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Practice Teaching and Pre-service EFL Teachers:

What they learned and did not learn in the practicum.

NAKALI, Motohiro

Tokyo International University

I. Introduction
I.1 Purpose

The present paper is part of a growing body of research which explores practice
teaching, the essential component of language teacher education programs at college. The
primary goal of this paper is to investigate how the Japanese pre-service teachers of
English as a foreign language (EFL hereafter) change their beliefs and attitudes during
their practicum, focusing on the similarities and differences between before and after the
requirement for them to hold the certificate to teach at secondary schools.

The study is twofold: First, the college students in a teacher preparation program
answer the questions regarding their expectation, concerns, and preparation for the
practice teaching before they start it. Second, after it finishes, the subjects are asked the
questions on the same topics in order to reflect their teaching experience.

1.2 Rationale

As globalization progresses all over the world, the Ministry of Education, Culture,
Sport, Science and Technology of Japan (MEXT hereafter) continues to reform the
national English education in pursuit of fostering the nation’s communicative competence
of English. For the secondary schools, for example, the national course of study,
Gakushu-Shidou-Youryou, is regularly revised with more and more emphasis on oral
communication skills. MEXT even started to introduce English lessons into primary
schools.

The success of such reforms, needless to say, depends not only on the revised
pedagogical principles and contents of the course but also, supposedly more, on the daily
classroom practices by all the individual teachers nationwide. Then, the role of the
teachers, both in-service and pre-service, becomes extremely important in how better they
develop as teaching professionals by understanding the ongoing changes in the field and
updating their pedagogical knowledge and teaching skills to catch up with the progress
of the discipline.



As a teacher educator, however, I am always worried about the scanty opportunities
for pre-service teachers to experience teaching real classes and also about their tendency
to conduct their (micro-) teaching in a very traditional or conventional way, usually too
much focus on lexicon and grammar, even though they have learned more sophisticated
methods and techniques in the college preparation courses.

Under such conditions, the practice teaching assignment is one of the rare
opportunities for the prospective teachers to utilize what they have experienced as long-
time language learners, what they have learned as pre-service teachers, and what they
have studied as classroom observers. Therefore, the investigation of how, similarly or
differently, they change their beliefs and attitudes to teaching during the practicum seems
to be very relevant for us teacher trainers to reconsider the current teacher preparation
programs in that they really contribute to preparing prospective teachers for becoming a
professional in the field of education.

1.3 Review of literature

Overviewing a wide variety of topics and issues in the field of language education,
Richards (1998) argues that the field of second language teacher education shifts its
primary focus from traditional training of pre-service and novice teachers toward a more
“holistic approach” (p. xiv) to development of teacher as “critical and reflective thinker”
(p. xiv). The former mainly concerns with “appropriate curricular content and effective
instructional processes” (p. 1) while the latter encourages teachers to explore “their
specified set of effective teaching practices and competencies” (p. viv) as a long-term
process.

From a perspective of teachers as learners, Fanselow (1990) proposes teachers’
“self-exploration — seeing one’s own teaching differently” (p. 183) because “each of us
need to construct, reconstruct, and revise our own teaching (p. 184).” In the same light,
Gebhard & Oprandy (1999) propose an exploratory approach that language “teachers
explore their teaching in order to gain awareness of their beliefs and practices” (p. viii),
arguing that the exploratory approach, unlike the developmental one, does not “limit
teachers from looking beyond the effective teaching” (p. xiv) and it “liberates teachers
from the pressure of finding a better way” (p. xiv).

Richards & Farrell (2005) refer to a growing interest in professional development
in the field of language teaching and mention “language teachers are expected to keep up

to date with developments in the field, to regularly review and evaluate their teaching



skills, and to take on new assignments according to the changing needs of the institution.”
(p. ix) in order to “achieve higher levels of learning among students” (p. ix).

As for foreign language teacher training programs, Wallace (1991) points out one
of the most frequently discussed issues in the field, the gap between theory and practice,
and argues that his “reflective model” (p.12) of teacher training, compared with the other
models such as the craft model and the applied science model, has more strengths to
handle the problem, claiming that “received knowledge” (p.14) and “experiential
knowledge” (p.15) develop into professional competence through reflective cycle of
practice and reflection. Focusing on the effectiveness of reflection in language teacher
education, for example, JACET SIG on ELE (2014) produced Japanese version of
EPOSTL (European Portfolio for Student Teachers of Languages) as a reflection tool for
Japanese English teachers to pursue a life long professional development.

Along with the shift stated above, a large number of scholars and practitioners
investigate a language teaching practicum in terms of student teachers’ change of
behavior over the period (Gebhard, 1990; Pennington, 1990; Fanselow, 1990; Richards
& Farrell, 2005; Bezzina & Michalak, 2009; Tuli & File, 2009; Starkey & Rawlins, 2011;
Starkey & Rawlins, 2012; Merg, 2015). Richards & Farrell (2005), for example,
categorize teacher education into two, training and development: The former generally
aims at preparing novice and pre-service teachers for new assignments for a relatively
short term in rather standardized formats while the latter “serves a long-term goal ... to
facilitate growth of teachers’ understanding” (p.4) of their profession by means of
examining their daily practices through reflection as an individual or collaborative work
with peers.

In regard to the role of practice teaching, Richards & Farrell (2011) also point out
that practice teaching gives prospective teachers an opportunity to connect what they
study in teacher preparation programs to the reality in the outside world. Pennington
(1990), however, refers to the shortage of actual teaching experiences in the teacher
preparation programs and suggests, “prepracticum or two phase practicum ... may
enhance integration of theory and practice” (p.135). Kanatani (2013) claims that the
current teacher education system in Japan has a multitude of problems such as small
number of required training courses, shortage of qualified teacher educators, and scanty
opportunities of professional development although Kanatani regards it as improving.

Arguing the systematic problems in Japan, Takagi (2010) proposes that the reflective



model of professional development be conducted both individually and collaboratively in
and outside school.

Among various viewpoints of teaching practicum and its effects on pre-service
teachers’ teaching identity, again, Starkey & Rawlins (2012) point out, based on their case
studies, three concerns about professional learning by the student teachers and claim that
their major focus on those three shifted during the practicum period from “managing the
learning environment” (p.5) through “pedagogy” (p.5) to “being a teacher” (p.5).

As for teaching identity, Fujieda (2010) highlights a Japanese pre-service teacher
during his teaching practicum, examines his reflective account or narrative in how he
explores his teaching and his teaching beliefs, and reports that the subject confronted the

harsh reality and reconsidered his notion of being a public school teacher.

II. Method
II.1. Subjects

Nineteen subjects participated in the first study and sixteen of them in the second
one, all anonymously. They are senior students at a private university in Japan. They
enrolled in the teacher preparation program which required two to four weeks teaching
practicum in formal settings to hold the certificate to teach at secondary schools in Japan.
Some of them pursue a teaching career as a professional after they graduate from the
college and others not. A few of them took a course titled ‘School-Internship,” a joint
project between some local school boards and several colleges in the district, in which
voluntary students work as a teaching assistant at schools in the neighborhood for one or
more academic terms. Others worked as a tutor for JUKU or private preparatory schools.
So the amount of teaching experiences in some kind of educational institutions was varied
with individual participants. In addition, some participants have experiences of studying
abroad for more than one semester in English-speaking countries or districts including
the United States of America, Canada, Australia, and New Zealand, and so the range of
their English proficiency is very wide from lower intermediate to advanced levels.
I1.2 Instrument.

The data is collected through the written answers to the two bilingual
questionnaires, pre- and post-practicum, each of which is composed of five questions
regarding practice teaching. In both questionnaires, Questions I to 3 ask the subjects to

choose three out of the prepared answers and to prioritize them in order of importance.



Question 5 also allows more than one answer though Question 3 solicits only one. The
questionnaires are modeled on Richards & Farrell (2011). For the details, see Appendix
1.
I1.3 Procedure

First, the pre-practicum questionnaire is delivered to the participants and they
answer the questions before they start their practice teaching. Second, after the practicum,
they answer the post-teaching practicum questionnaire. Then, those answers are
processed quantitatively and qualitatively, and discussed in terms of similarities and
differences between the two kinds of data.

For the quantitative analyses of Questions I to 3, which ask the respondents to
prioritize their answers, three different points, 3, 2, and 1, are given to each answer
according to the degrees of its importance. And the total scores are calculated and

compared to each other.

II1. Results
III.1 Quantitative analysis
III.1.1 Pre-Teaching Practice Survey

To Question I, which asks what the subjects expect to learn before their teaching
practicum, the most chosen (25 points) out of the nine prepared answers is 4 Learn how
to theorize from practice (Develop ideas, concepts, theories, and principles based on the
experience of teaching). The second (23 points) is ¢: Develop a repertoire of teaching
skills (Develop confidence and fluency in basic classroom skills needed to present and
navigate language lessons). The third (18points) is f: Develop the cognitive skills of a
language teacher (Develop different kinds of thinking and decision making teachers draw
on before, during, and after teaching).

To Question 2, which asks what student teachers are most concerned with regarding
their coming practicum, out of all the sixteen prepared answers, 6 (Administrational work)
gained the highest points (23). The second choice is 5 (Prospective students) and the third
is 9 (Teaching experiences). Items 12 (Class management) and 3 (Mentor and other
teachers) followed. The respective points are 17, 16, 15, and 14.

As for the students’ preparation for their teaching practice, Question 3 ask the
subjects to choose three out of five optional items. The highest scores were given to 4

(Observe other language teachers lessons), 2 (Learn the techniques for teaching



linguistic skills inside/outside college), and 3 (Experience micro-teaching at college,
school internship, cram school, and/or private tutoring): The points are 31, 28, 26,
respectively

To Question 4, which asks the degrees to which the participants evaluate the
usefulness of the theory they have learned academically, nine out of the nineteen
respondents chose / (Very useful and practical) and another nine chose 2 (Useful and
practical) while only one chose 3 (Rarely useful and practical). Almost all the subjects
think positively of the theories they learned at college.

To Question 5, which asks what aspects of teaching the students hope to master
during their practicum experience, the largest number (twelve of the nineteen subjects)
chose 2 (Class management), followed by 3 (Teaching skills), 4 (Aptitude for teaching
job), and 5 (Motivation); six respondents for each item.

II1.1.2 Post-practice teaching

What the student teachers learned the most from their practicum, asked in Question
1, turned out to be ¢ Develop a repertoire of teaching skill (Develop confidence and
fluency in basic classroom skills needed to present and navigate language lessons), which
earned 29 points. The second highest score was 14 for e: Develop an understanding of
how learning is shaped by context (Reflect on different rules, facilities, values,
expectation, and dynamics that shape teaching and learning). The third choice (13 points)
is f Develop the cognitive skills of a language teacher (Develop different kinds of thinking
and decision making teachers draw on before, during, and after teaching).

Question 2 asks the student teachers what concerns they have found relevant to
their practice teaching assignments. Among sixteen prepared answers, three items tied
the highest score, 13 points: They are 3 (Mentor and other teachers), 9 (Teaching
experiences), and 13 (Aptitude for teaching). Next comes two items, // (Lesson plans)
and /2 (Class management), both of which also tied the score, 9 points.

To Question 3 on the best preparation for the practicum, the respondents chose 4
(Observe other language teachers lessons) as the best and 3 (Experience micro-teaching
at college, school internship, cram school, and/or private tutoring) as the second best:
The points are 34, 28, respectively. The third choice is 5 (Reflect on your own experience
of learning languages), whose earned 12 points.

As for Question 4, which asks the degrees to which the participants evaluated the

usefulness of the theory they have learned academically, eleven out of the sixteen



respondents chose 2 (Useful and practical) and three chose 3 (Rarely useful and practical)
while two chose I (Very useful and practical). The majority of the respondents think
rather positively of the theories they learned at college.

To Question 5, which asks what aspects of teaching the students have master during
their practicum experience, the largest number (ten of the sixteen) of the respondents
chose 2 (Class management), followed by 3 (Teaching skills) chosen by six people, 5
(Motivation) by five, and 4 (Aptitude for teaching job) by four.

II1.1.3 Quantitative comparison

As for Question 1, the difference between pre- and post practicum surveys is quite
drastic. As mentioned above, the top three choices before the practicum are 4, ¢, and f'in
order of priority while the counterparts after the practice teaching are ¢, e, and f. The most
highly expected 4 in the former inquiry decreased its point, from 25 to 11. On the other
hand, e came into the second place in the latter though it had ranked as the fifth before:
the points increased from nine to fourteen. In addition, item b: ‘Develop the identity of a
language teacher (Negotiate social and cultural roles through interactions with learners
and cooperating teachers)’ decreased its point drastically from 16 to 5.

The results of Question 2 showed more drastic differences in the comparison of the
two data. The top three choices before the practicum are 6, 5, and 9 in order of priority
while the counterparts after the practice teaching are 3, 9, and /3, which are tie in the
points as stated above. The most highly concerned 6 in the former study decreased in its
point, from twenty-three to five. On the other hand, /3 came into the first place in the
latter though it was ranked as the seventh before: The points increased from seven to
thirteen. Item 5 also ranked down from the second (17 points) to sixth (8 points).

Compared with the above two, the gap for Question 3 is relatively small. The three
most favorable preparations for the future practicum are 4, 2, and 3 in order of priority
while the counterparts afterwards are 4, 3, 5: The second ranked 2 in the first study
decreased its points from 28 to 9 though the other two, 3 and 4, stayed in the top three.

As for Question 4, the two items selected in the former study showed completely
different results in the second study. The prepared answer / declined from the first place
while its tie item 2 continued to be ranked as the top.

The results of Question 5 did not show any significant differences between the pre-
and post-practicum studies. The four items, 2, 3, 4, and 5, selected in the first data stayed

in the second data though their ranking changed a little. All the details are in Appendix II.
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II1.2. Qualitative analysis
II1.2.1 Pre- and post comparison

As the results of the two data on Question 1 (expectation) show, the largest number
of the subjects had expected to ‘Learn how to theorize from practice’ before practicum,
but after finishing it, many of them reflected that they had not done so. A far larger number
of students thought that they had learned to ‘Develop a repertoire of teaching skills’ after
the practice teaching than before. Here, the realities of the practicum turned out to fall
short of the participants’ expectation in terms of theory-practice linkage, but instead they
realized that they had learned more practical teaching skills. The same type of rank
reversals were identified in the before-and-after results of the options e and f: The former,
‘Develop an understanding of how learning is shaped by context,” ranked up while the
latter, ‘Develop the cognitive skills of a language teacher, ’ ranked down, which suggests
the overwhelming realities at actual schools. In addition, many of the subjects had
expected to learn to ‘Develop identity of a language teacher’ before but afterward fewer
of them thought so. Regrettably, as Fujieda (2010) mentions, the experience of practice
teaching does not necessarily encourage the student teachers to choose teaching as a
future job.

On Question 2 (Concerns), the results of the two data show that their major
concerns before practicum about Prospective students, Administrational work, and Class
management turned out to be more controllable than they had expected. On the other hand,
Teaching experiences and Mentor and other teachers continued to be the major concerns.
In fact, in my experience as a supervising teacher as well as a teacher educator, all the
institutions which accept practice teaching have their own rules and regulations, and so
they request the practice teachers to follow them during the training period, which might
be one of the major concerns for the trainees. In addition, Lesson plan, Aptitude for
teaching, and Chance to be a teacher were considered to be a little more serious matters
than they had been expected.

In terms of preparation for teaching practice, as shown in the results of Question 3
(see Appendix II), the practicum experience strengthened the student teachers’ belief that
best preparations are to ‘Observe other language teachers’ lessons’ and to ‘Experience
(micro-)teaching at college, school internship, cram school, and/or private tutoring.” On
the other hand, they did not find it so helpful to ‘Learn the techniques for teaching

linguistic skills inside/outside college,” which ranked down from the second place to the
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fourth. Here, again, the student teachers seem to fail to connect what they had learned and
what they faced in their real lessons.

More drastic change was found in the responses to Question 4. The student teachers
anticipated that the theory they had learned at college training program would be ‘Very
useful and practical’ in their practicum. After they finished them, however, they came to
regard it as not so much as they had expected, although most of the respondents still
thought positively of their learning at college courses.

As for Question 5, basically, no drastic gap was found between the two responses
to the pre- and post-practicum questionnaires. Most of the participants thought that they
had mastered what they hoped to before: ‘Classroom management’ and ‘Teaching skills.
However, the grade of ‘Aptitude for teaching job’ fell here, too. Some, though a few,
student teachers seem to have reconsidered their future as a schoolteacher. For more
details, see the table in Appendix II.

II1.2.2 Discussion

Many of the drastic changes discovered in the present study, as Wallace (1991)
points out, are related to the link between theory and practice. A large number of student
teachers expected to utilize their theoretical knowledge of language teaching acquired at
college courses and were very concerned about how successfully they would put it into
practice at actual schools. Once they started their practicum, however, they did not always
succeed to do so. Instead, their major concerns shifted from such theorization from
practice to more practical class management or how to navigate everyday lessons. In so
doing, the practice teachers seem to have realized that their preparation at college was not
so helpful, useful, or practical as they had expected. They suggested that other kind of
preparation such as teaching experiences and observation outside the course might have
been more useful and more practical.

Moreover, if the major focus of the student teachers, as Starkey and Rawlins (2012)
claim, shifts over three elements from one to another during the period, the data of this
study show that the participants finally came to reconsider their aptitude for a teaching
job rather negatively, confronting the hard realities at school, which is true with Fujieda
(2010).

Practice teaching, in principle, are designed to provide prospective teachers with
the opportunity to experience real teaching and, hopefully, to start their professional

development. However, as shown in the results of the present study, the current teacher
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education programs do not necessarily satisfy the needs of the student teachers because
of the structural defects, as Kanatani (2013) argues, let alone various difficulties at
individual institutions. In order to solve such problems in the teacher education system in

Japan, both ideological and structural reforms will be necessary.

IV. Conclusion
IV.1 Summary

The exploration into the practice teaching and the prospective teachers’ perception
of the experiences revealed mixed realities of the teacher education program at college.
Although the student teachers expected to connect their theoretical knowledge to actual
classroom practices, the realities at schools surpassed their expectation in terms of
preparation, concern, and learning. As a result, ironically, the practice teaching does not
always function as an encouragement for the trainee students to choose teaching as their
future profession.
IV.2 Limitation

There are a number of limitations to this study. First, the number of the subjects
was small in a statistical sense. Since they all major in English language and
communication, not pure education, only a limited number of students enroll in the EFL.
teacher-training program in an academic year. Second, the numbers of the respondents of
the pre- and the post- surveys are different. Some of the subjects in the first survey did
not participate in the second one. The former inquiry was conducted in quite a short period
before the first practice teaching started, almost simultaneously, but the latter took a long
time because the periods of practicum are varied depending on students and institutions:
The earliest ones took place in May while the latest finished in October, a very busy
month for the senior students with job hunting and graduation thesis writing. It turned out
to be quite difficult to collect the data from those late-scheduled students. Finally, the
present study did not differentiate junior and senior high schools. Although most of the
participants planned to hold the teaching certificates for both schools, the reality of the
practicum might be different depending on the types of institutions.
IV.3 Suggestion

More longitudinal surveys are necessary on a larger scale. The realities of education
are varied with individual schools and communities, and so are the realities of the practice

teaching and its participants. In order to catch up with the changing realities of the field
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of education, practice teaching is the first and rare opportunity for prospective teachers to
explore their teaching and teaching identity and to start their professional development.
As Fanselow (1990) proposes, each of us “need to construct, reconstruct, and revise our
own teaching” (p.184) through “self-exploration” (p. 183), to become contributing

language teachers as well as teacher educators.
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Appendix I
Questionnaire 1

Pre-TP Questionnaire

[BEREBHTT > — b

Q1. What do you expect to learn during practice teaching? Choose three items you

most value on and put them in order of importance.

HEEETMEFESOL Y TED, KD 30BV, BEERIRICTERTT IV,

a. Develop the discourse skills of a language teacher (develop proficiency in
and use of English in the classroom). 3 CORFEN ZMITTZ &,

b. Develop the identity of a language teacher (Negotiate social and cultural
roles through interactions with learners and cooperating teacher). %%
WL CREEH B O - U EIZ B R T 5,

c. Develop a repertoire of teaching skills (Develop confidence and fluency in
basic classroom skills needed to present and navigate language lessons).
JERERE T MR T 3 2 IR & BE 2 & 221 2,

d. Learn how to apply professional knowledge (Apply knowledge gained in
teacher-training academic courses). KZFZCTHEI-HFHROICHIEEZ RS &,

e. Develop an understanding of how learning is shaped by context (Reflect on
different rules, facilities, values, expectation, and dynamics that shape
teaching and learning). BIEDFEE | LRWIRE TELEDLDL Z L 2B TX 5,

f. Develop the cognitive skills of a language teacher (Develop different kinds
of thinking and decision making teachers draw on before, during, and after
teaching). WHEDEMEITIL U TEERREE Ll R D HBIT D,

g. Develop learner-focused teaching (Develop thinking about teaching in
terms of learner engagement). FHFEHLOBRHENTEDH L IR D,

h. Learn how to theorize from practice (Develop ideas, concepts, theories, and
principles based on the experience of teaching). FE¥ DfRER %8 U CTHE
(2B o &R & AT D,

i. Others (Please describe briefly, if any.)

Iz BT, FNTFS,

Answers: 1) 2) 3) (Others )
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Q2. What concerns do you have about your practice-teaching assignment? Choose

three items you are most concerned with and put them in order of importance. &

KB LTARLETT2? 1~1 6 DFHH 3 0B, BEERJACESTF SN,

a. Teaching context (1. System and regulation of host institution, 2. Duration
of practicum and amount of teaching loads, 3. Mentor and other teachers,
4. Fellow student teachers, 5. Prospective students, 6. Administrational
work)
FEERTOEHE (1. EEROHBEKN L I8, 2. EERBIRORERHROR S
3. FHEHECMOHE & ORAR, 4. FEEAME & ORAR, 5. 44E & DR,
6. LS D)

b. Teaching abilities (7. English proficiency, 8. Knowledge of theory and
practice, 9. Teaching experiences, 11. Lesson plan, 12. Class management)
HE OJGES LT (1. FFEIO L~V 8. SRBEBLER-CHI O Mik, 9. 12
EOEKRRBRODI S 11 R, 12, BEER)

c. Identity as a teacher (13. Aptitude for teaching, 14. Motivation for

education, 15. Interest in secondary school education, 16. Chance to be a

teacher)
FE L1313, HAEL Lo, 14. ZHE DO 15, HHBEH ~D L,
16. ZBIZ72 % "TREME)

Answers: 1) 2) 3)

Note: This questionnaire was modeled on Practice Teaching: A reflective
approach (Richards, J.C. & Farrell, T.S.C., 2011. Cambridge).
¥ : ZO7 /4 — biX Richards & Farrell (2011) Z&&12Ek L% L7,
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Q3. How can you best prepare for teaching practice? Choose three items and put them
in order of importance. B HE BT E AR EZTH LWV TTN? 3 OB,
HERNEICIE R TF I,
1. Understand the theory and practice of language teaching at college.
RFECTHSEBHEMHR L ERICOWT IS T S
2. Learn the techniques for teaching linguistic skills inside/outside college.
RFNNTEBAX N EBR DEIREHITOT D
3. Experience (micro-)teaching at college, school internship, cram school,
and/or private tutoring.
RFOBRE, FRA 2=y T FHEB FREBRNTRELZRRT 5
4. Observe other language teachers lessons.
DO NDOFFEOREL LTI 5
5. Reflect on your own experience of learning languages.
Ay B OREORELRY KD
6. Others. (Describe briefly if any.) flZ&H i, ENTF I,
Answers:
1) 2) 3) Others:

Q4. In what ways do you think the theory you learned during your academic courses
will be useful to you during practicum? Choose one fZ¥ CHEA LB FTHRIIHAFTET
TLEORERLDLBVETH, 1 OBATTIN,

1. Very useful and practical & THEND

2. Useful and practical to some degrees & 5 FRELRLD

3. Rarely useful and practical & % D & 72720

4. Absolutely useless and unpractical &< & L7=72 0

Q5. What aspects of teaching do you hope to master during your practicum
experience? FEEEZBLTE B LW LIXTTT I,

1. School administration, 2. Class management, 3. Teaching skills,

4. Aptitude for teaching job, 5. Motivation 6. Others ( )
1. FROEEEIE 2. MESEEDOE LD 3. BEDOTZDDOHEIH
4. BE L LComEME 5. ROKDGIEH LY 6. Zofi( )
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Questionnaire 2

Post-TP Questionnaire

BEXERE®RT 7 — b

Q1. What have you learned during practice teaching? Choose three items you most

value on and put them in order of importance.

HEEE CTREALZLIIMTED, KD 3 0BV, BEERIRIZERTT IV,

a. Develop the discourse skills of a language teacher (develop proficiency in
and use of English in the classroom). 3 COHFENZMMITT 2 &,

b. Develop the identity of a language teacher (Negotiate social and cultural
roles through interactions with learners and cooperating teacher). %¥%
WL CREEHE OAR - UEIIREIZ B R T 5,

c. Develop a repertoire of teaching skills (Develop confidence and fluency in
basic classroom skills needed to present and navigate language lessons).
JEEETRE A MVRICHEAT I D Bl & BIE 2 & 21T 5%,

d. Learn how to apply professional knowledge (Apply knowledge gained in
teacher-training academic courses). KFETHI-HFHOICHEEZFSI &,
e. Develop an understanding of how learning is shaped by context (Reflect on
different rules, facilities, values, expectation, and dynamics that shape
teaching and learning). BIEOFEIRMIKE TEDL L Z L H# B TX 5,

f. Develop the cognitive skills of a language teacher (Develop different kinds
of thinking and decision making teachers draw on before, during, and after
teaching). fRFEDEPEITIN U TEERRIESE LA R 2 BEICR D,

g. Develop learner-focused teaching (Develop thinking about teaching in
terms of learner engagement). FEFHLOBRENTEDH L IR D,

h. Learn how to theorize from practice (Develop ideas, concepts, theories, and
principles based on the experience of teaching). ¥ Of%Ek %28 U CHF I
B3 o LB ER & IR D,

i. Others (Please describe briefly, if any.)

Iz BT, FNTFS,

Answers: 1) 2) 3) (Others )
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Q2. What concerns have you found relevant to your practice-teaching assignment?
Choose three items you were most concerned with and put them in order of importance.
BEEFCHLTRIER>TWEZ LD ERABRYTLEN?21~16 OFHD 3RV,
BEERIEIZERTT I,

a. Teaching context (1. System and regulation of host institution, 2. Duration
of practicum and amount of teaching loads, 3. Mentor and other teachers, 4.
Fellow student teachers, 5. Prospective students, 6. Administrational work)

FEERTOEE (1. EEROHBEKN L I8, 2. EEBIRORERROR S,
3. FHEHECMOHE & ORAR, 4. FEEAME & ORAR, 5. 44E & DR,
6. LS DOHER)

b. Teaching abilities (7. English proficiency, 8. Knowledge of theory and

practice, 9. Teaching experiences, 11. Lesson plan, 12. Class management)
HE OFGES LT (7. FFEIO L~V 8. SRBEBLER-CHI O Mnilk, 9. 12
EOEKRRBRODI S 11 R, 12, BEER)

c. Identity as a teacher (13. Aptitude for teaching, 14. Motivation for
education, 15. Interest in secondary school education, 16. Chance to be a
teacher)

HELLTOEHE (18. ZHEL LTOMME, 14. ZHE O, 15, TEHE
~OBR, 16, #EIZ72 5 ATRENE)

Answers: 1) 2) 3)

Note: This questionnaire was modeled on Practice Teaching: A reflective
approach (Richards, J.C. & Farrell, T.S.C., 2011. Cambridge).
7 : 207 >/ — biX Richards & Farrell (2011) #Z&&12/Ek L% L7,
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Q3. How could you best prepare for teaching practice? Choose three items and put
them in order of importance. ZHE L IX EARERPKE L HLFE L2 ? 3O
O, HERNEICE TRV,
1. Understand the theory and practice of language teaching at college.
RFECTHSEBHEMHR L ERICOWT IS T S
2. Learn the techniques for teaching linguistic skills inside/outside college.
RPN TEBAFNEZHAZ DM EZH 2T D
3. Experience (micro-)teaching at college, school internship, cram school,
and/or private tutoring.
RFOBRE, FRA 2=y T FHEB FREBRNTRELZRRT 5
4. Observe other language teachers lessons.
D RFEBE OREL L TT 5
5. Reflect on your own experience of learning languages.
Ay B OREORELRY KD
6. Others. (Describe briefly if any.) flZ®H i, FNTF IV,
Answers:

1) 2) 3) Others:

Q4. In what ways do you think the theory you learned during your academic courses
was useful to you during practicum? Choose one. ¥ CREAEHFTERBIIBZFTEE L
DBRERMY T BVETH, 1 OBATTIW,

1. Very useful and practical & THE -7

2. Useful and practical to some degrees & HFRERNL 7=

3. Rarely useful and practical & F V& L7727 o7

4. Absolutely useless and unpractical £ < & L7720 7=

Q5. What aspects of teaching have you mastered during your practicum experience?
BELY AL TRECH L TIB LD LIMTTT

1. School administration, 2. Class management, 3. Teaching skills,

4. Aptitude for teaching job, 5. Motivation 6. Others ( )
1. FROEEEIE 2. MESEEDOE LD 3. BEDOTZDDOHEIH
4. BE L LComEME 5. ROKDGIEH LY 6. Zofi( )
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Appendix II

Results of Pre- and Post-TP Questionnaires

Q1
Option b c d f g h 1
Pre- 16 23 8 9 18 6 25
Post 5 29 5 14 13 11 0
Gap +3 -11 +6 3 +5 -5 +2 -14 +1
Q2
Option 2 3 5 6 7 8 9 10 11 12 13 14 15 16
Pre- 2| 14 17 23| 3| 9| 16| of 4| 15| 7| 2| o] o
Post 3| 13 8| 5| 7| 2| 13| of 9| 9| 13| 4| 1| 6
Gap 1 41| 1 9| 18| +4| 7| 3| o +5| 6| +6| +2| +1| +5
Q3
Option 1 2 3 4 5 6
Pre- 11 28 26 31 17
Post 9 9 28 34 12 4
Gap -2 -19 +2 +3 -5 +3
Q4
Option 1 2 3 4
Pre- 9 9 1 0
Post 2 11 3 0
Gap -7 +2 +2 0
Q5
Option 1 2 3 4 5 6
Pre- 3 12 6 6 6 3
Post 3 10 6 4 5 0
Gap 0 -2 0 -2 -1 -3
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On One Attempt to Show Split CP in Japanese
Kenichi Namai
Waseda University

Rizzi (1997) presents a split-CP hypothesis, according to which, CP consists of several different
phrases, as in (1) (where * indicates iterativity).

(1) (= Endo's (2007) (19))
Force Top* Int Top* Focus Mod* Top* Fin IP

One piece of evidence for this hypothesis comes from the syntax of Italian. Look at (2a) and
(2b), the latter of which is deemed ungrammatical, because the movement of rapidamente 'rap-
idly' crossing over probabilment 'probably' to Spec-ModP for highlighting effects is said to
violate the updated version of the Relativized Minimality Condition (Rizzi 2004), which Endo
(2007) calls "feature-based Relativized Minimality" or FRM, defined in (3). (4) (= Endo's (22))
is a list of different feature classes.

(2) (=Endo's (24))
a. I tecnici hanno probabilmente risolto rapidamente il problema.
"The technicians have probably rapidly resolved the problem.'
b. *Rapidamente;, i tecnici hanno probabilmente risolto # il problema.
'Rapidly, the technicians have probably resolved the problem.'

(3) FRM (based on Endo's (2007:41) explanation)
i. Inthe configuration ... X ... Z ... Y, X and Y can be associated only if Z doesn't
intervene between them.
ii. Z intervenes between X and Y when Z and X are of the same feature class and Z

c-commands Y, and Z does not c-command X.

(4) a. Argumental: person, number, gender, case
b. Quantificational: Wh, Neg, measure, focus, ...
c. Modifier: evaluative, epistemic, Neg, frequentative, celerative, measure,
manner, ...

d. Topic

Probabilmente 'probably' is an epistemic adverb and rapidamente a celerative, so they both
belong to the Modifier class. Hence, the existence of probabilmente (which acts as Z between
X and Y in (31)) disrupts the association of rapidamente (X) with its own trace (Y) in (2b). This
"failure of chain connection results in violation of Full Interpretation at LF" (Endo 2007:42),

rendering (2b) ungrammatical.
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Interestingly, if rapidament is focalized, (2b) is said to become grammatical, as in (5).

(5) (= Endo's (26))
RAPIDAMENTE i tecnici hanno probabilmente risolto il problema (non lentamente).
'RAPIDLY the technicians have probably solved the problem (not slowly).'

This is explained by the assumption that a new feature [focus] has been assigned to rapidamente,
which in turn navigates the adverb to Spec-FocP, not to Spec-ModP. Thus, being of the Modi-
fier class, probabilmente doesn't disrupt the chain headed by rapidamente, which is of the
Quantificational class.

It would be nice from the viewpoint of Universal Grammar if we could find support for
this split-CP hypothesis from languages not typologically related to Italian. In this respect, En-
do's 2007 paper on an aspect of Japanese syntax is interesting, since it proposes an analysis of
the syntax of floating numeral quantifiers (henceforth FNQs) that explicitly presupposes the
existence of split-CP in Japanese, a language totally unrelated to Italian. In what follows, how-
ever, | will demonstrate that the arguments advanced for this claim all fall short of capturing
the syntax of FNQs and thus conclude that the paper cannot provide support for the split-CP
hypothesis from Japanese.

1 The proposed analysis

Look at (6a-b), in which the subject appears separated from the numeral quantifier (NQ) with
which it is associated; Auta-ri '2-CL' and san-nin '3-CL' in these sentences are FNQs. Assuming
(7a-b), Endo explains the difference in grammaticality between these sentences (= his (2a-b))
in terms of FRM.

(6) a. Gakusei-ga ofisu-ni huta-ri  ki-ta. (unaccusative)
student-NOM office-to 2-CLsyg come-PAST
"Two students came to the office.'
b. *Kodomo-ga  geragerato san-nin warat-ta. (unergative)
children-NOM  loudly 3-CLsys laugh-PAST
"Three children laughed loudly.'

(7) a. A subject is contrastively focalized when it leaves behind an NQ and moves to
Spec-FocP (an idea based on Hamano 1997).
b. Manner and instrumental adverbials express new information and serve as focus
(Kuno and Takami 2002).

In (6a), what intervenes between the subject and the NQ is a locative adverbial ofisu-ni 'to the
office,' and in (6b), it is gerarerato 'loudly,' a manner adverbial. According to Kuno and Takami
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(2002), locative/temporal adverbials are old information, whereas manner/instrumental adver-
bials are new, for only the former can undergo topicalization (marked by the addition of the

topic-marker -wa) and function as topic, as shown in (8a-b).

(8) a. Ofisu-ni-wa gakusei-ga (huta-ri) ki-ta.
office-to-TOP
"To the office, (two) students came.'
b. *Geragerato-wa kodomo-ga (san-nin) warat-ta.
loudly-TOP
'"Loudly, (three) children laughed.'

The ungrammaticality of (8b) is attributed to the status of geragerato as a new, hence focalized,
element, which is incompatible with topicalization.

Endo takes this to mean that locative/temporal adverbials are of the Modifier class (or the
Topic class) and that manner/instrumental adverbials are of the Quantificational class, just as
rapidamente and probabilment in Italian are. Hence, he explains the ungrammaticality of (6b)

in the following way. Look at (9), where [Q] stands for the Quantificational feature class.

(9) kodomo-ga; geragerato [ san-nin] warat-ta

[Q] [Q]

Here, the subject kodomo-ga 'children-NOM' is assumed to be in Spec-FocP and receives a focus
reading, in accordance with (7a-b). Since this subject and the manner adverbial geragerato are
both specified as [Q], they "compete" in chain formation, according to FRM. Since the adver-
bial is closer to the trace of the subject, the intended chain is disrupted. Thus, (6b) becomes
ungrammatical.

In contrast, (6a) is fine, since ofisu-ni, being a locative adverbial, is said to be of the
Modifier class (indicated as [M] below) and doesn't interfere with the subject's chain, which is

Quantificational:

(10) gakusei-ga; ofisu-ni [# huta-ri] ki-ta.
[Q] [M]

Therefore, FRM isn't violated, and the resulting sentence becomes grammatical.

As for technical details of how sentences with an FNQ are derived, Endo's explanation
goes as follows. First, "a (sic) NQ and its associated nominal element start out as a constituent"
(2007:42), in which the nominal occupies the specifier position of the QP headed by the NQ
(Miyagawa and Arikawa 2007 and Shlonsky 1991). Then, in accordance with (7a), the nominal
DP moves to Spec-FocP, skipping over the canonical subject position, namely Spec-TP. Re-
garding the EPP, Endo follows Roberts 2005 and Rizzi and Shlonsky 2006 in assuming that it

25



can be "satisfied by various particles or XPs in the CP zone in Japanese" (2007:45); thus, in
sentences with an FNQ, the EPP is satisfied in FocP (or in ModP; see (11) below).
As for sentences like (11) (= Endo's (34)), the subject is assumed to move to Spec-ModP,

since it doesn't receive a focus reading.

(11) Hora gakusei-ga  kyoositu-de san-ni sawaide iru.
look student-NOM classroom-at 3-CLgyp clamor ASP
'"Look! Three students are clamoring in the classroom.'

Regarding (11), Endo writes that "the speaker intends to draw the attention of the hearer to the
fact that students who are not familiar in the previous discourse are clamoring in the classroom,
and the whole sentence is presented as new information as signaled by the vocative element
hora 'look!"" (2007:45). He then adds that "the subject is most naturally interpreted as being
highlighted or emphasized, which we have already seen in the case of Italian adverb preposing
[i.e. (2b)]" (ibid.).

If true, (6a-b) and (11) then indicate the existence of FocP and ModP in Japanese, and
this is the most important theoretical implication of the analysis proposed in Endo's 2007 paper.

2 Scrutiny of the FRM-based analysis of FNQs
Let's now turn to problems that the proposed syntactic analysis of FNQs seems to face.

2.1 Alternative analyses
In advancing his own analysis, Endo presents arguments against two previous analyses of FNQs,
so let us first see how well founded these arguments are.

Miyagawa and Arikawa (2007) offer a very simple syntactic analysis of sentences that
involve FNQ. They argue that manner/instrumental adverbials are base-generated in a position
lower than that of the subject within vP, whereas locative/temporal adverbials are placed higher
than the subject. This state of affairs may be represented as (12a-b) (based on Endo's (8) and
(9), respectively).

(12) a. ... [w [suwj DP NQ]J ... manner/instrumental adverbial ...]

b. ... locative/temporal adverbial [yp [sub; D_|P NQ]J ...]]

The derivation of (6a), which contains a locative adverbial ofisu-ni, is explained by (12b); that
is, after the indicated movement of the DP, the adverbial is seen as occupying a position be-
tween the DP and its associated NQ. On the other hand, the impossibility of (6b), which con-
tains a manner adverbial geragerato, is explained by (12a); notice that in this derivation, there

is no way for the adverbial to occupy a position between the DP and NQ.
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However, Endo contends that this syntactic analysis cannot explain the ungrammaticality
of a sentence like (13) (= Endo's (12b)), which involves an adverbial butai-de 'on the stage.'
(13) becomes degraded if the adverbial is accompanied by a focus particle, such as sae and
dake.

(13) Kodomo-ga butai-de (*sae/dake) 10-nin odot-ta.
kid-NOM stage-on (even/only) -CLsygp dance-PAST
"Ten kids danced (*even/only) on the stage.'

Since butai-de is a locative adverbial, (13) must be derived as in (12b), which is supposed to
be a legitimate derivation that creates an FNQ, with or without the focus particle attached to
the adverbial. And yet, (13) with butai-de sae/dake is ungrammatical, and this cannot be cap-
tured by Miyagawa and Arikawa's analysis.

In contrast, Endo's analysis using the notion of FRM is said to explain this ungrammati-
cality without a problem. Owing to the focus particle, the adverbial is now regarded as Quanti-
ficational. Hence, (13) violates FRM, with the adverbial disrupting the subject chain, which is

also Quantificational, as shown in (14).

(14) kodomo-ga; butai-de sae/dake [t 10-nin] odot-ta
[Q] [Q]

As plausible as it may sound, this argument against Miyagawa and Arikawa's analysis
doesn't seem conclusive. Recall from section 1 that manner/instrumental adverbials convey new
information, whereas locative/temporal adverbials do old information; therefore, the former
may reasonably be considered Quantificational and the latter Modificational. Then, Miyagawa

and Arikawa's analysis can also explain (13), with a minor revision of (12a-b), as in (15a-b).
(15) a. ... [vp [surj DP NQ] ... Quantificational adverbial ...]

b. ... Modificational adverbial [yp [subj D_|P NQJ ...

That is, (12a-b) are now interpreted as meaning that the adverbial position within vP is for a
Quantificational adverbial, and the one outside vP is for a Modificational one. Under this inter-
pretation, butai-de sae/dake will be placed within vP as a Quantificational adverbial, precluding
the possibility of creating an FNQ. Thus, Miyagawa and Arikawa's analysis seems salvageable.

Next, Kuno and Takami (2002) too offer a plausible analysis of Japanese FNQs and do
so from a functional point of view. They assume that FNQs are focalized elements, since they
can serve as answers to wh-questions, as in (16) (= Endo's (13a)).
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(16) Speaker A: Tard-wa ringo-o  nan-ko tabe-ta no?
-TOP apple-ACC how.many-CLogjy eat-PAST Q
'How many apples did Taro eat?'
Speaker B: Taro-wa ringo-o san-ko tabe-ta.
3-CLoBs
'"Taro ate three apples.'

With this observation, they explain the ungrammaticality of (13) by proposing a functional
constraint that prohibits double focalization in a single clause. That is, in (13), butai-de sae/dake
and the FNQ /0-nin are both focalized elements, so they violate the constraint.

But Endo doubts the validity of this functional constraint. He writes that "it does not seem
to explain why a sentence improves when a floating NQ precedes a manner/instrumental ad-
verbial" (2007:39) and gives (17) (= his (14b)), which sounds totally fine, unlike (6b).

(17) Gakusei-ga  kind huta-ri geragera-to warat-ta.
student-NOM yesterday 2-CLsyp loudly laugh-PAST
"Two students laughed loudly yesterday.'

The point is well taken, but I wonder if (17) is really a sentence with double foci. Accord-
ing to Endo's derivation of an earlier sentence of this type (i.e. (9)), the subject gakusei-ga huta-
ri must move over the manner adverbial geragerato as a single constituent first; otherwise, the
NQ huta-ri can never appear to the left of geragerato; see (18a). Consequently, the DP gakusei-
ga moves to sentence-initial position crossing over kino 'yesterday'; thus, the surface word order
of (17) is obtained, as in (18b).

(18) a. kino [gakusei-ga huta-ri]; geragerato ¢; waratta
b. gakusei-ga; kind [¢ huta-ri]; geragerato #; waratta

Since the movement in (18a) doesn't leave the NQ behind, (7a) doesn't apply. Then, this move-
ment must be a case of ordinary subject-raising into Spec-TP for nominative case assignment.
Note that at this point of the derivation, huta-ri isn't an FNQ, thus failing to be focalized. The
subsequent movement in (18b) is most likely to be a case of A'-scrambling, since gakuseki-ga
doesn't need to receive case any longer; then, it must be a "semantically vacuous movement"
(Saito 1989), and if so, the NQ huta-ri in (18b) isn't a full-fledged FNQ, since gakusei-ga is
moved back to its trace position in LF to be interpreted as forming a constituent with huta-ri.
In fact, the constituent status of gakusei-ga and huta-ri in (18b) is somehow retained even in

the presence of kino in between, as shown in (19).

(19) [gaksei-ga  kind huta-ri] to  [sensei-ga san-nin]|
student-NOM yesterday 2-CL  and teacher-NOM 3-CL
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geragerato warat-ta.
loudly laughed
"Two students and three teachers laughed loudly yesterday.'

Theoretical details aside, the successful coordination in this sentence points to the non-FNQ
status of Auta-ri in (17). Then, (17) cannot be a case of double focalization and therefore does
not violate Kuno and Takami's functional constraint.

Thus, Endo's arguments against Miyagawa and Arikawa's analysis and those against

Kuno and Takami's are not as strong as they might seem at first glance.

2.2 Binding

Now I want to question the syntactic basis of the proposed analysis of FNQs, namely the as-
sumption in (7a), which says that a subject moves to Spec-FocP, an A'-position, when it leaves
its associated NQ behind. This assumption originally comes from the following sentences that

involve binding, with the judgment given:

(20) "Gakusei-ga san-nin  zibun-no kydsitu-de  sawaide iru.
student-NOM 3-CLsyg Self-GEN  classroom-at clamor-ASP

"Three students are clamoring in their classroom.'

(21) "Taro-ga gakusei-o huta-ri otagai-no supervisor-ni
-NOM student-ACC 2-CLop; each.other-GEN supervisor-DAT
syokaisita.'
introduced.
'"Taro introduced two students to each other’s supervisor.'

Regarding (20) (= Endo's (15a)), Endo says, "when a nominal element associated with a floating
NQ enters into an anaphor binding relation, the sentence is degraded" (2007:40). As for (21) (=
Endo's (16)), which is judged less than perfect owing to its (alleged) unbound reciprocal
anaphor ofagai, Endo states that "when a direct object undergoes short scrambling stranding its
NQ, it seems to target an A'-position" (ibid.) and draws the following generalization (= his

(17)):
(22) A nominal element targets A'-position when it strands its associated NQ.

Regarding (22), a question immediately arises as to which position this A'-position is. To
answer this question, Endo turns to Hamano's (1997) semantic/pragmatic observation about the

' In the gloss for huta-ri '2-CL' in (21), Endo gives the subscripted label of SUB, meaning subject. But this must

be an error, since the the NQ is clearly associated with the object gakusei-o 'student-ACC,' as is obvious in the
English translation.
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contrast in acceptability between (23a) and (23b) (which are his (30a-b)).

(23) a. *Ima-made-ni sensei-ni san-nin piano-o  narat-ta.
now-by teacher-DAT 3-CL  piano-ACC learn-PAST
'So far, I have taken piano lessons from three instructors.'
b. Ima-made-ni huransu-zin-no sensei-ni san-nin piano-o  narat-ta.
now-by French-GEN teacher-DAT 3-CL  piano-ACC learn-PAST

'So far, I have taken piano lessons from three French instructors.'
Let me quote what Endo has to say about this contrast.

As Hamano states, one normally takes lessons from instructors, but in the sentence in
[(23a)] there is no other contextually relevant subset that can be contrasted with 'instruc-
tors.' In this environment a floating NQ sounds unnatural. In [(23b)], in contrast, the de-
scriptive term 'French' is chosen for 'instructors,' and it becomes easier to conceive of
another contrastive subset such as 'American instructors,’' and in this type of context,

floating NQs sound natural.

He thus agrees with Hamano and suggests that a sentence with an FNQ constitutes "a kind of
contrastive focus construction” (ibid.), which leads him to posit (7a).>

And yet, notice that gakusei-ga san-nin 'student-NOM 3-CL' in (20), gakusei-o huta-ri
'student-ACC 2-CL' in (21), and (huransu-zin-no) sensei-ni san-nin '(French) teacher-DAT 3-CL'
in (23) are all single constituents that are headed by their respective NQs in Endo's analysis.
That is, given how FNQs are created in (9) and (10), it is immediately obvious that (20), (21),
and (23) are NOT sentences with an FNQ. Hence, one can only wonder how these sentences
are in any way relevant to the syntax of FNQs.

So let me fix the word order so that we can have real instances of FNQ. Look at (24) -
(26), which are derived from (20), (21), and (23), respectively.

24 ??Gakusei- a zibun-no kyositu-de san-nin sawaide-iru.
g Yy
25 ??Tar(')- a gakusei-o otagai-no supervisor-ni huta-ri syokaisita.

(26) a. *Ima-made-ni sensei-ni piano-o san-nin narat-ta.

b. *Ima-made-ni huransu-zin-no sensei-ni piano-o san-nin narat-ta.

* However, notice that the contrast between (23a) and (23b) is only semantic/pragmatic in nature, since [sensei-
ni san-nin] and [huransu-zin-no sensei-ni san-nin] must be occupying the same position in these sentences.
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The oddity of (24) seems to come from the fact that the reflexive anaphor zibun 'self' is intrin-
sically singular, but san-nin is plural, so they don't match in term of number. In fact, when they

are made to agree, the sentence becomes just fine, as in (27a-b).

(27) a. Gakusei-ga zibun-no kydsitu-de hito-ri sawaide-iru.
1-CL
'One student is clamoring in his/her classroom'
b. Gakusei-ga zibuntati-no kydsitu-de san-nin sawaide-iru.
selves-GEN
"Three students are clamoring in their classroom(s).'

Thus, binding facts about the reflexive anaphors actually indicate that the subject DP in this
construction occupies an A-position, from which it successfully binds zibun 'self' in (27a) and
zibuntati 'selves' in (27b).

As for (25), it should be noted first that the reciprocal ofagai requires an antecedent that
denotes just two individuals (or parties). For this reason, (28a) (= (25) without huta-ri) is diffi-
cult to process without a special context, since gakusei tends to be interpreted as a single student,
and there are no other constituents in the sentence that denote just two individuals. This obser-
vation receives support from the legitimate sentence in (28b), in which the reciprocal anaphor
otagai refers to John to Ken 'John and Ken,' a constituent denoting exactly two individuals, as
well as from the semantically degraded one in (28c), which again gives the impression that the
antecedent of otagai is missing, for the four students mentioned in the sentence (not to mention
the singular subject Taro) don't qualify as the reciprocal's antecedent in terms of number.

(28) a. ""Tard-ga gakusei-o otagai-no supervisor-ni sydkaisita.
'(Lit.) Taro introduced a student to each other's supervisors.'
b. Tard-ga John to Ken-o otagai-no supervisor-ni syokai sita.
'(Lit.) Taro introduced [John and Ken]; to each other's; supervisors.'
c. "'Tard-ga yo-nin-no gakusei-o otagai-no supervisor-ni syokaisita.

'(Lit.) Taro introduced four students to each other's supervisors.'

The use of ofagai thus automatically signals the duality of its antecedent; therefore, it is redun-
dant to add that information later by way of FNQ. This is why (28b) becomes exceedingly odd
if we add an FNQ huta-ri, as in (29a), unless there is a good reason to do so, as in (29b).

(29) a. "Tar6-ga John to Ken-o otagai-no supervisor-ni huta-ri syokaisita.
'(Lit.) Taro introduced [John and Ken]; to each other's; supervisors.'
b. Tard-ga John to Ken-o otagai-no supervisor-ni huta-ri-tomo syokaisita.
'(Lit.) Taro introduced [John and Ken]; both to each other's; supervisors.'
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The suffix -tomo that attaches to huta-ri is an emphatic particle, so (29b) emphasizes the fact
that Taro introduced BOTH John and Ken to each other's supervisors. Since this totally legiti-
mate sentence must be derived as in (30a), the short-distance movement of the direct object
here does seem to be A-movement, which in turn allows John to Ken-o to successfully bind
otagai. (30b), which basically has the same meaning as that of (30a), indicates that leaving the
NQ huta-ri-tomo behind is merely an option.

(30) a. Tard-ga [Zird to Ken-o]; otagai-no supervisor-ni [# huta-ri-tomo] syokaisita
b. Tard-ga [Zird to Ken-o huta-ri-tomo]; otagai-no supervisor-ni ¢ syokaisita

Returning to (25), we now know why it sounds odd. Gakusei-o is understood as a singular
noun, so it doesn't qualify as an antecedent of otagai. And the use of huta-ri as FNQ after otagai
is just redundant.

As for (26b), the FNQ san-nin is associated with piano-o, unlike that in (23b), which does
form a constituent with Auransu-zin-no sensei-ni. In that sense, there is no difference between
(26b) and (26a). Since (26b) presumably has the derivation in (31), the claimed contrastive
focus reading in (23b) cannot be due to the movement that leaves san-nin behind.

(31) ima-made-ni [huransu-zin-no sensei-ni]; piano-o [# san-nin] narat-ta
Thus, the assumption in (7a) doesn't seem to have any syntactic foundation.

2.3 Cumulative vs. quantized nouns
Endo further claims that his analysis based on FRM can capture the facts pointed out by Gunji
and Hasida (1998) regarding sentences that involve quantized/non-quantized NPs, as well as
those by Takami (1998) about sentences with the sequence of subject-object-FNQ in which the
FNQ is successfully associated with the subject, unlike (26a-b). Unfortunately, however, this
too seems like a false claim.

Endo extends his analysis of FNQ to the difference in acceptability between (32a) and
(32b) (= his (37) and (38)).”

(32) a. *Gakusei-ga sake-o  san-nin nonda.
student-NOM sake-ACC 3-CL  drank
'"Three students drank sake.'
b. Gakusei-ga  sono botoru-no sake-o san-nin nonda.
student-NOM that bottle-GEN sake-ACC 3-CL  drank
'"Three students drank that bottle of sake.'

? The translation of (32b) is mine. Endo translates the sentence as 'Three students drank sake from that bottle,'

which isn't accurate, since the sake in this translation is cumulative.
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These two sentences are different only in the type of the direct object. In (32a), it is an indefinite
NP, but it is definite in (32b). Noting that sono botoru-no sake-o 'that bottle-GEN sake' in (32b)
is "quantized" in the sense of Krifka 1988, Gunji and Hasida (1998) explain the difference from
a purely semantic perspective. That is, the denotation of this object "is fixed in terms of quantity
and not measurable any further, [unlike the indefinite one in (32a), which is] "cumulative in the
sense that it refers to some unspecified quantity of sake" (Endo 2007:46). Labeling NQ as MP
(i.e. measure phrase), Gunji and Hasida thus make the following observation (1998:55):

(33) Intervention of an adverbially measurable NP
An adverbially measurable NP intervening in an NP-MP pair can be associated
with the MP and reduce acceptability.

According to (33), the degraded status of (32a) is due to the fact that the cumulative object
sake-o is measurable and therefore it can be associated with the MP san-nin, blocking the rela-
tion of gakusei-ga and the MP. On the other hand, sono botoru-no sake-o in (32b) is quantized
and hence does not block the intended relation.

By Endo's analysis, the difference between (32a) and (32b) is explained as in (34a-b)
(based on his (43) and (44)).

(34) a.... subject; ... direct object t NQ
[cumulative]/Argumental ~ [cumulative]/Argumental
b. ... subject; ... direct object t NQ

[cumulative]/Argumental ~ [quantized]/Topic

In (32a), the direct object is cumulative, so it receives the [cumulative] label, as in (34a). In
contrast, the direct object in (32b) is quantized and is so labeled in (34b). As for the subject
gakusei-ga, which is a focalized element according to (7a), it isn't quantized in either (32a) or
(32b), so it receives the [cumulative] label in (34a-b). But [cumulative] and [quantized] are not
feature names that we can find in the feature class list in (4), so Endo stipulates that [cumulative]
is of the Argumental class and [quantized] is of the Topic class. In this way, the subject chain
in (34a) and that in (34b) can now be predicted to be illegitimate and legitimate, respectively,
in terms of FRM. More specifically, the Argumental direct object in (34a) disrupts the intended
chain, which is also Argumental, but the Topic-class object in (34b) doesn't do that.

Since the nominals that we are looking at here are all subjects and objects, it is reasonable
to label them as Argumental. However, the indefinite object sake-o in (32a) is described by
Gunji and Hasida as "adverbially measurable" in (33), so I wonder why it is not labeled Quan-
tificational, when the [measure] feature does belong to the Quantificational (and Modifier) class
in (4). In this connection, recall that the subject of (6b) kodomo-ga 'child-NOM,' which is cer-
tainly measurable, is indeed labeled Quantificational in (9). For that matter, notice that the
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quantized, hence Topic-class, object sono botoru-no sake-o in (32b) is still an argument. Then,
what's wrong with labeling this nominal as Argumental?

A much more difficult question arises from chains created by short-distance scrambling,
such as the one in (35a), in which both the subject and object are considered [cumulative]/Ar-
gumental, as indicated in (35b).

(35) a. Sake-o; gakusei-ga ¢ nonda.
'Sake, students drank.'
b. ... direct object; ... subject t

[cumulative]/Argumental ~ [cumulative]/Argumental

The chain that the direct object creates here should be disrupted by the subject in terms of FRM,
but the resulting sentence is entirely grammatical. Thus, the existence of sentences like (35a)
casts doubts on the proposed analysis that crucially relies on FRM.

At this point, one might argue that the chain in (35) is an A-chain, since it is created by
short-distance scrambling and therefore it is different from the A'-chain in (32a-b); indeed, (7a)
dictates that the subject moves to Spec-FocP, an A'-position, when it leaves its NQ behind.
However, we already know from the binding facts revealed in section 2.2 that FNQ-creating
movement is actually A-movement. In fact, if we add to (32b) a locative adverbial with a plural
reflexive anaphor, the subject does successfully bind that anaphor, as in (36).

(36) Gakusei-ga sono botoru-no sake-o san-nin zibuntati-no kyodsitu-de = nonda.
selves-GEN  classroom-in

'"Three students drank that bottle of sake in their classroom(s).'

Thus, the full grammaticality of (35a) does seem to pose a serious problem to the FRM-based
analysis of FNQs.

Endo also argues that FRM can explain the grammaticality of (37B) (= Endo's (45)),
which is due to Takami 1998."

(37) A:Kono sinkan-zassi uremasu ka?
this new-magazine is.selling Q
'Is this new magazine selling well?'
B: Ee, kesa-mo gakusei-san-ga sore-o go-nin katteikimasitayo.
yes this.morning-also student-NOM  it-ACC 5-CL  bought
"Yes, this morning too, five students have already bought it.'

Notice that the FNQ go-nin '5-CL' is associated with the subject gakusei-san-ga 'student-NOM'

* (37B)'s translation is mine; Endo's original translation is "Yes, (already) five students bought it this morning.'
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over the intervening object sore-o 'it-ACC.' This association will be allowed in Gunji and
Hasida's system, precisely because the object is a pronoun, hence a quantized expression, so
(33) doesn't apply. In Endo's system, it will be allowed as a structure that corresponds to (34b).

In contrast, the utterance in (38B) sounds degraded, since the object is cumulative, ac-
cording to Endo. That is to say, the subject-object-FNQ sequence in (38B) corresponds to the
representation in (34a).” Therefore, the association of the FNQ go-nin with the subject gakusei-
san-ga is blocked by FRM.

(38) (= Endo's (46))°
A: Saikin hon-no uriage-wa dodesu ka?
Recently book-GEN sale-TOP how  Q

'How are books selling recently?’
29

B: “Ee, kesa gakusei-san-ga  sinkan-zassi-o go-nin
yes  this.morning student-NOM new-magazine-ACC 5-CL
katteikimasitayo.
bought

'Yes, five students have already bought new magazines this morning.'

However, the degraded status of (38B) seems to be due only to the fact that B responds to A's
wh-question by saying "Yes" and never answers the question straightforwardly. If we fix this
problem, the utterance in (38B) sounds just fine, as in (39B).

(39) A: Saikin hon-no uriage-wa dodesu ka?
'How are books selling lately?'
B: Totemo yoi desu. Kesa-mo gakusei-san-ga sinkan-zassi-o go-nin
very  good be this.moring-too
katteikimasitayo.
"Very good. This morning too, five students have bought new magazines
already.'

Therefore, just like (35a), (39B) too seems to constitute direct counter-evidence to the FRM
analysis.’

> And he writes that "all the ill-formed cases above involve quantized direct objects, where FRM is not induced"
(2007:48). But doesn't he really mean "well-formed" here?

® Endo actually translates (38B) as 'Yes, (already) five students bought the new magazine this morning,' but
what he intends here is a cumulative, not quantized, object, so 'the magazine' should really be 'new magazines.'

" Endo writes that "the degraded status of [(38B)] does not come from pragmatic factors, since the sentence
sounds fine when the floating NQ precedes the direct object" (2007:48) and gives the following sentence (= his
(47)) to show his point.

(i)A: Kono sinkan-zassi  uremasu ka?
this  new-magazine is.selling Q

35



3 Problematic assumptions

Thus, none of the arguments presented in Endo 2007 seems to make an airtight case for the
FRM-based analysis of FNQs, which crucially presupposes the existence of split CP in the
Japanese language. In this last section, I would like to point out problematic assumptions that
are uncritically employed in advancing this analysis of Japanese FNQs. Since these assump-
tions themselves invite very difficult questions, they could be taken as another set of obstacles
for the proposed analysis to overcome before it can be considered a viable option. This not done,
it just seems premature to conclude that FRM is a plausible syntactic constraint in the grammar
of Japanese, let alone that it indicates the existence of split CP in the language.

First, as was mentioned in section 1, an NQ and its associated DP are assumed to form a
constituent, with the NQ as the head of QP and the DP occupying Spec-QP. It is also assumed
that this DP then moves out of Spec-QP to an A'-position within the CP zone. Hence, the deri-
vation of (6b) as in (9), repeated here as (40), is taken for granted.

(40) kodomo-ga; geragerato [ san-nin] warat-ta

[Q] [Q]

But these assumptions are dubious. To begin with, if the head of the QP is NQ, why is it the
DP in Spec-QP, not the entire QP, that gets case-marked? To see this clearly, let's compare the
proposed analysis of the constituent kodomo-ga san-nin in (41a) with a standard analysis of a
similar constituent in English, i.e. whose car in (42a) (Radford 2009:169-170).

(41) a. QP
/\
DP Q
kodomo-ga san-nin

b. Kodomo-ga san-nin warat-ta.
"Three children laughed.’
c. John-ga  kodomo-o san-nin home-ta.
-NOM children-ACC 3-CL  praise-PAST
'John praised three children.’

'Is this new magazine selling well?'
B: Ee, kesa-mo sore-dake-o gakusei-san-ga go-nikatteikimasitayo (sic)
yes this.morning-also it-only-ACC 5-CL student-NOM bought
'Yes, (already) five students bought it this morning.'
But (iB) clearly is not the sentence he describes (and the glosses do not match the words in the sentence at all).
Even if the intended sentence were correctly given, it wouldn't make any difference in the presence of (39B),
which may sound even better with the addition of the adverb kozotte 'all, together,' as in (ii).

(il) Kesa-mo gakusei-san-ga kozotte sinkan-zassi-o go-nin katteikimasitayo.
'This morning too, five students have bought new magazines together.'
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(42) a. DP

PRN D'
whose

D N
o

b. Whose car looks nice to you?
c. Whose car have you borrowed?

Notice that kodomo in Spec-QP changes its case depending on where in a sentence the QP
appears; if it appears in subject position, it receives the nominative case, as in (41b), and if in
object position, it does the accusative case, as in (41c). This contrasts sharply with the behavior
of whose in Spec-DP in (42a). As is clear from (42b-c), the genitive case of whose never
changes whether the whole DP appears in subject or object position. These facts thus suggest
that kodomo in (40) is actually the head of the whole nominal phrase, not its specifier. Therefore,
the analysis in (41a) requires independent evidence, which is totally missing in Endo 2007.
Also, why doesn't the movement of the DP out of Spec-QP in (41a) violate the Left
Branch Condition (Ross 1967)? Furthermore, why does the omission of the head sound totally
fine, as in (43a), but not the omission of the specifier, as in (43b)?; see Fukasawa 2017 for a

similar point.

(43) a. Kodomo-ga  warat-ta. b. *San-nin  warat-ta.
Children-NOM laugh-PAST 3-CL laugh-PAST
'Children laughed. "Three laughed.'

These questions demand plausible answers before any argument can be developed from the
assumed structure in (41a).

Then, there is another unrealistic assumption about the subject of the sentence in (11),
which is said to be highlighted or emphasized in Spec-ModP, since it is stipulated to move there
when not accompanying its associated NQ. (11) is repeated below as (44).

(44) Hora gakusei-ga  kyositu-de  san-nin sawaide iru.
look student-NOM classroom-at 3-CLgyp clamor ASP
'"Look! Three students are clamoring in the classroom.'

As Endo himself notes, however, the whole sentence is presented as new information here.

Hence, it seems inaccurate to state that only the subject is being highlighted or emphasized,
since it isn't. In fact, the interpretation associated with the subject in this kind of sentence has
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long been known as "neutral description," which is often contrasted with the "exhaustive list-
ing" reading of the subject of a sentence like (45). (The concepts of "neutral description" and
"exhaustive listing" are due to Kuno 1973.)

(45) Kare-ga sensei desu.
he-NOM teacher be
'He is a teacher.'

Unlike gakusei-ga in (44), kare-ga in (45) is indeed emphasized, receiving the interpretation of
'nobody but he,' which is why it is called an exhaustive-listing reading. Therefore, in the absence
of concrete evidence, it doesn't seem fair to suggest that gakusei-ga in (44) moves to Spec-
ModP for highlighting effects, just like rapidamente in (2b).

Thus, these problematic assumptions too seem to add to the difficulty of maintaining the
FRM-based analysis of FNQs in Japanese.
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A Comparison of Elementary School English Textbooks
Used in Japan, South Korea and China (Shanghai)

Yurika Ito

Waseda University

1. Introduction

Although Hi, friends! 1, an English textbook published by the Ministry of Education, Culture, Sports,
Science and Technology (MEXT), to Japanese elementary schools was distributed four years ago, there has
not been much research focused solely on this textbook. The fact that Hi, friends! 1 is used in approximately
95% of elementary schools in Japan shows how the future of English language lessons in Japanese
elementary schools relies heavily on this textbook (MEXT, 2014). Hence, to improve the current English
language education in Japanese elementary schools, there is certainly a need to investigate and evaluate Hi,
friends! 1. This paper will examine this textbook and compare it to English textbooks that are used in the
first year of English language lessons in elementary schools in South Korea and China (Shanghai).
Specifically, two features will be looked into detail. The first feature will be how the three textbooks try to
promote awareness of foreign culture as well as their own culture. The second feature will be how they deal
with improving the students’ English speaking skills. My overall aim for this study is to find ways to
improve the English textbook used in Japanese elementary schools from the similarities and differences

between the three English textbooks.

2. The Three Textbooks

In this study, Hi, friends! 1, which is the textbook for fifth grade students will be examined. Fifth
grade students have English language lesson once a week (a total of thirty-five hours) (MEXT, 2015). For
the English textbook used for third grade students in South Korea, Elementary School English 3 published by
Chunjae Education Inc. will be examined. Third grade students have English language lesson two times a
week (a total of forty-five hours)(MEXT, 2015). For the English textbook used in China, English First
Grade 1&2, which is published by Shanghai Education Press and Oxford University Press will be examined.
In Shanghai, English language lessons are conducted at least four times a week (MEXT, 2015). Elementary
School English 3 and English First Grade 1&2 are both included in the government-approved list of English

textbooks and are used in some elementary schools in South Korea and Shanghai, respectively.

3. Methodology

This paper will be comparing how Japan’s Hi, friends! 1, China’s English First Grade 1&2 and
South Korea’s Elementary School English 3 deal with the two features that are mentioned in the overall
objectives of all three countries’ national guidelines that is, the study of foreign cultures together with the
promotion of the country’s own culture, and the development of speaking skills in English. With regard to
the first feature, in the Course of Study for English language lessons in Japanese elementary schools, the
overall objective is written as “to form the foundation of pupils’ communication abilities through foreign

languages while developing the understanding of languages and cultures through various experiences...”
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(MEXT, 2008, p.1). In the latest Basic Act of Education, which was enacted in December 2006, one of the
main aims is to “foster an attitude of respecting our traditions and culture, love the country and region that
nurtured them, respect other countries and contributing to world peace and the development of the
international community” (MEXT, 2011, p.2). In the Chinese guidelines, the objective of English education
is described as “instilling in students as respect for meritorious cultural traditions of other nations and an
understanding of, as well as love for, the Chinese culture” (Hu, 2002, p.26). In South Korea’s national
curriculum for English education, the objective about culture is mentioned in the fourth part and is described
as “understand foreign customs and cultures through English education” (Ministry of Education, Science and
Technology, Korea, 2008, p.43-44). Also, one of the general objectives listed in the national curriculum for
South Korea’s elementary school education is to, “inherit and appreciate Korean cultural heritage and
traditions” (Ministry of Education, Science and Technology, Korea, 2008, p.6).

To see how each textbook deals with their own culture as well as foreign culture, the names and
ethnicity of the main characters in each textbook will be examined. Since there are different sections in each
chapter of the English textbooks, I will also look for different sections in the textbooks that try to promote
the awareness of foreign cultures and their own cultures.

The second feature will be how each textbook deals with developing students’ English speaking
skills. In the objectives for the English language education in the three countries, there are references to the
improvement of students’ English speaking skills. For instance, the objective for English language
education in Japanese elementary schools is “to form the foundation of pupils’ communication
abilities...fostering a positive attitude toward communication...”(MEXT, 2008, p.1). One of the objectives
for Chinese English education is “to provide students with a basic knowledge of English and developing
basic communicative competence through training in listening, speaking, reading and writing” (Hu, 2002,
p-24). In South Korea’s elementary school national curriculum, one objective is listed as “to build a
foundation for basic communication in English in everyday life” (Ministry of Education, Science and
Technology, Korea, 2008, p.43-44). Although Japan and South Korea do not specifically write that the
objective for their English language lessons is to improve the students’ speaking skills, it can be interpreted
that they both value speaking since it is a vital aspect of English communication.

Specifically, the sections of the textbooks that require students to speak English during class will
be examined. Recently, it has been common to include such activities as pair work and group work during
English language lessons. Hence, sections that promote active participation during class will also be

examined.

4. Description of Data and Analysis
4.1. General Information about Each Textbook
i) Japan’s Hi, friends! 1

Hi, friends! 1 has a total of fifty-six pages and it consists of nine lessons. The main language of
instruction in the textbook is Japanese. In every lesson there are five main sections, which are the “Let’s
Listen” section, the “Let’s Play” section, the “Let’s Sing” section, the “Let’s Chant” section and the

“Activity” section.
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ii) South Korea’s Elementary School English 3

In Elementary School English 3, there are one hundred and fifty-three pages for the textbook part
and sixty pages for the bonus part. In the bonus part, there are some worksheets which students can use to
practice new words from each lesson. The instructions in the textbook are mainly written in Korean. The
textbook part consists of fourteen lessons. In each lesson, there are sections such as the “Look & Listen”
section, the “Chant & Dance” section, the “Listen & Play” section, the “Listen & Speak” section, the “Speak
& Act” section, the “Sing & Dance” section, the “Speak & Play” section, the “Read & Write” section, the

“Role-Play” section, the “Into the World” section and the “Join & Play” section.

iii) China’s English First Grade 1&2

English First Grade has two parts. The first textbook is for the first semester of their first grade
curriculum and the second textbook is for the second semester of their first grade curriculum. The first
textbook has fifty-three pages and it consists of four modules. The second textbook also has fifty-three
pages and it consists of four modules. Each module consists of three units. In each unit, there are different
sections. The seven main sections are the “Look and learn” section, the “Say and act” section, the “Ask and
answer” section, the “Play a game” section, the “Look and say” section, the “Do a survey” section and the

“Listen and enjoy” section. The instructions in the textbook are written mainly in English.

4.2 Feature 1: How each textbook deals with culture
i) Japan’s Hi, friends! 1

According to the teaching manual for this textbook, the main aim for “Let’s Listen” and “Let’s
Play” is for the fifth graders to learn about culture as well as getting used to common English phrases
(MEXT, 2012). Most of passages that the students listen in the “Let’s Listen” sections are mainly about
foreign culture but a few of them are about Japanese culture. After listening to the passage, students are
expected to answer questions regarding what they have heard. In many “Let’s Play” sections, students are
instructed to play a game alone or with their classmates. In some “Let’s Play” sections, there is some sort of
reference to foreign culture or Japanese culture. Some “Activity” sections, which make students to
communicate with other classmates, also deal with foreign culture and Japanese culture. Out of the nine

lessons, five lessons involve sections that discuss foreign culture and Japanese culture in some way.

ii) South Korea’s Elementary School English 3

The main sections, which deal with culture, are the “Role-Play” sections and the “Into the World”
sections. The “Role-play” sections appear in all fourteen lessons and the “Into the World” sections are
included in every lesson other than the last one. Hence, in every lesson, there are one or two sections that
handle culture. The “Role-Play” section of each lesson deals with either a Western story or a Korean story
and students would need to act out that story in English. The “Into the World” sections are written in Korean

and they consist of a short comic strip, which deals with Korean culture and foreign culture.
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iii) China’s English First Grade 1 & 2

Unlike Hi, friends!l, and Elementary School English 3, in English First Grade 1&2, there is no

specific section that deals with foreign culture as well as Chinese culture.
4.3 Feature 1: Similarities and Differences

This section will discuss the similarities and differences of how Japan’s Hi, friends!l, South
Korea’s Elementary School English 3 and China’s English First Grade 1&2 handle foreign culture as well
as their own country’s culture. Specifically focusing on the names and ethnicities of the main characters,
the different stories and the foreign countries that appear in the three textbooks, the similarities and
differences between the three English textbooks will be described. At the end of this section, the best

English textbook that handles foreign culture as well as their own country’s culture will be stated.
i) Names of the Characters

As shown in Table 1 of Appendix, Elementary School English 3 has the most foreign characters.
On the other hand, English First Grade 1&2 has the most characters with foreign names. Hi, Friends 1 and
English First Grade 1&2 have the same number of characters from their own country and they include
more characters from their own country than Elementary School English 3. Elementary School English 3
and Hi, Friends 1 both have a mixture of both foreign characters as well as characters from their own

countries.
ii) Learning Culture Through Stories

From Table 2 of Appendix, it can be easily seen that Elementary School English 3 includes many
stories, which are well known to the students. It includes two Korean folktales, which allow students to get
a chance to read the Korean stories in English. It also includes eleven stories written by Western authors,
many of which have been turned into Disney films. There is also a story that is adapted to a Korean version
but it is originally based on a Western story. Hi, friends! I does not include any Western stories or Japanese
stories and English First Grade 1&2 only includes one western story. South Korea seems to be trying to
promote their own culture as well as foreign culture by exposing the students to Korean and Western stories

in the “Role-play ” section of each lesson.
iii) Foreign Countries mentioned in the Textbooks

Table 3 of Appendix shows the foreign countries that are mentioned in each textbook, together
with the number of times each country is mentioned. For instance, in Hi, Friends I, the United States of
America is mentioned three separate times. In Elementary School English 3, fourteen countries are
mentioned. Hi, Friends 1 includes eleven countries. English First Grade 1&2 does not mention any
countries. From this table, it is possible to see how Hi, Friends 1 and Elementary School English 3 are both

trying to provide information about many different foreign countries.
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iv) Educational Objectives and Textbooks

One of the educational objectives for English language education in the three countries is for the
students to develop awareness of foreign cultures as well as their own culture. Hi, friends I has numerous
sections that introduce foreign culture with foreign characters and by making the students learn briefly
about foreign culture in the listening sections. However, Hi, friends! 1 seems to lack information about
Japanese culture. Therefore, it seems that Hi, friends! 1 does not entirely follow the educational objective
since it mainly only focuses on foreign culture. Elementary School English 3 tries to introduce foreign
culture as well as South Korean culture with the use of stories written by both foreign authors and Korean
authors. It also makes the students learn about foreign culture and their own culture through the use of a
short comic strip in every lesson, which is written in Korean. On the other hand, English First Grade 1&2,
this textbook does not include much information about foreign cultures or Chinese culture. This textbook
only includes one story and a few words to describe their own food. It is possible to say that English First
Grade 1&2 has not followed their national guideline to aim to promote foreign culture and their own
culture to their students. Overall, it seems that since Elementary School English 3 includes an adequate
number of foreign characters and Korean characters, deals with the most Western and Korean stories and
includes the most foreign countries, it is the best textbook for students to use in order to achieve this

educational objective about culture.
4.4 Feature 2: How each textbook tries to improve the students’ English speaking skills

i) Japan’s Hi, friends! 1

The main sections that try to improve the students’ speaking skills are the “Let’s Sing”, “Let’s
Chant”, “Activity” and “Let’s Play” sections. According to the teaching manual, the “Activity” section
mainly aims to make students communicate with their classmates using the phrases that they have learnt in
each lesson (MEXT, 2012, p.1). In the “Let’s Sing” section, students are expected to sing songs using the
each lesson’s key phrases and words. In the “Let’s Chant” section, students are instructed to chant rhythmic

phrases that include each lesson’s key phrases and words.

ii) South Korea’s Elementary School English 3

In each lesson in Elementary School English 3, there are six sections that aim to improve students’
speaking skills. The main sections are the “Listen & Repeat” section, the “Chant & Dance” section, the
“Listen & Speak” section, the “Speak & Act” section, the “Sing & Dance” section, the “Speak & Play”
section and the “Join & Play”. In the “Listen & Repeat ” sections, students hear a passage relating to the two
drawings in the textbook. They then repeat the passage they hear. In the “Chant & Dance” section, students
chant the rhythmic phrases that include the key phrases of each lesson. In the “Listen & Speak™ sections,
students listen to a passage that is about the four drawings in the textbook. After listening to the passage, the
teacher makes the students answer a question relating to the passage that they hear. In the “Speak & Act”

section, students work in pair to practice the key phrases of each lesson together. Similar to the “Chant &

49



Dance” section, in the “Sing & Dance” section, students sing a song using the key phrases. In the “Speak &
Play” section and the “Join & Play” section, students play a game which requires them to interact with each

other using the key phrases.

iii) China’s English First Grade

There are six main sections that aim to improve students’ speaking skills in English First Grade.
The number of sections included in each unit varies. The six main sections are the “Look and say” section,
the “Play a game” section, the “Say and act” section, the “Ask and answer” section, the “Do a survey”
section and the “Listen and enjoy” section. In the “Look and say” section, students will practice saying the
key phrase of each module. The students listen to a conversation using the key phrase and they repeat what
the people are saying. In the “Play a game” section, students play a game that makes the students to interact
with their classmates. They play some sort of game that makes the students use the key phrase. In the “Say
and act” section, students practice saying the key phrases using the tape. Students will first hear an example
conversation and then they need to apply the same rule to the following conversation. In other words, unlike
the “Look and Say” section, where students are expected to repeat exactly what is written in the textbook,
students need to think what to say themselves. In the “Ask and answer” section, students work in pairs to
practice using the key phrases. They ask each other questions and answer them using the key phrases. In the
“Do a survey” section, students interview their classmates to conduct a small survey. In the “Listen and

enjoy” section, students sing a song that is related to the topic of the lesson.

4.5 Feature 2: Similarities and Differences

Japan, South Korea and China all have a common objective for their English language lessons to
improve their students’ English speaking skills. From looking at the sections that make the students to
speak in English in the three textbooks, it is possible to say that all three textbooks are trying to follow their
national guidelines to improve the students’ English speaking skills. That is, they are all making some sort
of effort to improve their students’ English speaking skills. Japan’s Hi, friends I, has four sections in each
lesson that make students actually speak in English. Hi, friends 1 seems to be trying to improve the students’
English speaking abilities by making them sing English songs, chant English rhythmic phrases, answer

questions about the passages that they hear, play games in pair and groups and interview their classmates.

South Korea’s Elementary School English 3 also has similar sections that aim to help improve the
students’ English speaking skills. Elementary School English 3 has seven main sections in each lesson that
make the students practice speaking in English. Like Hi, friends 1, Elementary School English 3 tries to
improve the students’ English speaking skills by making the students sing English songs and chant English
rhythmic phrases. Students also play games in groups that make them practice the phrases and words they
have learnt in each lesson. Moreover, students listen to a passage and answer questions about the passage.
As can be seen from Table 4 of Appendix, compared to Hi, friends! 1, in Elementary School English 3,

there are far more sections that initiate pair work. Elementary School English 3 has the “Speak & Act”
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section where students do pair work to practice using the phrases and words they learnt in each lesson. This
textbook also has the “Listen & Repeat” section where students need to repeat exactly what they hear.
Unlike Hi, friends! 1, Elementary School English 3 does not include activities that make the students to
interview their classmates. English First Grade 1&2 has similar sections that try to improve the students’
English speaking skills. Like Hi, friends! 1, there are sections that make the students to sing English songs,
play games and do interviews. Like Elementary School English 3, English First Grade 1&2 includes many
activities that make the students to work in pairs to practice the phrases and words that they have learnt in
each lesson. English First Grade 1&2 also makes the students to repeat the passages that they hear in the
“Look and say” sections and the “Say and act” sections. From Table 4 of Appendix, it is possible to see
how compared to Hi, friends! 1 and Elementary School English 3, English First Grade 1&2 has the least

amount of activities that make the students to work in groups.

All three English textbooks include a variety of tasks in each lesson to improve the students’
English speaking skills. Individual work such as repeating and singing English songs, pair work such as
practicing phrases that they have learnt in each lesson in pairs and group work such as interviewing
classmates are important for successfully improving the students’ English speaking ability. Table 4 of
Appendix shows how Hi, friends! 1 does not have enough sections that initiate pair work and how English
First Grade 1&2 includes an adequate number of individual work and pair work but not enough group
work. Since every lesson of Elementary School English 3 includes individual work, pair work and group
work that try to develop the students’ speaking skills, it seems that Elementary School English 3 is the best
textbook out of three English textbooks, in terms of achieving the educational objective, that is the
development of speaking skills in English. To improve the Hi, friends! 1, there should be more sections that
initiate pair works where students can practice using the phrases and words they have learnt in each lesson.
English First Grade 1&2 can also be improved by including more sections that initiate group work such as

playing English games in groups.

5. Suggestions

The underlying reason for comparing the three English textbooks was to think of ways to improve
Hi, friends! 1. From comparing the three textbooks and looking how they deal with the two features,
several issues of Hi, friends! 1 were revealed. The simplistic and naive portrayal of some foreign culture,
the lack of sections dealing with Japanese traditional culture, the lack of sections including pair work and
role play and the main language of instruction seem to be the weaknesses of Hi, friends! 1. In this section,
based on the similarities and differences between the three English textbooks, suggestions will be made to

improve Hi, friends! 1.

Hi, friends! 1 seems to be making some sort of effort to promote awareness of foreign culture
since it includes three main characters from foreign countries and information about eleven different
countries. However, one of the issues is the way it describes some of the foreign countries. The descriptions
of some foreign countries may be too simplistic and naive. This simplistic and naive description of the

foreign country may lead the students to create stereotypes and misconceptions about those countries. For
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instance, in Lesson 1, there is a picture of a savannah desert with two giraffes next to a Kenyan boy saying
“gambo”, which is the Kenyan way to greet. This picture of a savannah desert can lead the students to have
a stereotypical view that Kenya is an undeveloped African country with deserts and wild animals such as
giraffes and lions. Kenya does indeed have deserts but there are also cities such as Nairobi with many tall
buildings similar to any other megacities such as Tokyo. This example is just one of the many simplistic
portrayal of foreign countries in Hi, friends! 1. As Sherlock (2015) argues, the learner's conscious and
subconscious view of the culture can be affected by the simple biases expressed in stereotypical depictions
in textbooks. It seems that the simplistic and stereotypical portrayal of the foreign countries and cultures in
Hi, friends! I can have a negative impact on the Japanese students’ views of other foreign countries and

cultures.

Although it may be difficult to be fully sure if the way that the foreign countries and cultures are
presented non-stereotypically in the textbooks, it seems that the way that Hi, friends! I presents them can
be improved. Perhaps including foreign stories in the textbooks like South Korea's Elementary School
English 3 may be a way to introduce information about foreign countries and cultures. Elementary School
English 3 includes many stories, particularly folktales in the “Role-play” section of each lesson. Taylor
(2000) claims that the various special characteristics of folktales make them useful for language teaching.
He explains that the frequent repetition of folktales allows the students to easily acquire new vocabulary
and grammar. He also writes, “folktales provide a natural context for discussing cultural similarities and
cultural differences, which is essential for understanding the thoughts and people that lie behind any
language.” (p.16). For instance, the story of Snow White appears in Elementary School English 3. The
famous scene where Snow White eats an apple without cutting it, may make the Japanese students to realise
that it is common to eat an apple without peeling it in some countries, which can be surprising for some of
the students. Cinderella and Alice’s Adventure in Wonderland, which are also included in Elementary
School English 3, can help show the typical food of some European countries. That is, they may learn how
the characters from the folktales are eating bread for breakfast, lunch and dinner. Since rice is an essential
part of Japanese meals, Japanese students may learn that bread is an important part of the meals for Western
people. Due to the usefulness of folktales for students learning about culture, Hi, friends! 1 should include
folktales from different countries. Unlike Elementary School English 3, which mainly included Western
folktales, Hi, friend! I should include folktales not only from Western countries but also from various

countries around the world so that they can learn about various different countries.

Another issue of Hi, friends! 1 is that it lacks information about Japanese culture. Besides having
Japanese main characters and sections that are about Japanese elementary school life, the textbook does not
deal with Japanese traditional culture. Folktales can also help with this issue. Including Japanese folktales
such as Peach Boy (“Momotaro”) and One-Inch Boy (“Issun-Boshi”) in Hi, friends! 1 will let the students
to read the well-known folktales in English, which may make them become more aware of and respectful
towards their own culture. It can also allow the students to learn words that describe Japanese culture.
Although China’s English First Grade 1&2 did not include much about their own culture, there was a

LR T3

section where students learn such words as “rice”, “egg” and “noodles”, which are important words to

52



describe their own Chinese food. Perhaps, by reading about Japanese folktales in their English textbook,
students can pick up words that are vital to describe their own culture. The students will be able to explain

about their Japanese culture in English.

Moreover, Hi, friends! I can learn from the “Into the World” sections in Elementary School
English 3 that deal with foreign culture as well as their own culture through the use of comic strips. The
characters in the comic strip usually discuss the difference between foreign culture and their own Korean
culture. Although the comic strips are written in Korean and not in English, it still is an effective way of
making the students learn about different cultures as well as their own. Since the target students for this
English textbook are beginners, who have just started learning English, using their first language to explain
foreign culture and their own culture is understandable. Using the student’s first language to promote
awareness of foreign culture and their own culture can help prevent the students from creating
misconceptions of foreign culture since the explanations would not be constrained to easy English
vocabulary. That is, if the explanations are written only in English, the content must necessarily be simple,
which may lead the students to create stereotypes of the foreign countries. Thus, Hi, friends! 1 should have
a similar section to the “Into the World” section, where the students can learn about foreign culture as well

as their own in Japanese.

From looking at how Hi, friends! 1 tries to improve the speaking skills of the students in
comparison to Elementary School English 3 and English First Grade 1&2, Hi friends! 1 has an adequate
amount of sections that aim to improve the speaking skill of the students. However, it seems that there are
not enough sections that make students to work in pairs in each lesson. Elementary School English 3 seems
to place an importance on pair work since in each lesson, students are instructed to do pair work in the
“Speak and Act” sections, where students practice using the phrases they learnt in each lesson. English
First Grade 1&2 also includes pair work in the “Ask and answer” sections and the “Play a game” sections.
There are strong pedagogical and theoretical arguments for the use of small group and pair work (Storch,
2007). From the research conducted by Storch (2007), it was found that pair work in language learning is
beneficial since students learning a language will be provided with opportunities to use the target language
for a range of functions. She explains how pair work should be encouraged in language classrooms since
the learners will be provided with an opportunity to engage in language learning processes that are said to
facilitate second language learning. Considering these benefits of pair work, Hi, friends! I could be
improved by placing more importance on pair work and by including more sections that initiate students to
work in pairs. Like the “Speak and Act” section in Elementary School English 3, it should have a section

that makes the students practice the phrases and grammar that they learn in each lesson with their partner.

In addition, there should be a role-play section in Hi, friends! 1. At the moment, out of the three
English textbooks, Elementary School English 3 is the only textbook that has a role-play section. In
Elementary School English 3, students are instructed to act out Western stories and Korean stories in each
lesson. Schellin (2006) argues that despite the usefulness of role-play, simulation and drama for EFL/ESL
learning, they are underused in language classrooms. Moreover, Haruyama (2010) shows the numerous

advantages of drama activities. She claims that students can practice speaking and improve their
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pronunciation through the use of drama activities. They can also naturally learn the gestures and facial
expressions that go along with the language. Further, she explains how they can acquire a positive and
living language attitude and naturally master the ways of thinking in another language, along with learning
the culture (p.22). It is possible to see how role-playing in language learning can bring various positive
effects, especially to the learners’ speaking skills and cultural awareness. Thus, there should be a role-play
section in each lesson of Hi, friends! 1. From taking the idea from Elementary School English, the role-play
sections should include foreign and Japanese folktales, which will help the students to achieve the two

educational objectives of English language lessons in Japan.

In Hi, friends! 1, there is a reliance on visual aids and Japanese instructions rather than English
words. Although the current Japanese guidelines for English language lessons is not focused on English
writing and reading, it may be beneficial for the students as well as the teachers to include instructions
written in English in the textbook, like in English First Grade 1&2. Although the students may not be able
to read everything that is written in English, having more English writing in the textbook, may allow the
students to become more familiar with English writing. As the students get older, they will eventually use
English textbooks that are mainly written in English. Thus, including both English as well as Japanese
instructions in Hi, friends! 1 will allow the students to get used to English writing. If the instructions are
written in English, it will also help the teachers who are not confident about teaching English. If the
instructions in the textbook are written in English, the teachers can simply read the instructions that are

written in English, which will allow them to smoothly conduct their English language lessons.

6. Conclusion
This paper compared and analysed three English elementary school textbooks used in Japan,
South Korea and China. From the comparison of how the three English textbooks tries to promote
awareness of foreign culture as well as their own culture and improve the students’ English speaking skills,
several issues of Hi, friends! 1 were highlighted. Overall, it seems that South Korea’s Elementary School
English 3 was the best English textbook that dealt with the two features. Learning from Elementary School
English 3, Hi, friends! 1 should introduce a “role-play” section, where students can act out scenes from
foreign and Japanese folktales. The collaboration of role-playing and different kinds of folktales may help
the students to effectively achieve the two Japanese English educational objectives that focus on the
students learning foreign culture and their own culture, and improving the students’ English speaking skills.
Although China’s English First Grade 1&2 had many weaknesses, there were useful insights such as the
main instruction of language was written in English. By taking these suggestions into consideration, Hi,
friends! 1 will become an English textbook that will enable students to successfully achieve the objectives.
At the moment, some English teachers who teach in Japanese elementary schools are the homeroom
teachers who teach other core subjects. In other words, the reality of some English language lessons is that
they are conducted by English teachers who lack the capability of teaching English. Whilst ideally English
teachers in elementary schools should not rely merely on Hi, friends! I, due to factors such as large
classroom sizes and an insufficient number of competent English teachers, many English language lessons

seem to heavily rely on it. Despite the heavy reliance on Hi, friends! 1, there has not been much research on
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this textbook. Therefore, there is an urgency to improve and develop the current English textbook so that all
English teachers can smoothly conduct English language lessons that place an importance on the students’
active participation. Since my study has only focused on the textbook itself, there is a need for more
research on other aspects of Hi, friends! 1. That is, to fully understand the situation of Hi, friends! 1, there
needs to be an investigation on such areas as how Hi, friends! I is used in an actual English language lesson,
the English teachers’ and students’ views on Hi, friends! I and the overall benefits and the outcomes of the
students who used Hi, friends! 1. Hopefully my findings and suggestions will contribute towards improving

the current textbook in some way.
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Appendix

Table 1. Names and Ethnicity of the Characters in the Textbooks

Hi, Friends 1 Elementary School | English First Grade 1&2
English 3
Names of 1. Suzuki Sakura 1. Asha 1. Danny
Characters 2. Yamada Taku 2. Jake 2. Eddie
3. Kimura Tomoe 3. Sophia 3. Ben
4. Watanabe Ai 4. Minho 4. Kitty
5. Ueda Hikaru 5. Kelly 5. Alice
6. Tanaka Yumi 6. Sumi 6. Tom
7. Yamoto Ken 7. Miss Fang
8. Maria Costa
9. Aleksi Korhonen
10. Kim Seo-Yun
Ethnicity of | Japanese: 7 South Korean: 2 Chinese: 7
the Brazilian: 1 Indian: 1
Characters Finnish: 1 Unknown: 3 (two
South Korean: 1 children with ginger
hair and a child with
blonde hair)

Table 2: Stories that Appear in the Textbooks

Hi, Friends 1

Elementary School English 3

English First Grade 1&2

none

Korean folktales:

1. Heaungbu and Nolbu

2. Shim Chung Jeon

Western Stories:

1. Peter Pan

. Three Little Pigs

. Snow White

. The Jungle Book

. The Tortoise and the Hare

. The Ant and the Grasshopper
. Alice’s Adventure in Wonderland

. Beauty and the Beast

O o0 3 O U B~ W

. The Adventure of Pinocchio
10. Gulliver Travels
11. Cinderella

Western Stories:

Adaptation:

1. A Boy and a Wolf (Adaptation of A Boy

who Cried Wolf)
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Adaptation:

1. The Seoul Mouse and the Country
Mouse (Adaptation of The Country Mouse
and the City Mouse)

Table 3: Foreign Countries mentioned in the Textbooks

Hi, Friends 1

Elementary School English 3

English First Grade 1&2

1. Finland: 2

2. France: 2
3.Kenya: 1

4 India: 2
5.Russia: 1
6.China: 3
7.South Korea: 4

8.United States of America: 3

9 Brazil: 1
10. Australia: 2
11.Spain: 1

1. India: 3

2. Israel: 1
3.Egypt: 1

4 United States of America: 4
5.Japan: 1

6. Italy: 1

7. Turkey: 1

8. France: 1

9. Vietnam: 1
10. Thailand: 2
11. Peru: 1

12. Australia: 1
13. Algeria: 1
14. China: 1

None

Table 4: Number of pair work and group work sections included in the textbooks

Hi, friends! 1 Elementary School English 3 | English  First Grade
1&2
Number of pair work | 3 13 17
Number of 7 40 6
group work
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H ARGEFA RG] OFERE /AT DUV T

FLR R
TRIEEE T
1. FC®IZ
HAGEIZRB W T, 44 (Noun Phrase, NP) & Z D% 1Z#e < Z85/5 (Numeral Classifier, NC)

T LR uEie e, Bl E, (DR O@IZF-E R RS 52, @It HEsh s,
(1) HENZAAREZE ST,
(2) FAEBARE =ME T,
B) *FAENAKE ZNEH ST,

L 7L, Kawashima and Kitahara 1993 (UL F K&K) 12 Liuid, Q)OHEERTFEINLLGHE1H
%, K&K 13(4) EK&K (16) % EC & HE L, = OMRfE DEBIGMERT 5 4 5l /) 2 FERTHR O 5
A, TR BN TZD] E LTS, !

@) A ETicA b aRIZrOF—7 v a r THRART v RO E = AL LT &]
RAVN -

AR, WO XS ICEFEOLFM E ZORRIFZ SWT 5 X 0 REEAOBEHIZONT, K&K IZ
HONDHEEEAEMR L. SGTOMNENEZ T T HOTH D, ARITLLDOIZ K&K Ofail e 72> T
%5 MOBMNEREMET 5, ROTRK&K OERXZEH L, TOEmICH T 2B OB
R EORESE ZNENIER L5 2T, 6 ECHmaR 5,

E7. K&K g e L TEH L TWDEEG 5 A4, 4an) & BRGNS & 54, Scrambling,
VPISH (VP-Internal Subject Hypothesis), ~ v £'> 7 &, ECP (Empty Category Principle)
DNEZHEEL L T <

2.1 AAGEICRT 24055 & AR O &

AAGEIZR W T, T AD BAN] TG DA A 2 ERT 5 BMERE Th 5, 2L FRRIC
Kamio 1983 1%, (5)D & 5 Ze 45l & FHRIF DA & DHEIZHOWT, ()DL 9 IZWHNIRFEIZTE D
T OBMAERNETZ Lim LT D,

L K&K OERETIE, WL T5FETIZ) W IFBMIZLE - T ftu!i/\z‘» (ZN) 1 DIEMIROMREZZ TR -> TR |
FERELTHBEE Ty dhofz) 2 TEARAN] & F ZAN) ORNCEIDIATeZ EMTE TS, ZOHMmIZHOVTIE
3ETFHELLATVL,
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(B) AKRADB=A 6) [EARAN=A]D & [T AU I ANREA]
b TL ) TR bOIE, BMERELZER T 240N E S LTHD L AM S TS,

Kitahara 1992 [ Z OS5 HTIZESW T, A +ERIEOEE Z (O X 5 IZBE L T 5,
(7) DP
Sp;:——---xD'
Spﬁ'
NMC

nihonjin-ga san-nin

Z T4 FR RGN G D S 5T 1 D454 (Determiner Phrase, DP) Z kL T\ %,
Thbb THRAN=ZAN] & TZAOBAN] OEEIZIESFELTHY ., BERMIC N ARS
WO DN, ABHII72 B ARGESHED T CTh 5,

2.2 Scrambling
A ARGEDEAGENRIL SOV, HFEOEAFEIAILSVO LEbN TS, 205 b, AARGEITFEIREZ
ANBEZTHRICE®REZRT Z LN TEDON, RBEIIATRETH DL, UTOfZmE Sz,
(8) a. KESMBIETZBITT=, (9) a. Taro helped Hanako.

b. AET% KESSBT 7=, b. Hanako helped Taro.
®LOTIEENTNTFHEL BIFEEZANEZ TS A, (8a) L (8b)DEMAFE U THh D — 7T, (92)
EOb)DEWRITER LD, AABIIBVWTLOEREEZRWEEZ DL D LB ANEZ BT
AHBREIEL, T3 R T LW o e RBIFENEE L, 55 - HREOXBIAHE TH LT TH D,
EBFANFERE T, X TOMEIZ L > TERICHEN 52 b D HEFETIE, FBEEx ANE 252 LT

FEEHMBEZOLONANEDboTLE D,
(8)T ME+% ) BXBICE K K9 REWEIX, MEZITWMD LW oFRIZR BN D 5 b D TR
VW, ZOXDITEEIEE AN Z D UAMI B2 WEIED Z & & Scrambling & FE5,

2.3 VPISH
VPISH (VP-Internal Subject Hypothesis) (%, Tree diagram (23T EE L E T B AINICH
. ZINOREZITRATDIZ EOMEBE~BEHT LV HGmTH L, ZNDORIE R DDN,
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Bl 21210 D & 9 723072,

(10) a. All the students will come to the party.

b. The students will all come to the party.

TR all MERTT 2 b D%, (10a) & (A0D)W T HIZIB\WT b the students Th 5, (10a)721F TI
72 < (A0b)D X 5 IZHEINLTWT b all 28 the students % Effi TX 5Ll L, the students & all I3#]%
\ZEIEIAINIC all the students & WD R TE & F - THI, £ 05 the students DH 1 EE) LT-
EEZDLONZETHD, el T5LAD0L D125,

(11) IP

will

all the students Y PP

A
come
to the party
All the students I% Spec-VP OfEIZBIAL, 55 & LTI (Inflection) 7 HA&EZ IS 2D
#9 HEE. all the students 2 CNBEIT 57>, the students 7’ all 5% L CREIT 57, BEZ &

MWTED, (10a)EA0D)WF s & LTHMILT 2 Z &3, VPISH ORHLE 72> T2,

2.4 ~ v ¥y G
Diesing 1992 (X, VPISH |23 % 2 DO EFEDONE, T 72 b EFENSRANCEI BN O
il & EREDNBEN LIdH & OBEIANOMEIZON T, (12)DOGREL T TS, 2 DDON#E %X
iR 5 EA)D LI D,
(12) ~ v v 7 Kii (Mapping Hypothesis, Diesing 1992)
a. 47 H)7% Spec-VP 275 Spec-IP ICBEITH 2 LICk - T, INBREZHND
b. BE) L7cH L ITITERS (trace, t) 23555
c. XLaRRT D%, SpecIP IZ& 2% 445 h) 2 fif R4 4L SC O B IRITATHZIZ. Spec-VP (2
& IR 2 IR U SO EWITIERTIR IS 72 5
(13) [ Subj...[vp t...]]
pitE  FEAIR

AAFEICRBW T, ZOfifE/ HERHEOENBH LD OB, MGt & PABIR ORI TH 5, i
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CIXFEIZEFEBITOWTHE D O AT L., T80 R L 1X S A5 HEEITICY T 2 AR,
B 2 1E2(14) D FHEERIZHE. (15) D FREFIZF SZAGRIC A2 > T D, EDOAR AN DRI F T
WY CIXELHMTHD—

ZZOERN L LWV S TEIEIR, EREO—RREEEZ R L T2,
(14) a. [REEOFEID[AV I, (15) a. RT. [EXLWL

b. [HErlixlEAaE]L b. [FELBPLVTWVD],

SETEOHEZL TR TH, B)D X D7 TEHRRN [FELRNMNTND] &V o GG
REKRTIEZRY, T720b, TZERRN [FEHBRRNTND] NI FEY 1 DO THIFERIZ/R ST
VDo —H. BBRADD & 5T TRESDEM AR HEFITHAETE] RELEFSVWHTOIIREARTH
D, DFEVD, TNLOXEED T L 1 OTHIERITIT > T, TREROZFE | TRy THEF)
DEAZZ] ThofFHe LTRSS 72D, KEOFHZE L LT TRER) 28 RO D], & 50
(T 2~ THRAE] PRETH D,

INODBINLI3DHIEY | ELO EFEITATR. TALBER O FFHIIFER MR OERIZR D Z L 1%
W, v B EHICEES W TA4), (1) &5+ 5 & (14)Tid Spec-IP I2H D447 A) 53, (15)T
1% Spec-VP DIEBIS, TNEIMHR SN TNDL L WS Z LIz D,

2.5 ECP (Empty Category Principle)
FERTIE DRI B D 2IEHRZ 2T, Chomsky 1986 (XD X 5 2k ~TW\ 5,
(16) ECP (Empty Category Principle, Chomsky 1986)
a. EINIBEWREH ZELEZ TRO 20620, LI
b. JEBMIEATEICHE E 2T R R B 20
(16a) IZOWT, EUEEE L 138526 argument (26 L TH 2 55, XD LETOEKA
BEDZ L THD, HIZIE ADICEB T, @i break % > T A 1ED BB 2 B kA ENL, [
TEE] KO HEISADLI b0 O28ETH D,
(17) a. Taro broke a window. b. Taro broke his leg.
(172),ATL)DOW T T [HEEN D H DY T= % a window & his leg DE WA ENI Y EEE (Patient,
PAT) &72%, ZO XD ICHMREOEREENIZD LR NA, EFEOBEWREENIEHF O®RICH b
DILLE - TEDL->TL D, b L(172)T Taro WEBWNCEZE| 7= L35 & Taro DT LD B K
BENIEEE (Agent, AGT) L7255, (17Tb)D Taro b [ CENMEF & A5 DITEHE LV, EOEZIT
HtxAmpTaryrbr— Lzl EZB I WELE, A7) D Taro O EKREENIIRR =
(Experiencer, EXP) & X 5XETHAHH, ZNHDOFINRT X DIZ, argument [TEF], &5
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WITEEA) RO S S L IC R o TEMEARIZZITIMD 2 LN TE 5, (16a), NEBNSEWKRES %
BE#EZ TR EWH0ixTbh, (1I8)DEHt DX 9T, tree diagram ETVP OFIZH D =
LEEW®T D,

(18) IP

Taro I'

broke a window

HIZ(A6DNZ DUV T IEBI B E) L CENF A OSMI 72 56  EBNIEATRIC R SR g ide
B2V GEMA) A 7 tree diagram EC1 D EOHIMETITE, PR TELERICHENBR®H D & &,
A BITEEMAICHE SN TWD, 2 LZ0 & &, AL BOBIZHESFMHETF C RV H5AICIFA
EB AR TERY, Bl2IXA9NE 2 b7z L &, where DIEMIRH 2HFTIE t1 & te, 23V D
AREMERH D L HICR R D, L LEBRICHEEFFEICHN TR D L, QT Thke/zn CRERAE
B2 %) MW 200 BRBEISCE LT LIRS ey, 2 OFH23(16b) THil T
Do

(19) Where did you hear t1 whether Taro broke a window t2?

B 6 MR SN DA, BiF hear EFEOMT W T WD 7e® THARLENEWESHAT &/ 9 5
2720 | R te IR S 5556 . ®hE broke L RO W TS 72 TREBREZEE L2577 %
M9 Bz b, WTFNOIEB Y argument TlE72 < adjunct 72D T, ECP ([2£3%, Jefril
where \[ZHE SN D UENH D, £T 612 DOWT, 175 where 28 1 > LOFim, 37205 CP %
TATE ., P2 TE IR 1 BFET D, MITHFHFE LN RWO T, 6113 ECP 2372 L T 5%,
RIZ t2I2DOWNWT, 2B 6 5 TR where 78 CP £ TITE, TR TEEIC b D, LLIFA
BRI, JedTe SIEBRORIC ., where & [Al U WH-word T % whether INMF(ET D, Z D & & where
& whether [IBFMHF L2V, WTFNBEM te ZH L L5 &L 325723, whether DR LV t212

EWT2® |tz where TIZ72 < whether (ZSEICHES N TLE 9, Ko TEITHNZ DE Z 1E
L B TE . 20X ECP &7z & 72\, (199D where 73 t1 DALE T LMREIRS N2 NDIZZ D
72O Th b,

LIb, 5 A0BmNERA Bl L, 2nbod b LI KRKIFHEBAREM L T D, KETIEHE
BOFEREFE LI ATV,
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3. K&K OFik

K&K (XL UDIZHIR FERTREDOT A FEE L, 207 A M & HWTEEEFRIFEORIZHD
FEM Scrambling SN b E X, ENBRNVWEZOHANITERATND, K&K (ZED 2 >OHAED
HEEAE L, R RNIELC R 8 H A ECP TR L Tnb, BT, ZhEhoiEms &
KT 5,

3.1 it JEHEDOT A b

O T K&K ITE T, FFEOAFAINAR TH D20 R THLINER3T 57T A M &SR
LT3, K&K 1X(20) EK&K N2\ T, (200)1F(202)Dfix & L TH S L W&k
W, 2

(200 a. FAUIAIREAED I T AZLO TR Z AT LBV,
b. #HROT T VEAD I ZAIZHE ¢ Wb Ly, 3
K&K H< .| (20a)DfEE & L TEROb)ARNERIZHZ 2 58 H1E. (200)DE m 47 (9)73(20a) &
MRICEZDOT =N ZHEERNZHTHD, L K&KIE, [FLU3I221) EK&K (10)D X 912
BMOarT7 72 MpnE526n%8, W) (@OFEE L LTHRIZRD EHELTND,
(21) FEBTADFRIZAS T o7,
a. FAIAIREED TV T AZLDOF N =Nz Tz,
b. ROTIZDTHAEOT FZRIZE ¢ Wb LUy,

ZOA, AR E R DEHR [T ELPMIADFRICA STV o T b 572, (21b)DE v {4
N2la)k RTLDOT=ZAN) 2L TS, EW0WIHIDOR K&K OHETH S, T7hbh, Eaffi4
PR S > TV AAFR DR ZfRT Z LN TE 5, A5 THUX, B4R 45 h) 4 fe
FRNQR0)TIE (DT = A IXIERIHE, BT 2QD TIERIHEIC/R > T\ D, ZhEk~ v B 7K

IZESWTHHTT 2 L. (20)TIL VP OWNMNCZH 2IEHY, (21) Tk VP OSMINZ & 2 4504708, &
NEIRER SN TNWD Z Lt b,

K&K ODIEETHT A REF b L, Q2D X512k b,

(22) HiR/FERTHR DT A R
a. XOfExE LTHRRL, EaffAF0NET45a1L VP OosMIcH v | Al
b. XOkiE L LTREKRARL, EafRAFHMBIET4FMNL VP ONMNCSH v | JEAIHE

2 DIEI « FECHIEIX., 2T Kawashima and Kitahara 1993 IC#Ll %, IE DR OSHIZ OV TIL 5 B TH
9o
3 (20b)IICERNTITIE LW, #IFFELE WD B TIE /2L, FIOXOFKE L LTHIbLL VNN I BREET,
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ZOT A MEHWT, K&K IZEFE GO DEHIZHOWTO o 2D T\ 5,

3.2 ol

(23) GK&K (14122 T, K&K IZLNIED)IT@ D& & LTHRTHY . a4 iizRE T
AAN=ZANZR LTS,

(23) a. FUIAARANZAA FRRY X DA —7 2 a TR vROREFL L & BV,

b. @ L—TNLOF—2rarThLIAyROBREELLES LW,

DFEYD ., (232D THARANRZAN] IEXORMHRIZR>TEY | v v BV 7RG THONTT UL VP o4t
MDA TR ENTWD, 2O, HFEZ F538 L FHE ORI AN L #EEZ 52 726 D
(24) GK&K (1) TH %,

(24) *FUIARART v HROREZAA FrRY XL OF—27 v a o THIL L & BV,
(24)TIXEMGEE Ty Rofaz) NEE THARANDR) LG T=A) ORIZ Scramble ST
TWDD, ZOEEITS < 0T QOIFIELER->TND,

— 5T [5FTIZ] EWIHBIMOFEARE 2 5i7=(25) GK&K (15)IZ 20T, (b)id(a) D x &
LTAREATHY, BefREFENBELCIARAN=ZAZEERNE | K&K ITHERHLTWD
(25) a. FIAETRKAMRRIZ L OA—2 2 ar TARABZANT v ROKREELLE
i LAY
b. #1—TNDF—raTh ¢  FTyvAROIREEILLEZL LU,
Z oG, 2620 THARAN = A IFIERTHE T, VP OWNHIOEBAER ST\ D, Z03C12(24)
R CHEMEZ G525 L. (26) K&K (16)I272 5,
(26) FAFIAETICA MR XL OA—2 v a V THARANT v RORE ZAEFL L7 &M
AV
K&K 2L, @O LR Ty Aofez | 1T THRADR] & T=A) OBIZIEL < Scramble
o, @I e LTI T 5,
(24) L (26)DFER DB, K&K 13(27) (FK&K (18) ZH T 5,
(27) a. EFEOAFTMNLOFHETH D L&, HAFEILEEOLFTN & ZOFRIFE ORI
g
b. EFEOLFMNLOFHRE TRV (=HAHETH D) L&, ARREIIIFEOL M) L
Z OFERFEOMIZAND
I HIZ K&K T, (26) L 20D HEEE . £ E1(28), (29) (FK&K (25), (26)D L 5 IZHE L T
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AT
(28)  EFEMIEATIR T, HAYEED A FA) & FRIF OMIC AN D & & DS

[rp N{’rﬁ‘i [VPD‘PZ'% [ve [pp t|1 =UN tlz AL L7211

(29)  EREMHTR T, HEFEAA A & HRIF ORI AN R & & OIS

¥ i
*[ip NP1-2% [pDP2-% [ip [op t1 = Als [ve ts tz &AL L 721111
X | X i

@28 T(FUTAETICA buRI Z DA =272 a2 T) BRABRIT vAROBE = AELLE (&
o) ) OSUEE AR T, ZOLITENT THARABRZAN] (ZERHE TH D720, HI1DIZ VP O
Ml Z o T, 2206 TARAD] B EZITRS OICBET 5, Zhid, 2%0 VPISH T
#~72(10b) T, all the students &\ 5 4 FAM DO WG the students DHBBET 57 mk R LA
PlLTn3, £/, HIEE 2y RDfa% ) OBEIL Scrambling Th 5,

iy, @INE I (FAX) BARART v HRofaz =N (A haR) ¥4 —27 a2 T) BHLL
Iz (EHW) ) OXEERT, ZoLx TRAADRZAN] TR L 2> TEB Y . VP OIMATHE
RandniZesen, #oT TERANZA) X VP ORNMITE G T L72) 725 RS
BT -oTzb &, BEZITID72D SpecIP IZBEI L, ZOMETHRIND, THRAR] ©
HOBE, KO [Ty Rofa% ) OBEIL Scrambling Th 5,

INOLOEED S L, QIDAHNL L LTARHEY ThHDH, K&K IZZ D H%Z ECP THPIL TW
Do

(16) ECP (Empty Category Principle, Chomsky 1986)
a. BEINIEWEHLZEEZ TS 2Tk sy, LI
b. JEBMISEATEICHE S 2T R 520

@RIZONT, t1 KD 2 iTWV ey VP OWNRICH D72, B Tl L72) »oEEE (AGT)
KOWEEEE (PAT) OBEWERIZZ ML Z LN TEDH, Lo TEYIL ECP Az L T 5%,
(29D t2, t3 IZOWTHIEEKT, VP ORI H D728 [¥EFLLTZ) b EWHREEIZZ T B> T
Do — QD t1 ITHEF S BRKE 22T AL 2 BT 2N T2d . AT THARAD ] ICHES
NOZMERDD, LonLIoEEx, TARADR] & 6 OMICHFEET 24540 [y ROKE ] M
S TR TLED, THAAR & T hofaz] Ztuzdild 5208508, [2uik
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D#ZE | OFNEY t1 1IN, 6t T T8 L 0 BRI TMIC Rl IS N 61 L0 D, &
S>T@INIZECP #ii-T 2N TxT, IEXLLRD,

4 P EORIER

RECHT 28 im EOMBERIL, RE DT T2 8D 5, PIDITEY RIF 501345040 L 5
OIS TH D, K&K 134 54) « FRFOMAGOE 2 BB RIZ LR THBY ., £/ tree
diagram (235 CTHEBIFI 2 head & 72 H2HEEZMEE L TWDHD, WL DO D6 Z OiimlE
BIEIC R T 5, & 512, K&K MEE LT S AR K OFERTHR OB OIS ((28), (29) 12OV TH,
WA REODD TN EFENELTLE D,

4.1 A5 &G O RS
K&K 2 EH L TV A BTl BARGEOA A & FRIFOMAE HEIZHONT, (B)D X 9 724
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