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Theoretical Validation of the Effect of Shadowing on the 
Memorization of Multiword Units  

 
HASHIZAKI Ryotaro 

Nagoya University 
 
 

Abstract 
Researchers have demonstrated that shadowing is effective in enhancing the 
memorization of multiword units (MWUs) in a second language. Two 
explanations have been offered regarding the underlying mechanism of its effect: 
either shadowing improves repetition speed, leading to better memorization of 
MWUs, or shadowing alone enhances the memorization of MWUs, subsequently 
boosting repetition speed. However, neither of these explanations has been 
empirically validated. To address this conflict, the present study conducted a 
shadowing training program spanning 11 classes involving 72 Japanese 
undergraduate students. This study employed a sorting test and a reading-aloud 
test to measure the effects of shadowing. Logistic and linear mixed-effects 
modeling indicated that the improvement in repetition speed facilitated the 
memorization of MWUs, whereas the reverse process did not hold true. These 
findings directly validate for the first time a theoretical foundation of the effect 
of shadowing on the memorization of MWUs. 
 

Keywords: shadowing, multiword units, memorization 
 

1. Introduction 
Many types of expressions consisting of a sequence of words, such as 

collocations and idioms, hold significant importance in second language (L2) 
acquisition. These expressions are pervasive in the speech of native English 
speakers and contribute to fluent L2 use (Conklin & Schmitt, 2012; Yeldham, 
2018). Accordingly, researchers have sought to uncover the most effective 
methods for teaching and learning multiword expressions (e.g., Feng & Webb, 
2020; Van Vu et al., 2023; Webb & Chang, 2022). Additionally, it has been 
suggested that the presentation of auditory input aids learners in recognizing the 
presence of multiword units in input (Lin, 2012, 2021). However, the optimal 
learning modality to enhance the acquisition of such expressions remains unclear. 
Since the focus of the present study is not on the influence of a particular type of 
expressions but on the effect of shadowing on the memorization of any type of 
expressions, Multiword Units (MWUs), an umbrella term that comprises various 
units consisting of multiple words, will be used throughout this paper. 
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One such learning modality that incorporates auditory information is 
shadowing, “an act or a task of listening in which the learner tracks the heard 
speech and repeats it as exactly as possible while listening attentively to the in-
coming information” (Tamai, 2005, p. 34). Shadowing has been predominantly 
employed to teach or learn L2 listening. Notably, previous studies (Hashizaki, 
2021; Kadota, 2015, 2019; Miyake, 2009; Xing & Hashizaki, 2021) have indicated 
that shadowing contributes to the memorization of MWUs. This effect has been 
observed for both phrase (Miyake, 2009) and paragraph shadowing (Hashizaki, 
2021; Xing &Hashizaki, 2021). In terms of its theoretical underpinning, Kadota 
(2015) posited that shadowing initially prompts the automatic processing of 
auditory information, enabling learners to swiftly reproduce perceived sounds. 
Consequently, the repetition span within two seconds will be extended, resulting 
in better memorization of the newly learned items. This is because our short-term 
memory typically operates within a two-second range, and the information 
retained within this span is transferred to long-term memory (Baddeley et al., 
1975). By enhancing the volume of information retained within these two seconds, 
learners can memorize larger linguistic units more effectively. 

Nevertheless, Hashizaki (2021) identified instances in which participants 
memorized MWUs without any accompanying improvement in repetition speed. 
Building on this observation, Hashizaki suggests that shadowing itself promotes 
the memorization of MWUs, subsequently leading to an enhancement in repetition 
speed. Prior research has demonstrated that vocalization facilitates memorization 
as learners tend to allocate greater attention to the items they vocalize (Fawcett 
& Ozubko, 2016; Icht & Mama, 2022; MacLeod et al., 2010; Ozubko et al., 2012). 
However, neither explanation has been directly tested. Consequently, the present 
study aimed to determine whether shadowing enhances repetition speed, 
subsequently contributing to the memorization of MWUs, or whether shadowing 
itself fosters the memorization of MWUs, leading to an improvement in repetition 
speed. 

Given the aforementioned limitations, the research questions addressed in 
this study were as follows: 
 
RQ1: Can learners memorize MWUs through shadowing? 
RQ2: Does shadowing contribute to an enhancement in learners’ repetition speed? 
RQ3: Is there a causal relationship between the improvement in repetition speed 

and the enhancement in the memorization of MWUs, or does enhancement 
in memorization lead to an improvement in repetition speed? 

 
To address these research questions, the present study administered sorting and 
reading-aloud tests several times at the beginning of the semester, at the end of 
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each class and at the end of the semester. 
 

2. Methodology 
2.1 Participants 

This study used a quasi-experimental design. The subjects were 78 
undergraduate nursing students from Japan. Participants who did not provide 
consent for the use of their data were excluded, resulting in a final sample size 
of 72. Participants’ average age was 18.78 years, with a standard deviation of 
0.42. Among them, 56 were female, 15 were male, and 1 participant identified as 
other. The amount of data collected from the tests varied because of student 
absences from the tests or classes. One participant did not take the pre-sorting 
test, and two participants did not take the post-sorting test. Additionally, one 
participant did not take the vocabulary size test. Furthermore, one participant did 
not take the pre-reading-aloud test, one participant did not take any of immediate 
reading-aloud tests, and seven participants did not take the post-reading-aloud 
test. As a result, the total data count became 71, 70, 71, 71, 71, and 65 for the 
respective tests. Participants’ vocabulary size was measured using the Yes/No test 
(Meara & Miralpeix, 2016). The results indicated an average vocabulary size of 
2055.68 (n = 71, SD = 847.90) words among the participants. 
 
2.2 Materials 
2.2.1 Vocabulary size test 

To ascertain the number of English words known by the participants, the 
present study used the Yes/No test (Meara & Miralpeix, 2016). The test was 
conducted using the students’ smartphones. In this examination, participants were 
instructed to click “Yes” when they knew the meaning of a word presented on a 
screen. Alternatively, when participants did not know or were uncertain about the 
meaning of a word, they were instructed to tap “NEXT.” The test lasted 
approximately 10 to 15 minutes. 
 
2.2.2 Sorting test 

In the sorting test, participants were asked to place words in MWUs in the 
correct order using Google Forms. Although this test only measures receptive 
knowledge of MWU forms (correct orders of MWUs in the materials), the present 
study employed it because writing the whole MWUs would take too much time, 
could be too difficult for the participants in the present study, and could consume 
time necessary for shadowing training. In addition, because the focus of the 
present study was not on the effect of the types of MWUs (e.g., collocations, 
idioms, phrasal verbs), the target MWUs were general expressions used in the 
dialogues in the textbook. The size of the MWUs was one sentence, and their 
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Japanese translations were presented as well (see Figure 1). Three MWUs were 
selected from each dialogue in the textbook, and the test encompassed 33 MWUs. 
When all words were arranged in the correct order, 1 point was given, and the 
maximum score was 33.  

The test was conducted at both the beginning and the end of the semester. 
Three MWUs from each unit were tested separately at the end of each class. 
Figure 1 shows an example sorting test.  
 

Figure 1 
 
Screenshot of the Sorting Test 

 

 
2.2.3 Reading-aloud test

The reading-aloud test encompassed 17 dialogues, of which 11 were sourced 
from the textbook Medical English Clinic and the other 6 (control dialogues) from 
the material for the listening test (dialogues that were not included in the listening 
test or taught in the classroom), an official practice book of the TOEIC (Test of 
English for International Communication) Listening and Reading Test 
(Educational Testing Service, 2017). The details of the listening test will not be 
discussed or analyzed, as it is not the focus of the present study. The 11 dialogues 
from Medical English Clinic were all extracted from the listening activity parts. 
All materials were in the form of dialogues. The dialogues from the Medical 
English Clinic involved conversations between a nurse and a patient or parent of 
the patient, and the content was related to nursing. The conversations from the 
listening test were between two or three people, and the content was related to 
everyday life or business. The details are presented in Table 1. The reading-aloud 
test was conducted as homework at the beginning and end of the semester, and 
one dialogue from each unit was tested separately at the end of each class. 

HASHIZAKI, Ryotaro
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Participants measured how long it took them in seconds to read the dialogue aloud. 
The author then converted the data to Words Per Minute (WPM). 
 
Table 1  
 
Features of the Materials Used in the Present Study 
Dialogue FRE FKG Words WPM (Normal) WPM (Slow) 

Dialogues from Medical English Clinic 
Dialogue 1 (Unit 1) 91.10 2.00 85.00 117.12 110.80 
Dialogue 2 (Unit 2) 89.60 2.30 91.00 105.94 92.65 
Dialogue 3 (Unit 3) 72.70 5.20 93.00 107.02 93.40 
Dialogue 4 (Unit 4) 99.90 0.70 83.00 121.50 114.02 
Dialogue 5 (Unit 5) 89.80 2.40 90.00 126.20 108.06 
Dialogue 6 (Unit 6) 83.50 3.30 78.00 111.00 106.58 
Dialogue 7 (Unit 7) 97.40 1.60 97.00 129.84 111.96 
Dialogue 8 (Unit 8) 82.30 3.40 144.00 124.76 106.42 
Dialogue 9 (Unit 9) 82.90 3.50 141.00 129.86 104.67 
Dialogue 10 (Unit 10) 96.30 1.50 143.00 134.12 112.68 
Dialogue 11 (Unit 11) 81.80 4.50 186.00 143.80 123.62 
M 87.94 2.76 111.91 122.83 107.71 
SD 7.78 1.29 33.76 11.24 8.47 

Control dialogues 
(From the material for the listening test) 

*Not included in the listening test or taught in the classroom 
Dialogue 1 80.30 3.80 109.00 - - 
Dialogue 2 92.80 3.00 89.00 - - 
Dialogue 3 87.20 2.70 114.00 - - 
Dialogue 4 64.50 6.30 93.00 - - 
Dialogue 5 87.60 3.30 95.00 - - 
Dialogue 6 57.90 7.70 105.00 - - 
M 78.38 4.47 100.83 - - 
SD 12.82 1.87 9.06 - - 

Note. The Words Per Minute (WPM) for the texts from the listening test are not 
included in the table, as these texts were solely featured in the reading-aloud test. 
The participants did not have the opportunity to hear their speeches. Both FKG 
and FRE indicate the readability of texts. FKG stands for Flesch-Kincaid Grade 
Level and FRE for Flesch Reading Ease. For FKG, the higher the score, the more 
difficult it is to read the text. Contrariwise, for the FRE, the higher the number, 
the easier it is to read the text. 
 
2.3 Procedure  

This study spanned 14 classes. The first class was designed for listening 
and vocabulary size tests, the second for the sorting test, and the last for listening 
and sorting tests. Additionally, reading-aloud tests were conducted twice as 
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homework in the second and last classes. The details of the listening test are not 
described here as they are not the focus of the present study. 

The participants took the vocabulary size test using their smartphones. The 
sorting test was conducted using Google Forms on their smartphones as well. In 
the reading-aloud test, participants read the texts aloud and measured how long 
it took to read each text aloud using a stopwatch. Subsequently, they entered the 
time spent on each text into Google Forms. 

The remaining 11 classes were dedicated to shadowing training, which 
comprises three stages. First, the content of the class material was explained, 
including vocabulary, syntax, and grammar. Next, explanations were provided of 
aspects of the pronunciation, encompassing both segmental and suprasegmental 
features, for approximately half to two-thirds of the material. This process took 
approximately 30 minutes. Subsequently, the participants independently 
identified the segmental and suprasegmental features of the remaining portion of 
the material. They shared their observations in small groups or pairs for 
approximately 10 min. Subsequently, they engaged in shadowing training for 15–
20 minutes. Throughout the training, the participants were allowed to refer to the 
textbook and seek clarification whenever necessary. 

Upon completing the shadowing training, they answered three sorting 
questions related to the unit. They also responded to a questionnaire on shadowing 
strategies (this was not used for the analysis of the present study). In addition, 
participants read the text aloud for the class and measured how long they took it 
themselves. Finally, they were assigned the homework of practicing shadowing 
the material at least 10 times outside the classroom. 
 
2.4 Statistical Analysis 

In this study, R version 3.5.3 (R Core Team, 2022) and the lme4 package 
(Bates et al., 2015) were used for logistic and linear mixed-effects modeling. All 
categorical variables were contrast-coded. Any data points in the reading-aloud 
speed and improvement of reading-aloud speed datasets that were extremely high 
or low (e.g., 3000 WPM, which is impossible) were removed.  

 
3. Result and Discussion 

The reliabilities for the pre-, immediate-, and post-sorting tests were 0.79, 
0.85, and 0.82, respectively, as calculated using the Kuder-Richardson 20. The 
reliability of the immediate test was calculated using the data of those who 
attended all classes (n = 24), although the analysis was performed with all 
available data. 

Logistic mixed-effects modeling was applied for the memorization of 
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MWUs (RQ1). The response variable was the accuracy of the sorting test, which 
was encoded as binomial (0 representing incorrect answers and 1 representing 
correct answers). Table 2 presents the descriptive statistics for the tests. As 
logistic mixed effect modeling does not assume a normal distribution, the values 
based on it (e.g., SD, Skewness, Kurtosis) are not presented in Table 2. 

 
Table 2 
 
Descriptive Statistics for the Sorting Test 

Timing n Correct % Incorrect % Total 
Pre 71 938 40.03 1405 59.97 2343 
Imm 71 1377 64.74 750 35.26 2127 
Pos 70 1235 53.46 1075 46.54 2310 

Note. “Correct” refers to the number of correct answers in the sorting test and 
“Incorrect” to the number of incorrect answers. Pre, Imm, and Pos stand for 
Pretest, Immediate posttest, and Posttest, respectively. The mean accuracies 
for the three timings (Pre, Imm, Pos) were 40.03%, 64.80%, and 53.46%, 
respectively.  

 
The final model included the main effect of Timing (Pre vs. Imm vs. Pos; 

Imm, Estimate = 1.56, SE = 0.30, z = 7.63, p < .001; Pos, Estimate = 0.84, SE = 
0.14, z = 5.90, p < .001) and the random effects of ID (participants) and Item 
(questions; see Table 3). The random slope for Timing was included for both ID 
and Item. Multiple comparisons were performed for Timing, given that it had 
three levels. The results revealed that the accuracy of Immediate posttest (taken 
immediately after practicing shadowing in each class) was significantly superior 
to that of Posttest (taken after completing all the classes) and Pretest (taken 
before commencing the classes). Furthermore, the accuracy of Immediate posttest 
and Posttest was notably higher than that of Pretest (ps < .001; see Figure 2). 
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Table 3 
 
Final Model for the Sorting Test 

     Random effects 
 Fixed effects ID Item 
Parameters Estimate SE z p SD SD 
Intercept 0.64 0.30 2.14 p = .033 0.86 1.58 
Timing: Imm   1.55 0.20 7.63 p < .001 0.79 0.92 
Timing: Pos   0.84 0.14 5.90 p < .001 0.43 0.62 

Note. Number of observations = 6780, n = 71. Model formula: Accuracy ~ 
Timing + (1 + Timing | ID) + (1 +Timing | Item). “Timing” refers to the time 
when the participants took the test.  

 
Figure 2 
 
Effect of Timing on the Accuracy of the Sorting Test 

 
Note. Pre, Imm, and Pos stand for Pretest, Immediate posttest, 
and Posttest, respectively. 

 
Regarding the enhancement of repetition (reading-aloud) speed through 

shadowing (RQ2), logistic mixed-effects modeling was applied because the 
residuals of the model built with linear mixed-effects modeling were not normally 
distributed. WPM was divided into two categories: WPM above the median was 
classified as High, and WPM below the median was classified as Low, which were 
labeled 1 and 0, respectively. The response variable was the probability of High 
WPM. The model was used for both classroom-learned dialogues and control 
dialogues not covered in the classroom (refer to Table 1 for specific text details). 
The model checked whether the effect of shadowing could be observed for both 
learned and control dialogues (those not learned in the classroom). Table 4 
presents the descriptive statistics of the reading-aloud test. 

HASHIZAKI, Ryotaro
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Table 4 
 
Descriptive Statistics for Reading-Aloud Test 

Timing n High % Low % Total 
Learned 

Pre 71 370 47.38 411 52.62 781 
Pos 65 480 67.13 235 32.87 715 

Control 
Pre 71 146 34.27 280 65.73 426 
Pos 65 158 40.51 232 59.49 390 

Note. For the learned dialogues, the mean WPMs for the two timings (Pre, 
Pos) were 103.49 and 117.55, respectively, whereas for the control 
dialogues, the mean WPMs for the two timings (Pre, Pos) were 93.67 and 
101.48, respectively.  

 
The final model, encompassing both texts taught within the classroom and 

those not learned in the classroom, contained the main effects of timing and 
condition, as well as their interaction (Estimate = 1.25, SE = 0.29, z = 4.28, p 
< .001; see Table 5). Given the statistical significance of this interaction, 
subsequent simple-effects tests were performed, revealing that the impact of 
timing was significant for learned dialogues, indicating that WPM in the posttest 
was more likely to be classified as High WPM than in the pretest (p < .001), but 
not for the control dialogues (those not learned in the class; p = .143). 
Furthermore, the effect of condition demonstrated significance across both 
timings (Pretest: p = .024, Posttest: p < .001), indicating that WPM for dialogues 
learned in the classroom was more likely to be classified as High WPM than were 
the control dialogues (those not learned in the classroom) at both time Pre and 
Pos (see Figure 3). 
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Table 5  
 
Effects of Timing, Condition, and Their Interaction on the Probability of High 
WPM  
   Random effects 
  ID Item 
Parameters Estimate SE z p SD SD 
Intercept 1.11 0.49 2.27 p = .023 2.32 0.94 
Timing [Pos] 0.60 0.41 1.46 p = .143 2.77 - 
Condition 
[Learned] 1.81 0.51 3.54 p < .001 0.87 - 

Timing [Pos] * 
Condition  
[Learned] 

1.25 0.29 4.28 p < .001 - - 

Note: Number of observations = 2312, n = 71. Model formula: Probability ~ 
Timing * Condition + (1 + Timing + Condition | ID) + (1 | Item). “Timing” 
refers to when participants took the test. 

 
Figure 3 
 
Effect of Interaction between Condition and Timing on the 
Probability of High WPM 

 

Note. Probability refers to the probability of High WPM. Control 
refers to dialogues not learned in the classroom. Learned means 
dialogues learned by the participants in the classroom. Pre refers to 
Pretest and Pos refers to Posttest. 

 
These findings align with the conclusions of previous studies (Hashizaki, 

2021; Miyake, 2009) that shadowing contributes to enhancing both the repetition 
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speed and retention of MWUs. Additionally, given that this study employed 
paragraphs as shadowing materials, the results corroborate Hashizaki’s (2021) 
findings that progress in repetition speed and the retention of MWUs are 
facilitated through paragraph-based shadowing (i.e., shadowing using materials 
larger than phrases or sentences such as paragraphs or dialogues, as used in the 
present study).  

Thus far, the results of the analysis above have shown that shadowing leads 
to both the improvement of repetition speed (reading-aloud speed in this study) 
and memorization of MWUs. Which of these comes first (RQ3)? That is, does an 
improvement in repetition speed lead to the memorization of MWUs, as Kadota 
(2015) argues, or, does memorization of MWU come first, and do these 
memorized MWUs improve repetition speed, as Hashizaki  
(2021) states? To address these questions, two steps were taken: (1) calculating 
the improvement of the sorting test and the reading-aloud test, and (2) modeling 
the calculated scores (the improvement of the sorting task and the improvement 
of the reading-aloud test) as both a fixed effect and a response variable. If the 
improvement on the reading-aloud test predicts the improvement on memorization 
of MWUs, then this supports Kadota’s (2015) statement that the improvement of 
repetition speed leads to memorization of MWUs. On the other hand, if the 
improvement on the sorting test predicts the improvement on the reading-aloud 
test, then this supports Hashizaki’s (2021) statement that memorization of MWUs 
leads to an improvement in repetition speed.  

The calculations for the improvement of the sorting (SortImp) and reading-
aloud (AloudImp) tests were as follows: SortImp and AloudImp represent the 
extent of improvement from the pretest to two posttests (the immediate posttest 
at the end of each class and the posttest at the end of the semester) for both the 
sorting test and the reading-aloud test, respectively. The scores were calculated 
for each dialogue learned in the classroom. For SortImp, as each dialogue 
contained three MWUs, the potential improvement ranged from +3 to 3. For 
instance, if a participant scored 1 point on the pretest and 3 points on the 
immediate posttest or posttest, the SortImp score would be 2 points. Conversely, 
if the scores were 3 points in the pretest and 1 point in the immediate posttest or 
posttest, the SortImp score would be 2 points. AloudImp is based on the WPM 
for each dialogue and could be either positive or negative. For example, if the 
WPM score was 100 on the pretest and 150 on the immediate posttest or posttest, 
the improvement was 50. Conversely, if the pretest WPM was 150 and the 
immediate posttest or posttest WPM was 100, the improvement would be 50.  

Tables 6 and 7 present the descriptive statistics for AloudImp, and Table 8 
presents the descriptive statistics of SortImp. The effect of AloudImp on SortImp 
was modeled using linear mixed-effects modeling. Regarding the effect of 
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SortImp on AloudImp, logistic mixed-effect modeling was applied because the 
residuals of the model with linear mixed-effect modeling were not normally 
distributed. Regarding the reading-aloud speed (WPM), AloudImp was divided 
into two categories: AloudImp values above and below the median were classified 
as High and Low, respectively, and labeled 1 and 0, respectively. The response 
variable was the probability of High AloudImp.  
 

Table 6 
 
Descriptive Statistics for AloudImp 
Timing n M SD Min Max Skew Kurt CI_low CI_up 
Pre Imm 71 24.90 28.10 47.40 92.30 0.13   0.46 18.30 31.60 
Pre Pos  64 14.20 26.40 50.60 73.50 0.12 0.05  7.63 20.80 

Note. Pre Imm indicates the improvement in WPM from Pretest to Immediate 
posttest. Pre Pos refers to the improvement in WPM from Pretest to Posttest. 
The n for Pre Pos was 64 because one participant did not take the pre-reading-
aloud test, and seven participants did not take the post-reading-aloud test. 
 

Table 7 
 
Descriptive Statistics for AloudImp for Logistic Mixed-Effect Modeling 

Timing n High % Low % Total 
Pre Imm 71 365 47.93 336 52.07 701 
Pre Pos 64 327 53.55 377 46.45 704 

Note. Pre Imm indicates the improvement in WPM from Pretest to Immediate 
posttest. Pre Pos is the improvement in the WPM from Pretest to Posttest. 
 
Table 8 
 
Descriptive Statistics for SortImp 
Timing n M SD Min Max Skew Kurt CI_low CI_up 

Pre Imm 71 0.75 0.49 0.90 2.00 0.13 1.21 0.64 0.87 
Pre Pos 64 0.42 0.37 0.64 1.27 0.44 0.35 0.32 0.51 

Note. Pre Imm indicates the improvement in WPM from Pretest to Immediate 
posttest. Pre Pos is the improvement in the WPM from Pretest to Posttest. 
 

The effect of the improvement in the reading-aloud test (AloudImp) on the 
sorting test (SortImp) was statistically significant. This means that the 
improvement in repetition speed led to memorization of MWUs (Estimate = 0.09, 
SE = 0.03, df = 978.08, t = 2.89, p = .004; see Table 9 and Figure 4). 
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Table 9 
 
Impact of Enhanced Reading Aloud Rate on Sorting Test Improvement 
      Random effects 
  Fixed effects ID Item 
Parameters Estimate SE df t p SD SD 
Intercept 0.59 0.11 12.93 5.56 p < .001 0.31 0.32 
SortImp 0.09 0.03 978.08 2.89 p = .004 - - 

Note: Number of observations = 1405, n = 71. Model formula: SortImp ~ 
AloudImp + (1 | ID) + (1 | Item). “SortImp” represents the enhancement in the 
sorting test, and “AloudImp” signifies the improvement in the reading-aloud test. 
 

Figure 4 
 
Effect of the Improvement of Reading-Aloud Speed 
(AloudImp) on Memorization of MWUs (SortImp) 

 

 
Conversely, the improvement on the sorting test (SortImp) did not show a 

statistically significant influence on the probability of the enhancement of the 
reading-aloud task (AloudImp) being High (Estimate = 0.12, SE = 0.07, z = 1.71, 
p = .087). This means that memorization of MWUs did not lead to an improvement 
in repetition speed (see Table 10 and Figure 5).  
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Table 10 
 
Effect of the Memorization of MWUs (SortImp) on the Improvement of 
Reading-Aloud Test (AloudImp) 
   Random 

effects 
  ID Item 
Parameters Estimate SE z p SD SD 
Intercept 0.08 0.26 0.31 p = .758 1.59 0.53 
SortImp 0.12 0.07  1.71 p = .087 - - 

Note: Number of observations = 1405,  n = 71. Model formula:  Probability ~ 
SortImp + (1 | ID) + (1 | Item).  

 
Figure 5 
 
Effect of the Memorization of MWUs on the Probability of 
High AloudImp 

 
Note. The effect of SortImp was not statistically significant.  

 
This outcome is consistent with Kadota’s (2015) hypothesis that shadowing 

contributes to the enhancement of repetition speed, subsequently facilitating the 
memorization of MWUs. Conversely, the results did not align with the premise 
proposed by Hashizaki (2021) that the memorization of MWUs might lead to an 
improvement in repetition speed. The explanations for this discrepancy are 
twofold. The first explanation is that while shadowing indeed promoted the 
memorization of MWUs, these memorized elements might not have been directly 
related to the improvement in repetition speed. Notably, the speech rates (WPM) 
for the texts used in this study were fixed (refer to Table 1) and participants were 
allowed to employ slower versions of the speeches for shadowing practice. This 
suggests that the participants might have memorized MWUs at the pace of the 

14



original text (normal or slow speech rate), possibly reaching a plateau in the 
improvement of the repetition rate for these units. Consequently, it might be 
hypothesized that a faster speech rate could result in the memorization of MWUs 
facilitating the enhancement of repetition speed, although this supposition 
requires further validation. 

The second explanation is that the mechanism by which shadowing cultivates 
memorization of MWUs involves two routes: immediate or delayed. The 
immediate mechanism postulates that shadowing itself fosters the memorization 
of MWUs by directing learners’ focus to the targeted items, an effect well 
documented in the literature, as vocalization enhances memory (Fawcett & 
Ozubko, 2016; Icht & Mama, 2022; MacLeod et al., 2010; Ozubko et al., 2012). 
In contrast, the delayed mechanism suggests that shadowing enhances learners’ 
repetition rates, which improves their ability to memorize MWUs (see Figure 6). 
This assumption arises from the understanding that improvement in repetition 
speed is crucial for retaining longer language units in short-term memory before 
transferring them to long-term memory (Baddeley et al., 1975). This hypothesis 
fits with both the assumption of Kadota (2015) that shadowing improves the 
repetition rate and leads to the memorization of MWUs and the counterevidence 
of Hashizaki (2021) that memorization of MWUs could occur without 
improvement in repetition speed.  

 

Figure 6 
 
Effect of Shadowing on Memorization of MWUs 

 
 

 
4. Conclusion 

This study primarily aimed to validate the influence of shadowing on the 
memorization of MWUs and its underlying theoretical foundations. The findings 
unequivocally demonstrated that shadowing indeed led to the memorization of 
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MWUs and, importantly, the enhancement in repetition speed fostered this 
memorization process, aligning with Kadota’s (2015) proposition, but not with 
that of Hashizaki’s (2021). Based on this result, a mechanism was proposed 
whereby shadowing fosters the memorization of MWUs through either an 
immediate or a delayed route. 

It is also of importance to acknowledge that the present study has several 
limitations. First, the measurement of the improvement in repetition speed 
employed reading-aloud speed. Although Kadota (2015) asserts that this 
enhancement is a prerequisite for improvement in repetition speed, employing the 
participants’ repetition speed of shadowing speech directly would have been more 
valid. Second, the sorting test used in this study to gauge the memorization of 
MWUs via shadowing may not fully assess whether learners can effectively apply 
these memorized units in real conversational contexts. While the focus of the 
present study was to validate the theoretical aspects of this effect, future 
investigations should incorporate assessments that evaluate learners’ practical 
use of memorized units, such as translation tests or picture descriptions, to cater 
to pedagogical objectives. 

Crucially, the present study did not explore the effect of shadowing on the 
memorization of MWUs that were entirely novel to the participants. Before 
commencing the shadowing, the details of the material, including prosodic 
features, word meanings, and phrase meanings, were explained to the learners. 
Therefore, future studies should examine the impact of shadowing on MWUs that 
are unfamiliar to participants. Furthermore, the MWUs in the present study were 
general expressions, and specific types, such as collocations, idioms, and phrasal 
verbs, were not considered. The consideration of MWU types is important because 
learning difficulty may differ by MWU type. For example, the difficulty of 
learning opaque MWUs such as idioms, whose meanings generally do not derive 
from the meanings of their constituent words (e.g., kick the bucket, meaning ‘to 
die’), seems more difficult than learning transparent MWUs such as collocations 
(e.g., ‘take a picture’) because learners must both guess the meaning from the 
context and memorize the combination of words for learning opaque MWUs, 
while they only have to learn the correct word combinations for transparent items.  

Despite these limitations, the current study pioneered the direct validation 
of the theoretical basis underlying the memorization of MWUs through shadowing. 
Further investigation employing more sophisticated measurement techniques and 
involving various types of MWUs that are entirely new to the participants 
promises to yield deeper pedagogical and theoretical insights. Future 
investigations could enrich our understanding of the mechanism of MWU 
memorization and its implications in various contexts. 
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The Changes and Influential Factors in English Use Among Elementary and Junior High 
School Teachers: 

Findings From a Longitudinal Study in Taiwan 
 

 
Abstract 

This study aims to investigate the changes in professional practice of one elementary and one junior high school 

English teacher in Taiwan, with a focus on English used in the classroom. The data were collected on two occasions: 

first in March 2019, and then between December 2020 and January 2021. For each year, classes taught by two teachers 

were video-recorded, and interviews were conducted regarding their classroom practice and their English use 

following class observations. The videos were transcribed and analyzed in terms of the frequency and the functions of 

English usage. Furthermore, after having two teachers review their own videos over two years, follow-up interviews 

were conducted to examine their perceptions of their changes and their English use in the classroom. The results 

revealed that the elementary school teacher intentionally increased his use of English and the varieties of functions for 

his English utterances due to factors such as participation in teacher workshops, teaching experience, and his beliefs 

about English use. Conversely, the frequency of English used by the junior high school teacher decreased due to the 

lenient guidelines regarding English used in the classrooms stipulated by the Ministry of Education in Taiwan, and 

constraints of time and syllabus. 
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Analyses of the Textbooks Used in Middle Schools in Finland and Japan: 
In Light of Second Language Acquisition 

 

 
 

Abstract  
In an EFL environment, where one can expect little exposure to the target language outside the classroom, school 

textbooks play a crucial role in language acquisition. In the present study, English textbooks used in middle schools 

of Finland are compared with those used in Japan. The purpose of the research is twofold. The first is to examine the 

quality and quantity of all the materials, tasks, practices, and exercises included in them. The second is to verify 
whether and how each item contributes to learners’ acquisition of the target language. All the items are classified into 

three task categories in the context of the learners’ mental processes in second language acquisition: input, intake, and 

output. In analyzing the data, chi-square tests are used. The results show that in Finnish textbooks emphasis is placed 

on intake activities, thereby enforcing, and reconstructing the learners’ interlanguage system, while in Japanese 

textbooks input and output activities are comparatively more dominant. The biggest difference is found in the number 

of vocabulary exercises, classified into intake tasks. It is true both intake and output activities are effective in language 
acquisition, but giving a large number of intake tasks first, especially vocabulary exercises, would be more desirable. 
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Value of Online-based Study Abroad Programme and its Future Prospects: 
Through a Comparative Examinations of the Short-term Study Abroad Programmes During 

the Corona Pandemic 
 

 
 

Abstract 
With the spread of COVID-19, which posed an unprecedented threat worldwide, the short-term study abroad 

programmes conducted by the faculty of International Tourism and Management had to be postponed in 2020.  In 

the following year, 2021, an online language training programme was designed as an alternative to the real study 
abroad experience.  Amid the Corona virus threat was still lurking, the University took the lead in organising a short-

term study-abroad programme in the following year of 2022.  This paper cross-examines the results of the two study-

abroad programmes we conducted over the past two years, both longitudinally and cross-sectionally.  Consequently, 

it aims to propose how we can provide flexibility for study-abroad programmes that match individual needs and 

interests.  More importantly, the paper proposes the value of constructing the study abroad programme as a 

longitudinally-integrated learning platform during the learner’s university life rather than treating it as a one-off 
experience. 
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The reason for this is that in my group, not many people were talking positively.  So, the teacher often asked for 

help and gave me a place to talk.  (I001) 

 

 

1 18 21

 

 

 

It was a summer online class that I was only dissatisfied with. I don't want to do it again. It was meaningless because 

of stress. I think it's better to study for myself rather than online class. It was the first time I felt so terribly.  (G003) 

 

 

 

 

At first, I was a little depressed because I was doing the online program at the same time as my internship, but I realized 

it was a very useful and enjoyable program.  (F008) 

 

 

 

 

The first was that the Wi-Fi environment went bad, and the connection was lost.  The second was that my eyes 

hurt from looking at the computer screen all the time.  The third one was that since it was conducted at night, I worried 

everyone would hear my family's voices and the sounds of our daily life.  (R004) 
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Intercultural Language Learning Through Reading Essays and 

Poetry in an EFL Reading Course 
 

FUJIOKA Cheena 
University of Marketing and Distribution Sciences 

 
 

Abstract 
This article explores intercultural language learning through the use of essays and 
poetry for a university-level EFL reading course. These selections were used to 
raise L2 learners’ intercultural understanding, critical thinking skills, and reading 
skills. For this course, American Pie: Slice of Life Essays on America and Japan 
(Hetherly, 2000) was used for the academic year 2021. In addition to the essays, 
two selected poems and an excerpt from Walden (Thoreau, 1854/2004) were used 
to assist L2 learners’ comprehension of the issues and choices described in the 
essays and to further develop their critical thinking skills. Due to the pandemic, 
most of the lessons were conducted online over Zoom. The comprehensive class 
survey, the writing assignments, and the group presentations conducted at the end 
of the academic year substantiated positive support for using the combination of 
essays and poetry to achieve the goals of this course.  
 
     Keywords: reading essays, intercultural understanding, poetry, Zoom 

 
1. Introduction 

     It is apparent in history that the United States has been the most significant 
and influential country to Japan ever since Commodore Perry opened the closed 
country in the mid-19th century. Japanese have been tremendously affected by 
American culture, particularly after World War II. Its impact has continued to be 
great on Japanese today in terms of politics, economy, and many other significant 
cultural aspects. The partnership between the U.S. and Japan appears to have been 
growing even stronger in recent years in the troubled world. Japanese can easily 
access information and/or U.S. culture through media, TV programs, movies, and 
the Internet, and may think they are already familiar with American culture. 
However, how much do they actually understand? Even though the relationship 
between the two countries has become increasingly strong, Rao (as cited in Kim, 
2020, p. 520) claims that teaching culture is sometimes undervalued by language 
teachers, and therefore, “the potential of language learning for creating cultural 
understanding is not realized.” Yet, learning the target culture is a crucial and 
inseparable part of learning in L2 learning. According to Maley (2001), literature 
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has been regaining its educational value for teaching L2 in recent years. He states 
that the new developments in literature, especially those centering on cross-
cultural exploration, may increase the efficacy of teaching literature which 
reflects cultural assumptions and practices to L2 learners. Eventually, this would 
bring out “investigating similarities and differences between self and others, and 
to an awareness and understanding of ‘the other’” (Kramsch 1993, as cited in 
Maley, 2001, p. 185). It seems to be more critical for the students who live in 
today’s increasingly interconnected and interdependent world to acquire such 
intercultural understanding. Hence, this article aims to examine the effect of 
using selected intercultural essays on America and Japan along with poetry on not 
only intercultural understanding but on cognitive, affective, and reading skills for 
L2 learners at the university level. 
 

2. Literature Review 
2.1 Language Learning and Intercultural Understanding 
     Understanding L2 culture is a significant element for achieving successful 
outcomes in L2 acquisition (Kuo & Lai, 2006). Moreover, the relationship 
between language and culture is inseparable since they are obtained conjointly 
while supporting each other’s development (Mitchel & Myles, 2004, as cited in 
Ho, 2009). Therefore, when learning a language, L2 learners are inevitably 
exposed to the culture of the target language at the same time. Ho argues that in 
this globalizing, multicultural world today L2 learners are required to build 
linguistic as well as intercultural communicative skills so that they can 
“overcome both linguistic and cultural barriers they may encounter in interaction 
with people from other cultures” (p. 72). Consequently, L2 learners need to 
develop their intercultural understanding that will foster intercultural 
communication skills. According to the UNESCO-International Bureau of 
Education (n.d.), intercultural understanding is defined as “awareness, 
understanding and appreciation of one’s own and other cultures. It implies 
openness towards and respect for other cultures.” As one of the things that 
intercultural communication assists to define, Kramsch (2001) has pointed out 
“the attitudes, values and beliefs (called also ‘discourse’) they share with the 
social group they belong to” (p. 202). Regarding the cultural profiles of 
Americans and Japanese, for example, the former is known for its “commitment 
to individualism,” “belief in the value of competition,” and the “emphasis on 
independence,” whereas the latter is characterized by groupism, “dependence on 
others,” and “conformity to its norms” in a hierarchical society (Barnlund, 1989, 
pp. 37-41). Accordingly, to acquire intercultural understanding and language 
skills, it is necessary for L2 learners to understand both their own culture and the 
target culture. Through reading intercultural essays about America and Japan, it 
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is hoped that Japanese EFL students may have an opportunity to learn about both 
cultures linguistically, cognitively, and affectively. 
  
2.2 Using Poetry for L2 Learners 
     In addition to the essays, some selected poems are introduced to promote 
cognitive and cultural understanding for L2 learners. Freyn (2017) has pointed 
out that poetry, as a specific genre of literature, has been thought too complex for 
ESL/EFL learners to use in the classroom. Therefore, when selecting poems to 
share with the students, the teacher must consider poems appropriate for their 
interests, language proficiency, and maturity levels (Collie & Slater, 1987). On 
the other hand, poetry is viewed as “a valuable and authentic material for teaching” 
L2 as it can bring out “a meaningful language experience” in the language 
classroom (Freyn, 2017, p. 80). Collie and Slater also state the effect of using 
poems in L2 learning as “they often explore themes of universal concern and 
embody life experiences, observations and the feelings evoked by them. Their 
brilliant concision and strong imagery combine to powerful overall effect” (p. 
226). Since poetry expresses elements of the universal human experiences, “it 
tends to hone students’ analytical and critical thinking skills and makes them 
more keenly aware of life by training their imagination… .” (Acim, 2021, p. 440). 

Besides these effects, researchers recognize the affective benefits poetry has, 
as they embody emotion as well as imagination and therefore, they may bring out 
a powerful emotional reaction from L2 learners (Hadaway et al., 2002; Lazer, 
1993; Richard-Amato, 1995). As long as the materials are carefully selected, 
“students will feel what they do in the classroom is relevant and meaningful to 
their own lives” (Lazar, 1993, p. 15). As for other benefits, poetry can be used to 
reinforce ideas and introduce new ones at various levels (Richard-Amato, 1995). 
Hanauer (as cited in Hall, 2005, p. 189) who investigated the value of using poetry 
in L2 learning, also supports the perspective that the task of poetry reading with 
advanced students can raise “linguistic and cultural knowledge of the target 
language.” For Japanese EFL learners who may lack experience in learning poetry 
in English in their prior education, with relevant poems chosen for their 
proficiency level and interests, poetry can be an effective educational medium. 
 

3. Methodology 
3.1 Participants 
     The participants in this study were non-English majors at a private university 
located in western Japan. They belong to 6 different faculties including 
economics, literature, and sociology. One section of an intensive reading course, 
English Seminor1/2 was involved in two continuous semesters (spring and fall) 
of the academic year 2021. Forty-two sophomores and one junior enrolled in the 
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spring semester, whereas thirty-five sophomores did in the fall semester. One 
international student from South Korea participated throughout the year. The 
students’ English proficiency level ranged from high beginner/low-intermediate 
to high-intermediate (300–600 on the TOEIC), based on the class survey 
conducted on the first day and their performance. Furthermore, 12 participants 
had the second grade of EIKEN, one participant had the pre-first grade, and 
another had a score of 85 on the TOEFL iBT. Owing to the continued Covid 
pandemic, all the classes were conducted online over Zoom except for a few 
classes conducted in person by dividing the class into 2/3 groups in the fall 
semester. The students met once a week for ninety minutes online from home or 
campus. Turning their camera on was required to join the class. 
 
3.2 Teaching Materials and Their Purpose 
     According to Maley (2001), literary texts have always been considered too 
problematical to use mostly due to length and linguistic complexity. However, 
using short-length, intercultural essays, which are a genre of literature, yet 
contain relevant topics to the reader, is considered to be less overwhelming for 
L2 learners. An essay is defined as “an analytic or interpretative literary 
composition usually dealing with its subject from a limited or personal point of 
view” (Merriam-Webster’s Collegiate Dictionary, 2012, p. 427). For this course, 
an essay book, American Pie: Slice of Life Essays on America and Japan 
(Hetherly, 2000) was used throughout the year. The author of this article has used 
this essay book many times for her reading courses since the early 2000s. The 
following are the reasons to select this book for the course: 1) many essays 
describe the crucial aspects of American culture and people such as “questioning 
authority” and “the American dream” that might be unfamiliar for students in 
detail, but show the foundations of American culture and American minds; 2) the 
author of the book, Hetherly, describes her personal experiences in detail both in 
her home country, the U.S. and Japan (she used to teach English at the college 
level) that promote students to have intercultural understanding through reading; 
3) each essay is written in about 600 words in fairly simple English, so it would 
not be too difficult for students to read and comprehend the content of the essays; 
and 4) the tone of Hetherly’s essays sounds warm and empathetic that make the 
reader get into the issues of the essays easily. Additionally, the author of this 
article could relate to such intercultural experiences as she had lived in the U.S. 
for a decade as a university student majoring in TESL and then a certified high 
school teacher during the 1990s when Hetherly wrote her essays. Due to this 
unique, reverse cross-cultural teaching and living experience in the two countries 
between the author and Hetherly, the author chose this book and thought sharing 
her own intercultural experiences may encourage students’ intercultural learning.  
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3.2.1 Poems used 
     In addition to the essay book, the following selections were used: 1) Henry 
David Thoreau’s excerpt from Walden (1854/2004) and two American poems 2) 
Robert Frost (1915/1992)’s “The Road Not Taken,” and 3) William Stafford 
(1987)’s “Serving with Gideon.” Both the essays and poetry were used to 
represent important cultural differences between Japanese and American cultural 
attitudes, values, and beliefs in order to assist the L2 learners’ comprehension of 
these issues and to further develop their reading and critical thinking skills. More 
specifically, first, the excerpt from Walden, “I went to the woods because I 
wished to live deliberately… .” (p. 85) (which is not actually a poem, but poetic 
sentences) was used when the essay, “Simplify!” (topic: having a simple life in 
the country) was covered. These well-known lines were introduced to students as 
in this essay, Hetherly, the author of the book, introduces Thoreau and how he 
lived a simple life in the country in Walden. Second, Frost’s poem was used to 
teach the essay, “The Less Traveled Road” (topics: making choices in one’s life; 
the American dream) as Hetherly depicts this renowned poem and how it has been 
taught to most American school children to teach part of the American dream. 
Lastly, when the essay, “My Grandmother’s Quilt” (topic: racial segregation) was 
read in class, the author had students read Stafford’s poem, “Serving with Gideon.”  
She chose this particular poem because of the following reasons. For one thing, 
the essay and the poem expressed the issue in common: American racial 
segregation against the blacks in the past in each town where Hetherly’s 
grandmother and Stafford once lived. For another, it might not be too complex 
consisting of four stanzas in one page, but it evokes emotion from the reader and 
shows a strong message that one person can make a difference through the poem.  
 
3.3 Teaching Procedures 
     For the spring semester, the preface and 6 essays from Hetherly’s essay book 
were chosen, while 7 other essays were selected for the fall semester. The rest of 
the essays that were not covered in class were used for students to explore 
themselves for the group presentations in the fall semester. The instruction 
language was primarily English, but Japanese was often used to explain complex 
things in detail, as their English proficiency levels ranged. For writing 
assignments, English was encouraged, while some of them were allowed to write 
in Japanese by their choice. Almost all the lessons except for a few in the fall 
semester were conducted online using Zoom. However, the author attempted to 
teach online as closely as possible to in-person teaching as follows: 
1. Assign students to read the next essay before class; 
2. Have them listen to the essay on the CD (Hetherly, 2000/2005) read aloud by 

the author of the essay book; 
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3. Read the essay aloud with emotion, and ask for some volunteers to do so, too. 
Then, ask some factual and inferential questions in order to check students’ 
understanding of the essay. While reading the essay, discuss the topics and 
issues of the essay and the author’s intercultural experiences both in Japan 
and the U.S., sharing the instructor’s intercultural experiences which are 
related to the issues of the essay as well. Ask students’ perspectives, too; and 

4. In the following week after their assigned task is submitted, have them discuss 
their work through the breakout rooms over Zoom for about 7 minutes. 
Encourage them to share their work in the group by using the screen-sharing. 
During the group discussions, pop in as many groups as possible to check them 
and encourage more active interactions if needed. 

 
3.3.1 Tasks 
     In order to deepen students’ comprehension of the issues described in the 
essays, enhance critical thinking skills and intercultural understanding, and foster 
empathy, the following were the main tasks assigned as out-of-class work. For 
most of the assigned tasks, the author developed graphic organizers which are 
useful educational tools that refer to “a body of graphic representations of 
information” and may take the form of “graphs, diagrams, or illustrations” which 
are usually completed by students (Lane, 1999, p. 19) such as a T-chart. The titles 
of the essays read, shown in parentheses, and the topics of each essay, are written 
below. For contacting the whole class or individual students as well as receiving 
their work and answers to the essay exams (the mid-terms and the final of the 
spring semester), the author used the online Learning Management System (LMS) 
of the university during the pandemic. 
1. Listing the positive and negative aspects of your culture/country (Preface) 

Topics: what “American Pie” means; the introduction to the essays 
Aims: to activate prior knowledge, critical thinking skills 
After reading the preface where the author mentions both positive and negative 
aspects of American culture, introduce students to a type of graphic organizer, 
a T-chart, which is the shape of a letter, T, by demonstrating the one for 
American culture on Zoom’s screen-sharing. Then, have them enter the 
positive aspects of their own culture/country on the left side of the chart and 
the negative ones on the right side. 

2. Guessing national pride (“Love It or Leave It”) 
Topics: alternative selection; national pride; patriotism 
Aims: to enhance critical thinking skills, imagination, reading, writing 
After reading the essay, where national pride and/or patriotism was one of the 
issues described, students read an extra article about Americans’ higher degree 
of national pride compared to three other major countries’ such as France, the 
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U.K., and Germany shown by the poll result during the 1980s (Patterson,1995). 
Then, if a similar poll were taken in today’s Japan, have them guess the results 
of a poll on their national pride (the ratio of those who are very proud, quite 
proud, not proud, and no opinion) and also the ones of the neighboring 
countries such as China and South Korea to compare, along with the reasons 
for each result in the table. They may do some research on each country’s 
actual national pride/patriotism on the Internet, and submit the result with 
their feedback. 

3. Who questioned authority? (“Question Authority!”) 
Topics: traditional Asian value; questioning authority 
Aims: to enhance writing, critical thinking skills 
After reading the essay and discussing a few examples in Japan as the whole 
class, have them think about one case in Japanese history or in recent years to 
describe in the table: who questioned, who/what was the authority, and how 
he/she/they did it.  

4. Which path would you choose? (“The Less Traveled Road”) 
Topics: Frost’s poem; the American dream; being ordinary 
Aims: to enhance critical thinking skills, writing, empathy 
After reading and learning the content of the essay and Robert Frost’s poem, 
“The Road Not Taken,” (with the worksheets of the vocabulary and 
comprehension questions) have each student choose which path they would 
choose in their own life (after graduating from college): the well-worn path or 
the less traveled one. Then, they explain why they would choose that road and 
what they learned from this essay in the table of the organizer. 

5. Compare Kay’s grandma and the poet, Stafford (“My Grandmother’s Quilt”)  
Topics: listening to grandmother’s stories; Texans; racial segregation 
Aims: to enhance comprehension, critical thinking skills, writing 
Students compare and contrast the author’s grandmother and the poet, William 
Stafford, filling in a graphic organizer, Venn Diagram, after reading the essay, 
along with Stafford’s poem, “Serving with Gideon.” Then, they write what 
they learned from both below the diagram. 

6. Reflections on American Pie or the poems  
Aims: to enhance comprehension, writing, critical thinking skills, empathy 
At the end of each semester, have them reflect deeply on what they read. Each 
student enters the answers for the following in the organizer: the title of the 
essay/poem, page number, impressive lines from the essay/poem (quote them), 
and what do these lines make you think about?  

7. Visualize what you read in the essay/poem 
Aims: to enhance creativity, imagination, empathy, personalization 
Towards the end of the year (they can select either Task 6 or 7 to do), from all 
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the essays or the poems they read, have them draw a scene/four-panel comic 
strip which was the most impressive for them by using colored pencils. Then, 
have them label each item in English of the illustration and they may add what 
the person/s said in the illustration. Below the illustration/comic strip, the 
explanation is given for selecting the particular scene. 

8. Group presentations 
Aims: to enhance critical thinking skills, creativity, public speaking 
Towards the end of the year, divide them into groups consisting of 4–5 students, 
and have them choose one essay which is not covered in class and present the 
content of the essay for about 10–15 minutes. Each group is expected to 
conduct some research on the topic/issues described in the essay to deepen 
their understanding and knowledge and to compare those issues in their own 
country. They are required to prepare for the presentation outside the class 
online. On the day they present, each group submits the outline of the essay 
with several keywords of the essay. After watching all the presentations, have 
them vote for the MVP (class award) for the group and the individual. 
 

4. Results 
4.1 Questionnaire and the Results of the Questionnaire 
     In order to see the educational outcomes of this reading course, a self-report 
questionnaire using a 5-point Likert scale with three open-ended questions in 
Japanese was developed using Google Forms by the author (see Table 1). It was 
conducted online when the class met for the final exam in person on the last day 
of the academic year 2021. After the author explained the purpose of this study 
to the class, informed consent was obtained from the students participating in the 
questionnaire. The questionnaire consists of 12 items of questions in 5 categories: 
1) the effect of using essays and poetry; 2) the effect on the affective domain; 3) 
the effect on the intercultural domain; 4) the effect on L2 and the cognitive 
domain; and 5) the effect on the group work over Zoom. The students chose a 
number ranging from strongly disagree (1), disagree (2), neither agree nor 
disagree (3), agree (4), and strongly agree (5) which indicates their opinion for 
each question. Items 13–15 were open-ended questions on the students’ favorite 
essay from this book with the reason, the most effective task along with the reason, 
and their personal feedback on the course. 31 students out of the 34 students who 
joined the lessons in the fall semester participated in the online questionnaire and 
answered all the questions that were used for analysis. In order to process the 
data, Microsoft Excel was used. The following Table 1 illustrates the results of 
the questionnaire (N = 31) on this course. The question items of the survey were 
translated from Japanese into English by the author. 
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Table 1 
 

Distribution of Item Responses 

 
Percentage of Students           

Selecting Option 
  

I tem Category and Number 

 

(1)  

 

(2)  

 

(3)  

 

(4)  

 

(5)  

 

M 

 

SD 

 
Effect  of  Using Essays and Poetry 
 
1.  I  enjoyed reading the essays in English.  

 
 

0% 

 
 

3.2% 

 
 

9.7% 

 
 

35.5% 

 
 

51.6% 

 
 

4.35 

 
 

0.8 
2.  Using American Pie  as  a  reading text  was good 

for this course.  
0% 3.2% 9.7% 25.8% 61.3% 4.45 0.81 

3.  Reading the poems related to the essays helped 
me understand the content  of the essays.  

 

0% 3.2% 6.5% 22.6% 67.7% 4.55 0.77 

Effect on Affective Domain 
 
4.  I  could empathize with the content  of the 

essays.  
0% 3.2% 6.5% 58.1% 32.3% 4.19 0.7 

5.  I  fel t  a  sense of  accomplishment after reading 
the essays in English for  the academic 
year/semester.  

 

0% 6.5% 6.5% 35.5% 51.6% 4.32 0.87 

Effect on Intercultural  Domain 
 
6.  By learning about American culture,  I  learned 

more about my own culture.  
0% 6.5% 6.5% 25.8% 61.3% 4.42 0.89 

7.  Listening to the teacher’s  personal  experiences 
and looking at  what she brought back from the 
U.S. were interest ing.  

 

0% 9.7% 3.2% 12.9% 74.2% 4.52 0.96 

Effect  on L2 and Cognit ive Domain 
 
8.  My reading proficiency improved through this 

course.  
3.2% 6.5% 29% 32.3% 29% 3.77 1.06 

9.  My vocabulary improved through this  course.  0% 9.7% 35.5% 29% 25.8% 3.71 0.97 
10.  My crit ical  thinking skil ls  and imagination 

were enhanced through this  course.  
 

0% 6.5% 19.4% 29% 45.2% 4.13 0.96 

Effect  of Group Work over Zoom 
 
11.  Giving a group presentat ion on the essay 

which was not covered in class was 
meaningful .  

0% 3.2% 12.9% 38.7% 45.2% 4.26 0.82 

12.  Sharing student works and having discussions 
in the breakout rooms over Zoom were 
meaningful .  

0% 3.2% 25.8% 38.7% 32.3% 4.00 0.86 

Note .  The response options were as fol lows: (1)  strongly disagree,  (2)  disagree,  (3)  neither agree nor  

disagree,  (4)  agree,  and (5) strongly agree.  

 
     As indicated in Table 1 above, the first category of the questions (Items 1–3) 
shows the effect of using essays and poetry for a reading course. 87.1% of the 
students who answered the survey reported that (4) agree and (5) strongly agree 
with the question if they had enjoyed reading the essays in English (Item 1: M = 
4.35, SD = 0.80). Similarly, 87.1% thought the selected textbook was a good 
choice for the reading course (Item 2: M = 4.45, SD = 0.81). Amazingly, 90.3% 
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of the students admitted that reading the poems which were related to the essays 
helped them understand the content of the essays with the highest mean of 4.55 
(Item 3: SD = 0.77). The overall mean of these question items was high, 4.45, 
shown in Figure 1 below, which illustrates the effectiveness of using this 
particular essay book along with the selected poems for this reading course. 
     Second, Items 4–5 are related to the effect on their affective elements. 90.4% 
of the students responded that they could empathize with the content of the essays 
(Item 4: M = 4.19, SD = 0.7). A sense of accomplishment was felt by 87.1% after 
reading the essays in English for the academic year/semester (Item 5: M = 4.32, 
SD = 0.87). The average mean remains high, 4.25, which supports using this essay 
book was effective in the affective domain as well. 
     Third, the effect on intercultural learning was investigated by Items 6–7, 
which turned out to be the highest average mean of 4.47. 87.1% recognized that 
they learned more about their own culture by learning about the L2 culture (Item 
6: M = 4.42, SD = 0.89). 87.1% of the students also enjoyed listening to the 
teacher’s personal experiences and looking at authentic materials from the States 
shared by her mostly through Zoom’s shared screen (Item 7: M = 4.52, SD = 0.96). 
     Items 8–10 represent the impact on their L2 and cognitive domain. Regarding 
the improvement of their reading skills, 61.3% of the students were affirmative 
(Item 8: M  = 3.77, SD = 1.06), while 54.8% of them thought their vocabulary had 
improved (Item 9: M = 3.71, SD = 0.97). Yet, the enhancement of their critical 
thinking skills as well as imagination was much better recognized by 74.2% of 
the students (Item 10: M = 4.13, SD = 0.96). Although the impact on their critical 
thinking skills was admitted, the overall mean of this section was moderate, 3.87. 
     Finally, as for the effect of the group work over Zoom (Items 11–12), about 
84% of the students reported that giving a group presentation was meaningful for 
them (Item 11: M = 4.26, SD = 0.82). 71% of them felt sharing their works and 
having discussions in Zoom’s breakout rooms were meaningful (Item 12: M = 
4.00, SD = 0.86), which made the overall mean of this section 4.13. 
 
4.2 Results of the Open-Ended Questions 
4.2.1 Most favored essay selected by the students 
     Among all the essays they read for this course, the students chose their 
favorite essay for Item 13 and added the reasons for their choices briefly. The 
following are the best three essays for them. The most favored essay was “The 
Less Traveled Road” supported by 14 students, which is 45.2% of the students 
who answered the class survey. For these reasons, one student stated (translated 
from Japanese into English by the author hereafter), “My outlook on life was 
changed by this essay.” Interestingly, this essay has always been the most favored 
essay chosen by the students including the former students in 2014 and 2019. For 
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one thing, reading Robert Frost’s poem which was also described in the essay 
must have helped their comprehension of the essay better. Another factor may be 
the fact this essay received the students’ empathy as its topic is a choice in life 
and described the ironies of life which was thought-provoking as well. As for the 
second most favored essay, there were two essays: “My Grandmother’s Quilt” and 
“Fat Sundays,” chosen by 5 students respectively. For the first one which deals 
with racial segregation in the American South, one student commented, “I could 
get to know the dark side of America, and felt the importance of questioning the 
public opinion through Kay’s grandma’s experiences.” For the latter one 
describing how she spends Sunday mornings with her family or friends reading a 
Sunday paper with breakfast, another student noted: “It was very interesting to 
find how to spend Sundays in the States, which is very different from Japan.” 
 
4.2.2 Most effective tasks selected by the students 
     Regarding the task that the students thought was most effective (Item 14), 
most surprisingly, 70% (22 students) of them chose the group presentations 
conducted at the end of the year. One student reflected, “It helped me develop my 
critical thinking skills better.” Compared to the previous classes using the same 
text in the past, the students in this class seemed to appreciate the assignment of 
group project even more, though they needed to get together and work outside the 
class to prepare. Because of the pandemic where students could not see their 
friends easily, they might have enjoyed working together for this even online. 
The second favored task was “Comparing Kay’s grandmother and the poet, 
Stafford,” by using a Venn diagram, chosen by 4 students. One student stated: “I 
could contemplate racial discrimination against blacks and what I should do in 
such situations.” 

 
4.2.3 Feedback from the students 
      The last item 15 of the survey was the students’ personal feedback on this 
course. 22 students (70% of those who participated in the class survey) actually 
entered their brief comments. The positive feedback counted 20, categorized into 
10 items of their opinions including the appreciation for this course and/or the 
essays (n = 7), and for learning about the U.S. and its culture (n = 6). Meanwhile, 
two students gave negative feedback: one was due to the number of assignments 
and the rigorous policy for attendance/tardiness, and another thought the essays 
were biased and lacking in evidence. The following are some actual comments 
from the students translated from Japanese into English by the author: 

It was not just language learning, so I was glad that I came to think 
about American culture as well as Japanese culture. 
It was very refreshing and interesting for me as your class enabled us 
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to see American culture from the inside. 
It was very good that, unlike other classes, I could hear the author’s 
and/or the instructor’s real-life experiences! 
Through various tasks and activities, I think I could acquire critical 
thinking skills, which was one of our objectives in this course. 

 
Figure 1 
 
Results of each category of the questions 

 
 

5. Discussion 
     Based on the results of the class survey, most students seemed gratified with 
the course using the intercultural essays along with the poems. These selected 
essays and poems appeared to produce a synergy effect on the students’ 
comprehension, critical thinking skills, and empathy, in particular. For one thing, 
Hetherly described not only the positive but also the dark elements of the U.S. 
mainly through her own experiences, while often comparing to her own 
experiences as an American (English teacher at the college level) living in Japan. 
That made it easier for the students to see the issues and empathize with them in 
her essays. Most students were surprised to find out what they had not known 
about the U.S. in detail before, such as how the typical American values of “self-
reliance and independence” are taught from childhood (p. 16), questioning 
authority is common in the culture, and the realities of the American dream. At 
the same time, they came to reflect on their own values and behaviors objectively 
and to reconsider their own country critically, which made them engage in such 
intercultural lessons even more. They seemed to enjoy hearing the teacher’s 
intercultural experiences, which may also have stimulated their thinking and 
assisted their intercultural understanding. Accordingly, sharing the teacher’s 
intercultural experiences may be an effective medium of L2 teaching. 
     As for using poetry in this course, despite the lack of learning poetry in 
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English for most students, introducing a few poems related to the essays appeared 
to work well to help them comprehend the topics and issues described in the 
essays. This way, they appreciated the content of the essays even more. Most 
amazingly, 90.3% of them admitted the effect of these poems to comprehend the 
essays; hence, the selections of the poems seemed appropriate for this course. As 
for the renowned part from Thoreau’s Walden, they were reminded to live to the 
fullest in our limited life. Both Walden and the essay had them contemplate what 
we have lost because of “our busy, high-tech lives” (p. 31) in our life, while 
Hetherly describes Americans’ strong urge for a simple life in the country. 
     Frost’s “The Road Not Taken” appeared to be the most compelling and 
thought-provoking for them, as most of them could relate to the issue of choosing 
their own path in their life in the past, and thought about their choice in the near 
future, assigned in Task 4. This work seemed to stimulate their empathy a great 
deal. In addition, this poem also gave them an opportunity to learn about metaphor, 
a significant literary element, and thus to read the poem deeply and critically. 
     Due to the “Black Lives Matter” movement occurring in the U.S. in recent 
years, when Stafford’s “Serving with a Gideon” (tells his old memories describing 
the racial discrimination against a black elevator man in his town) was read, the 
students appeared to think more deeply about this issue than the previous classes. 
This poem assisted them to see the similar racial issues described in the essay 
where Hetherly retold her grandmother’s old memories of witnessing a black 
soldier segregated in her town. By comparing and contrasting both experiences 
in Task 5, their critical thinking skills and imagination seemed to be stimulated. 
Later for Task 7, one student who drew the last scene from this poem wrote: 
“Standards of what is right change with time…, so I learned it’s crucial to stop 
and think once about whether what we take for granted is really true or not.” 
     In regard to the limitations of this course, it must be acknowledged that this 
book was published in 2000, and some of the things mentioned in the essays could 
be outdated today. Newspapers might be read more online, as the author pointed 
out to her students. They could have investigated the latest information. However, 
the basics of American culture and values do not really seem to change, so this 
book is still useful as a teaching material. Additionally, these essays were written 
by an educated, white female American whose viewpoints might not be the same 
as minorities. Nevertheless, her views and descriptions of American values and 
attitudes are still informative and good resources for Japanese EFL learners. 
     This study did not implement a control group to show a comparative analysis. 
If this had been included, the impact of this course would have been examined 
more in detail and precisely. The pre-lessons survey could also have added more 
background information on the participants and the impact on the post-lessons 
even more clearly. Regarding the class survey conducted at the end of the 
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academic year, it should be noted that there might have been some possibilities 
of Pygmalion effect in the students’ responses. Lastly, the students were not tested 
at the beginning and end of the academic year in order to measure the effect of 
these lessons on their English proficiency, which was not focused in this course. 
 

6. Conclusion 
        This paper has presented content-based literature instruction with the use of 
essays and poetry for the purpose of intercultural language learning in a Japanese 
university EFL reading course. Since the early 2000s, the author of this article 
has frequently used this essay book, American Pie: Slice of Life Essays on 
America and Japan (Hetherly, 2000). Owing to the continuing Covid pandemic in 
the academic year of 2021, all lessons excluding a few times were conducted over 
Zoom adapting the content of the class to online teaching. These lessons seemed 
to be a real eye-opener for the students to learn the target culture deeply as well 
as their own culture, in contrast, more objectively. Despite the state of emergency, 
compared to the author’s earlier classes using the same teaching materials, this 
study indicated better outcomes in the students’ enjoyment of essay reading, the 
effect of using the poems, and the enhancement of their critical thinking skills 
and intercultural understanding for the two countries. It also appeared that the 
group project motivated them to explore the content of an essay from the two 
cultures’ points of view by themselves and to actually experience cognitive 
growth at the end of the year due to this. Through this intercultural language 
learning, as Hetherly stated, hopefully, the students “see the difference between 
the good, the bad, and the ugly” (p. 54) in both the U.S. and their own country, 
and will strive to make a positive difference in promoting the good in all cultures 
and understanding the differences in this troubled, globalizing world. 
 

Notes 
1 This article is a modified version of the oral presentation given at the JALT 

48th Annual International Conference in Fukuoka on November 12th, 2022. 
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Make Your Way!
Communicating while Abroad
「意味順」で学ぶ大学基礎英語
田地野彰 監修
中川浩 / John Andras Molnar 著
「意味順」ボックスで英語の文構造を可視化！
４技能をバランスよく養成する新感覚テキスト
巻頭に「意味順」の解説動画、教授用資料に小テストと中間・
期末テスト、さらに採点に便利なGoogle フォームを用意。

￥2,000 ( 税込 ￥2,200 ) 
B5 判　 108 pp.   全 15 章  
ISBN978-4-7647-4196-6

英語教育と機械翻訳
新時代の考え方と実践
山田優 監修
小田登志子 編者
山田優 / 小田登志子 / 山中司 / 南部匡彦 / 田村颯登 / 
山下美朋 / 幸重美津子 / 西山聖久 / 守田智裕 / 平岡裕資 / 
ラングリッツ久佳 著
機械翻訳のしくみや英語教育との関連に関する情報を掲載
するとともに、新時代にふさわしい考え方を提案し、学習
者のタイプに応じた機械翻訳を利用した英語授業の実践例
を掲載した。ChatGPT等の生成AIへの対応にも応用できる。

￥3,000 ( 税込 ￥3,300 ) 
A5 判　 327 pp.   
ISBN978-4-7647-1228-7 

新 刊 案 内

株式会社 金星堂
東京都千代田区神田神保町 3-21（〒101-0051）
電話 03-3263-3828 / FAX 03-3263-0716
e-mail text@kinsei-do.co.jp
http://www.kinsei-do.co.jp

←意味順解説動画をぜひご覧ください
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● 対話型活動で英文の理解を深め、授業への積極的な参加を促進します。

● 本文中の英語表現を思い出すタスクで、運用力も格段にアップします。

● 段階的に本文の要約文が書けるようになり、要約力の養成に効果的です。

Creative Reader

Reading Square 

卯城祐司・Robert Juppe・Andrew Jorn 著  

長谷川佑介・Braven Smillie 著  

靜 哲人・Anthony Allan  著 

■全15 Unit 　■付属教材: 音声、教授用書、小テスト  

■全15 Unit 　■付属教材: 音声、教授用書、小テスト 

Speak Out!
Connecting the Four English Skills

※詳しくは弊社ホームページをご覧の上、審査用見本をご請求ください。 

https://creaidlearning.co.jp クリエイド・ラーニング株式会社

● ｢嘘のような本当の話」が学習者を授業に引き込み、英文を読むことの面白さ
を教えます。 

●  英文読解ストラテジーをクイズ形式で楽しく学習。授業活性化に有効です。 

● アウトプットのための段階的な設問構成で運用力も無理なく養成できます。 

● 動画と準拠アプリで発音指導をサポートし、英語嫌いを英語好きにします。 

● ４技能を連携して学習ができ、効果的に確かな英語基礎力が養成できます。 

● 学習者がリアルに感じる英文素材は、授業への積極的な参加を促します。 

■全15 Unit 　■付属教材: 動画、音声、教授用書、小テスト、準拠アプリ（別売）

電子版印刷版

ハイブリッド教科書（印刷版＋電子版）のご案内

新刊
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「叙述文」、「描写文」、「説明文」、「意見文・論証文」の4タイプ
に基づき、センテンス、パラグラフ、そしてエッセイへと段階的
な指導を具体的に提案。また、スピーチやプレゼンテーション
などの発表活動と結び付ける方法、徹夜なしのフィードバック
や評価のヒントまでを網羅しました。

英語ライティングの指導
̶ 基礎からエッセイライティングへのステップ ̶

山下 美朋［編著］　河野 円・長倉 若・峰松 愛子・山岡 憲史・山中 司［著］
A5判並製　244頁　2,750 円（税込）
ISBN978-4-384-06058-4　C1082

明日からの授業が楽
らく

になる！
長年、高校や大学の現場でライティング指導に
携わってきた教育者のノウハウが詰まった一冊。

学生ビジネスマン
必読!

赤セルシート付

.com
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　朝日出版社では、 従来どおり紙媒体での教科書見本に加えて、 新たに「審
査用見本デジタル版」閲覧サービスを開始いたしました。教科書をご審査いた
だくにあたって、時間と場所にとらわれず、さまざまな教科書の見本をパソコ
ンでもスマートフォンでもご覧いただけるようになります。是非ご活用ください。
　「審査用見本デジタル版」を閲覧いただくには、 IDとパスワードでのログイ
ンが必要となります。ご登録用IDとパスワードの発行をご希望の際は、右記
サイトよりご登録のお手続きをお願いいたします。

朝日出版社

審査用見本デジタル版 閲覧サービスのご案内
https://text.asahipress.
com/special/publuslite/

朝日出版社　電子見本

審査用見本デジタル版
トップページ

お問い合わせは右記の朝日出版社英語テキスト課へお願いいたします。　朝日出版社英語テキスト課：text-e@asahipress.com

審査用見本デジタル版
見本例

著：JACET リスニング協会
教授用資料 ( 試訳付き )、教師用音声 CD 

B5・72 ページ　1,980 円（本体 1,800 円＋税）
全 14章 +Appendix、教授用資料有

赤尾美和・西垣佐理・幸重美津子・
工藤多恵・松田紀子・板垣静香・Kym Jolley 著
B5・90ページ　2,200 円（本体 2,000 円＋税）

　

( 全 15章　各章 6ページ構成）

南雲堂
〒162-080  東京都新宿区山吹町361

URL: https://www.nanun-do.co.jp/　　

見本請求はメールでも承ります↓
nanundo@post.email.ne.jp
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