371 
Greek high-school students. (ALC: Testing) 
A copy of the test is available from http://www.cal.org/delss/products.html. (ALC: TESOL) 

 [ ] + from + [ ]  

 
Results are available from the corresponding author. (BC: Economics) 

The detailed results are not reported here, but are available from the authors upon request. (BC: 
Economics) 

 

4.2.4 ( ) vs. ( ) 

capable of N (ALC 70; BC 68) 
( )

( )vs. ( )
 

 

 

 

21
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 [ ] + ~of + [ ]  

 

[C]hildren are capable of representing spelling patterns, rather than merely mapping isolated 
sounds and letters in a linear manner…. (ALC: LL) 
[S]uch learners are capable of encoding gender in terms of abstract structures mediating 
between the speech signal and the conceptual system. (ALC: LL) 

 [ ( ) ] + ~of + [ ]  

 

Certainly, the Internet is capable of providing value to purchasing organizations through 
reduced purchasing costs, increased efficiencies, and more convenient access to 
information…. (BC: Marketing) 

[M]onthly cash flows are capable of explicating some negative timing ability. (BC: Economics) 
 

4.2.5 ( ) vs. ( ) 

( ) based on N (ALC 
1448; BC 1835) LSP

LSP
( 2 )  

 
 [ ] + on + [ ]  

 

The study is based on a corpus of approximately 150 newspaper and magazine advertisements 
and television commercials…. (ALC: Corpus) 
The analysis is based on the hypothesis that the use of the selected metatext categories is more 
restricted in Slovene academic writing than in English academic writing. (ALC: ESP) 

 [ ] + on + [ ]  

 
The above results are based on a sample in which there are insider trades within the 
firm-months.... (BC: Accounting) 
The data for the industry variable were based on the four-digit SIC code. (BC: Management) 

 

4.2.6 ( ) vs. ( ) 

ADJ to N orthographically, 
morphologically, phonologically, semantically

positively, negatively, inversely
related to N (ALC 601, BC 1283) similar to N (ALC 449, BC 443)  
 

 [ 1] +  + ~to + [ 2]  

 

In monolingual studies, target word recognition is affected by the number of words that are 
morphologically related to the target. (ALC: Cognitive) 
[T]he FL word to be learned is orthographically and phonologically similar to its L1 
equivalent.…(ALC: LL) 

  [ 1] +  + to + [ 2]  

 
The use of multi-level strategy processes is positively related to the achievement of strategic 
goals…. (BC: Strategy) 
The results for the long VAR are similar to those of the short VAR. (BC: Accounting) 
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4.3  

4.3.1  

ADJ in N ( )
interested in N significant in N

inherent in N (ALC 41; BC 68) 
difficulty, problem, bias, danger, ambiguity, challenge, weakness, 

limitation, dilemma, risk

 
 

 [ ] + in + [ ]  

 

However, ambiguity is inherent in a situation where three codes employ a single phonetic 
parameter, that is, F0. (ALC: Speech) 
As Weitz and Bradford (1999) note, conflict is inherent in buyer-seller relationships. (BC: 
Marketing) 

 

4.3.2  

( )
consistent with N (ALC 362; BC 1307) 

 
 

 [ ] + ~with + [ ]  

 
Inspection of the figure reveals that the results are broadly consistent with those of Weldon 
(1993)….(ALC: Cognitive) 
This result is consistent with Wang and Yau (2000)….(BC: Economics) 
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( )

hard
facilitator
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ABSTRACT 

This paper examines the effects of shared reading of picture books on receptive vocabulary learning 
in Japanese elementary school first graders who are learning English as a school subject once a 
week.  The effectiveness of shared reading is measured by comparing the results of one class where 
a book is read to the children with the other where only flash cards are read to.  The results of the 
posttests show there are differences in the effects depending on word classes: nouns seem better 
learned by flash cards, verbs seem equally learnable by shared reading and by flash cards; 
adjectives are most likely to be better learned by shared reading. 
 
Key words: shared reading, young Japanese L2 learners, receptive vocabulary learning 

 
 
I. INTRODUCTION  

Since the number of children being taught English at younger ages has been increasing 
throughout the world, children’s stories have come to be used in many ESL classrooms of primary 
schools (Ghosn, 2002).  In most of these cases, teachers read aloud to the children who listen to the 
stories looking at the illustrations, hence the name “shared reading.”   It is likely the young learners 
may not understand all of the words their teacher reads.  However, they seem to gain some receptive 
knowledge of the words used in the stories as shown by Elley (1989) who conducted a pilot study 
with primary school children learning a second language and showed they acquired receptive 
vocabulary from shared reading. 

Picture books have many advantages that could meet the demands of such young language 
learners.  First, the language used in picture books is usually very simple.  Second, pictures are of 
great help in understanding the story for those whose vocabulary is limited.  Third, the stories 
stimulate the listeners both visually and aurally, thus making them interested in an unknown world.  

Although there is much research that supports the effectiveness of shared reading, little 
empirical study has proved its effectiveness with young Japanese L2 learners.  This research tries to 
show receptive vocabulary learning from shared reading based on the results of a study on first 
graders (6-7 years old).  The posttests the children took in every class showed some differences in 
their achievements of nouns, verbs, and adjectives between the groups with and without shared 
reading. 
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II. PREVIOUS STUDIES 

The research on vocabulary acquisition from shared reading started in the area of first language 
learning.  Children need to acquire productive vocabulary items in their first language because they 
have to communicate with others and to function in the social world. To acquire vocabulary, they 
must be exposed to unfamiliar words and somehow learn their meanings.  Books serve as useful 
tools for that purpose because they offer children many opportunities to meet unfamiliar words: 
books help children learn not only the meanings of words but also how these words work in the 
language. 

Hindman and Wasik (2006) showed that children in low-income households in the U.S.A. had 
fewer chances of shared reading, resulting in a smaller vocabulary compared to children living in 
higher-income households.  According to the authors, this early-stage vocabulary gap becomes 
greater as they enter school, which unfortunately means that, in the long run, the children with a 
smaller vocabulary are more likely to end up dropping out of school. 

A substantial body of research also supports the positive relations between book reading and 
children’s vocabulary, “even accounting for other important factors such as family socioeconomic 
status and children’s cognitive skills” (Kleeck, 2006, p.236).  The creation of the national Head 
Start program in the U.S.A. in 1965 and other similar programs are based on the public awareness 
of “the correlation between preschool learning experiences in the home and school readiness” 
(Kleeck, p.150).  Parent-child and/or teacher-child shared book reading has thus been recommended 
and practiced in the U.S.A. 

Cameron (2008) refers to a move in British education in the 1980s to bring books written by 
‘real’ authors to promote language learning of children in primary schools.  According to her, this 
move was triggered by a so-called ‘golden age’ of young children’s literature in English in the 
1970s and 1980s.  Many quality books with colorful pictures alongside simple story lines have 
contributed to language development of British children. 

Researchers started to apply children’s first language acquisition as a model for second 
language learning (e.g. Asher 1972; Smallwood 1987; Johnston 1994; Laufer 1997; Nation and 
Ming-tzu 1999; Wesche and Paribakht 1999; Beck and McKeown 2001; Ghosn; Gardner 2004; 
Pinter 2006; Gibson 2008) and more and more researchers began to use picture books for younger 
L2 learners with the aim of enhancing vocabulary (e.g. Elley; Schouten-van Parreren 1989; Cabrena 
and Martinez 2001; Cameron; Sheu 2008).  They all agree that children’s stories offer opportunities 
for foreign language acquisition as well.  Repetitive patterns, which are characteristic of picture 
books, provide a natural support for language learning. The predictable pattern of events and 
language, as well as the pictures, enhance listeners’ understanding of unfamiliar words.  Listening 
to the shared reading thus promotes children’s acquisition of phonology and semantics. 

This paper examines the effects of shared reading of picture books on receptive vocabulary 
learning in Japanese elementary school first graders who are learning English as a school subject 
once a week.  The effectiveness of shared reading will be measured by comparing the results of one 
class where a book is read to the children with the other where only flash cards are read to them.   

27



Miyuki Kido 

28 

III. RESEARCH METHOD 

1. Participants 

Two classes of first graders (33 children each) at a private elementary school were read 22 
picture books to by a male Australian teacher in the course of 22 weeks.  The first graders were 
chosen because English is taught to all the children once a week at the private primary school 
concerned; the second graders and up have taken English classes at least for a year and more, 
therefore, the least affected results can be expected with the first graders who just started their 
school life in April, 2009. There were 21 children (11 in Class 1+10 in Class 2) who attended the 
affiliated kindergarten where the same teacher had previously taught English once a week for a year.  
The English-learning experience of the other 45 children was not checked.  Both groups of children 
from the affiliated kindergarten and from others showed no significant differences in the mean of 
posttest scores given after shared /flash card reading (p<.05). 

 

2. Procedure 

The 22 picture books used in class (see Appendix) were from two groups. One group consisted 
of educational picture books of standards-driven content.  They are published either by Huntington 
Beach, CA: Creative Teaching Press (CTP) or by Oxford University Press (OUP) to help literacy 
teaching for both first and second language learners at primary schools.  The other group of picture 
books is written by authors such as Brian Wildsmith, Pat Hutchins or Mercer Mayer who have been 
very popular among young first language learners for generations in the United States and in Britain. 

The teacher read a picture book to one of the first grade classes twice in a row. Since the 
original picture books are usually not big enough to be used in a classroom of more than 30 children, 
enlarged A3-sized copies (not colored) were shown at the same time.  For the other class, the 
teacher, without reading the story, taught four to six words (see Appendix) chosen from the same 
picture book by showing flash cards with pictures scanned from the book, and repeated each word 
twice.  They were keywords for understanding each story.  On the following week, using another 
picture book, the teaching methods were reversed, so that the class who were read to in the previous 
week would have the flash cards. 

There were two reasons for alternating the teaching methods between the two classes: one, 
pedagogical, and one, experimental.  First, alternating these methods lessened the possibility that 
the children would lose interest in the English lesson itself, and they would continue to willingly 
participate in the lesson.  Second, it was necessary to minimize any interference arising from a 
child’s background knowledge to ensure reliable results.  In other words, by alternating the teaching 
methods experienced by a group from class to class, and also changing the picture book used from 
class to class, the probability would be minimal that a child was already familiar with a target word 
being taught. 

No Japanese was used in class by the Australian teacher who read the story and the words.  The 
average number of total words used in each book is 98.7 and it took about 11 minutes on average to 
read a book twice, while the running time to read flash cards of 4 to 6 words twice averaged 4 minutes.  
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Immediately after the teacher read either a book or flash cards, both groups of children were 
subjected to an identical posttest measuring their knowledge of the target words.  It consisted of 
scanned pictures of the above mentioned four to six key words from the picture book.  The tests 
were multiple-choice: the children were asked to write “1” below the picture that displayed the 
meaning of the first word they would hear, and “2” below the picture that displayed the second 
word they would hear, and “3” for the third, etc.  The teacher read each word at random twice (the 
order was the same for both classes) and then repeated the word a third time so that the children 
could double-check their answers.  Both classes showed no significant differences in the mean of 
posttest scores (p<.05). 

 
3. Data Collection of Posttest Results 

All of the 108 tested words were content words.  Word class was restricted to either one of 
nouns, verbs or adjectives for each book; so was the posttest.  During the 22 tests, 53 nouns were 
tested from 11 books, 21 verbs from 4 books, and 34 adjectives from 7 books. 

The percentage of correct answers of these 22 posttests was as follows: 
 

Table 1. Percentage of Correct Answers 
content words with shared reading(WSR) without shared reading(WOSR) 
Nouns 43% 61% 
Verbs 31% 49% 
Adjectives 45% 56% 
Total 41% 57% 

 

The following five words were tested several times in total of 22 posttests.  The percentage of 
correct answers for these words was as follows: 
 

Table 2. Percentage of Correct Answers Questioned Repeatedly 
word WSR1 WOSR1 WSR2 WOSR2 WSR3 WOSR3 
cat 87% 100% 41% 30%   
flower 69% 77% 41% 75%   
grass 50% 35% 28% 53%   
tree 59% 45% 38% 50% 52% 69% 
snowy 91% 56% 21% 47%   

 
IV. FINDINGS 

Table 1 enables the quantitative analysis as follows:  
1) Shared reading caused negative effects on the receptive vocabulary learning of nouns, verbs and 

adjectives. 
2) The percentage of correct answers of verbs is the lowest regardless of WSR or WOSR. 
3) The differences of the percentage of correct answers between WSR and WOSR are the slightest 

as for adjectives.   
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The following four Figures show the qualitative analysis of correlations of correct answers with 
WSR and WOSR as for nouns (Figures 1 and 2), verbs (Figure 3), and adjectives (Figure 4) 
respectively. In Figures 1, 3, 4, the vertical axis shows the percentage of correct answers of WSR 
while the horizontal axis shows the percentage of correct answers of WOSR.  The numbers of 
Figure 1 are equal to those of Figure 2.  The histogram (Figure 2) is available in comparing the 
percentage of correct answers of the nouns of WSR and WOSR.  Figures 1, 3, 4 can be respectively 
divided into five areas to show the effects: 
1) The dotted line in the center means the effect of WSR and WOSR on receptive vocabulary 

learning is almost the same.   
2) The closer to 100% the word on this dotted line is, the more possibilities there are of learners 

knowing the word already regardless of WSR and WOSR.  
3)  If the word is close to 0% on both vertical and horizontal axes, it seems too difficult for young 

learners to understand either/both phonologically and semantically regardless of WSR and 
WOSR.  

4)  If the word is in the low right quarter, shared reading has a negative effect on the receptive 
vocabulary learning: one of the reasons could be that long complicated sentences of the picture 
book made the learners confused to focus on words to remember.  

5)  If the word is in the high left quarter plus the more away from the dotted line, the more effects 
shared reading has on the receptive vocabulary learning. 

 

Figure 1. Correlation of Correct Answers With and Without Shared Reading: Nouns 
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Figure 2. Comparisons of Correct Answers With and Without Shared Reading: Nouns 

 

Figure 3. Correlation of Correct Answers With and Without Shared Reading: Verbs 
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Figure 4. Correlation of Correct Answers With and Without Shared Reading: Adjectives 

 

V. DISCUSSION 

Figure 1 shows the following five characteristics concerning the nouns used:  
1) Such words as “chalkboard,” “birthday card,” “stop sign,” “circle” and “sidewalk” being on or 

above the dotted line show that WSR and WOSR have almost the same effects on receptive 
vocabulary learning of these nouns. 

2) “Worm,” “cave,” “stairs,” “cupboard,” “mill,” “slug,” “pear” and “forest” are typically better 
understood without shared reading. 

3) The same three words appearing in two different books help us notice some effects of shared 
reading.  “Tree-1,” “grass-1,” “flower-1,” which are close to the dotted line belong to Rain while 
“tree-2,” “grass-2,” “flower-2,” which are under the dotted line are from Under the Sky.  While 
these words were remembered no differently when questioned by flash cards (see Table 2), the 
fact that shared reading evoked such distinctions may show the effects of WSR depend on the 
books used. 

4) Such high percentage of correct answers of “dog,” “computer,” “rabbit” and “monkey” 
regardless of WSR and WOSR may suggest the possibility that the children knew them 
beforehand. 

5) “Cat-1” and “cat-2” both being close to the dotted line means the effects of WSR and WOSR are 
almost the same.  However, in both WSR and WOSR, “cat-2” is less understood than “cat-1”:  
the 46% difference in case of WSR and the 70% difference in case of WOSR (see Table 2) seem 
to have been caused by the differences in the pictures of the two books.  
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The above observation along with the inference from Figure 2 (there are only 8 nouns out of 53 
that are better learned by WSR than by WOSR) show that nouns are better learned by WOSR; it 
may verify the more effective way of receptive vocabulary learning of nouns is to teach them to 
young learners by flash cards.  The pictures of those nouns chosen for this study can be depicted 
precisely, especially when they represent concrete objects such as animals and household 
accessories; those pictures facilitate learning their names, while story-telling might be confusing 
because children do not know which word to focus on. 

Figure 3 shows the following three characteristics concerning the verbs used:  
1) The 15 verbs out of 21 tested are below the dotted line, which may verify that shared reading is 

less effective, on the whole, than flash cards for receptive vocabulary learning of verbs. 
2) The result can be sorted according to the four books used.  Those words on and close to the 

dotted line such as “wash,” “cut,” “cook,” “peel,” “pick” and “eat” from Who Will Help? and 
“sleep,” “ride,” “climb,” “fly,” “lift” and “sit” from My Dream show that the effects on receptive 
learning of verbs are almost the same with WSR and WOSR.  On the other hand, those words not 
close to the dotted line such as “jumped,” “called,” “brushed” and “bumped” from Five Little 
Monkeys Jumping on the Bed and “closed,” “tucked,” “shot,” “peek” and “cry” from There’s a 
Nightmare in My Closet show negative effects of shared reading on receptive vocabulary 
learning of verbs.  The differences in the effects of these two groups seem to have been caused 
by the nature of the books. 

3) In Five Little Monkeys Jumping on the Bed the high percentage of posttest scores is divided into 
two groups; “jumped” is higher while “brushed,” “bumped” and “called” are lower. The 
percentage concerning Who Will Help? is also divided into two groups; “wash,” “cut,” “cook” 
are higher while “eat,” “peel,” “pick” are lower.  This may show that “jumped,” “wash,” “cut” 
and “cook” are familiar to the children who may have heard these words used in daily life and 
could identify them phonologically. 

While nouns are better learned by WOSR, the data concerning verbs is limited to the four 
picture books used; additional data will be needed for further analysis. 

Figure 4 shows the following four characteristics concerning the adjectives used:  
1) The 34 adjectives used are situated in three different groups: 

First, “snowy ,” “sunny,” “cloudy,” “rainy,” “foggy,” “windy,” “first,” “second” and “fifth” are 
above the dotted line.  This group belongs to two books, How’s the Weather? and The Costume 
Parade.  All of the six adjectives from How’s the Weather? and three out of the five adjectives 
from The Costume Parade are above the dotted line, which means shared reading is more 
effective on receptive vocabulary learning of these nine adjectives.  Each book uses adjectives 
which are inherently relational; the comparison among those words helps children understand 
each meaning.  That is, the meaning of these adjectives becomes clearer when used in 
comparative settings.  Shared reading of such books which contain the comparisons of relational 
terms may serve better for the receptive vocabulary learning of young learners. 
Second, “bushy,” “loud,” “different” and “third” are close to the dotted line.  This group of 
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adjectives shows that WSR and WOSR have almost the same effects on receptive vocabulary 
learning. 
Third, there are many others which are below the dotted line such as “new,” “cross,” “rocky” and 
“hot.”  This group shows the negative effects of shared reading on receptive vocabulary learning.  

2) Like in case of nouns and verbs, the adjectives cluster according to the book they belong to.  The 
five books out of seven used for the adjectives can be grouped into islands; in addition to the 
above mentioned How’s the Weather?, there are four clusters of four different books.  
“Different,” “long-legged,” “skinny,” “fat” and “big-eyed” belong to Bugs in a Blanket; “bushy,” 
“long,” “bob,” “striped” and “spotted” belong to What a Tale; “hot,” “icy,” “rocky,” “shallow” 
and “snowy ” belong to Guess Where I Live; “muddy,” “wet,” “new” and “cross” belong to 
New Trainers. 

3) Although “snowy” appeared in two books, there is a big difference between the percentages of 
posttest scores in case of shared reading (see Table 2): With How’s the Weather?, 91% of answers 
were correct while with Guess Where I Live, only 21% of children answered correctly.  
Interestingly, there is almost no difference in the correctness of “snowy” when flash cards were 
used (see Table 2); WOSR shows 56% was correct with How’s the Weather? and 47% was 
correct with Guess Where I Live.  “Snowy ”  used together with the other five adjectives to 
explain the weather makes it easier for children to guess all these words are related.   “Snowy 

,” on the other hand, is difficult to compare with the other four adjectives which describe the 
characteristics (but not necessarily about weather) of the habitat of various creatures. 

4) The reason the percentage of correct “bushy” is high both WSR and WOSR seems to have been 
caused by its phonological similarity to bushi (meaning “warrior”) in Japanese according to the 
explanation of the children.  Almost all of them enjoyed the word “bushy” and kept repeating it 
after the class was over and even in the following weeks.  Their great interest in the similar 
sound seems to have made them remember its picture although the picture of the “bushy” tail of 
a fox has nothing to do with bushi.  

Individual comparisons of adjectives were made between the frequencies of posttest scores of 
WSR and WOSR by repeating individual x2 analyses.  For 13 out of 23 non-relational adjectives, 
the frequency distribution is significant and the percentage of correct answers with WOSR is larger 
than that of WSR rocky χ2(1)=8.12, p<.01; shallow χ2(1)=7.68, p<.01 ; snowy  χ2(1)=4.78, 
p<.05 ; hot χ2(1)=8.14, p<.01;  icy χ2(1)=3.96, p<.05 ; cross χ2(1)=18.97, p<.001 ; muddy 
χ2(1)=9.14, p<.01 ; wet χ2(1)=6.28, p<.05 ; new χ2(1)=16.06, p<.001 ;bob χ2(1)=4.46, p<.05 ; scared 
χ2(1)=6.48, p<.05 ; dark χ2(1)=18.22, p<.001 ; safe χ2(1)=7.57, p<.01 .  The frequency distribution 
is not significant for the other 10 non-relational adjectives (different, bushy, skinny, long, long-
legged, spotted, fat, striped, big-eyed, loud).  On the other hand, for 3 out of 11 relational adjectives, 
the frequency distribution is significant and the percentage of correct answers with WSR is larger 
than that of WOSR snowy  χ2(1)=10.11, p<.001; rainy χ2(1)=4.46, p<.05 ; first χ2(1)=10.24, 
p<.001 .  The frequency distribution is not significant for the other 8 relational adjectives (sunny, 
cloudy, windy, foggy, second, fourth, third, fifth).  These results show that, in case of adjectives, the 
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effect of shared reading is most likely to depend on the picture books used: if the book contains 
adjectives which make comparisons possible between inherently relational opposites, shared 
reading may help children gain receptive vocabulary of adjectives more efficiently than they do 
nouns or verbs. 
 
VI. CONCLUSION 

The effects of shared reading on receptive vocabulary learning were tested with 66 first graders 
at a private elementary school.  The comparisons of the posttests scores between WSR and WOSR 
showed some differences in effect depending on the tested words. 

Nouns seem better learned without shared reading; decontextualized learning from flash cards 
might be better for children to learn nouns.  Verbs seem learnable equally both by WSR and by 
WOSR.  It is difficult to find clear effects of shared reading as for adjectives but it is likely that, 
for young L2 learners, adjectives are best learnable from shared reading: contextualized learning 
of adjectives may be more desirable especially when the book offers comparisons between 
inherently relational opposites. 

In all of the above cases, however, only receptive knowledge was measured because a person is 
said to ‘know’ a word if he/she can recognize its meaning when they hear/see it (Cameron).  Even 
though the children seemed to have some receptive knowledge of the words read to them right 
after the shared reading, that does not mean those words stay in the long-term memory.  As Table 2 
shows, some words repeatedly tested were not necessarily recognized better.  If delayed tests were 
given, they might be helpful to see some other aspects of shared reading. 

The results of this pilot study show nouns seem similar to verbs rather than to adjectives in that 
decontextualized learning may better serve children to develop vocabulary.  This may be due to the 
fact that the nouns and verbs chosen for the study represent concrete objects or actions, which 
means they are easier for children to understand.  More detailed aspects of nouns, verbs and 
adjectives, however, should be examined to find better ways to teach young learners various words 
either by WSR or WOSR since they seem to function differently depending on word classes in 
receptive vocabulary learning.   

This study shows the effect shared reading has on receptive vocabulary learning for young 
Japanese learners while they enjoy the stories.  Long-term follow-up studies are expected to find 
better ways to optimize the effect of shared reading on vocabulary learning. 
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Appendix: A List of the Picture Books Used 

Word class Title Author/Publisher Tested Words 
53 nouns What a Tale Brian Wildsmith cat, dog, fox, monkey, rabbit 

How Many? CTP bug, cat, octopus, slug 
I See Shapes CTP circle, rectangle, square, triangle 
I Can Read CTP cereal box, letter, newspaper, recipe, 

sign, stop sign 
I Can Write CTP birthday card, chalkboard, computer, 

paper, postcard, sidewalk 
The Bear Went Over 

the Mountain 
CTP bridge, cave, forest, mountain 

Rain CTP barn, bee, flower, grass, rooftop, tree 
Under the Sky CTP flower, grass, rock, soil, tree, worm 

Scaredy Cat Runs 
Away 

CTP bear, fence, mud, tree 

Rosie’s Walk Pat Hutchins beehive, hen, mill, pond 
Each Peach Pear 

Plum 
Janet and Allan 

Ahlberg 
cupboard, pear, stairs, witch 

21 verbs Who Will Help? CTP cook, cut, eat, peel, pick, wash 
My Dream Brian Wildsmith climb, fly, lift, ride, sit, sleep 

Five Little Monkeys 
Jumping on the Bed 

Eileen Christelow brushed, bumped, called, jumped 

There’s a Nightmare 
in My Closet 

Mercer Mayer closed, cry, peek, shot, tucked 

34 adjectives How’s the Weather? CTP cloudy, foggy, rainy, snowy, sunny, 
windy 

The Costume Parade CTP fifth, first, fourth, second, third 
Guess Where I Live Anni Axworthy hot, icy, rocky, shallow, snowy 

What a Tale Brian Wildsmith bob, bushy, long, spotted, striped 
Bugs in a Blanket Beatrice 

Alemagna 
big-eyed, different, fat, long-legged, 

skinny 
Mittens OUP dark, loud, safe, scared 

New Trainers OUP cross, muddy, new, wet 
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ABSTRACT 

The main purpose of this study is to explore how formulaic sequences (FSs) are mentally 
represented and processed by Japanese EFL learners. Two experiments were conducted based on the 
holistic hypothesis that FSs are stored and retrieved as single lexicalized units. Experiment 1 
investigated the hypothesized processing advantage of FSs by comparing reaction times and error 
rates for three types of sequences: formulaic, nonformulaic, and ungrammatical sequences in a word 
order appropriateness judgment task. Experiment 2 examined the effects of familiarity with whole 
sequences on their processing in a sequence familiarity judgment task. The results of Experiment 1 
revealed that FSs were processed significantly faster with much fewer errors than the other 
sequences, thereby indicating that EFL learners benefit from the processing advantage of FSs. In 
Experiment 2, both the familiarity and frequency of formulaic expressions were identified as the 
essential factors that facilitate the recognition of FSs. It is noteworthy that the participants with 
lower proficiency also enjoy the same processing advantage of FSs as those with higher 
proficiency; this suggests that FSs learning may be introduced from the early stage of second 
language development. 
 
Key words: formulaic sequences, psycholinguistic reality, L2 mental lexicon 

 
 
I. INTRODUCTION 

1. Background 

The significance of formulaic sequences has attracted enormous interest both in the first (L1) 
and second language (L2) acquisition. As Wray (2008) asserts that the mental lexicon is 
heteromorphic, linguistic material is assumed to be stored in bundles of different sizes, ranging 
from morphemes and words to multiword strings of formulaic sequences. Corpus linguistic research 
has unveiled various lexical patterns, such as idioms, collocations, and sentence stems (Schmitt, 
2004) that recurrently appear in all types of discourse. Erman and Warren (2000) report that word 
clusters of various types constitute 58.6% of the spoken English discourse and 52.3% of the written 
discourse they analyzed. The phenomenon of lexical patterning is prevalent, and language users rely 
heavily on these sequences as the normal building blocks of fluent discourse (Pawley & Syder, 
1983). They suggest that the largest part of the English speaker’s lexicon comprises complex lexical 
items, and that the number of sentence-length expressions familiar to the ordinary, mature English 
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speaker probably amounts to several hundreds of thousands. 
While there is a wide variety of terms and definitions for recurrent lexical patterns, we use the 

term formulaic sequences (FSs) to cover all types of multiword units, following Schmitt (2004).  
Wray (2002) defines an FS as a sequence of words that appears to be prefabricated and is stored and 
retrieved as a whole unit at the time of use, without the need of syntactic analysis. Under this 
assumption of holistic processing, FSs are given a single meaning and represented holistically in the 
mental lexicon. For example, the expression spill the beans stands for an act of revealing a secret, 
an idiomatic meaning that cannot be derived from the meanings of its component words. On the 
other hand, the word string boil the beans is generated creatively by syntactic rules and must be 
processed analytically word by word. Owing to holistic representation, FSs are assumed to be 
lexicalized and stored as holistic units and can be more easily retrieved and processed than novel 
sequences that are generated analytically. The main benefit of FSs is that language users are able to 
process them more efficiently and accurately than nonformulaic sequences (NonFSs) because of the 
reduced cognitive load (e.g., Conklin & Schmitt, 2008; Nattinger & DeCarrico, 1992; Pawley & 
Syder, 1983; Wray, 2002). 
 
2. Review of previous studies 

Psycholinguistic studies provide increasing evidence supporting the holistic hypothesis of FSs 
in both L1 and L2 use. Jiang and Nekrasova (2007) examined the hypothesized processing 
advantage of FSs using online grammaticality judgment experiments. Totally, 20 native speakers 
and 20 highly proficient L2 speakers of English were tested with stimuli of 26 FSs and 26 NonFSs 
matched for word length and frequency. Results showed that both native and nonnative speakers 
responded to FSs significantly faster and with fewer errors than they did to NonFSs. Jiang and 
Nekrasova (2007) concluded that reaction time (RT) and error rate advantage for FSs are consistent 
with the view of holistic representation. Conklin and Schmitt (2007) conducted a self-paced reading 
task using 60 passages with embedded FSs and NonFSs. Nineteen native speakers and 20 proficient 
L2 speakers of English read passages line by line on a computer monitor at their own pace. Both 
groups read FSs significantly faster than NonFSs. The faster reading times for FSs adequately 
support the assumption that FSs have a processing advantage over creatively generated word strings.  
These studies clarify that the processing advantage of FSs extends to advanced nonnative speakers 
of English. 

Ellis, Simpson-Vlach, and Maynard (2008) analyzed the psycholinguistic aspects of formulas 
that would affect the accuracy and fluency of processing FSs in 11 native speakers and 11 advanced 
ESL learners. They used a grammaticality judgment task to reveal that both native and nonnative 
speakers are sensitive to corpus-driven factors in formula processing. The data showed that 
nonnative speakers are significantly sensitive to the frequency of a whole sequence (i.e., the higher 
the frequency of the sequence, the shorter its judgment time), whereas native speakers are 
predominantly sensitive to the mutual information score (MI), which is the degree of coherence of 
words (i.e., the higher the MI of the sequence, the shorter its judgment time). Ellis et al. (2008) 
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maintained that significantly faster RTs for the word strings with these factors are reliable evidence 
for the psycholinguistic reality of formulaicity, underscoring the validity of corpus data as an 
indicator of FSs. Moreover, Wray (2008) pointed out that the criterion of holistic storage is 
extremely difficult to capture; instead, she relied on statistics and raw frequency for the 
identification of FSs. Given that major corpora are compiled from various types of authentic 
language produced by numerous native speakers, it is logical to consider corpus data as reliable 
metrics reflecting the underlying mental state of the language users (Schmitt, Grandage, & Adolphs, 
2004).  

However, data supporting the holistic view were largely limited to native speakers of English 
and highly proficient L2 speakers in an ESL environment (e.g., Conklin & Schmitt, 2008; Ellis et al., 
2008; Jiang & Nekrasova, 2007). Because little research has been conducted on the representation 
and processing of FSs among non-advanced learners of English, the psycholinguistic validity of 
formulas for Japanese EFL learners remains an open question. Given the importance of FSs in L2 
acquisition, this study attempts to clarify how FSs are mentally represented and processed by 
Japanese EFL learners. 

It is widely known that word familiarity is one of the factors that affect word recognition 
(Yokokawa, 2006). Similarly, the familiarity of sequences is also identified as an important factor 
that facilitates the recognition of sequences (Moon, 1998). According to Yokoyama and Wada 
(2006), high-exposure items are generally preferred over low-exposure items; hence, given that FSs 
are high-exposure items owing to their high frequency, they are preferred over less frequent NonFSs.  
In this study, we examine how familiarity with whole sequences affects the processing of FSs in the 
case of Japanese EFL learners. 
 
II. RESEARCH QUESTIONS 

To explore the representation and processing of FSs in an L2 mental lexicon and to examine 
the relations between the processing of FSs and the factors of familiarity and frequency for whole 
strings, the following four research questions were considered: (1) Do Japanese EFL learners 
process FSs more quickly than NonFSs and ungrammatical sequences (UnGs)? (2) Do they process 
FSs more accurately than NonFSs and UnGs? (3) Do they rate FSs with relatively high familiarity?  
(4) Do the familiarity and frequency of word sequences affect the recognition process of FSs? To 
address research questions (1) and (2), a word-order appropriateness judgment task was conducted 
in Experiment 1. To answer (3) and (4), a familiarity judgment task was conducted in Experiment 2. 
 

III. METHOD: EXPERIMENT 1 

The word-order appropriateness judgment (WOAJ) task was assigned to each participant 
individually on a computer screen.  The purpose was to explore the psycholinguistic aspects of how 
Japanese EFL learners mentally represent and process formulaic sequences. The participants’ RTs 
and error rates for three types of word sequences were compared following the procedures of Jiang 
and Nekrasova (2007). 
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1. Participants 

The participants in this study were 55 paid volunteers; they were either first- or second-year 
Japanese undergraduate students learning English as a foreign language. They signed written 
consent forms agreeing to provide basic data for the study and filled out personal background 
questionnaires before the experiment. Their personal history data confirmed that they were not 
educated overseas and had started learning English formally in junior high school. Among these 
participants, two students whose error rates exceeded 20% in the WOAJ task were eliminated, as 
their data were considered inappropriate for analysis; thus, 53 students remained. They were 
divided into two groups according to the Z-scores converted from their scores on a paper-based 
TOEIC. To create a clear contrast between the groups, two participants whose Z-scores were in the 
range of 48-51 were eliminated. Therefore, 51 participants remained, comprising 26 in the upper 
group and 25 in the lower group. Table 1 summarizes their learning backgrounds. 

 
Table 1. Participants’ learning backgrounds 

 Number TOEIC scores Age Years of English learning
Min. Max. M SD M SD M SD 

Upper 26 460 690 519.73 64.77 19.81 1.13 8.31 1.26 
Lower 25 280 430 374.80 42.87 19.24 0.66 7.76 1.23 

 

2. Materials 

The stimulus list comprised three sequence types: FSs, NonFSs, and UnGs, equally matched 
for their number of words. For the target FSs, 50 multiword lexical verbs were selected on the basis 
of Biber, Johansson, Leech, Conrad, and Finegan (1999). To ensure that the target FSs were high-
frequency items, we confirmed that their frequency figures exceeded 10 times per million words in 
the British National Corpus (BNC). For the control NonFSs, 50 multiword strings including verbs 
were created by replacing one word that was considered as a key word in FSs. For example, the FS 
come up with was modified by one word to create the NonFS run up with. To ensure that the 
modified NonFSs were significantly low-frequency items, the frequency figures were confirmed to 
be less than one time per million words. It should be noted that the critical factor that differentiated 
FSs from NonFSs was the frequency of whole strings, not of each component word. A t-test showed 
that the overall frequency of FSs was significantly higher than that of NonFSs (t (98) = 10.19, p
< .001). For the filler items, 50 UnGs were invented by scrambling the word order of the formulas 
that were not used for the target FSs. The word order of UnGs was designed to be inappropriate to 
lead to negative responses in the WOAJ task. The frequency figures of UnGs were set to be zero per 
million words, suggesting that these sequences do not appear in the corpus. (See Appendix for the 
sample test items.)  

As the focus is on comparing FSs and NonFSs, the factors affecting lexical processing were 
carefully controlled. 
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Table 2. Corresponding factors controlled for FSs and NonFSs 

 FSs NonFSs Results of analysis 

Number of letters 5.72 5.76 FS = NonFS (n.s.) 

Number of syllables 1.84 1.82 FS = NonFS (n.s.) 

Word familiarity (ranking) 994.0 712.54 FS < NonFS  
(U = 943.50, p = .03) 

Sequence frequency 36.38 0.28 FS > NonFS  
(t = 10.19, p < .001) 

                  
Table 2 shows the mean numbers of letters and syllables of the differing words in the two sets 

of sequences (e.g., come in come up with versus run in run up with). As shown, the numbers of 
letters and syllables of the replaced words for NonFSs were also equally matched with those for FSs. 
A t-test showed no significant difference between the two groups in terms of the number of letters (t 
(98) = -0.10, p = .92) or syllables (t (98) = 0.11, p = .91). The replaced key words of NonFSs were 
designed to have higher word familiarity than the original key words of FSs based on the data of 
word familiarity ratings by Japanese EFL learners (Yokokawa, 2006). A Mann-Whitney U test 
showed that the replaced words of NonFSs had significantly higher word familiarity rankings than 
those of FSs; this means that NonFSs had a processing advantage over FSs in the word-level 
processing load. This favorable condition for NonFSs was designed to clarify that faster RT for FSs 
is simply attributable to the formulaicity of sequence, not to higher word familiarity. 
 
3. Procedure 

The task was assigned to the participants individually after they filled out the written consent 
forms and personal background questionnaires. A stimulus presentation software, SuperLab 4.5 
(Cedrus), was used to measure participants’ RTs for each type of sequence. A set of instructions and 
21 practice items were given to the participants before the 150 test items. The order of stimuli was 
randomized among the participants. In each trial, a fixation marker “+++” appeared in the center of 
a computer screen for 1100 ms and was followed by a blank screen for a duration of 200 ms. Then, 
a stimulus was presented until the key press. All word strings were displayed at the center of a 12.1-
inch monitor in lowercase letters in 48-point font. Participants were asked to decide as quickly and 
accurately as possible whether the word order of the sequence was appropriate. They responded by 
pressing B for YES or N for NO on the keyboard. The task took 10 to 15 minutes for each 
participant. 

 
4. Data analyses 

The general linear model with repeated measures was used for the participant analysis. To 
investigate whether L2 learners responded faster and more accurately to FSs than to NonFSs and 
UnGs, the mean RT and error rate were analyzed by a 2 × 3 ANOVA with proficiency (upper and 
lower) as a between-subjects factor and sequence type (FS, NonFS, and UnG) as a within-subjects 
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factor. Before the analyses, participant’s RTs that were ±3 standard deviations (SD) away from his 
or her mean RT were excluded as outliers. In the analysis of error rates, both incorrect and correct 
responses were included, while only correct responses were included in analyzing RTs. 
 

5. Results and discussion 

Table 3 lists the descriptive statistics of RT and error rate data. 
 

Table 3. Descriptive statistics for the word-order appropriateness judgment task 

 Upper (n = 26) Lower (n = 25) 
 RTs (ms) Error rates (%) RTs (ms) Error rates (%) 

 M SD M SD M SD M SD 
FS 1098.6 381.3 0.02 0.03 1146.6 346.3 0.02 0.02 
NonFS 1330.9 610.2 0.05 0.08 1290.7 431.4 0.03 0.04 
UnG 1551.7 667.8 0.12 0.08 1546.7 502.9 0.18 0.11 
Total 1327.1 553.1 0.06 0.06 1328.0 426.9 0.08 0.06 
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Figure 1a–b. Reaction times (a, left) and error rates (b, right) in Experiment 1. 

 

5.1 Do Japanese EFL learners process FSs more quickly than NonFSs and UnGs? 

With regard to the RTs, the results of the two-way ANOVA indicated a significant main 
effect of sequence type, F (1.48, 72.53) = 78.98, p < .001, p�2 = .62. There was no interaction effect, 
F (1.48, 72.53) =0.85, p = .40, p�2 = .02, and no main effect of proficiency, F (1, 49) = .00, p = .99,
p�2 < .001. A Bonferroni multiple comparison revealed that the RTs in FSs were significantly 
shorter than those in NonFSs and UnGs (p < .001 in both cases) and the RTs in NonFSs were 
significantly shorter than those in UnGs (p < .001). This indicates a consistent tendency of both 
groups to process FSs significantly faster than NonFSs and UnGs. The results of the processing 
advantage of FSs are compatible with those of previous studies (Conklin & Schmitt, 2008; Jiang & 
Nekrasova, 2007). Faster RTs for FSs support the holistic hypothesis that postulates FSs are stored 
and retrieved as whole units. It is assumed that an online WOAJ task requires participants to pass 
through three major stages. First, they need to recognize the component words in each stimulus. 
Then, they proceed to a syntactic analysis to evaluate the grammatical well-formedness of the word 
string. Finally, they make a decision requiring either a positive or negative response on the 
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keyboard. According to the holistic hypothesis, a FS such as look forward to is considered to be 
represented as a single unit. Recognition of the formula would activate a single lexicalized entry in 
the L2 mental lexicon, which enables learners to bypass the second process of syntactic analysis and 
give a positive response more quickly. 

Although there is no difference between NonFS and UnGs in that they are not lexicalized as 
whole units and inevitably require the additional process of syntactic analysis, both groups of 
participants processed NonFSs significantly faster than UnGs. One possible interpretation is that 
UnGs suffer from higher cognitive load because of the shuffled word order, thereby requiring more 
processing time. Another possibility is that recognition of the component words in UnGs triggers 
the activation of lexical entries, which are the original forms of FSs in spite of their scrambled word 
order. Misled activation of the lexicalized FSs may have interfered with the decision-making 
process. 

 
5.2 Do Japanese EFL learners process FSs more accurately than NonFSs and UnGs?  

 As for the error rates, there was a significant interaction effect, F (1.34, 65.77) = 6.37, p 
< .01, p�2 = .12, and a significant main effect of sequence type, F (1.34, 65.77) = 62.59, p < .001, 
p�2 = .56, whereas the main effect of proficiency was not significant, F (1, 49) =1.12, p = .29, p�2 
= .02. Further analysis showed that a simple main effect of proficiency was confirmed at the level 
of UnGs, F (1, 49) = 5.54, p = .02, suggesting that the lower group responded to UnGs with much 
higher error rates than the upper group. In the case of FSs and NonFS, there was no significant 
difference of error rates across proficiency levels, F (1, 49) = 0.00, p = 1.00 and F (1, 49) = 1.81, p 
= .19, respectively. A simple main effect of the sequence type was apparent both in the upper group, 
F (1.34, 98) = 16.41, p < .001, and the lower group, F (1.34, 98) = 51.86, p < .001. However, the 
results of post-hoc comparisons showed a slightly different tendency. In the upper group, the 
processing error rate for FSs (0.02%) was much lower than for NonFSs (0.05%) and UnGs (0.12%) 
(p < .01, respectively), and that for NonFSs was much lower than for UnGs (p < .01). In the lower 
group, processing error rates for FSs (0.02%) and NonFSs (0.03%) were much lower than for UnGs 
(0.18%) (p < .001 in both cases). However, no significant difference in error rates was confirmed 
between FSs and NonFSs (p = .58). These results suggest that under time pressure in an online task, 
NonFSs and UnGs are more likely to generate errors during the additional process of syntactic 
analysis, whereas FSs are less likely to produce errors because there is no need for analytic 
processing. This notion conforms to the fact that the upper group processed FSs more accurately 
than NonFSs and UnGs. However, it seems that for the less proficient learners in the lower group, 
formulaicity effects were not discernible between the grammatical sequences of FSs and NonFSs 
due to the participants’ insufficient ability of syntactic analysis and unstable knowledge of FSs. The 
data showed that both groups responded to UnGs with much higher error rates than FSs and 
NonFSs. It is assumed that the higher processing load of ungrammatical sequences created more 
chances for errors. These overall results wherein FSs are processed more efficiently than the other 
sequences support the psycholinguistic reality of formulas in EFL learners’ L2 mental lexicon. 
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IV. METHOD: EXPERIMENT 2 

The purpose of Experiment 2 is twofold: to determine whether FSs were perceived as being 
more familiar than the counterpart sequences using a familiarity judgment task and to clarify how 
the familiarity of word sequences affected the recognition process through a Spearman rank-
correlation analysis. 

 
1. Participants and materials 

The participants were the same as those in Experiment 1. Totally, 51 participants remained for 
analysis, and they were divided into two groups: 26 undergraduates in the upper group and 25 in the 
lower group (See Table 1 for their learning backgrounds). The stimulus list used in Experiment 1 
was retained for this task (See Appendix for the stimulus list). 

 
2. Procedure 

The task was assigned to the participants at the end of the session to avoid repetition effects.  
The participants were individually asked to rate their familiarity with the stimulus word strings on a 
six-point scale. They were clearly instructed to rate familiarity for the entire string, not for 
individual words. After a practice session comprising eight items, the participants pressed the space 
bar to start the trials. The order of stimuli was randomized among the participants, and their 
responses were digitally recorded by SuperLab 4.5 (Cedrus). In each trial, a fixation marker “+++” 
and the six-point scale appeared as reminders in the center of a computer screen for 2000 ms, 
followed by a blank screen for 100 ms. Then, a stimulus was presented until the key press. All word 
strings were displayed at the center of a 12.1-inch monitor in lowercase letters in 48-point font.  
Numbers 1 through 6 were assigned to keys D, F, G, H, J, and K, respectively. The participants 
were asked to press one of the six keys immediately after the stimulus presentation, according to the 
degree of their familiarity with the stimulus word string (e.g., D for 1 when the stimulus was least 
familiar and K for 6 when it was most familiar). The task took 10 to 15 minutes for each participant. 

 
3. Data analyses 

The general linear model with repeated measures was used for the participant analysis. In 
order to determine whether EFL learners acquired higher familiarity with FSs than with NonFSs, 
the mean familiarity ratings were analyzed by a 2 × 3 ANOVA with proficiency (upper and lower) 
as a between-subjects factor and sequence type (FS, NonFS, and UnG) as a within-subjects factor. 
Spearman’s rank-correlation coefficient was utilized to investigate the relations between the 
familiarity ratings and the other factors, namely, the RTs in the WOAJ task and the frequency of the 
stimuli in the BNC corpus. In this study, familiarity ratings were analyzed as interval scale data; this 
is based on the suggestion that data from a Likert scale with more than four points can be treated as 
interval scale data and the results of their parametric analyses are approximately the same as those 
of nonparametric analyses using them as ordinal scale data (Ishii, 2005). 
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4. Results and discussion 
Table 4 presents the mean familiarity ratings for three types of sequences in each group. 
 

Table 4. Descriptive statistics of familiarity ratings for word sequence 

 

 

 

 

 

 

 

 

 

 
 

 

 

 

 

 

Figure 2. Familiarity ratings for word sequence 

 

4.1 Do Japanese EFL learners rate FSs with relatively high familiarity?  
A 2 × 3 ANOVA indicated a significant interaction effect, F (1.36, 66.47) = 4.90, p = .02, p�2 

= .09, and a significant main effect of the sequence type, F (1.36, 66.47) = 672.58, p < .01, p�2 
= .93; in contrast, the main effect of proficiency was not significant, F (1, 49) = 1.33, p = .26, p�2 
= .03. A test of simple main effects revealed that the familiarity rating of three sequence types 
differed significantly in the upper group, F (1.36, 66.47) = 403.39, p < .01, and the lower group, F 
(1.36, 66.47) = 276.57, p < .01. Figure 2 shows a clear trend in the familiarity ratings. An analysis 
of multiple comparisons revealed that both groups rated FSs significantly higher than NonFSs and 
UnGs (p < .01, respectively) and NonFSs significantly higher than UnGs (p < .01). 

 A test of the simple main effects of proficiency showed that the familiarity rating differed 
significantly at the level of FS, F (1, 49) = 7.98, p < .01, suggesting that the upper group rated FSs 
significantly higher than the lower group. This may reflect the participants’ accumulated experience 
of learning English. As described in Section III.2, FSs are high-frequency items in the BNC corpus 
that may represent the actual use of the given items. Therefore, these high-frequency FSs are more 
likely to be high-exposure items in actual language use (Yokoyama, 2006) and may appear more 
often in an English learning environment. Moreover, provided that language proficiency is related 
to the amount of exposure to the target language, learners with higher proficiency are more likely to 

 Upper (n = 26) Lower (n = 25) 
 M SD M SD 

FS 5.2 0.4 4.9 
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have been exposed to larger language input. Thus, repeated exposure to highly frequent FSs may 
contribute to the upper group’s higher familiarity with them. No significant difference in familiarity 
ratings was apparent across the groups for NonFS (F (1, 49) = 1.84, p = .18) or UnG (F (1, 49) = 
1.51, p = .23). This suggests that the amount of learning experience did not influence the familiarity 
ratings for NonFSs and UnGs because they are low-frequency items, which are less likely to appear 
in language input. 

 
4.2 Do the familiarity and frequency of word sequences affect the recognition process of FSs? 

 A Spearman rank-correlation analysis was conducted to determine the relationship among 
three variables: the familiarity of the whole sequence, frequency of the whole sequence in the BNC, 
and RT in the WOAJ task. Table 5 shows the results, which indicate a similar tendency across the 
two groups. 
 

Table 5. Spearman’s  rank-correlation coefficient (�) 

Upper RTs in WOAJ Familiarity rating BNC frequency 

RTs in WOAJ 1 -.36(**) -.33(**) 

Familiarity rating -.32(**) 1 .88(**) 

BNC frequency -.38(**) .86(**) 1 

Note. Figures above the diagonal are for the upper group, and those below the  
diagonal are for the lower group. **p < .01 
 
In the upper and lower groups, RT in the WOAJ task was weakly correlated with the 

familiarity of the whole sequence (� = -.36, p < .01, and � = -.32, p < .01, respectively) and the 
frequency of occurrence in the BNC corpus (� = -.33, p < .01, and � = -.38, p < .01, respectively). 
This is similar to the result of Gernsbacher’s (1984) study, which suggests that word familiarity, as 
well as word frequency, is a predictor of RT. Our study showed that either the familiarity or the 
frequency of whole strings could be an indicator of RT in processing multiword sequences. The 
weak correlation between processing time and these two factors was possibly due to the large 
variability in the RTs of less proficient L2 participants. As Yokoyama (2006) suggests that the 
familiarity of items may be determined by the exposure frequency in actual language use, learners 
may need more language input to encounter formulas in order to develop a more linear relation 
between formula familiarity and processing time. In contrast, the correlation between familiarity 
and frequency in the BNC was very strong (� = -.88, p < .01 for the upper and � = -.86, p < .01 for 
the lower group), indicating that familiarity with word sequence was sensitive to the corpus-derived 
data. It is notable that whole-string frequency in the native data also reflects whole-string familiarity 
for Japanese EFL learners. As discussed above, high-frequency items are likely to become high-
exposure items even for EFL learners. Provided that repeated exposure creates higher familiarity to 

Lower 
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the items, it is conceivable that whole-string frequency in the BNC reflects whole-string familiarity 
among Japanese learners of English. 

 
V. CONCLUSION 

The main purpose of this study is to explore how FSs are mentally represented and processed 
by Japanese EFL learners. Our data indicate that less proficient learners store and process them 
holistically, providing further evidence that nonnative speakers of English enjoy the same 
processing advantage of FSs as native speakers. It is noteworthy that less proficient learners in the 
lower group also benefited from the processing advantage of FSs. This suggests that FSs are 
represented as single whole units in the L2 mental lexicon from an early stage of language 
development. The findings may shed further light on the theoretical understanding of lexical 
processing and may hold pedagogical implications as well. However, we should not oversimplify 
the fact that Japanese EFL learners enjoy the same processing advantage of FSs as advanced ESL 
learners, because the process of acquiring FSs may differ slightly between EFL and ESL learners. 
In an ESL environment where learners have daily access to language input, they may establish a 
holistic representation of FS through natural contextual learning. Meanwhile, with a limited amount 
of exposure to the target language in an EFL situation, the processing advantage of FSs may stem 
from the peculiar learning experience of memorizing phrasal expressions out of context, largely for 
entrance examinations to schools.  

It should also be noted that both the familiarity and frequency of formulaic expressions are the 
essential factors that facilitate recognition. Further research is required to clarify how Japanese EFL 
learners acquire knowledge of FSs; this will enable us to devise an effective instruction method.  
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Appendix: Sample Experimental Stimuli 

FS (36.38/M) NonFS (0.28/M) UnG (0/M) 
agree with hurry with with begin 
come up with run up with up keep with 
depend on select on up pick 
get back to say back to to in give 
go ahead go behind alone leave 
look forward to look outside to with have trouble 
make use of make way of late up stay 
sit down fly down down knock 
take part in take life in in touch get 
wait for tell for up dress 

Note. Average frequency for the whole sequence in the BNC corpus is shown in parentheses. 

49



JACET Kansai Journal, 13, 50–61. (2011) © JACET Kansai Chapter 
ISSN 1880-2281   Printed in JAPAN. 
 

50 

�������	
��
���������������

������ !"#$

%&' () 
*+�,-� 

 
./' 01234' 56 

78�,-� 

 
9:' ;<=2>?' @1 

78�,-�-�, 

 
6A' B 
CDEF-� 

 
ABSTRACT 

The present study aims to investigate syntactic planning for sentences using dative verbs. Japanese 
university students participated in the experiments based on two types of picture description tasks, 
i.e., a paper-and-pencil task and a syntactic priming task. The result of the former task indicates that 
the magnitude of syntactic planning ability affects choices of structures produced. In the latter task, 
the significant priming effect was only found in the case of lower level students. A possible 
explanation is that not only was their grammatical knowledge limited but also their syntactic 
planning ability was not yet fully developed and they tended to describe pictures by simply using 
prime sentences. In contrast, upper level students were less susceptible to the influence of prime 
sentences. 
 
Key words: G�	
H����H��IJKLMNOH�����H������ 
 
 
1.PQR�

Levelt (1989) PH�STUV�W�XIJYZ[SH\� 3]�^_�`
ab�c(1) 
G�defabgbhiZjklmnSobp<q�rstuvdwConceptualizationxH
(2) uvyzSG�{|�}de~�=H��S���a�����]ba���S�a
�=t����wsyntactic planningx���H��I���d�H��dV�rst{
�wFormulationxH(3) ����lH����S�<V<�]ba���S�aH��V
�rst��wExecutionx���crf�� 3]�^_���H���{��s����

50



�������	
��
�������������� 

51 

�H�������"7� ab�c�{���^_�������¡g
f¢H£��

�JYZ[��=��gb¤¥¦S§¨�sH����P����	
��ba©ª�«

¬���c 
�­®�PHG�	
��
�¯°Ig��2±²³´�µ¶S·��RH�����

¸¹SºaH����� (picture description task) S»b� 2]��¼S� �c�¼ 1�
PH�����������½�g����S	
V�¾¿���<S�q��RH��

���S� �c�¼ÀÁ�PH������tprepositional object; PO ��Âdouble 
object; DO ��x�	
SÃ ���]baH£f�S��V� 1 �S	
���HÄ�
�ÅÆl�����[ÇjÈ��¨�<sb�ÉÊ�ËÌ�Í¨�c�¼ 2 �PHBock 
(1986) �Î³SÏ§�H�����S»b���IJKLMNO�¼S�bH�ÐÑS 2
]�`
����������½Ò��Ó�U��JKLMNO¯°SÔÕ`Ö��c 
 
2.�¼ 1

' �����7V�­®PHGb×Øb (speech error) �`Ö (Garrett, 1984) lH��IJ
KLMNO�¼ (Bock, 1986, 1989; Branigan, Pickering, Liversedge, Stewart, & Urbach, 1995) 
g�SÙ�a��fa¡�cGarrett (1984) PH����SÚ¥ÛÜÝ (functional level) s
ÞßÛÜÝ (positional level) � 2 ^_�`
ab�cÚ¥ÛÜÝ�PH�àPáâãá 
a��äHmå��brs�æºV�����efHç�lèI�g��éê�ë�ef

a���ìíî�ï�f�cÞßÛÜÝ�PH��ef������ìíî��aPR�

fH�à�ãR�f�s�ab�c 
' Ó�U��Ó���S	
V�ðñsòg=HóôG�����ðñPH������


�Ú¥ÛÜÝsÞßÛÜÝ�^_�õö�÷Tø����RH���	
¾¿�ùúS

�¨�s§¨�f�cr�½�gõö�]ba��ÐÑPH�û�³�üý�7V�þ�

Ig��¥Á�¼�P�ãV�rs��¡gbc£r�H�¼ 1�PH�S�a£�ÉÊ
S��V�WH���íî�a�XI��¡�<��<Há�HXI��thN�ÝÛ	


�Nx<��¬g��SÅÆ�¡�<��<�]baH�¼ÀÁ��h�mýS�
�H

������
�õö´�ùú�]ba�q�rs���c 
 
2.1�¼ÀÁ�

���É�-� 1�4��t��������x462��Ï���c-�����P��
��� ab�c 
 
2.2�¼��

��ï�������L t�W!" #����WZN�jH2010x���»��$
<�HPO/DO���	
SÃ ��S 8%H�½ÒH&�'H()*+�HXö��S,
-��	
SÃ ��S� 22%Hñ� 30%S�ã��c30%��PH2]�.[ t/
15%x�`
Hà0¯°S1
��RH£f2f 334�5�jNSï���cá�H�
j6i ��s77�gbso�f��S89Kjs�a 6%»m��c/�¼ÀÁ�PH
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�¼:è�� 15%s89Kj�� 6%�� 21%���]ba��S� �c 
�¼ÀÁ��HV��	
���S;=<�rs��¡gb½�H»= 1%�]¡�S

1 %ä]>?�H/@jk�.A��SH&B�£�ÉÊS��V���t1 �xS�"
�R�CS£f2fDß��c�����7V�ËÌ��<f�\�@jksZi ��

aHñ� 21Zi H42@jk<����
E1Sï���cËÌ�ÉÊPHF&� 3]
�� �c 

 
1GH��P�<=lV< ��V<I J Pb2bb¨ K 
2GLM�p<Nâ�����<I J Pb2bb¨ K 
3GOb�bÄ�PVP�ob]¡á��<IJ Pb2bb¨ K 
 
2.3�¼Îà

�¼ÀÁ��PHA5 �LÈ��
E1�DQef�cE1�y=�PH��SO�g
b� 1���"rsH�á=§¨Ráä��S"�"rsHTU�g�PO»~ä�ç�
SV��S�"rsHg��WmX:��Yefa�=H�¼�Z��[\]^S�¨�c

_�Ì�S 3 Ì�bH`^g¹�gb<ab���H�¼Scd��ce¬f×Pg 30
`�� �c 
 
2.4`Ösh°

�­®��¼�PH4 34��������HPO/DO ���	
SÃ ��t1 ���
= 4%x�¸¹Sºaa`ÖS��rss�H�H��P�<=lV< ��V<I�s
b�ËÌ��Pb�siÍ��ðñ�îS`Öjzs��c/�¼ÀÁ��	
���PH

PO ��HDO ��H£�ktèI�� 1 ��î�ðñHPO/DO F����SO»��ð
ñg�xHlã`¥t�fmx�`4��c1 ��nã��`4S� ��Ho�nã�
�paeSab��c 
' /���6q	
rSHy 1 �µVcsts�aHPO ��P DO ��½=um��"
	
ef� (t(461) = 4.08, p < .001)c 
 

y1. 1���=t4%.x�/���6q	
r (n  = 462)
PO DO £�k

��	
rÂ� 2.10 0.75 0.73
SD (0.88) (0.78) (1.11)  

 
' �¼ 1�PH�¼:è�� 8%S 2]�.[ �`
ab��H.[ �Øb�-¡"

�rsS1
��RH.[ v�6qm� !¡wx�yj�S z m�}zV�rs�
½ a	
rS{|d��c�¼ÀÁ��h�mý� PO/DO ���	
��¨�ùúS
�q���� aPHPO/DO ��S	
���¼ÀÁ��î�Wè�H243 �`�yj�
SO»��c`ÖB³PH������½���IJKLMNOS} ab� Branigan, 

y 1. 1���=t4%.x�/���6q	
r (n = 462) 
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Pickering, and Cleland (1999) �|QHPO/DO���~	
r�jV� DO���	
Ô�
S�R�c 
á�H89Kj��t1 ���= 6 %x�]ba�H�<=lVbsb�iÍS·�ð
ñ�îS`Öjzs�tWxH�����7V�h�mýS�
��c�¼ÀÁ�v�

�LM�p<Nâ�����<�sb�ËÌ��Pb�siÍ��irsH�Ob�bÄ

�PVP�ob]¡á��<�sb�ËÌ��Pb�siÍ��irS�RH£f2f�

Ô�S����c�\�H��S����íî�a��]ba�ËÌH��S�Ä��Å

Æ��]ba�ËÌs��c 
DO ���	
Ô�S()}rH89Kj���jV�����íî�a�tn 1xs

�Ä��ÅÆ�tn 2x�Ô�S��}rs�a`�`ÖS�bH���íî�a��¡
�<��<H�½ÒhN�ÝÛ	
�N<��Ä��ÅÆ��¡�<��<�HDO ��
�	
��¨�ùúS�q�c£�h°H����íî�a��ç¯°P��f� (F(5, 
242) = 2.42, p = .037) �H�Ä��ÅÆ��ç¯° (F(5, 242) = 0.85, p = .51) l!�ï» 
(F(15, 242) = 0.13, p = .22) P��fg< �c 
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Ô
�

89Kj�j�aÄ�SVP�ob]b�Ô�

 
 

 

n 1.����íî�a��Ô�s DO���	
Ô��6q

n 2.�Ä��ÅÆ��Ô�s DO���	
Ô��6q
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2.5§�

' �¼ 1�PH���������HPO/DO���	
SÃ ��S 1����V�W�H
�����Ú¥ÛÜÝsÞßÛÜÝ�^_�õö�]ba�h�mý�H���	
¾¿

��¨�ùúS�q�c£�h°H�S�a	
�½�sV���SVP�obp<q�

rs��¡�<��<PHPO/DO ���	
�ùúS�¨ab�rs�`< ��HÄ
�Sobp<q�rs��¡�<��<�ùúSµVh°P·�fg< �c 
r�rs<�H��­® (Garrett, 1984) �µefab�½��H�S��V�rssH
��ef��S[�g����aPRa�Sï�rssPòg�õö���¤¥¦��¨

�cá�H�S�ã�¡�â
�P��	
�]g��gb�H��Sobp<q�rs

��¡�ðñH£�����S�aPR�rs��¡H��	
����lVb��Pg

b<s§¨�f�c�����7V���­®�PHhN�ÝÛ	
�N�.���Z[

�lVb���H�����ùúS�¨�¾¿���s��efab�c�¨¢Hu��

�PHk���ç�s�a�¢flV"(McDonald, Bock, & Kelly, 1993)H�z¦��b�
�PH��LM�B�ß<f�¾¿��� (Bock, 1987; Bock & Warren, 1985)c�¼ 1�`
Ö�PH��P�<=lV< ��siÍ��yj�S$Ra�=HÄ�P���ÑÅÆ

�¡ab�sG¨��HÓ��õösPòg=H�S�aÄ�SÅÆ�¡a�H��Iì

íîSï�^_���Sobp<q�rs��¡g
f¢H£f�S�á"íî�a�r

s��¡gb��Pgb<sb�rsSµ¶�ab�c 
' �¼ 1�PH�����^_S} ��H	
��
��õö�JYZ[�]baP^
�<��¡gbc£fS�q��R�PHL1 ��­®��¢�¢»b�fab���I
JKLMNO�¼ (Bock 1986) S���¬���cá�HóôG���õö�PHþ�I
g��¥Á�¼��ã�¡�½�g�ÐÑ�ùúV�s��efab�c�¨¢HHopp 
(2006) PHóôG�s�a��L��S��V���Ó�U�s�KN��Ó�U�Sj
z�H�L��� C-test�½=�ÐÑS�ã�H|Ó�U� (near-native) s���� 2O
ÝjJ�`
�c£���H��I� ¦�����]baH�¼ÀÁ�@j[�¡î�

�sf×¢£S¤
��³¦l¥��S�Z��sr¦H§¨©�7�aH|Ó�U�O

ÝjJPÓ�U��ªb�õöSµ���H���OÝjJPµeg< �s���ab

�cClahsen and Felser (2006a, 2006b) PH��Ó�U�s Quick placement test (Oxford 
University Press, 2004) ���ÛÜÝ�� �óôG����sSjz�H�8KLN��
�½Ò�NKLN��S�Z�H89Kj2«¬iJ��s7­®�ë�Þß�� g�

�õöSÔÕ��sr¦H¯���õö�òg ab�s���ab�c 
�­®��¼ 2�PHr�½�g��­®�h°�°îH�������������
ÐÑS�ãV�ss��H��IJKLMNO�¼S�bH	
��
��õö�JYZ

[S±���c 
 
3.�¼ 2

G�	
V�WH²��õö���s³Q��I5�jNS»b�¾¿���cLevelt 
and Kelter (1982) PHr´��µ��¶US<
H”What time does your shop close?”sËÌ
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��s¡�P “Five o’clock.” sÍ¨H”At what time does your shop close?” sËÌ��s¡�
P“At five o’clock.” sÍ¨�¾¿���rsST���c 

Bock (1986) PHr�·zS��IJKLMNO (syntactic priming) s�ë
H£�¸¹
¦S#º��c»¼PH��Ó�U�Sjzs�H¥�'Â&�'���½Ò PO/DO �
�� 234������]baH�����S»b���IJKLMNO�¼S� �c
�¼PHJKLÇ�S��½µ�a¾¿e~��H�S��e~�Hsb�Îà���f

�c�¨¢H¥�'Â&�'���ðñHbäf<���SJKLÇ�s�a½µ� (e.g., 
One of the fans punched the referee. / The referee was punched by one of the fans.)H\�bäf
�����y·�¡�� (e.g., Lightning is striking the church. / The church is being struck by 
lightning.) S�~a��e~�c£�h°H¥�'JKLÇ��s¡�P¥�'��H&
�'JKLÇ��s¡�P&�'��S½=�"	
V�rs�`<=HPO/DO ���
ðñ��H³À�¾¿���f�c 
��IJKLMNO�¼�PH��P�ä��Á=<efgbc�¨¢H�ß�Â� to
Ã���JKLÇ����ðñH	
ef���PH�ß�Âsb���PÄÅeflV

b�H�ß��34P7­�gb (Bock, 1989)c]á=H��IJKLMNO�PHJK
LÇ��ÆzIg�����	
ef�����ùúS�¨�s§¨�fab�c�¼ 1
�PHDO��½=� PO���B��"	
efab��HL1 ��­®� !
¢HJ
KLÇ�s�a PO��á�P DO��S½µV�ðñHJKLÇ�� DO����f¢H
DO ��S	
V�êñ��¼ 1 ½=��"g�rs�Ç��¡�cá�H�³¥Á��
ÐÑ�H	
�7���õö��ùúS�¨����f¢H�ÐÑ�½ aPÓ�U�s

Pòg �	
¾¿SµVrs�Ç��¡�c 
£r�H�¼ 2 �PHBock (1986) �Î³� !¡H�ÐÑS 2 ]�`
������

����½Ò��Ó�U�Sjz�H�����S»b���IJKLMNO�¼S� 

�c 
 
3.1�¼ÀÁ�

�������� 70 ��½Ò��Ó�U� 11 ��Ï���c���PHQuick 
placement test (Oxford University Press, 2004) S&¼�a��bH[���6qms.Am�
ÈÉ³Qtg 34¹x�� ��RH34¹<� 47¹S�ÞÊt40�xH16¹<� 33¹S
&ÞÊt30 �x�`4��t60 ¹Ë¹xcQPT s Common European framework of 
reference for languages (Council of Europe, 2001) �PÌ7��=H�¼ÀÁ��-Í�
CEFR� B1 (Threshold: Lower Intermediate) ����ÛÜÝ�� �c 
 
3.2�¼��

�¼ 1 �O»�� 30 %�����H��ö¨�ÊÎ�/�����	
eflV< 
� 16 %SO»��c4 34�����SJKLÇ�sV�/ 4 %�½Ò89Kj12 %�
� 28%��<��� 234�Ï[ S SuperLab® �ï���c 
Vqa��P£�²��½µef���tJKLÇ�xsZi �g a�=H/Ï[
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 �JKLÇ�PH2 ]������bäf<S,N�b�c�¨¢HPO/DO ���	

¾¿S��ðñHPOJKLÇ� (The boy offered his seat to the lady.) á�P DOJKLÇ� 
(The boy offered the lady his seat.) ���HAppendix� (1) ��t�j6i x�½µefH
������S	
V�<S�
��c 
 
3.3�¼Îà

�¼ÀÁ�PH�
�èIPH-����¨�f��S�aH��½�g�S�"�<

S�q�rs���s]^ef�c(1) �NÐÑj��Ò��½µef���S�¡�H
[@j[	jSÓVH(2) \���½µef���H£���ñ� 1 �S�¡�â
�S
"iÍ»=��Ô�H[@j[	jSÓVHsb�Îà�]^efH_�Ì�S 3Ì� 
��H�¼Scd��ce¬f×Pg 30`�� �c 
 
3.4`Ösh°

�¼ 1 s³À�H4 34��������HPO/DO ���	
SÃ ��t4 %w
AppendixÏÕx�¸¹SºaHJKLÇ����½µef������]ba`ÖS� 
�c/�¼ÀÁ��	
���PHPO��HDO��H£�kHlã`¥t�fmx�`
4��c 

PO/DOJKLÇ��jV� PO/DO���6q	
Ô�SHy 2�µVc 
 

y2. /���6q	
Ô� (%)

PO DO £�k PO DO £�k

POJKLÇ� 36.7 16.5 46.8 35.0 13.3 51.7
DOJKLÇ� 31.6 20.3 48.1 25.0 31.7 43.3

�ÞÊ (n  = 40) &ÞÊ (n  = 30)

 
 
á�H�¼ 1�»b��¼:è�����H�¼ 2��»b���]baHJKLÇ�
�gbðñt�¼ 1x����������/���	
Ô�S����sr¦H PO �
��DO���£�k���Ö21.1%: 12.5%: 66.4% sg �cy 2 t�¼ 2x�/Ê�	

Ô�s�ØbSH×LôØ#ã��q�sr¦Hsts�aHJKLÇ��gbðñs

��ðñ�H��×�	
Ô��umÙ���f�tPO JKLÇ���2 = 233.2, p < .001H
DOJKLÇ���2 = 216.6, p < .001xc�ÐÑo���sHJKLÇ��gbðñsÔq
aH�ÞÊ��baH POJKLÇ��P PO�� (�2 = 72.96, p = .002)HDOJKLÇ��
P DO�� (�2 = 65.75, p = .006) �	
Ô��um�Ú¨H&ÞÊ��ba�HPOJKL
Ç��P PO�� (�2 = 45.89, p = .018)HDOJKLÇ��P DO�� (�2 = 74.52, p < .001) �
	
Ô��um�Ú¨�c 
e��H�¼ 1s³À�HPO/DO���~	
r�jV� DO���	
Ô�S�RH
�ÐÑo�JKLMNO¯°S�q�cDO ���	
Ô�S()}rs�HJKLÇ�
�34 (PO/DO) SÛ¼�É¬ÜH�ÐÑt3 ÛÜÝxSÛ¼�×¬Üs�a`�`Ö

y 2./���6q	
Ô� (%) 
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tF1�Û¼�`Ö�½Ò F2�:è`ÖxS� �cPO/DO JKLÇ��jV� DO ��
�	
Ô�SHn 3�µVcJKLÇ��34�ç¯°�PumÙ (p < .05) �H�ÐÑ�
ç¯°�Pum¾¿ (p = .070) �H£f2f±�ef��HJKLÇ��34s�ÐÑ�
×�!�ï»P��fg< �c 
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Ô
�

PO JKLÇ� DOJKLÇ�
 

 
 
3.5§�

sts�aHDOJKLÇ�S½µ��s¡�B�HPOJKLÇ��s¡½=�um�
�"� DO ���	
ef�c�<�g��H�«ÔÕ�h°H&ÞÊ�PHDO JKL
Ç�S½µ��s¡�B�HPO JKLÇ��s¡½=�um��"� DO ���	
e
f��H��Ó�U�s�ÞÊ�PHJKLÇ��34�½ aÙP��fg< �cr

�rs<�H���������PH&ÞÊ�î�H^�<gJKLMNO¯°���f

�rs�`< �c£�öÝs�aPH�ÞÊPHPO/DO ��F���Àxg��SÔ
ÕIÞÝ�	
�¡��RHJKLÇ��ùúS&
�"b�H&ÞÊ�ðñP£f�ß

�b�RHJKLÇ�Sg�q"à»�a�Sï¦�sV�<��Pgb<s§¨�f�c 
�<�g��H�¼ 1 s�¼ 2 � PO/DO ���	
Ô�SÔÕ�aî�sH�ÐÑ�
7��äHJKLÇ��g< ��¼ 1½=�HJKLÇ��� ��¼ 2�È��Hb
äf����	
Ô��um�Ú¨ab�cr�rs<�H���������PHJK

LÇ�Sámý�à»�a�	
S��¾¿�� �rs�`<�ce��H�¼ 1�PH 
PO ���	
�âáf�¾¿�±�ef��H`�`Ö�h°H�¼ 2 �PH&ÞÊ�
DO ���	
Ô��ã�"Ú¨�t�ÞÊ�p = .006H&ÞÊ�p = .0000048xcþBH
�ÞÊ�ðñH�¼ 2��HPO���	
Sâ-¾¿Sä"å a�=Hþ�� PO��
S�"	
V�sG�fab���Ó�U��ªb¾¿�����Pgb<s§¨�f� 
(Gries, 2005)c 

n 3. PO/DOJKLÇ��jV� DO���	
Ô�
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�­®��
������S»b���IJKLMNO�¼�PHL1 Sjz����
�­® (Bock, 1986) ³ÀHsts�aHJKLÇ��34� PO/DO ���	
Ô��ù
úS�¨�rs<�H���������ðñ��H�ÐÑ�7��äH��IJKLM

NO¯°���f�rs�`< �cá�HJKLMNO¯°Pu�aæ< ����H

&ÞÊ�JKLMNO�PHk�OÝjJsÔqaum��< �cr�rsPH³À�

��������Sjzs�� Morishita et al. (2010) �H�ç���S»b���IJK
LMNO�¼�.�H�ÞÊPHJKLÇ���á=ùúefä�è^½"O ab��

�S	
�H.ÞÊPHJKLÇ�Sg�q"éê�H&ÞÊPHhN�ÝÛ	
�NÉ

��	
��R���yz�ë`{�efabgb�RHJKLÇ�S�á"à»�¡g

b¾¿���Hs±ì��ÉÊsPÌíV�h°sg �c£�îÜs�aPH�ÐÑ�

`4 |�òg�sb�rsâ
�g"H�ç���������-¡"ïðV�þBH

�����PÞÝÑ��"H	
¾¿£���S�q�måñb�äbsb�rs�§¨

�fH³Q��IJKLMNO�¼�� a�H���½ ah°�-¡gØb�
�r

s�^�<�g �c 
á�HBock (1986) �êbHJKLÇ����P�sá7­�������H�ç��

� (Morishita et al., 2010; Pickering & Branigan, 1998) �ðñHJKLÇ�s�j6i ��
���³þ�È��òg�s¡½=�JKLMNO¯°��bsb�h°�·�fab�

�RH������]ba�HJKLÇ������S���¡�ðñs�¡gbðñ�H

JKLMNO¯°�ØbS�qaî��¬���c 
 
4.ásRsH����

�­®�PH�����S»b� 2]��¼S�bH��������������¾
¿�]ba�q�c�¼ 1�������PH��Sñò�obp<q�rs��¡f¢H
£����Ä�S�aPR�rs�½ a��íî�a����lVb�HÄ�Sobp

<q�rs��¡a�H[�g����aPRa�Sï�rs��¡gb¤¥¦�H�¼

ÀÁ��jV�h�mý`Ö�½=µ¶ef�c�¼ 2���IJKLMNO�¼�PH
�¼ÀÁ���ÐÑ�½=HJKLMNO¯°�Øb���fH�S��V�W���	


��baH&ÞÊ�um�JKLÇ��ùúS&
ab�rs�`< �cr�rsPH

k�OÝjJsÔqa��üý�ó�b��¦�sÇÅef�&ÞÊ�HJKLÇ�Sà

»V�rs�½ a��íî�a����ab�rsSµ�ab�s§¨�f�c   
�­®�h°<�H���Ñ���üýSô aba�H£f�S�á"��	
�]

gõ�rs��¡gbsb����������þ�I¾¿�p¡ö=�g �c³f�H

&ÞÊ�JKLMNO¯°�ÔÕI�< �rs<�HM�ÛÜÝ�����ðñ�PH

²��õö���s³Q���Sámý����	
V�sb�þ3�÷ø�� (implicit 
learning) ���f���Pgb<sb�rsSµ¶�ab�crfá������baþ
�I���fa¡�ùøIt^µIxg�³±²�PHùøI2mýIgõö� !"�

	
P�¡a�H÷øI2Î+¡Ig�	
�Pg<g<hÒ]¡�"bcJKLMNO

�½������7V���¯°�H�­®�&ÞÊ��babR�f�rsPH�	
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�Þ�d (automatization) SúV½�g±²�H��IJKLMNOSû»��B³�u¯
���¤¥¦Sµ¶V������cr�½�g��³�u¯¦�]baHH��üI�

ý ab"�¬���sG¨�â¦�c 
L��H�­®�PHyj�r`þ��RH�ÐÑ�½���IJKLMNO�Øb�

]baHë`g#ºS��rs��¡g< �cH�He��yj�rSÚl�H�
S

�R�Çã���cá�H��v���g�HËIg�Ñ<��`ÖS�b�bc 
 
W

�¼ 1�PH�¼ÀÁ���ã�������¼:è��	
��¨�ùúS��rsS
èIs�ab�c�¼:è���]ba�ËÌ�jV�iÍS`ÖV�sH��I�Ì7

7­��Q��RH89Kj���]ba�ËÌ�jV�iÍS`ÖV�rs�½=H/

�¼ÀÁ���	
��
�þ�I¾¿S��c 
 
ë�

��PH��� 2010 � 9 � 17�19 ��c	ef���bü�
ó 21 i­®-
t�'
*+-�x��ba�
t�[�jxTy��ÉÊSH��25p�������c 
 
��

�­®PH�����hy9��
 (LET) 78�� �ö�­®�
��
yj�� !
"�����ck�­®hN�jPHF&�Ù=t�ë�àxc��(1tCD��-

�xH�A��t��-�xH��� t!"�d#$-�xH.8%t&'�,-�xH

()1t&C*+�,�3�ûxH-É)tCDEF-�xc 
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Appendix�PODO���	
SÃ �JKLÇ�s�t�j6i x��t�¼ 2x

 
(1)                                                                                (2) 

  
JKLÇ��     JKLÇ�� 
The boy offered his seat to the lady.    The girl lent some money to her brother.  
/ The boy offered the lady his seat.    / The girl lent her brother some money. 
Åãef�iÍ��    Åãef�iÍ�� 
The mother sent some apples to her daughter.   The man gave some food to the dogs.  
/ The mother sent her daughter some apples.   / The man gave the dogs some food. 
 
(3)                                                                                (4) 

  
JKLÇ��     JKLÇ�� 
The boy brought some flowers to the girl.   The man sold the bicycle to his friend. 
/ The boy brought the girl some flowers.   / The man sold his friend the bicycle. 
Åãef�iÍ��    Åãef�iÍ�� 
The man showed his passport to the officer.   The woman teaches math to the students. 
/ The man showed the officer his passport.   / The woman teaches the students math. 
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ABSTRACT 

The possible impact of decoding efficiency on incidental vocabulary has been currently suggested 
(Hamada, 2005; Koda, 2005). However, little data are available concerning how differences in 
decoding efficiency of Japanese EFL learners, if any, relate to the success of vocabulary learning 
and L2 word inference, and vocabulary learning processes. The present study aimed to clarify how 
Japanese EFL learners learn new words incidentally, especially in relation with lexical inference 
ability and decoding ability. Japanese college students, varying in L2 proficiency and decoding 
ability read English passages containing unknown words and attempted to guess the meaning of the 
target words from context. While reading a passage, they thought aloud their thoughts and 
inferencing strategies. The results showed that Japanese EFL learners’ lexical inferencing is related 
with incidental vocabulary learning when their translation production task is used; Japanese EFL 
learners’ lexical inferencing behaviors are partially similar to those ESL learners’ in Nassaji (2003); 
Japanese learners’ decoding ability is not strongly related with incidental vocabulary learning; 
naming task is more related with lexical inferencing than other tasks such as orthographic regularity 
task and pseudoword sounds task. The results of the study also suggest possible qualitative 
influence of decoding ability on lexical inferencing. 
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Grammatical knowledge Using knowledge of grammatical functions or syntactic categories, such as 

verbs, adjectives, or adverbs             

Morphological knowledge         Using knowledge of word formation and word structure, including  

 word derivations, inflections, word stems, suffixes and prefixes 
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 in the text                        
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similarity with other words. 
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ABSTRACT 

This paper aims to report on the effect of introducing literature into the English as a Foreign 
Language classroom. The use of English literature in EFL classrooms in university has been 
steadily decreasing in recent years. I doubt whether this tendency meets the needs of students. In 
2008, from the period of April to September, 232 undergraduate students were surveyed on their 
opinions of English literature. The results of this survey showed that more than 60% of the students 
were interested in English literature. With this in mind, from July 2009 to February 2010, an 
English poem was introduced into the classroom as an example of English literature. I aimed to 
clarify by way of a subsequent questionnaire how the opinions of students would change. This 
paper gives consideration to the results of these questionnaires. 
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JACET Kansai Journal
Publication Policy 

Revised October 2, 2010 

1. Journal name and reason for publication 
JACET Kansai Journal (JKJ) is published by JACET Kansai Chapter to serve as a medium for 
publication of research by its Chapter members and thus promote research activities. 

2. Publication schedule 
The journal will be published annually according to the following schedule (subject to revision by 
the Editorial Committee). 

Deadline for manuscripts: October 15 
Announcement of editorial decision: December 15 
Deadline for receipt of revised manuscripts: January 31 
Publication: March 31 

If revision of the manuscript is requested as a condition for publication, the revised manuscript must 
be received by January 31 or it will be considered to have been withdrawn. 

3. Types of papers 
Three types of papers will be published: (1) invited paper, (2) paper based on a presentation at a 
JACET Chapter or National Convention, (3) submitted paper (see 4). An invited paper can be 
requested by the Editorial Committee. A paper based on a JACET presentation (oral or poster) can 
be submitted if the presentation was made within one year prior to the submission deadline. All 
papers will be subject to peer review. 

4. Types of submitted papers 
All manuscripts submitted must have been authored by JACET Kansai Chapter members in good 
standing. Three types of submitted papers will be considered for publication: research article, 
application report, research note. 

5. Review of manuscripts 
All manuscripts submitted will be subject to review by the JKJ Editorial Committee. The decision 
of whether or not to accept a manuscript for publication will be based on peer review by reviewers, 
who will be JACET members selected by the editorial committee. The final decision by the JKJ 
Editorial Committee will be (1) accept, (2) accept if revised, or (3) reject. 

6. Amendment 
Amendment of this Publication Policy (Japanese version) will be subject to approval by the JACET 
Kansai Chapter Executive Committee. The English version will conform to the Japanese version. 

87



88

JACET

(2009 7 )

1.
JACET JACET 

2.

2
1 JACET 
2

1 1

3.

APA 
12 

4.
MS Word®

JACET 

1
2
3

4
5 3 5

5

1
2
3 CD-ROM

88



89

4

6.

JACET Kansai Journal 
Submission Guidelines 

Revised July 25, 2009 

1. Qualifications for manuscript submission 
Papers can be submitted by Kansai Chapter members in good standing who have paid their dues for 
the current year. If the first author is a Kansai Chapter member, coauthors can be JACET members 
of other chapters. All papers must be original and not have been published elsewhere nor be under 
consideration for publication (including overseas journals). If the research has been presented orally 
or as a poster and this is so indicated, the paper can be considered for publication. 

2. Papers accepted for submission 
Papers should be related to research on college/university English education or relevant areas. Two 
types of papers will be accepted for submission: 
1) A paper that reports the content of an oral or poster presentation at a JACET Kansai Chapter 

Convention or a JACET National Convention 
2) A paper submitted by a Kansai Chapter member 
A paper based on a JACET presentation (oral or poster) can be submitted if the presentation was 
made within one year prior to the submission deadline. 

3. Language, format, style and length 
Papers should be written in English or Japanese. All manuscripts should be prepared using the 
current template prepared by the JACET Kansai Journal (JKJ) Editorial Committee. The reference 
format should conform to the most recent edition of the Publication Manual of the American 
Psychological Association (APA). Papers must be no more than 12 printed pages, including the title, 
references, figures and other material. 

4. Manuscripts should be submitted by e-mail to the JKJ Editorial Committee. Prepare the 
manuscript without the author name(s) or affiliation(s) or information in the Acknowledgments that 
can reveal the author(s) but leave the equivalent amount of space to allow the information to be 
added. Send the manuscript as an MS Word® document to the JKJ Editorial Committee. Use the 
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following subject line template for the e-mail message: Paper submission to JACET Kansai 
Journal: Corresponding author name (corresponding author affiliation). The e-mail cover message 
should include the following information: (1) Author name(s), (2) author affiliation(s) and 
position(s), (3) type of submission [conference-presentation paper (give conference name and date) 
or submitted paper], (4) type of paper (research article, application report, research note), and (5) 
three to five keywords in the language used for the paper. If the manuscript is accepted for 
publication, a complete manuscript, including the author name(s) and affiliation(s), and a final 
camera-ready copy should be sent as an e-mail attachment to the JKJ Executive Committee office 
with the Attention note “JACET Kansai Journal manuscript.” 

5. Copyright 
If the manuscript is accepted for publication in JACET Kansai Journal:
(1) The copyright and publication rights will be transferred by the author(s) to JACET Kansai 

Chapter
(2) Kansai Chapter will have the right to publish and redistribute the paper in the form in which it 

appears in the JACET Kansai Journal in paper and electronic forms (e.g., allowing access via 
the Chapter home page or inclusion in a CD-ROM). The English abstract will be accessible via 
the Kansai Chapter home page. 

(3) The author(s) can request permission from the Kansai Chapter to republish their paper in paper 
or electronic form. 

6. Amendment of these Submission Guidelines (Japanese version) may be made by the Kansai 
Chapter Editorial Committee. The English version will conform to the Japanese version. 
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