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families) or alternatively at a minimal coverage of 95% (or 4,000-5,000 word families). This study
also illustrated that even slight increases in lexical coverage can have a large impact on reading
comprehension — indeed a slight gain in coverage of 0.8% (between the 5,000 and 6,000 levels) was
associated with the largest gain in comprehension scores. The results of the Laufer and Ravenhorst-

Kalovski study are shown in figure 1.
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Figure I: Text coverage and reading scores in relation to frequency range (Laufer & Ravenhorst-
Kalovski, 2010, p. 24)

However, terms such as “adequate” and “reasonable” comprehension have no clear definition
(Laufer & Ravenhorst-Kalovski, 2010, p. 16) since defining such terms is dependent on the context
within which they are being applied. That is to say, adequate could mean 55% comprehension
in one context but 85% in another. As described above, students at APU are required to reach
a minimum reading comprehension score of between approximately 50% and 55% (at the
intermediate level) and 65% (at the upper-intermediate level). In terms of the present study,
therefore, the findings of most relevance are those of Laufer (1989) and Hsueh-Chao and Nation
(2000). Laufer (1989) pointed to a required lexical coverage of 95% to achieve a 55% reading
comprehension. This is essentially identical to the target TOEFL score (%) required of intermediate
students. Likewise, the findings of Hsueh-Chao and Nation (2000) point to a required lexical
coverage of 98% for a comprehension score of 71%. Given that upper-intermediate students
require a TOEFL score of approximately 65%, it can be said that a 98% coverage is beyond the
hypothetical threshold these students require. Based on these figures, upper-intermediate students

would likely require a lexical coverage of between 96% and 97%.

1.2.1 The TOEFL reading section and vocabulary size
A number of studies have been carried out in order to establish the vocabulary size required to

reach a 95% lexical coverage of TOEFL reading comprehension texts. Chujo and Nishigaki (2003)
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determined that test-takers would require a minimum vocabulary size of 6,150 lemma [consisting
of a base word and its inflected forms] (Read, 2000, p. 18) to reach the 95% threshold. Likewise,
the findings of Chujo (2004) indicated a minimum vocabulary size of between 5,900 and 6,300
lemmas. Chujo and Oghigian (2009) determined that 5,000 word families [consisting of a set of
word forms that share a common meaning] (Read, 2000, p.19) would be necessary for the TOEFL
(PBT). The difference in these figures could be attributed to the fact that the Chujo and Nishigaki
(2003) study employed the High Frequency Word List (HFWL) to analyze the reading texts, while
the Chujo and Oghigian (2009) study used Nation's 14K word list. Although both lists are based
on the British National Corpus (BNC), the HFWL is arranged by lemma, while the Nation 14K list
is arranged by word family. Chujo and Nishigaki (2003) also established that the ELT textbooks
and materials that second-year college students in their study were using required only 4,050
lemmas (p.79) and concluded that the materials were insufficient preparation for TOEFL. Indeed,
Chujo and Nishigaki stated that if these students wished to gain a high score on the TOEFL, they
would “ ...need to make a determined and conscious effort” to expand their academic vocabulary
(p-80). Using Nation's 14K list, Kaneko (2014) established that a vocabulary size of between
6,000 and 7,000 word families would be required to reach the 95% threshold on the TOEFL iBT
reading section (p.47). There is considerable variance among these findings due to methodological
differences and different versions of the TOEFL being investigated. Indeed Kaneko (2014, p. 3)

suggests that earlier findings should be considered tentative.

2. Methodology
2.1 Study aim and research questions
The aim of this research is to illustrate how the lexical coverage construct can be employed to
establish whether specific EFL reading textbooks provide sufficient vocabulary instruction for
students to reach a specified adequate level of reading comprehension on the TOEFL (ITP). The
extent to which the textbooks achieve this was established by calculating the size of vocabulary
necessary to reach lexical coverage levels of 95% and 98% of TOEFL reading comprehension
passages, and then comparing this data with similar data for the two textbooks. In order to achieve
this, the following research questions were addressed:
1) What size of vocabulary is needed to achieve lexical coverages of 95% and 98% for the
TOEFL (ITP) reading comprehension section?
2) What size of vocabulary is needed to achieve lexical coverages of 95% and 98% for the
EFL textbooks?

2.2 The EFL textbooks and TOEFL reading texts

A total of twenty-seven texts were examined (nine TOEFL texts and nine each from the two
textbooks). The nine TOEFL reading comprehension texts examined in this study were taken from
three complete practice tests published by Educational Testing Services (ETS). The eighteen EFL

textbook reading passages were taken from Reading and Vocabulary Focus 1 and Reading and
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Vocabulary Focus 2, published by National Geographic/Cengage Learning. At the time of the
present study, the two books (hereafter referred to as Focus I and Focus 2) were being used at the
intermediate and upper-intermediate English levels respectively at APU. As described in the series
introduction of each book, the texts are "...presented in level-appropriate language and used to build
reading skills and to promote vocabulary learning” (McEntire, 2014; Gordon & Blass, 2014, p. xi).
Each reading passage is preceded by an introduction to 10-12 topic-related vocabulary items, 6-8
academic words, and 6-8 multiword vocabulary items. A total of approximately 400-500 vocabulary
items are explicitly introduced in each book. It can be said, therefore, that vocabulary instruction is
a central component of both books.

Given the target TOEFL scores of the courses within which these textbooks are used,
the suitability of these books, at least in lexical terms, could be established on the basis of how
sufficient their vocabulary instruction is to meet these targets. Although neither Focus I nor Focus 2
were originally adopted into the curriculum in order to prepare students for the TOEFL (nor do the
books' publishers claim that they provide suitable TOEFL preparation), considering their explicit
focus on reading and vocabulary development, and the fact that the TOEFL has since become a
central assessment tool in the courses in which these textbooks are being used, establishing to what
extent a match has been successfully achieved between the textbooks and course assessment goals

is a legitimate question to consider.

2.3 Text analysis method

The twenty-seven texts were analyzed using RANGE, a text-analysis software tool produced by
Heatley, Nation and Coxhead (2002). The RANGE software employs Nation's 14K word lists and
calculates the percentage of words of a given text that fall within each of the fourteen one-thousand
word lists. By adding up the percentages, it is possible to establish what vocabulary size is required
to reach a desired lexical coverage, in this case 95% or 98%. Each of the twenty-seven texts were
typed into a Microsoft Word document and manually checked for spelling and other errors. Before
each passage was analyzed, a number of modifications were made. The first modification concerns
the handling of proper nouns. There appears to be no consensus in the literature about retaining
or deleting proper nouns before an analysis of this type is conducted. Kaneko (2014, 2015) opted
to retain them, arguing that removing them would affect lexical coverage by approximately 1%
(2014, p. 46). Other researchers, however, including Chujo and Oghigian (2009) and Chujo (2004)
have excluded them on the basis that * ...they are of high frequency in particular texts but not in
others” (Nation, 2001, as cited in Chujo, 2004, p. 233). My decision to delete proper nouns from
the present samples was based on the fact that many Focus I and Focus 2 texts include a large
number of non-English proper nouns (including locations and names such as Kibera, Kiberan,
Kiberans, and Pamoja) which would not appear on any of the fourteen 1,000 word lists and would
therefore skew the results. Indeed, an initial analysis indicated that as many as 8.67% of words of
this type were being counted as “not on list". For this reason, proper nouns were manually identified

and deleted from all sample texts. Secondly, hyphens were removed from all hyphenated words, as
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per the instructions provided with the text analysis software. The texts were then run through the
RANGE software.

3. Text analysis results

Tables 1-3 display the lexical coverage results for the twenty-seven texts taken from Focus I, Focus
2, and the TOEFL preparation tests. In Tables 1-3, “Word list” refers to each of the fourteen 1,000
word lists that constitute the Nation 14K word list. “Not on list” refers to the percentage of words
in the texts which are not included in any of the word lists. For each text, the cumulative lexical
coverage (%) achieved at each of the 1,000 word list levels is displayed. In this way, it is possible
to show how large a vocabulary is required to reach a 95% and 98% lexical coverage. For Focus
1, 95% lexical coverage was achieved at the 3,000 word level, and 98% coverage was achieved
at the 6,000 word level (Table 1). For Focus 2, a 95% lexical coverage was achieved between the
3,000 and 4,000 word lists, and 98% coverage was achieved at 6,000 words (Table 2). Finally, with
regards to TOEFL texts, 95% and 98% lexical coverages were achieved at the 6,000 and 12,000
word list levels respectively (Table 3).

Table 1

Descriptive statistics and cumulative lexical coverage (%) for each Focus 1 text

Word list ~ Text 1 Text 2 Text 3 Text 4 Text 5 Text 6 Text 7 Text 8 Text 9 AVE

1K 87.9 83.9 88.2 85.6 80.1 85.7 82.8 76.9 90.4 84.6
2K 94.8 93.9 92.7 93.8 91.0 92.8 90.5 89.0 97.7 92.9
3K 96.5 95.3 96.5 96.0 94.1 95.1 93.1 91.1 98.5 95.1
4K 98.5 95.7 97.2 98.2 94.4 97.3 98.7 92.6 99.2 96.9
SK 98.5 95.9 97.2 100.0 96.0 97.8 98.8 932 99.4 97.4
6K 98.5 96.3 97.5 100.0 96.6 98.0 99.2 96.6 99.8 98.0
7K 98.5 96.5 97.5 100.0 99.7 98.0 99.2 96.6 99.8 98.4
8K 98.5 96.5 98.3 100.0 99.7 98.2 99.2 97.1 99.8 98.6
9K 98.5 96.7 98.3 100.0 100.0 98.4 99.2 97.1 99.8 98.7
10K 98.5 97.4 98.3 100.0 100.0 98.9 99.2 97.9 99.8 98.9
11K 98.5 97.4 100.0 100.0 100.0 98.9 99.2 97.9 99.8 99.1
12K 98.5 98.6 100.0 100.0 100.0 98.9 99.2 97.9 99.8 99.2
13K 98.5 98.6 100.0 100.0 100.0 99.1 99.5 97.9 99.8 99.3
14K 98.5 98.6 100.0 100.0 100.0 99.1 99.5 99.2 99.8 99.4

Not on list ~ 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0
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Table 2

Descriptive statistics and cumulative lexical coverage (%) for each Focus 2 text

Word list  Text 1 Text 2 Text 3 Text 4 Text 5 Text 6 Text 7 Text 8 Text 9 AVE

1K 80.43 86.25 83.71 85.62 84.53 78.77 89.42 81.91 84.56 83.9

2K 88.6 94.2 92.5 95.0 90.3 88.7 96.8 90.0 97.7 92.6
3K 90.1 96.0 96.2 95.9 923 89.6 97.2 96.9 98.5 94.7
4K 91.0 99.1 98.1 98.1 94.3 93.5 98.2 97.8 98.9 96.5
SK 97.0 99.1 98.8 98.2 94.4 94.0 98.6 98.2 99.0 97.5
6K 97.0 99.1 99.0 98.2 95.2 96.8 99.4 98.2 99.3 98.0
7K 97.2 99.1 99.3 98.2 96.2 97.1 99.4 99.1 99.3 98.3
8K 97.9 99.6 99.7 98.9 96.2 97.1 99.8 99.3 99.3 98.6
9K 98.1 99.6 99.7 99.3 96.2 97.1 99.8 99.3 99.5 98.7
10K 98.1 99.6 99.7 99.3 96.2 97.1 99.8 99.4 99.5 98.7
11K 98.1 99.6 99.7 99.3 96.2 99.7 99.8 99.4 99.5 99.0
12K 99.8 99.6 99.7 99.3 96.2 99.9 99.8 99.6 99.5 99.3
13K 99.8 99.8 99.7 99.3 96.6 99.9 100.0 99.6 99.5 99.3
14K 99.8 99.8 99.7 99.3 97.3 100.0 100.0 99.6 99.7 99.5

Not on list ~ 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0

Table 3

Descriptive statistics and cumulative lexical coverages (%) for TOEFL reading passages

Word list  Text 1 Text 2 Text 3 Text 4 Text 5 Text 6 Text 7 Text 8 Text 9 AVE

1K 74.7 75.4 68.8 72.8 77.1 82.1 68.3 77.1 69.7 74.0
2K 84.0 88.5 71.7 83.7 87.6 89.7 719 87.0 83.2 84.4
3K 86.5 90.0 87.3 88.5 89.2 93.5 86.9 91.0 89.2 89.1
4K 89.7 93.5 90.1 91.8 91.7 97.9 89.5 92.6 93.4 92.2
SK 90.0 94.2 92.1 93.4 97.0 98.5 93.5 96.3 94.3 94.4
6K 93.9 94.6 93.8 93.4 97.9 99.1 94.0 96.9 94.9 95.4
7K 94.7 95.8 94.2 94.3 98.4 99.4 94.5 98.5 94.9 96.1
8K 94.7 97.7 95.2 94.6 98.4 99.4 95.5 98.8 97.6 96.9
9K 95.4 98.1 95.9 95.5 98.7 99.4 96.5 99.4 97.6 97.4
10K 95.4 98.4 96.2 95.8 98.7 99.4 97.0 99.7 97.9 97.6
11K 96.1 98.8 96.2 96.1 98.7 99.4 97.5 99.7 98.2 97.8
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12K 96.1 98.8 96.6 97.0 98.9 99.4 98.0 99.7 98.2 98.1
13K 96.1 98.8 96.6 97.9 99.2 99.7 98.5 99.7 98.5 98.3
14K 96.1 99.6 98.3 98.2 99.2 99.7 99.0 99.7 99.7 98.8

Not on list  100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0

With regard to Research Question 1, the vocabulary sizes needed to achieve a lexical coverage
of 95% and 98% for the TOEFL reading section are approximately 6,000 word families and
12,000 word families respectively, based on the above data. With regards to Research Question
2, the vocabulary sizes needed to achieve a lexical coverage of 95% and 98% for Focus I were
3,000 and 6,000 words families respectively. Likewise, 95% and 98% coverages were reached at

approximately 3,500 word and 6,000 word levels for Focus 2.

4. Discussion and implications
The results of previous studies suggest that a minimum vocabulary size of between 6,150-6,300
words (lemma) is required to achieve 95% lexical coverage on the TOEFL (PBT) reading section
(Chujo and Nishigaki, 2003; Chujo, 2004). Similarly, Kaneko (2014) calculated a figure of between
6,000 and 7,000 word families for the TOEFL (iBT). The current results are consistent with these
findings. In order to achieve a 95% lexical coverage for Focus I and Focus 2, however, a learner
would only need to know between approximately 3,000 and 3,500 words. There is, therefore, a
gap of approximately 2,500-4,000 words. As described above, successful reading comprehension
is largely predicated on achieving an adequate lexical coverage of any given text. The implication
here is that the lexical coverage that readers must achieve in order to achieve adequate
comprehension of Focus I and Focus 2 is considerably lower than that of TOEFL reading texts. In
order for students to achieve a suitable lexical coverage of TOEFL texts, learners would therefore
need significant opportunities for supplementary vocabulary instruction; indeed, this reflects the
conclusion reached by Chujo and Nishigaki (2003). The gap becomes even wider at a 98% lexical
coverage which, although hypothesized to be necessary for comprehension scores slightly beyond
the target TOEFL score, points to a shortfall of approximately 6,000 words — double the vocabulary
size required for either Focus I or Focus 2. Put simply, neither Focus I nor Focus 2 provides a
range of vocabulary sufficient to meet the lexical demands of the target TOEFL scores. It should
also be noted that there appears to be only a modest difference in the lexical demands of Focus
1 and Focus 2 (approximately 500 words at the 95% threshold), which is a potential concern for
curriculum developers who aim to expose their students to progressively more lexically demanding
content.

Given the scale of the vocabulary size needed to achieve ideal coverage of the TOEFL,
a secondary implication of these results relates to the way in which vocabulary instruction is
provided. In light of the gap which has been highlighted here, teachers need to consider how

best to provide students with vocabulary instruction, supplementary or otherwise, to assist them
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in reaching such targets. While a discussion of specific curriculum development and teaching
approaches is beyond the scope of the present study, it remains a pressing issue, given that the
TOEFL will remain part of the APU English program assessment framework for the foreseeable
future.

5. Conclusion

Before concluding this paper, there are a number of methodological limitations which should
be mentioned. Firstly, the relationship between lexical coverage and reading comprehension
(described above) is based on studies that did not use TOEFL reading texts. Given that studies have
shown that TOEFL takers employ test-taking strategies and techniques which can impact overall
test performance, the results of the present study should be regarded as tentative. Further studies
are necessary to identify the relationship between lexical coverage, vocabulary size and actual
TOEFL reading comprehension performance. The second limitation is the reliance on the Philips
(2003) TOEFL score calculation formula with which the target reading comprehension scores (%)
for intermediate and upper-intermediate English were established. Although it is impossible to
accurately establish how TOEFL scores can be converted into a percentage without authentic test
papers and authentic test scores, this aspect must be acknowledged as a limitation of the present
study. A final limitation relates to the processing ability of the RANGE analysis software. As
described above, Focus I and Focus 2 emphasize multiword vocabulary items, such as “fo hope
for the best”. However, the RANGE software cannot recognize multiword units, therefore each
of these items is counted individually as a total of five words (which all fall within the first 1,000
word list) rather than as a complete, and more lexically demanding, unit. Given the emphasis on
multiword units in both Focus I and Focus 2, the RANGE results may have been affected by this
technical limitation.

The aim of this research was to employ the lexical coverage construct to establish whether
certain EFL reading textbooks provide sufficient vocabulary instruction within a specific context
and given specific TOEFL target scores. The results indicate that a significant gap exists between
the levels of vocabulary that Focus I and Focus 2 expose students to and the level of vocabulary
necessary to reach a lexical coverage required to achieve adequate comprehension of TOEFL
reading texts. In other words, there appears to be a discrepancy between teaching materials
and assessment goals. Notwithstanding the aforementioned limitations to the study, the results
illustrated that lexical coverage can be employed to statistically establish the suitability of textbooks
given specific achievement targets and how it could, therefore, help to inform the selection of

classroom textbooks and instructional materials.

Endnote:
! This refers to the reading and vocabulary development focused “B” courses of the APU Standard

English Track curriculum.
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The Hierarchical Structure of Academic English Essays:
A Systemic Functional Perspective

Gilder Davila'

Abstract

For tertiary level students, organising and writing texts requires a considerable amount of time.
To minimize this issue, they need to be taught how to organise a text as a whole. In Systemic
Functional Linguistics, the notion of periodicity can help teachers explain to students how to
organise their texts successfully. As Martin and Rose (2007) state, “periodicity is concerned with
information flow: the way in which meanings are packaged to make it easier for us to take them
in” (p. 188). The pedagogical purpose of this study is to propose the integration of the notion of
periodicity when teaching writing to EFL learners at the tertiary level to improve the coherence and
cohesion of their academic essays. Using central ideas from systemic functional linguistics, this
study shows how coherence and cohesion were developed in two academic essays by analysing
their hierarchical structures. Essay A followed a traditional composition style method and Essay B
followed a suggested method using ideas from the notion of periodicity. The results showed that
the hierarchical structure of Essay B was more consistent and organised than Essay A. The paper
concludes with the introduction of an outline that aims to improve the quality of EFL learners’

essays in terms of their coherence and cohesion.

Key terms: Systemic Functional Linguistics (SFL), periodicity, hyperTheme, hyperNew, Theme,
Rheme, and New.

1. Introduction

The way in which students construe meaning has been an important aspect of academic writing for
many years. During the mid-sixties, there was an increasing awareness of ESL students’ needs with
regard to producing extended written discourse. Kaplan (1966) suggested that ESL writers “employ
a rhetoric and a sequence of thought which violate the expectations of the native reader” (p. 4). For
this reason, it is necessary to provide the student with a form within which he may operate (Kaplan,
1966, p. 20). A cursory look at ESL composition texts indicates that, for the most part, writing
assignments are made for the sole purpose of testing the mastery of specific grammatical structures
and that few involve invention techniques or prewriting strategies (Zamel, 1982, p. 196). In
addition, this concern towards the instruction of writing promoted the idea that ESL students need
logical construction and arrangement of discourse forms. Paragraphs became the primary interest,
and attention was given to their elements (topic sentences, supporting sentences, concluding

sentences, and transitions) (Silva, 1994, p. 14). This assumption may be one of the reasons why
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in many writing textbooks for university-level EFL students, the focus seems to be on presenting
elements of essay structure (thesis statement, topic sentences, controlling ideas, conclusion
sentences) and its development (introduction, body, and conclusion) as the pattern most appropriate
(Silva, 1994, p. 14). While these elements are relevant to academic writing, the organisation of
words to convey meaning are also important. Learning how to choose meaning and communicating
it correctly might represent a challenge for those EFL learners coming from a background that
focuses on essay structure and its development.

Systemic Functional Linguistics (hereafter SFL) provides a suitable approach to helping
learners construct meaning. It explains the function of language in social situations, which can
help teachers and learners understand how meaning is put together to realise language and achieve
the goal of effective communication. In SFL, there are three particular metafunctions that explain
the functions of language: (i) to enact our social relationships (interpersonal), (ii) to represent our
experience (ideational), and (iii) to organize our enactments and representations as meaningful text
(textual). In this paper, the textual metafunction will be explored in order to explain the notion of
periodicity in English writing.

According to Halliday and Mathiessen (2014), “textual meanings tend to be realized by
the order in which things occur, and especially by the placing of boundaries” (p. 328). The textual
meaning of the clause is expressed by what is put first (the Theme); by what is phonologically
prominent (and tends to be put last — the New [Rheme]), signalled by information focus); and by
conjunctions and relatives which if present must occur in the initial position. Thus, it forms a wave-
like pattern of periodicity that is organised by peaks of prominence and boundary markers. The
notion of periodicity is also used to model how information is structured at the discourse level by
looking at patterns of thematic structuring; i.e., waves of Theme and New (Rheme) across longer
spans of text and examining their textual function. In other words, periodicity is about information
flow, giving readers some idea about what to expect, fulfilling those expectations, and then
reviewing them (Martin & Rose, 2007, p. 188).

With the above in mind, this paper examines the pattern of organisation in two English
academic essays from the SFL perspective of periodicity. The essays come from an upper-
intermediate English class at an international university in Japan where Japanese students learn
English as a foreign language. The instructional method employed by the instructor during the
lessons for Essay A was mainly related to traditional styles of composition, where attention is paid
to the structure of the essay (see Appendix 1). For essay B, the instructor integrated ideas from the
notion of periodicity into the materials used to teach writing and used terms already known by the
students (see Appendix 2). Since teaching the notion of periodicity involves the use of a particular
metalanguage commonly unknown by teachers and learners, the instructor created an activity and
an outline that help learners create hierarchies of text within a text. In addition, students were taught

how to work with meaning in the construction of a text.
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2. Literature review

In the literature, the word wave has been used to describe information flow in discourse. According
to Pike (1982), “in a written piece meaning flows together like ripples on the tide, merging into
one another in the form of a hierarchy of little waves and big waves” (p. 12-13). Writers package
information into big waves and these informational waves are suggestive of what comes later
in the text. Under the notion of periodicity, these expectations are met by further thematic or
informational development in the text, giving the effect of larger waves followed by small waves of
information. Additionally in English texts, expectations are flagged forward and then consolidated
by summarizing them back. This particular pattern of foreshadowing and reiteration in writing is
useful for EFL writers who want to improve their academic writing skills. At the clause level, the
idea of flagging is realised by the Theme element. The Theme is the element that serves as the point
of departure of the message; it is that which locates and orients the clause within its context. The
remainder of the message is called the Rheme. As with the Theme, the Rheme typically contains
another kind of prominence. This prominence is called News. As a message structure, therefore, a
clause consists of a Theme accompanied by a New (Rheme); and the structure is expressed by the
order — whatever is chosen as the Theme is put first (Halliday and Mathiessen, 2014, p. 89). Below,
there is an example of how Theme and Rheme are identified in SFL. The boundary between Theme

and Rheme is shown by +:

(Theme) When people + (Rheme) want to get rid of their pets, they + take them to animal
shelters. Once pets + are abandoned by their owners, there are + two possible outcomes.

<sic>

Therefore, when studying periodicity, the analysis of Theme and New in the clause is essential to
the understanding how meaning is flagged and summarised at a discourse level, that is, at a level
beyond individual clauses. In the introduction of periodicity, Martin and Rose (2007) stated that
discourse has a beat, and without this rhythm, it would be very hard to understand what the writer
is trying to communicate (p. 189). This beat is construed in the Theme and New of the clause; by
looking at Theme, we can see how expectations are construed and presented, and by looking at
New, we can see how those expectations are fulfilled, forming a wave-like information flow.

In a traditional composition class, the idea of flagging might be represented by the use
of controlling ideas. However, the notion of periodicity allows us to establish a hierarchy of
waves that goes beyond the explanation of controlling ideas. In other words, by using ideas from
periodicity, students will be able to work not only with structural units (grammar) but also semantic

ones (discourse). They will be able to see the role of textual meaning when writing an essay.

2.1 EFL students issues with writing
According to the literature, teachers often experience difficulties explaining to students how
they should order the information in their sentences (Fries, 1996, p. 69). EFL students consider
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vocabulary their most serious handicap, words are the smallest physical meaningful units of the
message and they play an important role in writing (Yorio, 1971, p. 107). Another recurring
problem in the production of text by EFL students is how choices of meaning are, in most cases,
affected by the previous language. Thus, a great deal of the problems found in the creation of
controlling ideas for a text come from choices of meaning. To minimize this issue, teachers should
spend more time explaining the role of meaning in the construction of waves in a text. While this
might require the use of a complex metalanguage for the students, there are different ways to
introduce the notion of periodicity using students' current knowledge of writing. These ideas are

introduced in a later section of this paper.

2.2 Higher level Theme and New (HyperTheme and HyperNew)

HyperTheme represents a higher layer of information in discourse. It refers to a statement, in most
cases the first sentence found at the beginning of a text. It works as the point of departure of what is
to come in a text (Martin & Rose, 2007). As mentioned previously, in a clause the Theme works as
the point of departure and it is commonly represented by an unmarked theme (subject) and in some
cases by a marked Theme. The idea of hyperTheme represents a larger scale patterning in discourse
which is structurally and semantically more elaborate than the Theme. Here is an example from
Martin and Rose (2007, p. 193) of how hyperTheme works:

After about three years with the special forces, our hell began.

it. In the early hours of the"morning between two and half-past-twq, I jolt awake from his
Is this way, that side of the bed. He' s pale. Ice

night — sopping wet with sweat. Eyes bewildered, but dull like the dead. And the shakes.

Id in a sweltering

rushed breathing,

Table 1

Informational structure of the hyperTheme

Marked Theme Subject / Theme New
After about three years with the| our hell began

special forces

Table 1 shows the role of Theme and New in the construction of the hyperTheme. According to
Martin and Rose (2007), in the first clause the thematic element our hell functions as a kind of
preview for the events which follow as the writer spells out what that /ell is. From a linguistic
perspective, this topic sentence is treated as a kind of higher level Theme: a hyperTheme (p. 194).
In other words, the hyperTheme serves as a point of orientation for what is to come. It foreshadows

the information readers are about to take in. What makes this particular clause different is that it
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functions as a hyperTheme; i.e., it exerts control over the information that might be expected to
follow.

At the end of a phase in discourse, there is a new layer of information that good writers
commonly use to remind readers of where they have been during the reading. This new layer of
information is referred as the hyperNew. HyperThemes tell us where we are going in a phase;
hyperNews tell us where we have been (Martin & Rose, 2007). Although the frequency of
hyperThemes is considerably higher than hyperNews, the latter helps the reader to understand the
relevance of the phase of discourse previously unfolded. Here is an example of hyperNews from
Martin and Rose (2007):

The Second World War further encouraged the restructuring of the Australian economy
towards a manufacturing basis.

Between 1937 and 1945 the value of industrial production almost doubled. This increase

was faster than otherwise would have occurred. The momentum was maintained in the post-
war years and by 1954-5 the value of manufacturing output was three times that of 1944-5.
The enlargement of Australia s steel-making capacity, and of chemicals, rubber, metal goods

and motor vehicles all owed something to the demands of war.

The war had acted as something of a hot-house for technological progress
W ng " gicalprog HyperNew
and economic change.

In the example above, the hyperTheme is underlined and the phrases that paraphrase it are in
italics. According to Martin and Rose (2007), the body paragraph paraphrases the hyperTheme.
Phrases such as this increase, the momentum, and other phrases in the paragraph are paraphrasing
the hyperTheme. However, the hyperNew is never an exact paraphrase of the hyperTheme, nor is
it simply a summary of the wave's trough (Martin & Rose, 2007, p. 196). The hyperNew takes the
reader to a new point in the text that could only be understood if the reader has gone through the
hyperThemes. In other words, to understand the purpose of the bold text in the example above, the
reader must go through and understand the information given in the body paragraph.

In many written texts, waves of Theme and New extend beyond clauses and paragraphs to
much larger phases of discourse. This higher level Theme is referred as the macroTheme (Martin
& Rose, 2007, p.197). The macroTheme predicts what is to come, while the hyperTheme choices
refer back to what has been predicted and refer forward to what is to come in each paragraph.
Waves of New also have a higher level, which is referred as the macroNew. Martin and Rose (2007)
stated that one of the possible functions of the macroNew is to show a higher level New that distils
hyperNews (p. 195).

Thus far, we have seen that in discourse, clauses are organised into waves of Theme
and a New, and that some of these clauses serve as discourse level hyperTheme and hyperNew,

which are suggestive of the informational meanings which are to follow in the text. At the same
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time, the hyperThemes are frequently foreshadowed by a higher level Theme which is called the
macroTheme. In addition, each phase of discourse contains a clause complex that functions as a
New, which explains to readers where they have been and prepares them for encountering new
information in the text. The clauses that exert this function are called the hyperNews. Finally, in the
last phase of discourse a macroNew functions as an expansion or development of the point of the

text. Figure 1 summarises the different layers of information found in discourse.

Method of Development Point
(genre focus) (field focus)
macroTheme"

hyperTheme

predict Theme ... New accumulate

hyperNew

macroNew"
Figure 1. Layers of Themes and News in discourse (Martin & Rose, 2007).

Martin and Rose's (2007) layers of information are not meant to be a fixed structure in the
construction of discourse. Instead, they are pursuing an understanding of how periodicity
(information flow) takes place in this particular type of text (academic English essay). Therefore,
teaching EFL learners about the hierarchical structure of discourse (Figure 1) might help them
to improve the organisation and development of texts since it considers language from both a
structural and a semantic view. Teaching this particular metalanguage at early stages of English
acquisition might cause confusion among learners due to the high level of abstraction employed in
the meaning choices. Thus, this paper aims to suggest teaching hierarchical structures to students
using metalanguage that students know from previous language learning experiences. It is believed
that the integration of ideas from SFL might make the teaching of writing more effective among
EFL learners.

In the following section, the hierarchical structure of two academic English essays from
upper-intermediate EFL learners at an international university are analysed by considering the
informational structure employed by the writers. This hierarchical structure uses ideas from Martin
and Rose (2007) regarding layers of Themes and News in discourse (Figure 1). For the purpose
of this paper, different sections from the two essays are presented to describe and understand how
EFL learners at an international university employ periodicity. Firstly, a thematic development will
be presented to see how textual meaning was construed at the clause level. Next, the analysis will
focus on the hierarchical structure of some parts of the essay by looking at possible instances of

hyperTheme, hyperNew, macroTheme, and macroNew at a discourse level.
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3. Hierarchical structure in academic essays

The main purpose of a periodicity analysis is to model how information flows in discourse (Martin
& Rose, 2007, p. 188). Therefore, it helps both writers and readers to understand how information
is packaged in the creation and subsequent transmission of text. One way to understand how EFL
students organise information is by looking at the hierarchical structure of the text. In this paper, the
periodicity analysis starts by examining the role of macroTheme, hyperThemes, hyperNews, and
macroNew from two essays. Due to the considerable amount of information in each essay, certain
phases have been selected to illustrate the analysis of the hierarchical structure of the text. By using
a similar model as the one introduced in Christie and Dreyfus (2007), Figure 2 shows the pattern of

Theme, New, macroTheme, hyperTheme, macroNew and hyperNew in Essay A.
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Macro-Theme

Do you know many people get rid of their pets to avoid this responsibility? Do you know how many pets are killed every
year? In Japan, culling, the act of killing pets such as dogs or cats is decreasing in recent years. However, it is still happening;
today, many people have pets that make them happy because they have a new family member, but there are some problems
behind this. "One of the hottest questions in the study of animal behavior is, “Do animals have emotions?” And the simple and
correct answer is, “Of course they do.”" Marc Bekoff, a professor in the Department of Ecology and Evolutionary Biology,
says that. According to him, animals also have emotions, like human beings. They feel anger and sadness when they are left
away, but some people do not understand it because pets are no more than things for them. More people should know about
what culling is and think about how to avoid this action because animals are not things but creatures which have life like people
and they deserve to be protected.

HyperTheme 1

When people want to get rid of their pets, they take them to animal shelters. Once
% pets are abandoned by their owners, there are two possible outcomes a positive or a
negative one.

Elaboration of hyperTheme

For example, from a positive view, in 2014, 53,218 pets were brought to the shelter, and 14,286,
who were lost, were picked up by their original owner, and 17,339 were picked up by a new
owner. From a negative one, 21,593 were killed by culling (Japanese Ministry of environment,
2014). The equipment, the fuel cost for burning the animal death bodies, are covered by citizen 46
taxes, so the taxes Japanese pay to the government are wasted for these selfish actions.

HyperNew 1

HyperTheme 2
] > However, many people get rid of their pets under very unusual reasons.

Elaboration of hyperTheme 2

For example, a family bought a puppy but the pet is not cute after some years, so they don’t want
to have it anymore. In addition, owners buy a pet, but their children don’t like the pet, so they
can’t have it. Moreover, owners do not stop animals breeding, so animals increased a lot. (Anti-
Vivisection Action Network) For these reasons, owners bring their animals to the shelter, but

some of them don’t know what happen in the shelter. Culling is a very bad action. A person who .
wants to get rid of his pet or already took it away should imagine how they would feel if they are Possible
done the same thing as culling for pets, and then, they can know the feeling which pets feel in the é HyperNew 2
shelter. People should know what happen in the shelter and try to solve this issue as soon as

nnccihla

HyperTheme 3

Today, some people think about how to decrease the counts of animals which are
killed. However, in Japan, there are still many people who bring their pets to the
animal shelter. Other countries also try to approach the animal issue.

Elaboration of hyperTheme 3

Culling is not carried out in Germany, which has places such as the Tierheim, they protect animals
who are lost and left away. The Tierheim was created thanks to an intervention of the government, so
the animal welfare inspectors can always stay at this facility. However, when it comes to Japan, they

don’t care enough although there are many rules. According to Germany’s effort, Japanese needs .

more intervention of the government because if the shelter receives money from the government, Possible
animals should have the right to be comfortable so people can come to the shelter easily. And also, | | HyperNew 3
Japanese should make the rules stricter than it is now so people might learn to be more responsible.

Restatement of MacroTheme

To sum up, we need to think about animals and how to protect them. The culling is
caused by irresponsible owners. If you want to have pets, you have to consider if
you can take care of them until the end of their life. In Japan, there are also some
rules about animals. However, it is not enough and loose. We need more money to

establish shelters like the Tierheim, but not only volunteers, but also the government Possibl
should cooperate more to save animals. Japan’s status for saving animals is far from ossible
Germany’s one. but more people have to be interested in it. and then in a few years MacroNew

later that all animals will be saved their life and protected them.

Figure 2. MacroTheme, HyperTheme, MacroNew, HyperNew (Essay A). (Model adapted from Coftin, 2006).
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3.1 Essay A

Essay A foreshadows the information to be presented in the essay by using relevant meaning in the
first paragraph with choices of meaning such as get rid of, pets are killed and culling. While these
choices seem to be relevant for the entire text, the subsequent clauses, in the first phase, take the
reader in a different direction. One example is the introduction of a third interrogative sentence Do
animals have emotions? This question is expanded by adding a citation related to the topic of the
question, which gives the impression of a change in the main topic from “killing dogs and cats” to
a discussion of animals’ emotions. In other words, there is lack of coherence and cohesion in this
section of the text.

HyperTheme 1 seems to focus the reader's attention on the topic of getting rid of pets. An
example of this technique is realised in the first hyperTheme by using the word abandon, which is
close in meaning to the word introduced in the macroTheme get rid of. The New information unit
from the hyperTheme is then elaborated on this phase of the discourse, which allows the writer
to expand on the information flagged in the macroTheme. At the end of this phase, the writer
introduces New information that neither support the hyperTheme nor the macroTheme. This New
information The equipment, the fuel cost for burning the animal death bodies...<sic> could be
considered as a possible instance of hyperNew 1. As explained in the literature section, hyperNews
are used to make the readers aware of where they have been. Their functions can be either to
provide a paraphrase of the hyperTheme or to introduce a new point in the text. In this particular
case, hyperNew 1 seems to be introducing a new point in the text that might be mentioned or
developed in a subsequent phase of the discourse. However, after reading the entire text there are
no instances that contain an expansion of this hyperNew, which means that it dies out after this
phase.

The second phase of this essay starts with the presence of hyperTheme 2 ‘However, many
people get rid of their pets under very unusual reasons’ this hyperTheme is directly connected
to the macroTheme. The writer then elaborates on the hyperTheme and introduces New
information. One of the problems found in this particular phase is the introduction of more than
one hyperTheme. These others hyperThemes found throughout the text are not connected to the
macroTheme, which means that the reader is taken to a different and disconnected new point in the
text. Having many hyperThemes in one phase can make the whole text difficult to read due to the
inclusion of many ideas that are not properly elaborated on the text. The text ends with a conclusion
and the introduction of what seems to be a macroNew. However, the purpose of the macroNew as
explained in the literature section could not be found in Essay A. The integration of ideas from the
notion of periodicity could avoid this problem since it helps writers to keep control over the content
of the text and the way it is presented.

The information flow in Essay A from the view of macroTheme and hyperTheme seems
satisfactory to a certain extent in terms of the meaning-connection established by the writer.
However, while the presence of hyperThemes can be identified in each phase of discourse, the

connection among the hyperNews and the macroNew should be more clearly delineated. It could
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be assumed, to a certain extent, that the use of a traditional composition outline, which normally
focuses on the thesis statement, controlling ideas, and topic sentences, might be a possible reason
for the paucity of the macroNews and the hyperNews. It is believed that integrating ideas from
the notion of periodicity can help students build a more substantial knowledge in terms of writing
skills. “Successful writing demands a good relation of the whole discourse rather than the ability to
compose grammatically correct sentences in isolation” (Piriyasilpa, 2009, p. 4). Figure 3 shows the
structure and hierarchies of Essay B using Christie and Dreyfus's (2007) model.
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Macro-Theme

How important is “C” culture and “c” culture in human society? It is generally agreed that both “C” culture and “c” culture
are really important elements for culture. However, some people may think that one of them is more significant than the other.
Nonetheless, what do “C” culture and “c” culture stand for? “C” culture is known as ‘high culture’ which stands for art, history,
architecture, music and so on. On the other hand, “c” culture is recognised as mass culture which related to people's daily life,
such as values, traditions and beliefs (Bennett, 1998). This essay will examine how important “C” culture and “c” culture are in
human society in terms of education, identity recognition and migration adjustment, then discusses which one is more crucial in
human society.

HyperTheme 1
“C” culture has a significant position in human history because it has an
ﬁ educational function and it has been passed on by generation for many centuries.

Elaboration of hyperTheme

For example, Shakespeare’s works is the most important literature in the world. Therefore,
despite U.K., many countries have been using his masterpieces in their textbooks. Moreover,
many countries have national museums which display famous paintings, sculptures and cultural
relics. The purpose of museums is to educate people in order to implant an ideology then teach

people how to be model citizens...Hence. education is a way to pass on an ideology and the
“C” culture is the tool for that. Therefore, it could be argued that in terms of education, “C” é HyperNew 1

culture has a massive but invisible power which makes it crucial in human society.

HyperTheme 2

| > Although “C” culture is an important tool of education,

on building identities.

o

culture is more practical

Elaboration of hyperTheme 2

Ruling class uses “C” culture to implant an ideology through education though, it might not bring
a strong effect on identity recognition. On contrast, “c” culture let people involved into shared
values, beliefs and traditions which could have a great impact on people’s behaviour. According
to Kidd and Teagle (2012), culture is a process that on community pass down traditions by
generations which is also called socialisation, and they also claim that this transition of social
norms and values is involved into the process...

Therefore, if they see someone eating on a street, they might think that that person is not
Japanese because Japanese citizens know the ‘secret’ rule. At the moment, they recognised their E HyperNew 2
identity as Japanese. Hence, “c” culture is practiced in the process of identity recognition.

HyperTheme 3
Since “c” culture helps people to build up identities, it could also assist immigrants

to adjust a new environment.

Elaboration of hyperTheme 3

It is because ¢ culture is practiced in daily life, so it is very important to understand and adopt “c”
culture for immigrants (Scheffler, 2007). Especially, if immigrants want to have a job in a region
which is totally unknown, they should have knowledge of not only basic universal business manner
but also particular regional differences in business negotiations. For instance, Chinese business
negotiations are usually discussed while dining together, and it is appreciated to drink alcohol as

much as possible. Also, it is a way of showing respect to partners. Therefore, this kind of “c” culture
is necessary to remember, otherwise, it could lead to a mistake even a more serious consequence. é- HyperNew 3

Thus, “c” culture helps immigrants to settle into a new region to adapt a new society.

Restatement of MacroTheme

In conclusion, even though “C” culture seems to be taken on heavier responsibility than culture
is the base of daily life and it is absolutely necessary for maintaining the balance of society, so culture is
more important than “C” culture. However, some people argue that for dominant group, “C” culture is more

“o o

culture,

o

significant, but “c” culture is culture for majority and it is much more crucial for most people.
MacroNew

Figure 3. MacroTheme, HyperTheme, MacroNew, HyperNew (Essay B). (Model adapted from Coffin, 2006).
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3.2 Essay B

As in Essay A, the macroTheme is introduced in an interrogative sentence how important is “C”
culture and “c” culture in human society? However, the New information from this sentence
remains constant in the text, and it is also expanded on every phase of the text by making use of
words that connect to the central question posed in the macroTheme. Essay B establishes the main
topic in the macroTheme and then introduces each hyperTheme at the end of the first phase (e.g.
human society in terms of education, identity recognition and migration adjustment).

The first hyperTheme contains meaning that is flagged forward in the text (underlined text).
These relevant meanings have been highlighted and bolded as shown in Figure 3. The writer then
elaborates the hyperTheme by making use of synonyms and related words to the content in the
hyperTheme; thus, keeping the reader connected to the text. This procedure is repeated in a similar
way with hyperTheme 2 and 3. In other words, Essay B shows cohesion between the hyperTheme
and the macroTheme. The macroNew of Essay B summarizes each layer of the text and introduces
New information in the form of reflection.

The hierarchical structure of Essay B is more consistent than Essay A as was shown after
the identification of the different layers that compose the text; i.e., macroTheme, hyperTheme,
hyperNew, and macroNew. Essay B made use of a set of outlines that includes ideas from the
notion of periodicity without particularly using the metalanguage introduced by Martin and Rose
(2007). On the contrary, Essay A made use of a traditional composition outline that included terms
already known by most EFL learners, such as the thesis statement, controlling ideas, topic sentence,
and others. While the purpose of this paper is not to discredit the role of traditional composition
teaching, the intention is to show that the integration of ideas from the notion of periodicity could

lead EFL learners to the production of better texts in English.

4. Suggested Pedagogical Interventions
The previous discussion centred on how students organise information in a text. In particular,
two essays were analysed to show how patterns of meaning are construed by EFL learners at an
international university when writing academic English essays. Essay A followed a traditional
writing composition style (see Appendix 1) while Essay B followed a set of outlines that uses
the notion of periodicity (see Appendix 2). After presenting, discussing, and analysing instances
of written language, problems regarding the proper construction of macroTheme, hyperTheme,
hyperNew, and macroNew were found in Essay A. Learners following the style used in Essay A
seem to have an acceptable control on the construction of a clause. However, more instruction
regarding the hierarchical structure introduced here might help learners to establish a better control
over the text.

For this reason, it is believed that pedagogical interventions should take place in the
classroom, and in particular using the notion of periodicity when teaching writing skills. The
instruction of periodicity to EFL learners implies the design, creation, and careful organisation

of the hierarchical structure of language in academic English writing. One way to start the
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introduction of this notion is by presenting EFL learners the metalanguage used in periodicity.
Understanding this particular metalanguage may require learners to have a certain level of English
that goes beyond intermediate level. Another reason for this suggestion is that due to the typological
language differences between English and Japanese and the differences in composition and style,
teaching periodicity at early stages of English acquisition might promote confusion among learners.
Therefore, integrating ideas from the notion of periodicity while still using terms already known by
EFL learners, such as traditional composition terms, might be an effective start into the introduction
of functional grammar. In doing so, EFL learners will learn about periodicity and its metalanguage
in well-defined and logically constructed stages.

One possible suggestion to start the organisation of classroom activities and material
for teaching periodicity is by looking at some of the guidelines (see Appendix 3) proposed by
Piriyasilpa (2009) in the paper Periodicity and Its Use in Language Teaching. An adapted version
of the guidelines is presented here.

According to Piriyasilpa (2009), the teacher may organise the classroom activity in
three stages:

First stage: whole class teaching

Second stage: group writing

Third stage: individual writing
The first stage implies the teaching of the central idea behind the concept of periodicity in
functional grammar. This includes the introduction of text structure through the discussion of
functional metalanguage, namely macroTheme, hyperTheme, macroNew, hyperNew, Theme and
Rheme, and Given and New. According to Piriyasilpa (2009), the language instructor can encourage
the class to analyse the text by asking questions using the metalanguage (p. 9). To achieve
this, the present paper claims that the notion of periodicity can be introduced by making use of
learners” current language knowledge. In other words, students do not need to be introduced to the
metalanguage at once, but instead the teacher can introduce the notion of periodicity by using terms
already known by the students. This particular strategy will serve as a preparation for a subsequent
introduction of the proper metalanguage. This can be done by following stages similar to those
presented by Piriyasilpa (2009). In this paper, four stages are suggested to introduce the notion of
periodicity at the tertiary level.

4.1 Stage 1 (Guidance)

By using examples from other essays, the teacher encourages the class to find examples of
hyperTheme and its connection with the whole text (macroTheme). This activity can be carried out
without making use of the metalanguage employed in the notion of periodicity. Conducting a group
activity is an example of how the teacher can lead the writing class towards a successful use of the

outline employed in Essay B.
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After introducing one example of the target text to the students, the teacher might make use
of follow-up questions to introduce the organisation of the text (Table 2). One of the aims of the

stage is to pay attention to how cohesion and coherence are developed.

Table 2

Follow-up questions for stage 1

Is there a sentence expressing the purpose of the whole text? (MacroTheme)

In which part of the text is this sentence?

What is the informational structure of that sentence? (Theme and Rheme)

What nouns were used in that sentence? Make a list.

What is the meaning of each noun?

What similar words can you use to replace each noun? (Working with synonyms)

How many discussion points are in the text? (HyperTheme)

Is the vocabulary used in each discussion point connected to the sentence expressing the
purpose of the text? If so, what words express this connection? (HyperTheme)

Is there a sentence expressing a summary of the whole text? (MacroNew)

In which part of the text is this sentence?

What is the informational structure of that sentence? (Theme and Rheme)

What nouns were used in the last phase (paragraph)? What other nouns in the text are similar
to the ones found in the last phase?

4.2 Stage 2 (Scaffolding)

The second stage serves as a scaffolding activity for learners to reinforce the concepts involved in
the notion of periodicity. In order to achieve this goal, a group writing activity is suggested to build
confidence among the students. This activity can take place during the class or by making use of an
online forum where students can share their answers and opinions. According to Piriyasilpa (2009),
learners will have a chance to brainstorm ideas and put into practice the new knowledge acquired.
In this case, a similar activity is proposed to achieve a similar goal without making use of the
proper metalanguage. By working in groups, learners are able to focus on different parts of the text
organisation and its development. In addition, this activity promotes interaction and cooperation

among learners.
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Table 3
Stage 2. Scaffolding

Student A: Find the statement in the first phase of discourse that considers
the goal of the text. (MacroTheme). Then analyse its informational
structure. What words were used in the Theme and Rheme? What is the
meaning of each word? Find synonyms in the text for each of those words.
Student B: Find the statement that exerts control over each paragraph.
What words were used in the Theme and the Rheme? What transition

Make groups of three or words were used in each phase of discourse? What is the meaning and

more and work on the
solution of the following
task.

purpose of each transition word? Explain. (HyperTheme)

Student C: Find a statement that summarises the whole text. What
words were used in the Theme and Rheme? Can you find these words (or
similar ones) in other places of the text? If so, where are they? What is the
meaning of each word? (MacroNew)

Student D: What is the purpose of the text? What kind of audience is
this text for? What is your opinion about the text? Will you use the same
information to support your ideas? Explain.

4.3 Stage 3 (Outline)

For stage 3, students are given the proposed outline (see Appendix 2) and a writing prompt. Using
the techniques employed in stages 1 and 2, the teacher assist the students in the preparation of an
outline that considers not only essay development structure but coherence and cohesion structure
as well. If the whole class is working with one topic then the activity can be conducted in groups
of three or four as in stage 2. If the class is assigned with different topics then stage 2 activity will
serve as a review practice before moving into stage 4.

The left side of the outline uses terms from traditional composition to guide learners towards
the creation of the structure of the essay. The right side of the outline (outlining Coherence and
Cohesion) focuses on how to construe meaning. By making use of the same parts of the structure
outline, learners are requested to work on the coherence and cohesion of the essay. This particular
outline encourages learners to work on vocabulary (meaning). In addition, it helps them to

understand the role of meaning across the entire essay.

4.4 Stage 4 (Essay)

The fourth stage is the creation of a text by the learner. In this stage, learners will put into practice
the ideas learnt from the previous three stages and write an essay by employing the proposed
outline and the techniques introduced in the previous stages. In order to achieve the goal of the
fourth stage, the teacher should encourage learners to fill out the proposed outline before and after

the production of the text. Thus, learners will have more control and understanding of their texts.
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As mentioned before, periodicity is a tool that helps writers to see how text is organised.
However, it is important to keep in mind that there are different types of essays and as a result
different organisations. In EFL lessons, learners are exposed to a variety of texts that correspond
to different academic topics. Since the main target is to make EFL learners produce successful
essays, teachers should introduce periodicity by looking at the informational structure found
in academic essays. Once EFL learners understand and recognise how to use the hierarchies of
language introduced here, the class can expand on and introduce other types of English text. This is
the reason why adding another stage to the outline ‘type of text' might be necessary to guide EFL
learners towards an understanding of language and its different functions in society and culture. The
purpose of this optional stage is to show the learners that the organisation of a text is not always the

same, and that the outline presented here changes in accordance to the target text type.

5. Conclusion

The purpose of this paper was to present and introduce the benefits of the notion of periodicity
when teaching writing to EFL learners at the tertiary level. The notion of periodicity was employed
to explain why hierarchies in text should be considered when teaching writing to EFL learners. Two
academic English essays written by upper-intermediate EFL learners at an international university
in Japan were selected and analysed to provide information regarding the informational structure
employed in each essay. One essay followed ideas from traditional composition (Essay A) and
the second essay followed an adapted outline that uses the notion of periodicity. While Essay A
met most of the criteria demanded for that particular task, the results show that the text lacked of
coherence and cohesion. A second essay (Essay B), from the same level, was written following an
outline set that contains ideas from periodicity. The results showed a more organised and consistent
text that successfully met the ideas exposed within the notion of periodicity.

After the analysis of the two essays, the author concluded that pedagogical interventions
should take place in the classroom to improve EFL learners  current writing skills. This paper
suggests teaching the notion periodicity and SFL metalanguage by stages; i.e., by creating
scaffolding strategies that will make the access to this functional grammar aspect more effective.
One possible start to the organisation of classroom activities and material for teaching periodicity
is by making use of EFL learners previous and current knowledge of writing composition. Teachers
can find ways to integrate ideas from SFL by expanding and elaborating more on the concepts
and techniques used in traditional composition, namely, thesis statement, controlling ideas, topic
sentence, and conclusion sentence. Once learners reach a higher level of English language (upper-
intermediate or advanced) the teacher can introduce SFL metalanguage to expose learners to

different texts and their informational structures.
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Appendix 1

Essay Instructions

Students must write a four-paragraph essay in which they present and discuss the results of their

research related to one social issue in another country. This should be a research essay, which
means that its purpose is to help the reader to understand a situation clearly by providing relevant
information, evidence and examples from reliable sources. Students may also discuss examples and

give their own opinions, but evidence needs to be provided wherever possible.

Important Points

Essay length: 850 to 1000 words

Minimum number of English sources required: 3

It is necessary to include a clear thesis statement in the introduction that summarises the main
message of your essay in one sentence. It is very important that every part of the essay is connected
to this thesis statement.

The essay must contain all of the following parts:

1. Introduction paragraph: including a hook, overview, thesis statement

2. Background paragraph: topic sentences, history of the issue (with in-text references)

3. Solution paragraph: how the issue is being solved (with in-text references)

4. Conclusion paragraph: summary of essay (connection to thesis statement)

5. References (full APA style)

Formatting

Student and essay information: full name, class, word count (excluding the bibliography) and essay
due date at the top right of the first page only

Title: top centre of the first page, 14-point Times New Roman bold
All other text: 12-point Times New Roman

Spacing: double-spaced

Margins: normal

Page numbers: bottom right

Word count: bold, end of paper, left

Outline due date:

Final due date:

Grade weight: essay outline: 5% (of total course grade)
final essay: 10% (of total course grade)

>BEFORE YOU SUBMIT YOUR ESSAY, READ THROUGH THIS PAGE AGAIN<
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Appendix 3
Stages for teaching periodicity in the language classroom (Piriyasilpa, 2009, p. 11)

Stage 1: Whole Class Teaching

1. What do you think the purpose of this text is?

2. Does the writer set up a hyperTheme of the whole text? If so, what is it? (HypeTheme: Level A)

3. How many arguments are made in this text?

4. What are the hyperThemes of these arguments? (HyperThemes: Level B)

5. How is each argument construed at the clause level? Identify the structure of Theme and Rheme
within each argument.

6. Does the writer make a point after the discussion of each argument? (HyperNew: Level B)

7. Does the writer make a point of the whole text? (HyperNew: Level A)

Stage 2: Group writing

1. Consider the goal of discourse and set up a hyperTheme of the whole text (HyperTheme: Level A)

2. Outline the arguments to be made and set up a hyperTheme of each argument (HyperTheme: Level B)
3. List all supporting details of each argument and use relevant vocabulary or pronouns in Themes to
construct a cohesive discussion under each argument

4. Make points of the argument where necessary by setting up a hyperNew of each argument (HyperNew:
Level B-optional)

5. Make a point of the whole text by

Stage 3: Outlining

1. Consider the goal of the discourse and set up a hyper Theme of the whole text HyperTheme Level A:
2. Outline the arguments to be made and set up a hyper Theme of each argument

HyperTheme 3 Level B: Prostitution causes problems to the society.

3. List all supporting details of each argument and use relevant vocabulary or pronouns in Themes to
construct a cohesive discussion under each argument

4. Make point of the whole text (optional) by setting up a hyperNew of the whole text

59



Personal and Professional Development for
International Students as TAs in Japanese Universities

Christopher G. Haswell'

Abstract

The internationalization of tertiary education is a process that is continuing around the globe,
ever deepening in complexity. Connected to this evolving situation is the question of how best to
integrate the students who are brought together on internationalized campuses by these efforts. This
paper reports the findings of an investigation of former international student teaching assistants at
a highly internationalized university in Japan and considers the various personal and professional
benefits they felt they acquired. Using testimony from interviews with nine former teaching
assistants, and using a grounded theory approach to analyze and identify common themes in the
participants' reported experiences, this report concludes that the hiring of international students as
teaching assistants has the potential to benefit the individuals included in such a program and the

institutions who recruit them.

Key terms: international university students, teaching assistants, internationalized university

education

1. Introduction
There are few students on a university campus with as much potential to affect their institution as
those chosen to be teaching assistants (TAs). These students are tools in the classroom that can
be utilized to alleviate some of the burden of administration from the instructor, and at their very
best they can facilitate a smoother class by taking on some of the teaching load as well. On an
international university campus, when the students who are selected to undertake the TA role are
often drawn from the international student population, this collective potential grows, as do the
number of domains within which their efforts intersect: these TAs find themselves in positions
not only between the teachers and the students, but also assisting with their respective university's
broader mission of increasing the amount of on-campus internationalization and the production
of globalized human resources. While this is not always the intent of a TA program, the hiring
and utilization policies in practice can have this effect. For these reasons, TA programs should be
investigated for the purpose of calibrating them as closely as possible to the university's aims.

The objective of this paper is to define the role of a TA as it is undertaken in Japanese
universities and to investigate the development experienced by international students working as
TAs. This paper reports a research study conducted at Ritsumeikan Asia Pacific University (APU),

one of the most highly internationalized universities in Japan. This study asked the following

'Associate Professor, Kyushu University, Japan. Email: haswell@flc.kyushu-u.ac.jp
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research questions: "How are international student teaching assistants (TAs) affected by their time
in the TA program?"; "Do such programs have a positive effect on university internationalization?"
Reported here are the findings from interviews with former international students who had
participated in the TA program at Ritsumeikan APU during their university undergraduate

education.

2. The role of international Teaching Assistants

TAs recruited from the international student population in Japan are not the same as so-called
International Teaching Assistants (ITAs). ITAs are graduate students employed as part of their
course of study in US, European, or Australian universities to teach part of their affiliated
undergraduate courses. The roles for TAs in Asian contexts are generally more limited than those
where ITAs are used as teachers (Bengu, 2009; Gorsuch, 2003; Fletcher-LaRocco, 2011); TAs
in Japanese contexts can be reduced to the position of taking notes of attendance and setting
up classroom equipment for the teacher. One of my interview participants described the basic
requirements of the job: “As a teaching assistant, we are supposed to take charge of taking
attendance, prepare, distribute and collect materials, being proctor during test time and other
similar tasks.” Another interviewee commented, "It can be really stupid, boring tasks like give out
attendance sheets and wiping the blackboard." In this paper, therefore, the term 'international TA'
will be used to differentiate from the acronym 'ITA,' which is taken to refer to a separate category
of instructor rarely, if ever, found in Japanese universities.

The role of TA as it is understood in the Japanese university context, with one or more
students directly assisting with the teacher's work in the classroom, is not one that has been well
researched. The closest teacher/assistant relationships to receive significant academic attention
in Asia are assistant English teacher (AETs) programs, such as the JET program in Japan and the
EPIK program in South Korea. These programs match young university graduates from English-
using countries with teaching districts in the respective countries with the intention that these AETSs
support the efforts of the teacher to undertake effective communicative language teaching in their
classrooms. Both programs are intended to give the primary teacher of the class assistance with
what may be unfamiliar procedures or methodologies for this teacher and more time to focus on
the learning outcomes and administration of their classes. The main difference between these two
programs is that although the EPIK program requires applicants to have "a teaching license in your
home country" (English Program In Korea, n.d.), the JET program only requires an undergraduate
degree to be eligible. However, both programs envisage similar roles for their candidates, roles that
are closely related to those held by TAs.

Teaching assistants are assistant teachers; the only question is how much responsibility they
are given in the classroom. Research involving AETs in the JET or EPIK programs provides useful
examples of the extent to which assistant teachers are employed in contexts similar to those in
undergraduate language courses and what problems these programs can face. Started in 1987, the

JET program was undertaken to counteract negative perceptions of Japan during the economically

61



B APU Journal of Language Research Vol.3, 2017

prosperous ‘bubble economy years, where little was known about the country by non-Japanese
speakers beyond its position as a serious economic rival (Miyazato, 2009, p.37). According to the

official website of the JET program:

[The Program aims] primarily to promote grass-roots internationalisation at the local level,
the JET Program invites young college graduates from around the world to participate in
international exchange work and be involved in foreign language education --- We hope that
all people involved in the JET Program, both the participants and the local people they live
and work with, will build an international network and become successful in today's global

society (Council of Local Authorities for International Relations, n.d.).

Employees in the role of TA in both Japan and South Korea can be classed as being in programs
that promote so-called ‘team-teaching’ (TT), where the lead teacher is assisted in their EFL
classes by a younger, less experienced, professional participant. The most oft-cited work in the field
of team-teaching in Japan is that of Tajino and Tajino (2000), where the participants in the Japanese
JET program are described as “young college graduates with little or no teaching experience” (p.4).
For a successful class, Tajino and Tajino concluded that “cooperation between the two teachers
at various stages is a prerequisite” with “lesson plans, in the classroom (providing input, giving
practice, etc.), and in evaluation after classes” being essential. The overall outcome of a well-
organized team-teaching program was a concept Tajino and Tajino termed ‘team-learning' (p.9),
which they defined as encouraging “all the participants, teachers as well as students, to interact with
one another by creating more opportunities for them to exchange ideas or cultural values and learn
from other ‘team members . In all, Tajino and Tajino concluded that better-organized courses
would mean "the students can (1) obtain more opportunities to use the language as a means of
communication, (2) learn more about diverse intercultural values and (3) foster a positive attitude
towards communicating with native speakers of language." Clearly, a well-organized program has
great potential benefits.

The Tajino and Tajino study was followed by that of Kachi & Choon-hwa (2001). This
study concluded, however, that the rationale of the program and the methods of its implementation
were often disconnected. The problems highlighted by Kachi and Choon-hwa included, “gaps
between [Japanese teacher's] perceived problems in TT and the objectives of the JET program that
the program organisers recognise, to teachers' lack of time to prepare for team teaching lessons,
to problems based on everyday teaching practices.” Another serious issue was related to teacher
face-saving, which could also be considered to be an act of 'learning-avoidance' regarding the
self-actualization opportunities referred to by Tajino and Tajino: “JTEs avoid, consciously or
unconsciously, conversing with ALTs in English in front of the students. We tentatively attribute
this to the fact that many Japanese teachers are concerned with their lack of oral English fluency,
which they think might make them lose credibility as English teachers” (Kachi & Choo-hwa, 2001,

p-8).
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The finding of a lack of adequate communication in TT has been reported elsewhere. As
Carless's investigation of the EPIK pointed out, if “unenthusiastic partners are forced to teach
together, problems are likely to arise” (2006, p. 344). In addition, the situation in classes where
the teacher decides that directives from MEXT regarding use of certain methodologies and
AETs can be ignored is succinctly outlined by Carless: “The need for detailed planning can, of
course, be circumvented if either partner dominates the lesson with their counterpart as spectator,
disciplinarian or human tape recorder, but in that case the presence of two teachers is not being
exploited and is arguably a waste of resources’ (2006, p. 344). If the program is calibrated
correctly, it has the potential for a smooth, mutually beneficial approach to the teaching of the
language. AETs and TAs have linguistic as well as cultural value. However, for TAs to provide
adequate and organizational support for both teachers and students, clear communication of aims,

expectations, and opportunities for feedback are required.

3. Research project — a case of accelerated internationalization

This paper reports on an investigation of the employment of teaching assistants at Ritsumeikan
APU. Ritsumeikan APU is part of the Top Global University Project (TGUP) as a member of the
Group B funding group (MEXT, 2014). This group, labeled the "Global Traction Type" group, was
expected to be “innovative universities that lead the internationalization of Japanese society, based
on continuous improvement of their current efforts’ (MEXT, 2014, para. 2). Ritsumeikan APU
is an international university with 45% of its students coming from outside the country, mostly
from Asia. For a university to be considered ‘internationally-focused', it needs to have made the
recruitment of international students as a priority to produce an international environment on its
campus (Foskett, 2010). Ritsumeikan APU requires students to take the number of language credits
required by MEXT, and in addition to this take a further 20 credits in EMI classes, that is, major-
subject classes taught in English. This means that fully one-third of the students' requirements for
completion of their university courses required the use of English, despite none of the students
being language majors. This commitment to EMI and the maintenance of a dual language policy
confirms this university is focused on bringing a sizable international student population onto its
campus. Such an approach gives international students first-hand experience of living and working
in Japan and provides domestic students with the experience of living and working with young

people from other countries.

4. Methodology

In total, nine former APU TAs participated in Skype interviews after responding positively to a
request for participation in a short online survey. All participants were former English program TAs,
employed to assist with the administration of large classes by noting attendance, logging student
participation, and working directly with students to complete classroom tasks, such as pair or group
discussions. They were all undergraduate students at the time of their employment as TAs, and they

were working part-time while taking their own classes at APU. The participants were contacted by
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email and given the questions in advance and asked to consider them before Skype contact. The
questions sent to the former TAs were:
1. How would you describe the role of a TA to someone else? Would you recommend this
job to a friend?
2. Do you consider a TA to be a job you would advertise as a skill? For example, would you
add this as a qualification to your CV or include it in an online profile (e.g., LinkedIn)?
3. Do you think TAs should be expected to do more in class? If so, what do you think could
be done to help TAs become an integrated part of the teaching in university classrooms?

4. Did working as a TA assist with your integration into the Japanese university life?

Interviews were transcribed and, following a grounded theory approach of memoing and tagging
qualitative data for repeated or synonymous words, these testimonies were analyzed for patterns,

i.e., reported experiences and opinions shared by the participants.

5. Findings

The interviewees gave responses that were related to both personal and professional development:
they commented on their own experiences on campus and how these experiences had affected their
lives on campus; they spoke about skills they had acquired or added to their resumes based on their

working experience as TAs.

5.1 Describing the role of TA

The comments in reply to the questions "How would you describe the role of a TA to someone
else? Would you recommend this job to a friend?” reflected experiences that gave a positive
impression of the role of a TA. All the respondents said they would recommend the job, some

giving very positive responses:
[Tt is] one of the most respected jobs on campus, I tell people. (Interviewee 1)

It's a very good job. You get the experience of something beyond washing plates and waiting

tables. (Interviewee 2)
I really enjoyed doing the class. I was in a class related to my field, and I liked to hear
who the professor talked in the class. I was not only like a TA but also a student as well.

(Interviewee 3)

If the TA has some plans to focus on teaching, I think it would be very helpful for them.

(Interviewee 8)
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There were comments that suggested some TAs would recommend the position only after careful

consideration:

If I recommend it to somebody, it will only be to people who I think have the potential and
the skills to do it and who will be committed to getting the most out of it. Not everybody
looks at it the same way. (Interviewee 4)

Emotionally, I feel like some students may not need much more than academic support. 1
think as freshman students I think when they first started they had no-one. You can give
them some advice or help them make friends. I would recommend to a friend, and I did.

(Interviewee 7)

If I wasn't competent, I might not have enjoyed it. It can make you feel a little be stupid, just
sitting there. You sometimes don't know the expectations. I would recommend it because it
puts you in different situations.

(Interviewee 9)

As mentioned in the examples above, the former students who had participated as TAs would
recommend it as a job, although it may depend on their opinion of the person to whom they are
recommending the position. The comment "you sometimes don't know the expectations" gives the
impression that the role of TA may be best suited to confident, self-motivated individuals who can
approach the class teacher to directly request guidance or decide their in-class tasks independent of

direction.

5.2 Advertising the skill of being a TA

The responses to the next two questions garnered responses that reflected the interviewees' opinions
of the professional aspects of a TA's role in the classroom. When asked the question “Do you
consider TA to be a job that you would advertise as a skill?” all the interviewees said that they

would advertise it:
When you are a fresh undergrad, it makes your profile look a bit nicer. (Interviewee 1)

Yes, I would definitely advertise the job as a skill. It's because I believe the job has taught
me many useful skills which are necessary for my future career. (Interviewee 5)

Absolutely, because when we graduate from university, we don't have hard skills yet, so

writing TA as experience is a way to show the employers that we have soft skills, we can

work with other people and the bosses. (Interviewee 6)
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Being a TA helped me with my confidence. I had problems with public speaking, so being a

TA could help me in that sense. (Interviewee 7)

I learned to interact with Japanese, which can help in my professional career. It helped me to
understand more about Japanese, and deal with their characteristics.

(Interviewee 8)

You can show that you have a certain kind of experience. I think I learned many things, such
as how to talk to students, how to approach difficult situations, how to tell students they
are about to fail the course without further demotivating them, or if you see there has been

plagiarism, how do you start a conversation like that? (Interviewee 9)

It can be seen from these responses that, especially immediately after graduation, the interviewees
believed their experience as TAs set them apart from other students who had completed their

university course. To them, it had enriched their image in the eyes of future employers.

5.3 The expectations for TAs in class

In response to the question “Do you think that TAs should be expected to do more in class?” the
interviewees were mostly positive about the potential for an expanded role for TAs at APU. This
may appear to have been a leading question but was not intended to elicit only positive responses

from the participants.

I feel that a TA can do a little bit more, especially during English lessons. Sometimes you

are just standing there, passing the mic around and taking attendance. (Interviewee 1)

TAs are something beyond people who print the papers for you. It's an important part, but as
a system, I think that all professor should maximize their resources, and become an expert in
that area. It's a good idea that the university advises the lecturers to use TAs.

(Interviewee 2)

It depends on the professors; some TAs have to ask the office for two TAs. If I had more
time, I could do not only the technical jobs and tasks; I could do something more academic.

I could assist him with research in the field. (Interviewee 3)

I think TAs also should be given more authority to speak up and have occasional feedback
session or more like meeting with the teacher about class and students. Beside 90 minutes
of each period, it would be helpful if TAs are given materials of class at the beginning of the
week or the month so that they can have some preparation. Also, I believe teacher and TAs

should communicate more so that they can support each other effectively. (Interviewee 5)
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I strongly agree to have more of a role in class, as they can have better discussions and
working together, tasks together, it will make the experience for the students and the TAs

richer. (Interviewee 7)

Those who did not think TAs should be called upon to do more than is already being requested said
the following:
Already enough. I have assisted 4 English classes and 2 or 3 language classes, and most of
them were pretty similar. The TA is not just helping the technical processes like handing
papers, but also the teachers are asking us for ideas for activities for helping the students,

and understanding the student way. (Interviewee 6)

In other words, they believed the current level of effort or input into the running of the class being
requested of TAs at APU was already at a sufficient level. One response to this question brought to
mind the comments of Kachi and Choon-hwa's 2001 study noted above with respect to face-saving
by teachers in classes where they may be asked to use a language in which they are not especially

proficient:

If [students] see someone who is not as respected as a teacher or professor, they probably
consider that a bad idea, or not the kind of education they want to receive in university.

(Interviewee 7)

As a job, the former TAs found their roles gave them opportunities to learn new skills. In university
education, the focus cannot only be on the current situation, as the institution is ostensibly
preparing their students for a professional career that is a few years, or perhaps months, in their
future. For that reason, any professional experience a student can gain may reflect positively in
the eyes of a prospective employer and provide both the student and the institution with a benefit,
such as a job offer and improved graduate employment rates respectively. At an internationalized
institution, especially in the era of 'globalized human resources,’ professional experience combining
intercultural and foreign language use is particularly valuable. The TA program at Ritsumeikan
APU, if correctly attuned to the needs of both the students and the university, could be a source of

both professional and institutional benefit.

5.4 TAs and integration into campus life

The question that allowed the former TAs the most opportunity to speak about the personal effect of
their time working as TAs was “Did working as a TA assist with your integration into the Japanese
university life?” While responses were mixed, some of the interviewees did remember their time as

a TA helping them integrate into the university environment:
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Yes, massively. Because Japanese kids have the senior/junior mentality. When you are the

TA, even off campus, they want to come and talk to you. (Interviewee 1)

Being in this environment, communication skills are very important. APU is truly an
international environment where students are free and encouraged to express their opinion,
challenge their ability, learn and try new things. It is also it will be a big waste to not try to
work oneself in many areas to learn more. While being a TA, I was able to understand the
difficulties of both teacher and students. It helped me to learn how to put myself in others'
shoes. It helped to improve my communication skills a lot which turns out to be very helpful

now in my workplace. (Interviewee 5)

Yes, because I got the chance to interact with Japanese students who are learning to speak
English. So it helped me to learn about Japanese and also to converse and understand in

English. (Interviewee 8)

In Japan specifically, I think there is a certain Japanese work ethics, they have their own
expectations, to know in the hierarchy how you are supposed to behave. It gives you a

glimpse of what it's like to work in the Japanese system. (Interviewee 9)

However, there were those interviewees who felt working as TAs did not have an effect on their
lives in APU:

I worked primarily with English classes, including Japanese students, I didn't like classes

where there was no initiative. (Interviewee 2)

No. The reason is APU is a bilingual university, and since I did not know Japanese, my

classes were in English with Japanese and international students. (Interviewee 3)

Not really, because, I was first a TA in my last year, so I think I had already adapted very
well to Japanese university life. (Interviewee 6)

For me, not so much, because I started later on ... integration to Japanese university life

comes before working as a TA. (Interviewee 7)

The responses to this question suggest that, unlike the professional aspects of the position, the
personal gains from their time as TAs are affected by their time at APU as a TA. The general
opinion of the professional and personal effect that working as a TA had on the participants in my

study can be summed up in this statement:
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Being a TA is ... a learning experience, because you are trying to meet the teacher's
expectation and the students' expectation, so you have to work on several skills at the same
time. Also, it's a way to understand culture, how to approach Japanese students, especially

those who are not exposed to the international environment. (Interviewee 9)

6. Comment & Recommendations

The participants in this research project were positive about their time as TAs at APU. Despite
some inconsistencies in their experiences, it can be concluded that these former students received a
recognizable professional benefit from the work experience and some personal benefits as well.

The first recommendation, based on the opinions of two former TAs who disagreed that
their time in the program had assisted their integration into the student population, is connected
to the timing of students' entry into the program. TA programs connected with the international
students and EMI courses should be started as early as possible to maximize the possibilities for
students to be assisted in their on-campus acculturation. While it is not always possible for first
semester students to become TAs, nor is it always advisable given the time constraints on such
freshman students, earlier admission to the program gives students the opportunity to maximize this
benefit of the program. Employing international students as TAs also assists with addressing what
Bradford (2016) describes as "physical and conceptual isolation' from the other student population
that can occur if the integration of the students into the university is not actively addressed by the
Ritsumeikan APU administration itself.

Another recommendation that is suggested by the findings is for the role of TA to be more
widely publicized early in the academic careers of international students. A problem highlighted
in earlier studies and the interviews was that of classroom teacher commitment to the TT or TA
program. Comments regarding the range of responsibilities required of TAs were connected to the
enthusiasm of the professor; and therefore, the quality of the experience of the TA was related to the
confidence the professor had in the TA. Also, finding work experience in Japan can be difficult for
international students due to language, culture, and other barriers to entry. Therefore, a comfortable
work experience adds both experience and a small degree of qualification to help fill a resume.
Universities should actively promote the benefits of having an experienced and motivated TA in
class, and participation by professors should be encouraged by universities with high numbers of
international students. This would maximize both the potential gains from the program and the
number of students engaged in being TAs.

It is important to make clear the limitations that will restrict opportunities for universities
to make wide-ranging changes to teaching assistant programs. Program budgets may not allow for
wide-scale recruitment operations, thereby constraining how much time can be put into efforts to
find the best candidates for the program. If universities cannot guarantee the quality of candidates,
they reduce the potential benefits that all stakeholders in the program can receive. Also, hiring
TAs too early in their university terms could limit the educational and social experience they can

use in a classroom. After all, in their early months at university, these students are still learning
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to be students themselves. While the hiring of international students as TAs is highly encouraged,
universities should also be warned to carefully define the scope of the program, its intended

beneficiaries, and the methods they should follow to achieve the successes they seek.

7. Conclusion

It can be concluded from the responses that the students who participated in the TA program had
rewarding experiences on campus. Of course, students can integrate into the campus community
without working as TAs, but as studies of teachers at Ritsumeikan APU discovered (Haswell,
2015, 2017), the benefits of being on an international campus are only experienced or maximized
by taking positive advantage of them. The examples given in that study of activities that students
could undertake included joining school clubs or events. Being a TA qualifies as a positive activity
to take advantage of the university's uniquely internationalized environment and student population.
Providing both international and domestic students increased opportunities to integrate and interact
positively should be the goal of any university interested in improving the intercultural contact on
its campus. The responses to these questions demonstrate that being a TA is an example of positive
intercultural contact.

The policy initiatives to further internationalize Japanese universities will continue to
evolve and, if past practice is any guide, expand and accelerate. The efforts to encourage more
international students to enter Japanese universities, for Japanese university students to use more
English in their studies, for the same students to study and work abroad, and for universities to use
English for international outreach will all continue to be vital to the long-term viability of Japanese
tertiary education. For these reasons, there will always be international students on campus
in need of employment and students in classes who will require support. On internationally-
oriented campuses, there will also be potential study-abroad candidates who require counseling
and universities in need of accurate feedback on the current state of their programs. International
students in the role of TAs and educational counselors fulfill roles that can assist in all these
aspects. The most important element of all is that international students appear well-motivated for

the opportunity.
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Teacher Beliefs and Practices about Administering
Corrective Feedback on Student Writing

Kent Jones' and Kevin Tang’

Abstract

This preliminary study aimed to gather data about English teachers’ beliefs regarding the provision
of corrective feedback for student writing in university English as a Foreign Language (EFL)
classes. Participants included English instructors from Japan and abroad who responded to a
survey that employed both qualitative questions about teachers’ beliefs and practices, as well as
quantitative questions regarding the methods they used and the time used to explain them. The data
was analyzed with the goal of answering these questions: 1) What types of feedback do teachers
prefer and why? 2) How long do teachers spend explaining their feedback system? 3) Do teachers
require a revised draft and why/why not? 4) How much time do teachers spend making corrections?
5) Is there a difference in the type of feedback teachers prefer depending on the elements of writing
that they are focusing on? How well do they feel that students act on those corrections? According
to the results, teachers preferred indirect and explicit feedback for all aspects of writing. They spent
a short time explaining feedback systems due to assumptions that students already understood, but

a long time correcting individual student work.

Keywords

Corrective feedback for writing, corrective symbols, teacher beliefs, teacher attitudes

1. Introduction
Giving corrective feedback on student writing is one of the most difficult tasks a university EFL
teacher has. Figuring out how to do so effectively and efficiently is vital to keeping our heads above
water in the seemingly constant stream of writing assignments we assess throughout the semester.
However, ideas of how feedback should be administered often differ greatly depending on the
teacher. Nation and Macalister (2010) stated that a teacher's practice is often determined by their
own individual belief system about best practice, rather than any prescribed set of rules defined
by a curriculum or by research data. For this reason, when one is engaging the topic of corrective
feedback, whether it be as a general topic of interest or for some insight to help teachers develop
their own feedback practice, it is useful to examine and be aware the multitude of beliefs that they
hold and approaches they take towards administering written corrective feedback.

The purpose of this study is to analyse the types of correction that teachers are currently
using based on the results of a survey which focused on teachers' written corrective practices. The

survey also uncovered some attitudes which teachers had towards corrective feedback. We also
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wish to draw comparisons between these teacher attitudes and what current SLA research has

uncovered about the efficacy of written corrective feedback.

The study aims to answer these main research questions:
1) What types of feedback do teachers prefer and why?
2) How long do teachers spend explaining their feedback system?
3) Do teachers require students to revise their assignments and why/why not?
4) How much time do teachers spend making corrections?
5) Is there a difference in the type of feedback teachers prefer depending on the elements
of writing that they are focusing on? How well do they feel that students act on those

corrections?

1.1 Literature Review

According to Russell and Spada (2006), in language learning “the term corrective feedback [refers]
to any feedback provided to a learner, from any source, that contains evidence of learner error of
language form” (p. 134). It is important to note that this definition does not include feedback that
deals with content, though this type of feedback will also be addressed in this study. Corrective
feedback can then be broken down into three main types: direct feedback, in which the error
is corrected for the student; indirect feedback, in which the error is indicated, but no further
information is given about what type of error it is or how to correct it; and metalinguistic feedback,
in which a metalinguistic clue is given in the form of a correction symbol or grammatical symbol.
There is also a distinction between unfocused feedback, which addresses all of the errors which a
student makes, and focused feedback, which only looks at one type of error (Ellis, 2009).

There has been a considerable amount of argument between SLA researchers about the
effectiveness of corrective feedback to improve student writing, and some researchers have even
argued that corrective feedback is a waste of time. Truscott (1996) claimed that grammatical
corrective feedback, regardless of the type, had no positive effects and actually had negative effects
because it led to avoidance strategies. He also pointed out that previous studies had not actually
proven that corrective feedback was effective in improving student writing in the long term.
Indeed, at that time studies that had concluded that corrective feedback was effective only focused
on improvement of student writing in revised drafts (Fathman & Whalley, 1990; Haswell, 1983).
Truscott argued, however, that corrective feedback could only be proven to be effective if it led to
improvements in subsequent drafts. This point seemed to be substantiated by a number of earlier
studies which all concluded that corrective feedback did not have a significant impact on later
writing (Semke, 1984; Robb, Ross, & Shortreed, 1986; Kepner, 1991; Sheppard, 1992). However,
Ferris (2004) and Bitchener, Young, and Cameron (2005) pointed out that these previous studies
were flawed because they did not have a control group and therefore the conclusions that they made

could not be taken seriously.
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A number of later studies have shown that corrective feedback can have positive and lasting
effects. The only problem with these studies was that they tended to deal with focused feedback
which centered on improving the accuracy of the use of a single language point (Bitchener,
2008; Sheen, 2007; Bitchener and Knoch, 2008; Sheen, Wright, & Moldowa, 2009; Farrokhi &
Sattarpour, 2012; Shintani and Ellis, 2013). McGrath (2015) pointed out that such findings were not
particularly useful for the classroom setting in which the number of writing assignments a teacher
assigns was limited to two or three in a semester; a situation that generally makes it necessary for
teachers to take an unfocused approach to administering feedback. There have been a very small
number of studies that have shown positive evidence that comprehensive corrective feedback has a
lasting effect on learners accuracy (see, for example, Van Beuningen et al, 2012).

Another point that is of considerable importance is the type of feedback that is most
beneficial: direct, indirect, or metalinguistic. Truscott and Tsu (2008), the only article published
between 1996 and 2008 to conclude that corrective feedback had no effect, addressed only indirect
corrective feedback. The researchers simply underlined the error for the participants with no
information about the type of error or how to correct it. In the study, Truscott and Tsu tried to
argue that differentiating types of feedback was unnecessary, but he didn't provide any evidence
to substantiate that claim. One thing that his findings did suggest was that indirect feedback may
be ineffective. This observation was substantiated by Bitchener and Knoch (2010) who noted
that students who received metalinguistic feedback were able to retain their accuracy gains over
a 10 week period, while those who received only implicit feedback were not. It should be noted
that this study also included oral feedback, thus going beyond simple written feedback. Chandler
(2003) found that simply indicating the error or correcting the error for the student were better than
describing the type of error. Shinitani et al. (2013) found that direct corrective feedback followed
by revision were more effective and yielded longer lasting results than metalinguistic explanation.
Van Beuningen et al (2012) found that direct corrective feedback resulted in gains in subjects'
grammatical accuracy, while indirect corrective feedback resulted in gains in non-grammatical
items. In each case it can be seen that research has provided very little concrete information about
which form of corrective feedback is the most effective. Indeed, it could be argued that all forms of
feedback are equally useful depending on student needs and teacher preferences.

Considering the importance of teacher preferences in providing feedback, it is surprising to
note that while a large amount of work has been done on corrective feedback focusing on different
feedback types and their comparative effectiveness, a much smaller amount of research has looked
at teacher and student attitudes towards giving feedback (Evans, Hartsworth, & Tuoti, 2010;
Ferris, et al., in press/2011a; Ferris, et al., in press/2011b; Hyland, 2003; Lee, 2004). As Evans,
Hartsworth, and Tuoti (2010) noted, in the research to date, informal observations often form the
basis of assumptions made about teacher beliefs and practices. Very few studies have gathered data
about these beliefs and practices by asking the teachers themselves. Of the studies that have done
this, there are even fewer that were written with the specific intent to learn about teacher beliefs and

practices regarding written corrective feedback by asking the teachers themselves. These studies
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included two case studies with limited sample sizes (Ferris, 2006; Hyland, 2003). Ferris (2006)
investigated the strategies three L2 writing teachers used to provide feedback and Hyland (2003)
looked at the feedback given by two L2 writing teachers over a complete course. In both cases the
authors stressed the value of considering teachers perspectives when giving feedback. They also
both noted that teachers have a tendency to focus more on formal aspects of writing than content,
though neither explored this idea with much depth. Lee (2004) had a much larger sample size. Her
study was based on a survey of 206 writing teachers. This study had some interesting findings in
that it found that both teachers and students preferred comprehensive error feedback and that the
number of strategies teachers used in correcting student writing were limited.

Of studies investigating student feedback beliefs and practices, Evans et al (2010)
offered the most robust sample size and gave the most comprehensive look at teacher attitudes
and practices in corrective feedback to date. Their study was based on an international survey
completed by 1,053 L2 writing practitioners from 69 different countries. Some key findings from
the study were that 92% of respondents felt that providing feedback was important; of the 8% who
claimed it wasn't, the main reasons were that they felt content, organization, and rhetoric were more
important (26%, n=23); students should take care of grammar errors by themselves (23%, n=20);
and error correction is not effective (11%, n=10). The reasons why the majority of respondents felt
that feedback was important included opinions that it helps students (45%, n=448), students expect
it (22%, n=223), and students need it (17%, n=193). Although this study had a robust sample size
and offered an interesting insight into the general reasons for why teachers chose to give corrective
feedback in the classroom, it didn't offer insight into teacher's preferences for different types of
feedback. The present study will aim to explore teachers reasons for administering different types
of feedback, such as direct, indirect, explicit, implicit, focused, unfocused, immediate, and delayed.
The study will also look at teacher preferences in the ways that they indicate errors. This topic has
rarely been addressed and often not even taken into consideration by researchers. One illustration
of this is Ferris (2001) in which teachers were required to use a specific set of symbols in the study,
but it was often found that teachers would often not use the symbols that they were provided. The
results were affected by this because the study failed to take into account the possibility that the
habits in providing feedback that the teachers had formed were stronger than the training provided
by the researchers. For this reason, this study also explores the ways that teachers address specific

student errors, such as word form, missing words, and punctuation.

2. Methodology
2.1 Participants
Some English language teachers from the researchers’ university—Center for Language Education
(CLE) at Ritsumeikan Asia Pacific University—agreed to participate. In order to have a larger
sample group, each researcher recruited from his network of colleagues with a further request to
pass on the survey link to those s/he believed could also assist in the research, some of whom were

in Japan while others reside abroad.
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In total, there were 57 respondents: 77.1% (n=44) of whom held (or will soon hold) an MA
degree while 22.8% (n=13) had a PhD. Overwhelmingly, 84.2% (n=48) teach EFL. Moreover, 3.5%
(n=2) have been teaching L2 writing for only 1-2 years, 57.9% (n=33) for 3-10 years, and 38.6%
(n=22) for over 10 years.

2.2 Survey

Google Forms was chosen as the survey engine due to its ability to allow for user input fields.
In addition to the service being free, the number of questions was unlimited, and results could
be collected in a spreadsheet and shared easily. As the survey was online (accessible from an
embedded URL in an email request), anonymity could be guaranteed. In addition, online access not
only made it easier for participants to complete the survey but also for the researchers to review
the data. Despite the initial survey request and the majority of participants being onsite, it was
necessary for both researchers to engage with teachers to remind them of the survey and appeal for

their assistance. For offsite instructors, no follow-up efforts were made.

As the survey dealt with teacher beliefs and practices, it was divided into two parts that
encompassed four screens:
® Part 1 of the survey requested user input to answer general questions on feedback
practices’ with 26 ‘main’ questions, not counting optional inquiries that requested further
elaboration. Most questions had multiple choice answers and a handful allowed the
respondent to select more than one response. Five Likert scale questions were also included.

< An example: How much time do you spend explaining your feedback system?

®  None

B <]0 minutes

B [0-30 minutes
B 30-60 minutes
B 60+ minutes

® Part 2, likewise, had 26 questions, each based on how to indicate errors in comparison to
a combination of American and British proofreading symbols. Each question was given
multiple answer choices with an ‘Other  field for open-ended comments. The 26 questions
were grouped into one of four categories: lexical (word usage, word form), grammatical
(verb tense, missing article), mechanical (capitalization, punctuation, typeset/style), and
organizational (deletion, insertion).
© An example: How do you show to insert a space?
B Use A or Vv along with the symbol that resembles a 'Y’
B Use A or Vv along with # symbol
B Use A or Vv along with “space” written out
. Other:
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Originally, a trial questionnaire was created and tested. This version was also divided into two
parts, but with only seven qualitative questions and 33 quantitative questions centered on corrective
symbols, the focus was misaligned to give greater attention to symbols alone. More specifically,
the trial questionnaire only presented two response choices such as a ‘standard’ in the publishing
world and an input field for a respondent to comment on. As understanding how corrective
feedback was used became the more primary goal, the experience gained from that trial allowed for

re-structuring of both qualitative and quantitative inquiries.

2.3 Levels

The data (see Figure 1) here represents all (N=57) teachers in the levels they taught for the
Spring 2017 academic semester. The levels are based on the Common European Framework of
Languages (CEFR):

2.4 Survey Questions

The data that we received from the questionnaire responses was divided into seven categories: the
types of feedback used, the amount of time and resources used to explain the feedback system, the
types of errors teachers correct most often, the amount of weight placed on revising student work,
the amount of time spent giving corrections, the platform used for administering feedback, and
the teacher beliefs and practices in giving feedback for various aspects of writing such as content,

organization, vocabulary, and grammar.
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Figure 1: Levels participants taught for the Spring 2017 Academic semester

The first survey items dealt with the types of feedback used. This was elicited by the prompt,
“Which systems do you use to correct student writing?” followed by a multiple-choice list from
which participants could make multiple selections. Feedback was divided into two main binary

categories: direct versus indirect feedback, and explicit versus implicit feedback. Direct feedback
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refers to the practice of correcting the error for the student, while indirect feedback involves giving
the student some clues about the correct answer. This was elicited through multiple choice items such
as “correct the error for the student” or “indicate an error has occurred and specify the type of error
with corrective symbols” . Explicit feedback involves clearly stating that an error has taken place and
using words or symbols to indicate the error, while implicit feedback involves letting the learner know
that an error has taken place, usually by underlining it, but not giving any information about what the
error is. The former was indicated through choices such as “indicate an error has occurred and give
a written hint of how to correct it while the latter was indicated with a prompt such as “indicate an
error has occurred but do not specify the type.” Participants were allowed to choose more than one
category and were also asked to give a short explanation for why they did so.

Participants were then asked for information about the amount of time used to explain the
symbols. As to be expected, this was broken up into various periods of time, from no time at all, to a
few minutes, to more than an hour. They were also asked to note aids that were presented to students
to help them understand the feedback system, such as symbol lists or guidelines and the amount of
time taken in class to teach students how to use these guides, and the extent to which participants felt
that their students understood the feedback system.

Another section of the survey also dealt with whether or not students were expected to
produce a final draft based on the feedback they received. Participants who did require a final
draft were asked how much they felt such a requirement motivated students to pay attention to
their teacher's comments. Participants who did not require this were asked about the extent to
which students actually read teacher comments and took them into consideration for future pieces
of writing.

The next section asked teachers about the amount of time it took them to give feedback
on one page of student writing. This was followed by a question about the platform used for
administering feedback, broken into four categories: written (on paper), verbal (face-to-face),
electronic, and via screencast. Participants were allowed to choose multiple options but asked
to explain the circumstances in which they used the different modalities and their rationale for
doing so.

In the final and longest section of the survey, participants were asked about their feedback
preferences for four of the main elements of writing: content, organization, vocabulary, and grammar.
For each of these elements they were asked how they gave feedback with the first question being
identical to that in the first section but related to each specific element of writing as opposed to writing
in general. They were allowed to make multiple choices, but needed to explain the reasons why they
used each method. This section also included a question about the extent to which respondents felt
that students were able to act on the feedback given by their teacher and revise their work properly.
The section related to grammar contained an extra item related to the number of types of grammatical
errors the teachers addressed. The rationale behind asking this question is to see the extent to which
teachers engaged in focused feedback. This was followed by a question for participants who chose

to focus on only a few errors about which errors they gave feedback on and why.
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3. Results

The results indicated that all respondents (N=57) give corrective feedback and 40% (n=23) of
teachers elaborated on their process. While 70% (n=40) elected to give more specifics regarding
their feedback system, only 54% (n=31) of the respondents clearly stated they used some variety
of proofreading symbols or correction codes. However, these tended to be based on their own
experience as opposed to an ‘industry’ standard.

Because it is common for teachers to use a number of different feedback methods,
participants were asked to indicate all of the types of feedback methods they used from a list of
five feedback types (See Appendix). The most commonly used method was indirect and explicit
feedback, with 70.2% (n=40) of respondents choosing “Indicate error has occurred and give a
written hint of how to correct it” and 64.9% (n=37) choosing “Indicate error has occurred and
specify type of error with correction symbols”. A smaller, but still substantial group of respondents
aimed for more direct and explicit forms of feedback. The most popular of this type was to “Directly
tell the student about the errors in their writing” (50.9%, n=29) and to “Correct the error for the
student” (43.9%, n=25). The least popular form of feedback was indirect and implicit feedback,
with only 35.1% (n=20) of respondents choosing to “Indicate an error has occurred but not specify
the type”.

In the comments about teacher justifications for choosing various error types, it was found
that teacher decisions about what types of feedback to choose were often related to their beliefs
about the types of feedback students at various levels could understand. For instance, lower level
students were largely expected to need more explicit help, but higher level students were more
likely to be expected to be able to figure out what was wrong by themselves and thus could cope
with more implicit feedback. There were also beliefs expressed about different types of errors
and the types of feedback suitable to addressing them. Lexical errors such as collocations or
complex grammatical errors such as word order were seen by some teachers as being too difficult,
or even impossible, for students to figure out by themselves and thus were best addressed with a
direct approach. Nonetheless, there were also some teachers who believed that students benefitted
from figuring out how to make corrections by themselves, as this comment from one participant
illustrates: ‘T believe my students will benefit by using some effort to figure out the mistakes for
themselves. I only provide guidance if the students really cannot solve issues by themselves .
These observations will become clearer with an analysis of the types of error correction used for
different types of writing.

Overall, teachers did not spend spend a lot of time explaining their feedback system. About
40% (n=23) answered their efforts took less than 10 minutes and nearly 44% (n=25) answered it
averaged about 10-30 minutes. Only 7% (n=4) indicated that they allot 30-60 minutes, while 5.2%
(n=3) did not indicate a time frame.
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Whatever the length of time a teacher devoted to explaining their feedback system, 40%
(n=23) of teachers speculated that students were able to understand the correction symbols, but
learners who were not became disenchanted to the point of being unable or unwilling to learn from
their mistakes. Nevertheless, 57.9% (n=33) replied that a document was provided to students that
explained the correction codes that a particular teacher used and students were encouraged to refer
to when they were revising their work. Many teachers also emphasized that they spoke one-on-one

to students who truly struggled or needed further clarification.

Electronic (oral feedback) ! 1.8%

Electronic (written feedback) “ 45.6%
£
2
E Verbally (face-to-face) “ 45.6%
6
[
0 10 20 30 40 50

Number of participants

Figure 2: Percentage of participants using each medium for giving written feedback

In terms of the medium for giving feedback, respondents were asked the modes for delivering
feedback that they used. They were allowed to choose multiple answers. As Figure 2 illustrates,
giving feedback on paper was by far the most common method. Electronic written feedback
and verbal face to face feedback were also fairly popular. Some reasons that participants gave
for preferring feedback on paper to electronic feedback were that administering feedback on the
computer was hard on the eyes. In regards to giving feedback verbally, one participant remarked
that it was too time consuming. Nonetheless, a few teachers stated that face-to-face conferencing
was necessary for struggling students, though they felt that it should be limited to individual cases.
Whatever the medium chosen, the majority of teachers (86%, n=49) across levels required
a revised draft. As a few participants mentioned, a common rationale for this was that revision
was necessary for students to clearly understand their errors and improve. Of the 14% (n=11) of
participants who did not require students to submit a revised draft, a couple of teachers commented
that, although a small number of diligent students might read the feedback to improve on their
writing, most students did not pay much attention to the feedback because responding to it didn't

directly affect their grade.
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Figure 3: Amount of time spent by participants correcting student work

Regarding the time taken to give feedback on student work, the majority of teachers spent between

6-10 minutes to correct a page of student work (See Figure 3). Only 22% (n=13) of respondents
reported spending less time and 36% (n=21) reported that they spent more than 10 minutes.
Thus, for most teachers, it can be seen that giving written corrective feedback was a fairly time-

consuming process.
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Figure 4: How errors are indicated

When participants were asked about preferred feedback techniques for the four main error types
(content, organization, vocabulary and grammar) there were some differences. As shown in
Figure 4, the most commonly used form of feedback for feedback on content was indirect and
explicit feedback in the form of writing comments that gave students a hint about how to correct
the error, though there were also a large number of teachers who opted to directly tell students
what was wrong. An almost identical pattern can be seen with the way teachers addressed errors
in organization. In addressing vocabulary errors, there was a similar preference for indirect and
explicit feedback, but respondents were more likely to give this feedback in the form of corrective
symbols. In the case of grammatical errors, there was a very large number of respondents who
indicated that they used corrective symbols. Lastly, the least popular form of feedback was to

simply indicate that an error occurred and let the students figure it out for themselves.
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Figure 5: Teacher’s confidence on students” ability to make corrections based on feedback

As shown in Figure 5, overall teachers showed a high degree of confidence that students were
able to understand their corrections. They were especially confident about their explanations of
organization. The areca where they showed the most uncertainty was grammar. Nonetheless, the
differences between each area were very slight. Indeed, in all of these areas the majority of teachers
said that they thought students were likely to understand their explanations.

There was also a question related to whether teachers corrected every error or if they
focused on a limited number of errors. To expedite the feedback process, especially when there are
many papers to check, teachers may find themselves limiting what they correct. As mentioned in
the literature review, there is a growing body of research indicating that there is pedagogical value
in this practice. Of the 96.4% (n=55) who responded to this query, 7.3% (n=4) corrected up to 2
types of grammatical errors, 20% (n=11) up to 4 types, 23.6% (n=13) up to 6 types, 18.2% (n=10)
up to 9 types, and 30.9% (n=17) would do them all. This indicates that, although a small number of
teachers were aware of the trend towards focused feedback found in current research on corrective
feedback and were attempting to put it into practice, the majority of teachers still preferred to

correct a range of errors.

4. Discussion

L1 students have had a lifetime of learning basic writing structure and receiving feedback on
their mistakes, so by the time they become tertiary level learners, they have become familiar with
feedback and the symbols used, thereby reducing the need for lengthy explanations of what the
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corrective codes mean. L2 students, on the other hand, must deal with a variety of methods used by
their teachers, which can vary greatly and be as diverse as the experience each teacher possesses.
Therefore, teachers should bear in mind that L2 learners have not had in-depth exposure and
experience with writing, especially process writing. When teachers address student errors they need
to confirm that students understand what is expected of them and be more willing to incorporate
exercises regarding correction into their curriculum. Regarding the present study, participants had
varying rationales as to why they made the decisions that they did, the most prevalent of which
were usually type of error, time necessary to correct errors and number of assignments to correct.
What they seemed much less concerned with was the amount of class time they needed to take
explaining their feedback systems. They seemed to be quite confident that students understood
their systems, but it was not clear to what extent they actually checked student comprehension of
their feedback systems. Indeed, it may be found that such comprehension was in fact lacking and
improving it could have led to a shorter amount of time making corrections and a greater sense of
confidence on the part of the students.

In terms of types of feedback given, there was a strong tendency for teachers to use
indirect and explicit feedback. The reasons for this generally revolved around a desire for students
to develop self-efficacy. Nonetheless, there were also clear opinions as to when other types of
feedback were acceptable. For example, teachers often opted to use direct feedback when they felt
that the item being corrected, whether it be content-based, organizational, lexical, or grammatical,
was beyond the student's level. Conversely, they used implicit feedback when they felt that an error
was very basic and often-repeated, and assumed that the student could correct it without the need
for teacher intervention. Perhaps a reason why teachers chose to limit their use of direct and explicit
feedback is that they felt giving L2 students the 'answers' — simply correcting their mistakes for
them in full — would circumvent the learning process and cause students to not learn from their
mistakes. From this it should also follow that teachers should spend more time in their classes
making students aware of their errors and effective means to correct them, in hopes that students
would eventually be able to correct the errors themselves. However, it was not found that teachers
spent much time at all explaining their feedback systems.

As for the amount of time allotted to explaining feedback systems, it was found that the
majority of participants devoted a very short time to the process, but felt that students understood.
Most did, however, provide a reference document to explain their feedback system. Nonetheless,
given our observation that L2 learners are often unfamiliar with various aspects of writing in
English, it seems that more time needs to be spent to explain feedback systems, especially at lower
levels. It also appears that follow-up sessions to review and reinforce what was learnt could be
implemented to a higher degree. In terms of the amount of time spent giving feedback, the majority
spent up to 10 minutes correcting one page of student writing with the rationale that those students
who are at risk would have face-to-face consultations. It is recommended that, by increasing the
amount of time spent explaining feedback systems in follow up sessions, not only would individual

face time with students be reduced, but also the time needed to check assignments. The reasons for
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this would be that teachers and students would have a clearer idea of the criteria expected in the
assignment and be more efficient in administering and responding to feedback.

Most respondents believed that students were more likely to respond to correction if they
were required to produce a revised document to be assessed, and that this was the best way to show
their understanding of teacher feedback. Though some teachers felt that a case could be made that
diligent students would look at and reflect upon the corrected piece of writing then absorb the
corrections without needing to do a revision, the vast majority of participants felt that a graded
revision was both necessary and beneficial.

There was a clear pattern that teachers felt that students benefitted from indirect and explicit
hints about how to correct errors in content and organization. However, teachers opted to do
this through written comments as opposed to corrective symbols. This indicates that a system of
symbols for correcting content and organization errors is difficult to develop. On the other hand,
for vocabulary and grammatical errors, indirect and explicit feedback was preferred to be given
through symbols. In either case, it is clear that the participants believed that students benefited from
feedback that encouraged them to correct mistakes on their own. It is also clear that participants
believed that students were able to act on their feedback for each element of writing despite the
limited amount of time spent explaining their feedback system. It is beyond the scope of the
current study to evaluate the extent to which this belief is justified, but doing so would be a very
worthwhile endeavor. Something that is indeed in need of more exploration is the question of
whether time spent explicitly explaining the feedback system could lead to a reduction in errors

overall and a greater sense of self-efficacy on the part of students in correcting their own work.

5. Limitations of the present study

There are a number of limitations to the present study. These include the sample sizes, the focus on
only the teacher's perspective, and the limitations of the survey as a data collection method. These
points will be considered when conducting future studies.

Firstly, the sample size for this current study could have been more robust and followed
up with focus groups and/or interviews. In addition to the smaller sample size there was also the
fact that it focused on only the teacher's perspective. Student perceptions of written feedback need
to also be taken into consideration, such as their ability to understand their teachers’ feedback,
the amount of explanation they need to understand a feedback system, their preferences for direct
or indirect, and implicit or explicit feedback, and the extent to which they valued the process
of revising their writing. Information about the extent to which students understood teacher
explanations and the amount of time they felt that they needed explanation of their feedback
systems would be especially valued in evaluating the hypothesis made in this article that clearer
explanations of feedback systems would lead to a shorter amount of time being spent checking
student work. It would also be interesting to see if students agreed with the notion commonly held

by teachers that indirect and explicit feedback helped them to become more independent writers.
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Another point of interest would be seeing how much they agreed with the belief commonly held by
teachers that the act of revising their work led to improvements in subsequent pieces of writing.
Although it is important to explore teacher and student beliefs about written corrective
feedback, it is also important to follow up such an exploration with studies that seek to confirm the
extent to which those beliefs are actually valid. For example, there was a clear preference among
teachers for indirect and explicit feedback because they felt that it helped students to think about
and correct their errors, but there is no concrete evidence that this is actually the case. In order to
prove this, an experimental study will need to be conducted that would show the effectiveness and
efficiency of that form of feedback in comparison to the other feedback types. These are all issues

that will be addressed in subsequent articles.

6. Conclusion

This research revealed that the majority of teachers felt that students needed to correct their writing
for themselves. This differed depending on error type. Specifically, teachers felt that content
and organizational errors needed to be addressed with written comments while vocabulary and
grammatical mistakes should be indicated with corrective symbols. While teachers generally
addressed this process of understanding how to correct errors with the use of ancillary aids such
as a reference document, they did not spend much time explaining the feedback system. They did,
however, spend a lot of time correcting student work. This may suggest that teachers need to spend

more time explaining their feedback system.
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Appendix
Corrective Feedback Beliefs and Practices Survey
How many years have you taught L2 writing?
1-2 years
3-10 years
10+ years
What context do you teach in?
ESL (Students are living in an English speaking country and need English to
communicate)
EFL (Students are not living in an English speaking country)
What level of education have you completed (or in progress)?
BA
MA
PhD
What was/is your primary field of study for your degree? (i.e. Applied Linguistics, Literature,

etc.)

F2.

In what level do you teach? (Multiple choice with standard descriptors and CEFR level scale)
O Al (Beginner/Elementary)

A2 (Pre-Intermediate)

B1 (Intermediate)

B2 (Upper Intermediate)

C1 (Advanced)

o o o o

Which system(s) do you use to correct student writing? (Check all that apply)
Indicate error has occurred and specify type of error with correction symbols
Indicate error has occurred and give a written hint of how to correct it
Indicate an error has occurred but do not specify the type

Correct the error for the student.

Directly tell the student about their writing.

Other:

(Optional) If you chose different systems, briefly explain the situations when you use them and

o o o o o g

rationale for using them.

How much class time do you spend explaining your feedback system?
O None

O <10 minutes
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O 10-30 minutes
O 30-60 minutes
O 60+ minutes

G2. (Optional) Briefly elaborate on what you do to explain your feedback system.

H. Do you feel that students understand and remember your feedback?
Almost none of them understand
Most students do not understand
Some do and some do not
Most students understand
All students understand clearly
H2. (Optional) If you feel that they do not understand, why do you continue to use this method?

I. Do you have a document (e.g. correction symbols list) which you give to students that explains
your corrective feedback system?
Yes
No

12. Ifyes, what information does the document contain?

I3. If no, why isn't a document provided?

J. Do you require students to produce a revised draft after you give them feedback?
> Yes
No
J2. Ifyes, is it graded and how much is it worth? Do you feel that it motivates students to revise

their work?

J3. Ifno, do you feel that students check and review their comments anyway?

K. How much time does it take for you to correct one page of student work?
<5 minutes
6-10 minutes

11-15 minutes
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© 16-20 minutes
20+ minutes
L. When you correct student work, how do you do so? (Check all that apply)
©  On paper
O Verbally Face to Face
Electronica Written Feedback
O Electronica Oral Feedback (Screencast)

L2. Ifyou use different modalities for different types of tasks, please briefly explain.

M. How do you give feedback about content?
Indicate a problem with content and specify type of problem with correction symbols
Indicate a problem with content and give a written hint of how to rectify it

Indicate a problem with content but do not specify what it is

o o o o

Directly tell the student what's missing or unclear
O Other:
M2. If you chose more than one method, briefly explain when you would use each method.

M3. Do you feel that students are able to take action to your corrections about content?
1 2 3 4 5
Strongly ] ] ] ] ] Strongly agree

disagree

N. How do you give feedback about organization?

Indicate a problem with organization and specify type of problem with correction symbols
Indicate a problem with organization and give a written hint of how to rectify it

Indicate a problem with organization but do not specify what it is

Directly explain what the problem is

Other:

N2. If you chose more than one method, briefly explain when you would use each method.

o o o o o

N3. Do you feel that students are able to make corrections based on your feedback about

organization?
1 2 3 4 5
Strongly
. [] [] ] [] [] Strongly agree
disagree
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N4. Do you feel that it helps them to avoid similar problems in later pieces of writing?
1 2 3 4 5
Strongly
U] U] U] U] O] Strongly agree

disagree

O. How do you give feedback about vocabulary?
O Indicate error has occurred and specify type of error with correction symbols
Indicate error has occurred and give a written hint of how to rectify it
Indicate an error has occurred but do not specify the type
Correct the error for the student.
Other:

02. If you chose more than one method, briefly explain when you would use each method.

03. Do you feel that students are able to make corrections based on your feedback about

vocabulary?
1 2 3 4 5
Strongly
disagree a [ [ [ [ Strongly agree

04. Do you feel that it helps them to avoid similar problems in later pieces of writing?
1 2 3 4 5
Not helpful Very

at all = = = - - helpful

P.  How do you give feedback about grammar?

Indicate error has occurred and specify type of error with correction symbols
Indicate error has occurred and give a written hint of how to rectify it
Indicate an error has occurred but do not specify the type

Correct the error for the student.

Other:

P2. If you chose more than one method, briefly explain when you would use each method.

o o o o o
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P3. How likely do you feel that students are to make corrections based on your feedback

about grammar?

\S}

1 3 4 5
Very unlikely [] [] L] L] ] Very likely

Q. How many types of grammatical errors do you focus on when you grade a paper?

o122
o 34
O 46

79

O All of them

QL. If you do not give feedback about all grammatical errors, which errors do you give feedback

about and why?

93



HPE H%ﬁJL%?éﬁn
—IYUF Y= Lk AR OMF—

A= I U SN SUNNE S SN I S

EE
RIFZEIE. ISR 2 B IC AN HARFEHBE OMIETH 5. HARTHIE ALY 59
?iﬁ%ﬁﬁ%ﬁ’@%éh%:yﬁfyv & [THAENERET ] o200 %EHS
T A2 2 HMET S, T3, HFEEIIREIFEEORAAE CH2a T ¥
VHEOTEE W, [FERRICHEANZZ L] 12OV THEDITEIZ ) T
THEHRA, FOTEIZ L EICHFENET LAV ET vy — - LAV & SBRECEHi L 72
WU, FHME L 7% L NV Rt R DD [HS NEEET) ] 23 L 7-o 2 ORHR. xF
RFEEZRZODAVETF Y — - LANWIIGIT AT EDNTE, ZOLNVHEICIL, B
TIXAT AN A7 (PDCA) DL 52 Tnwb I ehbrotz, £/, av ¥
T vy — s LRI ATHEE ORI, [FER R [FED] [FE70]) o3-o
O [HAENEE) | OEFREY 52 TBY) ., MEENELF v Ly DIET 2 E%E
A, TN CFTHOE Y ED, REGETHEELEWV) ETVERT I ENTE 7,

[F—7—R) mt¥h 95E ar¥rry— - L)L fES AR PDCA

1. FL®IC
EHEONEHT HmEET Y T RKFERSE (LT APU) Tld, mikx ZHEs 53— 0

L TWD, TOa—ATIE, HETROSN TV AMENOFR B E L. #ilk
BN BER AR A VA IRE L T b, MENBERO12L LT, i, L ODHAE
SEOFHFERATHEI I N WL Ay T vy —TH#EEITTo Wb, avEFri—Lik
[MEADS, BNEEE DT D720, ITEL VTSN TV LEED] (BEBRKAKS
1999) TH Y, MFEHLDOEENENLZITHHETE L2202 MAIEELEZ LN TV,
RaA—ATWE, FAEOIYET v —%H0) LIFCEHET 5 2 & T /e S0
FHEORENZWNET HFEPEON, LAL, aVvETF v — - p«w(%nﬁ)
. BE. FAELLESBUDITHEEMITL T L REPEANREE O %15
GEEL v, Ro— ATk, BN REE o E LT, ﬁ«?%%(m%)#rbtrﬁ
%A%ﬁﬁJ@a)%%ﬁ@#ﬁttf%ALMJHQA%WbJi‘ﬁ%fib%h
TWAMHEN® ROBAN BRI ERZTRLIZLDTH D,

AEOBME, a7y — - LX)V E [HEAIERT] 0200 EOMIZH 5 H
BREEZHLPICT A ETHE, LT MECLERIVET VY —2BRT L7290
W2 TR ASEBE) ) L) BRI 2B IR AT 2 WREM AL 2 L Th 5o

VR T V7 OREERSE (APU) R e-mail:umedacia@apu.ac.jp
PNLAREET VT KRS (APU) R e-mail:wwatanab@apu.ac.jp
SALEREET VT ONTEERE: (APU)  EAT e-mail:itotoshi@apu.ac.jp

94



o [BED] KT AME—ar¥rry— - LgLe [HE AL og— B

2. TR

RKFZEDHINE, 2T =& S AEHEN] L oMich 2BEEEZHS 222 L
£I9ETBHLDTH %,

AARGESRE Cld. WPEORMIEIRE LT, EEHEIRO TV DLHEET), [HE4 A
] ODEROLEES R SN TW D (B 2015, #EEMTETHE 2 2007) . [FE4A
HEHEN | A oo Tu v 7 POEERRELEZ-OOH 5 (Fh 2015, == 2015,
mil - A% 2013, JEH 2013)

Lol BFEEZGRICL-a v ETF =g, $hdarErr -k (e A%
1] &£ OMICH 5 BB T AR I3 E RICBRILUT R G 72 5 v M, 3ED%H&E
IR LTED L) RAENI R RO TV L HOM%E (FRA 2003, /ML 2008, 2010) . H
RNFEEZNGE Lzav 7y —& [N ] EEN L ERZOBREZ AL
7o DIz, EH (2007) OWFZELH 5. wiE. HRANFEORHmHE Ca Y ¥y —
A>TV AMREICH L THER ) HELITV, 2Ty =2 EEr S
Z BB OBBREHRAE. ST L7z, BIOfEL L TaliE, Ha A ] Tidz <
[HEBERE)T ] E W) BT BT & 7 B 72O | Hi AR LB B ) 2 AR E 2R 8
L. Hwizo 38R 121X TESTEZTTEIT 5] B TEZ TELICHET %
T TENREFH S, BERIZESDREWEZT | OX )2 THEANEEL] ol &
HFULTwEb0L, ¥ (RUTEZORS - HEICGZHPHRORS) ] [EV AR
HZHBE T AT A N2 0] [WHE (27747 A)] ©XHI12 THa NHEAE
T OFIEE SN VWL EENTWES, L2L., EbL6 8 HRBETH CH 2 TY
BN EBERIIRE) L LT A ATl d 2, ZoOFETERIE. HEEELT S
72ODITETIX I DORENPHEMTHEHSNLDTIER L, W ODPDREN B —HDFEN
ELTHREANTWAZEZHLENIILTWA, 2F 0, FTEILANLVTHRIESNL IV E
T Y= Ww) b DIZIE, BEORDPEDL > Tnd vy biF7E, & (2007) 12X
WE, ComfRIE T[E#EE VW) NERZERZ ] [feh] &Z2o [TRIE] BX U [FHMES
®) O3wIeromEEb L7z ([ JNER)] (p58) T LIZEENSRKEVEE ).

AWFged . AOWEREE, a7y —mEL W) [FHIAE] (X THES
72 TR 2Fvarvsrry—b, [HEAFEHET] L) [5IE] OBHEMEEH S H
WZTAHZ LI, ZOEFRDVD 5,

3. HIRAE

ARWFFETIE, 200 DFFEICT Y ET vy —TH#EEITo72. LT, 2XOMHE %Y
LB E, 120X v ) THAREI- ALY L-REBRE AT 2HEORI340S, 0
BT o727,

IR FAPUICHEET L 7THEIOR 4204, FHEIIIEEBRI18%4. 4FERHI24
T, BN, WHIHTH -7z &H, 2017EFFHICF v ) THEREZB T L2
ETH 5D,
HIEAE 2HOBENFZI0%OFEICHEL TV, [FAEBRICHEZ A2 L] 12D
WTER, TO24OHEBIE., TNFEFTIC24EM, 2V EFry Yy —HEZEELTE

95



B APU SHEfffseamse &4 3 &, 2017

D, TEAHBRLCHEBET 2L EN TS, HEZETHLIHE LFEN1A1T
BXZI55MATo 720 W IZFEIC, EBEORROHT T - 72 BARN L ITEIRE 2 %
AT LML £ OITEIFEELZIEEL 72,

SHOFIE: OKEBIE, ICL I =¥ —I28F LEENELY. 3 XTLFISREI L7,
QXFIRI LA Z ) TR 2RI, HEIEZPEFETIYETF Y — - LNV KL
- FEHE 2006 p103) DFHfiZ AT o720 @R L 3HDOEKEBE T [ N ot %
To7e @QLBDFERZILE L, B¥EDI L EF I — - LRV E, [HE NHERE
1] D120 EE L OBRE 5T L 720

D DIHDIFIE - SiTiE, 2FEHOBEY WV CTIT-o 720 1D HOREIL, sEROa >
Vrry— - LRLVTHD (FD)o LANNVIDIRBEL, LANLSHIRS EV, LAV
. EBAH - WA ATEICH ) . ERESRONTHL ) WRITE L 2R o wiss
THbo LNV 2IF, HOTERL TR LATHTIED 505, ZORNEE ST
BZDOLHIATENI T EEBEDLNILETH L, LANLVIIE, RADHRK T, &2 KIIZH
BRITE 2T 728 Th Do LAV AIE, RAMBEOTRSE SN, K223 €5
12O E DT AT AN ETH L, LANSIE, EROEZ TRV ( L%
L, SNFEFTICHHELR O R o722 2T A TH A, 2O HDIRIE (R2) 1.
(S NFEBET ] GRISHESEA (2006) B L UREIFEEAME (2010 p39)) % b L I2&EH
SIMER L7z DTH 5,

x1 arerri—-bANJL (L - B 2006 p103)

arvEFrY— - L o
s REGZA N |EorLFHte, BAEICLE > THLEYDDHRAEMEY LT 178 h
5 46017 B
4 P WEOMBEMTREMA AT, WAIMITE ., KRRz ElLsHE X
= 5. HTREL X 5 &5 47
3 — WA e 73 25 X0 I 2 5 < 478, W/ Bl o0 b & R IR L 7247 8
) — REREZLERDRE L XLV ATH)
] — R G s

4. HERLEEZE
4-1 aAYEFUI— - LRIFHEER LN O

040KV EF VY —H#ERZITV, TV EF Y — - LNV (F1) 125
DEGH LTz ZORE, E3D LI, 18D B3IZELNIV4IZ, 2% %F L N)V3
12, FLC3%E LNV EHETE, LANLVSELRNVIOFERIRON G o7, 7
B 2054, 240513, HEOHRILE 7 2TE82H SN hr o 72720, S EO5HTxF
S HITBA L 72,

FK3IDL N4k L3, EKECTEELLMNRALLE &, BNICHK T —
2% RETSH GRAIATE) Z & T, RELAEEL bR ELENT, S50, KA

96



o [s¥Eh] CEyAMeE—arE¥rry— - Lk [HEAEE ] oE— B

ANV NERE - EiL, BELLOFEFHETWY RS I LI Lz GURITH) Lv)
R % Ui S &2 BEATEN S 21T o 720 FAE3 IR, REEBEOL YTV R TV AF U b
(Resident Assistant, LIFRA) B L CWEEETH Y, BEOEFEOR—- b2 T 5
CENPERETH D, FHE3IE RAL L T2 BEIRIIZT Wb b0, BEE
IREDT T EIT) L FTRERSINTOARWVIZE 205, MENZIRILO P TIR
MEFRSE L) ETHTEZ2To72 ZOTHz, EE53R1IOa v EF vy y— - L
N4 DRIETEN & AR LTz,

&2 [HEAERAN OHARSA >

Al [SF= HARKTA v
TR HEREHFOOTIERLS, ABRDHRE |- B TEX CEH 2D,
LB RO TR E D T, RS L CHAEGBE R o TRV MATL,
il s S NTICITEN L 72,
Iz
ik BEn | TRHI Le2W0nh EIEONIT, CHFEERGESELZDIC. AT oA E BT,
7 | HAgIZm - THEPEO AN % 2827, cJHEONEB N L THEEZERT 572D DY —% K-> T
Hy B i,
jj— FTN |EbNl L2000 i<, B |- BEERICHET THY ® <Y Bk,
OEBABRE L, MY, R ERATRE S 2R > TIRVMEAT,
CHOOBRERE L,
AR |HEEICm o T, B T2 ZICHED |« REDOA A=V 2WFEICL T, TOEBOLEDIZS TR
R U RRNLIED] LIRET S, T LEERLT, fTEHHLE,

T REBEXFEITTE,

o CHEREAT, TV AI A RBICPNT,
g S |FRE ORI AT ko T e Ak |- BB L RHBRA U NEERLTITEILE,
¢ HAMEIZ L. TZ0FRTHREO S O | - #FICFmE &R OENCHE Lz,
P M) EBE L. T 5.
Al [BEfFoRBICE bbT, BEICHL |- #HHOLOEFMAEGDETH LV LOEED LT,
TH LW T kA B X 5, CREROFHBROBBEAGBEL, LV DOEIEY LI,
FEH|APOERZLMNITSEHELEY |- BN RT— 4220, BRNICbr 3 < ExTz,
ZTC, HPICHMLTLLZXD2E2IC |- HMEFERLEOLI RIEHEZRD TV DI 0EHME L T2z,

MR 2 5,

BIEN FORE LT WEREZMEY | #EUR |- NEORBRLEMAR L 2TV ARNs, MFORRLEZIEMIC
FAIVITHEMT22L MFOE | BEBILIILRTEE,
Rzsl &y,

FE BN =R FIZEHRT 20T | - Re53boBET L, BEHRLEOENHIETE T,

T B2, MFEOB RSS2 ME L
w5,

N

T [ffmie [F—acttErT oL a, AHNE -l OEE & Ay L CHY LA TS,

B lEh | L5 AREEERETREN %:i%w‘ -%J@/\@rﬁzﬂ CHE LT, BOHFREAM?S K5 I/7H

< %, FTHoLRTER,

7

BAE RIS C T, 20— LI - C |- TICkma T 220 £ 5. IR S 2T TR S 280

BOLORSTEZHEYICHET S, = VR A - v — B L CTATEN L 72,

ARV |[ARLRAZRELDZZERH-TH, il |- KEARLE, MR EOWH AR EICEY, T LD &
Ay |EOBEBTEERT T 4 7ICHZTHD B,

be— |z THIET 5, CARLRAEKLD Z L3l FREYURO L LE X,
F HACTREEZa hbo—LT& T2,

FRBEEHEE (2006) B L ORHFEEERE (2010p39) % b L IZEE S IMERK

97



B APU SHEfffseamse &4 3 &, 2017

FKIDL N3 L L72FAEIE, KR¥EULITEOHLEORKEEKRY D) -5 —L LT,

THEHPBBEINZZIRROT (W ZEE), 2 A M2 T 27202 25K 2
. BIUTEEERZMH D UT X Ve v ) HIlTICEED = (W2 B A . KER %
TET % &\, MERBRANOFTEI 2 1To T, ZOfTEI%Z, R1oar ¥y ri— -
LAV OREEITEI E E R 72

%3

AYETFrY— - UNIHIED O DISHE & 1TE

- = &
[ Y a
v ; ;’; ij; BHICB D kH ALET UYLV OHEIC Y — R
" i
35S DLEFEDTEE OFREDNR il DT\, FEBRBE DU 24T~ (RIS TH))
1 |RA I | %8B 5RA QFDREIED DTN, A~ Ml - Fhi L 7= (BT TE))
HAATRITATIEBET D DEENIRVINFEEDTZ DI T4 5 A4 - R4 U7 (Bl7E478h)
4 2 [—sn 24 BT DA 7N — QU ANV REIR D F R B T HGEL R DTDIC TIRELT (RIS TE)
1504 DEEFEOT A ORFRE A ZEHEDEDHTOIT, MR T — A& E Lz (S 78)
3 |RA I | EARAL B —4 — @ FEEMITTHAEDTZOITAS T RA > MR - ML 7= (A1 7E)
BATRI TAT 8% 5D OY =2/ A R —Z T T2 2 LT (REEhTT8h)
4 | = 24 | H— DA N QRS EARBL  BINE AR T=IBFH 2 LT (REBH THh)
BT IVDLANTL D OFT N NDHENBE R 0TI, WEFETRAD —REERT 2L 2%
5 |7 ALk 670 |7 E L. Rk L7 (REBHTTH)
B AL N D DF Y AL a—=DRRH DT, 1T ANDA IR— T ADFREEATHIBE A5 a—
6 | R¥FULATE 2008 [FoRiREHE VOISR B I 1D TIAEAT T (RS THh)
. FAERER D50 1 DB &% TETIH 1T AL LTV v YV ETEH DI, BT ARLRA
7 L/’T‘ . 4R PE T35L DI WHAT o1 (REBNTH))
hASH =bs
AL E DT NS M OB AHATLEVGELIR U ETEHIZOIT, T o —NHEZTO, KEERENT200{H R
8 |7 gR 14E FET DL 7= (REBYATE)
Bl BARY —4 — OTFRPBWEASNIZRIO T Kill RAAED 2D A S — &1 U 7= (REBNTH))
9 [KREksTE |200H
3 TAYIRAY =T D QY =2 %H EF 572010, KFCHIBEL BB ETV RO EF X—vay
10 |H—2 24 AL A N — fRFE ZAERFS RO E L7z (REE 7))
WEBRSHRT—IN O OV — 2NV EAEHACSE DT TR ENE 4 & A ORS00 7= (FEB TE))
1 =z 34 V—g—
B A= D W=7V %NLH R R E AR DA N —ITfRE AT HT2bIC, T ik T
12 (=21 14 BNLAN— R KU, % U= (REBhTH))
ENEDT N RAME OEFZDFIDTZDOIT, Ama—EHZ 20, FGEA= 2 — D E DT IREAT ol
13 |75 qh 24F (REBHTTH)
RTNDOTEL D OHHFFLDTDIT, BERRITEL THGEZEZ 20, AARALHLO Z TOREN
14 [7rqk 67 H | TS ME TpE DT RZEAT 1= (RETHTH))
FiEY—2 VORI E DOFERDERE I DY — I NAFHTEDTZDIT, Bl /2B BT R | R ETb
15 |H—sn 24 ZHFE LT (RESVTE))
Ty AN —RED KALFATRIST T 0572012, BH7R0ICHIL | s Lz,
16 |73 67 |7 ME ST A MEEL TH IR O TE) G 17 8))
A AAGHEIE IR — 2L D K BNFEN R ST P — I VAR ST L1210, AN —% 20T,
2 17 |—z1 IMA |RNASN— R Y= WAL BT D70 IR ORI OTTE) (GE 178
AT SR DI, RFCOAETTRERIMND LI R— e fT o1z,
18 |APURT ¢ VE [ RPQRBEIRDA N — SNT L TYIRORPAOTTE) GR 1 TE)

98




B [N T 2% —a v ¥ — - Lve TS AR ] ot — B

N
X

FIDOL N2 & LA 161E, 77 AN 7= RKOT7 WA MNET, HAREDGHE L 2w
I L, HFPEOSETHELEN 72 (RAEARXZLERLINZX L X IIRoT2) LWIHT
B Eiro/, TOTEIZ, £1OIVETF T — - LAV 2 OMEITE & HE L2,

JNE - g8 (2006) THRRTWL LI, Iy ETF VI —DBEVALIL, BV

M ANV ERLTEENPEEALANTH S, PDCAZHT I EIZX T, RIICE
w%%t%L\ﬁ%%@%@%ﬁméﬁéi5&77U—%ﬁ”25&%i%néo%ﬁ
WEAL L TH R Z MG ERE L T L 20121, ﬁE@“ﬁ% TENZEITT L, kv
TIXAT AN A7 VD L) R EE - ﬁ@ﬂ&—/%% FTWEL0E ) ok s
b

R4 URNIVADPDCAH A o)L EHHEENITHEARBR ] OFIOD (R3. RSDFLE3)

FUES WA PDCAHA /L fH S sk NIRRT
Gy |TERREIE AR Z LoV THX TS,

R FERRIC BN E AN Z LT, ic”‘wl_l%‘%TlOOO)\u Lo P AEAR L BT 5 @aﬁf‘ﬁ%ﬁl/} (MR E#% I

AR 5 FAMEBRAOTEH T, QA : ut [l ZLEFEL, EITAREARBICL |29 D WA aic AR E L

O OIMPERETHENoLTE, £ fOﬂu;;j:;mg v | 7<)

N U, UORDEEMNEEHZ LI, @FEITH GREICKHL L)

ERR6) 2 Z3OM G, HEOMAZMITT S LSy £ @Fm S (REL DR
s Lo, WICHAEMEMMRL, REDOEMEZRELE Lz, RSz M |DAIRT —2&3 DB, b AL L CITE T X )

LCEBBHRETVWELL, TALOEBHZE L T, RELELATH,
W, REAMY RS LR TEE LR, ZOMKE, BAHEE LT I150
ADFFEO T FE L7z NIZIAZET TLE,

HHE M7 —ARBEODIT, EARERELE LD,

FT@Ox 2 b 2D Ld, RAIODAO Y7 b TF, THE3RHE T, # [D:ECHET TSR 2RI |@ EREE (2 TH 2D %
Wixs 7 M TRV E L, OREREA LRI LIEHMATOEZNEZ  |[EDIZDORTFYTEEL, FITL [ED )

Fh | 2T AL S E UL, 2o O mIES (Y oE %
— BRI T O R A LT, | H o ER L THRD LA TE)

i Yeffi9 2 & & %k SAE, BEMICE LD R 2 LELED,

ETREZORICHY —F—TLEDOT, BROOHERHDLEZZLEL D: H RN TRhREY - 2 RANC (@B ) (B D 720
oo ETOMR Y N—%AHEHT MENH > THEDARALBT [HEDDHOOAT YT EEZ FAT |V —F— L LTHREDRZERD

SKBELTwARYRED, EIFThARVLOR, WS T EEAR (LA EFICHLER->TD I L
s AZGICHWEEL L, —DOBERE LTEMRT -2, TdfidEe T AR L, FHA LT, i [ &R L7)
bLWEREVWELE, @ Yok W HEE 7 = [I2E0AhoTe, OfFy & 225 () 20D
S I o TL BARBODNTTRONWTTREF - )
THEV £ L7,

S MR 7T —AZMEDL L& %k ST =X R {LFEE LA TT A,

EHTHa, LELEA, TV, EETI0IC, WANWALRTRBLE |CHEORREOZAIT HEIBE |@ %G1 (FEHIHHE OB %
LW TTh, ETHHEO TR, Thnby 7 MED, Zhnd, @% |0 MEAER ST, L. LERERELZ)
EREZTCOIALEPHAZMET LR, RPFARARICHML | =KL SZTOMKT—2T
L. 7R, HERTHEL2R2WO T, FROFENRS LHRL |13+~ costomzgiconsen |@FdE GRS T, B
o HIBICKTHRT HATT, OB 2 Uekihaot s LI, 7RIS & LT)

. AR LT w78 70% v+ iciio T, $/75% LA
FE |porexvrrowoThllET .y F U [ACRROE(UTEL CRHBIR )
RAZ 72 ¢>%$f»xr<nﬂ\ofwﬂwﬁérééﬁmmzwLf Lice |i&fEIELE,

FPTHKT —AOIRGMIILTHE->TET, Tnrnd, KT —A Lk |[2EFAR—ZTHIFvTF L TH
STHbF v FUCE-STET BT — A2 ETTT, BRSO |HRTEDLICLT, 3RRTZTT)
2B H WV, BFHETISTF v F U TR TNHEICLE Lz, [ KPETHISLE,
FAEN-FBBRELEOITELIMMOKEHETLEN,

99



B APU SHEfffseamse &4 3 &, 2017

XR5 LRIVADOPDCAY A o)L EN THEARBEH] OFH@ (FR3. RSDELE?2)

HYF N PDCAY A 7 )V i S 7t NIRRT

Hde |FEBRICAZEANRLZ EZOVTHATIES N,

FUERFEDO L E AL N=I0ANDFEAENGOTHY f THHELEL L TEEL PHMEREL, FHETRBIC (O MM GRS D)

7. z’y<t>wﬁ)w§ L, VEHIZS AL fJotﬁ DOLAQ6EE  [LTuor QMRS RLS Rk A LB 7S
- AT > YL A X IR, AR | SRR L)

M_L,ﬁﬂhl,f ma%* nmrm..u,_mm ﬂﬁl)mﬁ)m:;< BINES AT LS, @ (HHOERERE
RVERREINE LTz, 2O, 2ENFAVONEMRTE FHEFICED |SREEEES RHLEZANGO | LK)
SABE LTS, @HAIC hito T & 4822 & IS o fr i 8 2 3w T | OB IcAbRVERI Fanz,  |OFEE (B3O -0
Ll THZOR, NGOTITo TWAHEBEHADHE VI Fu V= s | SHLWEREANTREL, D GBS, B AR

A [ Fdo T, BEARELFELTERANL, BELRARD LV LT, HHETT Fa—F L)
EEATENELE, OTLHO N T, HLLEZ AN TIOBE [D: BEORTFHARILE, @il GRIERR D72 30D
EHELCRELEN, E-ACOREENBATHERNL TS b2 4 [~HWRICHKELE T AW G A LT
ATLE, 22 rommm u:l/zbvz%nglé%&:vvfnﬂ','.i". S AR TR, L)

o TR, W HEAT TR L
Qz’éﬁzhﬂz%o& —om“ﬂ%wl’l LT, BUE, qu—/N/) 7o
HRIESMEM AT D LRy L,

e |RFRMEL. E X o CRHTE . Wi L0 50T

Oz & XRIWMICAHAAZE HIZRLELLED, JFELED l( C:H 3y OITENCHL T HICTF = |© @) X 25 1) (PO A28
FL . BREEEETEOICEEEEZEDL L VI HELH Y T4, 2 |72l T0ns, U—%&fo TE k)
NEFMH LTI NDARNRDo2b, HELENRERBFICALR | SL AR RERELa TR g4
DT, ZRRHEV RS BVWEREELSbAEL T, £ bREMN [HL, 20580 RiFaiteefE |OAIE S GREICK L TH L
L’»%éé*b%zéﬂm VEZZELRE, AT, Oﬁi LALZYRIET (OEAICTHILERREL, ZIA |WRRTiEEZE 2, L
il 3 Lo NI, Ehiid b ETREERE 72)
A :C_ﬁNTZMJ:vLLf’G SR THREBENLEHEENR SO X FT, F5,
FNEEERHFT T, SHEAMHEL L TLH20OT, ETIEHBEERTELREL |AkmoZ b, &EOEC TaFE
T, REGEELTRET DRARBH 5725 EQIFILT TR —F T 50 |0 hmzEEds,
ERDTVLIKLTT, TOFREFIEMHGRETE 2> TR LT, oA |Sapfititco TR,
HHEVEXThhroDT, o NEEXAT L, HoA b Uil
HWEELRNEWITRNTT,

ZZT, BV TIIXATD AV AT NVOBIEANSTKL~TERD L LRVADFEAE
Mo /LY — N2k, LOZEY—-FIZy, TNnZENEVTIAT AL b - A7
W EFTNTNWDE E VI EHSR LN, T EF v — - LA L HE S N5k
X, TEYV—=FRITLIZZOENVTIART AL - A 7V ERIL TV, K5OFAEID
VTR AN A7 VERDLE, FAEZIZ, HERICIDFEE LV E W) FER
ZVE WV RELLZZIRPUICER L. BORLEENKEZEZ L E V)BTV T EREZ L
L7 AT, M7 —ARMEAZ EEFTH L7z (P)o RIZ, MDA 2 N— L1577
L. W#k7—2%3HM&% T D)o LT, MHET7T—2A2ZELTHH L, FOMEEIR
MreFzv 7L, BNV 7 TR EZVWEEIE, 70 70F v F U I2E> THikEZ =T
7’:@ (C)y HWHICARZIZRDBEDZDIZ, T FvF Uy THoTWLEINIZLAZY L

T RO R Y FETI L (A %Es E, RERICEEEZELENE LT

AR 7 — 2%k E T 5 L) ¥y — FCRETE 2 585§ 212, ZiHE 1N b
%ﬁ@b%%btkmo\%o—omlt/~b&kmf%\:@%»77$yx7b-
A7 NVEIEHL Tz, FEIDIMNILNV4 & Lz E28F UL, BENLR VNG
HEDOICEPEHELZRB T W) Y — FOHFT, BEELEX (P), FEIC
KL (D). FEZITH)HEBETHICHTOTEHNHF LTI 2L 74— My 75255
v (C)y £ LTIRIDOZAR SIS U TR ZIBEIET S (A) LWV )V TIIAT A
b A7 VERL TV, £ L ONMEEIZEREZHZDE VIS ) —DDTE Y — NI
BWTh, VIR T XD A 7R SN,

LARNVID RADFENGFE ST EY = FTH, LRVAOFELRRICEV TR

100



BEAO THFEN] CHFTLIME—arE7rd— - Lve [ AEHT] oBk— 1l

XA AU ERENT, Ll BEDOHTPDCADO 7Ot ADEFE L < HH S
TV 29, @?%%L:Jcﬂ/777\‘7)</l\ P A 7 VDA - TWDHZ LD, BHREICED
D2 VEWV) DS 5720 FTOLNI3OFE L, EEEASDKEERD) — 5 —
ELT, FPEPERBAEINIZEWVIRROT, AvN=CHD L CHERICESZ RIS
W2l W)LY — FEFEo7, FRIBAEHL VY IRIISHIET 572012, X NN—0DR 5
KELTFLZ k%ilb (P). X//\—OD%B/\ODVW‘HTFEH:~10% 1 & HIBLIR 2 F¢0
EFELIRD 51T (D). FIZA Y N=LFE LAV (O BEOEINIZMITTLEREY L7z,

BZIJJiT@w:ch@'#f %LE?FHWRODEE 2 L. 23 (A) 2ThbhTw
ﬁwv%$9@knnr?$/x,/b A7V, HEPOOEMICEZ S EWVHIET, fif
ANz LANVAOFA, HHEED [FAERERICHE AN 3Ty r) EMwv
WNT727205 Ty VTR I AN - A ZUPEHBIOREN YY) — FEFEL 2 L8
T&720 L2l L3I OFEAL, HEEED [2E003 A, V=¥ —%L7zOTT
MR TZENTE) LZZDOTTR] LW EMICE > T, 6078 % —D>— DR L T
WA LRITIE R S B o70 TOMEMPDCAD 7 OX ZANNEF L SN2 )v4m
FHELEOEWTH D,

T2, LARAV4DOFET, EOTEY - FIZBW T LV TIIART AN - A7V %
B LTz, BHRRADIZ DS TH, 2FNIZEY = M2 ZEDboThH, V74T X
YA UDREEDLZENS, LARAVAOFER, SHBRAMOEICHE T L
TIATVAY N A7 VERHL, BIRZITH LBEEEBERL CWRIrd 5, L%
ABHTENTEDL, EALINHET, LAV ADFES1SMICEETE 2 50
VY —FK%&2905E0D, PDCAY A 7 Ve R L7722 L2, LARL3 EHE SR
HE7-H051F, BV IIAT AL - A 7NV EETIZEY - RZIDLPESN LD
720 FHEAOHBETIE, TEY = FP20moN, O Y —FOELH S LA HEH)
TEITH 5770 LRWIDFEDFEND T, LIV IIFRIT AL - A4 7DD LR
TEhpolzw) ZEiE, HOHPED [HiH - =¥V — F] THIF7ZHRD [HiH - —
EV~FJﬁ§bﬂ@\OiU%ﬁ@ﬁ%K Kozl IR E B R Wi e
D, FEEDPEVWEIETIS AV, Z020, 2 EF Y — - LRVOHEIZBW T
%w77%/x/b A7 VORI T, mmA#ﬁFl<@éhfwé#%%#
DAL ENEREL A,

FLT, VW 2DOFEAEEDFES/- Y — FIZiE, BV IR AN - A7
RN o7,

42 mHHEhgde ARBHOSH

ZZTE 41 TarvErry— - LWERHE L I8HOFENET 5 [+ NIERE
71| O A, LAVENZRNG,

I3, ar¥T Y — - LNVORHEFER FEDFESTA Y A —DONENH
(S AN | 2B L7 (B8 ZOMEDLSL, 172K TRTOEEN [F4
V| TFREFR R [ET D] 032082 H L TwA I Elbhotze —J. LD
Ao [BEEI TANL2ary o=Vl 25223 TELah oz BED

101



B APU

Srnbiseams 5 3%, 2017

(Bl TA MV ATy ba— V)] O2008NPHETE 2h o 728 X, £3 [H

Bl [AMLRAT Y b=V ] E, FERDEDLE

RANRENAELLIIEZZ TR

Mol b TRV, £2T [HEM] OFA P34/ 12Hs [L—Lofl, v+ —
EFoTENTA] e, FTAMNLATI Y PO— V] OFA FITAL vpnH L2
HO, [A MLV AZ—#ME, BROZLEEZ, BHOOEET a2 bu—LTx5%]| 2k
W TE—NWVIMET AN IZEFREIEZEZ RPN THSH . 2k, EELDRE
bHS— ADOHTEMET HITENE L THET L8O T, =27 VT INA b il

BHLEOHEDYEVEFEL Y E L TRAZFEIZE ST, 2D2DD5

Y BT

CWHDTHo72EBEZOLNL, WTIIE X, ZD200 [HASNIERED ] 135 EH

5

NP FEGOEE R WL O TH %,

LN holobIFTHLENL, ez bl lidTELRV, HFEFTH, T2 TR

K6 LRNILV3IOPDCAY A LB EN THEARBHIDF (R3. RSDFHE9)

EYES N7 PDCAY A 7 v fiH S 7otk ey AJERES)
mieg |FERRICAOEANTZZ LICOVTELTIEE N,
BT RFEZEAOK, BOXERNTIEIRARC O T 7 FF—L00 |P: EEFERO DO BAKE |OBEE RS (kT
V==L LTEMLELEL, 4VEOIONDRAEZEDLF—LEEHO |k iiExsE 27, DI
BRI RE ORI AR TS5 LICHENLELE, 22T, 0. |[2Ar"—0Rs%% LiF% |@FITH (HH=2r =0
0Oe® Wi 6 98 75 b4 R EDRT XA TR YN—@ =D D ORI L Hklz g [EFS—v a7y T &LL<
DS E D ) - AR i i = 3 12 b TiEESE L, EZTTBLTZ)
AR, 20, BOMBPMERELED, FXE, XA N—0 Ofihx 2T (RIRE, A
FE Ho Wil Mk Ic HbETHHZHMTZLEDEVS T RZ LA Nt E gL, fRD
B DF—LTRHERNBEEFNT, 2y AT, #iEo L EEWDI)
D 30D - @RIEH (BHoBERE D)
ZORBRMALIE, T, 2o, BURE LSO LT, REABR TS0 DRFTLERL, AN —(Z
WL EICATE T S i ox E Lk, ekl & oy LTz)
0 F N PDCA# A 7 )L i S tb s AJERES
G |RERRSME, /T 7 FF—LO ) —F—% LEOTTH,
FhiE, R VOBER N EL X3 ELELEOT, ROETWEZ|C: BEICHT THRN - 2 [OLEE (Ab0s &z L
EFE L, 2o TTR, bO—, —BRULWID, ZORYOBERZL |RMICEDDZ-OD AT v 7 [ RO MEAR)
HHIENIDIFT = VTTROIZATTHFE, LI, Thz@8 |# &2, EITLE, ©fF it (8 o%kE %
o i1 il 3 = MR, 3 —RMEITKIET B0, | oML THRY AR
s (B EWVI C EBHURE BIICLE L MOALDICHIDT RO 2 B O R LT, @FtEi 7y GREMR D 7250 O
O, —HFTOZDOEIICLTHELEIEVIBERBDSTLATTIFE, RO T A e L)
EThx@O2BEd T, FLHAML LI HEL L Ho LR ULLHA: »FrHAZREL, EHIT
DEM LA O DTENEZREIPRDE L. A NGB A ST,
-t A EE LBFET S,
0 F N PDCAY A 7 )L i St ASERES
mEE |ER. PHIAESICRSTLESZATTR, TATE) LEZOTT D,
ZOREIE, BOICE 2L DI, MinD, BIRELFEEZLTOT, P [D: BIICHT TR 4 ®F WM (B 50—l
FOFE S L TWRATTITE, BERICRoTHD, £, b5 —EANR [EDDOORTyTEE2, FT [T 20 TER L, a2l
FEHFLEMELT, BHLELE, ZR T, @0 M) H—= ¥ |L7= Wik AaE LR L)
F—CTHMBHORCHLOEZWEL LY LT, ZOffiBZIMEELLD L LA E A, B BAAED
g T.hEF, lHENEF SO, BAEWIATT A, KET HILETTHRNTRERAZESD
B, WZARX A9 4 — 2 EFCRELMMOVIVEDED L R |LRTE,
YEDBHOT, ZDARY PO G2 F—LDMHRERHEY 2
WL T, flifT2zoENTEFLE,

18 1724705 [ EAM] [RRVESERD | TFE477] Pt T&7, 2ol érs, 13k
AEDFHEIIRA, =2, TIWNA M EEGHIERZ 05 HEFHOPTIREZ L

ICHSEBIIZI D AT (EARE) . kT s REFEZIER L GREFERD).

R

JERAZINT 72ATE 2 S L, €SI L w5 (A7) ZE8bhb, ZDO3D0DH

102




MR THEN] BT —a vy ri— - Lave [Ha AT oftci— Il

DiZ. BHOOEEICED CHUY MA—EE O R—EDOBIATE &) D4h ) O T
BEINLENTHY) ., 2ORELRLT VR TH L7720, ZEAEOFEICE LN
PREEHELIIEZ D,

WIZ, AVET YT — - LT eI, [#ES AEBETT ] ofxr v

F9. LoAV4 EHE L7230 EICIGET HEE00E. [FMEME] T8 X000 0] [547
D) TARESs Ry TRt | [t oe>Dfe i ThH s, ZD3%1F. HORELL
(FEMARME) B ERTAH72010, BRTLINEBEZER L GRESRD) . ko
DICHEN T %2 GHEM) ., @ik coBfohThEONE2EY 20 (BE 2T
J) . BRI & OB THE L 2 ZmRetEEE b2 Az L (k). B Z ER
LTwWh (Ef 7))o TOEHI, LRNVADFEITIZD6ODREN %, B ZERT L7
Ot AR T—HDODO W) ZFE-ETiEo T b,

KT LRIL2OPDCAHA o)L LB E N THEARERE I DOHF (R3. RSDFHE 16)

E
FAEMRICNZ AN Z IOV THHLTIEE Y,

I RF2EAEDOHONAM, 77 A M7= RIETT AL FELE LT
T E EOIITEFELHEABAEOBESANRELL T, xR EE
OB ENLDOBBETh r o L BONIZENRDHY E L, BOhizD
FL RN AATE., FOHABEORITHEOHMESMA LV LN
Ho T NLRRNTT 2, HAADHAFEST, THLThHEVME L
NARLTIH ) —EBEHOLET) &b SoCEFLEDOTRON
Bl HE, BEEOTT, A AFLHEDAELRNEATTT &, H)
FH B RN D T, JERMPOBESAICIE 2O A=a—%2BTT0HL
T) 2 TEDLRDATTIHE, 4 AT LHDNEITZH LML TH
FOVERLNRNERRNTT A, 2z EbFIc, A=a— 24
LT, Zhidud2®2Tliid, ChFerh2rTlrirthk

BMMLT. A AT LHEOBESALLER > THARPTEATTIHE, £
DI hIRE S TV L BnET,

ity F
T %

PDCAY A7)V Hl & 7ot N EEEE )

P72l

PREEE DI o T AT H,

RANE I Ay, D ASA MES HAGETY S TH0 HARGETHES <& 72
ERWELE, BESACHLT, TAT, WHEIFALLEND ZETE
RWATTR, AAURBABTHIEL TS NG, BABSES DN R
WEBZESALWEL, BARICKLEN 0O-FBE L MEEREIERTE
WERRWNWTT A, TR THRAOIHE, BAGFTT > &l TE LT,
RAEIREBSslATTHE, OhBH, WHET NP TAHATY
VWAL RO REMST, RoThEL. RARMELRN-TZOT

i 2 #

OEEE (B2 IZEZ,
WEHEEEXZ EEER
FIIZELY ML A TV B & FFAl T
&5)

P72l

EHETHLOOPARLE B TEZOMNL T o LEHET..Z2 5 TR, 5T
BT EbNRNPo D THNNREEB ST, TR T, BREICHET
SIEL7ZATT T L, RV EFETHEEROABEHNT, HIXIT, B
HFORT, HEAN L PEADFEMSL T, WEATREZR VAT 2,
TEOLLFHENTTEZET, QORI E AN VEATT L, #ic
AL PLTWRA DACHFEZ DL ZFEWTAT, KA

SN OXZL DY S 72072 T
)

P SRV OT=80 D AR i

QMRS (AR %
IEL, MRELZESRYIC
BEAXTUTH LTV D)

@%ATH (B i HIlT LT

WHEEE Iz,
—HEIZNBREAT LS ME
ohEREA T,

D: H AL TRIRED - 2 RIS
HEDDIDDAT v THEZ | FAT
L7

—HERE TR LT,

T8 L7z)

n

Xoa—th TITEHR, EhpwH X, WEHFETEI o

il W A C fii i GH

nzEB%4 SN ol AN - SR s
VEHCHZ MR WMEHECH S TARS . b, TEONRE.Eh
THEAZMIELTE LT E, MiZiE, MOEOBEISAIITIFEA LR
FECWS7D, EXEHO Lo TEENTERITHIEFLALTEET
DTEDOMOEEIT 2o/ L BVET, TR THENRTE R LEE ST,

Bz X, HADOFHEIIIRAL LT, HIEER, £ OBENFEL L2V EBFRELT
WAIRIIZHT L GREZSR ). HO oW CRED R4, 20 EHRT 2TEICHLD
Mol (FMEM). T3, BEORZEMHETLULEND L EEZ, KT — A 2&EIT L
AL GHE ), BA N ZIRERTo7 (@EHTH). HE3HBIZEY ., Mk
T— A TERAIIHERIRME L, RIS, PR OFRICHIST S (kM) e TE
72 (F4771) (F4).

103



B APU SHEWIER# 25 3%, 2017

T/ WU KSOFEE2X, BN THELXEZITHO T -2 VT, HLOHBIT, &5
INFEEENCEEBRBDSLEEEE 2 (TR, LaL, =2 VTIFEOEANDE
SEIEILE SN TV GRERR) . 2070, HEICHKLZY ., fSEEL2ENT
R—EZZ LD L GHEAEBE»T) 5 BobNhholze TNTLHELOT,
= VOMOEEIZHI—REE L (FE#MMEE@HE2IT ). L L, BELLEESHE
FHE L WE W) B EZIT 2720, RELHBELITREMERTEL, 20E) LiIFE
BEBEOFEIZT L LV - mRELIT (FERMELFED) ., BREE B L (T
1) (G&5).

xR8 I T AZREA]

L a a R
Ny 1) vk
wEL " sl - %= %ES'E it EIJ %f '/ * ?Fj% ﬁi b
T - w | 2 | AT ﬁ% wol & [ fE O B K %‘ZR e EI' A
j [ IV R V)| Y20 VI VI VB B S ) PE M
I 2 #
1 |RA O O O O O O O
4 2 |p—=7 O O O O O O O O
3 |RA O O O O O O O O O
4 |Hp—7 v O O O O O
5 |74 b O O O O O O
6 | KFxfesid! O 01010 o109
7 EVRADNE O O O O O
8 |7 Ak O O O O O O O
; 9 |kzcibirE ololo|o]o O oo
10 |%—2 v O O O O O O O
11 | —=7 O O O O O O O
12 |4 —27 O O O O O O
13 |74k @) @) @) O O
14 |74k O O O O O O
15 |Y—2o O O O O O
16 |71 K O @) @)
2 17 |y—2 oOloj]J]o|l o] o
18 |APURTF (72 @) O

¥l RPEBATE - ol - EfES 2T _XCTEAEANTV, FEOACEZRBN T D4 X b
*¥2 APUNNT 4 : APUCTESKHBEFADHATOEEDOVR— b 21T H RFEAREIK

LARNVADFEOREIREERIZ. 20620 [#EA AR ] oho [FEERRII] &
[BTE T3] & [ET D] O30 NIENRTVDE EW) HTHDE, 3. LUL4D
[FRESERD ] o, BEE LTl BT AMEIL, BRERRO 72D OHS )
{, ZOHREAHSLOHTRRLTWAIETH D, Bl2IE, FE3E, HETEHIRLZ
FELLRELEPEALERETVWEEZ, RATH L9 HIIEZIUTHS H G-

104



o [BED] KT AME—ar¥rry— - LgLe [HE AL og— B

THNEHEZ L EZ 2 (AOEZER), L W) IFFEFHEORIHO 2 WilE (Bwv»
D) \CHUD AT, T2 A& MEOBADEH 5720122 v— ADF &
WAL CHBEEZTAEVI)EZHOHTT (HSREEZR), HAl L v BEZ TR
THRNLE (BOWEESGE) TEIZRI LTS, 2O L), LNV 4DOFEAR, IHBO U
W& T HAERE R BT 5 HOMN TS 5.

F7o, BEERICHC [EHHD] & [FET ] 8oWTE I, FAEITHmERE L
I HBD R VIRPLO R T, M7 — A2 xS 25T 2 R vwo X 3HEIZE) 7— AT
BHAEOHRIZED . FES ONLERFIZEBN L 720 FAE2ITRZE L O & v ) 5l % 37
T TORFLXHEEINTOHEODTRELREL ., EOMPIIENTVE, 2O X
NI LA [EBES R 1A T B OBE TR L BREEZ 2 BT
EWIHENEE L. FORTEAITENCR L, AR CRBETI TR DIRGRVEIT I Z
HLTwb,

WIZ, LRVIDORFZHS, LARUVID1R2ADFEIFZ2OD 7 )V— T3 Fb b, 1
DUE, LA L ERRIC [EERME] T3] 19477 TEREZR R [ 5
T TRk o6 oDRENEA L TdW 4%, [FRERRE] & [FHEh], £ LT 3
THIICRBODBTETINV—=TThHb, BHI1ODTNV—T1E, TD6DDEESID EN)»
WRIF TS D) 22, [FREFERD ] [FHli] 154777 PRw eIz 7 v — 7T
Hbo TOELLDT V=T L)V ADFEZIART, [REESER I [HE 0| [947
1 MR E V) FTHEL Tw 5,

Bz 13, RTOKRFAATEOEEDORKEEIR) DY) =¥ —ThHo72FEIE. TFHOD
WATRKEREOHIEICEHEN 2GR U GREERT)) . Tofkoi-o (F4EME). i
DA N=1Zp 1% kD @E2T0), —HICZMEE2 L7220 o fbftFHo 7
W—ThOEEEEERMEY 720 (G & FikE) L TLELRREEL T CTERL
(F17/))e TOIZE Y = FIZ6DDRENEEHATVLH, FBRLZEEIIRY) o&x »
IN=DHo>TNnBZETHY ., RO-OOHBEDEH I %\ 72, kOO0
S FHEARDP SR 2 RKOTH) L)y ke, o7 v— 7 HEE2M) TL
HEVH)FNLEFETHY) ., B 725TH N Z KL S5 5D TIE R <, it  GHEOZT
WD R ICHRWEITIDTRO SN D L DT e h o720 MO LNV 304D FEMIC, [FE
RESERI ] TRt )] TEAT ] O3 20812, FRIZEN TV LKL S5 NEITED
SN olz,

BRI, LRV 2DO3IHDOFEDEED [ NS o e LT, Ind L AL3
O LRI [RESEE RN ] [FHE] T5471] CRB DT 20, HEHWIEHRED I
A, ZTO3DDIDI B 1D, HAVIE2OVR NG olze /2. TD34DH I
[FREFER T TR [FAT ] UANOHSAEBE 28T L AL TE ozl wv
T &l HRC TEE] TERE ] TR TEREED ] [HAEl (AL Aa >
Fa—=vjl @ [F=TEHL D] BT L6HIF1IDOD RO Shholzbwn) &
F. LAba &3V L2 22T ICR SN TH 5 72,

105



B APU SHEfffseamse &4 3 &, 2017

4-3 AVEFTUY— - UNILEHEARBDOBRM

ATy -HEEBEL CHESN A0y T v —fe bk, [H4 N
Bl e IRIEOMIAT S ORI S S D725 ) b

42 THRRZLEIHIZ, TV EF YT — - LANARS2ETOIEBO L )LD FA
OFD [#& NERE | ook r» 6. [FEEFE R [FHED] 170 0", £
LCZEORESLNVHEICHELZ G Z ThA I ENbhole 2O ENE, TD3D
DEETI DN 5 22 DD S 5 D TlE b FHENS,

HECary sy y— - LRVAOFAITHEE Ao 5 BHOMF T NE ) & kX7,
F9. LNV ADOFENRE LB OB ENEFICE LD TH L, TD LD
ZRiRREICA LT OFEIRIOLEMEIZE U CTH MBI ER L 2 0, FL7 D
HEL SR IO SR REFEOHRIMNIEINTLE > TVEDTHA ),
DX MG ENEVEREILX, FORROOIC, Bz TEHE ] iy 47 %
PRI LI LD, BEDPBCEREL RS 2720123, —kThHo720), Z0H;
RO OB 720 T o 72 ) T ARPFETIIRICTT, 22— %7 A F 750
DILRZELLDOTHYN, ARE/, BE, B Vwo2) =20 hEd Lk {Hoh
TeRtHI S L e By TDMENT: (RIS ] THh D, 612, ZORMEZFEITT 512
., FHEE W EEO L O F, FEEICHIZLTW Ly [FET7] PARTRE R 5,

LI, MEOHBMTHSEOEVIELZFER L, TOMRICHEkL Tz L
D — IR REANOIY A & ORI EIbZ AR LTI L2 ) £ 2ICEE L HE]
ETERHRITH s o a v EF vy — - LANVADEE A TEI R R L2075 L
=25

Dby [REESE R TRHE D] [FET71] L) 300N ED L) 2ok % £
L. ENDRED L) IZFHIE DO L NIVHIEICEE 5 2 720 'Rz, 22T, 203
OOV D [EMARME] [BE 203 0] [3ED] [Fdkid] [MERIEERT] 05>505
WZOWTHBRTEBE72V, ZDOSODREN b 18 ADFEICHBNE R o h7zg) 72,
ALY, LXNWMABLUIDOFEDOM T, ZDOS5DODRIDFAAN S 02D DH
HEIWERZ RV Lo T, SO0MixRALRY . TO5DOORENIIFHIE O L X
WHIEICREZ G2 TEW R WwOTIEZ WhEEZ 6N L, L 2AHAD, LNV 2DOFEAT
CO5S5ODRNVBIEEAER SNV, COZENL, LRVAEIDTV—TFE, LR
W2DEHEEDTI VTV — - LNV DEWIZ, TOSDODRENIVPHER2G 2 Tnh bn
INREMEDTFR D LA LA, SRIOFE, S, [TERE] TBE207] [5%E0]
[RdklE] TTHIRIEIRT | o5 2087 H, EDXHicar¥rri— - LNLVOHEIS
HEEGZ T EHL P TR/ REEL LI TE LD o7,

5. £LOHERE

AWFZETIX, a YT v —T#EN L, I8ROBFAEDI L ET VI — - LNV ESE
BECRMIT L. & L NIVORFFAEDFED [ AR ] O EZb L7z, 2ok xf
KHEEEL, 3, 20300 ETF Uy — - LRNVIIHTFLIENTERS, SOV ET
Y= LRUVOHEIZIE, BV TIAT AU A ZIDEEEE 2 TWL T DD

106



o [BED] KT AME—ar¥rry— - LgLe [HE AL og— B

Mol TLTC, IyET Yy — - LRV E [T ANEEET] OBRE G LR, 2
YETF Y — - LRV R S A, BN [ERESR R TRHE ] T947 7]
EEOZEDPHO NI o7, T2 AVETF VY — - LANLIB I 204 L [HHE
SR TEE T TET ] OBPLRV4ERRE > Tn5E, T2k Fofoln
PHERITFTTBIERS, aEF U — - LLVOFHMIICIE TRREER ] TEIE ]
[FEAT/1] D3DODEEITDOE L B&EDP LV NNVHEICEEEX G252 L0 h o720 TD3D
O [HAENERET ] 13, B OFBZBERTRAGA. BITTAITOEOEEIHESDRE
HNOBEOESEFIEHT LI D) 2FEF-TwDE, L ->T, BT —< U A
T AH7-012F, TS A IET 2B EORVIREEY RO TR LT
o RWFZETIE, oS AMIMEDOH 5 ERED. i GO Z2EHD, K&k
FAT % e, A RATEIRBURITH 2 E AT L W) EFVITIRTE 72, SI1IF 2
DETIVHRRI—AR, SHICHFAZ AT T HERERETOBRGIZB VT, F¥4EIH
KA TEH S ENOBRDT2OIHREE LIF200 L) PEMAEL TW 2 EDFREE RS
Do

x

(1) APUDIEFRFIHTH A [F ) 7 HARGE] X, BREE 2 L2 L L CTw b 4524 % 5t
S LTH#ESINTVWE, BOUGREEST ZHE L CHSORES - #EICE D WE
IZOWTEEL, BkEHESL Ty M) — 3 — MERICLELRHAER 28 2t %
HigE LTwab,

(2) 20164F4 H14H., 16 H. Jul - RERIE A Hu & L 72 s IR S 5842 L 720 APU DS
fLE 9 % KRR C b RE 6 550NN & 7z,

Q)VFE3ID k7T — A0 3 — 27 VEOH A E#F R DO FENLCH
WA HETHH720, TBIENLZTFE] LIEEARWVEVIIREL H o 72, HisE
DOAZEIDY B &) B THIUZ, GD5HER H A — VR SNS & EOIHHRELE %
HWBOR—FEITIE L WEA ) D L2 AP, HEBERE VI IEFEHOF TIRED
T—2A%BEHICKREL, ZITHEPIRZAZNHMOMEE L L) & LSz 2 o%s
O [MEME] 2K, EF5132n% [MEINTE] Thb EEEHL 72,

SE XK

& T (2007) [ R H A F R BT 5 IRV o & | [ H A 57 @8 0F 584 58
No0.567:49-59.

LA (2015) [RAFAENOBRIIE L L TO HAERE — M Eniud ey ? - |
AL Vol. 57 (7 = 7= ») MALATEGE N B AR SR 13-22.
http://www.jasso.go.jp/ryugaku/related/kouryu/2015/12.html [2017 49 H 1 H 7 7 £ A .

ST E IHMET 2 (2007) [ HARMRZEIZ 31T 2 S EI N A O EERHE 2 B 5 2 S A 7E .

ZhlET (2015) [ LEOMBIEENCZF VIR YV A A HARRE D — AL DR A BT
PR HARGEHE £ v & — ] 4:29-39.

N BB - = (2006) (2 ¥F ¥y —Hi#E~v =27 )V] HET: 5L,

107



B APU SiEffstams & 3%, 2017

FRTRIESED (2006) [HESAFEREIICRAS A 2e & — P LY £ &0 — |
FERHESEA R — A — T http://www.meti.go.jp/policy/kisoryoku/kisoryoku chosa.html
[20174E9H1HT 7t A].

FEVHIE A S (2008) [Hhs NEEBES I OB & FFAM] SH: Al k.

TERFESE A M (2010) [HES ANEBET) BROTH1E] ZbE ARk a2,

R R 2% (1999) [ 14 me3EE] RIS .

/NG (2008) [ORZEHEREIZ BE 3 2 E MG A& 12 B0 2 SR EAR - FFlIH H O #BAET
[HRECREF R B H A e R 2] 48: 69-79.

/NG (2010) [ 72 RFEORM LR IIAIMEIZ 2 200 ] [REBRBOM S -7 —%
75 A DHZAL) 199-222. B R RS

A (2003) [Fr o2 AR H O FFMALAE © AIEDRM L a v €7 v — Dz © o T
[WE R AL S FHARFEITACE] 42:175-190.

JEIET (2013) [FFEORIR & B2 2 HAGERE IR & 308 [R5580] Vol.31
(V= 7=HT ) PAATEGEN HARSAE SR 1-10.
http://www.jasso.go.jp/sp/ryugaku/related/kouryu/2013/10.html [ 201749 1 H 7 7 & A 1.

ZEEMEE 2015) [FEH AT 2 BERBEF L L ToOE Y 4+ 2 HAREAE
MBI FBmm S 66:11-18.

FLRf - ATEPET - (2013) TEIEMEZBR L 722 A A HARGBEHEOEE ] [HABERE
FEEWIZE 7 + — T L35 http://www.nkg.or.jp/pdf/jissenhokoku/2013 P08 mukoyama.pdf
[20174E9H 1 H T 7 £ A].

108



[EBHEIOLIEEEEEZADD

— I & OL DD ERERE O RENE—

WRERTF' BEAT

25

AEld, HIRO) Y —ZAZEH LTI o7z TEH5RE ] 25, BEAICG R 2 wE A
LbDTHD. EROT > — bOFER, MR - BEEAORL, BfE~NOHIA
BEMOBFEIZ O LD o TnDH T &, FFPEN [FH5E] 2HOFRE MLk
BHERRIZZ ENDrolze Tz, BRI SNV AR - 2T FAIYAA =07 T
MLz 2 A, BFAFERC NGO BBBEEDEC, ENHDOFEO[MABNIIE [RAT
Wrbor, XRL] (EE2012) ZEPLRAELNLFEEMREEBRAE S, BURFISH$
BLHIRD (ML 2L 6 WHEDH | 205 [E2 %t d S HEW] N2 o
72EBRTOBEDEE D o720 EfDSFFERDA VF ¥a—Tld, BEAEKFOREIE
ENTw2300, [£H5X] OV—PRIEY - FERICERATE), [EH5]
BOITHDILD ) REROZLS MR TE /2o TOTEDL, BFAZHIBIFH AL,
Wiz HY) . BETEOHERE LTO [£H5E] OARMEITRE N,

[(#—7—F] $u4& FPE #Enm 7u—v 30tk

1. MEROBEM

FEHODVHE L CWAIGET 27 KFEKRT (LT, APU) X, BAEDIEEOK
FHr 5O LEBRRKETH DL, BHIERCDE & MIF S DBFENFEATEY, HEHA
DOEFE D HAZZD23IIKAY, FNITHEZSHEREN EMINTBY, HEFRE
FIIEFETITH) LD TE DML, AFEHRD 1FEMIZE K ORFFAEDPEIMER, L#ES O
R— 22T %S, HARSTHEE TS L COELRM#EEL, 20720, KK
DTHRESE X BIGET 554 CTH B A L — RICKFEFELIED L ENTE L, L
ML, FORME, KFELTHERPHEATWLZELH Y, BAREMHEHERESIIRERNIC 25
TLEH) LV HELD S,

ZFZ Ty APUTIZFZ BN ORI 714 TE5D . HSERSHAEORE D -
TRIMT AT Y —t v arzwEwlNc T TE7, LI (2014) T, ZOET ¥ —
Yy a T AEEEOERMELAT 7GR, TOHRZITOLRIZE EE LR,
LD ECEIRRESE DO LBEMATR EN, BV ¥ — L HEOMGII LR DD ) HHRES
720 2015 SFITIEFHAMIRI O & 3 lF. WA ICHIROM) Wi iFoTEIML T
59 2 ETRRDEZINTLRAZIT o720 WHIZ, Ty 9 A THREL ZRGHE
Ty RHLTPHEUEDREBLTWLIZE 2 0Db 6T, 13 A O FE T N T
Al FRNTHN EoTHRAOFE LPFZ B VEWVIERE R o572 APUTIZ2016

VSRR T V7 ORTEERSE (APU) e-mail:tamikol1@apu.ac.jp
PALEREET VT ORFEERE (APU) R e-mail:kokohiro@apu.ac.jp

109



B APU SHEWIER# %6 3 %, 2017

ERE. AEM 1000 %2 2 2 HIBACH ORI L TB ), HAFEOREIZ LKA LT
HIBERE ORREMAAATE s TOIITHEESPGZENTVLIZHEDLS
T BRDEE o TR WD REEAS ) e TO—DE LT, Hiab L7280 Ra& it
AN TWD & W) BEERIEZ bNL, /2, SEHORL)SET L0 %
BEEL BHDH72H D)0 TOLD) WA - LERAEEERY ) Bz . HiIso A4 & BtR % 5 <
Zik. FTHIEAOBEBR AR T2 X o NTBBELDOTIE R WRWES ) e [
At MWEFETLIENTELE, RAICHBHFAEFCE2 L)1), F21270—N
WMEDERE D) 9] (p.107) &, #%%%Rﬁfﬁ%%ﬂﬁj<?§1Wﬁmm)®
HTHRRTWD LHIZ, ZOXTMEMD ., BEEXFHOLIIRLE, Z2IXELT AL E
ML, BREED L) L) BEPETNLE L LN,

ZIT, AT, HirehilkA e LT [EHHRE] LT EZIRD A, 220070
FERHEOEORINEE L LT [FHHE] 270 BERQ [FE5HX] R THREE
FEHBIIRIZTELERT D,

2. BRELMENEDLIESE

A IS T, HAREZ R L . HANOHB L ED L5 &3 L iksidLain
LAThbNTE 7z - HIR (2008) &, THAEL] L) FHE LTITo7z, il
V=2 %R L RBIEEEOER 2 RE L T b, 2O X)) ) MAE. BEIKE
DO CTHEL 213dH 5H%, B LEBRL IO N 4 & DOEH. HARGEZ EH T LA 2 1t
L. DORFPAEDPRRRLHITEIROEE L) & D72 LB RT W5, FFETIE, Higz e
OO LTHEHT S LB, B%E, OWTIIREDSHIBICE T2 LI ELEE
BV MHARRLSEND L )12k o7z, FH (2015) (X, KFOHFERHE L L TIT-o
7o. BEFEEDPHIEOALGE A E T4 70T =7 FV—?@%WH’MTLTV%O D
T, MR RIE, WRED [Hofh] 2 s SGEA L, s o B0k % k3 5%
iﬂ%%tth’éﬁﬁfﬁbé ERATE, FEEE, OSBEENGZONL72F TR, Ml
WD %5252 N TELHETHLERZBE LI EE2HEL T2, ILH (2016)
3. =B R TV 720 ANTEIR A HARNGFA, HIs TR & OREsE
OIRY R 05 FFEOHAREBNLZMIIT L) BN b ONEZL L, HRANFEAE
JIEHITICH BT A AR EBICHET T A LSS o /L LTwh, — /T, 7us
T LADFERIZH 725 TiE, HIBOZ T AR 2 UL, BEEEES Tldhwi v &
HLEOEL I MESINTVWE, TNHOHEFITIE, i #ld & O3 % HbIZHE 2 T
FENERFEINTBY ., LMIZ Lo T BHARRLHISII N T 2 FAOMBIRE D, HE
AR SO HIRO N 4 b IR BT 5150 OFEMME % 2T A S 10> Tnb, 72
. R £ BF R RIIIRENRE TEZOIRDE) V=, L7 Y7 —»
LIBERENTEBY ., Kk EZETr S, FAEERLITECED L) 22 LE RIT L7
MPERIEL TV LI TH 5o KEDOBHALZ &AL LT, FE (2015)
X, HRNANRSAA O HHE i%f@ﬂﬁxmﬁ%# IRER OIS S L Ob Y Fizk
D& B w52 TV A PE A L. BRIz mIc b o 722 TOHRAKEA
AR E R I SR L CHEN 2B E /D, NI 3 4 SR IEIEICSE L ¢

110



[EFEHEJEFEREELLZ D2 — e S L B2 FHEHEEOTEE— B

WLZEEHLNIL TS, L7z > T, RiDOwRP L OERZZITTIE R, Z0HBD
ITEIREHBOLALEZHMOICHET 22 LICE 5T, BROD ) HRFDEFROWKELHGE
FLEEZD,

3. [£BHE] ITDNT

31 TExbHE] &I

WE, 332274 - V=) R20—2kL LT [FEAE] PHBIGHILIIER ST
Wb, KETHY EIFTwas [Th5&] it MATERRLRBEKYZD-012, 5D
W2 HoE T2 LTI R, HMERNTLIHNA FEELIZ, —EDT—A%FHELAN
YhDOZETHD BIfE, 0L R [FH85&] 2FE L T2 HBERITI1302BZ 5
B WANCE LD N5 [FHEREX] 217572013, KOEFFEHTH D, 1999
N [BIHF /ST EAREEES ] 25, HAEROERBIEHTH Y 225, BOEEHFEICZR D 12
VIR RSO AETE LM 2 KD [FTEAWb W ETCR | 292 L 72 R
£2015), {# (2006) 12X 2L, B [FEA5E] 1E, BUOCHWTIE R, BHO7
Lotttz mMs 2 Ex BE LTEBY) ., HxERQTHIEBSULOFERRSSINE &
TR E DR IF bz e 9o Z LT, 199949 B 205 H2[IEMAIC Tbins L 912
0 (i 2006). TNABOLFIZO NR AT I LIk o7 (EEHHES 2015), 20
[THd&] #EEH LTS [HHFAEY+—27 ] F—2axX=JI2X B &, 20178 HH
B, EENTWE T — 23200 122, RESBEBBLZZEDHER S,

20065-0 [RIFS 2] TlIEERE] 2BLEEFEL LTI ANLES
(2012) &, [TF Bk X] 1T, Z2UFEATVAATEDESL LA 2, ZOFLIIK
MLEN TV LRI O %, ERAEBRT 228 (P108) THAEHE L. ZDODDOHEN
IEELT [AR2ZTwsd0%, X{RL] (P60) L& [ARzTwhnioz, A
51 (P70) TEHEFTFCVAE, BE (2012) X [RZTwrdb0%, L{RL| 28I
L oT, BERIZAR) LD TWEZIFTIREAN P Lo/ 8 ITHEH) 2T, £
HLICRTAEMSEFN, A FEEQITHE, TIXEFEL TV ALDO NI T M5
TET, BECPRFEEELEDICHATLE . TR [RATCwARVnLozr, <R
5] ZEWMTELE)IRALLERBRRTVD, T720 BHF (2012) 1Z. FHEEBWTH LW
EIRNEHEW, DDV PEFNEI LI oT, NEREDLE [$HHX] 2
TLCnbH, HFhM (2015) (X, MERY RTTFEHH 2 X OFEEEN S, BOLKRT 741
THARNEEFESHDLETA FOEWEHFEL, BOCKRT 74 774 Fid, Lo
ZERT2VwE W) FHDIRL, BOEAERY P TOHMEZEMRTS [HHEE] Th s DIk
L. FbHLEH4 Fid, ZIELOXHRRL T4 FEGOHEERBEZEHR L, ARy b»
BAKRY PANOBEDONIIBWTHHEAFEEZ(EZ S [ THhsr L LTWwbH, 2hbH
OFME AN L, HISHRE & SRRSO, YITEBHEE] 247-o728HE
([#2€ I Walker vol.212]) R0, ®HFAED [FHME ] a— A2 E L. #BEMHELO—
RELTHESL/ S 7Ly FCHBERRETL2HA (20 HH)) REPEALNS
B, INFToLIAfnd [FH8E ] OBBIEFEME D726 LoMIIMEES 1L
T\,

111



B APU SHEWFJER

55 3 %, 2017

32 [EbdHE] ORME

APUDTTITER TH 2 BT X, Aiab L7z ) [FE45X] BHEOMTH L, HER
BHITTO AL E L 72D FE o7z W) R L ATEREZ KL L) a—AR%E,. 72
ZNHPBHFICDZITANLGN TV LW BIREBE 2 2 &, BUFHICRT, #ilzndt
IR ) OFATED & O 2l & . BEME2ERE LGRS TAEE L LCofl
HMEEDLEHFORFEND [T HHE] PO¥ERLI LR RRV, £2T, KHL
CPEMAAREEZZO, WHLNVERET L, KRG 22 HICH 725 HARGE D2
TADEFELRRRIZ, HIEZMAEREE LT [EE5E] 2EL 7.

FEHZH 2o T, [ NGY + — 7 | EBEOWM N Z2856 2 L8 TE 7z, HIF TR
HENTVLBEOTT T T L EFINGENIEH T2 2 L1200V TIEE S ORI H 5,
T, RETAIHEBEBOHNIRE B TE L EIZ, WEHNELRELLZLDICR S, B
ZIE TF 6] CHNDIEHRRIEHOEER OCRIMOF T 2 EEEH I T 5, F
B (2015) 3. T HEHDLXHA FHBPNVBE I ET, BOEEDSTEADIZS WHFTIZA S
TV ZEICHEROHEBAPESN., [FBH D ET M FOEERESME LD
A& & L CHRET 51 (P47) &
WARTWB, T2, BIFHO [F Bk
] ZEFEIIbDEoTHER R U7+
THARELTORBIPEETH LT
Dy BINE DS Okk 4 BRI S g
WCEZTOD R D WEHEIZESTD,

1 TELHE] OEXRL—F

I BRAM
T+ HERN\OHME « BUEIRIZB 3 55

!
BIRFEREAT [~ o SRR
BT 580, B AT

BOHFT NV

[FEHE] NOBMENEZ LI L
TH2SiE AL L. SNS&E % FIH L C.
B AR Ta1 0 C s 0 15 H 518 25 A
D bo BMEDGELEME BHEANT
W, [FE45X] OFEFEMETA FE
HEHEDVIT) L) REGHIE. R
Ay bEB72HT,

Lo [FH8&] Tix, [BIUFAE
Tk =7 | EEEPV— NEREL,
WEART VT4 THAF 1% ESHE
ThHHE24DBEAT L7z FAIL—
FRIRT L) RLDTH- 7205, H
WTHESINTWwAEA XY F&E)L— b
ICHAALZ LB NIE, RIELZEE
LTHOBENLRWEFTZHR LI &

THEREN O, BIFORESIZBId 55

l
RER (EFESH)
F%%MDE vy —RRROAY S5
ALYy 7 BRNEE
b EOPTIC N L ST

l
BETN—F (T—T 4 A MBREEL, HIEED
ZLTWABT2N—1)
T 8= b DR B
JBET DT —7 4 A M K DR

!
RrEEHF (ETE)
E?%%@ﬁﬁ
HENET —7—F, MERR
JE& S ) ) D i A

l
T H B EHE
THMERE N\ OIERE I O &7 AR
BIRF ORESIZ BT 2 8k 2

bdhoize WEIX. [WIFFNG Y +—27 | WEENPTA Fefro7225 FHEERICHTET %
MDA FHBDOALIEbHorze LED L) RBEHE2S, [FHHE] 12BIML-E%
HEOREBRII—FTIX e h o7

112



[EFEHEJEFEREELLZ D2 — e S L B2 FHEHEEOTEE— B

4, FEICDNT

4-1 BMEBEBOBREARE

2016 SEFRFIHIC HARGER R 2 2 L TV ADH 1227 T A, 269 A\DOESEEZ R RICSINE %
ZED L 2016411 A3 H A 5201741 ASHOMIZ4MO [ 6855 ] #FE L7 [£5H
A& | IZEERITAT G, PRI 2B SINE % 500 & L7z B LAKRHMK &I
FINZ - HISEZ BT 5720057 —8 A~ NEREZRH#RY 9 20U 8 LA 1L,
Y FTANEH LTz NT—FRA 2 FOERIZIE, BIARZOHESL LA - MEHIZXD
R=FT ARA Y I PE26N5Z DI, FIFFHOANORRE. SNLEEE LR ED
T=r L [FE5E] THNLEHREGHITL Lo TV AMBOGEELHA L, &

HOBEIZ, ZMIEETH Y.
KeF2EL Y PHELNL S xK2 [EEHEEINOBMET —FIREICEHT B1ER

ERFEIER TN, 53 : » 7oo—h| LR—F
A c;c%af—if_mtc;ito PRE | PPR | ~oms |
1EH 13 10 7 10
SMALELEEAREBNE e T ; : ;
FHE7ITAOHBIHEL. &E T 355 1 5 P 7
L7BEBEP TN Z 21T - 72 AEE 14 1 ] 3

B IR TFRPT)~ A v 57—
A= IVDERF, BHOMREBEZ T/ £7 TATHIEMLIZEZ A, HLAA
BHRNZZ720 LB O LRZ 10 4FEE L, 4R THVERIE L 2KEE T, 2T
L7z,

ZROIEEEE L SIMARE R2ITRT . 4RORFEEITA9%. BINEIX2THTH 72,
200 H LIRS SR S B 22N T W 272000 BIRDF v VB IVED45% L 5L %D
HEFFEIIOWTIE, SROBEIE- 72,

42 F—HIDRE

[EH5%] 25, FFEPHIREZMY ., o N &GS 2 7-00tHT & L THRE
LOPWRET b7z, v IF7A4 T 5= LER—=bM A2 E2—|2LoTT—%
AL L, W L7z ZINEICE, TEBAE ] BHICHAH WO % Fm & T
W, BERBME T — Y O E A T4 T v — PAORIE RO LR — b & AR
REFTDIEDTEREN o A P Ea—HEICIE. HEREENLTHAL, KHEE25
726

4-2-1 FoSAT7 =k

Tyr—MI, A4 TERL. [FH05&] 25 L2 BHRZIC. SEICA—
VT Y72 EEFEL T MEXKEL 720 WEIZ. 77 A, 48, R, EgE, Bt
THOEMEZZQLEME, TTHHRE ] ICHT2EMTHER SN TBY, £TEETE
REL7ze [EH4& ] ICHTAHBOY b, £ 50, SMEH., WEE., W¥Ers
FAREETH 5. SIMHEAIE. OUFFICOWT S o L8 7205 7206 @QH KBS 2 ML
L7ehoehO@HARANEFE Lo 205 @QH RO ALRERIZHED D - 72056

113



B APU Siflffstamse % 3 4%, 2017

R=FZAKRA VI PO S 250 5@EEICFHFEDLNT2OOKZFEIZF LN 5 @K 2
Hol2NOEQHBRANDKZERNEY 120072 5QZFDMMOmH S, F3 D% EIRL TH
bolz, WREZ. O [TEFH55] OWMEEQT A FOFHOEMBE@SINEIZ O\ T,
W E RS [&R] 25 T2 TH] O5SHET, & 2 [ ThRV] 25 [&
TOE] OSHFETH 2o HEENZIT LFEIZOV TR, Ob ) —ET & 0w
ZHOTF7-QFED Y ET R EOIF @ISO N L EET T v v AR5 @F L W FE
DIGENTE72OHIFOHARN L FEIZ % > 72O ARFEH LE L 7-OIF 0 AW % b
IZENTEL®7 TATR=F AR ¥ I3 5 2 72@QHIE D AL EEE T X 72D 9TH
HiZoWwT, [£<Z)8biwv] 2256 [HLZH 8] o5k Tlvwe, 72, &k
WCHHERSICT, [EFH5&E] 123 baxr haRkoin,

T o= MIEKE LD, BIE2T4D) b, 198472572, ZNZENOEH D[
EERERTL. [&<Z28biwv] 2108, [HWZFHIE) ] 2558 LTHEEEE KD,
SINEOME S W E 2 S L7ze 72720 SMEICE L CE, [EThwn] #1440,
[EThmn] 5HE Lz, HHEED 3 SR D BV EEEZ R,

4-2-2 LR—F

ShE I, [FH85&] BHIZ, MIOX)BRAZT A AL R— MHMKEZEA L. 1
BB PR 5 &9 1Xfn 27z GEATHH X4
OHhN, DR Nb@IF LD THWAEZ L,
Fio 2 BI@RERRIEIC O A2V L@ | e2asases
NDHIToThRIZVEI A, LTHRIEVWI LS
HHEHIZEEARLTH 5 o7,

2O\ BB 2TZD ) HL2A/HH LR —
FoREAEHY, TNENDOLR—- 2T T+
VT — MIXFAL L. KH Coder # FiV 727 F &
MA = T adT o720 TFAIIA =
ryeid,. [KEOTFF AL (XF) T—=05
- FEPCHENZ LT LI L 2T 5
il (FH 2008 P1) THhbr, IvEa2—FE2HW27FA T — % OFtEHTIC
. GEDRT—T 4 TN — IV EER L TSR CEH % 5787 5 Dictionary-based 7 7
O—F LE—CEPIERETLIZSEOD V- TR REBTLIE5EL2ELLEO VT %
LRI L > CHBIIZEE A, - 4083 5 Correlational 7 72 —F 533 5 A%, KH Coder
. SOZODFET Tu—FIEOSWTHE I N, BASHELHEZI) A7) —
DVT 7T THAH (WL 2014) FEEBMINICL LT — 7 EHEEEL a—FT 1 V7D
PREE., TS NFERED L) ITHHASIN TV L PRET LHRELHATBY.,. &1
A2 CIE R < BT 25 O b EETH 5,

SHOFEOHWIE, FHEEDL ) REENSH LN MATLTHY, SEEHOH
BRI ZBHSNICT H 2L TR RV, LTFALDOBIIIRAT TR E I A2 HF T &
LERVIBIE 720 72, HEOFRLTREAR SN TV E— AWRLEENCE LT3R E

K1 LAR-KRAK

114



[EFEHEJEFEREELLZ D2 — e S L B2 FHEHEEOTEE— B

— L7z LT, Eito72,

4-2-3 A HEa1—

BF 28 L - BOSMEORRL Y [ 55 E] ORELFL 01, [FH5
EJWZBML7Z21%ICA YA Ca—% KL 720 ZDH b, A— )V TERFEDRFZ1E72
A/ EEBRT ARED D > 2B FE2H ORI ZIIT L, PEbf v ¥ 2 — %o
7o AV E2—OHAIZ, O[FH5E] OFEQ [FHHE] IZOWTEHELZAG®
[FEHRE ] ICDOVTHIATWSEZED [FEHE] RIZH ) —EfTo2BA®LR— b
WCEWZEDETE [FE5E ] 1IfToThb, Bbo/zl ED6HHATHE, 15
2 —OMENIZ2017F7B10H2521HTH o720 A ¥ F 2=k, MITEDOKFED D
L. UL LT, [REICER s Twa 2 & | [{TEIH~O 2 | [{TE) I~ D5
2] O3RIZHET A EMB L. T L7,

5. PIER
51 FAUSA4T7 =05

T — MaE BT R4 FHI9ADRIE L. ZOFIIZ1EL 1454,
EEA3 ML 3AEA L O, A1 AE TN TW e, A LS EDOEEEIL10
PET, ¥4 6%, WE3ZH. NMF 228, N0 T I7T7 2288 L= T7 AV
R AYFRATY T DARFAY Y, TV T RV, 7470154 ThH-o72,

T3, BMLAEEETEIICRT RAEMICHRL L, [HIFIZOWTh s &) 72000
bl (719%) [ R4

AL 52505 ] =3 TEsBHE, (CSMLELEER
(63%) [ HAOIAL® 5 e i | o | 34| @
JiE 5|2 LR S /N
B o KD > 724 BFICODVWTE ERVY) I 1= 12 1 2 15(79%)
51 (53%) & ool RAVRDE57D 3 4 5| 1263%)
EE Ve TOZ LD | BROXPELCERS B 8 | 2 | 1053%)
O, HARFEZFET L V) | fELFEDLE 3 1 2 | 6(32%)
L. WEERHAD lithS;t%bt#Ot 1 2 3 6(32%)
BRI S - 2 2| 421%)
jri qC
fe. B % %IJ,E;%B HyC BAZHEDE LA 1 2 | 3(16%)
[EHRS 2B BEAAORES&EYEH 21 1 1(5%)

WALIEMDSE 2. R—F
ARA VIR EH25ZELEMERTERNIL>TVWEIEDRDD D,

WIS, WEFEEICEE L ZHBIZOWT, [2@5%] 226 [ Th] o5k THW B
YEERT [THHE] BAEROMEEILX, 4.7 LIFEISE D070 TA N0 SRR
3, 382> TEBY, bhro/tb FTETALWVY., HLEEHMIITEXZEFMLT
WL EITHE, ZMBIZOVTE.[ETHL] 26 [ETHEW] OSHETH X,
28 L WVIHIKERIZL 072720, B EIIELYTH oL EXE) TH b,

[FH4E ] POFFEENZITHFEIZONTIE, [ELZFIEbLRV] 5 [HZE)
B Os5HETHW 2, FHEIRDEP 720D, [ ) 1EfT-> TAhRIZWEETe B

115



B APU SiEfffsEamse & 3%, 2017

D7) THIFFD Y ) ET7 % Ao 7] [HIEOEYEEb ) 2 LD TE2] [HO X
e CcE7z] AHETA6TH o720 VT, [HAFED S FATR-FAKA ¥ b3
boz7z) @45) [HWEHONEFETF v > 2efz] (42) [HAFESLELZ] @D [#H
LWRPEOFRGENTE /2] (3.9) [HWIROHARNEFEILE-72] 35) Le>Twb,
COZENL, TEEHRE] PHLWERZL, HOMAI ZHMAIEE 72 EZD
. BHERFEOFHERKIMED IZHFRIZTVDOEEZTWDL I EDbhoT,
T — b ORARIZERT 72 HHECRE IS, Tt gives me a deeper understanding of Beppu

& I appreciate and happy that I am living in this beautiful city.” “Through this event, I know more
about Beppu. I believe that people who had been to Beppu Station would have seen the statue
of Mr. Kumahachi but there are not many people who know why he is important. Besides, it is
awesome that we can know more about the city we live.” &\ 5722 X » 23 591, SO

[FH5&] POFLVARRZHT, HOWEEL T2 HEANOB@EIRT 5722 £
D EER I BT 55T 2/ OL ) Il ko722 D872,

52 KH Coder [C& 2L R—bDAHHMNS
LAR=FTIE, £9. [&ocA s (HMD] TELH TR &, To 7% (8
f12) | TARGER R IKEIZ O

N F£4 LAR—BMANOEROHBE
ez lzwz & (M3 YT
(2R 5 Fo ThIzW mm | Emy | Ems | Emae | U
LZhH, LThHIwC L T 2727 2867 3035 2518 464.5

B4 ODLZHEHIZE

(R F,ﬁ >i . ‘% tE R wER 149 162 145 135 246
D L&) RO D
7

2k E . E4ZER 01);‘;_;; I 183 177 209 18.6 189
TNORMIIH T BN | gy ymy | 401 39 | 374 | 337
OEZRLTWAE, &
DIH bRl L 723058 %5 HEME2-4EHESH5E
ZFNIZEEITR SN,
otz —ABTY DF A2 2R H 4
BT HERD L, 4645 z;"ﬁ" o ’3"? 204 ﬁ; 1:

PRSI . 1z 069 25 110 p=t 1
i%fb ﬁﬂﬂéﬂ‘(}o‘ D m< 061 =<EA 089 A% 119
WOMMATIZEEDLG DD K37 053 SEREN 084 o) 070
LoD, HBEMIC HEEA 051 HT 077 H] 053
AR QR RIS A AR 049 X% 067 8% 049
. _ ~ Al 043 =\ 067 15 044
~ f‘owit‘ 172 M BOH 042 B 063 %R 036
LawmER [E£HH4E] HiE 041 WaW\3 058 BE 036
Y HOBEHEDLE Y A2, T—F4AN 037 RiE 054 H& 036

LFEICEBFRABZZTT%

CAEESALREHOTRE T 5546 Wz,

WIZ, TAL ICE LT3 h2B8l1 2B 3 20EBI2 BT A FEEEDE W % KH Coder

116




[EFEHEJEFEREELLZ D2 — e S L B2 FHEHEEOTEE— B

THOM L7zo RSIZFDERERT TO5HTld. Jaccard DFALLIERIEE DEAHTK & VW IH
WZ10FEASEIR S NS (BB 2014) HR Z2HFETIE R <. &7 F A MR LT, £HEM
WBWTEWHERTHIL T, LEMZ AT 258 S, BiE2s 11285 <
EEFNZENOEE FEM OB TN & 2R LT b, TSI, BEMOIER
LIZEINTVWEEETH L, TNLUNMNOSEL RS L, M2, Sinzgir (&7
W] TaoOH] M) RHEsS A (RN TERESR ], HiEo72 A ([7—
FA4AN]) BHIEENTVE, BR212oWTIE, [F55HX ] TMEFATV L%
FET B0, LOFEMZaMEREHZET 5, B3 TIE, ATV 2838 ([ B
(AT D). S22 72 A\ (WEREAL) & b2, BHMEETSE (7 8A) %
W TWA WA MBI TS, K21k, BM3OFENR LD L) RETEL &L
HENRTVED»ZRLTWE, ThERLE, [72 AL T TEY] 42w ]
[AIZ ] [AT< 0 TwAa WA & (TR [T [ TRw] Lw) FiEL &b I/
ENTWD, F/z, [Z] & [ER] (] TEXY] (72 SA] LT X H%HE
{y FIERIZICHNALIZVEDE LT, [ SADEIREY | [WAWALRLWE
RBRMHOEY | 287 T05 2 Elbrbd, EM4OM#EIIE, BRTICEENT
W5 7<) Zi3Lo. [A5]
[EXLITRL]ITIT) | [
] v EIERR AT v,
GETTHBELTWL 0L, [
STH ] TR 58] <.
R ] [Hgk ] BT 2 5
BITHLDOTHE, TNLHAE
DEH)BXRTHEHENL TS
MKWICZ > 32— % > A THERE
L7-E A, nom3iE3s
T, 205 b. [AL] Lk
DIZHHA I N T DL DM 121,
M7 ) sedicfifsncn
HDNIETH > 720 [
[AB ] LT A EFT %
FEICEIER T S b [TRRICA-
22N EwnIHEDR
BItsth [AoTalown] v Xigiﬁgggﬁgﬁié BROXZ (EHEBFROBREZRT
I)BE ORI SN,
T2, THR sHHENT
B, wIhd [7&700n] LW BEOERB L EQIHHIN TV, 22 enrb,
HAEHROMRIIZEDS LA 5, TRAEBRSLEDCHIIM 2 L T2 WSINE» 7% ) O
HEZHOTWDE I EPHERI N,

EHIC, B2 [ THEWAZZ &, [To28] 1ICBW T fiblTWwiEE%

H2 EBE3OHERVET—S

o000 HIHEE- XY hT—2

117



B APU SFEWIER# 25 3%, 2017

it L, HEEN [T oL

=] - L 3 C :Iﬁl
DL s kg |y R0 EE2ESELEHRULMBEYAR

REER L7z STRLLEHBLL 2255 ;t24 VA | EE Ef& JEf | HRHER Eg
u;xj;;) ZONEAL & MR A K612 T " P Py »
T TR LTV B L }%ﬁziﬂz@ 2 [fi< 2 | |12 |RoH 7
W4 T OV Fﬂ@j:azri £ F N B EE 3 [T 18 12 |Wi% 7
HH7H, FRICBEATWS é:,wm 4 [BR 17 16 [F=F142h | 6
Ho TNPHMOFEIIERT AL, [ 5 |ErR 13 16 |7/N—K 6
Wl ATV [BOH ] THEG] [ 73— 6 [N 1 16 |82 6
M T#E] Ev) TEbRE] THL [ (e e Ty p
7egpr e, [REN] [WHE] TE A E A | s lam " P PN :
[T—=74 A ] Ewvw) [FHHE] —
S L LTS Y RN E e S I ok B Il :
W Ao Ncowncoitkng (. [ EPEP | 8 || Y |AB :
IS OHRN M2 by |10 [F 8 19 |B& 5
o CZOMTLEMZ DS (RG] Ta | 12 [waws | 7 19 Bk 5

BITEHIED ] DX )RR T
EHENTWAPLKWICT Y I —F Y AT T4 &, [RE] 17HoFIE, [TRE
3000 HVd D 9 [ERERIRE LI RENT I L OB LRSS T | [BIFICIEs DDk E
RIREDH Y FI ] [BIHFICIEEH T8RRI H D T 7] [MOTTo72 8 2TAHERTRE
MR T [BHFIC 72 SARBRRPHIRIRR DD 52505 T [RERII—FELZIRRET
Fo IFRRICREMTE I L] RADOHICOLE) Do) T Lz] FORLd)H -
720 TARICHET 27— R, TV —F, BAAAPBRXSNTEBY) ., [HIFE vz
WBREPELTT ] E WA A A =D SBH L, HISICBE 4 2 53 L Wik 2 #15
LTWAIENFERT, [REA) [EHD Y] ofHGIZ RS L, [THEEASAE, [HIRF
DR T [TMBERENS AT ETOELRANTT] [FIHRIOE D A B LS AL [l
BREN] 7PEH AT T L] [EHEDBLIADOEIWMETLE] Lwvo 726
Mo, A R R LT R Lz MHEREA] &) o/ OISR D58 Ko Tw
LT EDbRb, T [HIHEORY RN, HEENS A, WO THHFOHERE V)
SNz ANTT] [2orT ik, MERBASAICETONE L72] [THES AR
WERBIZLE L] THESAOBRTTHFOY =) AL ELE L] [BIFO#H
FEHEEZ L L7zDIE, ETEIBLEALRRATTIVWERWET | [FyyvF 7L —
A ZBRLLEOIERENNTL] bwvwolzitihz B &, HEofEL R L, BAERRER
e e LCHEL TWAHIBOREEO—imIlfili 2B TE L) ThHhb, EHIC
[BIHFBROFNI W72 X D25 B WIRISEVEIRDSAD LN TW 5 L) T L3500
F L2 MRS AXHIFBROIEE TR~ —Z7 A) DO~ ¥ M &I Ti> T3]
[EHETENI) DL, 205 0nEVW) T ETT, MERBAZADZ Y 7 2 —213EHE
BBLEA,. ETETBLEARZIATF Y V] [EHTEDTBL S AOHIGEIZHO A

118



[EFEHEJEFEREELLZ D2 — e S L B2 FHEHEEOTEE— B

WET] L WIAFEICIZ, BEASHICL TWERFET OGO CH LS 25T,
HICHZMNF, L2 ERRB SN TW,

5-3 ¥#EiEkM s EL -5
Tk TEbAka] TIREI

o T a2 & | [FBE~ORE] (17 BT ABE2TBARORE
BIE DN D | D300 Hh S 5 Y3 EEE e
O T he A v FEa— |28 U R | I it
HEeLDEEMIZFETO@EY TH D,

I, (REIEoTwa Ik oo | G| B XRERE 24 &t
WTHWZEZA, [FBHHRE] OV — C | 4 HhE 4
kRN TGO, F 2 THRW T

D 1 45 XL—=>7 fog-3

Yy —F, XY, &7 AOH]
R CEITONT, [$h5 %] Hik | G2 | E| X|ERE | 74Uy | &if
WiE & SR A TW e, B, AN F
oW, Kol ADOATHNHE ) T < Bwilie
Lotz [BOIFTV] DXk
HEAGEOHR T H LA EBIgA D H 5 LTI E 2 T iz,

[ATEIHRI~DOFE | [1TEH DA OFE ] \2DOWTIE, FEA~CED ~FILEVD
BRohie XoT, BIIRT I, FHEA~CEZIV—T1, FED~F&2 7 V—7
21258 L. [TEEHX] IToTHhLEbo2Z ] LW ERMIIH L TES N EE
N L7z,

TNW—T1O%EIZIE, [5F THONERRT EEEIVBV 07208, FHERET/h
EVEIToTALIEL T KM T A ERFARICELL WEEZINZEDbo72] (A)
[FHHRETHANIELVWEVIA A=V 2 FS720T, SIEHAANEFET EEHE
HHb] (C) Lo lBHOBINR SNz, TTHHE] BICIE, [MERREICAST
A7zl B) [REENHKE Z—HICBOIHFTVITHE > TRREICA- 7] (C) D L)
W2 [Eb8E] THRAZMBEEHLTCLE-MIBECLZZEZERHLAD, [HEHTA
A H%EES7] (A) [HHOHEIFHHETLNDOTHOLE VI ToTWAE] (C) DX
2. BAOEFICLERERE ) F <Y ANZ) Lad s, B0 sh#iE L3>
INTF TV BT LN [FHHE] OFBIZBWTIE, BEENONEZEHRL T»
2HEAL, (WO 2FSnEEHSTWTE, SIMLTALZSHEED > 72 [fhoHy
FHATS E B EDR D o726, 72H8ATC] EABRRTBY), HADOBIRPRRILD 572 &
AZEDLND, LhL, ZIV—T10%EE, [$H5HE] BRICHFLZETPESNT
B, LR-PMZHENTW I LEOFIIZOFEHTE TV RV LD o7z, TOHHBE L
T [ A0 L SIZEROMILDO N EFET DM (A) [ AT DEF L] (B)
[ ATIET 2L TITT 2w ] (0) E&EDPN—ANTITET 5 2 E~OARLE %IRRT
BO.[FA FPnwETONEFHEERW] (A) [(GNE) KZBIZEbNIzO TS
L72] B) @kH1C, ENL AL LIATEI T 2B oI L2 RTIELLRON

3FEE 142 R B

119



B APU Siflffstamse % 3 4%, 2017

7oo ABICE [FEpom] [FRET L] [B2H o726 ] Lvio 2R RO HIF) %
FVERIZT A EAA R S 7z,

TIW—T20%EE, FIV— T 1 O%E IR, T LG L S b b,
[REBICHA L C—#HICHEEHIToTAaz] (D) HEDIEZ /-] (D) S0
JE~N1To72] (D) [l Lo CHSHOAA—HZEALK] (B) [FbH&TANE
WIEBHLHWIATo72] (B) [KALHEDETATL—%2H-7-] (B) . [FH4 %]
TR o7 %x R To720 BEALZZD L CTWiz, ZV—72054E 1, s T2
— ANTHIZHTWADS, FbNb I LIZIIHEENT. [HF256E) 013l < T, M
FlZFbNH—#IAT< ] B) [UeAIcHbn s L) CARFETLEZTHTN
by BBV ORELELETHINLL RD] (F) L&27. [FH455] oL RkD 2
&L FAEDIE [EBAT 2w E 2ANTT MBS H - 72] [BIEOT L VI O4H0
E o CHEDP- 72 [BEHZTFLETL2RAEI DS ozt &, KBETETX
Motz OEHIZ, BOOEREGELE LB SE 72 FAEIX, [BREMERT S
BRI o TR L o72] [BEENEZTHRZ I bhoTHIN LD o7 [TREIRRIC
FABRIELEN DL ATHEZ2 7] [BIFIETEHTVEZ L Lo lzif &, —HEF
GEHETBLEADPELICLTERYICTIVER S LI 2, [F5X] OoFT
MWz ¥y — RREA X % CEERMICEE 2 R _7z, Z2EF I, [HIFICEAT
WH N (EFEE) DHIFIZWTE ENUT ERIFIZOWTHIL Wi aHlo 72 [BEFD
RLIFFIZESEATYE ALDPHS R WEEDREHIT TR o721 ® X )12, BEIR 285 H
b [FEBHRE] 2EGHEL Tz, [TEEHRX] IXfToTbEbo722 8] 1220 T
. [EBHE0B, ZoMBIEARZZL o7 BloBLERRO X > T2k ->72) ]
(D) [ v ¥ /7S AR CRMAICZIIEE 217> T 5] (D) [HiLd > & HRnTn
T, —ATHIEE TH Wz (B) 2D L L &SR0T (F) [#8H~MT-
THAT, MRERPEDENE IR L] (F) . K& ATHHEHFEDIL DS > T b 2 E2%D
Molze TI—"T20%A1F, HERMOHTT ., k& WKL 2R 5MET 52 0%
WHTHHREMNTH 2, MEHRCHT, [HOBATIES 7 = /WS WHikED S 2 5 6 BDE
HWIZRBEEH | (E) L), ROTZLEMEFML, [BREMTIEDNTEL LD
127 o72] (B) TEITIE—ATHRITLZW LIEHZZEEZ TWLITE, L HS THOV
T ACNTEZ LA ENTE] (B) LB HEZIHET 28080 H AT T
72 720 (B RTWEHGDEDL L] (F) [BOFTATL &L BIFFOWWATZ K T
55912 %%] (F) X912, BOoHmOZb 2R L 2250, s 4 K8 I 5T
M32HE2ESTVWDLIELHEZZ, 612, FEDIX [FHHE] 20012 HEEY
RLTBY, KT TF4T7HA R 2nwbnw) BEAZEHL Tz,

6. EE

6-1 REDFNTHMELT (EFb5E] 2170EE

Al BHE W2 X CHMABTA PG ITHI LT, HEZ T TIIIRMETE 2 WaEER
W2 G252 EDWREE 2D, MEDOLPYPNHEEFAEICHE L [FH45X] a—
ANEEAEI L7z BEGEE R WADREEZH &, B CTIEIATI 2 WFT2Eins 2 & T,

120



[EFEHEJEFEREELLZ D2 — e S L B2 FHEHEEOTEE— B

FHEFEIZE o TOWBEEDORNIEE) & 7o 72,

Tor— A VI 2 —DfR, R—FARAS ¥ N OFEBEZHD T2 ERT
HDHIENRENT WEDIT L SRHEEZFEICHICHS Z L 2B LICL TV E%
HIZE ST, RA Y MPH DI EIIMRO—RTH D L\ ) Eilkx i 205, W7o
WTIZEBMTEL L) QISR RONEMOB TR BORAEIZL A
HIZZHDIZK VDL [FHERE] BICRHLAZLVA— MIE, BHZBERLEELY
TEPZREBEPRON, [FHHRE] 2R LAZKRTMebLLDE > TV, 2OL
K= NI, 7 I AOBEEANDNER R TIEdD o 7275 FREND XD EX OB fE
X7 <. LR=TMOWNETIHEREAE NS S DTIE D o720 LA L. 5= Ik
HEB 2RI L2, e FETERICT Y Ty FLEYELTED,
FHRBEOSERLRUBL TS H T2, HOPMER 7L 2 2RISR MT 2 2 &8
RN TH DL EEZZ N5,

A 2—H51E, BHERPKANILDFVHDE 2 BRLEDFHNANEERHT & o0 0F
275> TW5BZ EDbhroiz, FEM (2016) Tk, HFAELOKRIIISIMLIZHARAN
B W RISREZ TV, ZHOBIIBIM L THRIZWE W) BIEN R KR 2 H-> Tldwn b
My BFICE o TULERBEREZ EBSTV ARV [T HRBINE ] OFLESHL 2% -
720 Z LT, WOEE~NOSME RO LEZIE. MACHFEDLDNL L W) Tk AHWLE
1275 ZEDIRBENT. SRIOFARICBNTL, [Fv] oFMME2RTEEIINLD
PROLN, HFEEIZESTH, HERKADFZPITTINLE Z LD, BMOBHKE %>
Tz,

COZEns, FAEEF AL, FOOREKZRMT 272012, BEORINEEIE LT
[$H4X] 2979 2 L OEREDTHER SN,

6-2 TXbF5E] IHRFEEZEZSDD

T = FTlE b)) —F T THALWEFR, Hilgo b)) T2 /o, [ 6485
ELZBML T IEM) 5200 AR LWERPEH o722 b h otz TF
AMRAZ7IZBNTH, HHIZOWTOHEIET . JIFFDOA 2 =258 1) BARk(L
SN, EELFARLNGR IS FEDLNL LI > T b, ZOREUDVENNIT S
Nize T2y TNOOFEEIPIHCOENTVWATIRIZBWT, [RZTWw230%, <R
% (ZE432012) 2 & Thh bRl o, JIFFIC T 5 EIERA [Td Z2wvoF
LVWHEDOH | 226 BN LR D LHEHVE | NeZEbolFHES S o700 T
Y — NOHMHRRTIE, BHOIWMEATW L OB TL2EER, [RATWLL0
. SCRA] 2L EONLEEIBRSN, HOIMEATHWLIITZ ROoHEST I &
T MaET 2580, MEHLABFLOFEZPELELN. DLEOKEENLSL, 20
[FHHRE] IZBIMLITEAEOFEFED, 4 (2012) THERSNTWES, [FH4%
E] OROIDAT Y T THAH, [RAT0wE30%, I RL] SR TELEEZLN
bo Floo A VF =TT N—=T72|20H3IN2FEOFICIE,. ENENOLGATICIEE
BB, FNEERT EMEDSD 5 LKL TWAFEER, ZOL ot
WEEIRTWLEAELBY, [FHH5E] OFE2AT7 Yy 7 TH5 [RrT0whnwiong,

121



B APU Siflffstamse % 3 4%, 2017

AL BE~NEDL ) E L TWAIRLDE S,

IR R 2 R BOCHER T CH % 25, FHHRIERomf2H ) . IR 2 L5
W BEN DAL T2, TR AR B ) 2 LT vk b L v, LaL,
HOWELIANOB LD - 722 ETH, [ H45& ] 22 omE S IC&M &,
TEIEEPHASA AT TWize UL, 258 (2012) A% T HabnTHLWE R AL S
W, DORBOPEENDEZEIZL ST, NEDPEDN L EIBRTWLZ LIZHHE L5, %
HIY ., BEZEROFAENHEZ UL, BT FELOEROETAIZTTH L, 70O
BEBEOBAERIE, X ToTObRMSATMEZETL, RAMSAMT2HHEST L7200
BHEBCHESL ) TN, ZU—NVHEZAEELIEEIZE ST, BERNTHL L
EZho

7. FEBHESEDBRE

KEFZE T, [EHHE | HEHEIE o THIFICH T 2 M ED ., Hll~0E% % &
TR O Z EAVR SN, T2, FERBEOBIRREN 51X, HlO A 4 1203 2 &k
HEAL L T B EER, A EHIFRCATENHE AL A > TV B EEDRIFER T E /20 — T
T, HiIEE oW - OHBEEEE K LTV AEAE R ITICHE VI 20121, BE AR
L. 2HEOFBZF R LT VEREZMA AN FAD [FW] PENTH L L H
L% BREH GV FAEL IR E O A IRTAAEL LT, FHHNIEEZMIT L &
DEEWDIRIE S N7z,

Sl BFAEDHERIZITICH A 7200 ThE2TER, B Z2ICFELANEHDRL
MbbIET, EOLIITBILL TV DEBRELZV, ZRUIE), RiDOH Y HRE
FICHTHEVHENERTE D EE R D, T2, FH¥AE L OLZFHA, HhidE R #ilsiit
KA THORMEEL, HIBICBIT 2B FAEOFHAEER T ERTLILLRETDH
%o

S
[EH5&] T2 I E THEZ 220G 7 + — 7 gt L E A
KOVEFLRIO L) EHHL £

x

() Z A PVEOARLTIR, [BUFNG T =27 | F—2aXR=DIZRESNTwDE [FH5
] EVOHREEZFHL VLD, Z2EEHOBEHRICHL TiL. SFEFHOXKLICHI-
TWh,

(2)20174E5 B 1 HICBUI A7 =4 Th b,

SE
KH Coder http://khc.sourceforge.net [20174E5H 7 7 & A 1.

122



[EFEHEJEFEREELLZ D2 — e S L B2 FHEHEEOTEE— B

FIERH - (2015) [ HARNEEIVER AL O 2 OHIRASTE A B DR D & LIRER O R
B a32=7 1 ERICELZHTT] [Filube HAFEHF] 50 1 91-101.

HEEF - BRI - FIRLAE - FIRIEFE (2014) (BT 7 -ty v a VITHT 55
BEOEH - IVHRMLEY I -ty ayOEEICETT- ] [K) a7
26 : 105-120.

EHKR—EE (2008) [FHITHETFA M4 =2 7] H 0 eIz HRR

MM (2006) [FIRHEROBDOEHILS D —HIEEROEE 2 P L& LT -1 Ba8l
Jerr i BEFRAIC BT 2 B0 5 O < 0 EIg] 123-137. B [F S .

RS - M — (2016) TR ZHE 80 W ElDFENFRLGEHT ¥ 7 KPR
O] FHL 1 HAEPBAL.

FeEin (2012) (K220 b 332274 V- ) XLOFITEE] HHE:
S HAL.

R R4 (2015) [ZEBIXIZEITL [FH5&E] o330 —HnThlo989,
L &S, bAE b0l -
http://www.tokyo-mayors.jp/katsudo/pdf/tamamachiaruki2015.pdf [20174E8 H 7 7 & A ].

BergAas TS X Walker vol.212] IR FA L EOLE HAE LR Y v XD ]

http://www.hannan-u.ac.jp/doctor/tourism/matsumura/mrrf43000002ekbx.html [20174F 10 H 7
7],

MOF— (2014) [HEWAED/ZOOEFERT F A M WESHTOMK L FEREZ HIFL
Tl Wt A =2V

FHAZE (2015) [N ERB 2 G L2 UEEEER 7 a Y =7 v =27 —R5E
& MR R OB & i L 72 IsiG HEAb ota — | R R FERAS i v & —# %] 4
19-45.

BN F - BUERT - B —3€ (016) [THZHZIZT 2] 7or o7 b G
BT S [FFv] omzk] HAREHEEBEMIZE KA T8ESESK. Bali Nusa Dua Convention
Center, 20164-9 A 10 H.

BN BT 2 [ BIHF /N~ + — 2 | http://walk.beppu-navijp/ [20174-8 H 7 7 & A ].

$ %o LB [HEFXZ/S 27 EANBDER N P REJEASAH I N E L7z
http://www.visit.city-tokyo-nakano.jp/category/walking/scenery/42341 [2017 410 H7 7 & A ].

IWHEF (2016) [£3XAb —Y A - == FEAICHT 5 P E S — (il =i
E O - HEEAE b LIl - ] MERREEFHERELE] 4 137-152.

JogatE - BT (2008) [Huldod 1) v — A &G L 72 HASURIRERIZ 3] TR 5
FEHCE EW9EL 11 65-80.

HERM (2015 [FH5H2DEHA FICBT2BOEM ORI E &R | [ SRR HRE]
34(3) - 27-57.

123



Notes for Contributors

. Range of publication: The APU Journal of Language Research publishes research articles, book reviews, and research

articles translated into English or Japanese from other languages. Works published in other journals, books or
monographs will not be accepted. Papers based on conference presentations must be accompanied by information on

the names, venues, and dates of the conferences.

2. Frequency of publication: Once annually.
3. Languages accepted for publication: English or Japanese
4. Abstract: Research articles written in English must include an abstract of approximately 200 words; those written in
Japanese must include an abstract of approximately 400 characters.
5. Key terms: List up to five key terms in the language of the paper below the abstract.
6. Length of paper: Research articles and translations should not exceed 7000 words, and book reviews 2000 words.
7. Publication: The editors reserve the right to decide whether or not to publish submitted papers.
8. Complimentary copies: Authors of accepted papers will receive two copies of the issue carrying their paper.
9. Submission of papers: Submit the electronic version of the manuscript in one file to aplj@apu.ac.jp. Any diagrams and
figures should be put in appropriate places within the text.
10. Number of submissions accepted: In principle, one paper per person will be accepted. In exceptional circumstances,
submission of more than one paper with the involvement of one and the same author may be accepted for publication.
11. Copyright: Ritsumeikan Asia Pacific University possesses the right of consent regarding the database archiving,
copying, and reproduction of the literature in this journal. Should authors wish to re-use the materials therein, the
secretariat must be advised in advance.
BIBRE
1. ERSOfESE - WFZEam 0. FEF. HAGE - WEEUMCHRESN MR LOMRL BT 2. £2
HOBDIZRD . FRERIIES AR, FROUK, BEOHN, Yl &, LEREHRE
RLd 52 &o
2. AT 1M ET 5o
3. MMEE  HAFR X 7213EFEL T %0
4. TTAMT 7 b WIS SCICIET 7 A NI 7 b a0t b, HARREEROYAE 400 FREOH
KEET, HEHFEROL G 200 EEREDOEFETINEZT ),
5. ¥—4 — A FERPOEEFWERKS D T7A T2 POTFIZRR T HAGRERTIEH A,
PRk R AR CIERERE L V5,
6. s WIZERSC. BIEUE 15 =T DN, FFIE S R—=V DN ET %,
7. FERORT  WEREIVRGERET Do
8 WAABLE : MO E., BT 2z EET 5,
9. U HFE:  BROBF 7 714 V% aplj@apu.acjp I ZEMTT 5. MEZHVLIEEIZ, W—7 7
AINVHOMEATICEET 5 2 &,
10. RS BRI, 1 FEH72) 1AL T 5. BISIC, F—FEOmL e B ZTHT 2%
B 5o
11, FFHE - ARSI S N2 ZEEWORE. - BB LT — 5 X= 2O AHIZH T B FFH D

AN T 7 KPFERTFVPRET 50 LEid, FEEEHEP NS OMM 27T 52 &
ZHIRS 2 b DT R, FEEEVHAM T 25EIC3FMIC AP USHMER® WEER
Bl EHREchINLZ LT 5,

124



