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ABSTRACT . (

The purpose of this~study is. to'account for the reIation
between read1ng comprehension. of - second/fore1gn Ianguage and .
its soc1aI context ; | ) |

ChaptEr [ states the background of the problem by mak1ng
a compar1son of EFL (Eng]1sh as- a Forewgn Languagef teach1ng
in Japad‘and ESL (Eng]lsh as a Second Language) teach1ng in.
Canada. I have also referred toa new trend of Ianguage [

stud1es in wh1ch the soc1ogenes1s approach 1s advocated

In Chapter IT, I am. a1m1ng at analyz1ng the act of read—
ing second/fore1gn Ianguages from two perSpect1ves. 11e;g‘
read1ng processes and prob]ems of learning. non- natwve Iangu;“'7
age | Present cogn1t1ve theor1es are 1ntroduced and d1scussed
}1 ie]] as the theor1es on second/fore1gn Ianguage '.TWO a
”SChemata espec1a11y have attracted my attent1on each oflwh1ch
represents a field of‘study,zi.e.: Uch1da s read1ng mode]
the f1e1d of cogn1t1ve psychdIogy, and B1a1ystok s mode] of
second Ianguage Iearn1ng .These two modeIs consequent]y ’
helped me offer a comprehens1ve modeI for read1ng 1n a second/
fore1gn language

.

Chapter III describes” the method of research. ExperiF .«
‘ments are: done both in Canada and Japan with the: subjects of’
'French mother tongue, EngI1sh mother tongue, Japahese 11v1ng
in Canada and Japanese in Japan. Ana]yses were made as. to
Athe d1fferences between ESL and EFL, a mother tongue and_a

. second/fore1gn Ianguage and the proximity of one's mother

”tbngug to the t'arget.l'anguage.~ The results have suggested



that the language learming in a social context in which the
ianguage is subporfed, help the learner comprehend the gist
of‘é,text. -

| A schema of reading comprehension of a second/foreign

" language is ogfered in Chapter,IV through the *induction of
the'resu1t§ of the experiment and é]so by combining the frame-
work_bf Uchida}s.qnd Bialystok's models.
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CHAPTER I
I. INTRODUCTION

Background of the Problem

1. Poor TOEFL Results in Reading Compreheh§ion by /

Japanese] Applicants ‘ /

J
\ 14

Japanese people have received education with a hiéh

degree of uniformity. and now the literacy rate”is neariy
" - - : ‘///

r/({

When we turn our eyes to the TOEFL score, however, we
/
find that the mean score of Japanese app]icantS/in reading

100%.

- comprehension of Eng1ish js,48,2 being ranked/és number 107

~out of 126 native 1anguages" It is usua]]y Be]ieved that a

" good reader ina 1anguage will also be a geod reader in
another 1anguage Are all the Japanese app11cants to TOEFL
poor readers? How should we interprete this contradiction?
2. History of EFL% in Japan |

English had a special role at the time of Meiji Res-
toration (1897) as a tool to fact]itate the westernization/
modernization of Japan. There have been two interesting:

character1st1cs about the Jaganese peop]e 's educational

..-_-..____..._____—___-.__..__..—--.___.____..____--—-___-__—_.._-__-_..

. /
]gme reference is tq/ethnic Japanese 1in Japan.
o / R . )
2H1ghest score 1n/read1ng comprehension was 58 through

July 1980 to June. 1982/ Cf. TOEFL Test and Score Manual,
1983. e

3EFL = English as-a Foreign Language.

o



~

1nterest snnce then, one is the people's concern in educa-
t1on, the other is the mod1f1cat1on of 1mporte£deu1ture

By the end of the 19th century, more than 45% of ma]es
and 15% of females of Japanese are said to have been 11ter-
ate with the help,of "temple schools," that ig institutions
run by feudal lords for their tenants before the Meiji Res-
toration. It is‘seid that the rapid introduction of foreign
languages and cultures would not have been possible without
this high level of 1iteracy in Jandn.

The modification of foreign'tu1tures was. a]ready‘seen
in ancient Japan when Korean and Chinese cultures were
imported {A.D. 3c. to 8¢c.). This was done in order that
these imported cuTtures;hetter fit Japan's national interests.
This process seems to'stt11 survive in the present English

instruction in Japan, espec1a11y in the manner in which trans-

lation methods have been rooted in the field of Eng11sh peda-

~

A rad1ca1 structura] change of Eng11sh instruction was
ybrought about by the Amer1can occupat1on after World War II.
Learning English came to‘be practically compulsory for all
students when they enterea»juntor high sthoo]s at.the'age of
12, .

During the mid 1950's, the;audfo-]ingUa1 approach deve- -

loped at the University of Mic?-gan was introduced into Japan
and had a significant influence on English teaching methods

in junior high schools. 'In senior high schoo]s; however,_



teaching translation and Qrammar of English’remained as.the‘
basis;Lor university entrance examinations.

In 1960, a council for the 1mprovement of Eng]ish
teaching was established advocating the 1mpertance of prac-
tical usage of the lTanguage. The linguistic acfiv%ty |
through the media of audio-visual aids, and sentence pattern
practice based on the audio-lingual approach cane te be pop-
ular, which was in. keeping in pace with the enormeus increase
of the production of tape recorders..

Nonetheless, the national concern over Eng]1sh Tangu-
age teach1ng increased. The nmeans and methods of English
language teaching in schools also became uncertain. This was
ref]ected in the 1978 decision to reduce English class hours
in public junior high schools from five hours to three hours
per week. This was a consequence of the reduct1on of the
total class hours to lighten the curr1cu1um burden. . However,
this created a very serious situation in: which many peop]e
Opted for pr1vate schoo]s where the reduction of curriculum
burden had not taken place. In add1tion, the school child-
ren at public schools were driven to Qo to “Juku” (prepara-
tory schools) tq prepare themselves for entrance examinations
cdmpeting with their colleagues in private Junior/senior high
schools. o |

There was a series of famous heafed debate on English
education in Japan from 1974 throggh 1975. W. Hiraizumi, a

member of the House of Councillors, resented the ongoing



: teaching method and proposed that English should be learned
.és an e]ective'sdbject at high schools and should be excluded
from university entrance examinations. He argued that only
5% of efficient users of English is better than accepting a
larger percentage of poor users. . Watanabe, a professor

in Sophia Uhiversfty,‘argued fhat English is a most reliable
indicator to examine students' aptitude for learﬁing at uni-
versity and defended the ongoing English curriculum. His
contention was that the English Tanguagé studied in prepara-
tion for entrance examinations coulq be and some timesCshould
be very different from the English to be learned for practi-
cal purposes.

It is not clear, however, how this debate actually
ihf]uenced‘the decision to reduce the class hours in Junior
high schools. English education in Japan 1is now facing
another storm of c;iticiéh in the midst'of tough 5nter-
ndtiona1 problems ahd neQer?ending tohgh entrance examina-
tions, |
3. History of ESLY in Canada

Canada is very different from Japaﬁfin many respects--
vast and sparsely popu]ated‘areas with intense climate versus
.small and densely populated areés‘with mild climate; a multi-

cultural, multi-ethnic and mu]tj-linguiétic sociefy versus a

mono-cultural, mono-ethnical and mono-linguistic society.



These differences understandably result in different value
systems. Thus the motive and pdrposeﬁ of Tanguage instruc-
tions are very different between the two countries.

In Canada, the Report of the Rdy&} Commission on Bi-
lingualism and Biculturalism, 1967 to 1970 was an attempt
to resolve the differences between the Eng11sh and French
populat1ons in Canada by means of rational 1nqu1ry and p]an-
ning. As a result of the policy implications of th1s report,
second ]anguage learfing and bilingual education became
important educational issues from around the end of the 60 s
to the end of the 70's. The 0fficial Language Act in 1969
has enhanced the status of French vis-a-vis Eng]isn in many
sectors of public Tife.

English education in the 40's, 50's and early 60's was
mainly aimed at ngﬁng’enough proficienCy in oral/aura]
Engjish«to immigrants so that they could enter the labour
force as soon as they came into the country.

Though the number of immigrants has decreased during
the past ten years, ESL interests and needs have expanded as
the number of students from other countries entering secon-
dary and pdst-secondary 5n§titutions in Canada increased.

In order to cope with the varied and-extensive‘néeds'of~the"b

L 'S
new/ESL learners, new courses concentrating on the read1ng Haty
and wr1t1ng skills have appeared in numerous co]]eges and'
un vers1t1es across Canada. Syllabuses were designed so that

the students will use their language skills as a medium

»
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rather than as an end. The validity of this med%um-oriented
approach was backed up by sevefal studies such as Saegert,
Scott, Perkins and Tucker (1974) and d'Anglejan (1975).

The pedagggy and policy of ESL in Canada are attempts
to reconcile "Mosaic" characteristics of Canadian sociéty
and to provide academic English knowledge useful in univer-
sity degreeé.

4. Need for Study of Language in its Social Context

During the 1970's, a new generation of educational
psychologists and sociologists became active in the field of
- second 1énguage studies. Their attention was not paid so
much to a linguistic theory of ]anguage as to the speech
interaction within social contexts. O0ller (T970), for
example, quesfidned the'validity\of concepts introduced by
~transformational generative grammarians and presented prag-
matics as an alternative. Wilkins (1976) showed the concept
of 'notional syllabus' which is based on the functions of
learner roles, settings, topics, etc. Widdowson (1978)
defined lTanguage as a formal system and language use as com-
municative events.

In the field of Psychology, where the interaction
between a organism and a society héd been a major concern,
especidily in the field of developmental psychology, the need
for Tanguage study in its social context came into the spot-
Tight as psycho1¢gy came to bay attention to the sociogenesis

of human behavior. That is, psychologists have become



)

conscious that much of the knowing evidenced by people has
i

its genesis in social interaction. Scarr (19?9) writes as

fo]]qws:

The idea of context-free, general laws

‘of behavior seems to have gone the way of
- culture-free tests--There is no such ani-.

mal. '

~...and larger theme is "the embedded-
ness of psychology in its own social-
cultural-historical context." As Lee
Cronbach asserted some years ago, the
major task of social scientists is to dis-
cover (or perhaps invent) important regu-
larities of the times and places in which
they live. The idea of eternal invariants
in the social sciences seems both unrea-
sonable and undesirable (p. 810).

In the field of psycholinguisticé Prucha (1983)'argues

that what is necessary now is not so much to produce new.

findings as to make synthesis to compare, classify and eval-

uate the information already available. He points out two

social determinants which are influencing language behavior:

z

be viewed in the framework of other human kS

hY

1. Any form of language behavior has tos ¥ s

. e
Rres
.ff’

activities. Thus, a starting point for

and identification of social determinants

of language behavior lies in a description
and analysis of human activities...(p. 293).

2. Any act of language behavior is caused
by certain purposes existing in supra-
individual, social reality.... In_this
sense, social need is a prerequisite of any
activity of an individual or a society--as
something which elicits the motives for
activity (A. N. Leontiev, 1975).

The conceptual origin of these contemporary ideas is

Justly traced to Lev Vygotsky and Alexander Luria.

‘' ,\.y;a v
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Luria's ideas were much influenced by Vygotsky's
theory, thfee major themes of which are: (1) the use of
genetic explénation, (2) Qpe search for the social origins
of human psychological functioning, and (3) an emphasis on
the role of sign systems in mediating social and individual
processes (Luria, 1982, p. 3).

This approach of genetic explanation indicates that in
order to understand human and psychological processes, we
have to trace down to their origins. What I am trying to do
with this present study is to make it serve as a portion of
ongoing sociogenetic studies.g

Purpose of Study

1. Narrow Purpose

This study aimed at clarifying the influence of social
differences between Canada and Japah on the reading compre-
hension 6} a second/foreign.1anguage. Tﬁe social context
comprises (1) supportive situation, and (2) non-supportive
-sifuation for the target language.. More specifically, this
study shows different paftérns of'reading English texts by
the readers of a Japanese mother tongue and a French mother
tongue under the two social contexts, Japan and Canada.
2. General Purpose

r

"The aim is to account for the relation between one's

5Contemporary and historically valuable theses are put
forward by various sociogenesis theorists. Cf. Bain (1983).



cognition or understanding of the gist of a literary passage
through a foreign/second language. As described in Chapter
TI, metacognition is indispensable for reading comprehension.
Assuming that the"comprehension of the gist of a story
reflects metacogn1t1v¢ understanding, it will be examined

th and why the d1ffej%nces ire made as social and linguis-
tic contexts differ. *{

Definition of Terms )i}

1.

Social context 11. i factbrs involved

and its contro] over ]angu&ge behav1or are investigated: (1)

to identify and describe all relevant‘extra1nd1v1dua] factors
influencing particular types of Tanguage behavior, in order
to clarify theﬂessentfa] content of the phenomenon called
social determinants, (2) to ascertain which of the social
determinants are primar; and which are 'subsidiary, (3) to
aécertain which determinants operate in a1]'types ofAlanguage
behavior and which operate in specific types only, (4) to
investigate how social determinants ...function in particular
‘developmental stages of language behavior in 1{fe and how
social determinants operate in respect to the ontogenesis of
language behavior.

2. Interlanguage. Since about 1970 language variety has

been examined as a language system with its own rules and

characteristics. This type of study is Jsua11y referred to



as 'interlanguage' or '1éarner language studies.' The main
purpose of the study is to look at language learning pro-
.cesses and outcomes.
3. Thé'following abbreviated forms are used to represent
subjects' social background and languages:
F/C: Canadian whose primary language is French.
E/C: Canadian wHose primary language 1§ English.
J/C: Japanese in Canada whose primary language is
Japanese. |
J/Jd: Japanese in Japan, Japanese whose primary
lTanguage is Japanese.
Both males and females are included in each group; and where
appropriate, are specifically represented as F/C(m) (=French
Canadian, male) or J/J(f) (=Japanese in Japan, female), etc.

4. Reading Note. MasCu]inekgender form is used in the

present study in order not to fall into the jargon like he/
she, him/her. This usage, of course, never means sex dis-
crimination.

Limitations

1. The act of reading French, English and Japanese texts
is medfated by the tréns]ation of the texts, the cSnsequences
of which cannot be measured via the present methodo]dgy.

2. No analysis was made as to the differences of mediation
system between the alphabet and Japanese syllabary/Chinese

ideograph.



3. No control was made on the teaching methods which the
subjects have had before this test.

4. Tests were done through computer terminal séreen in
Canada whe}eas by pencil and paper in Japan. No analysis 1is
.made as to the differences between the two test methods.

5. No ethnographic analysis is made as to what a second/
foreign language means to Japanese or Canadian subjects.

6. This study is limited to one age group/social class.
7. Second/foreign language learning was studied 1ndeben-

dent of personality variables.



CHAPTER 11
ANALYSES OF RFLATED RESEARCH AND STUDY
On Reading
1. What is Reading?

Saeki (1984) writes that the act of’roading is funda-
mentally the same as watching paintings. A reader/observer
fwétches what 1s represented in a written/painted form which
is the manifestation of a writer's/painter's thought, the
view written/painted through the writer's/painter's camera
angle. ©Each form creates the reader's/observer's own world
in the form of four dimensjons. In other words, the act of
readjng texts/watching paiﬁtings can be described as the
proceés of adjusting one's camera angle in accordance to his
own empathy. .

One could activate his camera angle simultaneously only
if he could follow his metacogniticn. He should be conscious
about what phenomenon he 1is carving out to represent more
clearly what is being watched. . The. act of reading is similar
to watching paintings in that a writer's/painter's intention
may not always be equal to a reader's/observer's understand-
ing,_as both of tﬁem undergo the form of subjectivity.

Reading is a type of activity; the process of which
1nvolveé both language and cognition. Theories of reading
have changed in response to the emergeﬁce‘of new cognftive
theories around the mid 70's. A series of studies have found

that what a readéifretains in reading is not the cdntents of

12



a text itself but the constructs and the frame of the text
in which the reader's inferences are mingled (Bransford &
McCarrell, 19745 Sulin & Dooling, 1974; Dooling & Christiannsen,
1977). These studies reassured the idea presented by Bartlett
(1932) that the sentence recall is liable to be affected by a
subject's pre-knowledge as time elapses.
Thus, the act of reading can be interpreted as a pro-
cess of constructing a meaningful mental representation with
the reader's pre-knowledge stored in long-term memory by means
of the available strategies.
2. Previous Knowledge in Reading
How does a reader's previous knowledge interact with
# -~
reading" There are at least three heuristic guides to under-
standing this interaction: schemata, camera angle and focus,
and métacognition.
(1) Rumelhart (1980) explains the concept of schemata
as follows:
Schemata ..are the building blocks of
cognition. They are the fundamental
elements upon which all information
processing depends. ....A schema con-
tains...the network of inter-relations
that is believed to normally hold among
the constituents of the concept in
question (p. 33f).
It is believed that there are two basic sources of
activation for schemata; top-down and bottom-up activa-

tion, or, conceptually driven and data-driven proces-

sing‘in Norman (1975)'s terminology. Top-down
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-
processing 1is expéctation—driveg ﬁrocessiﬁg; 1.e;,
'whéh'a schema is activated fg11owed by q‘subSChema; the
subschema de;ives from an éxpectation tHdt it will
account for some .portion of the input data. The bottom-
up schema is said to be acglvated.whenéver a subschema
that has been somewhow acfiVated causes the various
schemata of which it “is .a baft‘to be ac£ivated. In
other @ords, top-down prébessing goes from who]e.to
part; whereas bottom—upiprocessing goes from part 'to
- whole. |
iSevera]~stUd1es have shown that people use schemata -
Qhen asked to réca]] the story they have rdad (Mandler
& Johnson, 1977; Thorndyké, 1977; Kintsch, 1977; Stein
& Gllen, 1978; Bower et al., 1979). ‘ -
It is also suggested that the &ndérsténdtﬁg df a-
story‘w111 be biased by a reéder's stohed sthehéta.
That is, ambiguouﬁfsentences are interpreted‘differenf]y
“among college‘étudéﬁt groups’with different majors
(Andersgn, 1977); a!story brings about a different re-
call when the name of its leading character is Changed
to a famods person whose life story is well known to
everybody (Sulin & Dooling, 5974).
(2) Camera Angle and Focus
Pichart & Anderson (1977) report_that readerS»reCa11

different items in accordance with the characters they

are asked to focus on. Uchida (1984) has pointed out’
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that cpncreté gbjects Tead to easier recall of a story
for school chilareh than do,abstrSCt conéepts, e}g.,
recall is better when subjéctg‘aré told to %ocus on
the camel than on the animal. ' These studies suggest
how the camera angle of a reader affects the interpre-

tation of a text within a schema. The concepts of

gy Camera angle seems useful in attempting to account for
% i the phase of subjectivity in reading.

(3) Metacognition

,Qn@f&f‘the most important aspects of reading is the

~ability to examine whether the whole text is consistent

andgmeaningful. In other words, reading requires a

deliberate conscious control of one's own cognitive

“actions. Flavell (1976) defines metacognition as:

~...among other things, to the active monitor-
ing and consequent regulation and orchestra-
tion of these processes in relation to the
cognitive objects or data on which they bear,
usually in the service of .some concrete goal
or objective (p. 232). .

It is generally believed through many researches

that the proéésses of.monitoring and evaluating are

- difficult for young children (Flavell, 1978, 1979:

-Baker, 1978; Markman; 1979). Poor reéders are also

characterized as those who lack in metacognitive abil-
ity. This problem will be discussed in Section 4 of

this chapter.

)
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Flavell (1979) pointed out four factors of ménitor-
ing--metacognitive knowlédge, metacognitive expérience,
task and strategy. “Metacognitive knowTﬂ%ge deve1ops

oML .

through the interaction with mgtacogniti@é'experience,

M

in which the interaction with social context can pos-
sibly play a very important role. Dweck & Goetz (i977)
reports that the children's sense of inability -in his
study has been acqufred in‘the course of their poor
1ntefaction with-their teachers. Wertsch (1977, 1978)
also argues that the origin of a child's self-control
ability 1iesyin the self-other interaction with his
motﬁéring one.
3. The Model of Reading Process

Uchida (1984) postulates a frame of reading processes.

Figure 1 is a revised model of Uchida's, which, I believe,

accounts for my study.

T e T e e e e e e e e e e e e e e e e e e e et e e M e = o e e e e o e = = .

vReadiﬁg comprefiension is an interactive parallel proces-

sing with topldown sequence and bottom-up sequence as we saw

in the previous section. That is, one direction goes down

*from the componént 1 to 5 in the frame of Level A of Figure |1

working as :a top-down process; whereas the other in LeVe] B,
the bottom-up process works from letter recognition and word

formation to sentence and text construction. The ‘interaction
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among 1, 2, 3, 4 and 5 (marked by < > in the figuref
should be very active during the processing of understandihg;
The mechanism of strategy that a reader will use is repre-
sented by the marker”< i | >; monitoring, choosing ade-
quaté knowledge and finding ﬁnswers; Notice that the‘compo—
nent 1, 2 and 3 represent the knowledge wh1ch the reader has
already acqu1red whereas 4 and 5 are the constructs brought
about by the co-operation of pre-knowledge and strategies.
4. Chafacteristi;s of Poor Readers |

Quite a number of researchers have tried to accouﬁt for
which factors of the reading prosess cause a réader pobr

understanding of texts. Doehring et (1°21) studied the

et al.
basis of the comparison of correction rate in reading, between
good readers and poor readers; Clay and Imlack (1971) com-
@5ed and ana]yzed the process from the V19Wp0 ‘nts of Junc-
‘ture, p1tch and stress, Isakson (1976) examined the sensiti-
vity to the syntactic and semantic.cues in sentences--whether‘
the reqders pause and think when théy encounte~ verbs vib]at-
ing constraints in sentences sucﬁ4gs'“The boys prayed the
teachers."” .1 would rather point out as crucial indicators
'thét poor readers (1) fail to monitor their own reading, and
(2) tend to fail to make use of contextua] clues in the text.
'The first direction is related to top-down sequence presented

in the frame of Level A in F1gure 1, .and the 1atter is related

to bo *@m up strategy in the frame of Level B.

A

\
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(1) Poor Monitoring

A; seen in Section 2 of tﬁ%s chaptér, young child-
ren are short of metacognitive ability. The same holds
true'with poon readers. DiVesta, Hayward, & Orlando
(1979) have féund that poor readers in sixth, seventh,
and eighth gr;pes have not fully learned to control
reading‘fo} cq&prehension. vThe test comprfsed two
comparable versxons of a cloze task with a key para-
graph--information critical for the completion of
blanks--either before or after the cloze pgragraph.
The resu]f was that thé readers with better command of
overall comprehensioﬁ capabilities showed smaller gaps
between the accuracy based on a preQious context and
the one based on a subsequent context.

Forrest and Waller (1979) studied schoo1 chi1dren
with good, average, and poor reading ability. and
examined whethef they used'different strategies in
accordance with the purpose of reédiﬁg; efg., reading
for fun, to make up a title, to skim or to sfudy.- The
analyses showed tﬁat the ability varies across reading
énd grade levels.

Applying these studies to Figuré 1 in Section 3, we

find that poor readers have trouble in component 1,\and

in.the strategy derived from the component.
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(2) Lack of Making Use of Context
Goodman (1973) and Smith (1978) found that good

readers tend to‘makg:use of both contextual and graphic

4
information while reading whereas poor readers tend to

make use of only the graphic information.

Potter (1982) argued that the ambiguous phrase of

"making use of the context" can refer to either the

.degree to which a reader applies his linguistic and

conceptual knowledge or it can refer to the outcome
itself. This can be interbreted, by referring to my
model in Figure 1; that s, it is not clear whether the
concept of "making use. of the context" means the acti-
vity within the frame of'Level B or whether it refers
to the outcome brought about up to the stage 4 in the
frame of Level A. - Thus, Potter designed a test in.such
a manner to control readers' pre-knowledge about a text
and examined whether good readers made better use of |
the succeeding context by using a better strategy. He
has found that the children at the ages of séven and
eight are better "at using preceding context than suc-
ceeding context, and the better the reader therbétter

is his use of succeeding context. The ability of mak-

ing use of succeeding context means that a reader can

look ahead before responding to give proper answers.
Potter used the "cloze methbd" in his study as a .

good indicator to determine whether or not good and poor
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readers differ in their abi]itj'to make use of the con-
text. IH the present research pfesented in Chapter III,
the cloze méthdd-is also used to examine whether the
reader uses both preceding and succeeding contexts as

contextual clues within the domain of texts.

On the Issue of lLanguage Learning

1. Second versus Foreign Language

The term foreign language was mainly used in contrast

to native language in former days, but nowadays the term

second language is used for all types of non-native language
1earnihg. This distinctioﬁ is made whether a target non-
native language is learned and used within a national or
tefrjtorial boundary or outside.the boundariesy i.e., the
term of "second language" is applied to the former, aﬁd
'“foreign language" to the Tatter (Sté}n, 1983). Paulston
(1974) pointed out that the second language is frequently the
official language or one of two or mo}e recogﬁized languages
which partfcipate in the political and economic life of the
nation whéreas the foreign language does not necessarily have
such status.

Marckwardt (1963) made the distinction that a second
language is needed for education whereas a foreign language
is learned with different purpdses; e.g., travelling abroad,
reading foreign literature, etc.

Another major distinction is that:because of its'use

within a country, second language has more environmental
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support than foreign language. Hence a second language does
not need as much formal instruction but can be learned infor--
mally compared with a %oreign lTanguage.

| Withinythemperspective of my study, English language
serves as a quefgn language for Japanese people lTiving in
Japan,‘and és ;'second language for Canadians with a French
mother tongu%J1iving in Montreal and Japanesé living 1in-
“Toronto. U
2. Problems of Language Learning

Stern (1983) has pointed out three major problems of

learning new language; fhe L1-L2 connection, the explicit-
implicit option, and the code;fommunication dilemma.
(1) L]-LZ’Connectjbn

‘The L1-L2 conngctiogmeans the disparity between
the dominance of the first 1anguage and the inadequacy
of the learner's knowledge of a new lTanguage. This
problem leads us to consider whether a learner should
be encouraged to exploit his first lTanguage knowledge
and learn the new language through hjsvfirst language
,”cross13ngua11y,” or, whether he shdu%dﬁjearn the tar-
get language within and throujﬁ\fké”SéEdﬁh']anguage
"intraligually." The importance of thé'first language
in learning a second language was reaffirmed around
1960. However, since around T970,‘the rejection of

this hypothesis has emerged.  Dulay and Burt (1974)
/

argues that second language learning should be
. r

€5
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cultivated in intralingual rather than crosslingual
terms. Schumann (1978), on the other hand, argues
that a learner attempts to solve the problem by moving

from his first language as an existing reference sys-
tem to-the target Tanguage as a new reference system.

Selinker (1972) introduced the concept of inter-
language and postulated the developing learners' lan-
guage as a system in its own right:

Second language speech rarely conforms

to what one expects native speakers of

the target language to produce, that it

is not an exact translation of the native

language, that it differs from the target

language in systematic ways, and that the

forms of utterances produced in the second

language by a learner are not random

(Selinker, Swain, and Dumas, 1975; p. 140).
This concept recognized the systematic nature of the
- learner's language assuming that the learner develops
his own-second language system to a certain extent on
the basis of his first language.

There arises another problem about the inter-

tanguage continuum, however. That is, whether the

interlanguage is predominantly the reconstruction of a
second 1anguage on a first language basis or it s
created by a learner independently of his first
language influences. The first one, the concept of
which 15 similar to the crosslingual theory, is now
called the Restructuring Hypothesis (Stern, 1983: 396).

The second one which is along the line of the
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intralingual theory, is called the Creative Construc-
tion Hypothesis (Ibid.). This latter hypothesis looks
for inherent principles of second language development
and suggests a parallelism between first Tanguage
acquisition in garlyﬁchildhood and later second langu-
age learning. Ejl | o

Corder (1978) interpretesjthe interlanguage con-
tinuuh as the 1htermediate'sithation between the
restructuring and the recreation hypothesis. That is,
he favours a hypothesis intermediate between these two
extremes. This interpretation, in my opinion, seems
most legitimate to account for complex mental activiéy.
(2) Explicit-Implicit Option

The second issue suggésted by Stern (1983) is
whether a Tearner should treat the language task
inteT]ectua]]y and systematically ds a-mental prob1em,
or, whether he should avoid thihking asout the language
and absorb the language more intuitively. This ques-
tion recently reappeared as Krashen's monitor theory
(1978, 1981). Krashen distinguished language learning-

explicit, conscious process, from language acquisition--

imp]icit; subconscious process. In order to learn a
1énguage, a 1earher should know the rules of the
language, which demands monitoring his own linguistic
output. In Kreshén‘s view, the acquisitioﬁ process is

more efficient than is the learning process because
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tanguage proficiency develops more through unselfcon-
scious use in communicétion than through ‘conscious
study,

In my view, it is better not to go into too rigid
a choice between learning and acquisition as Hilgard
(1948) wrote long before Krashen's theory, since all
learning is to some extent cognitively controlled.
McLaughlin (1978) also questioned the 1eg1timacy of
the rigid disfinction between learning and acquisition
advocating that a more successful model should be the
one that avoidé the recourse to consciods or subcon-
scious experience and that should generally tie into
ongoing mental actiQity.
(3) Code-Communication Dilemma

" The distinction between the formal learning of a .

language as a code and.the learning of the language
through use in communication has recently become a
major focus of interest. In other words, language
teaching at school is formal, analytical and is con-
cerned mainly with code; whereas lTanguage use in
natural setting is communicative and non-analytical.

There seems to have been no research which accounts
for the consequente of the distinctjon bgtween learning
language as a code and that through communication. 1In
my opinion, the difference of the social context fn

learning plays a vital role concerning this prob]em.”
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To learn a 'second' language through 'participating' in
real life communication, must be a better method, of
course, but is not always possible in societies where
the target language is actually 'foreign."
3. Model of Second/Foreign Language Learning
The strategies and techniques of second language 1§arn—
ing have been investigated by several researchers (ex. Rubin, -
1975, Stern, 19755 Frohlich, 1976; Naiman “et al.; 1978) ta
find out how learners cope with the difficulties that they
face in language learning. Bialystok (1979, 1980), among
other studies, attempted to explore the role of monitoring
and inferring mechanism in second Tanguage lTearning. His
mode| incorporétes tHe distinctioh between explicit and impli-
cit ways of learning, formal and communicative Strategies;
and it also 1n§orporates a monitoring system.
Figure 2 shows the framework of Bia1ystok model .

Insert Figure 2: Bialystok's Model of Second Language
Learning

It has three levels: input, knowledge, and output. The input
level deals with conditions of Tearning 1in which the learner
is exposed. The knowledge level is actually a bjack box
where Bia]ystqk postulates three stores: other knowledge,.
explicit 1inguist{c knowledge and 1mp71c1t knowledge. Other

knowledge means the information in general whereas the other



26

two consist of the information of the target language. He
explains that explicit knowledge contains grammar rules,
vocabulary knowledge, and so on; whereas’imp11cit knowledge
stores intuitively known items in thg new language. The out-
put of the system is two-fold: type I, an immediate and spon-
taneous language actiyity such as talking to people or
listening to a radio broadcast; and type II, a slower and
more deliberate activity.such as reading texts or writing
letters. ,

Applying Bialystok's model into the reading model pre-
sented in Figuré\l in Chapter II-3 means that Level 2 -(1),
-(2) and -(3) of Bialystok/s model refers to, respectively,
level A -2, B -(3) and A —é of my model.

The explicit linguistic knowledge could be learned by
classroom instruction. But implicit Tinguistic knowledge
would not be learned only through formal practicing in a
classroom. This 1atter process comprises the intuitive
knowledge of a target 1an§uage which may be deeply rooted in
an authentic linguistic social context. How, then, will
intuitive Tinguistic knowledge be developed? Bial}étok
expresses a remark in view of pedagogical standpoint:

...the learner's intuition must be
developed and encouraged, and efficient
strategies for consulting explicit
knowledge must be trained. ...Concen-
tration on only the formal aspect of
the language and rule formation not only
precludes important aspects of the

language but ignores as well the learner's
great intuitive source (1979, op. cit.:101).



Bialystok (1980) examined the strategy of inference by
presenting different cues to the subjects of foreign language
comprehension exams. That is, he provided pictures, summary
of the gist bf passagesy, glossary of words used in the pas-
sage, etc. to know the difference of the coﬁtextual effect on
reading comprehensioq. The results of the study suggested )
that the readers had different kinds of contextual help, e.qg.,
thematic picture aids in global understanding and a glogsary
provides both global assistance and the detailed word level.

Takanashi & Takahashi (1984) have devised the éame kind
of exberiments. They presented a cognitive frame of reading
materials to their subjects before the task and examined what
kind of contextual help would best work for the reading com-
pPrehension of English texts. The task was to reorder the
scrambled sentences so as“to make the statement meaningful.

The subjects were divided into three groups and each group
was given different levels of the help, i.e., one group with
twelve guidelines to follow, another with four, and a thi;d
offered only the first and the last concept which were to be
put in. The result showed that the more the information in
the frame, ‘the more the subjects were\he1ped.

Takanashi & Takahashi also examined the subjects'
knowledge in grammar and found there were no significant )
differences. These reshlts suggest that explicit know]e;éé:f

in grammar which consists of a micro structure of a text does

not always go together with linguistic knowledge in a macro
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structure. 1 have assumed in my reading model that this

Tinguistic knowledge 1nteracfs with a mon1tor1ng system wh1ch

enables the understand1ng of the who]e text. Thenﬂ another
question w111 arise as to whether the ability to use this
lTinguistic knowledge difters between one's first language end
second language. I'wi]l examine the relation of the 1ingo-
istic knowledge between a mother tongue and a fore1gn/second
1anguage, and cons1der how this know]edge interacts with-

metacogn1t1ve component



CHAPTER 111
METHOD OF RESEARCH
Subjects
'180 studenfs at the age of 16 and 17 from middle class
families paftfcipated in this examination as the subjects of
J/J. 60 gif]s were random]y.selected from 148 girl students

‘ a : .
in the 2nd year of senior high school in Yokohama, an urban

city near quyo;l60~boys are randomly selected from 125 male

\
students in the 2nd year of a senior high school near Tokyo;

20'gir1s-and 20 boys were randomly selected from 87 students

in the 2nd year of senior high school in Niigata, a rural

city in north-west part of Japan,

As for the subjects in Canada,

o r/c, 80 boyg and 80
girls, and 102 J/C, 68 boys and 34 gfr}s, participatéd: fhere
were also 160 E/C, 80 boys and 80 girls, who participated in
this study -in order tq&make a comparison with other gfoups.
They were all from middle class families aged 16 to 17 1iy¥ng
near Toronto. F/C started to take formal English classes two
to three years prior to the study. J/C went to Canada from'
Japan no more than three and no less than~Qne‘and a half years
prior to the‘study‘and Aave been attendfngl1oca1 publig high
scHools. They had taken Eng]ish c]asseé in Japan for one to
two years before théy went to Canada.

Test Materials

Text A: The story of "The Miraculous Pitcher" from A Wonder

Book Nathafiel Hawthorne, rewritten by J. E. Caldwell for

. 29
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Japanese students in introductory 1evé1 of English. Time
1imit for reading was 35 minutes. (See appendix I-1.)

Text a and Text a': The first half part. of Text‘A translated
into French for F/C (Text a) and tHe same text translated

into Japanese for J/C and J/J (Text a'). The reduction of

‘the length was made because of the limit of class hours.

Time limit for reading was 10 minutes. (See appendix I1-2 and
-3.)
Text B: A part of the essay of "Wolf Hunting" from My Child-

hood in Mongolia by Urgunge Onon. Time limit for reading was
15 minutes for F/C, J/C and E/C, and 35 minutes foryJ/J,

(See appendix I-4.)

' [

fextfb and Text b'§ A translation dfﬁText B into French

(Text b) and Japanese (Text b'). Time Timit 'was 10 minutes.

(See appendix 1-5 and -6.)

Procedure

Tests were done during class hours. The task was to
! . -9

~fi11 in the blanks with proper words listed on an- attached

paper. This gyge of examination called the "cloze method, "

was. introduced by Taylor (1953) to med%gre the reader's use
of context. The validity of the method is believed to be :
pretty high, fopfthe'reader has to make use of the contextual
information td broducé a correct response. Examples of the
close procedure are-well illustrated 1n.Darne11, (1968);
s'polsky, (1969); 01ler, Bowen, Dien, & Mason, (1972); and

)

McLeod, (1975) 4

»
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Language

Group F/C J/C E/C J/J

Reading (English) (English) (English) (English) .
Materials Text:A,B Text:A,B Text:A,B Text:A,B
Social Supportive Supportive Supportive Non-supportive
Context for ‘

Language

‘Reading (French) (Japanese) (French) (Japanese)
Materials Text:a,b - Text:a,b Text:a,b Text:a,b
Social Semi- Non- Semi- Supportive
Context for supportive supportive supportive
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Hypotheses

1. Reading English as a seéond language is qﬁalitative]y dif-
ferent from reading English as a foreign language.
2. The ability to understand the macro structure, i.e., to
grasp the gist of a text is better in ESL than EFL.
3. The ability of reading foreign languages is unrelated to
the reading ability in mother tongue.
4. Language similarity is also a major factor in reading
target languages.
Results
1. Differences Between EFL and ESL
(1) Analyses of Correct Answers of Text A
Appendix I1-1 shows the number of correct, incorrect
and nil answers of each group on Text A. The mean score
of correct ahswers of J/C is 27.14 out of 46 items,
whereas that of J/J is 27.74 (percentage of correct
answers of J/C was 59% whereas that of J/J was 60.37%,
see a]soﬁzable ). 7

“
Insert Table 1: Percentage of Correct Answers of Over-
all/Crucial Terms (Text A)

This difference is not significant with level 5% (pro-
. bability of chance was 0.851). This seems to indicate

that the reading ability of J/J is a]most'the same as

J/C and that the supportive social 6§ntext does not

have any advantage in enhancing the ability of reading
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. comprehension. However, when the comparison is made
between the correct answers of "crucial terms" pre-
sented on Table 1 and Table 2, a differenée was

- apparent. That is, the percentage of correct answers
by J/C shows 79%, whereas that by J/J shows 61.8%.

- Insert Figure 3: Correct Answers of Overall/
~€rucial Terms (Text A)

" Since the comprehension of those crucial terms listed

on Table 2 is supposed to be indispensable in under-

standing the gist of a text, the better resu]ts/of

J/C than J/J means J/C's better understanding of the

macro structure of the text than J/J. |

(2) Analyses of Correct Answers of Text B
AppendinII—4'shows the number of correct, incor-

rect and nil answers of each group in reading Text B.

Not%ce that the fégult of J/C is much better than J/J

(percentage of correct answers of J/C is 83.7%, whéfeas

that of J/J is 53.1%). The comparison of correct

. answers between overall and cruc1a1 1tem§ of Text B is

illustrated by Table 3 and Figure 4.

Insert Table 3: Percentage of Correct Answers of
Overall/Crucial Terms (Text B)
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Insert Figure 4: Comparison of Correct Answers Between
Overall/Crucial Terms (Text B)

Statistical analysis shows that this difference was sig-
nificant with level 1% (probability of chance, 3.33).
Taking the shorter exam period (15 minutes) for J/C
into consideration as opposed to 35 minutes for J/J,
this difference between J/C and J/J should be duly
evaluated.

Table 4 shows the details of the comprehension of
crucial terms of Text B.

Insert Table 4: Number of Correct Answers of Crucial
Terms (Text B)

The result shows that the difference betweén-J/C
and J/J in the comprehensioﬁ of crucial terms of Text
B was also significant with 1% level (probability of
chance was 2.12). This consistent superiority of 3/C
to J/J w111 indicate that learning a target language
in a supportive sOcia]’Eontext helps .learners acquire
the ability to grasp the gist of the text.

This gives ri§e to the question és to why the
supportive social context affects language learning.

Having been exposed to an ESL social context where

learning a target language is of much more importance



35

than an EFL situgtion, and where fhe lack of the
knowledge of that 1anguagejmay %ven-?ecome vital, the
learners may have been compelled to exfraét ﬁmportant
messages from whatever theybmay'havé encountered.

ThiS kind of habit.formation, in my opinion, ha%
resulted in a éood understanding‘of the macrb structure

of the text.

Difference of Reading Abiiity Between
Mother Tongue and Second/Foreign Language

(1) Comparison Between J/C and J/J

Figure 5 showé the comparison of correct answers
between J/C and J/J. in reading English and Japanese
Texts. |

Insert Figure 5: Achievement of EFL/ESL versus
Japanese as a Mother Tongue

The statistical analyses éﬁow that the differences
between J/C and J/J Qere all signifigant except Text
A.8 This indicates that the reading ability of Japan-
ese hés decreased while J/C's are away from Japan.
That is to say, a supportive social cohteXt.fof sltar¥

get Tanguage is advantageous for learning aggd maintain-

ing the Tanguage.

6The interpretation of the result of the reading of Text

" A was already discussed in Section 1 of this Chapter. See p.

41.
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J/J's better accomplishment of reading Japayéée
~than that of J/C who are better readers of Eng{ish than
J/J indicates a good reading ability in one language
does not always assure good reading ability in another
lTanguage so far as the Japanese and English languages
are concerned. It seems that the factor of social con-
text in 1earning‘and maintaihing a language is indis-

pensable not only in the field of communication but

o

also in reading.

(2) F/C's Accomplishment in
Reading English and French

It was found that J/C's reading comprehensién of
Japanese language-is less than that of J/J. The
achievement of F/C in reading French prdvided an inter-
esting comparison. Figu;e 6 shows the achievement of
F/C's reading.

Insert Figure 6:  Achievement of F/C (Texts A, a, B,
and b)

Statistical analyses suggest that there .is no signifi-
cance either between Text A and a, or Text B and b.
THis indicates that these Eng]ishfmateria1s were of no
.difficulty for F/C to read. This fact might also point
to the 1}nguist1c‘proximity between one's mother tongue

and the ﬁarget language.
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\\\
Simi]arity\getween Epg]ish and French
(1) Comparison Between F/C and J/C
Figure 7 shows the comparison of correct aﬁswers

|
between F/C and J/C to the questions in Text A and B.

Insert Figure 7: Comparison Between F/C and J/C
(Texts A and B) '

Differences of both Text A and Text B are statis-

tically significant with 1% level, (probability of

‘»

chance: Text A, 2.87; }ext B, 3.09). Taking F/C's

‘short period (2-3 years) of learning English into con-

sideration, many Japanese would admire their progress.
However, in my opinion, language similarity between
English and French played an important part for this

result as well as being supported by the bilingual

s0cial context. It is generally believed that there 1is

no ranking as to which language is more difficult and
which language ié less so. However, fhe'distance
between Fréngh and English is less than that between
Japanese and English. Moreover, there is no alphabet
to share between Japanese and_English, and the Japanese
syntax is completely different from that of English.
The comparison between F/C and E/C in the following
section will let us realize how easy it is for F/C to

read English of this kind.

P
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(2) Comparison Between F/C and E/C

Figure 8 shows the comparison of correct answers
between F/C and E/C to the questions in Text A, a, B
and b. |

Insert Figure 8: C(Comparison Between F/C and E/C
(Texts A, a, B and b)

None of the differences of Text A, a, B or b, be-
tween F/C and E/C were sigﬁificant. That is to say,
F/C's reading ability was as high as E/C's in reading
their mother iongue. Taking advantage of the language
similarity between French and Eng]%sh and also the
favourable social context for learning and maintaing
both French and English, F/C in Canada enjoy high
scores in reading both French and Eng]iéh.
Diécussion
1. Differences Between the Texts
The difference between Text A, a long repetitive nur-
sery tale, and Text B, an essay on fhe recq]]ection of the
author, has created some interesting resu]tsqﬁn the answers of
F/C, J/C and J/J. The—perqentage of correct answers in Text A
of F/C, J/C and E/C was 85.46%, 58.99% and 60.}0%;}éspective1y;
whereas that in Text B was 98.34%, 83.67% and 53.1@. These
-figures. indicate that only J/J had a great diffiéﬁ]ty in read-
ing Text B. Recall that only J/J were allosed 35 minutes for

answering reading questions in Text B while the others were
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given only 15 minutes. The practical difference might have
been even greater than tnese figures suggest.
2.  Meaning of Good Achiever
As pointed out earlier, J/C's percentage of correct
answers were less than J/J's regarding the reading of Text A.
‘But, J/C's scores were better when only the percentage of
correct answers to "crucial terms" were calculated. S1m11ar
phenomena can be observed for 1ncorrect and nil answers.
Figure 9-(1,2) shows the comparison of incorrect and
nil answers of J/C and J/J in reading Text A and B.

Insert Figure 9-(1,2): Incorrect and Nil Answers by
J/C and J/J

The f1gure 1nd1cates that the percentage of incorrect
answers of J/C was less than that of J/J° S, but the percentage
of nil-answers of J/C was higher .than that of J/J's. Looking
at the profile of the answer on Appendix IT-1, we can nofice
the numbers of nil answer increase toward the end of the text.
The exception to this trend being the two crucial terms at the
bottom. This can be interpreted that J/C's speed of doing the
task, i.e., filling in the blanks, was not as fast as that of
J/J, though their eye span was fast enough to grasp the whole
meaning of the text and to fill in the vital two terms at the
end of the text. This fact suggests that if the meaning of a

good reader incorporates the "speed" of doing a task, the
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interpretation of the results should change.
3. Vernac..har Lanqguage Use
It is difficult for most Japanese to know the correct
distinction between the terms "however" and "but." Some
grammar books tell them not to begin sentences with "but,"
because it is a "conjunction." However, some English books
published in Japan, including English textbooks for high
school students, actually begin sentences with that term. 1In
my study, "however"-was supposed to be filled in three times
in Text A and a time in Text B:
Text A: Key #30
1. (However), the people in the village were mean and
unfriendly. |
2. (However), the young man asked for more milk and
reached.fdr'the empty pitcher, |
3. Philemon knew there was none inside, (however),
when he looked in again, he saw a fountain of milk
at the bottom.. ..
Text B: Key #18°
4. (However), one aspect of the affair was most puzzl-
ing.
The percentage of correct answers by group was as

follows:



Text A 1 F/C:
E/C:

A 2 F/C:

£E/C:

A 3 F/C:

. E/C:

B 4 F/C:

E/C:

1007
100%
88%
79
23%
11%

5%
127

J/C:
J/J:

J/C:
J/J:

J7c:
J/J:

J/C:
J/J:

47

In the blanks of sentences 3 in Text A andgm in Text B,

F/C and £E/C have chosen the term but instead of however:

whereas J/C retained "grammatical correctness" and have filled

in the term of however. This may be a kind of vérnacular

agreed that the term tokoroga should be pyt in this

A cech which the readers prefer using in natural settings.

& The same phenomena Jre also seen in reading®Text' a of
as te the terms of tokoroga (=however) and ga (=but). 1In
Appendix 10 key #10, we notice that most of the subjects havé

Jank,

but in more informal writing ga is also passable. Theatwo

"~ subjects who filled in ga instead of tokoroga might have felt

that the latter usage was too formal for this text, a nursery

tale. The same interpretation may apply to the usage of how-

ever and but in Text A and B.

Conclusion

The tests on Text A and Text B have shown very differ-

ent results. Text B might have been easy for F/C, J/C, and

E/C; F/C could read it as easily as Text b written in mother

tongue; and E/C's reading scores for Text b were also very

high.
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This suggests that F/C and E/C have a good command
of both English and French so long as they are reading this
type of easy stor1es

J/J on the other hand, mustﬂhave found Text B more

__ud1ff1cu1t than Text A.

The first hypothesis (in which better reading compre-
hension of a target language is expected in ESL Situation than
that in EFL situation) was supported'by the.reading ceTprehen-
sion of Text B. ', u 8

The result of the test on Text A in which JfJ's score
.'is as good as J/C's may seem_to deny the hypothesis. However,
if the reading cbmprehensidn is evaluated on the basis of
understandinb crucial terms in the text, the'scorevof'J/C
surpasses that of J/J; and hewc supports the hypothesis.

As to the third hypothesis (concerning tee relation
‘between one's motherJtOngue ard second/foreigr language) J/J's
goed achievement in reading Japarese, in spite of their rela-
~tively poor achievement 1in reading Lnglish, has proved the
re]ative'unre1atedness between the reading ability in mother
tonguefend‘that in tOreign Tenguage. J/C's result in reading
Japanese text which seems peorer than J/J's, suggests that
'the non support1ve soc1a1 context for Japanese 1anguage m1ght
_have caused the poor performance'S¥ J/C. It suggests:that
one's Tinguistic ability itself may be much 1nf1uenced by the

soc1a1 context in which one 1earns and uses a target ]anguage.

)
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As to the hypothesis about the Tanguage similarity
between French and Eng11&@, F/C's superiority to J/C both in
Text A ahd B suggests that the similarity plays an important

role as well as supportive social context for Jearning and

1Y

o

maintain{ng a target ]aﬁguage.



" CHAPTER 1V
SUMMARY AND IMPLICATIONS
The structure of the organism pre-
supposes not an accidental mosaic but
a complex organization of separate
systems...(which) unite as very definite
. parts (of) an integrated functional
structure (Luria, 1932, p. 6f).
" ) . » N ‘ \
1. Reading Process of Second/Foreign L%ﬂgﬁage
Sulin & Dooling (1984), Bialystok (1980), Takanashi
‘and Takahashi (1984) and other-researchers mentioned in the
preceding chapters have found that the cognitive cues suéh as
providing a picture, summary of the gist of the passage, Or
frames of the téxt,'he1p‘a reader reconstruct a story. In
the general reading situation where no cognitive clue is,
given,wa reader usually tries to reconstruct the writer's
message by means of combining the messages obtained from Level

A and Level B in the reading mode]‘ﬂresehted in chapter II-3

(see p. 20). To be morevspecifit,lin the activity of reading;

a reader will begin to look for oufstanding words and/of,
séarch topic sentences of the stor& in Level B, which wii]:
consequently compose-a part of "knowledge about-1angJage"f“
tabeled as componenfd3’1n my model. He also reférs the 1hf°£__#,—
mation in the compo?eht%3 simu]taneous1y to other informafion‘

in other componeﬁt§'of Level A, such as the worlﬁrknowledge,lb
fénd the purpose of reading this particular text. , ,

©+ hen one reads 3 text written in his seCQnd/foreigh

«ﬁanguage,zwhich is tougher in most.cases, the component of

w

>

s ‘ a4
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"knowledge about language" is more fragile compared with that
of his mother tongue, for this component is composed of not
only explicit knowledge such as words or syntax but also
implicit knowledge or intuitively known items about the new
1a?guage. Bialystok's model in Chapter 11-3 (see p! 32) '3
explains that this implicit linguistic knowledge is generated
by functional pracpising‘from the componenet of "language
exposure" as well as formal practising from the component of
explicit 1inguistié knowledge. In other words, language
exposure is 1ndispensab1é to %ostef the implicit linguistic
kngwledge.

‘Eﬁgfﬂiﬂgf;This'a130 means that the 1anguage exposure is indispen-

Lo & s
- .5_‘:".}_ o

sable for Component 3, the component of knowledge about

language in my model (a modification of Uchida's model) for ¥

»

reading comprehension, for this component must consist of both

implicit and explicit linguistic knowledge.
’ . “.ﬂ‘.v
Then a question will be raised: a4

; how this language
exposure affects the whole process of reading comprehéhsion. |
In my view, linguistic exposure in-authentic §0c1a1 context
helps one to gain Iinguistic metacognitive -ability.

Flavell (1979) pointed out two major cdégﬁructs of
_metacognition, i:e., metacognitive know]edge‘éhd metacognitive
experience, and explains the relations between them: |

Metacognitive experiences can have very
cimportant effects on cognitive goals or

tasks, metacognitive knowledge, and cogni-
tive actions or strategies.
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...metacognitive experiences can affect
your metacognitive knowledge base by adding
to it, deleting from it, or revising it....
Although metacognitive knowledge can un-
doubtedly undergo at least some modification

i without metacognitive experiences, I suspect

" 7 that these experiences play a major role in

its development during childhood and adole-
scence (p. 908). ' »

Thus we can make an induction‘from«what F]avei] has
stated that the 1anguage experiepce is indispens.able for
acquiring linguistic metacognitivé ability.

Figure 10 is a part of reading compfehensidn hbdel of
seéond/foreign language in which Bialystok's model and Uchida's
model (partially modifi%d) are incorporated. This also
acéountsffor'thé reason th'thé 1aﬁguage experience is neces-
sary for the reading cqmprehens#on Off second/foreign 1anguq$§.

Insert Figuye 10: Schema of Reading Comprehension of
e ~Second/For.éign Language

The mechanism incorporated for reading comprehension is
és~fol1ows:, '
(1) Language Exposure is indispensable for Implicit
,’o,“: ‘ B

Linguistic Knowledge (wy Bialystok), B

e (2) Implicit ]inguistfc know1édge is a part of Lingu-
istic Knowledge which 1is 1abé1ed Cémponent 3 of my
frame,

{3) On the other hand, monitoring from Component 1 must

be activated for reading comprehension (by Uchida
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and other cognitive studies),

(4) Languége Exposure consists of linguistic metacog-
nition (induction from Flavell),

(5) Thus if a learner is short of language exposure,
then he Tacks implicit linguistic knowledge, which
implies that both Component 1 and Component 3 h&ve
become fragile and his moniforing system will not
‘be effective.

The Japanese sybjects in Japan in tﬁis research of
course have acqui}ed Tinguistic metagognitive abilities; that
is why they did so well in the compr?hension of Japanese texts.
However, when they face a text writfen in a foreign lTanguage
whose implicit linguistic know]edge'is uncertain_w%th less
language exposure, the monitoring system between Component 1
and Component 3 will not be effective. This is the reason why
J/J Qere poor in acquiring the gist of the text in this
research, |
2. Human Consciousness and Social Interaction

Luria (1982) argues that higher psychological processes
have’their origin in Social interaction and that the origins
of conscious activity must be sought not in the recessés of
the human brajn but in fhe external conditions of life.

;..huﬁan cognition is a broduct of the
cultural-historical milieu in which it

evolves and can be examined in terms of .
the internalizatijon of social interaction

s (p. 5).
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A1l the constructs of the Component 1 and knowledge
about reading, i.e., 6ufposes of reading, motive, consciouéf
ness for the task and camera angle, are all self-regulative
cognitive activities which must have arisen through the
internalization of socia]lanteraction. In other words, social
interaction must have played an important role in.their con-
sfitution. Thus the compdnent of ”1anguagé eihosure" in
Bialystok's model can be 1nterpre£ed as a base for Component 1
of my model. In the activity with.one's mothér tongue, mon-
itoring system derived from Component 1 works wel? with sup-
port from social interaction. In the activity with a foreign
language, however, monitoring is weak&%ithout the support of
sdcia] interaction. ' |

The realization of truthfulne%?;behind a language will
be brought about only_wheh one is exposed to the context which
one believes true. To experience and realize the authentic
social context will harness one to understand the meaningful-
ness and the whole syn£hesis of the matter. Simultaneously,

reading second language will then become closer to that of one's

first 1anguége.
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Table |
Percentage of Correct Answers of Overall/Crucial

Terms: Text A ,

F/C J/c E/C J/J
Overall 85.5 59 - 92.9 60.3
Crucial 90. 4 79 91.3 61.8
_______________________________ /A_____-...._.._-_-
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Table 2

Number of Correct Answers of Crucial Terms: Text A

Answers F/C J/C E/C J/J

N =100 N = 56 N =100 N =100
#32 and . 78 178%) - 56 (100%) 100 (100%) 60 (60%)

_ : . . —
#23  poor , 100 (100%) 56 (100%) 100 (100%) . 68 (68%)
#3 children 100 (100%) 56 (]OO%)  100 (100%) 78 (78%)
: . ¥

#5 mi 1k fOO (100%) 33 (59%) 100 (100%) 65 (65%)
#4 village 76 (76%) 25 (45%) 85 (85%) 61 (61%)
#6 lake 79 (79%) 16 (29%) 77 (7]%) 62 (62%)
#1/2 Philemon 95 (95%} 56 (100%) 84 (84%) | 50 (50%)

#2/1 Baucis 95 (95%) 56 (100%) 84 (84%) 50 (50%)
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Table 3
Percentage of Correct Answers of Overall/Crucial

Terms: Text B

F/C J/C E/C J/J
Overall 98.3 83.7 99.2 53.1
Critical 98.7 88.8 | 98.7 55.9
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Table 4
Number of Correct Answers of‘Cruc1a1 Terms: Text B
Answers F/C _J/ﬁ E/C J/J
N = 60 . N =46 N = 60 N = 60

#12 doubt 60 (100) 46 (100:) 60 (1007) 37 (61.77)
#21 but 60 (100%) 45 (97.8%) 58 (97%) 35 (58.3%
#8  long 60 (100°) 38 (82.6%) 60 (100%) 34 (56.7%)
#10 low 60 (100%) 40 (87%) 60 (300%) 31 (51.7%)
#11 two 59 (98%) 34 (73.9%) 57 (97%) 22 (36.77)
#2  sheep 56 (93%) 42 (91.3%) 60 (100%) 42 (705.)
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Bialystok's Model of Second Language Learning
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Figure 3

@ Correct Answers of Overall/Crucial Te;ms (Text A)
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Figure 7 -
Comparison Between F/C and J/C
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Figure 8

Comparison Between F/C and E/C
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« .Figure 9-(1)
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Appendix 1 - o
Test Sheet
. (Test A, English)
Read the following story_and choose the words for the/

blanks from-the sheet A-3. You can use the same words as " -

poften as you like.

= A long, long time ago, ( | : ) Was an old man,

hPhiJemon, and his old wife, Bauc1s They 11ved near a v11-
J

lage. Many thousands of years ear]1er there was“a lake
N , . , _
where the ( ) now stood. The Take had already

dried up Tong ago. Philemon and Baucis were kind and
friendly, and always . ) a traveller. some supper“

. ) a p]ace to sleep for the n1ght ( ._' o h‘4

‘ the peop]e in the v111age were mean and unfr1end1y ‘They'

Ahe]ped r1ch trave]]ers, but threw stones at ( : 'aﬁ)r‘.
trave1]ers and chased them ( ‘ "A). The vi[]age'
.ch11dren and dogs were mean too.\ The ( o ) threw
stones at the travellers and.the*dogs ( ' ~)'them
‘ ( . ;H f evening'after supper Ph1]emon and gauc1s .
,wefé sittﬁng ( .g) front of their house. Two. *
- strangers came a]ong w(.' ‘fg\_ - ).were dreésed poor]y
The_( - ;.<;;, ) and the dogs chased them "Philemon we1-. .
. Agcomed theméf' . . o) h1s house and ( | (Q~'-) them
) some supper‘ The younger stranger w;s very cheerfu] and .
]1ked ﬁ& ;.' /4‘\@ut the (‘»'i”{fli' ) man was very?
. . .. Y4 N : o
533 a0
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quiet. He asked ﬁhtlemOn about the lake that had once
covered the 1and; and said that the Take ehod1d once again
cover the v1]1age because the people were ( : ) to
the (. ) travellers.

i'Before the two men entened Philemon's house, a strange

thing ( | ). .The young man's walking stick, which
* had wings on top, followed him into the house. ( = )

strange'things hanpened 1nside."BaUcis pgured‘semekmi1k

( —)‘the men's cups. And she was sure there was

+no more milk Teft in the pitcher.. ( <), the young' -

man asked for more milk and reached for the empty pitcher,

v P

and ( ), he poured two’gogﬁ cups ( o )
-miTk. Baucis was (‘Jli, ",d/ Y 4 ene“was ( "Li C )
more bread eithen, [ f he kept cuttlng more and

L‘;‘v

more bread Then the men asked for more milk. “"Philemon

knew there was none,1ns1de,v( L ), when he looked

"1n'aga1n, heusaw>a fountain of ( s f at the bottom}yr

‘ f1111ng the p1tcher ,”How 1s’th15‘possib1e?“ Ehe'asked. The

young man ( o ) that he had a mag1c ( . o )

St1Ck£w The m11k cont1nued to pwr and there was always more
% b 9 . ¢ . . P .
o Al . 5 .
bneqﬁg ;-even1hg t# ‘ ?

N
The next morn1ng, ‘the trave]]ers were up and ready to

t

¢ ) Ph11emon and . Bauc1s went ( " ) them
to show theh?the road. Th trave]]ers thanked them ( )
\ » e

their‘kindness, (.- ) said that the mean v111age
people shou]d not Tive any 1onger‘k Then the trave]]ers

\ ‘“ : P

. S o
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&
showed Philemon and Bauc1s a rtrange sight: the ( )
was’ gone!‘ In its place was a wide, deep (w ). M
They told them that all the vi]]age people were ( o )
to fish,
'( | ), the older traveller asked Philemon about
his greatest wish, Philemon answered ( Vﬂ( ) he
wanted ( ) to ije»and-die with Baucis. The
traveller ‘told him his wish would come (. | ). GThen
" he t ’ ).their.o]d house into a beautifu1’pa1ace
( " ) a lovely garden in fraont.

Phijemoh'ahd.Baucis lived in the pa1ace for manyﬁyearsl
and were a]ways kind to the travellers.

One morn1ng, Philemon and Bauc1s were gone. Shddenly,
two big trees’ %ppeared in the garden. One was an oak and
the ) a linden. ~"The trees were (,' . ).
and (- ) | ). They lived together for many, many more -

ﬁ
years and gave shade to hot t1red'trave11ers.

&G



1. Baucis
2. Philemon
3. children
4, village
5. mi 1k
6. lake

7. happened

8. turned

9. talk
10.  answered
}J, ]eave
12. gave

13 bit (v.)

mean

. Sure

they

21.
22.
23.
24,
25.
26.
27.
28.
29.
30.
31,
32,
337
34,
35,
36.
37,
38,
39.

“QO.

o . .

there | L
walking
pOor‘

true
miraculously
away

then

just'

older
however
but

and

with

in
into’
of

for

yet "
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Appendix I-2 ‘
(Text a, French)
11 (. ) une fois, un vieil’homme{ Philemon

et sa vie¢ille femme Baucis. Ils habitaient prés du village.
IT'y amille ans, existait Jn lac a la piace ou le ( )
etait maintenant installé. Depuis tres longtemp ce lac était
dgsséché. Philemon et Baucis étaient gentils et aimables, et
( ) toujours au voyageur un diner ( . )

un toit. ( | ), 1és aﬁtrés villageois étaient"tous,
mechants et peu aﬁmab]es. [1s ajdaient les voyageurs riches,
mais jetaﬂént des pierres a ceux qui étajent ( )

et les ( . ). Les enfahts et/Tes chiens du village
etéﬁentjausse'meéhants Les g B ) ﬁtéient:des

C
p1erres aux voyageurs et les ch1ens Tes ( ).

‘, L - c’s - :
( ) soir, apres 1e d1ner, Philemon et Baucis
}é%@ient assis ( ' ) leur magson. Deux inconnus
pu ko . o : : : ,

el » _ R . .
arriverent. —( #3 ) etaient vétus pauvrement et Tles
5 ,

L 7 »,

2

~-( | "41:@) et“]es ch1&ns les- chasserent ‘ Ph{1qmoﬂ les®

invita dans sa maison ( % W) un souper ﬁﬁf%@ug\

4

- jeune inconnu etait tres gai et aimait ( . ), mais

;
le ( : :f ) b@mme était silencieus..- I1‘%osa des ques-

Mt1ons {(ﬁh11emdn a propos du lac qu1 ava1t une ﬂl!s recouvert
1e payS’et dit que ce lac devrait courvir encore 1€ village
car les gens eta1ent ( ' ~ ) envers les voyageurs &ﬁ

Ty,
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Baucis

Philemon

enfant§

ﬁ&i]]age

levillage

Tait

.Tac

se passa
frénsformes
changea
parjer

repondit’

partir

e,

w»

»

etait

magique.

pauvres

exauce
etrange
éhaésé%ent
bujs
seufement
vieil
cepéndant
ma1§
pourtant
et

les

“accompagne

devant
dans

de

pour

n'y
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{Test a', Japanese)
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istics to the best advantage. The ( i c } with the

Appendix 1-4
(Text B, English)

There is no | ) that wolves are very clever,
5
especially when they hunt in pairs or in ({ ).
Several incidents which involved members of my oﬂﬁ’family
| v,

will serve to illustrate this point. My brother came in from

the ( - ) one morning to announce that one of our
sheep was missing. We all ( ) out 1mmed1ate1y to
1'm;/‘est1'gate. ( : ) enoughﬁtwo sets of wolf trgcks

“showed clearly where the marauders had slipped throughathe

?ence, and crimson stains on the snow showed where tﬁ% k111 ‘

had taken ( ' , ). | q), one aspect of the

affair was most puzzling. The sheep “had cleardy begn |

) away, o ) on1y one set of wq]f tracks - f
cou]d be found 1ead1ng out of the corral! ( | > e ) hadk'
happened to the other wolf? My father ( E ) the"

entire area and exp1a1ned what had happened. His study of

the tracks entering the corral showed him that one wolf had

short front 1egs}and high héunches, ( : ) the other

- wolf had just the reverse -- ( ) front legs and

1

( | ) haunches It would obvioUsly'be difficult for

Ceither” wolf to drag such a heavy creature ( : ) a

]
sheep all Lo ) himself. They had developed together

a scheme for combining their strength and physical character-

78



short front legs seized the sheep and threw (

.79

)

across his companion's back, then straddling with his front

legs the other's haunches, he held the sheep firmly (

(

) place. Like one monstrous elongated wolf, the

) thieves sped away with their victim.

My

brothers followed the strange wolf tracks all mdrniné and

(

come upon the carcass of the (

They brought back the skin and a few scraps (

meat,

(

fact, they were never caught,

10.
1.
12.

wolf
sheep
corral
place
packs
it
sﬁort
long
high

Tow

‘two

doubt

sure

W

14,
15,
16.
7.
18.
20.
21.
22.
23.
24
25

finally 5

B

examined ' Sy

went N

carried

what

however

whereaé
but
as
by / .
of )

im,

).
)

") the two clever wolves eluded them. - In



Appendix -5

(Text b, French)

¥
IT est ( ) que les loups sont tres intelli-
gents, surtout quand ils chassent par paires ou en (. ).

Quelques incidents qui ont impliqué des membres de ma propre

famille serviront a 111ustrer/ce point,

Un matin frere rentra de | \ ), en annoncant
qu'il manquait un mouton. Immédiatem:%t, nous ( )
lTa chercher. Deux‘baﬁres d'empreintes de loup montraient

( ) ou les pillards avaient glissés a travers la

barrieres et quelques taches porpres sur la neige indiquaient

( , . la tuerie s'était déroulée, ( . ) un
aspect de 1'affaire 'nigmatique. I#etait sur que le
mouton av%ft ( = s Ja o ) seulement une

PR S8 . -t;a*' . .
trace de loup été trouvee a 1'interieur de la barriere.

R L Wigy et
{ oy Loy 4

( ) était devenu 1'aQ£;é”ﬂ0up? kAprés avoir (

)«l;EEdroit entier, mon pere expliqua ce qui §‘éta1t
passe. Son\éxamination dgs traces a 1'1ntér1éur de Ta c]étgre
abus montra, qu'un loup avait les jambes de devant oaﬁiles et
des hanches hautes ( o) qué T'autre au contraire
avait les jambes de devant ( )'et des hAnches (

| ). Il serait tres difficile pour quelque loup d’em-’A

porter ( ’ ) 1ui seul une creature si lourde {

) qh'Un ﬁOuton. Deux loups ont collaboré ensenmbe pour
tuer, le meii]gﬁr.moyen4de combingr leur force et leur qualite

—

80



[PARNEN ’ " ] h

s R 5 " g

| Ve D
T o et ‘. i

physique. ( ) avec les ‘jambes de devant courtes, o

a tenu ( A ) et 1'a mis sur 1 dos de son compagnoh h

puis enfourchant avec ses jambes de devant les hanches de

1'autre, i1 tient fermement le mouton (,1' ) place.

Comme un grand loup monstrueux, ( "ﬁﬁ} ) bandits se sont

enfuits avec leur }ictime.

Mes %réres suivirent les traces de ce}é&}range Toup . | ’
toute Ta matinée, et ( )vtrouvérenf la carcasse du
( "). Ils rapportérent la peau et quelques morceaux

( ) ) chair, ( ) ces deux loups iAtelli-

'

gents ont reussi a se sauver. Finalement, ils ne furent Jam-

ais pris. ‘ o

PR

1. le loup ﬁ45 examiné. . .

2. mouton . 15, partimes , R Lo

3. la plairie 6. ete emporte “

4. ou 7‘ 17, qu’

5. grOybe ' 18.° cependant‘

6. le mouton | l 19. fihajemant o

7. courtes ® 20, et

8. Tongues o 21. mais

9.+ ‘hautes 22. tel ’
0. basses . : .23, a3 | ‘ ’ '
11.  les deux ' |

e ,

12. incontestable

13, »c]ifrement,,

y -

N . w N




Appendix I1-6

(Test b, Japanese)

. 2 FEAS
Rt TORM LV E U ( gfﬁammtaawﬁa‘
DLEWE N7 -RFARED ( ,;ﬁw>mm@rﬁm&t%
&ﬁm%oﬁm%ﬁsnﬁo&@ﬁﬁwangkm<cm®m%$&aa
EZDIEBEhM B, -
XY N ) DREDYB SR> T, Fp—IL
RURSRUET >R, Wb T CmLE ( ) T
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eEE >s@6°_oufzaf ~EOREGIEGEO & 5%
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RS RO, REBREOHOANSS > EEOAWREAORE
TR Y. ( ) DIEWERDG T,
FUT. YRR ( ) B ( ) MR BUEVTE L.

( ). CEOBMVRREEBUTUE->T. BHEOPE S
Tah ok, (. ' ' -
=
. ¥ 1. & 21. W
2. Blg 12. XU@ 22. @
3. It | 13ae F~ 23. &
6. wig . 4. THd L 2. &
5. [BE 15. UbLRssd
6. Bh 16. QML
7RG 7. Ed%ok
8. K& | 18, @5 .
9. %5 , 19. , o',
10, & 20. %
.
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Appendix I

Number of Correct, lncérrect and ﬂ11 AnSwers7

~

11-1  (Text A, English)
Key “F/C (m) F/C (f) - J/C (m) J/c ()
No (N = 50) (N,= 50) (N = 38) ‘ &N = 18)
———————————————————— —————— --———-f————— <‘\ —.—-—-————
_________ SRS AP SRS S
21 50 o+ - T 50 T T3 2 R VR
e 50 ' 38 S8 -
12 50 N 5¢ oy 38 P 18
32 . 3% 14 ’ 42 8 © - 38 18 -
30 50 50 16 8 14 12 va 4
23 50 S50 N 38 18 - o
26 50 50 38 . 18"
3 50 , 507 o .38 ; o 18
13 ‘ 18 4 28 21 11 18 22 116N - 12 . 2 4
17 40 9 1 38 9 3 36 1 1., 14 2 2
.34 - 50 50 - 38 ‘ 16 011
16 43 i 6 1 46 4 14 6 18 11 - 2 5
3 50 - 50 : 38 : 18
35 - 39. 6 5 48 2 22 5 11 9 3 6.
12 46! -1 3 42 7 1 18 6 14 6 4 8
9 50 - 50 38 18 °
29/19 47 2 4 4] 7 2 27 4 7 12 3 3
14 - 25 13 12 31 11 8 13 9 - 16 3 4 11
23 32 1 7 . 3 10 4 31 271 1 6
7 41 6 . 3 39 9 2 12 6 20 10 4 -3
' A cont'd
. 7Key,numbefs ericircled are crucial terms See pp. 41-
44 . ‘
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(Text A, English)

85 .

—

@ e m en et ae b e e o e o o= e e ke e Em e e e e e e m e A M e e e e M W = e = e e =

Key F/C , {(m)
No (N = 50)
C I N
27 44 3 3
35 50 _
*30 .41, 8
25 50 .
36 39 8
15 43 t 6
38 a5
39 47 2
%30 9. 41
5 50
10 44 5 ]
22 46; 4
11 4y 6 3
33 37 2 11
37 36 8 6
32 40 6 4
4 4 1 ‘-\;_;‘«: 6 3
6 39 8 '3
8 35 6 9
27 34 3 13
18 35" 3 12
28 39 2. 9
24 - 9
8 .
33
19
/2
N

- e - o o o= e ar o] - e m e e e P e e e e = e =

1030 .120 598

%7 . 2300

— s —w

4
oo
— O OWO DO WR

14 3

N

—
NNWO O OoTWwhNy —

w
O
— — ad

W

oy

—d d
W W oY~

— Ny -

-3

~

~

J/C  (m)
(N = 50)
c I N
. 22 79
24 3 11
19 7 12
31 2 5
27 2 9
19 8 N
31 7
11 9 18
32 7 5
22 313
13 3 22.
17 3 18
14 7 17
16 3 19
14 1 23
4 2 22
19 6 13
13 6 19
14 4 20
14 3 21
2 36
7 31
8 30
1 37
5 33
7 31
38
38

3/C ()
(N = 50)
cC I N
N3 4
12 2 4
9 3 6
15 1 2
16 2
mn 2 5
131 4
7 5 6
7
n 2 s
6 2 10
6 1T
9 2 7.
10 2 6
‘9 1 8
5 2 1
6 1, 1
317 14
3 15
2 16
31 14
3 S
T~-1 16
2 16
] 17
1 17
18 :
18
498 58 281
. 828
cont'd

- v A e oa o o A e A s e e e - e e

[ S S G il i i S

..-_.-...._..’_—_—..___..—-__..__..______-____.___.._____-.._-..._-_,__...-_.___..

*#30 of Text A and #18 of Text B are counted separaté]y from
this data.' See pp. 51-52. o
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(Text A, -English)

e o v . - - e - G e e e . ot ea dm = e e e e = em e m e e e s e e mn em e ae e e e ee M ee e we e e e e =

Key E/C % (mf
No (N =.50)
" C I
21 50,
4 50
12 50
32 50-
30 50
23 © 50
26 50
3 50
13 50
17 8 1 1
[ 34 50 .
- .16 48 2
: o3 50
LM 3s 50
12 50 \
9> 4 50
O 29N9 46 2
\ .14'3 47 2
N 23/ 46 3
w Il _svas ]

Ve et N)

O ONRN B —io N

NWWOTO PN PR

37
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o )
(Text A, English) . ' [
________________________ St mmmEeomemsssoosessonoosen e
Key E/C (m) E/C (f) J/d (m) J/d  (f)
No. (N = 50) (N = 50) (N = 50) (N = 50)
c I N c I N S R A
27 46 3 1 48 1 1 22 25 3 18. 26 6
35 50 50 22 23 5 -33 15 2
30 41 9 . 38 12 12 32 6 15 35
25 44 4 2 47 2 1 9 34 7 11 30 9
36 49 1 48 1.1 16 29.. 5 20 3
15 46 3 1 50 26- 14 10 29 12 9
38 49 1 50 32 10 8 31 11 8
39 50 50 24 18 8 23 17 10
30 7 40 3 4 4 5 15 23 12 14 36- 10
5 50 50 ' 31 8 1 34 11 5
10 48 1 1 47 2 1 34 9 7 3 12 4
22 50 48 2 32 N 7 24 17 9
11 4?2 4 4 43 7 32 11 7 35 10 5
33 39 8 3 41 7. 2 21 21 8 24 20 6
37 38 7 5 37 9 4 31 1 8 30 7 13
32 - 4] 8 1 41 9 36 8 6 32 7 1
-4 43 6 1 42 7 1 31 11 8 27 10 13
6 38 4 8 39 5 6 32 7 1 30 6 14
. 8 37 4 9 40 2 8 30 1 9 30 8 12
27 41 2 -7 33 1 6 34 8 8 33 5 12
18 42 1 7 39 2 9 35 5 . 10 34 1 15
28 - 43 2 5 43 1 6 14 17 .19 19 14 17
24 44 3 3 44 6 21- 18 11 33 4 13
8 41 9 4T 9 28 12 10 25 9 16
33 43 7 42 8 27 13 10 23 13 14
19 47 3 46 4 27 11 12 30 5 15
1/2 43 7 41 ) 23 16 11 27 9. 14
2/1 43 7 41 9 23 14 13 27 9 14

T 050 73 97 2143 63 94 385 616 299 1389 596 315
| 2300 2300 2300 2300
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Appendix 11-2

(Text a, French)

Key F/C (m) F/C (f) E/C (m) E/C (f)
Ne/ (N =[30) (N = 30) (N = 30) (N = 30)
C I N C I N C I N C I N

23 30 30 28 1 1 30

4 30 30 30 30

14 30 30 29 1 28 1 1
35 29 1 30 30 29 1

32 26 3 1 28 1 1 25 3 2 30

25 30 30 30 30

28 26 2 2 28 4 2 22 6 2 27 2 1

3 30 30 30 30

15 27 2 1 28 2 24 1 5 26 3 ]
19 30 30 30 30

38 30 30 30 30

18 30 30 28. 2 30

16 27 1T 72 29 1 27 1 2 27 2 1
41 22 3 5 23 2 5 19 2 9 21 1 8
11 20 4 6 19 3 8 ™4 1 15 13 2 15
31 15 1 14 17 1 12 10 3 17 11 4 15
16 9 5 16 8 4 18 4 6 20 3 5 .22
25 11 2 17 12 117 6 3 21 7 4 19

e e e e e e i e e e e e W Ar e e e am ar E mm e e e M e e e e e e s e e s e G e S e e e e e e e o W e me
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Appendix I11-3
(Text a', Japanese)
Key J/C (m) J/C éf) J/J  (m) J/J  (f)
No. (N = 22) (N = 22) (N = 22) ‘ (N = 22)
o 1 N C 1 N C. I N C I N
23 22 22 22 22
8 22 21 1 22 22
@31 21 1 22 ’ 22 22
35 20 2 21 1 2?2 22
36 16 6 .18 1T .3 22 22
20 19 1 2 20 1 1 2?2 22
30 22 21 1 20 2 22
39 20 1 1 19 3 22 22
. 15 21 1 20 2 22 22
5 18 1 3 21 1 22 2?2
26 20 1 1 19 1 2 22 22
40 22 21 ] 2?2 22
34 ]9‘\ 1 2 19 3 © 22 22
10 21 = 1 22 22 22
5 22 22 22 22
19 22 1 1 22 22 22
11 20 1 1 22 22 22
12 19 1 2 21 1 22 22
13 22 22 22 22
39 22 22 22 22
27 22 - 22 22 22
432 7 23 439 3 20 460 2 46?2
462 462 462 46?2

e e e e m e e e — = e — . mm EEE— - —mme e mE - - m——-ems. .o C .- s s s T SmS e
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Appendix II1-4

(Text B, English)

o e = e - e e wp e am e e G e AR MR M Ge dm o mm e omm e Sm e e e Ak e 4 Me e M m M M M e s e e e M e e G e M M e M e e M e e

Key . F/€  {(m) }L F/C (f)
No (N = 30): (N = 30)
R SETP R

C I N C )t
12 “30 30
5 29 1 30

3 26 4 29 1
15 30 . 30
13 30 29
. 4 30 ) 30

x18° 2 1 29
16 ' 30 30
21 30 30
17 27 3 30
14 30 30
20/21 30, 30
8 30 - 30
10 30 30
22 30 30
23 29 1 30
] 30 30
6 30 30
25 30 30
11 29 1 30

19 - 29 1 28 2

2 28 2 29 1

24 27 3 29 1

—-— -

.\k/‘

£ 0N NN

N O — Mo MN

—_— N

—ON = WU — N

DOMNMN —~

- o o e e e s Em A e e e . e v e e e ae T me M M me W e e e e e B wn he e T M e e M G M G G T M e e m de o e A e e w ow =

90
(f)

16) -
I N
1
2
1 4

1 3
1 2
1 1
.2 ]
1 3
2
1 6
1 5
1 4
1
.3
4
2
5
0 *49
352

- s s e o o A - e e o e AR e e G e v e e e e M G e e M o e e G e e e T e km G G A e R Tm M M o o T e e
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(Text B, English) ’ \

21 30 28 2 22 .4 7 13 15 2
17 29 1 30 28 2 26 3 1
1 29 1 30 - 15 14 1 10 19 .1
24/21 30 30 15 14 1 19 10 1
8 30 30 15 13 2 19 10 1
10 30 30 16 12 2 15 14
22 30 30 10 19 1 4 25 -
.23 29 1 30 26 3 1 10 19 1
1 30 30 24 6 27 3
6 30 29 1 17 12 1 1118 1
25 30 30 13 13 4 17 12 1
1 30 27 . 3 14 13 3 8 2 2
19 30 ) 29 1 12 13 5 12 16 2
2 30 30 23 6 1 9 9 2
24 30 30 22 5 3 12 17 1
657 2 1 652 8 381 240 39 320 319 21
660 660 géo 660
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Appendix II-5 .

(Text b: French)

I
e e e e e e a e m e e ——— e — - - .
Key « F/C (m) F/C (f) E/C (m) / E/C (f)
No (N = 30) (N = 30) (N = 30) (N = 30)
C I N cC 1 N c I N C I N

12 30 30 30 30

3 30 -+ 30 30 30

3 29 1 30 28 2 30

15 28 1 1 30 27 2 29 1

13 30 30 . 30 30

4 30 30 30 30

21 27 2 1 29 1 2% 3 0 28 1 1
16 26 2 2 27 2 1 30 29

21 29 1 29 1 28 2 28 2

17 30 30 30 30

14 27 12 29 ] 28 2 29

20 30 30 30 30

8 26 3 1 25 4 1 26 3 1 24 3 3
10 30 30 30 30

23 30 30 30 30

22 30 30 26 2 2 25 4 1
1 30 30 30 30

6 30 30 30 - 30

25 30 30 27 2 1 29 1
1 30 30 30 30

19 30 30 30 29 1
2 30 @& 30 30 29 1
24 30 30 29 29 1
18 30 30 30 1 29 1



Appendix I1-6

(Text b', Japanese)

Key J/C (m) J/C (f) J/d (m) J/J (f)
No (N = 22) (N = 22) (N - 22) (N = 22)
C I N C I N c . 1 N C I N

7 22 22 . 22 2?2
6 15 7 18 3 21 1 2?2
4 21 1 22 22 2?2
14 16 6 19 3 22 2?2
2 20 2 22 22 22
15 22 22 22 22
12 22 22 22 22
19/16 22 2] 1 22 22
17 21 1 22 22 22
13 V19 3 22 22 2?2
16 22 19 ] 2 22 22
8 18 3 ] 16 2 4 22 22
1 14 6 2 18 ] 3 22 22
24 22 22 22 2?2
20 22 21 1 22 2?2
9 22 22 22 22
5 21 ] 22 22 22
3 20 1 ] 21 1 22 22
21 22 22 2?2 22
] 22 22 22 22
23 21 ] 21 - 1 22 22
22 20 2 21 1 22 22
15 19 3 20 ] 1 - 22 22
465 24 17 479 11 16 505 1 506



