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Many researchers (e.g., Nation, 2001, 2015; Schmitt, 2000) have recognized the
importance of vocabulary learning in second language (L2) or additional language (AL)
acquisition. The strong effects of lexical and background knowledge on L2reading
comprehension have similarly been found in various studies (e.g., Hu & Nation, 2000; Rokni &
Hajilari, 2013). In the case of Japanese language, the opportunities for acquiring the lexical and
background knowledge associated with Japanese history and culture, especially traditional
culture, are scant, because only a small number of Japanese pedagogical materials deal
minimally with these topics. Meanwhile, many learners are motivated to study Japanese because
of their interest in Japanese history and culture, according to a survey conducted by the Japan
Foundation in 2012.

This project aimed to increase the opportunities for learning Japanese history and
traditional culture through the development of new pedagogical materials based on kabuki, and
then the empirical evaluation of the developed pedagogical materials. Nine Chinese-as-a-first-
language Japanese learners at the upper-intermediate level participated in the nine-week online

course, including the pre- and post-course tests in the first and last weeks. Employing a multi-



method research approach, the study examined the changes in learners’ lexical and background
knowledge related to Japanese history and culture, their reading comprehension, and their
interest in kabuki. Four kinds of multiple-choice tests were administered to collect the
quantitative data. In addition, the qualitative data were gathered through the pre- and post-course
questionnaires and post-course individual interviews.

Overall, the findings indicated that almost all participants increased their background
knowledge of kabuki, as well as their vocabulary related to kabuki and general theatrical
performances. The results in other areas, such as historical vocabulary, vocabulary depth, reading
comprehension, and historical background knowledge were mixed. Further, concerning the depth
of vocabulary knowledge, it was found that the learning of vocabulary depth was more difficult
than learning of vocabulary breadth. Likewise, the knowledge of use, such as collocations and
register constraints, was found to be more difficult to learn than other aspects of vocabulary
depth. The participants’ reports in the post-course questionnaire and individual interviews
showed that most participants seemed to have increased their interest in kabuki. Overall, the first-
of-their-kind developed pedagogical materials contributed to the development of lexical and
background knowledge, specifically knowledge associated with Japanese traditional culture and
history. This study may provide a model for an evidence-based approach to the development of

pedagogical materials that practitioners can adopt or adapt.
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Chapter One: Introduction

Many researchers have recognized the importance of vocabulary learning in second or
additional language acquisition (e.g.,Gu, 2003; Laufer, 1992; Laufer & Nation, 1999; Maximo,
2000; Nation, 2001, 2005, 2006, 2015; Schmitt, 2000). Researchers, including Hu and Nation
(2000), Laufer (1996) and Schmitt (2000), also agreed that vocabulary knowledge had a strong
interrelationship with reading comprehension. In the case of Japanese language education, the
number of words studied at the beginner level is about 1,000 to 1,500 words, and 2,000 to 3,000
words are added at the intermediate level (Morita, 1986). While the words included in beginner-
level textbooks are the most basic words which are supposed to be indispensable for daily
living,' the words used in intermediate-level textbooks differ considerably depending on the
focus placed by editors of each textbook (Morita, 1985). Pedagogical materials of the
intermediate level and above cover a wide variety of topics such as daily living in Japan,
Japanese customs, education, business, literature, politics, and the position of foreigners in the
Japanese society (e.g., Hirai & Miwa, 2019; [somura et al., 2016, 2017; Matsuda & Kameda,
2014; Miura & McGloin, 2008; Shimada, 2013). Among them, Japanese history and traditional
culture seem to be less commonly covered topics in Japanese language textbooks or other
pedagogical materials. For example, in the Guide to Japanese Language Teaching Materials
(Nihongo Kyodzai Lisuto Henshii Iin-kai, 2015, 2018), which provides a list of 4,000 Japanese
pedagogical materials ranging from textbooks for learners to teaching materials for instructors,

and dictionaries, only 14 pedagogical materials” feature Japanese history and/or traditional

'“Doi’s 1,000 basic Japanese vocabulary” (1933) is referred to in Dai-jirin (a Japanese dictionary with 238,000
words), and “Ogden’s Basic English 1,000” is well known in the case of English language.

*The number is limited to the texts written in Japanese. If the pedagogical materials written in English and



culture. As a result, Japanese learners have only limited opportunities to acquire the vocabulary
relating to history and traditional culture. Meanwhile, an interest in Japanese history and culture
was one of the main motivations of Japanese learners in the survey conducted by the Japan
Foundation in 2018.°

As such, the development of new pedagogical materials focusing on Japanese history and
traditional culture was thought to be beneficial to learners willing to enjoy Japanese history
novels, period dramas,or traditional theatrical performances, including learners interested in
more academic study on these topics. For this purpose, I decided to use kabuki plays modified
for pedagogical purposes. Kabuki, with a 400-year history, is one type of Japanese traditional
theatrical performing arts with music and dance. It has exerted an enormous influence on various
Japanese cultural aspects as one of the examples representative of Japanese culture (Akasaka,
2012; Kamimura, 2007; Torigoe et al., 1998). Further, it was officially registered as The United
Nations Educational, Scientific and Cultural Organization (UNESCO) Intangible Cultural
Heritage in 2009. Kabuki plays contain many words relating to history and traditional culture,
which native Japanese speakers know as basic knowledge, but second language (L2) learners
might not learn because most of these words are classified as advanced-level vocabulary in the
Japanese language education. In consideration of these circumstances, I decided to develop

pedagogical materials based on kabuki.*

audio visual aids are included, the number grows to 44. Even in this case, the percentage in proportion to all
the pedagogical materials in the list is only 1.1%.

*“Interest in history and literature, etc.” (52.4%) ranked third in the survey. “Understanding other cultures”
(25.4%) was also frequently cited (The Japan Foundation, 2018, p. 16).

*Although I refer only to kabuki here, many bunraku plays (Japanese traditional puppet plays which were
originally called joruri or ningyo-joruri) use almost the same scripts. Precisely, many kabuki plays borrowed
popular bunraku scripts, and have made various minor changes to match the playing style of kabuki actors. The
kabuki play to be used for this project was originally performed as a bunraku play, and later adapted to kabuki.
Therefore, the pedagogical materials for this project can be based on kabuki and bunraku.



Likewise, Japanese learners were expected to acquire cultural and historical background
knowledge by using such pedagogical materials, while improving their reading comprehension
with the increase of lexical and background knowledge associated with Japanese history and
traditional culture, because L2 reading comprehension has been found to have a strong
interrelationship with lexical and background knowledge in many studies (e.g., Bernhardt, 1991;
Carrell & Eisterhold, 1983; Grabe, 2004; Hu & Nation, 2000; Laufer, 1996; Nassaji, 2002;
Rokni & Hajilari, 2013).

In this study, I first developed the pedagogical materials based on the refinement of the
texts used in the pilot study, and then, empirically substantiated the efficacy of the developed
materials. The main aims of the study were to examine the extent to which learners changed their
lexical and background knowledge of Japanese history and culture, as well as their reading
comprehension, by using the developed pedagogical materials based on kabuki. In the Guide to
Japanese Language Teaching Materials (Nihongo Kyozai Lisuto Henshii Iin-kai, 2015, 2018)
mentioned earlier, no pedagogical material was listed which adequately covered kabuki. In this
regard, the pedagogical materials based on kabuki were the first of their kind designed to benefit
Japanese learners interested in studying Japanese history and culture, and especially traditional
culture. The developers of Japanese pedagogical materials are also expected to benefit from
learning the procedures of developing and empirically substantiating the pedagogical materials
detailed in the study.

This dissertation is organized as follows: Chapter Two includes a review of the literature
on the definition of vocabulary knowledge, vocabulary learning strategies, the effects of lexical
and cultural background knowledge on reading comprehension, and the comparison between

simplified and authentic texts. At the end of Chapter Two, research questions are introduced.




Chapter Three describes the research methods in two parts: the development of the pedagogical
materials and the empirical substantiation of the pedagogical materials. Chapter Four presents
the research results, and the findings of the research are discussed in Chapter Five. In Chapter
Six, the methodological and pedagogical implications and the limitations of the present study, as

well as the directions for future research, are discussed, before presenting the conclusion.



Chapter Two: Literature Review

The literature review chapter comprises six sections. First, the reasons for choosing
kabuki as the basis for the pedagogical materials are described. Next, after having provided the
definition of vocabulary knowledge, I review some vocabulary learning strategies, in
consideration of the importance of vocabulary learning in second or additional language
acquisition. Then, factors related to reading comprehension, such as vocabulary and background
knowledge, are addressed. The benefits of simplified and authentic texts are also reviewed,
before deciding on the type of texts to use for the pedagogical materials. Following the review of

literature, the research questions are presented.

2.1. The Reasons for Using Kabuki for the Pedagogical Materials

In Japanese language education, due weight does not seem to be attached to the
acquisition of words associated with Japanese history and traditional culture. One of the
influencing factors may be the policy of the Japanese-Language Proficiency Test (JLPT)’ to
exclude culture-bound words from test items for all levels of the tests out of concern for learners
abroad (Sunakawa et al., 2012). In the case of Japanese language education, the vocabulary lists
of'the JLPT serve as one of the main criteria for vocabulary learning because the JLPT

certificates are often used for employment and promotional purposes as well as the eligibility for

>The Japan Foundation, and Japan Educational Exchanges and Services have been offering the JLPT since
1984. The JLPT is the largest Japanese-language test in the world, and in 2018, 1,009,074 examinees in 86
countries took the JLPT test (https://www.jlpt.jp/e/statistics/archive.html). It has five levels: N1 (the most
difficult), N2, N3, N4 and N5 (the easiest). The JLPT tests measureJapanese skills in vocabulary, grammar,
reading, and listening. (JLPT: http://www.]Ipt.jp/e/about/purpose)



https://www.jlpt.jp/e/statistics/archive.html
http://www.jlpt.jp/e/about/purpose.

entrance into universities and technical schools.® Consequently, Japanese learners focusing on
obtaining the JLPT certificates may devote little time to learn history- and culture-bound words.
Additionally, only about 15,000 words are contained in the JLPT vocabulary lists, whereas adult
native Japanese speakers know approximately 40,000 words on average (Oshio et al., 2008).
Therefore, even the JLPT N1 holders need to considerably increase their vocabulary knowledge,
including historical and cultural words, in order to comprehend authentic texts containing many
words not covered in the JLPT vocabulary lists.

Concerning words related to Japanese history and traditional culture, Japanese language
textbooks seem to have a similar tendency as the JLPT vocabulary lists. I used two textbooks of
the intermediate to upper-intermediate levels as guidelines for the development of my
pedagogical materials. Although I analyzed ten intermediate-level textbooks widely used in
Japanese language schools, it was only the above-mentioned two textbooks that contained
intensive readers covering Japanese history and traditional culture. In one textbook (Eguchi et al.,
2011), only one out of eight chapters was dedicated to Japanese history, and the percentage of
historical words’ among all the words in the vocabulary lists was 3.07%. Japanese traditional
culture was not covered by any chapter. In the other textbook consisting of 15 chapters (Oka et
al., 2009), each of two chapters dealt with Japanese history and traditional culture, respectively,
but the remaining chapters mainly covered topics of more general interest or relevant to everyday

lives, such as speech patterns of Japanese language, food, pop culture, or politics. As such, the

6http:/ /www.]lpt.jp/e/about/purpose.html

"Some examples of historical words are shown below from the textbook edited by Eguchi et al. (2011). All of
them are kyiigai words (words not included in the JLPT vocabulary lists), and students are not required to learn
them in order to pass the JLPT tests. However, they are basic Japanese words and appear in social studies
textbooks for Japanese elementary school students. In the pedagogical materials I developed, all the words
were included: bakufu ‘feudal government,” han ‘domain,’ chonin ‘townspeople,’ kaikoku ‘the opening of a
country,” Edo ‘Tokyo,” and shogun ‘tycoon.’


http://www.jlpt.jp/e/about/purpose.html

percentage of historical words was as low as 0.86%. The number of other pedagogical materials
dealing with Japanese history and traditional culture is also small. To my knowledge, no
pedagogical material focuses exclusively on kabuki.

Considering the circumstances, the development of new pedagogical materials based on
kabuki, one of the representative Japanese traditional culture, was deemed to be helpful in
acquiring lexical and background knowledge associated with Japanese history and traditional
culture. However, one may be skeptical of the appropriateness of choosing kabuki for the
pedagogical materials among various forms of traditional culture and entertainment. The
rationale for choosing kabuki is elaborated below, focusing on two major reasons: : (a) Kabuki
was an entertainment targeted at common people for the first time in Japanese history (Akasaka,
2012). In contrast, the main audience of Noh and kyogen, among other representative traditional
performing arts, was samurai and they were under the sponsorship of Tokugawa Bakufu in the
Edo Period (Nakamura, 1982); (b) Unlike other master pieces similarly featuring common
people in the Edo period, such as popular fictions written by Saikaku Thara, kabuki, in a way,
collaborated with the audience (Torigoe et al., 1998) as a live entertainment, and has continued
to adopt new ideas and plots, reflecting social changes, until modern days (Akasaka, 2012).

(a) Kabuki as an entertainment for common people: The word kabuki as traditional

performances accompanied by dance and music derives from kabuki-mono (% %) who

appeared between the end of the Sengoku period (the late 16th century) and the early Edo period
(the early 17th century). They used to dress up in flamboyant costumes and wear many
accessories. Izumo-no-Okuni, a female kabuki-mono dancer, was said to have started dance
performances in Kyoto in 1603. Her dance was called “kabuki dance,” and it became so popular

that many female kabuki-dance troops were born. However, Tokugawa Bakufu ‘feudal



government” banned their performances when many of the dancers started to work as prostitutes.
The young male kabuki troops, which replaced the female troops, were similarly banned by
Bakufu on the ground of moral corruption, as the actors in the troops started to have homosexual
relationships with male audience members. Eventually, only adult men were allowed to perform
kabuki in the mid-17th century. However, the suppressions of kabuki by Bakufu continued.

In the same year as Okuni started her kabuki dance performances, Tokugawa Bakufu was
established, and the peaceful society lasted for more than 260 years since then. In this era
without war, a new class called chonin-kaikyii ‘townspeople class’ appeared. This chonin-kaikyii
started to accumulate wealth and developed their own culture called chonin-bunka
‘townspeople’s culture.” One of the most representative chonin-bunka was kabuki. In other
words, kabuki was the first entertainment to have won the support of common people, including
merchants, artisans, and farmers. Kabuki was performed not only in big cities but in rural areas,
too. Thus, kabuki started to have strong influences in the society. Because of its strong influences,
kabuki performances and actors were repeatedly suppressed during the Edo period. For example,
hairstyles of kabuki actors, the patterns of kimono ‘Japanese traditional clothes’ they wore, or
combs and cosmetics they used became popular among common people. Worried that such
luxury might disturb order in the society, Bakufu forbade kabuki actors from using the luxurious
things, and some popular actors were expelled from Edo ‘Tokyo.” However, kabuki survived the
repeated suppressions, and has attracted men and women of different classes and ages until
modern days (Hattori, 2008; Shochiku, Co. Ltd., 2008; Torigoe et al., 1997; Yamamoto, 2016).
Present-day kabuki is also performed only by adult men, and its popularity has been stable. One

of the reasons is that people can enjoy kabuki from various perspectives, such as storylines,



actors’ postures or their characteristic ways of delivering lines, gorgeous costumes, their peculiar
make-ups, dances, and music.

Further, the interest in kabuki outside Japan also seems to be increasing, considering
constantly increasing numbers of performances in other countries. It was in 1928 that the first
overseas kabuki performances took place in the Soviet Union. After the interruption by the
Pacific War, kabuki troupes started to perform abroad again, first in China in 1955, and 110
cities in 36 countries® in all the continents except for Antarctica were visited by various kabuki
troupes as of 2017 (Fujinami, 2004). Among others, Kawatake (2013) referred to the
performances in the Paris Opera House in 2007 and week-long performances in a temporarily
built playhouse in the New York Lincoln Center in 2004 and 2007.° Kawatake claimed that
kabuki was accepted as entertainment in New York, rather than playing a role of “cultural
ambassador” as before.

Likewise, Noh has maintained its reputation as a traditional performing art representative
of Japan. Overseas, Noh may be more highly valued as an artistic performance to represent Japan.
Nakamura (1980) stated that Western intellectuals have tended to evaluate Noh as a more
sophisticated art form than kabuki. For example, Nakamura (1982) referred to the statement of
Chamberlain (1905),'° who lived in Japan for 38 years in the Meiji period (1868-1912) and was
regarded as one of the most renowned researchers of Japan. According to Chamberlain, Noh was

“something strikingly similar to the old Greek drama” (Nakamura, 1982, p. 146) with the

8 Refer to the website operated by Shochiku Company: https://www.shochiku.co.jp/play/kabuki/world/

? The same kabuki troupe, Heisei Nakamura-za, performed kabuki in Jazz at Lincoln Center N'Y again in 2014
(http://www.kabuki-bito.jp/news/2014/07/post_1142.html).

"Refer to “Things Japanese” by Chamberlain (1905) reproduced in the following website:
https://en.m.wikisource.org/wiki/Things_Japanese/Theatre
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audience composed chiefly of noblemen and women. In contrast, kabuki plays were “more
vulgar exhibitions” (ibid., p. 147) targeted at ordinary men and women. As a refined art, Noh
developed under the sponsorship of Tokugawa Bakufu in the Edo period. In contrast, kabuki,
without any subsidies from the Bakufu, had to be commercially successful to survive (Akasaka,
2012). Under the circumstances, many kabuki plays covered social events of the day to appeal to
the audience and make them come to view the plays. Consequently, kabuki became the
performing arts for people of all classes. In addition to commoners, many samurai ‘men of
sword in the ruling class’ also viewed kabuki plays in spite of the government’s prohibition in
the Edo period. In this regard, kabuki may be more representative of Japanese society than Noh.
There is another famous traditional performing art called kyogen in Japan. Although
ordinary people’s lives were also covered by some pieces of kyogen, it had a different position
from kabuki in that it consisted of traditional short comic dramas, and was usually performed in
between Noh plays in Noh theatres. In this regard, kyogen had an indispensable relationship with
Noh. Like Noh, kyogen was under the sponsorship of Tokugawa Bakufu in the Edo period, and

both Noh and kyogen would not have survived without Japanese government’s subsidies.

(b) Kabuki as a live entertainment: The second reason for choosing kabuki is that it is a

live entertainment. Around the time kabuki developed, many written masterpieces describing the
society and ordinary people’s lives were published by the authors of the time. Their works may
contain more historical words and provide learners with more accurate background knowledge
about Japanese history. However, published materials basically transmit ideas unilaterally, and
do not tend to reflect social changes. In contrast, kabuki stages are in a way created by the
collaboration between actors and the audience (Torigoe et al., 1998). Although many popular

kabuki plays are based on bunraku scripts (refer to Footnote 4), bunraku plays have been loyal to
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use original scripts. This is a major distinction between kabuki and bunraku plays. Kabuki has
actually gone through considerable changes in response to the audience reactions (Matsui, 2010).
It has also been sensitive to the changes of the times, and adopted new ideas and plots appealing
to people of the time (Akasaka, 2012). In this regard, kabuki is connected to the time when it is
performed. Therefore, kabuki plays may be easier to understand and more interesting for people
living in modern days than published materials created in the same feudal period. For these

reasons, | decided to choose kabuki as the basis of the pedagogical materials for this study.

2.2. The Definition of Vocabulary Knowledge

There is a general consensus among researchers (e.g., Qian, 2002; Read, 1993; Schmitt &
Schmitt, 2014) that vocabulary knowledge involves two dimensions, which are the breadth and
depth of vocabulary. The breadth is vocabulary size and the depth is concerned with how well a
given word is understood with regard to various aspects of vocabulary knowledge (Nation, 2001;
Richards, 1976). Nation (2000, 2001, 2005, 2009, 2015) found it important to know what was
involved in knowing a word for effective vocabulary learning, and classified vocabulary learning
into three categories of knowledge: knowledge of form (e.g., pronunciation, spelling, and word
parts); knowledge of meaning (e.g., form-meaning connection, meanings of words, and
associations); and knowledge of use (e.g., grammar, collocations, and constraints on use).
Although some researchers define vocabulary knowledge in different ways, Nation’s definition
has been used extensively by many researchers (e.g., Milton & Fitzpatrick, 2014) as “the best
specification of the range of so-called word knowledge aspects to date, with each having

receptive (R) and productive levels of mastery (P)” (Schmitt & Schmitt, 2014, p. 916).
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Among the above-mentioned aspects of vocabulary knowledge, vocabulary size tests
mainly measure the knowledge of the form-meaning connection (Nation, 2012). To a smaller
degree, knowledge of word concepts, pronunciation, and spelling are measured, as shown in the
vocabulary section of the JLPT tests (The Japan Foundation & Japan Educational Exchange and
Services, 2012). Some aspects of knowledge of form (e.g., word parts) and knowledge of
meaning (e.g., meanings of words and associations) are used to measure the knowledge of both

vocabulary size and depth. For example, in Japanese language, a prefix ma (F:) means ‘right, in

the middle of, typical, etc.,” as in ma-ue ‘right above,” or ma-natsu ‘the middle of summer.’ This
prefix changes its form to maQ or maN depending on onset consonants of nouns to be attached to
it: As a rule, maQ is attached to nouns with voiceless obstruents as onset consonants, as in maQ-
shiro ‘pure white’; maN is attached to nouns with nasal onsets, as in maN-naka ‘midmost.’
However, there are some exceptions. Ma is attached to natsu, as in ma-natsu, although natsu
begins with a nasal onset. When this prefix is attached to shita ‘underneath,’ the form of ma does
not change (ma-shita is a correct form), unlike maQ-shiro (Shirakawa, 2001). The use of ma
concerns the depth of vocabulary. Words with polysemous meanings also serve as the
measurement of both vocabulary size and depth. For example, a Japanese adjective amai has
several meanings, including ‘sweet, optimistic, good-looking, easy, etc.’ In a vocabulary size test,
one of the meanings of amai may be asked. However, amai in the meaning of ‘good-looking’ is
used only for men, as in amai masuku no otoko ‘a good-looking man.” Or amai in the meaning of
‘easy’ is usually used in a negative sentence (Hong, 2012). If a test is to choose the meaning of
amai with a restriction on use, vocabulary depth knowledge is to be measured. In the case of
associations, for example, the meaning of a Japanese historical word karé ‘a chief retainer’

concerns vocabulary size, but karo as samurai class (i.e., not chonin ‘townspeopole’ or hyakusho
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‘workers in the primary industry’) in the hierarchical system in the Edo period is related to
vocabulary depth knowledge.

In contrast, the knowledge of use (e.g., grammar, collocations, and constraints on use)
mostly involves vocabulary depth. Especially, the difficulty of acquiring the use of collocations,
or multi-word units (Nation, 2001), was found in some studies (refer to §2.3.6), although “the
quality and fluency of spoken and written language” (Laufer & Waldman, 2011) improves by the
acquisition of multiword units. Concerning constraints on use, they are related to human
relationships in societies. Nation (2001) referred to the existence of very severe constraints on
use in some languages, “particularly in showing the relationship of the speaker to the person
being referred to” (P. 84). Japanese language may be one of them. For example, Japanese women
used to be in a lower status than men in social hierarchy, and women’s language has
ideologically been developed “as part of a valuable cultural heritage that had been maintained for
centuries” (Yukawa & Saito, 2010) until the end of the Pacific War. Even in present time, some
strict distinctions exist between women’s and men’s vocabulary. Additionally, Janpanese has a
complicated system of honorific expressions. In 1998, Agency for Cultual Affairs published a
report on recommended honorific expressions in modern days. In this report, examples of
various expressions for “Will you lend it to me?”” were presented. In total, 35 expressions
including 26 honorific expressions were included in the list.'" It may take some time for Japanese
learners to acquire these complicated honorific expressions. As such, the acquisition of the use of
vocabulary knowledge may be particularly difficult for some learners including those studying

Japanese.

' Refer to https://www.bunka.go.jp/kokugo_nihongo/sisaku/joho/joho/kakuki/21/tosin03/10.html.
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2.3. Vocabulary Learning Strategies

2.3.1. Word Lists versus Inferencing

Many research results demonstrate a strong relationship between vocabulary knowledge
and reading comprehension (Hu & Nation, 2000; Laufer & Ravenhorst-Kalovski, 2010; Schmitt
et al., 2011; Schmitt & Schmitt, 2014). For example, Hu and Nation (2000) conducted an
experiment with 66 pre-university English learners in their investigation into a relationship
between the percentage of unknown words in an English text and degree of its comprehension,
and found that the lexical coverage of 95% to 98% was necessary for adequate comprehension of
the text. There seems to be a consensus about this percentage of the lexical coverage (the
percentage of known words in a text) in the case of English. In the case of the Japanese language,
the number of studies on the lexical coverage is limited. Among them, an experiment conducted
by Komori, Mikuni, and Kondo (2004) indicated that approximately 96% of the lexical coverage
would be necessary to gain more than 80% correct answers in the reading comprehension test
used in their experiment. Compared to the maximum coverage of 98% in the case of English, the
percentage was lower by 2%. Such a difference may be due to the fact that the participants of the
experiment involved Chinese- and Korean-speaking Japanese learners, who generally have an
advantage for the recognition of kanji ‘Chinese characters’ over non-kanji background learners
(Tsukada, 2012). Even if learners encounter unfamiliar kanji compounds, it is often possible to
infer their meanings if learners recognize each kanji member of the compounds (Kuwabara,
2011; Tsetsegdulam, 2013). In other words, for Japanese learners with less knowledge of kanji,
an ideal lexical coverage may be over 96%. In this regard, the maximum lexical coverage of 98%

for the English language may also hold true for the Japanese language.
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Researchers have investigated effective vocabulary learning strategies to acquire
vocabulary knowledge to cover at least 95% of a text. The acquisition of vocabulary through
reading has been advocated by many researchers, and word lists have traditionally been used as a
tool for vocabulary acquisition both in English and Japanese language education (e.g., Redouane,
2011; Yachi, 2002; Yanagisawa & Kudoh, 2010). Although a guessing-from-context method was
supported by some researchers (Nation, 1990; Nation & Coady, 1989; Oxford & Scarcella, 1994;
Redouane, 2011), and upper-level students might be good at guessing from the context (Nassaji,
2004), an inferencing method could be stressful for students of the low proficiency level
(Bensoussan & Laufer, 1984; Carnine et al., 1984). At the same time, even upper-level students
might find it difficult to guess the meaning of unknown words from the context if they do not

have the needed cultural background knowledge.

2.3.2. Glossing

In the creation of vocabulary lists, one of the main issues was the selection of a glossing
method. The purpose of glossing is to facilitate learners’ text comprehension (Bowles, 2004).
Various glossing techniques have been compared by researchers. Among them, a comparison
between glosses in L1 and those in L2 has presented mixed results. In some studies, the L1 gloss
group significantly outperformed the L2 gloss group in the vocabulary tests (Ertiirk, 2016;
Hashemian & Fadaei, 2013). In contrast, Miyasako’s (2002) study found that L2 glosses had
more positive effects in the retention of target words than L1 glosses. Similarly, L2 glosses were
found to be more effective than L1 glosses with EFL (English as a Foreign Language) learners in
Hong Kong in the experiments conducted by Laufer and Hill (2000). However, no significant
difference between L1 and L2 glosses was found when they conducted the same experiments

with EFL learners in Israel. This result coincided with some other studies, which indicated no
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significant difference between L1 and L2 glosses when learners took vocabulary tests to examine
the retention rate of the target words after having read texts with L1 and L2 glosses (Chen, 2002;
Jacobs et al., 1994; Ko, 2005, 2012; Yoshii, 2006). Ko’s (2012) research results suggested that
L2 glosses were more effective for learners of the high-intermediate level and above in
understanding L2 texts.

Some studies focused on online glossing. Abraham (2008) conducted a meta-analysis of
11 studies of computer-mediated glosses for L2 learners, and stated that “this meta-analysis
indicates that learners who have access to computer-mediated text glosses perform consistently
better on measures of L2 reading comprehension than learners who do not have such support” (p.
210). Further, some research results suggested the effectiveness of text-plus-picture (or video)
glosses in vocabulary learning in comparison with text-only glosses (e.g., Al-Seghayer, 2001;

Chun & Plass, 1996; Yoshii, 2006).

2.3.3. The Effects of Reading on Vocabulary Increase

There seems to be a widespread belief among researchers that reading contributes to
vocabulary increase (Chun et al., 2012; Horst, 2005; Horst et al., 1998; Krashen, 1989; Nation,
2015; Pellicer-Sanchez, 2016; Pigada & Schmitt, 2006; Pulido, 2003; Reynolds, 2014; Rott,
1999; Teng, 2015; Webb & Chang, 2015). Therefore, quite a few researchers advocated
extensive reading (ER) as a means of vocabulary learning both for L1 (Anderson et al., 1988; El-
Khechen et al., 2016; Schiefele et al., 2012) and L2 (Al-Homoud & Schmitt, 2009; Cho &
Krashen, 1994; Day & Bamford,1998; Hafiz & Tudor,1989; Mason & Krashen, 1997; Nakanishi,
2015; Park, 2016; Pigada & Schmitt, 2006; Tanaka & Stapleton, 2007).

ER was actually found to be effective on incidental vocabulary learning by a number of

researchers in the case of English or other European languages (e.g., Cho & Krashen, 1994;
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Hafiz & Tudor, 1989, 1990; Lai, 1993; Mason & Krashen, 1997). For example, children engaged
in more free voluntary reading (Anderson et al., 1988) or adults spending more time on leisure
reading (Rice, 1897) performed better on vocabulary tests in their research, according to Krashen
(1989). In Horst’s (2005) study, 17 ESL learners participated in a six-week ER program. The
participants were told to freely choose books to read among 70 graded readers of six different
levels. The mean number of readers the participants read was 10.52. For the pre-test, first 20
pages from each of twelve graded readers (two from each of six levels) were scanned. After the
scanning, 50 words in the lists of the 2,000 most common word families of the British National
Corpus (BNC) or the Academic Word List (AWL), and 50 off-list words were selected as test
items. While the same pre-test with 100 test items was administered for all participants, each
participant took an individualized post-test with 100 items, all of which were drawn from four of
the books the participant chose, using the same scanning method as in the pre-test. The results
showed that “participants gained new knowledge of more than half of the unfamiliar words that
occurred in the ER materials they selected” (p. 376). By such customized post-tests, vocabulary
gains of each participant could be measured more accurately than usual studies, although this
method may not be applicable to all the studies because of the enormous time necessary for
scanning books.

In some studies, ER was compared with other learning method. For example, Chun, Choi
and Kim (2012) compared effects of ER and PAL (paired-associate learning) on long-term
vocabulary retention. Twenty-six adult Korean-speaking English-as-a-foreign-language (EFL)
learners participated in a 9-week experiment. The treatment was conducted over five weeks, and
participants divided into ER and PAL groups were each exposed to the same 150 target words in

five weeks. The ER group read five books in total, while the PAL group was asked to memorize
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30 target words per week. Each target word was paired with its Korean translation, and the
follow-up activities ensured that each member of the PAL group memorized all the target words
each week. The results from immediate and delayed post-tests showed that ER was more
effective on long-term vocabulary retention than PAL, although PAL was as effective as ER with
regard to short-term vocabulary retention.

In the case of Japanese language learners, Senoo and Yonemoto (2014) compared ER
with intensive reading (IR) in their case study with an intermediate-level Japanese learner who
was a Canadian university student. The participant took weekly one-hour IR session with
instruction for eight weeks. Concurrently, he was engaged in ER without instruction. The
number of total characters in the IR reading material was a little more than half of those in the
ER book the participant chose by himself. He was tested on 20 words appearing only in the IR
reading material and another 20 words appearing only in the ER reading material before and
after the session. The results showed that IR was more effective for vocabulary acquisition than
ER: The participant acquired eight words from IR, as against four words from ER. However, it
must be added that their study demonstrated different results with regard to long-term effect.
When the participant was asked to tell the words he still had “vivid memory” (p. 14) in the semi-
structured post-interview administered after the post-test, he mentioned six words from ER,
while only four words from IR. The results seem to suggest that long-term retention rate should
be considered separately from short-term vocabulary acquisition. Their study results also seem to
suggest that an effective way to retain vocabulary knowledge acquired through IR may be to

extensively read other books on similar themes and topics as a follow-up activity.



19

While most studies examined only receptive vocabulary, a number of studies also
addressed productive vocabulary. For example, Pellicer-Sanchez (2016)'* examined the effects
of reading on the acquisition of both receptive and productive vocabulary. In her research, she
used six non words which were inserted in a short story (2,300 words) written for her study. The
participants were 25 L1 undergraduate students at a UK institute and 23 advanced-level L2
graduate students at a UK university. Other than the target items, 96.82% of the words used in
the story belonged to the 3,000 most frequent words of the BNC. After reading the story,
participants took three kinds of vocabulary tests: Two multiple-choice tests on form and meaning
recognition to examine receptive vocabulary acquisition, and a meaning recall test to examine
productive vocabulary acquisition. Among three kinds of the tests, the results suggested that
form recognition was easier than meaning recognition, and productive vocabulary knowledge
was more difficult to acquire than receptive knowledge. Both L1 and L2 participants showed the
same results, indicating that advanced-level L2 students could acquire unfamiliar vocabulary
through reading just like L1 students. However, the number of target words was only six, and all
of them were short nouns which were relatively easy to acquire. Research using infrequent real
words or other parts of speech such as verbs or adjectives may have lead to different results.

Reynolds (2014) concentrated on the acquisition of productive vocabulary through ER,
using coined words, with 33 English-speaking students (L1 participants) and 59 Chinese-
speaking advanced-level EFL students (L2 participants). From a novel entitled The BFG by
Roald Dahl (2007), 49 nonce words were selected as target items. The experimental group
consisting of 20 L1 and 32 L2 students was asked to read the novel. The control group consisting
of the remaining students did not read the book. Then, all participants took part in a meaning

recall session. The results demonstrated better scores of experimental groups (both L1 and L2)

2 Her paper was first published online on 18 August 2015.
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than those of control groups (both L1 and L2). At the same time, a considerable disparity
between L1 and L2 students was also found. In the experimental group, L2 students scored only
one third of L1 students, and in the control group, L2 students could gain only an average of one
correct answer. These results may have been related to the findings of Pellicer-Sanchez’s study
(2016) mentioned above. She suggested that productive vocabulary knowledge might be more
difficult to acquire for L2 learners compared to receptive vocabulary knowledge. If Reynold had
also measured receptive vocabulary, the gap between L1 and L2 participants might have been
smaller. Further, the results might have been different if the study had used low-frequency real
words, instead of coined words, in more natural contexts.

Compared to Indo-European languages, there are very few studies focusing on non-
Western languages, including Japanese (Senoo & Yonemoto, 2014). Among such a small
number of studies on Japanese language, the study conducted by Liu and Todd (2016) indicated
an efficacy of repeated reading on Japanese vocabulary acquisition. The participants were 80
high-intermediate Chinese learners of Japanese (JLPT N3 certificate holders'?). Instead of having
a control group, the researchers decided to recruit only the learners who scored zero in the pre-
test on 36 target words of the JLPT N1 and N2 levels. A half of the participants repeatedly
(seven times) read a N3-level passage which contained 36 target words. The other half read
seven different passages with 36 target words inserted in each of them, not repeatedly, but only
once. In the post-test with the same target words, participants’ mean score was 10.47
(approximately 30% of 36 words), showing a clear effect of repeated reading, regardless of the

reading environment.

13 Concerning the JLPT levels, see Footnote 5.
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2.3.4. Incidental versus Intentional Vocabulary Learning

Although a strong interrelationship between reading amount and vocabulary acquisition
has been demonstrated by many studies, some researchers posited that greater effects on
vocabulary acquisition might be obtained if readings were accompanied by some follow-up
activities such as vocabulary exercises, comprehension questions, or writing composition.
Among them, quite a few studies compared implicit and explicit instructions during storybook
readings in the investigation into children’s vocabulary learning, and obtained the results
showing greater effects when explicit instruction was given to children (Beck & McKeown,
2007; Brett et al., 1996; Elley, 1989; Penno et al., 2002; Reese & Cox, 1999; Sénéchal, 1997,
Sénéchal et al., 1995). For example, Coyne et al. (2009) investigated effects of vocabulary
instruction on the acquisition of vocabulary with 42 monolingual kindergarten students. Target
words were nine low-frequency words, and they were inserted in the story to be read to
participants, replacing original words which appeared only once and located near pictures
illustrating their meanings. Three versions of the story were created with three different target
words inserted in each version. Then, each of the participants received three instructional
procedures: embedded vocabulary instruction during storybook reading; extended vocabulary
instruction following storybook reading; and no instruction. In the last instructional procedure,
participants had only incidental exposure to target words. The results indicated stronger effects
of both embedded and extended instructions on vocabulary acquisition than receiving only
incidental exposure during story reading. Further, findings indicated the acquisition of more full
and refined word knowledge when participants received extended instruction, including
answering yes or no questions regarding target words. The researchers concluded that extended

instruction was the most effective method among three instructional procedures, but that
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embedded instruction would be more time efficient and could introduce more words during
instructional time.

The effects were also recognized in the case of eighty English language learning (ELL)
preschoolers in Collins’ (2010) study. She investigated the effects of “rich explanation” while
storybooks were read to the participants. Compared to a control group without any explanation,
participants in an experimental group were given detailed explanations of target vocabulary
when they heard books read three times during the experimental sessions. The researcher
carefully selected 56 target words, ensuring that they would be unfamiliar to children, and
inserted them into eight books to be read over 12 weeks (two books per week, eight books in
four weeks, and the 4-week session was repeated three times). After the completion of the
experiment, “the Peabody Picture Vocabulary Test-III" (a forced-choice picture vocabulary test)
(p. 89) was administered to measure vocabulary acquisition. The results demonstrated “the
sizable and singular contribution of rich explanation to target word learning” (p. 92). Thus,
intentional vocabulary instruction seems to be effective regardless of whether the instruction is
given to L1 or L2 students.

Contrary to the studies of Collins and Coyne et al. targeted at children, Hulstijn and
Laufer (2001) conducted experiments with young adult EFL learners in Israel and the
Netherlands to verify the involvement load hypothesis they had proposed. Based on empirical
research results, they assumed that vocabulary acquisition and retention rates should be
proportional to the involvement loads. For example, learners would remember words looked up
in dictionaries better than those not looked up, or words used in the composition tasks would be
remembered better than those encountered only in readings. In their experiment, participants in

each country were divided into three groups, respectively, and assigned with tasks of different
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involvement loads. The task with the lowest load was reading comprehension with marginal
glosses. The task with the middle-level load was reading comprehension plus “fill in,” and the
highest-load task was writing a composition and incorporating the target words. The results with
Israel groups verified their hypothesis that vocabulary retention rate would improve as the
involvement load increased. Netherlands groups showed partial effects in that no significant
difference was recognized between marginal glosses and “fill in” tasks. Kim (2011) also
conducted an experiment with university-level English-as-a-second-language (ESL) students to
empirically verify the involvement load hypothesis, and found that “tasks with a higher
involvement are more beneficial for retention of new words than tasks with a lower involvement”
(p. 126). Some other studies (e.g., Ellis & He, 1999; Hulstijn & Trompetter, 1998; Joe, 1995,
1998) similarly found stronger effects of higher-load tasks compared to lower-load tasks on L2
vocabulary learning, even when only receptive tasks were compared.

As such, a number of researchers advocated the combination of intentional and incidental
vocabulary learning (Algahtani, 2015; Eckerth &Tavakoli, 2012; Fraser, 1999; Khonamri &
Roostaee, 2014; Mondria, 2003; Nation, 2015; Pellicer-Sanchez, 2016; Pellicer-Sanchez &
Schmitt, 2008 & 2010; Wang, 2014). For example, Schmitt (2008) stated that “Vocabulary
learning programs need to include both an explicit, intentional learning component and a
component based around maximizing exposure and incidental learning” (p. 329). While
admitting the positive effects of incidental exposure through ER on vocabulary acquisition, he
referred to the fact that intentional vocabulary learning “almost always leads to greater and faster
gains” (p. 341). Nation (2015) argued that incidental vocabulary learning through extensive
reading should be combined with deliberate learning to maximize the effects of vocabulary

acquisition. As one of the effective ways of deliberate learning, Nation recommended the use of
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dictionaries, stating that “If learners confirm the meaning of a word, for example by looking it up
in a dictionary after they have guessed it from context clues, this greatly increases learning” (p.
142). Mondria’s (2003) study also suggested the effects of the dictionary use on vocabulary
learning in contrast with an exclusive guessing-from-context method. He compared the
vocabulary acquisition among exclusively inferring, the combination of inferring and verification,
and memorization after inferring and verifying. The memorization was the most effective, and
exclusive inferring was the least effective in the retention rate of unknown words. Therefore,
Mondria advised learners to at least verify the inferred meanings of newly-encountered words
with word lists or dictionaries, stating that a retention rate would improve considerably by
sparing only a small amount of time for verification. The dictionary use strategy was also
recommended by other researchers, such as Bishop (2000) and Liu (2014). Other intentional
vocabulary learning strategies suggested by some researchers included increasing the saliency of
target vocabulary in reading texts by highlighting or underlining (Pellicer-Sanchez, 2016), or

using customized texts to re-expose to previously encountered unknown words (Wang, 2014).

2.3.5. Word Exposure Frequency Necessary for Vocabulary Increase

Hulstijin and Laufer (2001) stated that “it is almost indisputable that multiple exposures
to new words are desirable” (p. 553). Nation (2015) also stated that more vocabulary learning
was likely to occur as meetings with each word increased. For this purpose, he advocated doing a
lot of readings, because learners would meet more words as they did more reading. In actuality,
various research results demonstrated a strong interrelationship between vocabulary increase and
word exposure frequency (Horst & colleagues,1998; Pellicer-Sanchez & Schmitt, 2010; Pigada
& Schmitt, 2006; Saragi et al., 1978;Wang, 2014; Webb, 2007). The frequency of exposure to a

target word necessary for incidental learning varies among researchers, and it also depends on
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what aspects of vocabulary knowledge is measured. For example, in the study of Pigada and
Schmitt (2006), spelling was learned from a small number of exposures, but participants needed
more than ten exposures to acquire meaning and grammatical knowledge in addition to spelling.
Pellicer-Sanchez (2016) examined the number of word encounters necessary to acquire the
fluency of reading by monitoring eye movements. For this purpose, six nonce words were used
as target words, and were compared with six real known words of high frequency used as control
words. In the comparison between target and control words, it was found that frequency of eight
times was necessary for L2 participants to read unfamiliar words “in a similar manner to
previously known real words” (p. 97).

Certain aspects of vocabulary knowledge may be acquired even at one encounter. Webb
(2007) made an experiment with 121 EFL students in a Japanese university, using several graded
readers. Ten nonsense words were inserted as target items in short contexts selected from these
readers. In total, ten pages with ten target items in each page were prepared, and each of
randomly assigned four experimental groups was directed to read different numbers of pages (1,
3,7, or 10). A group which read only one page encountered the target items only once. On the
other hand, a group which read ten pages encountered the target items ten times. After the
treatment, all participants took a post-test on various aspects of vocabulary knowledge such as
orthography, syntax, association, meaning and form, and grammatical functions. Concerning
receptive knowledge, even the participants who encountered the target items only once
demonstrated sizeable gains (the highest was 67 % for orthography, and the lowest was 40 % for
syntax). After three encounters, participants started to gain relatively high scores on the
productive tests, too, and sizable learning gains both for receptive and productive knowledge

were shown by the experimental group members who encountered the target items ten times.
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However, it should be noted, as Webb stated, that the number of encounters is not the only factor
to influence vocabulary gains. In his study, some contexts contained more information and made
it easy to infer the meanings of target items than other contexts. Specifically, the experimental
group which encountered target items only once read a page with more informative contexts.
Further, his experiment used nonsense words in artificially controlled contexts. The results may
have been different if infrequent real words had been used in natural contexts.

Pellicer-Sanchez and Schmitt (2010) also found that some participants recognized word
form and meaning at one exposure in their study conducted with 20 Spanish-speaking EFL
learners. All participants were university students and they were relatively advanced-level
English learners. They used Things Fall Apart (Achebe, 2001), an English novel, which
contained many African words, and selected 34 African words as target words. The combination
of multiple-choice tests and a semi-structured one-to-one interview was used to measure the
participants’ gains. The results showed some gains in receptive knowledge of form-meaning
connection measured in a multiple-choice test even at one exposure, although “the real increase

in learning began with 5-8 occurrences, and accelerated with 10—17 exposures” (p. 44).

2.3.6. The Acquisition of Vocabulary Depth

According to Schmitt (2014), the depth of vocabulary knowledge does not necessarily
grow in parallel with vocabulary breadth. Haastrup and Henriksen (2000) stated that vocabulary
acquisition involves both item learning and system learning. By “system,” they referred to “the
structure of the lexical field” (p. 227). Vocabulary size may increase only by learning individual
words, but acquisition of the depth of vocabulary may depend on how well learners can
understand and establish relations between words. Thus, vocabulary learning is like network

building. They carried out a longitudinal study on the acquisition of the depth of vocabulary
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knowledge through network building, and found that network building was an extremely slow
process. The investigation of Liu and Shaw (2001) on vocabulary acquisition of EFL/ESL
learners indicated that intermediate learners’ depth of knowledge of high frequency vocabulary
was greatly limited compared to their vocabulary size. Laufer and Waldman (2011) referred to
the difficulty in acquiring the use of collocations by citing the results of some studies (e.g.,
Nesselhauf, 2005) which showed that even advanced learners usually free of grammatical errors
made numerous collocation errors.

Even allowing the difficulties of acquiring the depth of vocabulary knowledge, some
researchers suggested various methods to help the acquisition of vocabulary depth. Nation
(2001) provided a list of intentional activities for learning of vocabulary depth. For example, he
suggested the following activities for polysemous words: finding common meanings, choosing
the right meaning, using semantic feature analysis, and so on (p. 132). Such intentional activities
may help facilitate the acquisition of vocabulary depth. With regard to polysemous words, the
study conducted by Bensoussan and Laufer (1984) suggested the difficulty of guessing the
meaning of polysemous words compared to other monosemous words. According to Schmitt
(1998), it was a slow process for even advanced learners to know all the meanings of
polysemous words. In such a case, it may help the acquisition of a polysemous word if a learner
knows a core meaning of the word, as shown in the research by Verspoor and Lowie (2003).
They found that participants who were first taught a core meaning of a polysemous word could
infer figurative meanings of the same word, compared to those who first learned a non-core
meaning of the word. Their findings indicate the importance of intentionally learning a core
meaning for the effective acquisition of polysemous words. Another study conducted by

Khonamri and Roostaee (2014) with 25 intermediate EFL students at an Iranian university
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demonstrated the contribution of task-based activities to the improvement of learners’ lexical
collocational knowledge. Participants completed one of the two kinds of tasks provided by the
researchers after extensive reading. Before and after the treatment, all the participants took WAT
(Word Associations Test) developed by Read (1993) and modified for their study. The results
showed positive gains in participants’ lexical collocational knowledge, regardless of the kinds of
tasks. As they did not have a control group without treatment, the degree of contribution of task-
based activities was not known. However, the researchers speculated, based on other studies
relating to the effects of intentional learning on the acquisition of vocabulary depth, that the
combination of reading and other task-based activities might have helped participants to increase

lexical collocational knowledge.

2.4. Factors Affecting Reading Comprehension

2.4.1. Relationship between Reading Comprehension and Vocabulary Knowledge

Concerning English, important roles of lexical knowledge in L2 reading comprehension
has been found in many studies, as previously stated (e.g., Hu & Nation, 2000; Laufer, 1992;
Moghadama et al., 2012; Nassaji, 2003, 2004; Nation, 2001; Qian, 2002; Schmitt, 2000; Zhang,
2012). In contrast, the number of studies addressing the Japanese language is limited (e.g.,
Everson & Kuriya, 1998; Hitosugi & Day, 2004; Horiba, 2012; Komori et al., 2004). Among
them, Everson and Kuriya (1998) did an experiment with 13 English-speaking Japanese learners
either in the second or third year at the University of lowa. The results showed that participants
with higher vocabulary scores performed better in reading comprehension tests, regardless of the
years of Japanese studies. Thus, strong vocabulary seems to have positive effects on reading

comprehension of Japanese texts.
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While most of the studies focused on vocabulary breadth, the lexical knowledge involves
both the breadth and depth of vocabulary. Qian (2002) investigated important roles of both
dimensions of vocabulary knowledge in reading comprehension of English texts. The
participants in his study were 217 university students of mixed L1 background attending an
intensive ESL program at the University of Toronto. Vocabulary size was measured by the
Vocabulary Levels Test (Nation, 1983, 1990). Concerning the depth of vocabulary, three
elements of vocabulary depth (synonymy, polysemy, and collocation) were measured by the
Depth-of-Vocabulary-Knowledge Measure and the TOEFL Vocabulary Item Measure (TOEFL-
VIM). The results showed a close and positive association between the breadth and depth of
vocabulary, and also between both dimensions of vocabulary knowledge and reading
comprehension. Based on the findings, Qian stated that it would make sense to give equal weight
to both vocabulary size and depth measures to assess reading performance. However, he referred
to the fact that only three components of vocabulary depth were measured, whereas the
dimensions of vocabulary depth include phonemic, syntactic, semantic, collocational, and some
other features. Therefore, caution should be required in generalizing his study results.

Horiba (2012) also investigated the effects of both the breadth and depth of vocabulary
knowledge on reading comprehension. The participants were 50 Chinese- and 20 Korean-
speaking Japanese learners at the intermediate-advanced level. She gained positive results
regarding both dimentions of vocabulary knowledge, although some Korean-speaking
participants with lower vocabulary scores than those of Chinese-speaking participants performed
comparably with Chinese participants in text comprehension. Horiba speculated that the

syntactically similar structure between Korean and Japanese languages (both are agglutinative
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SOV languages) might have made up for their deficient vocabulary knowledge compared to
Chinese participants.

Some studies compared contributions of vocabulary and grammatical knowledge to
reading comprehension. For example, Zhang’s (2012) study investigated relative importance of
vocabulary and grammatical knowledge in L2 reading comprehension. The participants were 190
advanced EFL graduate students in China. Three kinds of tests were administered to the
participants: tests on reading comprehension, vocabulary knowledge, and grammatical
knowledge. Concerning vocabulary, both the breadth and depth of vocabulary knowledge was
examined. Concerning grammar, both implicit (the selection of correct grammatical sentences)
and explicit (grammatical error correction) knowledge was examined. The results demonstrated a
stronger contribution of vocabulary than grammatical knowledge to reading comprehension.
Between implicit and explicit grammatical knowledge, implicit knowledge had more positive
effects on reading comprehension than explicit knowledge. In contrast, opposite results were
shown by some other studies. Concerning grammatical and vocabulary knowledge, Shiotsu and
Weir’s (2007) study found that grammatical knowledge contributed more strongly to English L2
reading comprehension than vocabulary knowledge. Unlike Zhang (2012), who examined both
the breadth and depth of vocabulary knowledge, Shiotsu and Weir focused on vocabulary size.
This difference in the focus of the investigation may have resulted in different findings, as Zhang
noted. Further, Ellis (2006) found that explicit grammatical knowledge played a more important
role in reading comprehension than implicit knowledge. Zhang speculated that such factors as
the difference in the design of the studies, data analysis procedures, or participants’ English
proficiency levels might have caused discrepancies between his research results and some of

previous findings. However, most previous studies which compared vocabulary and grammatical
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knowledge showed the same results as Zhang’s research (e.g., Aryadoust & Baghaei, 2016;

Cooper, 1984; vanGelderen et al., 2004).

2.4.2. Relationship between Reading Comprehension and Cultural Background
Knowledge

Cultural background knowledge, such as prior knowledge of target culture, was also
found to have strong effects on L2 reading comprehension (Alderson, 2000; Alptekin, 2006;
Barry & Lazarte, 1998; Bernhardt, 1991; Carrell & Eisterhold, 1983; Erten & Razi, 2009;
Everson & Kuriya,1998; Ghorbandordinejad & Bayat, 2014; Grabe, 2004; Giirkan, 2012;
Ibrahim, 2013; Nassaji, 2002; Rokni & Hajilari, 2013; Urquhart & Weir, 1998; Yousef et al.,
2014). For example, in Ibrahim’s (2013) experiment with 60 Arabian university English students,
participants who had been given prior lectures on American culture outperformed those without
any treatment in reading comprehension tests. Ghorbandordinejad and Bayat (2014) obtained the
same results in their experiment with 60 Iranian pre-university students of low-intermediate level.
The students were divided into two groups, and only one of them received cultural warm-up
activities. In the post-test consisting of five short stories based on the cultural contents to
examine the influence of the treatment on participants’ reading comprehension, the treatment
group scored better than the control group without any activities. Brantmeier (2005) found a
strong relationship between L2 learners’ prior content knowledge and reading comprehension in
her research with approximately 200 participants consisting of both L1 and L2 university-level
students. The findings of Alptekin and Ercetin (2011) also indicated important effects of content
familiarity, as well as working memory capacity, on inferential comprehension. Rydland et al.

(2012) examined a relationship between L2 reading comprehension and three factors:
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independent and interrelated effects of word decoding, first-language and second-language
vocabulary, and prior topic knowledge. The participants were 67 fifth grade native Urdu or
Turkish speakers in Norway, and their investigation indicated that prior topic knowledge was the
most influential factor.

As in the case of English learning, cultural background knowledge also seems to play an
important role in Japanese learning. For example, Everson and Kuriya (1998) found that cultural
background knowledge gained from living in Japan had positive effects on learners’
understanding of Japanese texts. However, one of the participants scored poorly on reading
comprehension, although he had been to Japan. Everson and Kuriya speculated that it was
because this participant did not have any prior knowledge of a particular aspect of Japanese
culture which was used as a topic for the reading comprehension test. Their findings indicated
the importance of prior knowledge about the target culture in text comprehension.Various studies
also found that learners’ proficiency levels were the determining factors for the effects of cultural
background knowledge on reading comprehension. Usually, cultural background knowledge
does not have positive effects in comprehending the L2 texts in the case of beginner-level

learners with limited L2 knowledge (e.g., Droop &Verhoeven, 1998; Rydland et al., 2012).

2.4.3. Relationship between Reading Comprehension and Topic Interest

The role of topic interest in reading comprehension has also been an important subject of
investigation for a number of researchers. Although most of the research has been made mainly
in L1 reading, a majority of researchers found a strong relationship between topic interest and
reading comprehension scores (Anmarkrud & Braten, 2009; Guthrie et al., 1999, 2007; Hidji,
2001; Schiefele & Krapp, 1996; Unsworth & McMillan, 2012). For example, Unsworth and

McMillan (2012) obtained positive results in their research with 150 university students about



33

the effect of topic interest on reading comprehension. Referring to the fact that topic interest and
motivation were important contributors to mind wandering while reading, they stated that “the
current results suggest that when students are not motivated or interested in the topic of the text,
they will likely mind wander more, leading to lower comprehension and overall lower exam
scores” (p. 841). While strong effects of topic interest on reading comprehension were identified
in various studies, some research results indicated that little effect was found in the case of below
average readers or students (Baldwin et al., 1985; Stevens, 1980). In the case of L2 learners
whose reading skills are generally lower than L1 students, positive effects of topic interest may
not be anticipated. This could be why only a small number of studies targeted at L2 learners have
so far been conducted. Yet, as Martinez (2013) argued, positive results might be obtained by
adopting appropriate assessment methods. In her research, strong effects of topic interest on L2
reading comprehension were demonstrated when comprehension was assessed via written recall
and multiple choice questions among several assessment methods. Although any assessment
method could be used for some factors such as prior knowledge and vocabulary, different
findings might be obtained depending on a method to be adopted in the case of other factors such
as topic interest. Martinez emphasized the importance of using proper assessment methods in

such cases.

2.44. Relationship between Reading Comprehension and Reading Quantity

Like positive effects of lexical and cultural background knowledge on L2 reading
comprehension, reading quantity was similarly found to have strong effects on reading
comprehension in the case of L1 (Anderson et al., 1988; Cipielewski & Stanovich, 1992;
Cunningham & Stanovich, 1997; Ecalle & Magnan, 2008; El-Khechen et al., 2016; Mol & Bus,

2011; Schiefele et al., 2012). Concerning L2 learners, some studies found an important role of
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ER in the improvement of reading comprehension (Day & Bamford,1998; Hafiz & Tudor,1989;
Mason & Krashen, 1997; Suk, 2016; Tanaka & Stapleton, 2007). These findings may have
relation with the increase in vocabulary knowledge as a result of word exposure frequency
through ER (Horst & colleagues,1998; Pellicer-Sanchez & Schmitt, 2010; Pigada & Schmitt,
2006; Saragi et al., 1978; Webb, 2007). ER had similar effects in the case of Japanese as a
foreign language (Hitosugi & Day, 2004). Hitosugi and Day incorporated ER into a Japanese
language course for ten weeks in a semester at the University of Hawaii, and the results
demonstrated effects of reading quantity on reading comprehension. Fourteen students were
enrolled in the course. They were free to read any number of books every week among children’s
books of six different levels. Among 14 students, eight students who read more than 30 books
obtained Grade A. The largest number of books checked out was 53. The grades of other

students were either B or C.

2.5. Text Types: Simplified Texts vs. Authentic Texts

Whether to use simplified or authentic texts for L2 instruction has been a controversial
topic in the field of L2 acquisition. Simplified texts were recommended for beginning and
intermediate L2 learners by many researchers (e.g., Day & Bamford, 1998; Hill, 1997; Johnson,
1981; Kuo, 1993; Shook, 1997; Tomlinson, 1998; Tweissi, 1998; Young, 1999). For example,
Crossley et al. (2007) suggested that simplified texts might be advantageous for beginning L2
readers because of the use of more frequent, familiar words than authentic texts. Authentic texts
are often lexically and syntactically too complex for learners of low proficiency levels. If the
difficulty level of reading materials exceeds the proficiency level of learners, frequent disruption

may occur during the reading process, because learners have to refer to outside sources, such as
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dictionaries, and their motivation may decline. Even so, some researchers found that authentic
texts were also effective for beginner-level learners. For example, Devitt (1997) conducted an
experiment with English learners at the beginner level, and the results indicated the potential of
authentic texts for their language acquisition. The participants started with vocabulary learning.
They first stored words from authentic texts, categorized the stored words in a series of different
ways, such as place, time, actions, etc., created stories using the words, read simplified version of
the texts, and lastly, read the original authentic texts. In this method, it seems possible to acquire
vocabulary used in authentic texts. Learners may additionally acquire productive skills by
creating stories using target words. Likewise, learners may achieve a sense of satisfaction when
they finally read the original authentic texts. However, it takes far more time to finish a piece in
authentic texts than reading only a simplified version of the texts containing most or all of the
target words. Within limited lesson hours at schools, this method seems to be impracticable to
take. In the case of learners of the intermediate level and above, some study results have
demonstrated the effects of authentic texts on the improvement of language proficiency. For
example, Ciornei and Dina (2015) examined the effects of authentic texts on the improvement in
students’ fluency and comprehension of English language, in an experiment with 90 English
learners of intermediate to upper-intermediate levels. After the one-semester-long experiment,
the analysis of school documents showed that 58% of students made improvements in both areas.
One of the major benefits of authentic texts may be their contexts with abundant
sociocultural background information (Soma et al., 2015). Goodman and Freeman (1993) stated
that simplified texts were artificial, inauthentic, and harder to make sense of, whereas authentic
texts would provide learners with more cohesive and coherent language, which could make the

texts easier to understand for learners. Probably for the same reason, authentic texts are mostly
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used in the pedagogical materials for Japanese learners of the intermediate level and above (e.g.,
Ando et al., 2017; Kakikura et al., 2000; Matsuda et al., 2006; Meguro, 2010). Their main
sources are newspapers, magazines, essays, novels, surveys by various organizations, and so on.
Another benefit of authentic texts found by some researchers (e.g., Crossley et al., 2007,
Widdowson, 1978) was that authentic texts tended to be syntactically less complex than
simplified texts, because simplified texts created with a limited number of words had more
modifiers per noun phrase and more constituents per sentence than did authentic texts. Stated
another way, the syntactic complexity of simplified texts is anticipated to decline as learners
increase their vocabulary knowledge. Especially in Japanese language education, learners usually
finish the study of basic grammar (e.g., parts of speech, conjugations, voice, tense, or sentence
structure) at the beginner level (Banno et al., 1999, 2012). Therefore, it is possible to create
simplified texts using most of the same grammatical items as used in authentic texts for Japanese
learners at the intermediate level and above.

In this literature review section, a wide consensus about the importance of reading in the
acquisition of vocabulary knowledge was supported. Furthermore, strong interrelationships
among vocabulary knowledge, cultural background knowledge, and reading comprehension were
found. In contrast, grammatical knowledge seemed to have a less effect on reading
comprehension compared to vocabulary knowledge. Based on these findings, research questions
are presented in the next section. Drawing on the insights from the literature and the pilot study,
concerning the development of the pedagogical materials, only simplified texts were used, word
lists with L2 glosses were provided, glosses were hyperlinked to online pages, and preparation

and review of the lessons were encouraged to increase word exposure frequencies.
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2.6. Research Questions

The main study aimed to answer the following research questions, through the
development of the pedagogical materials based on kabuki, and the empirical substantiation of

the developed pedagogical materials.

1. To what extent will learners change their breadth and depth of vocabulary knowledge by
using the pedagogical materials based on kabuki?

2. To what extent will learners change their reading comprehension by using the
pedagogical materials based on kabuki?

3. To what extent will learners change their interest in kabuki as well as their background
knowledge of Japanese history and culture, specifically traditional culture, by using the

pedagogical materials based on kabuki?
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Chapter Three: Methods

The methods chapter comprises two parts: the development of the pedagogical materials,

and the empirical substantiation of the materials.

3.1. The Development of the Pedagogical Materials

3.1.1. The Main Goals

The design of the pedagogical materials based on kabuki to be used by Japanese as a
Second Language (JSL) and Japanese as a Foreign Language (JFL) learners aimed at attaining

the following goals:

a) to increase learners’ breadth of vocabulary knowledge through the study of the
pedagogical materials;
b) to increase learners’ depth of vocabulary knowledge through the study of the pedagogical
materials;
¢) to improve learners’ reading comprehension through the study of the pedagogical
materials; and
d) to increase learners’ interest in kabuki as well as their background knowledge of Japanese
culture, specifically traditional culture and history, through the study of the pedagogical
materials.
Among 17 reasons and/or purposes for studying Japanese reported in the 2018 survey
conducted by the Japan Foundation, “interest in manga, anime, J-Pop, etc.” (66.1%) and “interest
in history, literature, etc.” (52.4%) ranked in the first and third places.14 As such, interest in

Japanese culture and history was cited more frequently than instrumental motivations, such as

" The second place was occupied by “interest in Japanese language” (61.3%).
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“study in Japan” (46.7%), “future employment” (41.1%), or “examinations (e.g., university
admissions)” (31.3%). However, the number of pedagogical materials dealing with Japanese
history and/or culture, especially traditional culture, seems to be only a few, on the basis of a list
of approximately 4,000 Japanese pedagogical materials provided by the Guide to Japanese
language teaching materials (Nihongo-Ky6zai Lisuto Henshil lin-kai, 2015). Forty-four out of
4,000 pedagogical materials focus on Japanese culture and/or history. Among them, the number
of pedagogical materials written in Japanese is as few as 14, and only one book specializes in
traditional performing arts. In contrast, 220 drill books to prepare for the JLPT (Japanese-
Language Proficiency Test) are listed in the same catalogue. As the JLPT vocabulary lists do not
include the vocabulary specific to Japanese culture (Sunakawa et al., 2012), Japanese learners
who want to acquire cultural vocabulary have to look for other resources.

Likewise, Japanese language textbooks used at schools contain only a small number of
topics relating to Japanese history and traditional culture. I selected ten intermediate-level
Japanese language textbooks to examine the number of chapters dealing with Japanese history
and traditional culture. I also examined the number of study items in their bunpo (English
translation of this word is ‘grammar’) sections, because it is a general tendency in Japanese
language education to include study items relevant to vocabulary depth in addition to basic
grammar items in bunpo sections of Japanese language textbooks (lori et al., 2001). Similarly, in
the JLPT, many test items involving vocabulary depth knowledge are contained in the bunpo
section, although it has a separate vocabulary section. Its vocabulary section mainly examines
the knowledge of vocabulary breadth, such as kanji reading, orthography, and word meanings,
although some question items are included to examine the knowledge of vocabulary depth, such

as word formation, synonyms, or word usage (The Japan Foundation & Japan Educational
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Exchange and Services, 2012).

First, I searched for Japanese-language textbooks which might serve as guidelines for
developing new pedagogical materials, and selected two textbooks which targeted English-
speaking Japanese learners. Both of the textbooks provided English translation for each word in
vocabulary lists, and explanations about bunpé items were given both in Japanese and English.
At the time of developing the pedagogical materials, I anticipated that users might be mainly
from English-speaking countries because I was working on the project in Canada. As such, the
two textbooks seemed to be helpful for the development of the pedagogical materials. One of
them was entitled Hiyaku: An Intermediate Japanese Course (Hiyaku means ‘Leap’ in English)
(Eguchi et al., 2011). It was once used in the intermediate-level Japanese classes for
undergraduates offered by the Department of Pacific and Asian Studies of the University of
Victoria (UVic). The other one was entitled Jokyii eno Tobira ‘Gateway to Advanced Japanese’
(Oka et al., 2009). I selected this textbook because it included the largest number of study items
in the section entitled Bunpo noto ‘Grammar notes,” which covered both vocabulary depth and
grammar items as in other textbooks.

Additionally, I examined eight Japanese language textbooks. The following five
textbooks were mentioned in a website for Japanese language instructors'”: Chitkyii no Nihongo
‘An Integrated Approach to Intermediate Japanese’ (Miura & McGloin, 2008); Chitkyii o
Manabo ‘Let’s Study Intermediate Japanese’ (Hirai & Miwa, 2019); Dekiru Nihongo ‘Useful
Japanese’ (Shimada, 2013); Marugoto Nihongo 1 ‘“Whole Japanese 1’ (Isomura et al., 2016); and
Marugoto Nihongo 2 ‘Whole Japanese 2’ (Isomura et al., 2017). Further, a Japanese instructor

working for a Japanese language school in Tokyo referred to the following three textbooks:

15https://nihongokyoshi—net.com/20 19/02/10/books-intermediate-pre-advance/



https://nihongokyoshi-net.com/2019/02/10/books-intermediate-pre-advance/

41

Chitkyii kara Manabu Nihongo ‘Japanese Study for Intermediate-Level Learners’ (Matsuda &
Kameda, 2014); Minna-no-Nihongo: Chitkyii 1 ‘Intermediate-Level Japanese for All: 1’ (3A
Corporation, 2008); Minna-no-Nihongo. Chitkyii 2 ‘Intermediate-Level Japanese for All: 2° (3A
Corporation, 2012). According to the Japanese instructor, beginner-level Minna-no Nihongo is
used in approximately 80% of Japanese language schools in Tokyo, including his school.'® Thus,
Minna-no Nihongo seems to have an established reputation in Japanese language education. On
the other hand, Chiikyii kara Manabu Nihongo is used for intermediate-level learners in the
Japanese language school he works for, and this is the reason I added this textbook for
examination.

Out of ten intermediate-level Japanese textbooks, six textbooks did not cover Japanese
history and/or traditional culture. Among the remaining four (Hiyaku, Marugoto Nihongo 2,
Minna-no Nihongo: Chitkyi 2, and Jokyii eno Tobira), Marugoto Nihongo 2 focused on listening
and speaking, although it had chapters dealing with kabuki-viewing and ninja ‘professional spies
in feudal Japan.’ In Minna-no Nihongo. Chiikyi 2, a theme in one of twelve chapters was a
foreign shakuhachi ‘Japanese traditional musical instrument’ player, but the focus was placed on
his 30-year experience of learning to understand Japanese traditional culture, rather than
describing the traditional culture per se. In contrast, Hiyaku had a chapter about one of the most
important historical figures toward the end of the Edo period. The historical figure was depicted
in both intensive and extensive readers of the chapter. Jokyii eno Tobira had two chapters,

covering kyogen, one of the representative Japanese traditional performing arts, and Japanese

"In the following websites, too, Minna-no-Nihongo:Shokyii was mentioned as a beginner-level Japanese
language textbook with the highest percentage of the market share in Japan:
https://webjapanese.com/blog/i/nihongo/kyoozai/learningmaterials1/; https://guide.nihongokyoshi-
net.com/teacher-textbook/; https://chiaquita.com/usingtextbook/.Overseas, the situation differs. Genki seems to
be the most popular textbook because it offers English translation of dialogues, vocabulary, and grammar.



https://webjapanese.com/blog/j/nihongo/kyoozai/learningmaterials1/
https://guide.nihongokyoshi-net.com/teacher-textbook/
https://guide.nihongokyoshi-net.com/teacher-textbook/
https://chiaquita.com/usingtextbook/
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history of trade, respectively. Like Hiyaku, Jokyii eno Tobira consisted of both intensive and
extensive readers. Therefore, I decided to use Hiyaku and Jokyii eno Tobira as guidelines in
developing my pedagogical materials. Furthermore, in terms of the number of study items in
bunpé sections'’, Jokyii eno Tobira included 246 study items, which was the largest number
among the ten textbooks I analyzed. The next largest number of bunpo items was 192 included in
Dekiru Nihongo ‘Useful Japanese,” and other textbooks included a much smaller number of
bunpd items."® As such, Jokyii eno Tobira seemed to serve as a good guideline for selecting
vocabulary depth items to be included in my pedagogical materials. Although the number of
bunpé items in Hiyaku was approximately one third of that of Jokyii eno Tobira, Hiyaku seemed
to be helpful in selecting cultural and historical words to be used in the main texts.

In addition to the number of bunpo items, I counted the number of cultural and historical
words in the vocabulary lists of the two Japanese textbooks. Jokyii eno Tobira contained 1,509
words in the vocabulary lists.'” Among them, the number of cultural and/or historical words was
67 (4.4%), and out of 67 words, only 13 words were related to historical events, with a
percentage in proportion to all words in the vocabulary lists as low as 0.86%. Hiyaku contained
587 words in the vocabulary lists, and 45 words (7.7%) were related to Japanese history and

culture. Although the percentage of historical words (3.07%: 18 words) was higher than that of

"Depending on textbooks, different names are used for bunpé sections, such as Bunpd noto ‘Grammar notes’
(Jokyu enoTobira), or Bunpo/bunkei ‘sentence patterns’ (Marugoto Nihongo 2).

"®The number of study items in bunpé sections of other Japanese textbooks were as follows: 154 in Chikyd no
Nihongo ‘ An Integrated Approach to Intermediate Japanese’; 128 in Mina-no Nihongo 2 ‘Japanese for all 2’;
108 in Chukyii karaManabu Nihongo ‘Japanese study for intermediate-level learners’; 82 in Chiakyd o Manabo
‘Let’s study Intermediate Japanese’; 72 in Hiyaku ‘Leap’; 72 in Mina-no Nihongo I ‘Japanese for all 1’; 71 in
Marugoto Nihongo 2 “Whole Japanese 2’; and 65 in Marugoto Nihongo 2 “Whole Japanese 2°.

"% Unlike the developed pedagogical materials in the present study, the vocabulary lists in both textbooks also
included N2 or lower-level vocabulary.
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Jokyii eno Tobira, 3.07% seemed to be still low compared to vocabulary related to other themes.
Further, 72% (13 words) of historical vocabulary was used in the last chapter, indicating an
imbalanced allocation of historical vocabulary over chapters. Even if learners acquired all of the
vocabulary contained in the two textbooks, such a low percentage of historical vocabulary or its
imbalanced allocation over chapters might pose difficulty for Japanese learners to enjoy written
and/or audio visual materials dealing with Japanese history and/or traditional culture. For this
reason, | decided to develop new pedagogical materials based on kabuki, one of the
representative traditional cultures, which inevitably contain many words related to Japanese
history and traditional culture, as kabuki plays deal with the historical events (mainly in the Edo
period, 1603-1868). The creation of such pedagogical materials was aimed to help Japanese
learners to acquire vocabulary relating to Japanese history and traditional culture, which is
difficult to learn in a conventional Japanese language educational setting.

Additionally, I used the two textbooks as guidelines to decide on the number of tokens
used in the pedagogical materials. Both of them comprised intensive and extensive reading
materials. I counted tokens of only intensive materials dealing with Japanese culture and/or
history in both textbooks, because the pedagogical materials concentrated on intensive reading
(see §3.1.4.6). In Jokyii eno Tobira, 1 analyzed five chapters, which dealt with traditional
performing arts (kyogen), history (the history of Japanese imports), Japanese pop-culture,
Japanese arts and crafts, and haiku (Japanese seventeen-syllable poems). In Hiyaku, only two
chapters dealt with topics relating to Japanese culture and/or history. Approximately 90% of
historical vocabulary was used in the two chapters. One of them dealt with ekiben ‘train lunch’
and referred to makunouchi-bento ‘a lunchbox with rice and a variety of side dishes’ originally

eaten by kabuki audience. The other chapter depicted a historical figure who was one of the



driving forces to realize the Meiji restoration toward the end of the Edo period. Table 1 shows

the number of tokens and the percentage of advanced-level types in the two textbooks.

Table 1
The Total Number of Tokens and the Percentage of Advanced-Level Words in Intensive
Reading Materials in Selected Chapters of Two Intermediate Textbooks

Jokyii eno Tobira

Chapter Total number of tokens Number and % of advanced types
Chapter 7 904 48 (5.31%)
Chapter 8 932 53 (5.69%)
Chapter 11 1313 72 (5.48%)
Chapter 12 622 20 (3.22%)
Chapter 13 1048 53 (5.06%)
Total 4819 246
Mean 964 49.20 (4.95%)
Hiyaku

Chapter 7 823 43 (5.22%)
Chapter 8 783 42 (5.36%)
Total 1606 85
Mean 803 42.50 (5.29%)

Lastly, this study focused on receptive vocabulary knowledge because of the following

reasons, although the increase of all aspects of vocabulary knowledge, including both receptive
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and productive knowledge, should ideally be aimed for in the study. The design of the study was

to give a weekly 90-minute lesson to upper-intermediate learners over seven weeks, using the
pedagogical materials based on kabuki (refer to §3.2 for details). Considering the fact that the
average percentage of advanced-level types in proportion to total tokens in the main texts was
5.5%, with the highest being 5.8% in Chapter Two, and that participants were expected to be
unfamiliar with historical and cultural contexts in which unknown words were used, a certain
amount of time had to be set aside for reading and comprehending the main texts. As such, it

seemed difficult to spare time for activities such as writing sentences aimed at increasing
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productive vocabulary use. In the pilot study, too, a 90-minute lesson was not sufficient to
allocate time for writing practices using newly-learnt words and phrases. As an alternative,
participants in the pilot study were encouraged to voluntarily write sentences using the learnt
items and phrases at home, and submit them electronically before the next lesson. Although
some participants seemed to have increased their productive vocabulary, a reliable analysis of
data was not possible because the number of submissions differed considerably from participant
to participant, indicating an inappropriateness of including non-mandatory extracurricular
activities as a method of data collection. Based on the results of the pilot study, I decided to aim

at increasing only receptive knowledge of both vocabulary breadth and depth in the main study.

3.1.2. The Selection of a Kabuki Play

As in my pilot study conducted in 2016, the pedagogical materials were developed using
a kabuki play Kanadehon Chushingura as their basis. This play is regarded as one of the three
masterpieces in all kabuki repertoires. All of the three plays are included in a genre called “jidai-
mono,” meaning period dramas depicting the destiny of tragic samurai leaders. In actuality,
though, many of the main characters in these plays are either lower-rank samurai or ordinary
citizens in the non-dominant class. In jidaimono plays, dominant-class samurai are usually
bound by Confucian morality. They are firmly determined to be loyal to their masters and
prepared to sacrifice their private lives. One of the typical themes of jidaimono plays is the
anguish of a samurai who sacrifices his own family member (usually son) to save the life of his
master’s family member (usually son). He suppresses his love for his family member, and shows
unwavering loyalty to his master. On the other hand, in the case of a lower-rank samurai, love
for his girlfriend or family members often leads him to betray his loyalty to his master. In the end,

such a weak-willed character would have to die a tragic death. He is not an admirable samurai,
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but he is more humane. As a majority of kabuki viewers were chonin ‘townspeople,’ plays to
depict the suffering of lower-rank weak-willed samurai might have been more popular than the
plays to praise higher-rank strong-willed samurai unwaveringly loyal to his master. In the
present day, too, love is one of the main concerns of ordinary people. At the same time, company
employees are often torn between loyalty to the company and their private lives. As such,
modern people in the democratic society may also have strong compassion for humane
characters who prioritize love over loyalty and eventually ruin themselves because of the
disobedience to the rules of the samurai society. Thus, themes of kabuki plays may be eternal,
even though the Japanese society has undergone rapid changes over approximately 270 years
since the creation of most kabuki plays.

The play Kanadehon Chushingura is generally regarded as a revenge story because it is
based on the true revenge known as the Ako Incident. This incident started with the death of a
feudal lord in March 1701 and ended with the successful vengeance on his enemy by 47 ex-
retainers of the deceased feudal lord in December 1702. However, the main characters are not
the retainers who played major roles in the actual revenge. The play revolves around a dropout
from the revenge group, the lowest-rank samurai who was originally rejected from joining the
group, a samurai who prioritized his daughter’s happiness over loyalty to his master, and a
woman whose motivation for all her actions was the love for her boyfriend. Thus, the revenge by
loyal retainers is not the main theme of this play. It has more universal themes such as love,
death triggered by love, the suffering of people outside the mainstream, and money. Because of
such universal themes, Kanadehon Chushingura is deemed to be appropriate for Japanese

learners with different cultural and historical backgrounds.
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3.1.3. The Level of Target Learners

As previously stated, kabuki plays are rich in the use of historical words because almost
all of them were created in the Edo period when the political system and social circumstances
were different from those of the present day. The pedagogical materials based on Kanadehon
Chushingura also contain many historical words, most of which are at advanced-level (kyiigai or
N1 level in the JLPT vocabulary lists). It is difficult to replace them with lower-level words, as
specific events, situations, or objects of the day cannot be described succinctly and precisely with
substitute words. For example, sankin-kotai means ‘a system under which feudal lords were
required to spend alternate years residing in Edo.” Such a system does not exist in the present
political system, and it would take many words to explain the word. Another example is han
‘feudal domain.”’ It resembles the present-day Japanese ken ‘prefecture’ or shii ‘state’ in terms of
an administrative jurisdiction or subdivision of a country, but not exactly the same. It would lead
to misunderstanding to replace this word with ken (N4) or shiz (N2/3). Hence, these historical
words had to be included by necessity in the pedagogical materials. At the time of the 2016 pilot
study, the lexical coverage (the percentage of known words in a text) of some chapters was much
lower than 95% with an average lexical coverage of 94.5%. Therefore, even participants of the
upper-intermediate (N2) level sometimes felt stressful in reading the texts. On the other hand, the
main texts were too easy for two advanced-level participants who knew most of advanced-level
words, because the texts were simplified using lower-level grammatical structures. Based on the
pilot study results, I decided to recruit only learners of upper-intermediate (N2) level, while

keeping the lexical coverage to as close to 95% as possible (Hu & Nation, 2000).
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3.1.4. The Main Texts

3.1.4.1. The Number of Chapters

Concerning the number of chapters, the pedagogical materials for the pilot study
consisted of ten chapters, and each chapter was taught weekly. As two more weeks were
necessary for pre- and post-course tests, the course lasted twelve weeks. Unlike the pilot study
which was based on one-on-one lessons to each participant, the main study involved group
lessons. In order to secure the regular attendance of as many participants as possible, the course
was shortened from twelve to nine weeks and the main texts were reorganized. As the mean
number of tokens of ten chapters in the pedagogical materials used in the pilot study was 492,
two chapters were combined into one chapter consisting of approximately 1,000 tokens. Then,
two new chapters (Chapters One and Two) were added. The themes of each chapter are
presented in Table 2.

Table 2
The Themes of Each Chapter

The reasons and benefits to learn the Japanese language through kabuki
The linkage between kabuki and various forms of entertainment of modern

Chapter 1 days.

Words derived from kabuki, some of which are widely used even without being
recognized as words of kabuki origin.

A brief description about the social circumstances from the end of 16th century
Chapter 2 when the period of warring states ended to mid-18th century when town culture
was born and developed.

Chanter 3 The development of kabuki as the entertainment for ordinary people.
P The outline of the Ako Incident, a basis of Kanadehon Chushingura.

The creation of Kanadehon Chushingura, and its important position in the
Chapter 4 entire kabuki plays.

The structure and main characters of Kanadehon Chushingura.
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Chapter 5 Three women and their roles in Kanadehon Chushingura.

A stormy life of the most popular character in Kanadehon Chushingura, until
Chapter 6 his tragic death.

The reasons for the popularity of this character.

The description of a chief retainer who prioritized his love for his daughter over

Chapter 7 his loyalty to his master.

The reasons for the popularity of Kanadehon Chushingura: The story depicted
from common people's perspective.

From Chapters Four to Seven, Kanadehon Chushingura was analyzed from various
perspectives, rather than simply giving outlines of the play. Further, I cited commentaries of
some kabuki critics, as such commentaries overviewing this kabuki play seemed to have helped
deepening some learners’ comprehension of Kanadehon Chushingura in the pilot study.
However, based on the pilot study results, which indicated that authentic texts including an
average of 9% of advanced-level words were too advanced for some participants of even upper-
intermediate level, for the main study, all the commentaries in authentic texts were lexically

simplified by replacing most advanced-level words with N2- or lower-level words.

3.1.4.2. The Number of Tokens

With respect to the number of tokens, each chapter was created with approximately 1,000
tokens, on the basis of the analyses of two intermediate-level textbooks previously mentioned.
As shown in Table 1, there was a substantial difference in the number of tokens between the two

textbooks targeted at intermediate learners. Similarly, the number of tokens in each chapter of

**One of the advanced-level participants in the pilot study stated as follows in the post-course interview:
“In your project, I could learn not only the contents of the kabuki play Kanadehon Chushingura, but also
the critical comments and evaluation of this play by writers, scholars, and reviewers. Now I can well
understand the reason why this play became a huge hit.”



50

Jokyii eno Tobira showed a considerable difference (the smallest was 622, and the largest was
1,313). In the case of Hiyaku, the number of tokens in the two chapters was 783 and 823,
respectively. As such, there seemed to be no fixed rule concerning the number of tokens to be
used in the texts for intermediate-level learners. It seemed to depend on the topics to be covered
and/or contents to be depicted in each chapter of respective pedagogical materials. Another
reason may have been the difference between the exact levels of “intermediate” learners
suggested by the two textbooks. Hiyaku (Eguchi et al., 2011) was designed for learners between
lower- to middle-intermediate levels. In contrast, Jokyii eno Tobira (Oka et al., 2009) aimed at
“easing their [students’] transition into advanced Japanese” (p. vii), suggesting that middle- to
upper-intermediate learners were targeted. Such a difference in the levels of target learners may
have been the reason for a comparatively smaller number of tokens included in Hiyaku than that
of most chapters of Jokyii eno Tobira. As the current study targeted at upper-intermediate level
learners, the main texts with tokens equivalent to those in Jokyii eno Tobira seemed to be
appropriate for the users of my pedagogical materials. The mean of tokens in five chapters of
Jokyii eno Tobira was 964, in spite of the lowest number being 622 in Chapter 12. Excluding this
chapter, the mean of four chapters rose to 1,049. In contrast, the mean of tokens used in seven
chapters of the present pedagogical materials was 988, with the range of 928 and 1,059, as

presented in Table 3.

Table 3
The Number of Tokens in Each Chapter

Chapter 1 2 3 4 5 6 7 Total  Mean

Number of

984 928 993 936 1,059 986 1,029 6,915 988
tokens
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3.1.4.3. The Lexical Coverage

Uusing the Japanese Language Reading Tutorial System,*' I examined a total number of
tokens in each chapter, the JLPT vocabulary levels of all the words contained in the main texts,
and the percentage of advanced-level types. The vocabulary levels of words analyzed by this
system correspond to the four levels in the old JLPT. Regarding advanced-levels (N1 and
kytigai), those of the new JLPT are almost the same as those of the old JLPT. According to the
analysis by this system, the lexical coverage was kept over 95% in three of the seven chapters of

the pedagogical materials, as presented in Table 4.

Table 4

The Percentage of Advanced-Level Types in Each Chapter

Chapter 1 2 3 4 5 6 7 Mean
Total number ¢, 928 993 936 1,059 98 1,029 988
of tokens

Total number

of advanced- 48 54 55 46 52 57 55 52
level types

% of

advanced- 4.88% 5.82% 5.53% 491% 491% 5.78% 534% 5.31%
level types

Nevertheless, the percentages of advanced-level types exceeded 5% in other chapters, as the
pedagogical materials used many advanced-level historical and cultural words. However, the
analyses of Jokyii eno Tobira and Hiyaku presented similar results. The mean percentage of
advanced-level types was 5.10% and 5.29%, respectively, and the lexical coverage was below
95%, except for one chapter. Compared to the two textbooks, the mean percentage of 5.31% of
advanced-level types in the pedagogical materials seemed to be acceptable as upper-intermediate

pedagogical materials.

21http://language.tiu.ac.ip/aboutie.html



http://language.tiu.ac.jp/about_e.html
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Among 286 advanced-level types, approximately 36% (n = 96) appeared more than once,
and approximately 27% (n = 26) of the 96 types with multiple appearances were used in more
than three chapters (refer to Appendix A). As might be expected, the percentages of advanced-
level types which appeared for the first time in each chapter tended to decrease in later chapters:
100% in Chapter One; 85% in Chapter Two; 73% in Chapter Three; 63% in Chapter Four; 67%
in Chapter Five; 68% in Chapter Six; and as low as 49% in Chapter Seven. Thus, the actual
lexical coverage was deemed to be higher than that to be calculated based on the percentages of
advanced-level types shown in Table 4.

Further, the pedagogical materials with high percentages of historical and/or cultural
words provided learners with rich opportunities for acquiring historical and kabuki-related words.
Such opportunities were in line with attaining the first goal of the main study, which was to
increase learners’ breadth of vocabulary knowledge through the study of the pedagogical
materials. Approximately 38.8% (n = 111) of all advanced-level types (n = 286) included in the
vocabulary lists were related to history, kabuki, or general theatrical performances (refer to
Appendix A). In contrast, the afore-mentioned two intermediate-level textbooks included only
4.4% and 7.7 % of advanced-level cultural and/or historical words, respectively.

Concerning historical vocabulary, all words to describe historical events were regarded as
“historical vocabulary” in this project, whether or not they are still used in modern days. For
example, kowa ‘peace treaty’ was used in the main texts to describe a peace treaty between
major daimyo ‘feudal lords’ toward the end of Sengoku-jidai ‘the period of warring states.’ |
regarded this word as historical vocabulary, although it may still be mentioned in the media as
long as there are wars (including civil wars) in various parts of the world. Kirisuto-kyo

‘Christianity’ was also regarded as historical vocabulary because it was mentioned to describe
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the suppression of Christians in the Edo period. Such words as ryochi ‘domain’ or goten ‘palatial
home’ were also regarded as historical vocabulary because they were used in relation to ryochi
or goten of daimyd. Another example is kabuki-mono. This word refers to ‘people who gave rise
to a particular social trend between the end of the Sengoku period and the early Edo period’
(ALC online Japanese English dictionary)**. Thus, this is a historical word, although it is also a
kabuki-related word because the origin of kabuki was said to be dance performances given by a
kabuki-mono called Okuni. In total, 56 historical types™ of advanced-level (either JLPT N1 or
kytigai) were used in the main texts, and approximately 40% (n = 22) of them appeared more
than once (refer to Appendix A). Among 56 words, 34 words were found in textbooks or other
pedagogical materials for elementary school students (Shogaku Kyoiku Kenkyii-kai, 2014).%* In
pedagogical materials for junior high school students, only three more words were found (Hirose,
2014), suggesting that most of the basic history-related vocabulary is learned in elementary
school. At any rate, it turned out that approximately 68.5% of the advanced-level historical
vocabulary used in the pedagogical materials was learned at elementary and junior high schools,
which are educational institutions for compulsory education in Japan. This fact means that many
historical words belong to the basic vocabulary for Japanese people, even though they are

classified as advanced-level words for Japanese language learners.

22https://eowp.alc.co.ip

> The following vocabulary was excluded: samurai’s positions such as hangan or takuminokami; names of
historical figures such as (Izumo-no) Okuni, Tokugawa Ieyasu, or Chikamatsu Monzaemon. It should also be
mentioned that the pedagogical materials also included some intermediate-level historical words such as bushi
‘men of sword, samurai’ and mibun-seido ‘class system,’ in addition to advanced-level words.

* Many of the historical words were also found in NHK (Nippon Hosd Kydkai) educational programs for
elementary school students. NHK is the only public broadcast station in Japan.
(http://www.nhk.or.jp/syakai/dcontent/6nen/unit009/kids/page 2.html)



https://eowp.alc.co.jp/
http://www.nhk.or.jp/syakai/dcontent/6nen/unit009/kids/page_2.html
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Regarding kabuki-related vocabulary, 22 words of kabuki-origin were selected as the
target words to learn during the course. Thirteen words were selected from an etymological
dictionary for elementary school students (Kindaichi, 2004), and the remaining nine words were
selected from a few websites,” in addition to the official textbook to prepare for the certification
test on kabuki knowledge (Shochiku, 2008). All of the 22 words are heard in Japanese daily lives.
Some of them are frequently used by many Japanese. For example, such words as oatari ‘big hit,
jackpot’ and donchan-sawagi ‘loud party’ are used in everyday situations, but Japanese people
may not know that they are of kabuki-origin. Concerning more specialized kabuki vocabulary, it
seems to have little value to learn only the meaning of such kabuki vocabulary. For example,
wakashu-kabuki means kabuki performed by young men before gempuku ‘coming-of-age
ceremony’ in the Edo period. Such a definition does not seem to help learners to understand
kabuki. The historical context in which wakashu-kabuki became popular is more important. The
history dates back to the days when Okuni started kabuki-dance performances. Her performances
became so popular that many onna-kabuki ‘female kabuki’ troops were formed. After a while,
this onna-kabuki was banned on the grounds of corrupting public morals, and in place of it,
wakashu-kabuki started to attract audience. However, after 25 years of the wakasu-kabuki boom,
it was again banned for the same reason as onna-kabuki, and only yaro-kabuki performed by
adult men alone was permitted by Tokugawa Bakufu ‘feudal government.’ This yaro-kabuki has
been transmitted to the present day. Unless this transition history of kabuki performances was

understood, learners would not be able to say that they have learned the word wakashu-kabuki, or

* I referred to the following three websites,which provide lists of kabuki-origin
words:https://www.lib.kunitachi.ac.jp/tenji/2007/tenji0707.pdf:https://www.weblio.jp/; https://jouhou-
kan.net/archives/1865.



https://www.lib.kunitachi.ac.jp/tenji/2007/tenji0707.pdf
https://www.weblio.jp/
https://jouhou-kan.net/archives/1865
https://jouhou-kan.net/archives/1865
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yvaro-kabuki. Therefore, I decided to include such kabuki-related vocabulary as part of kabuki
background knowledge.

It was also anticipated that learners would increase advanced-level common terms related
to theatrical performances, such as joen ‘theatrical performance’ and gassaku ‘collaboration.’
Twenty advanced-level words relating to theatrical performances were included in the main texts

to describe how kabuki plays have been performed.

3.1.4.4. Vocabulary Lists

As stated in the previous section, the actual lexical coverage in latter chapters of the
pedagogical materials was deemed to be higher than 95%. However, learners were expected to be
unfamiliar with the contexts peculiar to Japanese history and traditional culture. Moreover,
approximately 64% of advanced-level types were at the kyiigai level, which were not included in
the JLPT vocabulary lists. Additionally, among kyiigai-level types, approximately 30% were
historical words and 13% were the vocabulary related to kabuki or other theatrical performances,
which are not commonly used in the Japanese pedagogical materials. Without word lists, the
pedagogical materials may have discouraged participants to read on. Therefore, I decided to
provide glosses for all advanced-level types (n = 286). Concerning the language used for the
glosses, upper-intermediate-level learners targeted in the present study seemed to be benefitted
from L2 glosses, based on Ko’s findings, if only words of upper-intermediate or lower levels
were used in the glosses. Furthermore, historical words with specific cultural backgrounds are
better explained in Japanese. Additionally, first languages were expected to vary among learners
because the pedagogical materials were not designed for any specific L1 learner group. Therefore,
L2 (i.e., Japanese) glosses were used for the pedagogical materials. For convenience in looking

up unfamiliar words, I hyperlinked each advanced-level word to the glosses in an online
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dictionary page. Each online page was created mainly using a Japanese-language dictionary for
elementary school students (Kindaichi & Fukaya, 2015), as well as a few online dictionaries.*®
An issue with these dictionaries was that an advanced-level word was often explained using other
advanced-level words. This fact is not surprising, considering that 63% of advanced-level
historical words in the pedagogical materials are learned in elementary school. In these cases, I
replaced the advanced-level words with words of JLPT N2 or lower levels. In addition, I
included images, which might help learners to grasp the meanings of some historical or cultural

words, whenever possible.

3.1.4.5. The Selection of Items for Vocabulary Depth Study

The second goal of the pedagogical materials was to increase learners’ depth of
vocabulary knowledge through the study of the pedagogical materials. To achieve this goal, 72
items®’ were included in the main texts for the study of vocabulary depth. For the selection of
study items, I referred to lists of grammar items in Jokyii eno Tobira and Hiyaku. After having
drafted the main texts, some words/phrases were selected as vocabulary depth study items if they
were included in either list of the two Japanese language textbooks. In addition, a few historical
words such as chiigi ‘loyalty’ and hyakusho ‘workers in the primary industry including farmers’
were included in vocabulary depth items because their traditional concepts were different from
common definitions in present-day dictionaries. In creating the pedagogical materials, I paid
careful attention to making sentences as natural as possible by using appropriate words in

appropriate contexts. Consequently, some aspects of vocabulary knowledge, such as collocations

26https://dictionary. go0o.ne.jp; https://kotobank.jp/; https://www.weblio.jp/

"In the case of synonyms and antonyms, a pair of words was counted as one item, because two words were
always used as a set to examine participants’ knowledge of synonyms/antonyms in vocabulary depth quizzes.


https://dictionary.goo.ne.jp/
https://kotobank.jp/
https://www.weblio.jp/
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and register constraints, were more frequently used than others, because these items were
essential for natural Japanese expressions. Polysemous words were also used frequently because
the same words appeared in different meanings in various contexts.

As previously stated, items which should belong to vocabulary depth knowledge are
lumped together as bunpo komoku ‘grammar items’ in Japanese language education. As a basis
for distinguishing various types of vocabulary knowledge among study items included in bunpo
sections, I referred to Nation’s (2000, 2001, 2005, 2009, 2015) classification of vocabulary
knowledge that includes three categories: knowledge of form (e.g., pronunciation, spelling, and
word parts); knowledge of meaning (e.g., form-meaning connection, meanings of words, and
associations); and knowledge of use (e.g., grammar, collocations, and constraints on use). In
Japanese language learning, spelling (written form) usually becomes a major obstacle, because
Japanese has three kinds of characters: hiragana ‘one of the two Japanese syllabary characters,’
katakana ‘fragments of complex Chinese characters, and the other Japanese syllabary characters,’
and kanji ‘Chinese characters.” Specifically kanji is difficult to learn, but Chinese characters
rather become clues to comprehend sentences for Chinese-as-a-first-language Japanese learners,
as was also shown in the 2016 pilot study. In many cases, the same kanji form has the same
meaning both in Japanese and Chinese languages. In other words, there might be a significant
disparity in comprehending texts with many kanji between Chinese-speaking participants and
those with no Chinese knowledge. With this variable in mind, I decided to limit target
participants to Chinese-speaking Japanese learners. Contrary to the written form, pronunciation
poses a problem for Chinese-speaking learners because kanji in Japan is pronounced differently
from kanji in China. For example, in the 2016 pilot study, a Chinese-speaking participant of the

upper-intermediate level had more difficulties in reading the texts aloud than a Syrian participant
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of the same proficiency level, although their scores in reading comprehension tests in each
chapter were exactly the same. To address this problem, I included the time for reading aloud at
the start of each lesson for the main study.

Among other vocabulary knowledge aspects, in my study’s assessments, the number of
polysemous words, associations, collocations, and register constraints was larger than other
aspects, as shown in Table 5 (also refer to Appendix B). In the case of associations, many of the
study items were advanced-level synonyms or antonyms, and were also the target words for the
acquisition of vocabulary breadth. The smallest number was two in the aspect of grammatical
functions; this was because there were not many basic grammar items (e.g., parts of speech,
conjugations, voice, tense, or sentence structure) to be studied at the upper-intermediate level. In
the case of Japanese language education, L2 learners usually finish the study of such basic

grammar at the beginner level (Banno, Ikeda, Ohno, Shinagawa, & Takashiki, 1999, 2012).

Table 5
Breakdown of Vocabulary Depth Items Included in the Developed Pedagogical
Materials

Aspects of vocabulary knowledge Number of items
Form: word parts 6
Meaning: polysemous words 19
Meaning: associations 16
Meaning: concepts 3
Use: collocations 11
Use: register constraints 15
Use: grammatical functions 2
Total 72

Note. The number of items at each JLPT level is as follows: Kyiigai: 24, N1: 6, N2/N3:
22, N4: 9, N5: 11



Table 6 provides some examples of vocabulary depth items included in the pedagogical

materials.

Table 6

Examples of Words/Phrases Used for the Vocabulary Depth Study

Aspects of . Words in
Words in
vocabulary romaii Japanese Note
knowledge J letters
Suffix. Usually attached to words of
Chinese origin or abstract words of
Western origin. Similar to ‘-ize/-ization’
Form: word parts (noun H) ke ~fk in English. For example, fCZ7E is
‘democratization,” and = > E°= — X ff
75 is ‘computerize.’
Meaning: . . (oo ¢ 5
aruiwa »HHWE Two meanings: ‘or’ & ‘probably.
polysemous words
Meaning: . L e N
associations kashin/kerai  FEE. + 523K Synonyms
) o o Chiigi usually indicates the action of
Meaning: concepts  chiigi TR honor taken by samurai. It is not chiigi to
be blindly loyal to a master.
) FiF % /2617 There are three different kanji for ageru
Use: collocations ageru V% o (The basic meaning of ageru is ‘to raise’).
Certain nouns precede only one of ageru.
Use: register Chanto ‘properly’ is an adverb and a
constraints chanto bl colloquial word. Therefore, it should not
be used in academic or official papers.
Kotoni-suru means that a speaker decided
Use: grammatical kotoni-suru/  Z £1ZF 5, to take a certain action. Kotoni-naru
functions kotoni-naru N Nl A ) means that a certain event or thing

happened regardless of the will of a
speaker.

3.1.4.6. Intensive versus Extensive Reading

The third goal of the pedagogical materials was to improve learners’ reading
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comprehension. I decided to pursue this goal by exclusively focusing on IR (intensive reading).
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In the case of Jokyii eno Tobira and Hiyaku, both IR and ER (extensive reading) materials were
used. However, the required time to complete each chapter was much longer than that of the
pedagogical materials. Approximately eight hours were required in Jokyit eno Tobira (Oka et al.,
2009) and ten hours were required in the case of Hiyaku (Eguchi et al., 2011). In comparison, the
design of the current study was to complete each chapter in only 1.5 hours. The lesson hours
were too short to include both ER and IR, and the developed main texts seemed to be
inappropriate for ER, because the lexical coverage of each chapter was between 4.6% and 5.8%,
and learners were expected to be unfamiliar with cultural and historical contexts of the
pedagogical materials. On the other hand, ER materials with less advanced-level words in more
familiar contexts may not have suited the goal of increasing both vocabulary and background
knowledge relating to Japanese history and kabuki. Besides, the instructional period was only
seven weeks with a total of 10.5 lesson hours. Setting aside the time for vocabulary study, hours
to be allocated to reading comprehension was less than half of the total lesson hours. Such a
short amount of time may have been insufficient for ER, as ER is “a reading approach that aims
to make covering large amounts of reading material enjoyable for language learners” (Park, 2017,
p. 131). Further, some researchers (e.g., Collins, 2010; Coyne et al., 2009; Ellis & He, 1999;
Hulstijn & Laufer, 2001; Kim, 2011) found stronger effects of intentional vocabulary learning
compared to incidental learning through ER. Thus, in terms of vocabulary acquisition, as well as
the improvement of reading comprehension, IR materials seemed more suitable for attaining the
goals of the present study.

Concerning text types, I decided to use simplified texts alone, because the percentage of
advanced-level types in authentic texts with the theme of kabuki was expected to be well over

5%. For example, authentic texts used as supplementary reading materials in the 2016 pilot study
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contained between 6.8% and 13.5% of advanced-level types (refer to Appendix C). As a result,
only two advanced-level participants read all supplementary reading materials. Other participants
stated that supplementary reading materials with many unknown words were too advanced for
them. Based on the results of the 2016 pilot study, lexically simplified texts seemed to be more

appropriate for upper-intermediate learners.

3.1.4.7. The Contents to Inspire Learners’ Interest

Concerning learners’ interest in kabuki as well as their background knowledge of
Japanese culture, I thought that learners might have a stronger interest in kabuki if they
understood that kabuki meant more than old-fashioned period plays. The editors of Jokyii eno
Tobira (Oka et al., 2009) stated that one of the main aims of their textbook was “to provide
content that satisfies students’ intellectual curiosity and increases their desire to learn” (p. vii).
This was also what I tried to pursue. In order to provide intellectually stimulating content, |
decided to analyze the kabuki play selected for this project from the perspectives of similarities
between people of the Edo period and the present day, rather than simply giving outlines of the
play. As mentioned earlier, most of the kabuki plays had such universal themes as love, family
relations, or money, because these were the themes which appealed to chonin ‘townspeople,’ the
main audience of kabuki. I focused on this aspect of the play in the development of the
pedagogical materials.

To review the developed pedagogical materials for this project, visit

http://shioere2017.peewee.jp/kabuki?/.

In this section, the procedures for developing the pedagogical materials based on kabuki
were described. The kabuki play selected for this purpose had universal themes, and was deemed

to be appropriate for Japanese learners with different cultural and historical backgrounds. The


http://shioere2017.peewee.jp/kabuki2/
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pedagogical materials were targeted at upper-intermediate Japanese learners. The number of
chapters was seven, with approximately 1,000 tokens in each chapter, and an average lexical
coverage was approximately 5.3%. Online vocabulary lists were provided for all of 286
advanced-level words. In addition to vocabulary size, learners were expected to acquire
vocabulary depth knowledge through the study of 72 vocabulary depth items included in the
main texts. For the improvement of reading comprehension, I decided to focus on IR in
consideration of short course period of 10.5 hours in total. Concerning text types, only simplified

texts were used.

3.2. The Empirical Substantiation of the Pedagogical Materials

3.2.1. Research Design

This study employed a multi-method research approach, gathering multiple-sources of
data through both quantitative and qualitative methods. By allowing triangulation, multi-method
research develops a comprehensive understanding of a phenomenon (Mertens & Hesse-Biber,
2012), compared to mono-method research which has been criticized due to inadequate cross-
validation (Sushil, 2018). To collect the quantitative data, four kinds of multiple-choice tests
(refer to §3.2.3) were administered. The test results were used to examine the changes in
vocabulary and background knowledge, and reading comprehension. The quantitative data
collected through the tests were complemented by the qualitative data collected through the pre-
and post-course questionnaires, weekly questionnaires about each chapter, and post-course
individual interviews (refer to §3.2.3). Table 7 presents data collection instruments and their

purposes.
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Data Collection Instruments and Purposes

Nature of
data Instruments Purposes

Pre-course test To examine changes in the breadth of Vogabulary
knowledge, background knowledge relating to Japanese
history and kabuki, and reading comprehension by

Post-course test .
comparing scores of the pre- and post-course tests

o k1 . .
Quantitative Weckly To examine changes in the depth of vocabulary
vocabulary depth
. knowledge over 7-week course
quizz
Kkl i . . . .

Weekly rea@ng To examine changes in reading comprehension over 7-

comprehension week course

test
To collect participants’ background information, and

Pre-course examine connections of the collected information

questionnaire including their interest and prior knowledge with

participants' test scores

Post-course
questionnaire

Mainly to investigate participants' perceptions of the
pedagogical materials, as well as their vocabulary
learning strategies

Qualitative Weekly
quesionnaire
about each
chapter

To investigate participants' unfamiliar words and the
perceived difficulty level of each chapter

Post-course
interview

Mainly to obtain additional information about
participants’ perceptions of the pedagogical materials,
and their learning methods of vocabulary and reading.

Note. All the tests consisted of multiple-choice questions.

With regard to the pre- and post-course tests, the JLPT N2-level tests were used for

examining reading comprehension. In addition, lexical and background knowledge relevant to

kabuki, other theatrical performances, and Japanese history was examined, using ten multiple-

choice questions in each subsection. Concerning the depth of vocabulary konwledge, a quiz

consisting of ten multiple-choice questions was administered weekly. The first- and last-week

quizzes served as the pre- and post-course tests, because question items were selected from all of
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72 study items included in the pedagogical materials. Additionally, weekly reading
comprehension tests consisting of ten multiple-choice questions were administered to measure
participants’ comprehension of the main texts.

The qualitative data were used to investigate the relationships among key variables, such
as a connection between participants’ prior knowledge and reading comprehension, a role of
background knowledge in vocabulary acquisition and reading comprehension, or a connection
between frequent encounters with unfamiliar words and the changes in vocabulary knowledge.
Further, the qualitative data concerning participants’ perceptions of the pedagogical materials
facilitated the analysis into various factors relating to the changes in their background knowledge

and the interest in kabuki.

3.2.2. Participants

Nine Japanese learners participated in the main study conducted to empirically
substantiate the developed pedagogical materials. All of them were Chinese-as-a-first-language
Japanese learners in their twenties and had the JLPT N2 certificate. Some of them were studying
to take the JLPT N1 test in 2019. Table 8 summarizes the participants’ profiles based on the
completed pre-course questionnaire. All participants had studied Japanese for more than two
years, with an average of 3.5 years. Concerning weekly hours studying Japanese, the minimum
was three hours, and five of them reported studying Japanese for more than ten hours weekly.
Among the nine participants, two were male and seven were female. Both of the male
participants were students. Based on the data of the pre-course questionnaire and post-course
individual interviews, both of them had a strong interest in Japanese history and kabuki. Among
the seven female participants, two were housewives and five were students. The number of years

two housewives studied Japanese was similar to students. One of them (Helen) studied Japanese



for two years, and the other (Iris) studied for four years. Likewise, their weekly hours studying

Japanese were not particularly short nor long, compared to students. Iris reported seven hours,

and Helen reported ten hours. Further, all participants mentioned “interest in Japanese culture” as

their motivation for studying Japanese, and seven participants including one housewife

mentioned anime as aspects of Japanese culture of interest.

Table 8
Participants' Profiles

Total number of

cars and the Weekly hours  Motivation for studying
Name Gender  Occupation ylace (s) studied studying Japanese, and aspects of
P Japanese Japanese culture of interest
Japanese
) interest in Japanese
Anna female university Se?fe-::z-d‘"y; aresars 3 - 4 hours culture: anime, music,
student Y, 2y dramas, other TV

in university

programs

university 3 years in

: . 5 hours or so
student university |

Becky female

interest in Japanese
culture: tea ceremony,
anime, Japanese dramas

2 years: 0.5 year

communication in
Japanese, and interest in

university ] more than 10
Carol female student self—st}ldy, _1.5 ' hours Japanese cultqre. tea
years 1n university ceremony, anime, manga,
films, TV dramas, modern
plays, music.
from Mon to interest in Japanese
. . . Fri, all day at ~ culture: Japanese
. university 2 years in . . . .
Daisy female student universit university. on traditional culture since
y weekends, childhood, for example, tea
several hours.  ceremony
universit 4 years: 2 years interest in Japanese
Eddy male Y self-study; 2 years 40 hours P

student . . .
1n university

culture: anime
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Total number of

Weekly hours  Motivation for studying
. years and the .
Name Gender  Occupation . studying Japanese, and aspects of
place(s) studied .
Japanese Japanese culture of interest
Japanese
. . 4 years. 2 years to enter university, and
university . .
Fred male student on my own, and 2 about 10 hours interest in Japanese
years in university culture: anime, TV, music
5 years: 3 years in . .
. . . . interest in Japanese
university  senior high o
Grace female . 4 hours culture: anime, manga,
student school; 2 years in .
. . films, music
university.
2 years: 1 year at communication in
Helen fernale full-tlmg Japanese language 10 hours Japanese, and interest in
housewife  school; 1 year Japanese culture: mainly,
self-study. anime and manga
4 years: 1 year at
Japanaese communication in
Iris fernale full-t1m§ !angugge school about 7 hours Japanese, and interest in
housewife  in China; 3 years Japanese culture: Japanese

self-study in
Japan.

dramas

Note. All names are pseudonyms.

3.2.3. Data Collection Instruments

(a) Pre-course Questionnaire (Appendix D): The questionnaire was administered to

collect participants’ background information with the focus on their motivation and the number

of years of Japanese study, their knowledge about kabuki, their interest in kabuki and other

traditional performing arts as well as history, and their general approach to vocabulary learning

and reading in Japanese.

(b) Pre-course Test (Appendix E): Modified standardized tests were used to examine

reading comprehension, and lexical and background knowledge associated with Japanese history

and kabuki. However, some standardized test questions contain quite a few advanced-level words.

In such cases, the words were replaced with words of the intermediate to upper-intermediate
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levels. All test items were either multiple-choice or matching questions. The test consisted of two

parts as follows, and its duration was 90 minutes.

Part One: Vocabulary and Background Knowledge
1. Lexical and background knowledge about Japanese history
(1) Historical vocabulary: Ten historical words were selected from the vocabulary
lists of the pedagogical materials. Only the historical words which were included in
historical vocabulary lists for Japanese elementary and junior high school students
(Shogaku Kyoiku Kenkyti-kai, 2014; Hirose, 2014) were selected for the pre-course
test: matching between words and definitions.

(11) Historical background knowledge: Rekishi Noryoku Kentei Kyokai (History
Certification Tests Institute) administers tests to examine the knowledge relating to
Japanese history once a year. The tests have five levels. After having looked
through sample test questions at Level Five (beginner) administered from 2008 to
2012 (Rekishi Noryoku Kentei Kyokai, 2013), ten multiple-choice questions
relating to the early Edo period (from 1603 to mid-1700s) were selected. Historical
Certification Tests are targeted at adults, and some question items, even though
they were classified as the beginner level, were not included in the above-
mentioned historical vocabulary lists. Only the historical events which were studied
at Japanese elementary and junior high schools were selected for the pre-course test.

2. Lexical knowledge about kabuki and other theatrical performances, as well as

background knowledge about kabuki
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(1) Vocabulary of kabuki-origin: Ten words derived from kabuki were selected from
Gogen Jiten “Etymological dictionary” (Kindaichi, 2004), and a few websites
showcasing words of kabuki-origin: matching between words and meanings.
(i) Vocabulary relevant to general theatrical performances: Ten words related to
theatrical performances were selected from the vocabulary lists of the pedagogical
materials: matching between words and definitions.
(111) Background knowledge about kabuki: Ten multiple-choice questions about
kabuki were selected from test items included in the workbook to prepare for
beginner-level Certification Tests on Kabuki (administered by Shochiku Co., Ltd.?®).
Part Two: Reading Comprehension
Ten questions were randomly selected from 21 questions included in the reading
section of the N2-level Japanese Language Proficiency Test Official Practice
Workbook (The Japan Foundation & Japan Educational Exchange and Services,

2012).

(c) Weekly Questionnaire about Each Chapter (Appendix F): A weekly questionnaire

about each chapter was administered to examine participants’ knowledge of unfamiliar words

and their perceptions of the main texts in each chapter.

(d) Weekly Vocabulary Depth Quiz (Appendix G): For the study of vocabulary depth,

around 11 to 12 words/phrases were included in Chapters One to Six. A weekly multiple-choice

quiz was administered to examine participants’ acquisition of vocabulary depth knowledge

*Shochiu Co., Ltd. is a major shareholder of Kabuki-za Theatre, and in charge of most kabuki performances. It
started certification tests on kabuki in 2008. The test has been administered once a year since then. It has four
levels. I carefully selected ten questions from the lowest level tests administered in 2010 and 2011. The test
items were retrieved from: http://kbkm.jp/public/kabuki-kentei/questionsofpast.html.



http://kbkm.jp/public/kabuki-kentei/questionsofpast.html
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studied in the previous lessons. In the first and last lessons (i.e., the second and eighth weeks of

the course), I selected ten items each from 72 words/phrases included in the pedagogical

materials. Table 9 presents items selected for the vocabulary depth quiz in each lesson. Among

seven aspects of vocabulary depth knowledge included in the main texts, the number of

polysemous words, collocations, and register constraints exceeded other aspects, as a result of

paying careful attention to making sentences as natural as possible. Accordingly, the number of

question items in the above three aspects was larger than other aspects in weekly quizzes.

Especially in the case of polysemous words, two different test questions were usually made with

different meanings of the same word. Thus, the number of questions pertaining to polysemous

words nearly doubled that of collocations and register constraints, which were also selected as

question items more frequently than other categories.

Table 9

Items for Vocabulary Depth Test in Each Lesson Week

Categories of vocabulary knowledge

Week form meaning meaning  meaning use use use
word - polysemous associations concepts collocations registfer & ammatical
parts words constraints functions

1 2 2 1 3 2

2 6 4

3 4 2 1 1 2

4 1 4 1 1 1 2

5 1 4 1 1 3

6 1 4 3 2

7 2 1 1 1 1 3 1
Total 7 25 6 2 14 13 3

(e) Weekly Reading Comprehension Test (Appendix H): A weekly reading

comprehension test consisting of ten multiple-choice questions was administered to measure the

participants’ comprehension level of the main texts in each chapter.
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(f) Post-course Questionnaire (Appendix I): Mainly using Likert scale, the questionnaire

was administered to obtain information about participants’ perceptions of the pedagogical
materials (e.g., the main texts, vocabulary lists, etc.), the increase or decrease in their interest in

kabuki, and in their cultural background knowledge, and so on.

(g) Post-course Test (Appendix J): The same standardized tests as in the pre-course test

were used, but questions different from those used in the pre-course test were selected: 50
questions for lexical and background knowledge, and ten questions for reading

comprehension. The test duration was also 90 minutes.

(h) Post-course Semi-structured Individual Interviews (Appendix K): The individual

post-course interviews were administered mainly to obtain additional information about
participants’ perceptions of the pedagogical materials, their thoughts about the use of the
pedagogical materials based on kabuki, and their learning methods of vocabulary and reading.

The number of questions was six.

3.2.4. Data Collection Procedures

(a) Recruitment: The following describes my recruitment procedures. Recruitment
methods approved by the UVic Human Research Ethics Board were e-mail, Facebook posting,
and posters. A professor of the university I had studied at as an undergraduate student introduced
me to a course instructor in Taiwan. I made contact with her, explaining my project, and sent her
my poster (Appendix L). She showed the poster to her students in her classes, and 11 students
contacted me via email. After receiving their email, I directly and individually made contacts
with them. Eventually, seven among 11 students volunteered to participate in my course. The

remaining two participants were among several N2-level Japanese learners introduced by
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coordinators of three volunteer Japanese classes in my community, after I showed my poster and
explained about my project in each class. I exchanged email addresses with a few learners who
were interested in my project. Later on, via email, two of them expressed their willingness to
participate in the study.

Prior to participating in the research, each participant signed a consent form, which
described, among other things, the objectives of the study, the conditions of their participation,
and their right to withdraw at any time, as per the University’s ethical guidelines (Ethical

Protocol Number: 15-413).

(b) Division of Participants into Three Groups: As I could not find any day of the week
and time which was convenient to all the participants, I divided the participants into three groups,
as per their preferences about the day of the week and time for the lessons. Thus, the same
lessons were given three times a week to three groups: two participants on Wednesdays, five on

Saturdays, and two on Sundays.

(c) Pre-course Questionnaire: The participants received the pre-course questionnaire

electronically during the first meeting, and they were asked to send back the completed

questionnaire via e-mail by the second week.

(d) Pre-course Test: The participants gathered in an online classroom and the pre-course

test was administered under my supervision in the first week. The duration was 90 minutes.

(e) The Seven-week Course: The seven-week course was implemented in the online
classroom from the second to the eighth weeks. The duration of each lesson was approximately
90 minutes as in the pilot study, and followed the instructional procedures as field-tested in the

pilot study and described below. All lessons were audio-recorded.
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(1) Participants read the main text for the next lesson, completed the questionnaire
about unknown words and their perceptions about the main text, and then, submitted
the completed questionnaire electronically before the following lesson (homework
assignment).

(i) Participants took a multiple-choice quiz about vocabulary depth studied in the
previous lesson(s). (15 minutes)

(111) Participants read the main text aloud in turns, section by section. Then, I
answered participants’ questions about the content, if any. (25 minutes)

(1v) I explained words involving vocabulary depth, and answered participants’
questions about vocabulary depth, if any. (20 minutes)

(v) Participants on Saturdays were divided into two small groups for the purpose of
small-group discussion and to match the two other groups’ condition. Then, a handout
for discussion was electronically sent to each participant. The handout comprised
various questions to help participants to increase both the breadth and depth of
vocabulary knowledge. Participants were encouraged to find answers through group
discussion. (15 minutes)

(vi) Participants answered the multiple-choice comprehension questions and
submitted the answer sheet electronically before leaving the online classroom. (15

minutes)

(f) Post-course Questionnaire and Test: Upon completion of the final lesson, I sent the

post-course questionnaire electronically to all participants, asking them to complete it by the
following week. In the ninth week, I administered and supervised the post-course test. The

duration was 90 minutes.
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(g) Post-course Semi-structured Individual Interviews: Between the eighth and tenth

week, I conducted the post-course semi-structured individual interviews of approximately 30

minutes per participant. All interviews were audio-recorded.

3.2.5. Data Analysis

In order to address the research questions proposed in the study, the following analyses

were conducted.

3.2.5.1. Analysis of the Quantitative Data

(a) Scores of Pre- and Post-course Tests and Weekly Quizzes

The data were analyzed to address all research questions, by investigating the changes in
the lexical and background knowledge and the improvement in reading comprehension. The pre-
and post-course tests consisted of a lexical and background knowledge section (50 questions in
each of the pre- and post- course tests), and a reading comprehension section (ten questions each
in the pre- and post-course tests). The calculation was made separately for each section,
following the same procedure as described below.

First, the percentage of correct answers of each participant in each section of the pre- and
the post-course tests was calculated, and each participant’s percentage was compared between
the pre- and the post-course tests. Concerning the quizzes about vocabulary depth (ten questions
in each quiz, totaling 70 questions over seven weeks), the percentage of correct answers by each
participant in each quiz was first calculated, and then, the changes of the percentage of correct

answers over seven weeks were examined individually.
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(b) Scores of Weekly Comprehension Tests

The scores of the comprehension tests were calculated in order to address the second
research question. As mentioned previously, weekly comprehension tests also took the form of
multiple-choice tests and consisted of ten questions in each lesson. The percentage of
participants’ correct answers was calculated by week, and the progress of each participant during

the course was examined by comparing the changes of the percentage over seven weeks.

3.2.5.2. Coding of the Qualitative Data

Concerning the qualitative data such as participants’ interest in kabuki and history, their
perceptions of the pedagogical materials, and their vocabulary learning strategies, I drew on the
data derived from the following three sources: the pre- and post-course questionnaires, weekly
questionnaires about each chapter, and the post-course individual interviews . For the coding
method, I used Descriptive Coding (Saldafia, 2013, 2019), as in the pilot study, and a second
coder independently coded 30 percent of the data to establish inter-coder reliability.

After having segmented the data into 330 codable units, I preliminarily generated 139
codes (Saldana, 2013, 2019). Through several iterations of re-examination and re-coding, some
related codes were unified as one code, and subcodes were generated under the unified code. For
example, when I analyzed factors for being interested or uninterested in the story of Kanadehon
Chushingura, 1 preliminarily generated a code for each factor, such as “Code: respect for loyal
samurai (highly interested).” After the review, I grouped related codes together into a code
“factors for the different degree of interest in Kanadehon Chushingura,” and turned the initially
generated codes into subcodes. In total, one code and nine subcodes were generated as follows:

Code: factors for the different degree of interest in Kanadehon Chushingura
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Subcode: respect for loyal samurai (highly interested)

Subcode: full of information about Japanese culture and history (highly interested)
Subcode: moving episodes, especially father's strong love for his daughter
(interested)

Subcode: a colorful story with intriguing episodes (interested)

Subcode: interesting stories and characters (somewhat interested)

Subcode: common people's perspectives in the story (somewhat interested)
Subcode: interesting episodes involving women (somewhat interested)

Subcode: a new type of story (somewhat interested)

Subcode: focus on non-heroic characters (neither interested nor uninterested)

The codes thus generated were clustered into several subcategories, and then, clustered
into four categories according to common themes. Each of three categories was relevant to
three research questions, respectively. The fourth category clustered codes that did not
directly relate to research questions, such as learners’ perceptions about helpfulness of the
pedagogical materials, or areas of improvement. The codes relevant to the first research
question were clustered into Category 1, followed by Category 2 consisting of codes relevant
to research question 2, and Category 3 addressing research question 3.

Category 1: The Increase in Vocabulary Knowledge (Research Question 1)

Category 2: The Improvement of Reading Comprehension (Research Question 2)

Category 3: The Increase in Cultural and Historical Background Knowledge (Research
Question 3)

Category 4: Other Aspects of the Pedagogical Materials and/or Lessons
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Each category consisted of several subcategories. For example, concerning Category 3, the
following five subcategories with 16 codes were established (For a full list of codes, refer to

Appendix M). Additionally, 43 subcodes were generated under some codes.

Subcategory 1: Kabuki
Code: degree of interest in the story of Kanadehon Chushingura
Code: factors for the different degree of interest in Kanadehon Chushingura
Code: medium through which learners learned about kabuki
Code: aspects of kabuki learners like or dislike
Code: willingness to view kabuki in theatres
Code: willingness to continue to study about kabuki
Code: increase in the interest in kabuki
Subcategory 2: Japanese culture in general
Code: interest in Japanese culture
Code: aspects of Japanese culture of interest
Subcategory 3: History
Code: interest in history
Code: prior knowledge of the Edo period
Code: medium through which learners learned about the Edo period
Subcategory 4: Traditional culture in learners' home country
Code: interest in traditional performing arts in learners' home country
Code: interest in other traditional culture in learners' home country
Subcategory 5: Increase in cultural and historical background knowledge

Code: increase in the knowledge about kabuki
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Code: increase in the knowledge about Japanese history

The following is an example of six codes and three subcodes applied to the data from an

interview transcript in which Anna reported the methods used for vocabulary learning throughout

the course. All codes were related to “Category 1: The Increase in Vocabulary Knowledge

(Research Question 1).”

1.

When I encountered an unknown word, I checked the glosses in the hyperlinked
vocabulary lists, [Codes: reference to vocabulary lists]

without guessing its meaning from the context. [Subcode: immediately verifying the
meanings of unfamiliar words, under Code “vocabulary acquisition method”]

If I couldn't understand the glosses, I checked the word in online dictionaries, [Code:
reference to other dictionaries]

and read Chinese translation of the word. [Subcode: Japanese-Chinese online dictionaries,
under Code “kinds of other dictionary used”]

I think my vocabulary increased. [Code: increase in the breadth of vocabulary
knowledge]

I learned unknown words spontaneously while I was taking the lessons. [Subcode:
incidental learning, under Code “vocabulary acquisition method”] After the lessons, I
didn't do any particular review to memorize the words. [Subcode: no intentional
vocabulary learning, under Code “vocabulary acquisition method” ]

A second coder, a certified Japanese instructor and also an English tutor, independently

coded 30% of the data to establish inter-coder reliability. Based on her comments, I reorganized

some codes/subcodes. For example, I originally generated only two subcodes (“interested” and

“somewhat uninterested”) under a code “interest in histories in general” in a subcategory of
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“history,” although some participants provided more detailed information such as “interested in
Chinese history.” The second coder suggested renaming the code as “the degree of interest in
history,” and generating subcodes which included the information about the kind of history
participants were interested. I agreed with her, and put additional information in parentheses as
follows: [Code: the degree of interest in history, Subcode: interested (Chinese history)]. Another
example related to Category 3 concerning reading comprehension. Under the subcategory of
“Factors for the easiness or difficulty of comprehending the main texts,” two codes (“easiness”
and “difficulty”’) were originally generated, and detailed information was given as subcodes
under each code. The second coder commented that the two codes seemed to be redundant, and
suggested to using each factor as a separate code. Agreeing with her, I reorganized the codes as
follows: [Code: familiar historical background knowledge (easiness)]; [Code: too many
characters and/or historical figures (difficulty)].

Concerning other codes and subcodes, we initially reached more than 95% agreement.
After the discussion, we reached 100% agreement. Overall, 67 codes and 70 subcodes were
generated.

In this section, the empirical substantiation of the developed pedagogical materials was
described in detail. Employing a multi-method research approach, a nine-week course was
conducted, with the participation of nine Chinese-as-a-first-language Japanese learners at the
intermediate level. Two weeks were allocated to pre- and post-course tests administered to
examine participants’ vocabulary size, background knowledge, and reading comprehension. In
addition, during weekly 90-minute lessons given over seven weeks, vocabulary depth quizzes
and reading comprehension tests on the content of each chapter were administered. For the

collection of qualitative data, pre- and post-course questionnaires, weekly questionnaires about
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each chapter, and post-course individual interviews were conducted. The quantitative data
collected through tests and quizzes were used to examine changes in participants’ lexical and
background knowledge and reading comprehension through the study of the pedagogical
materials. The qualitative data were coded and analyzed for data triangulation.

This chapter described the procedures for developing the pedagogical materials based on
kabuki and their empirical substantiation, focusing on research design, data collection

instruments and procedures, and methods of data analysis.
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Chapter Four: Results of the Empirical Substantiation of the Developed Pedagogical

Materials

In this chapter, the results of the empirical substantiation of the developed pedagogical
materials are presented in order to address each of the three research questions. The quantitative

and qualitative results are integrated in each section.

4.1. The Change in Vocabulary Knowledge

4.1.1. The Change in the Breadth of Vocabulary Knowledge

The change in participants’ breadth of vocabulary knowledge was measured by
comparing their scores in the pre- and post-course tests. The vocabulary sections of both tests
consisted of three subsections: historical vocabulary; words of kabuki-origin; and words related
to other theatrical performances. Table 10 presents the percentages of correct answers of each
participant in each subsection of the pre- and post-course tests. Concerning historical vocabulary,
seven out of nine participants scored 100% in the pre-course test, indicating that most
participants already had a high level of knowledge relevant to historical vocabulary at the start of

the course, even though all of the question items were at the advanced level.
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Table 10

The Percentage of Correct Answers in Each Vocabulary Section of Pre- and Post-course
Tests (10 Questions per Section)

History Words of kabuki-origin Other theatrical
Name performances

Pre Post Pre Post Pre Post
Anna 100 80 70 100 60 100
Becky 100 100 30 80 50 100
Carol 100 80 60 100 50 80
Daisy 80 100 10 50 60 80
Eddy 100 100 60 60 80 80
Fred 80 80 60 80 40 100
Grace 100 100 50 100 70 80
Helen 100 100 100 20 80 100
Iris 100 100 70 100 60 100
Mean 95.56 93.33 56.67 76.67 61.11 91.11
SD 8.82 10.00 25.50 28.28 13.64 10.54

Note. Pre = Pre-course test; Post = Post-course test
Table 11 presents the comparison among prior knowledge about the Edo period, interest in
history, and scores of historical vocabulary in the pre-and post-course tests. In the pre-course test,
all participants with prior knowledge of the Edo period, even if only a small amount, achieved a
perfect score. In contrast, two participants who did not have any knowledge of the Edo period
obtained 80%. Concerning the scores in the post-course test, two participants scored lower than
in the pre-course test, and one of them, Anna, reported that she was not very much interested in

history.
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Table 11

The Comparison among the Knowledge about the Edo Period, Interest in History, and Scores
of Pre- and Post-course Tests

Anna  Becky Carol Daisy Eddy Fred Grace Helen Iris

Knowledge about Yes,a  Not very

Edo period Yes Yes Yes No Yes No little much Yes

Interest in history Not very Yes Yes Yes Yes  Yes Yes Yes Yes
much

Pre-course test 100%  100% 100% 80% 100% 80%  100% 100% 100%

Post-course test 80% 100% 80% 100% 100% 80%  100% 100% 100%

With regard to the words of kabuki-origin, seven participants showed the increase of
vocabulary knowledge in the comparison between the pre- and post-course tests (refer to Table
10). For the remaining two, Eddy showed neither improvement nor decline. Overall, Eddy
obtained the same scores in all of the subsections of vocabulary knowledge. The other participant
whose score for words of kabuki-origin dropped in the post-course test was Helen. Her score
dropped to 20% from 100% in the pre-course test. Among seven participants whose scores
increased in the post-course test, the mean score of the post-course test was 87% as against 50%
in the pre-course test. Further, four participants obtained a perfect score in the post-course test.

With respect to words related to other theatrical performances, all participants excluding
Eddy showed an increase in the post-course test, and five of them obtained 100%. All of the
remaining three participants obtained 80%. Consequently, the mean of the post-course test turned
out to be 91.11%, with the standard deviation (SD) of 10.54. In contrast, the mean in the pre-

course test was 61.11% with the SD of 13.64.
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4.1.2. The Connection between Participants’ Familiarity with Advanced-level Words
and Correct Answers in the Post-course Test
Before starting the course, participants agreed to submit a completed questionnaire
reporting unfamiliar words and their perceptions of the main texts at the start of each lesson.
Table 12 presents the number of participants’ unfamiliar words reported for each chapter.

Table 12
The Number of Unfamiliar Words for Each Chapter Reported by Each Participant

Chap. 1 Chap. 2 Chap. 3 Chap. 4 Chap. 5 Chap. 6 Chap. 7

Anna 9 7 3 3 4 4 5
Becky 2 3 2 1 0 0 1
Carol 5 4 4 3 5 5 4
Daisy 11 0 7 11 7 8 7
Eddy 1 3 1 5 3 2 2
Fred 5 1 11 5 4 4 3
Grace 8 2 25 5 11 7 7
Helen 2 1 3 5 6 7 1
Iris 1 0 2 2 0 1 0
Total 44 21 58 39 40 38 30

The number of unfamiliar words in Chapter Two was the smallest of all chapters. This chapter
described basic historical events from the end of Sengoku (warring states) period to mid-Edo
period (from the 1590s to the 1750s). As most participants had prior knowledge of the Edo
period (refer to Table 10), many of the historical words used in this chapter were expected to be
familiar to participants. The next smallest number was shown in Chapter Seven, where only 49%
of advanced-level types appeared for the first time (see §3.1.4.3). In contrast, participants
reported the largest number of unfamiliar words in Chapter Three consisting of two sections: the
development of kabuki; and the Akd Incident, which served as the basis of Kanadehon
Chushingura. The second largest number of unfamiliar words was reported in Chapter One. In

terms of advanced-level types which appeared for the first time, the percentage in Chapter One
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was 100%, compared to 73% in Chapter Three. However, concerning the words relating to
Japanese history and kabuki, the number in Chapter Three (n = 27)*° was much larger than that in
Chapter One (n = 10)*° (refer to Appendix A). The number of unfamiliar words in Chapter Three
was approximately 2.8 times that of Chapter Two exclusively focusing on basic historical events
in the Sengoku to Edo periods. Although knowing about the Akd Incident covered in Chapter
Three is essential for studying Kanadehon Chushingura, it is not a historical event included in
textbooks or other pedagogical materials for elementary school students (Shogaku Kyoiku
Kenkytu-kai, 2014). As such, few participants seemed to know the historical vocabulary used to
describe this incident. Yet, the percentage of unfamiliar words in proportion to the tokens (n =
993) in the chapter (refer to Table 3) remained low. Among the participants, Grace reported the
largest number of 25 unfamiliar words. Even in her case, the percentage in proportion to total
tokens was 2.52%, which was less than half of the percentage of advanced-level types (5.53%)
used in Chapter Three. As all of the participants were still at the upper-intermediate level, they
were not expected to know most advanced-level words. It is possible that participants thought
they knew the meanings of some advanced-level kanji words based on their knowledge of
Chinese language.

However, there was an inconsistency between participants’ reports of unfamiliar words
and their actual vocabulary knowledge shown by post-course test results. As presented in Table

13, there are 15 instances of participants giving incorrect answers to 11 question items in the

* In actuality, Chapter Three contained the largest number of historical and kabuki-related types among all of
the chapters, excluding Chapter Two (n = 30). The number of those in other chapters was as follows: Chapter 4
(n=19); Chapter 5 (n = 10); Chapter 6 (n = 16); and Chapter 7 (n = 19).

3% This number excludes words of kabuki-origin, which were not used in the main texts, but mentioned only at
the end of the chapter.
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subsections of historical and other theatre-related vocabulary of the post-course test.”' Out of 11
question items, six items (55%) were not mentioned by any participant as unfamiliar words in the
questionnaire. Thus, participants were supposed to know the words, but in actuality, their
knowledge was not correct or perfect. On the other hand, there are 12 instances of participants
giving correct answers to words they reported as unfamiliar, indicating that they increased
vocabulary through the course. In contrast, there were four cases where the participants gave

incorrect answers to the words they reported as unfamiliar.

Table 13
The Comparison between Unfamiliar Words and Incorrect Answers in the Post-course Test

Subsection Test items No. (incorrect) No. (unfamiliar)
sankin-kotai 1 (Carol) 0
o sakoku 1 (Carol) 0
Historical koshimoto 2 (Anna, Fred) 1 (Anna, Daisy)
vocabulary
hatamoto 1 (Anna) 4 (Anna, Daisy, Eddy, Helen)
kawaramono 1 (Fred) 1 (Anna)
kokera-otoshi 0 3 (Daisy, Eddy, Helen)
kogyo 0 1 (Daisy, Grace)
ichiza 2 (Daisy, Grace) 3 (Becky, Daisy, Iris)
Theater-related ~ korabo 1 (Eddy) 0
vocabulary saien 2 (Carol, Eddy) 0
shujinko 1 (Carol) 0
hanagata 2 (Daisy, Grace) 2 (Anna, Grace)
kyoen 1 (Daisy) 0

Note. No. (incorrect): The number of participants who gave incorrect answers
No. (unfamiliar): The number of participants who reported the words as unfamiliar words
As such, participants’ self-report of unfamiliar words did not necessarily correspond to
their test scores. There were several instances of participants giving incorrect answers in the

post-course test to words they reported as familiar. On the other hand, the number of unfamiliar

3!The subsection of kabuki-related vocabulary knowledge is not included in Table 12. It is because participants
(excluding two) did not report any kabuki-origin word as unfamiliar in the weekly questionnaires, as almost
none of the words were used in the main texts, except for the reference to them in Chapter One.
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words reported for each chapter indicated some connections between prior background
knowledge and the familiarity with advanced-level words. A notable instance was Chapter Two,
which described basic historical events of the Edo period. Most participants had prior knowledge
of'the Edo period (refer to Table 11). Consequently, participants reported the smallest number of
unfamiliar words in Chapter Two (refer to Table 12), even though this chapter had the highest

percentage of advanced-level word types among all chapters (refer to Table 4).

4.1.3. The Change in the Depth of Vocabulary Knowledge
The change in the depth of vocabulary knowledge was examined by quizzes administered
at the start of each lesson, as described in the Methods chapter. As presented in Table 14, all
participants showed considerable changes over seven weeks.
Table 14

The Percentage of Correct Answers in Vocabulary Depth Quizzes (Ten Questions per
Chapter)

Lesson Lesson Lesson Lesson Lesson Lesson Lesson

Week 1 Week 2 Week 3 Week 4 Week 5 Week 6 Week 7
Anna 70 60 60 70 80 50 70
Becky 40 50 60 70 60 30 30
Carol 60 30 70 60 40 40 40
Daisy 70 50 50 70 40 50 60
Eddy 40 30 60 60 50 30 60
Fred 40 60 80 30 70 50 50
Grace 50 50 60 70 80 60 80
Helen 30 40 60 60 70 30 30
Iris 30 50 70 70 70 40 70
Mean 47.78 46.67 63.33 62.22 62.22 42.22 54.44
SD 15.63 11.18 8.66 13.02 15.63 10.93 18.10

Among seven quizzes, those in the first and seventh weeks served as pre- and post-course

tests, as the test items in the two quizzes were chosen from all of 72 vocabulary depth items
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included in the pedagogical materials. The comparison between the two quizzes suggested an
increase in vocabulary depth knowledge of four participants. Figure 1 presents the results of the
comparison. As mentioned, four participants’ scores showed an increase, two participants

obtained the same scores in both quizzes, and the scores of three participants declined.
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Figure 1. The comparison between participants’ scores on quizzes administered in the first and
seventh weeks.

Further, the comparison was made between participants’ scores in the last-week quiz and

the average length of review time per chapter, as shown in Table 15.
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Table 15
Average Length of Review Time per Chapter
Participants Average Lengh of Review Time per Chapter
Anna 0
Becky 30 minutes
Carol just a bit
Daisy 0
Eddy 1.5 hours
Fred 0.5 - 1 hours
Grace 1.5 hours
Heleln 10 - 15 minutes
Iris 30 - 40 minutes (for Lessons One to Four)

The result showed that the average review time of the four participants who increased
their scores was longer than that of other participants. The four participants (Eddy, Fred, Grace,
and Iris) spent more than 30 minutes per chapter for the review. Although Iris stated that she was
too busy to do any review in the fifth and sixth lessons, she spent 30 to 40 minutes per chapter
when she reviewed, focusing on vocabulary depth study during the review. In the last-week quiz,
Iris increased her score by more than 100% from the first week. Eddy and Grace reported that
they spent about 1.5 hours reviewing, and both of them increased their scores by more than 50%
in the last-week quiz, while Fred who reviewed for 30 minutes to an hour per chapter increased
his score from 40% to 50%. In contrast, among three participants (Becky, Carol, and Daisy)
whose scores dropped, Daisy did not do any review, Carol reported that “chottodake fukushii
shita ‘1 reviewed just a bit’,” and Becky’s average length of review per chapter was 30 minutes
or less. For the two participants (Anna and Helen) who obtained the same scores in the first and
last lessons, Anna did not do any review, and Helen spent only 15 to 20 minutes for the review.

Concerning each aspect of vocabulary depth knowledge, the quiz results indicated that

participants tended to give incorrect answers to questions relating to the knowledge of use

(register constraints, collocations, and grammar), compared to the knowledge of meaning
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(associations, polysemous words, and concepts). As presented in Table 16, the aspect with the
lowest percentage of correct answers was the knowledge of morphology, or so-called word parts
according to Nation (2001)*, but three aspects of knowledge of use showed lower percentages of
correct answers than those marked by three aspects of knowledge of meaning. Excluding word
parts, register constraints showed the lowest, and associations showed the highest percentages of
correct answers.

Table 16

Percentages of Correct and Incorrect Answers in Each Category of Vocabulary Depth
Knowledge

Total Total Total Total Percentage
Category of Percentage

number number number of number of of
vocabulary depth of correct | . .

of of correct incorrect incorrect
knowledge . answers

questions answers | answers answers answers
Associations 6 54 44 81.5% 10 18.5%
\P;‘;lﬁsem"“s 25 225 139 61.8% 86 38.2%
Concepts 2 18 11 61.1% 7 38.9%
Grammar 3 27 16 59.3% 11 40.7%
Collocations 14 126 63 50% 63 50%
Register 13 117 54 46.2% 63 53.8%
constraints
Word parts 7 63 28 44.4% 35 55.6%
Total 70 630 355 56.3% 275 43.7%

Note. The total number of answers was calculated as follows: 9 x [the total number of questions]

Further, the percentages of correct answers did not correspond to the difficulty levels of
vocabulary, as shown in Table 17. This table shows percentages of correct answers as well as

those of test items at each JLPT level in each aspect of vocabulary depth knowledge.

32 Nation focused on the knowledge of affixes and the process of word-formation through derivation and
compounding. In the vocabulary depth quizzes, four questions concerned the usage of affixes (bound
morphemes), one question concerned the knowledge of complex verbs formed through compounding, and two
questions examined whether learners could distinguish between conjunctive forms of adjectives/verbs and
nouns converted from these forms.



Table 17

The Comparison between Percentages of Correct Answers and Test Items against
Total Numbers in Each Aspect of Vocabulary Depth Knowledge

90

TO‘:E of Total of Total of
Aspects Percentages  kyiigai NI N2/3  N4/N5 correct all all test
ANSWerS answers items
% of correct 55.6% 25.9% 81.5% 100%
o answers (30) (14) (44) (54)
Associations % of test 66.7% 33.3%
o OT TeS 170 D70 0
items 4 (2) 100% (6)
% of correct 8% 6.2% 5.3% 42.2% 61.8% 100%
Polysemous answers (18) (14) (12) (95) (139) (225)
words % of test 16% 8% 20% 56% 100%
items (4) (2) (5) (14) (25)
% of correct 61.1% 61.1% 100%
answers (1T) (11) (18)
Concepts % of test 100%
of tes
it"ems ) ° 100% (2)
% of correct 59.3% 59.3% 100%
of tes
items 3) 100% (3)
0 1)
nofcorrect 15 5000 94006 13.50% 16.70%  50%  100%
. answers (126)
Collocations
% of test 35.7% 7.1% 28.6% 28.6% 100%
items (5 (1) 4) 4) (14)
% of correct 4.3% 09% 265% 14.5% 46.2% 100%
Register answers ®) (1) (31) (17) (54) (117)
constraints % of test 7.7% 7.7% 46.2%  38.4% 100%
items (1) (1) (6) (5) (13)
% of correct 22.2% 22.2% 44 4%, 100%
14 14 28 63
Werdpars < e
o OI TCS . 0 . 0 0
items ) 3) 100% (7)
Total 630 70

Note. (1) The JLPT has five levels: N1 = advanced; N2 = upper-intermediate; N3 = intermediate;
N4 = upper-beginner; N5 = beginner; N = Nihongo.

(2) The numbers in the parentheses show numbers of correct answers and test items,

respectively, at each JLPT level.
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(3) A percentage of correct answers shows a percentage in proportion to all answers in
each aspect of vocabulary depth knowledge.

(4) A percentage of test items shows a percentage in proportion to all test items in each
aspect.

As presented in Table 17, the combined percentage of advanced-level (kyiigai and N1)
test items in register constraints was 15.4%, and the remaining 84.6% of test items were at the
N2 or lower levels (38.4% were at the N4/5 levels). On the other hand, the percentage of correct
answers in register constraints in proportion to total answers (n = 117) was 46.2%, and the
second lowest among all aspects. Thus, the test results regarding register constraints suggested
that many incorrect answers might concern questions of the N2 or lower levels. As a matter of
fact, the percentage of N2- or lower-level questions (84.6%) in register constraints was higher
than that of polysemous words (76%), which had the second highest percentage of correct
answers. In contrast, the aspect of vocabulary depth knowledge with the highest percentage of
correct answers was associations, although 66.7% of test items were at the kyiigai level, and the
remaining 33.3% were at the N2/3 levels. No item of the N4/5 levels was included in this aspect.
Likewise, concepts showed a comparatively high percentage of correct answers (61.1%),
although only kyiigai-level questions were included in this aspect. Concerning grammatical
functions, all three questions were at the N4/5 levels, but the percentage of correct answers
(59.6%) ranked just in the middle of the seven aspects. Only the aspect of word parts appeared to
be an exception to this trend. The percentage of kyiigai-level test items was 57.1%, which was
the third highest percentage among all aspects, while the percentage of correct answers was the
lowest.

Similarly, as presented in Table 18, the analysis of the results of the seventh-week quiz

demonstrated that advanced-level test items obtained the highest (100%) and the second highest
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(88.9%) percentages of correct answers, while N4/5-level test items ranked in the lowest (11.1%)

and the second lowest (33.3%) with regard to the percentages of correct answers.

Table 18
Percentages of Correct Answers for Each Test Item and its JLPT Level in the Vocabulary

Depth Quiz of the Seventh Week

JLPT vocabulary  Aspect of question item and Number of Percentage of correct
level question number correct answers
answers

kytigai Association (3) 9 100%
N1 Register constraints (1) 8 88.90%
N2/3 Word Parts (5) 5 55.60%
N2/3 Register constraints (6) 5 55.60%
N2/3 Collocations (9) 5 55.60%
N4/5 Grammar (7) 5 55.60%
kyiigai Concept (10) 4 44.40%
N2/3 Word Parts (8) 4 44.40%
N4/5 Register constraints (4) 3 33.30%
N4/5 Polysemous words (2) 1 11.10%

In the seventh-week quiz, three questions concerned register constraints. Learners were
asked to choose inappropriate situations to use ichio ‘tentatively, in a sort’ (adverb: N1),
tokoroga ‘however’ (conjunction: N2/3), and soreni ‘besides, and then’ (conjunction: N4/5),
respectively. During the lessons, some participants asked about the use of the three words, and I
gave detailed explanations, citing various example sentences. However, except for the distinction
between ichio and toriaezu, both of which means ‘tentatively,” many participants had difficulties
in distinguishing between rokoroga and sorenanoni (both has a meaning of ‘and yet’), and
among soreni, sorekara, and soshite (all of them have a meaning of ‘and then’). Therefore, I
decided to include the three items in the seventh-week quiz, to examine participants’ procedural
knowledge of those words. The results showed that only the question about the distinction

between ichio and foriaezu (Question 1) obtained a high percentage (88.9%) of correct answers.
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Concerning two test items involving the knowledge of word parts, they were included in
the seventh-week quiz because the percentages of correct answers for this aspect of vocabulary
depth knowledge were generally low (refer to Appendix N). One of the test items concerned
nouns converted from conjunctive forms of adjectives. In the first week, a similar word-
formation question was asked. A noun converted from a conjunctive form of an adjective (oku ‘a
large number’), a noun formed by attaching an affix sa to an adjective stem (¢6-sa ‘remoteness’
and ureshi-sa ‘joy’), and a noun formed by attaching an affix mi to an adjective stem (fuka-mi
‘depth’) were added as distracters among options to choose a conjunctive form of an adjective
(kanashiku ‘sad’: a conjunctive form of kanashii cannot be converted to a noun, and is used only
as an adjective). Only two participants (22.2%) answered correctly. Therefore, I included a
similar kind of word-formation question again in the last-week quiz to examine the progress
made by the participants. Although the number of participants with correct answers increased to
five (55.6%), four participants made errors. Besides, one of those who made errors answered
correctly in the first-week quiz.

In the seventh-week quiz, three advanced-level test items were included, as presented in
Table 17. Contrary to two advanced-level items with high percentages of correct answers, the
concept of chiigi, a kyiigai-level word, seemed to be difficult to acquire for many participants. Its
literal translation is ‘loyalty,” but an ideal chiigi is not simple obedience to a lord. According to
Nitobe (1938), who wrote Bushido (The Soul of Japan) in English in the Meiji period, a true
loyal retainer should have the courage to expostulate with his lord when the lord took mistaken
actions. This concept of chiigi was one of the important themes of Kanadehon Chushingura.

However, only four participants correctly understood this concept.
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Concerning the vocabulary levels, different levels of test items were included in some
questions. For example, Question 3 was to choose a pair of synonyms among five options. Four
pairs of words consisted of antonyms, and only one pair consisted of synonyms. Although some
options included words of the N2/3 levels, four of the ten words were at the advanced level.
Further, the correct answer was a pair of kyiigai-level words. Unless participants knew the
meanings of the kyiigai-level words, it was difficult to choose a correct answer. Therefore, |
regarded this question as an advanced-level test item.

Table 19 presents numbers of correct answers in each question from the seven quizzes.
The number of correct answers did not necessarily correspond to the difficulty levels of

vocabulary; some advanced-level vocabulary showed a high percentage of correct answers.

Table 19
Number of Correct Answers in Each Question from the Seven Quizzes

Lesson

week (From top to bottom) Question number/ Vocabulary level/ Number of correct answers

1 2 3 4 5 6 7 8 9 10
(COL) (WP) (REG) (WP) (COL) (ASSO) (POL) (COL) (POL) (REG)

N2/3 kyiigai  N2/3  N2/3 N4 kyigai  kyiigai = kyiigai N5 kyiigai

2 2 6 2 9 7 9 0 3 5
1 2 3 4 5 6 7 8 9 10
(POL) (COL) (COL) (COL) (POL) (POL) (POL) (POL) (COL) (POL)
N2/3  N2/3 | kpiigai N2/3  N2/3 N5 N2/3  kyigai N4 N1
3 3 9 1 2 8 2 2 5 8
1 2 3 4 5 6 7 8 9 10
(POL) (REG) (REG) (POL) (CON) (ASSO) (ASSO) (POL) (POL) (COL)
N4 N4 N1  hkyigai kvigai N2/3 N2/3 N4 N5 N2/3
9 5 1 5 7 8 6 8 9 4
1 2 3 4 5 6 7 8 9 10

(ASSO) (POL) (GR) (REG) (POL) (WP) (GR) (POL) (POL) (COL)

kyigai N5 N5 N4 N2/3 kyiigai N4 kyiigai  N2/3 kyiigai

9 9 5 5 8 4 6 2 4 4
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Ivj,eeseslgn (From top to bottom) Question number/ Vocabulary level/ Number of correct answers
1 2 3 4 5 6 7 8 9 10

(WP) (POL) (POL) (REG) (ASSO) (REG) (REG) (COL) (POL) (POL)
5 N2/3 N5 N5 N5 kyigai  N2/3 N2/3 N1 N4 N5
8 7 5 6 7 7 1 3 3 9
1 2 3 4 5 6 7 8 9 10

(POL) (POL) (WP) (REG) (COL) (COL) (REG) (POL) (POL) (COL)
6 N4 N5  hkyagai N2/3  hyagai  kyagai N5 N5 NI N5
7 7 3 4 2 7 3 4 6 2
1 2 3 4 5 6 7 8 9 10

(REG) (POL) (ASSO) (REQG) (WP) (REG) (GR) (WP) (COL) (CON)

7 N2/3 N4 | kyagai N5  kyagai N2/3 N4 N2/3 N4 hyiagai
8 1 9 3 5 5 5 4 5 4

Note. Each aspect of vocabulary depth knowledge was abbreviated as follows: REG = register
constraints; POL = polysemous words; ASSO = associations; WP = word parts; GR = grammar;
COL = collocations; CON = concepts

There were 24 items (highlighted ones) to which seven or more participants answered
correctly. Out of them, 15 items (62.5%) were at the N2 or lower levels, but the remaining nine
items (37.5%) were at the advanced level (kyiigai and N1). Further, four out of nine test items
with 100% correct answers were words/phrases of the kyiigai level. In contrast, more than six
participants answered incorrectly to 22 items. Among them, only eight items (36.4%) involved
words/phrases of the advanced-level words/phrases and the remaining 14 items (63.6%) were at
the N2 or lower levels.

In terms of the frequencies of appearance in the main texts, 17 (77.3%) of 22 test items
with more than six incorrect answers appeared only once or twice (refer to Appendix N). In
comparison, among nine test items with 100% correct answers, four had considerably higher
frequencies (7, 10, 25, and 32). Concerning the remaining five test items with 100% correct

answers, two kyiigai-level items (ninki-o-hakusuru; itabasami/jirenma) were explained in detail
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during the lessons in response to the questions posed by the participants. The provision of
detailed explanations may have a connection with the two items receiving 100% correct answers,
even though both items appeared only once in the main texts. All participants also gave correct
answers to a test item yo-ni used in the meaning of ‘in order to,’ in spite of its low frequency.
This word is usually taught at lower-intermediate classes (Harasawa, 2012), and the distinction
between the usage of yo-ni and tame-ni (both phrases mean ‘so as to”) was once included in the
bunpa section of the JLPT N3 test (The Japan Foundation & Japan Educational Exchange and
Services, 2012), suggesting that yo-ni is an important bunpo item for intermediate-level Japanese
learners. This may be the main reason explaining the 100% correct answers. This complex
particle has several other meanings. For example, yo-ni is used to express analogy, such as
kodomo-no yo-ni ‘like a child.” In another quiz, this meaning was questioned, and only one
participant answered correctly. The result suggested that only major meanings of polysemous
words may be taught at schools.

Between the remaining two low-frequency items where learners scored 100%, one item
concerned the knowledge of kanji used for a verb ageru ‘raise.” There are three kanjis which

mean ‘to raise’ (F\F 5, 515 %, and _L1J %) and are pronounced as ageru. Each kanji
collocates with specific nouns (e.g. tempura-o-ageru K55 %815 % ‘cook tempura’; rei-o-
ageru 5% 2511 % ‘give an example’; rieki-o-ageru F|35 % 17 % ‘make a profit’), although
they are sometimes used interchangeably, as in the case of te-o-ageru (F-% 2\ 5/ LT %)
‘raise a hand,” or tako-o-ageru (JNZ 5T 5/ L1F %) “fly a kite.” Among three kanji, 25T % is

a kyiigai-level word, but no participant made an error, probably because all participants were

Chinese-as-a-first-language Japanese learners with kanji knowledge.
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The last question item with 100% correct answers examined the knowledge of
idiomaticity. The meaning of an idiomatic phrase ashi-o-arau was included. All of the three
components (ashi, o, arau) are N5-level words, and its idiomatic meaning ‘wash one’s hands of’
is close to its literal meaning ‘wash one’s feet.” Due to its semantic transparency, participants
seemed to be able to guess correctly, even if they did not know this expression. In contrast, only
two participants answered correctly to a question concerning another idiomatic phrase fe-ni-
kakaru. This phrase means ‘become the prey of/be killed by.” Like ashi-o-arau, all components
of this phrase are N5-level words. However, participants were required to distinguish among
three idiomatic phrases involving te ‘hand,” and kakaru (‘hang’: intransitive verb) or kakeru
(‘hang’: transitive verb), in addition to the distinction among three particles: ga (a subject
marker); o (a direct object marker); and ni (used to indicate an instrument in this case). Two
other expressions were te-ga-kakaru ‘require a lot of work’ and te-o-kakeru ‘take care of.” In
addition to the difficulty of learning idiomatic phrases, the results suggested participants’ partial
acquisition of basic grammatical knowledge relating to particles, transitive verbs, and intransitive
verbs.

The difficulty in acquiring the knowledge of idiomaticity was also identified in the
question asking about the idiomatic meaning of a compound verb “V + nuku.” In this question,
all participants made errors. Compound verbs are usually classified as advanced-level words,
although most of the components are at the N2 or lower levels. The verb nuku per se is a N2-
level word, and mainly means ‘pull/take...out of,” or ‘remove...from.” When nuku is used as a
second component of a compound verb, it usually means ‘to complete without giving up,” as in
tae-nuku ‘hold out/endure to the end.” However, nuku is occasionally used in an idiomatic

expression, such as dashi-nuku ‘outsmart.” The kyiigai-level compound verb was the most
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difficult question in vocabulary depth quizzes due to its relative semantic opacity; no participant
answered correctly.

As just described, the results of vocabulary depth quizzes seemed to indicate a slower
pace of acquiring the depth of vocabulary knowledge than the vocabulary breadth. Word
knowledge pertaining to register constraints and collocations seemed to be especially difficult to
acquire, as compared to other aspects of vocabulary depth knowledge. Further, the results of
vocabulary depth quizzes suggested that difficulty level was not necessarily consistent with
percentages of correct answers; many incorrect answers concerned N2- or lower-level question
items. Likewise, the amount of exposure to the target words seemed to play a role in the

acquisition of the depth of vocabulary knowledge, as in the case of vocabulary size.

4.2. The Change in Reading Comprehension

4.2.1. The Results in the Reading Sections of the Pre- and Post-course Tests

Table 20 presents the percentage of correct answers of each participant in the reading
sections of the pre- and post-course tests. The comparison between the pre- and post-course tests
demonstrates that only four participants increased their scores. Among the remaining five
participants, four obtained the same scores in both tests, and one participant showed a decline.

Table 20

Percentages of Correct Answers for Reading Comprehension in the Pre- and Post-course
Tests

Name | Anna Becky Carol Daisy Eddy Fred Grace Helen Iris | Mean SD
Pre 70 60 10 40 70 60 50 80 70 || 56.67 21.21
Post 90 60 100 40 30 60 50 100 90 || 68.89 26.67
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4.2.2. The Results of Weekly Comprehension Tests to Measure the Level of

Comprehension of the Main Texts

Table 21 presents the percentage of correct answers of each participant in weekly

comprehension tests administered to measure the level of comprehension of the main texts.

Table 21
Results of Weekly Reading Comprehension Tests

Chap. Chap. Chap. Chap. Chap. Chap. Chap.
N R R R SD

Anna 90 80 100 90 100 90 80 90.00 8.16
Becky 20 80 90 70 80 90 60 70.00 24.49
Carol 30 90 80 50 40 70 80 62.86 22.89
Daisy 80 70 60 80 60 50 80 68.57 12.15
Eddy 30 100 70 80 60 70 90 71.43 22.68
Fred 80 90 60 90 30 60 50 65.71 22.25
Grace 80 90 80 90 80 80 60 80.00 10.00
Helen 30 100 90 100 70 90 90 81.43 24.78
Iris 60 90 90 80 100 70 100 84.29 15.12
Mean  55.56 87.78  80.00  81.11 68.89 7444  76.67 | M=74.92; SD = 6.66
SD 27.89 9.72 14.14 1453  24.21 1424  16.58

As in vocabulary depth quizzes, all participants showed considerable changes in their

scores from chapter to chapter. Likewise, mean scores changed considerably from chapter to

chapter. Participants did not increase their scores incrementally as lessons proceeded. Weekly

reading comprehension scores were compared with participants’ self-reports about their

perceptions of the main texts. As data collection instruments, I used weekly questionnaires and a

post-course questionnaire. Table 22 presents the data collected through weekly questionnaires.

Although the perceptions of each participant did not show any recognizable pattern, such as

changing from “difficult” to “easy” as the lessons proceeded, the average perception of

participants for each chapter indicated that Chapter One was perceived as the most difficult
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among all chapters, and the last three chapters (Chapters Five, Six, and Seven) were perceived as
easier than the first four chapters excluding Chapter Two. Overall, the number of instances of
reports of the main texts as “somewhat easy” (n =19) exceeded the “somewhat difficult” (n =13)
number by 46%, but no one perceived the main texts as being “very easy” or “easy” in any
chapter.

Table 22
Participants’ Perceptions of Each Chapter Reported in Weekly Questionnaires

Chap.1 Chap.2 Chap.3 Chap.4 Chap.5 Chap.6 Chap.7 mean

Anna 2 2 2 1 1 1 2 1.57
Becky 4 2 1 3 1 1 2 2

Carol 1 2 2 3 4 1 2 2.14
Daisy 3 3 1 3 1 1 1 1.86
Eddy 2 1 3 1 1 1 1 1.43
Fred 3 2 2 2 2 2 3 2.29
Grace 3 2 4 2 3 1 2 2.43
Helen 2 1 2 2 2 2 2 1.86
Iris 3 2 3 3 2 2 2 2.43
mean 2.56 1.89 2.22 2.22 1.89 1.33 1.89 2

Note. Each number indicates the following difficulty level: 1 = somewhat easy; 2 = neither easy
nor difficult; 3 = somewhat difficult; 4 = difficult (No participant reported “very easy,” “easy,”
or “very difficult.”)

Table 23 compares participants’ reading comprehension, their lexical knowledge, and
their perceptions of each chapter. Certain connections are suggested between self-reported
numbers of unfamiliar words (refer to Table 12) and scores of weekly reading comprehension
tests for some chapters. Especially, the total number of self-reported unfamiliar words of Chapter
One, which marked the lowest mean score, was more than twice as many as that of Chapter Two,
which marked the highest mean score. Likewise, participants’ mean scores showed some

connections with their perceptions of the main texts in terms of difficulty levels in some chapters.



101

Table 23

Connections among Reading Comprehension, Participants' Lexical Knowledge, and their
Perceptions of the Main Texts in terms of the Levels of Difficulty

Mean scores of weekly reading  Total number of unfamiliar ~ The mean of participants'

comprehension tests (from the words reported by perceptions in terms of the
highest to the lowest) participants difficulty levels

87.78 (Chapter 2) 21 1.89
81.11 (Chapter 4) 39 2.22

80 (Chapter 3) 58 2.22
76.67 (Chapter 7) 30 1.89
74.44 (Chapter 6) 38 1.33
68.89 (Chapter 5) 40 1.89
55.56 (Chapter 1) 44 2.56

Note. The mean of participants' perceptions is based on the following difficulty level (refer to
Table 22): 1 = somewhat easy; 2 = neither easy nor difficult; 3 = somewhat difficult; 4 = difficult
(No participant reported “very easy,” “easy,” or “very difficult.”)

Concerning participants’ perceptions of the main texts in terms of the difficulty levels, for
example, Chapter Two was perceived as “somewhat difficult” by only one participant, and no
one perceived it as “difficult.” Based on Table 22, the average perception of participants for this
chapter was 1.89. As the numbers “1” and “2” indicated “somewhat easy” and “neither easy nor
difficult,” respectively, the number 1.89 seemed to mean “sometimes somewhat easy,” and
Chapter Two was one of the three chapters perceived as the second easiest of all the chapters. At
the same time, in terms of test scores of weekly reading comprehension tests, Chapter Two had
the highest mean score (M = 87.78) among the seven chapters. In this regard, participants’
perceptions of this chapter coincided with actual test scores. The results of Chapter One also
demonstrated the consistency between participants’ perceptions and test scores. The highest
number of five participants perceived this chapter either as “somewhat difficult” or “difficult.”
The average difficulty level self-reported by participants similarly showed that this chapter was

perceived as the most difficult one (2.56). As if in response, Chapter One showed the lowest
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mean test score (M = 55.56). However, participants’ perceptions did not correspond to test scores
in three chapters. Concerning Chapter Six, six participants reported that this chapter was
“somewhat easy,” and no one perceived it as “somewhat difficult” or “difficult.” The average
difficulty level for this chapter also showed that it was perceived as the easiest chapter (1.33).
Nevertheless, Chapter Six ranked in fifth place in terms of a mean test score (M = 74.44).
Chapters Five and Seven showed similar results. On average, both chapters were perceived as the
second easiest (1.89), like Chapter Two. However, the mean test scores of the two chapters
ranked in sixth (M = 68.89) and fourth place (M = 76.67), respectively.

Along with weekly questionnaires, participants’ perceptions of the overall pedagogical
materials were also sought in the post-course questionnaire. Table 24 presents the results.

Table 24

Participants’ Perceptions for the Pedagogical Materials Self-reported in the Post-course
Questionnaire

Self-reported difficulty levels Participants
Somewhat easy Anna, Becky, Eddy
Neither easy nor difficult Daisy, Helen, Iris
Somewhat difficult Carol, Fred, Grace

Among three participants who chose “somewhat easy” (Anna, Becky, and Eddy), Eddy reported
five chapters as “somewhat easy” in the weekly questionnaires. In this regard, his report in the
post-course questionnaire roughly coincided with that in the weekly questionnaires. Anna
perceived only three chapters as “somewhat easy,” and her self-reports of the other chapters were
“neither easy nor difficult.” Yet, she perceived the later chapters as “somewhat easy,” and
reported fewer unfamiliar words in the three chapters perceived as “somewhat easy,” as
compared to almost all of other chapters (see Table 12), indicating connections between learners’

perceptions and vocabulary size. Further, the average of her self-reported perceptions for seven
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chapters was 1.57, which suggested that Anna perceived the main texts mostly as “somewhat
easy.” In the case of Becky, she perceived only three chapters as “somewhat easy.” Regarding
other chapters, she perceived two chapters as “neither easy nor difficult,” and each of the
remaining two chapters as “difficult” and “somewhat difficult,” respectively. The average of her
self-reports for seven chapters was 2, which indicated “neither easy nor difficult.” However, the
average perception for the last three chapters was 1.33. As such, her perceptions of the
pedagogical materials seem to have changed from “difficult” to “somewhat easy” as the lessons
proceeded.

Among three participants who chose “neither easy nor difficult” (Daisy, Helen, and Iris),
Helen perceived six out of seven chapters as “neither easy nor difficult” in the weekly
questionnaires. Helen’s perceptions in both questionnaires mostly agreed. The exception was
Chapter Two. She perceived it as “somewhat easy,” and her perception was in consistency with
her test score: She obtained a full score in the reading comprehension test of Chapter Two.
Likewise, Helen scored 100% in the subsections of historical vocabulary knowledge in both pre-
and post-course tests. As Chapter Two exclusively covered historical events in the Edo period,
her familiarity with historical vocabulary may also have had a connection with her perception of
Chapter Two as “somewhat easy.” In the case of Iris, she perceived three chapters (One, Three,
and Four) as “somewhat difficult,” but the remaining chapters including the last three chapters
were “neither easy nor difficult” for her. Concerning the number of unfamiliar words, she
reported none in three chapters (Chapters Two, Five, and Seven), all of which she perceived as
“neither easy nor difficult,” suggesting a certain connection between her perception and
vocabulary size. Lastly, Daisy tended to perceive latter chapters as less difficult. Compared to

the average of her self-reported perceptions for the first four chapters (2.5), the average difficulty
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level self-reported for the last three chapters was 1 (somewhat easy). Nevertheless, her mean
score for the last three chapters (63.33) was lower than that for the first four chapters (72.5),
based on the data presented in Table 20. Her case indicated little connetion between self-reported
difficulty level and reading comprehension test scores.

Among three participants who chose “somewhat difficult” (Carol, Fred, and Grace) in the
post-course questionnaire, Grace perceived only two chapters (Chapters One and Five) as
“somewhat difficult” in weekly questionnaires. Concerning other chapters, she perceived one
chapter as “difficult,” three chapters as “neither easy nor difficult,” and one chapter as
“somewhat easy.” Grace’s self-reported perceptions seem to have some connections with her
vocabulary size, because she reported the largest number of unfamiliar words among the
participants (refer to Table 12), and the number did not decrease as the lessons progressed. In the
case of Fred, most chapters were self-reported as “neither easy nor difficult,” except for two
chapters (Chapters One and Seven) self-reported as “somewhat difficult” in weekly
questionnaires. Nevertheless, Fred’s overall perception of the pedagogical materials was
“somewhat difficult.” His self-report may have a connection with his reading comprehension.
Concerning weekly reading comprehension tests, his mean score of the last three chapters
(46.67%) was considerably lower than that for the first three chapters (76.67%). Thus, his
reading comprehension seemed to decline as the lessons progressed. In the case of Carol, her
overall perception of the pedagogical materials was “somewhat difficult,” even though she
reported five chapters as “neither easy nor difficult” or “somewhat easy.” Her perceptions
changed from “somewhat easy” to “difficult” as the lessons progressed to Chapter Five (Chapter
One “somewhat easy”; Chapters Two and Three “neither easy nor difficult” ; Chapter Four

“somewhat difficult”; and Chapter Five “difficult”). Further, her scores in the reading
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comprehension tests continued to decline from Chapters Two to Five. Although her scores
increased in Chapters Six and Seven, her mean score for weekly reading comprehension tests
was the lowest among the participants (refer to Table 19). As such, her reading comprehension

seems to have a connection with the self-reported difficulty level of the pedagogical materials.

4.3. The Change in Cultural Background Knowledge and the Interest in Kabuki
4.3.1. The Change in Background Knowledge Relating to Japanese History and
Kabuki

4.3.1.1. The Results of Background Knowledge Section of the Pre- and Post-course

Tests
Table 25 presents the percentage of correct answers of each participant in the background

knowledge section of the pre- and post-course tests.

Table 25

Percentages of Correct Answers in Background Knowledge Sections of the Pre- and Post-
course Tests

Anna Becky Carol Daisy Eddy Fred Grace Helen Iris | Mean SD

Pre | 70 80 80 60 100 60 50 50 100 | 72.22 19.22
Post || 100 60 80 70 70 60 100 100 100 | 82.22 17.87
Pre | 30 10 20 20 30 30 20 20 50 || 25.56 113
Post || 80 70 80 60 70 40 50 30 80 || 62.22 18.56

History

Kabuki

Concerning historical background knowledge, the comparison between the scores of the
pre- and post-course tests indicated an increase of only four participants. Among the remaining
five participants, the scores of two participants declined, while three obtained the same scores in
both tests. The results suggested only a partial role of the use of the pedagogical materials in the

change of historical background knowledge.
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Concerning kabuki-related background knowledge, all participants increased their scores
in the post-course test. The mean of the post-course test was 62.22%, in contrast to the mean of
25.56% in the pre-course test. The scores of six (approximately 67%) of the nine participants
more than doubled in the post-course test, with Becky scoring seven times higher than in the pre-
course test. Thus, their scores of kabuki-related background knowledge in the post-course test
considerably increased from those of the pre-course test, although their mean was still much

lower than that of their historical background knowledge (M = 82.22) as presented in Table 22.

4.3.1.2. The Connection between Prior Knowledge of Historical Events and Participants’

Increase in Historical Background Knowledge

While the above-mentioned results suggested a partial role of the use of the pedagogical
materials in the increase of historical background knowledge, participants’ incorrect answers
concentrated on the Ako Incident, which the kabuki play Kanadehon Chushingura was based on.
As the analysis of Kanadehon Chushingura in comparison with the real historical incident was
one of the main foci of the study, it was essential for participants to know what had actually
happened in the historical context. Therefore, five questions out of ten in the post-course test
were related to this incident, anticipating that participants had acquired historical background
knowledge of this particularly important historical event by the use of the pedagogical materials.
However, except for four participants who obtained 100% in the post-course test, five
participants made errors mostly about the questions relating to the Ako Incident. All of the
incorrect answers of three participants (Carol, Eddy, and Fred), and all but one of the incorrect
answers of two participants (Becky and Daisy) concerned the Ako Incident.

It should be pointed out, though, that participants’ perceptions of the main texts did not

necessarily correspond to their scores in the historical background knowledge section of the post-
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course test. For example, Grace and Iris who perceived the main texts of Chapter Three as being
either “difficult” or “somewhat difficult” scored 100% for the questions concerning the Akd
Incident. In contrast, Becky and Daisy perceived Chapter Three as “somewhat easy,” but their
percentages of correct answers to the same questions were 40% and 60%, respectively. The
inconsistency between learners’ perceptions and test scores was similarly recognized in reading

comprehension tests. The reasons for such inconsistency are discussed in the next chapter.

4.3.2 The Change in the Interest in Kabuki

In the pre-course questionnaire, all participants mentioned “interest in Japanese culture”
as one of the motivations for studying Japanese (refer to Table 7 presenting participants’
profiles). All of them also had prior knowledge of kabuki, although only three of them viewed it
either over internet or in dramas, and none of them viewed kabuki plays live in theatres. Except
for one who mentioned characters’ white make-up faces as scary, almost all participants had
good impressions about kabuki. Participants seem to have taken the course expecting to increase
their knowledge of Japanese culture through the study of kabuki.

In the post-course questionnaire, participants were asked to report the degree of interest
in the story of Kanadehon Chushingura. Eight participants were either “highly interested” (n =
2), “interested” (n = 2), or “somewhat interested” (n = 4). Although one participant reported that
she was neither interested nor uninterested, no one chose “uninterested” as a reply. Both of the
participants who reported “highly interested” were male students (Fred and Eddy). Fred
commented that he was especially attracted to respectable deeds of Oishi Kuranosuke, an actual
historical figure with strong loyalty to his master and the leader of the revenge group. Oishi
Kuranosuke is equivalent to Oboshi Yuranosuke in Kanadehon Chushingura. Although Oboshi

Yuranosuke is one of the main characters in the play, the focus of the play is placed on the agony
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and the struggle of lower-rank samurai in the revenge group, and Yuranosuke’s unwavering
loyalty to his master is rather critically depicted in the play. However, Fred seemed to be most
strongly impressed by the episode when Yuranosuke determined to take revenge on his master’s
enemy. His report suggests that his comprehension of the pedagogical materials may have been
inadequate. His mean score of weekly reading comprehension tests over seven weeks seems to
support my speculation: he had the second lowest mean score among participants (refer to Table
21). Even so, he was highly interested in Kanadehon Chushingura, and reported in the post-
course questionnaire that he was very willing to continue to learn aboutg kabuki in the future.
Eddy reported that he was highly interested in the story because it provided him with abundant
information about Japanese culture and history. He seemed to be particularly eager to acquire
background knowledge. In the post-course interview, he reported: “At first, I thought we would
study about the outline of kabuki plays and actors, but we could study about historical events and
the contents of the play. I enjoyed the lessons. I liked the parts about historical and cultural
background knowledge. My historical knowledge increased through your course.” Thus, he
perceived that the pedagogical materials were especially helpful in acquiring historical
background knowledge.

In contrast to the two male participants, many female participants referred to the most
humane aspects of the story, such as the episodes involving romantic or filial love, rather than
the episode about revenge. For example, Anna was interested in an episode about a weak-willed
samurai who was once forced to leave the revenge group because of his love for his girlfriend,
and was finally accepted as a member of the revenge group by committing seppuku after a chain
of tragic events. Grace was attracted by an episode about a father who prioritized his love for his

daughter over loyalty to his master and decided to die for the sake of her happiness. Carol and
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Daisy were somewhat interested in the episodes of three heroines, and Helen referred to the
personalities of the main characters and their faults as a point of interest, although she reported
that she was neither interested nor uninterested in Kanadehon Chushingura. In contrast, Iris was
somewhat interested in the different perspectives presented in the main texts rather than in the
storyline or the characters. Becky stated that some episodes with familiar historical background
were somewhat interesting, but commented that the relationships among the main characters
were a bit difficult to comprehend.

Concerning willingness to view kabuki in theatres, all participants replied affirmatively in
the post-course questionnaire. Especially, six participants out of nine were highly willing, while
the remaining three were willing, to view kabuki live in theatres. With regard to willingness to
continue to learn about kabuki in the future, one participant was highly willing, and four
participants were willing to continue the study about kabuki. The rest of the participants were
somewhat willing to do so. In the post-course interviews, I asked again whether they were
interested in continuing their learning using similar Japanese language-learning materials based
on kabuki. To this question, eight participants excluding Becky replied aftirmatively. Becky also
stated that she would like to study about kabuki again in the future, although she was too busy to
do so at the moment. Considering the positive replies from all participants both in the

questionnaires and interviews, the interest in kabuki seems to have increased during the course.

4.3.3. Participants’ Perceptions of the Degree of Helpfulness of the Pedagogical

Materials for Increasing Historical and Cultural Background Knowledge

In the post-course questionnaire, participants were asked to report how helpful the
pedagogical materials were in increasing their background knowledge. With regard to kabuki-

related background knowledge, the pedagogical materials were rated by the participants as
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follows: “highly helpful” (n = 3), “helpful” (n = 5), or “somewhat helpful (n = 1). Participants’
perceptions were consistent with the test results, as all participants increased kabuki-related
knowledge as measured by the comparison between the pre- and post-course tests. In respect of
other aspects of Japanese traditional culture, four participants perceived the pedagogical
materials as “highly helpful,” four participants reported “helpful,” and one participant reported
“somewhat helpful.”

Concerning historical background knowledge, seven participants perceived the
pedagogical materials as “highly helpful” (n = 4), “helpful” (n = 1), or “somewhat helpful” (n =
3), while one participant reported that the pedagogical materials were “neither helpful nor
unhelpful.” However, their perceptions were not directly connected to test scores. Among four
participants who replied “highly helpful,” only two participants (Daisy and Grace) increased
their scores in the post-course test. The participant who reported “helpful” was Iris. However, it
was not possible to know whether or not she increased historical background knowledge based
on the test scores, because she scored 100% both in the pre- and post-course tests. Among
participants who reported “somewhat helpful” (Anna, Becky, and Carol), only Anna’s score
increased in the post-course test. Becky’s score decreased in the post-course test, and Carol
obtained the same scores in both tests. In contrast, Helen’s score doubled in the historical
background subsection of the post-course test (from 50% to 100%), although she reported that
the pedagogical materials were “neither helpful nor unhelpful.”

Lastly, combined scores of all subsections in each of the vocabulary (30 questions in
total) and background sections (20 questions in total) were calculated, as the goals of the present
study were to increase the participants’ breadth and depth of vocabulary knowledge, as well as

background knowledge relating to Japanese history and kabuki. For the calculation, scores of all
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subsections in each section were added. Perfect scores for each section were as follows: 300 in
the vocabulary knowledge section; 200 in the background knowledge section; and 100 in the
reading comprehension section. Then, percentages of each participant’s total scores in relation to
the full scores in each section were calculated, as presented in Table 26. The comparison of
percentages in the section regarding vocabulary knowledge between the pre- and post-course
tests showed an increase among seven (approximately 78%) of the nine participants. Concerning
the scores in the section of background knowledge, all (100%) of the participants increased
percentages of their scores in the post-course test. In contrast, only four (approximately 44%) of

the participants increased their scores in the reading comprehension section.

Table 26

Percentages of Participants’ Total Scores against Perfect Scores in Each of Vocabulary,
Background Knowledge, and Reading Comprehension Sections of Pre- and Post-course Tests

Anna Becky Carol Daisy Eddy Fred Grace Helen  Iris
Pre | 76.67 60 70 50 80 20 73.33  93.33  76.67
Vocabulary
Post || 93.33 93.33 80 76.67 80 86.67 9333 7333 100
Background Pre 50 45 50 40 65 45 35 35 75
knowledge Post | 90 65 80 65 70 50 75 65 90
Reading Pre 70 60 10 40 70 60 50 80 70
comprehension  Post 90 60 100 40 30 60 50 100 90

Overall, the findings indicated that all participants increased background knowledge of
kabuki. Concerning vocabulary, almost all participants, excluding Helen and Eddy, increased
vocabulary size related to kabuki and general theatrical performances. In the case of Helen, her
score of kabuki-origin vocabulary sharply declined, while her score of the theatre-related
vocabulary increased, in the post-course test. In the case of Eddy, his scores neither increased nor
decreased in any of the subsections of the vocabulary section. Concerning other sections and/or

subsections, less than half of the participants increased their scores; four participants in the
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subsection regarding historical background knowledge and the sections regarding the depth of
vocabulary knowledge and reading comprehension, and only one participant in the subsection
regarding historical vocabulary knowledge. Further, concerning weekly reading comprehension
tests, no participant showed a linear increase in test scores as the lessons progressed.
Nevertheless, from participants’ reports in the post-course questionnaire and individual
interviews, most participants seemed to have increased the interest in kabuki, and the use of the
pedagogical materials seemed to be helpful in increasing the learners’ background knowledge

related to kabuki, other aspects of Japanese traditional culture, and Japanese history.
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Chapter Five: Discussion

This chapter discusses the findings presented in the Results chapter in the order of the

three research questions.

5.1. A Role Played by the Use of the Pedagogical Materials in the Change of the Breadth

and Depth of Vocabulary Knowledge (Research Question 1)

The present study addressed both of the dimensions involved in vocabulary knowledge,
that is, the breadth and depth of vocabulary. For the measurement of the change in participants’
breadth of vocabulary knowledge, the pre- and post-course tests were used (refer to Table 7).
The knowledge of historical vocabulary, words of kabuki-origin, and words related to other
theatrical performances were examined separately, using ten multiple-choice questions in each
subsection.

Concerning historical vocabulary, the results of the pre- and post-course tests did not
indicate clear roles of the use of the pedagogical materials. In the pre-course test, seven
participants achieved a perfect score, while the remaining two obtained 80%. In contrast, the
number of participants with a perfect score decreased to six in the post-course test, with the
remaining three obtaining 80%. Only one participant increased her score from 80% to 100%,
while the scores of two participants declined in the post-course test (from 100% to 80%). The
scores of the other six participants were the same, with five of them obtaining a perfect score, in

both tests. Regarding these five participants, it was not possible to determine whether they did

not increase their historical vocabulary knowledge only based on test scores. Likewise, an
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increase in historical vocabulary was not clearly identified based on the interview data, although
eight of the nine participants reported an increase in their vocabulary, without asking the learners
to give further detailed information about each subsection of vocabulary. This issue merits
further research.

Although all of the vocabulary was at the advanced (i.e., N1 or kyiigai) level, the
historical vocabulary selected for the pre- and post-course tests was too easy for the participants,
considering the mean scores of 96.66% and 93.33%, respectively in the pre- and post-course
tests. The results indicated that the level of participants’ historical vocabulary knowledge was
higher than I had originally anticipated. Such a high level of historical vocabulary knowledge
seems to have a connection with participants’ prior historical knowledge and interest, as positive
effects of prior vocabulary knowledge on vocabulary acquisition was found by Webb and
Chang’s (2015) study. Seven participants with a full score in the pre-course test reported that
they had known about the Edo period before the start of the course. For example, three of them
studied Japanese history at schools, and two of them learned about the Edo period through
Japanese TV dramas and films, based on the pre-course questionnaire data. Further, eight
participants reported that they were interested in history. It was found by many researchers (e.g.,
Horst & colleagues, 1998; Hulstijin & Laufer, 2001; Nation, 2005; Pellicer-Sanchez, 2016;
Pellicer-Sanchez & Schmitt, 2010; Pigada & Schmitt, 2006; Saragi et al., 1978;Wang, 2014;
Webb, 2007) that frequent exposures to unfamiliar words were effective for acquiring new
vocabulary. Therefore, it is possible that participants in the present study already knew more
advanced-level historical vocabulary than usually expected.

Meanwhile, the criterion for choosing test items was whether or not a word was taught in

Japanese elementary or junior high schools. The reason I adopted this criterion was that nine
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years of education in Japanese elementary and junior high schools is the compulsory education
period, and the basic historical vocabulary is taught during this period. Most of the historical
vocabulary, whether basic or more advanced, is classified as the advanced level in the JLPT
vocabulary lists. Therefore, I expected that intermediate-level participants might be unfamiliar
with most of historical words, including ones elementary school students are supposed to know
in Japan. However, contrary to my expectation, participants’ test scores in the pre-course test
were very high. The results of the present study seemed to suggest that careful attention should
be paid to individual learner variables in addition to their language proficiency levels when the
vocabulary in a specific field was the target of investigation. The interest of Japanese language
learners differs. It is possible that learners may be more frequently exposed to the vocabulary
used in the materials dealing with themes they are interested in. Likewise, L2 students majoring
in specific subjects are expected to be familiar with many advanced-level words used in their
major.

With regard to words of kabuki-origin, seven (approximately 78%) of the nine
participants increased their scores in the post-course test, and five of the seven increased their
scores by more than 50%. Further, the scores of three of the five rose by two to three times
compared to their scores in the pre-course test, demonstrating a notable increase. Thus, the use of
the pedagogical materials played a certain role in the increase of words of kabuki-origin, as far as
seven participants are concerned. Between two participants who did not increase their scores,
one participant (Eddy) had the same score in both tests. As mentioned in the Results chapter,
Eddy neither increased nor decreased his scores in any subsection of the vocabulary section. The
use of the pedagogical materials seemed to be little helpful in increasing his vocabulary based on

test scores, although he reported that his vocabulary increased in the post-course interview. In
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contrast, the other (Helen) decreased her score of kabuki-origin vocabulary test sharply from
100% in the pre-course test to 20% in the post-course test. Considering her low scores of kabuki
background knowledge in the pre- and post-course tests (20% and 30%, respectively), she may
have obtained a full score for words of kabuki-origin in the pre-course test only by random
guesses. In spite of the sharp decline of Helen’s score in the post-course test, the mean score of
kabuki-origin vocabulary in the post-course test (M = 76.67%) was approximately 35% higher
than that in the pre-course test (M = 56.67%).

Likewise, almost all participants, excluding Eddy, increased their scores for theatre-
related words in the post-course test. Five of them increased their scores by more than 50%. The
comparison of mean scores of theatre-related words between the two tests also indicated a
considerable increase: 61.11% in the pre-course test and 91.11% in the post-course test, showing
an increase of approximately 50%. As such, strong connections were indicated between the use
of the pedagogical materials and the increase in theatre-related words.

A few factors seem to have contributed to these increases. In the case of kabuki-origin
words, fill-in-the-blank practice exercises were handed out twice through the course. I prepared
the exercises to facilitate participants’ conversation during small-group discussion sessions, as
there was little lively conversation among participants in the first lesson. Although the exercises
did not effectively serve the purpose because participants mostly did the exercises alone without
talking to each other, the provision of such additional vocabulary instructions may be related to
the increase of kabuki-origin words, as some studies demonstrated that vocabulary exercises,
such as extended instructions, had positive effects on vocabulary increase (e.g., Collins, 2010;
Coyne et al., 2009). In the case of theatre-related words, no practice exercises were provided to

participants. Further, most test items appeared only once or twice in the main texts. However, |
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repeatedly used some of the words, such as saien ‘restage,” kyoen ‘costar,” or shujinko ‘main
character,” when I explained about kabuki performances during the lessons. Additionally, some
words were used in the questions included in weekly reading comprehension tests. Consequently,
participants may have incidentally learned new theatre-related words and retained them when the
post-course test was administered. As afore-mentioned, word encounter frequencies were found
to have a strong relationship with vocabulary increase by many researchers (e.g., Nation, 2005;
Pellicer-Sanchez & Schmitt, 2010). Likewise, the results of the present study seemed to indicate
a connection between vocabulary acquisition and word encounter frequencies. The number of
unfamiliar words reported by participants tended to decrease in later chapters (refer to Table 12),
at the same time as the increase in word encounter frequencies in later chapters, suggested by the
increase of advanced-level types appearing multiple times as the lessons proceeded (see §3.1.4.3).

Further, “rich explanation” (Collin, 2010) seems to have played a certain role in the case
of a few words, such as hanagata ‘a young, star performer’ (appeared in Chapter One of the
pedagogical materials) or kokera-otoshi ‘special performances at the time of the grand opening
of a new theatre’ (Chapter Four). Among others, kokera-otoshi is a low-frequency word which
many Japanese native speakers may be unfamiliar with. This word was used in the context
describing a particularly important position of the kabuki play Kanadehon Chushingura in all
kabuki repertoires. This play was performed at the time of the grand opening of new Kabuki-za
Theatre as kokera-otoshi koen (Koen also means ‘performance,’ but it is usually used as a set
with kokera-otoshi). In response to a participant’s question about the word, I gave a detailed
description about it during the lesson. Such “rich explanation,” or detailed explanation, might
have contributed to the acquisition of this word. In the post-course test, all nine participants

chose the correct answer about the meaning of this word.
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Besides the above-mentioned intentional vocabulary learning strategies, all participants
used vocabulary lists, and some of them further looked at online dictionaries to supplement the
vocabulary lists, either immediately or after guessing from the contexts. Among effective
vocabulary learning strategies, the combination of intentional and incidental vocabulary learning
has been advocated by various researchers (Algahtani, 2015; Eckerth & Tavakoli, 2012; Fraser,
1999; Khonamri & Roostaee, 2014; Mondria, 2003; Nation, 2015; Pellicer-Sanchez, 2016;
Pellicer-Sanchez & Schmitt, 2010; Wang, 2014). One of the effective ways of intentional
learning suggested by researchers is the use of dictionaries (e.g., Bishop, 2000; Liu, 2014;
Mondria, 2003; Nation, 2015). For example, Nation (2015) recommended learners use
dictionaries for verifying the meanings of words after having guessed from the context.
Participants’ use of vocabulary lists as well as references to other online sources presumably
contributed to the increase of vocabulary, especially relating to kabuki and other theatrical
performances.

With respect to the depth of vocabulary knowledge, only four participants seemed to have
increased their knowledge, as shown in the comparison between the quizzes of the first and
seventh weeks (see Figure 1). At the same time, it was found that these four participants spent
more time on the review of lessons compared to other participants, indicating a role of
intentional vocabulary learning in the acquisition of vocabulary depth (e.g., Schmitt, 2008;
Nation, 2015). Although most studies dealt with the vocabulary breadth, Nation (2001) provided
a list of intentional activities for the learning of vocabulary depth. Especially, two of the four
participants spent about 1.5 hours for the review. The remaining two spent from 30 minutes to
one hour on the review, whereas the review hours of other participants were between zero and 30

minutes at most. Among others, Iris focused on the study of vocabulary depth in the review, and
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carefully looked over incorrect answers and tried to understand the reasons why she made errors.
If she still had questions, she emailed me and asked about the points she was not convinced with.
Probably owing to such follow-up activities, her score in the last-week quiz (70%) more than
doubled compared to the first week (30%).

Another major finding about vocabulary depth was a slower pace of acquisition
compared to the breadth of vocabulary knowledge. Further, the difficulties of acquiring the
knowledge of vocabulary use, such as collocations and register constraints, were identified.
Concerning the vocabulary levels of test items in vocabulary depth quizzes, the percentage of
advanced-level words/phrases was approximately 42%, and the remaining 58% was at the N2 or
lower levels. Approximately 28% belonged to the N4/5 levels, as stated in Chapter Four (see
§4.1.3). Among 70 test items, 24 items were answered correctly by more than seven participants.
Out of them, 11 items (approximately 46%) were at the advanced level, and only 13 items
(approximately 54%) were at the N2 level or below. On the other hand, 27% of questions of the
N4/5-levels were not answered correctly by a majority of participants (refer to Appendix N).
Further, in the seventh-week quiz which served as the post-course test, almost all participants
gave correct answers to two of the three advanced-level test items, including Becky, Carol, and
Daisy, whose scores in the seventh week were lower than those in the first week. In fact, the
incorrect answers of the three participants mostly involved test items of the N2 or lower levels.
In the case of Daisy, she did not give incorrect answers to any of the advanced-level questions.
Further, 50% (two out of four) of her incorrect answers were related to test items of the N4 level.
Likewise, 50% of Carol’s incorrect answers concerned words of the N4/5 levels. In the case of

Becky, the percentage of test items of the N4/5 levels among incorrect answers was
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approximately 43%. These results indicate the difficulty of mastering the depth of vocabulary
knowledge regardless of the difficulty levels of vocabulary.

The results showing a different degree of difficulties in acquiring the breadth and depth
of vocabulary knowledge were consistent with Schmitt’s (2014) study, which found that the
depth of vocabulary knowledge did not necessarily grow in parallel with the vocabulary breadth.
Other studies (e.g., Haastrup & Henriksen, 2000; Laufer & Waldman, 2011; Liu & Shaw, 2001)
also found the difficulty in acquiring the depth of vocabulary knowledge compared to the
vocabulary breadth. Especially, the difficulty in acquiring the use of collocations even among
advanced learners was found by Laufer and Waldman (2011). Citing numerous studies on the use
of collocations, they referred to the cases of collocation errors made by advanced learners who
were usually free of grammatical errors and errors involving single words. They stated that “the
findings we have discussed regarding the collocation errors of advanced learners—particularly
their interlingual errors—suggest that the acquisition of collocations lags behind many other
areas of L2 acquisition” (p. 654). In the current study, the use of register constraints was also
found difficult to acquire. This aspect of vocabulary knowledge may be related to Japanese
culture, which strictly requires the distinction especially between ko ‘public’ and shi ‘private.’
Such a distinction may have facilitated the development of a complicated system of honorific
expressions. Further, expressing honne ‘real intention’ in public scenes is often problematic. In
such cases, it is safe to express tatemae ‘stated reason’ (Morita, 2011; Nakane, 1967). This kind
of distinction may exist in any part of the world, but private or public scenes constantly change
depending on T ‘time,” P ‘place,” and O ‘occasions.’ Japanese native speakers have to learn to use
words/phrases appropriate for specific TPOs to interact smoothly with others.This may be one of

the most difficult aspects of Japanese language for some Japanese learners.



121

Lastly, test items with 100% correct answers tended to have higher frequencies in the
curriculum materials than those with many incorrect answers (refer to Appendix N). These quiz
results also seemed to indicate an importance of frequent encounters with target words in
acquiring the depth of vocabulary knowledge, as in the case of the vocabulary breadth previously

mentioned.

5.2. A Role Played by the Use of the Pedagogical Materials in the Change of Reading
Comprehension (Research Question 2)

Two kinds of measures were used to investigate the change in reading comprehension.
One of them was the comparison of reading comprehension scores between the pre- and post-
course tests. The questions in the reading sections of both tests were selected from JLPT N2 tests
administered in 2010 and 2011. Because of the JLPT policy, no question concerning Japanese
history or kabuki was included. In the comparison between the pre- and post-course tests, only
four participants showed an increase (refer to Table 18). Thus, only partial connections between
the use of the pedagogical materials and the improvement of reading comprehension were
suggested, although the comparison of mean scores between the pre- and post-course tests
showed an approximately 22% increase (56.57% in the pre-course test, and 68.89% in the post-
course test). The other measure of reading skills was weekly reading comprehension tests based
on the content of each chapter. All questions in the tests dealt with Japanese history and/or
kabuki, and participants’ scores showed considerable variability from week to week, similarly
suggesting little connections between the use of the pedagogical materials and improvement in

reading comprehension.
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The number of tokens used in the present pedagogical materials may not have been
sufficient for the improvement of reading competence. Although almost all studies about the
relationships between L2 reading comprehension and reading quantity focused on ER (e.g.,
Hitosugi & Day, 2004; Mason & Krashen, 1997; Suk, 2016; Tanaka & Stapleton, 2007), positive
effects of reading quantity on reading competence have been found in various studies (e.g., Stutz
et al., 2016). In the case of ER, learners are required to read a large number of words to obtain
positive results in the experiments. For example, in Suk’s (2016) experiment conducted with 171
Korean ESL university students, “the participants were encouraged to reach the goal of reading
200,000 words by the end of the semester to receive 25% of their course grade from the
extensive reading assignment” (p. 79). The results of his experiment demonstrated positive
effects of ER on the improvement of reading comprehension. Although a direct comparison
between ER and IR may not be appropriate, a total of 6,915 tokens in the pedagogical materials
seem to be too small to improve reading comprehension compared to 200,000 words.

On the other hand, some cnnections were identified between participants’ scores of
weekly reading comprehension tests, and their lexical and background knowledge. Participants
tended to report smaller numbers of unfamiliar words in chapters with higher mean scores in
weekly reading comprehension tests. For example, Chapter Two marked the highest mean score
in weekly reading comprehension tests (M = 87.78%), while the number of unfamiliar words (n
= 21) reported by participants for this chapter was the smallest among seven (see Table 12). In
contrast, Chapter One marked the lowest mean score in weekly reading comprehension tests (M
= 55.56%) among seven chapters, while the number of unfamiliar words (n = 44) reported by
participants for this chapter was the second largest next to Chapter Three (n = 58). The influence

of background knowledge may explain the reason for the higher mean score of Chapter Three (M
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= 80.00%) than that of Chapter One, in spite of the largest number of unfamiliar words. Based on
the mean score of 25.56% for kabuki-related background knowledge in the pre-course test (see
Table 22), participants had only a limited knowledge relating to kabuki at the start of the course.
In contrast, almost all participants remarkably increased their scores in this subsection of the
post-course test, with the mean of 62.22%. Chapter One described the development, as well as
the current situation, of kabuki performances, whereas few participants had sufficient prior
knowledge of kabuki. Such a low-level of kabuki-related background knowledge may be
connected to the lowest mean score for reading comprehension of the first chapter. From Chapter
Two, the mean scores rose by about 24% to 58%. Among them, the highest mean score, as well
as the smallest number of unfamiliar words, was shown in Chapter Two describing basic
historical events in the Sengoku and early Edo periods, presumably because most of the
participants had at least some prior knowledge of these periods, as afore-mentioned (see Table
10). Thus, the study results indicated some roles of both lexical and background knowledge to
play in reading comprehension, coinciding with numerous studies which found important roles
of lexical and background knowledge in reading comprehension (e.g., Alptekin, 2006; Hu &
Nation, 2000; Moghadama et al., 2012; Nassaji, 2003, 2004; Nation, 2001; Qian, 2002; Rokni &
Hajilari, 2013; Schmitt, 2000; Yousef et al., 2014; Zhang, 2012).

Especially, many research findings suggest strong effects of background knowledge on
L2 reading comprehension (e.g., Alderson, 2000; Bernhardt, 1991; Erten & Razi, 2009; Everson
& Kuriya,1998; Ghorbandordinejad & Bayat, 2014; Grabe, 2004; Giirkan, 2012; Ibrahim, 2013;
Nassaji, 2002; Rokni & Hajilari, 2013; Urquhart & Weir, 1998; Yousefet al., 2014). Carol’s
case seemed to be consistent with the findings. In the post-course interview, she stated that she

was not very good at history. In the reading section of the post-course test which did not include
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any question relating to Japanese history, she obtained a full score. It was a notable increase from
only 10% in the pre-course test, suggesting that the pedagogical materials played a positive role
in the improvement of her reading comprehension. Her perception coincided with the test results.
In the post-course interview, she stated that “the pedagogical materials were helpful in improving
reading skills. Through the seven-week course, I became able to read longer sentences.”
Nevertheless, in weekly reading comprehension tests, her mean score over seven weeks was
62.86% (see Table 19), the lowest among all. This result seemed to have a certain connection
with the fact that she was weak in history, based on her interview data. Her particularly low
score in Chapter One (30%) may be connected to her low reading skills at the start of the course,
as shown in her score of 10% in the reading section of the pre-course test. In addition, she scored
only 20% in the section of kabuki-related knowledge in the pre-course test, indicating her low-
level of knowledge of kabuki. In contrast, she obtained 90% in Chapter Two, probably owing to
her prior knowledge of the Edo period. Concerning other chapters, her scores changed between
40% and 80%. Although her scores in the last two chapters (70% in Chapter Six and 80% in
Chapter Seven) were higher than the previous two chapters (50% in Chapter Four and 40% in
Chapter Five), she never obtained a full score, unlike the post-course test. The difference in her
scores in the two kinds of tests may indicate a connection between background knowledge and
reading comprehension.

Topic interest is another factor influencing reading comprehension, as has been shown in
a number of findings indicating a strong relationship between topic interest and reading
comprehension (e.g., Anmarkrud & Braten, 2009; Guthrie et al., 1999, 2007; Hidi, 2001;
Schiefele & Krapp, 1996; Unsworth & McMillan, 2012). Anna’s case suggested a similar

connection between topic interest and her reading comprehension. In the pre-course
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questionnaire, she reported that she was not very interested in history, and not good at it. Like
Carol, probably because the pre- and post-course tests did not include any historical question, her
score in the reading section of the post-course test increased to 90% from 70% in the pre-course
test. In contrast, her scores were not stable in weekly reading comprehension tests which
comprised questions relating to history and kabuki, although her mean score (M = 90.00%) over
the course was the highest among all participants. Especially, her score for Chapter Two (80%)
focusing on historical events was lower than her mean score of 90.00%, unlike other participants
whose scores in Chapter Two were higher than their mean scores. Further, her score for Chapter
Two was lower than the mean score (M = 87.78%) of this chapter, and only one participant
(Daisy) obtained lower score (70%) than Anna. In the case of Daisy, she reported that she did not
know about the Edo period, and her reading skills were not very high, based on her scores of
both the pre- and post-course tests (40%). In contrast, Anna reported that she had prior
knowledge of the Edo period, and her reading skills were high, as previously mentioned.
Therefore, her lack of topic interest presumably played a role in her comparatively low score for
Chapter Two.

Participants’ perceptions of the main texts also suggested their relationships with lexical
and background knowledge. As stated above, the number of unfamiliar words in Chapter One
was the second largest. At the same time, the number of participants who perceived this chapter
as “difficult” or “somewhat difficult” was the largest among seven chapters. In contrast, the
number of unfamiliar words in Chapter Two was the smallest among seven, and only one
participant perceived Chapter Two as “somewhat difficult,” and no one perceived it as “difficult.”
Concerning reasons for “somewhat difficult” or “difficult,” the lack of historical background

knowledge was mentioned most frequently (23 times) by participants in weekly questionnaires,
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followed by vocabulary (mentioned 11 times). Seven self-reports referred to too many historical
figures and the characters of the play as the reason for the difficulty. Their relationships were too
complicated to thoroughly understand. Compared to lexical and background knowledge,
grammar did not seem to be a major variable for the difficulty of the pedagogical materials. Only
four participants mentioned grammar. The results coincided with many research findings, which
demonstrated a stronger contribution of vocabulary knowledge to reading comprehension than
grammatical knowledge (e.g., Aryadoust & Baghaei, 2016; Cooper, 1984; vanGelderen et al.,
2004; Zhang, 2012). As discussed, a number of variables such as reading amount, lexical and
background knowledge, or topic interest, excluding grammar, seem to have played some roles in

the change of reading comprehension in the present study.

5.3. A Role Played by the Use of the Pedagogical Materials in the Change of the
Background Knowledge Relating to Japanese History and Culture, Specifically
Traditional Culture (Research Question 3)

The comparison of scores between the pre- and post-course tests showed a remarkable
increase of kabuki-related background knowledge, as mentioned earlier. Concerning Japanese
culture in general, all participants reported in the pre-course questionnaire that one of the main
reasons for studying Japanese was the interest in Japanese culture. As such, it is possible that
they were strongly motivated to study kabuki from the start of the course. Participants seemed to
maintain their strong motivations and appreciate one of the representative Japanese traditional
culture, as almost all of them rated Kanadehon Chushingura as highly interesting to somewhat
interesting. In the post-course questionnaire as well as post-course interviews, all of them

showed willingness to view kabuki live in theatres, and six of them were highly willing to do so.
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Further, all participants were highly willing to somewhat willing to continue to learn about
kabuki. Their willingness suggested an increase of their interest in kabuki over the course. In the
study conducted by Unsworth and McMillan (2012), it was found that low levels of topic interest,
by leading to low levels of motivation, caused task unrelated thoughts (TUTs), resulting in low
test scores. On the contrary, test scores may increase if the level of topic interest increases. By
the use of the pedagogical materials, participants’ interest in kabuki increased, as mentioned.
Along with participants’ strong motivations from the start of the course, such an increase of their
interest in kabuki may have contributed to the notable increase in the scores involving kabuki-
related background knowledge.

In contrast to kabuki-related knowledge, only four participants showed an increase of
historical background knowledge in the comparison between pre- and post-course test scores,
suggesting a minor role played by the use of the pedagogical materials. One of the main factors
for this result seemed to be the difference in the levels of historical knowledge required for
answering question items in the two tests. Compared to questions to examine basic historical
knowledge in the pre-course test, five of the ten questions in the post-course test were related to
the Ako Incident, a historical event not usually taught during the compulsory education period in
Japan. I included them because of the important relationship of the historical incident with
Kanadehon Chushingura, but few participants seemed to be familiar with this incident.
Consequently, six participants reported historical background knowledge as a major reason for
the difficulty of Chapter Three. The Ako Incident was depicted only in the second half of the
chapter, and not mentioned in the following chapters. The incident may have been retained until

the post-course test, if it had been recycled in other parts of the pedagogical materials, as in the
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case of vocabulary acquisition, which was found by many researchers to be facilitated by

frequent word encounters (refer to §5.1).

5.4. Summary

Overall, the use of the pedagogical materials was found to have positive connections with
the increase of kabuki-related vocabulary and background knowledge, but only a partial role of
the use of the pedagogical materials was identified in the increase of historical vocabulary and
background knowledge. Regarding historical vocabulary, little connection was found between
the use of the pedagogical materials and vocabulary increase. This result was likely due to too-
easy question items selected for the pre-course test, although all items were at the advanced level.
The level of participants’ knowledge of historical vocabulary was much higher than expected. As
such, most of the participants scored 100% in the pre-course test, and it was difficult to examine
their vocabulary increase based only on the comparison between the pre- and post-course test
scores. In the case of historical background knowledge, different levels of historical knowledge
required for answering questions in the two tests seemed to have been one of the major problems.
Concerning the depth of vocabulary knowledge, it was found that the acquisition of the depth of
vocabulary knowledge was more difficult than that of the vocabulary breadth. Likewise, the
knowledge of use, such as collocations and register constraints, was found to be more difficult to
acquire than other aspects of the depth of vocabulary. On the other hand, the frequency of word
encounters seemed to be related with the increase of the depth of vocabulary knowledge, as in
the case of the vocabulary breadth. With regard to reading comprehension, the study
demonstrated only a partial role of the use of the pedagogical materials in the improvement of

reading comprehension. One of the main reasons may be related to reading quantity, as some
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research results have demonstrated positive relationships between reading quantity and reading
comprehension (e.g., Hitosugi & Day, 2004). In Suk’s study (2016), participants were
encouraged to read 200,000 words. This is much larger than the number of words (n = 6,915)
used in the current pedagogical materials. A connection between topic interest and reading
comprehension was also suggested by the comparison of Anna’s scores between two kinds of
reading comprehension tests. She was the only participant who was not interested in history,
based on the pre-course questionnaire data. As previously mentioned, no historical question was
included in the reading sections of the pre- and post-course tests, and Anna’s score increased in
the post-course test. In contrast, her scores in weekly reading comprehension tests did not
indicate a similar improvement in reading skills. The questions in weekly reading comprehension
tests exclusively dealt with Japanese history and kabuki. Her little interest in history may be
connected with her different results in two kinds of reading comprehension tests. At the same
time, the qualitative data collected through the post-course questionnaire and post-course
individual interviews indicated some connections between participants’ reading comprehension

and their lexical and background knowledge pertaining to both kabuki and history.
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Chapter Six: Pedagogical and Methodological Implications, Limitations and Directions for

Future Research, and Conclusions

Before concluding, this chapter presents methodological and pedagogical implications,

followed by discussions of the study’s limitations and directions for future research.

6.1. Methodological and Pedagogical Implications

6.1.1. Methodological Implications

This study is the first to develop the pedagogical materials based on kabuki, which has
not been adequately covered in the Japanese-language pedagogical materials. One of the main
reasons seems to be the difficulty in understanding original scripts written in old Japanese.
Although some famous kabuki plays have been translated into modern Japanese (e.g., Uno,
1961), they still contain many advanced-level kanji words in contexts unfamiliar to Japanese
learners. Further, Japanese traditional culture represented by kabuki may give impressions that
they are less attractive as pedagogical materials compared to Japanese contemporary culture,
such as manga, anime, or other pop culture. A practitioner who reviewed the pedagogical
materials developed for the 2016 pilot study displayed a negative attitude towards using kabuki
as the pedagogical materials, because he was concerned that Japanese learners might not be
interested in old-fashioned kabuki plays built on feudal thoughts, and that it might be difficult for
learners to maintain their motivations to study throughout the course. Further, he reported that
too many kanji words included in the pedagogical materials might discourage students’ desire to

learn. In actuality, authentic texts used for the pilot study to supplement simplified main texts
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discouraged some participants to read them through, probably because the average percentage of
advanced-level types in the supplementary reading materials was 8.6%, with the highest
percentage of 13.5% in Chapter Seven. In the pedagogical materials developed for the main
study, only simplified texts were used, focusing on universal themes of the kabuki play
Kanadehon Chushingura, the lexical coverage was kept close to 95%, and vocabulary lists were
provided for all advanced-level words. As a result, all participants seemed to maintain their
motivations to study over the course, because all of them voluntarily prepared for next lessons
and no one missed any lesson. Similarly, based on the data in the post-course questionnaire,
almost all participants were interested in Kanadehon Chushingura. Further, based on test scores,
the use of the pedagogical materials seemed to play a positive role in the change of kabuki-
related lexical and background knowledge. Concerning the difficulty levels of the main texts, the
overall mean score of 74.92% in weekly reading comprehension tests suggested that the
pedagogical materials might be more or less appropriate for upper-intermediate learners.
Procedures taken to develop the pedagogical materials seem to have at least partially served the
purposes of the current study, although the use of the pedagogical materials did not play positive
roles in the changes of other variables such as vocabulary knowledge relating to Japanese history
or reading comprehension.

Concerning the data collection instruments, multiple-choice tests were administered to
collect the quantitative data. Multiple-choice test format is commonly used, mainly because of
“the ease of administration and scoring and high reliability of MC (i.e., multiple-choice) items”
(Hohensinn & Baghaei, 2017, p. 93). However, the mean score in the subsection of historical
vocabulary of the pre-course test was very high (95.56%), suggesting participants’ high level of

prior knowledge. The procedure of selecting test items should be reviewed and validated for
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future studies. Likewise, the validity of test results may have been heightened by taking some
measures, such as including a few distracters in response options, to minimize random guesses.
With regard to the collection of the qualitative data, it may have been necessary to give
more careful considerations to types of questions asked, because some mismatches occurred
between participants’ reports in the post-course questionnaire and those in individual interviews.
One of the causes for the mismatches may concern “individual participants’ verbal reporting
abilities” (Huang, 2013, p. 26), and/or my translation ability. The questions in the questionnaires
and interviews were originally created in English. I translated them into Japanese, and
participants reported in Japanese. Then, their reports were translated into English again. In
between, misinterpretation may have occurred, or some subtle nuances may have been lost,
especially because participants were still at the upper-intermediate level, and it sometimes
seemed difficult for them to express their thoughts accurately in Japanese. For example, the
following question was asked in the post-course questionnaire: “Why, or why not interested in
KanadehonChushingura? Please explain your choice about your interest in Kanadehon

Chushingura.” Carol replied as follows: Omoshirokatta-no-wa joseitachi-no monogatari. Demo,

follows: ‘However, there are too many characters in the play, and so, it is a bit impossible.’ In the
preceding sentence, she referred to episodes of female characters as the reason for being
interested in this play. After wondering about what she meant by “chotto muri-desu,” 1 translated
this sentence as follows: ‘However, there were too many characters to fully enjoy the stories.’
My translation may have been inappropriate. She may have rather simply meant that it was a bit
beyond her ability to comprehend the main texts because of too many characters. Similarly, |

may have missed participants’ true intentions in some of their reports.
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In spite of some challenges involving qualitative sources of data, such as the difficulty in
interpreting the data expressed in learners’ second or additional languages, qualitative data were
important in addressing my research questions, because they were helpful in investigating
reasons for the quantitative data (i.e., participants’ test scores). For example, without the
qualitative data about participants’ prior knowledge of the Edo period, it was difficult to
understand why most participants obtained full scores for the advanced-level historical
vocabulary in the pre-course test. Further, the interest in kabuki in the third research question
could not be quantitatively measured. Through the qualitatively collected data, a strong
connection was identified between the use of the pedagogical materials and the increase in the

interest in kabuki.

6.1.2. Pedagogical Implications

First, the results from the present study suggest that kabuki may be used as appropriate
pedagogical materials for increasing vocabulary and background knowledge, especially
associated with traditional culture and theatrical performances. As previously stated, kabuki has
so far been incorporated only as one paragraph or section in existing Japanese pedagogical
materials, and there is no learning material that adequately covers kabuki (Nihongo-Kyozai
Lisuto Henshii Iin-kai, 2015, 2018). As the scripts are written in old Japanese and stories are
usually based on historical events and/or anecdotes which modern people may not know, most
kabuki plays are difficult to understand for Japanese native speakers. As such, it is not surprising
that people involved in Japanese language education, like a practitioner who reviewed the
pedagogical materials developed for the pilot study (refer to §6.1.1), negatively perceive the use
of kabuki for Japanese language pedagogical materials, derived from their impression of kabuki

as old-fashioned, boring performances based on feudalistic ways of thinking. However, this is a
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superficial perception. As described in §2.1, kabuki was developed as entertainment for common
people, and it has many aspects appealing to ordinary people in modern days. Therefore, I aimed
at introducing kabuki, not as just a form of traditional Japanese performing arts, but as a social
phenomenon, which has had substantial influences on Japanese society since its first
performance in 1603. Coupled with procedures to keep the main texts level-appropriate for the
target learners at the upper-intermediate level, such as the use of only simplified texts or the
restriction of the number of advanced-level words in the main texts to keep the lexical coverage
close to 95%, the pedagogical materials seemed to inspire interest of almost all of the
participants, and to help them to increase their lexical and background knowledge associated
with kabuki and other theatrical performances. These results seem to warrant the use of kabuki as
the pedagogical materials appropriate for increasing culture-related vocabulary and background
knowledge.

The findings of the present study also seem to support the importance of word exposure
frequency for acquiring both the breadth and depth of vocabulary knowledge. Many studies (e.g.,
Hu & Nation, 2000) have indicated a strong relationship between reading and vocabulary
increase. With the increase of reading amount, word exposure frequency increases, and the
vocabulary knowledge is also expected to increase. The pedagogical materials provided the
participants with various opportunities to encounter unfamiliar words. Many unfamiliar words
appeared more than once in the main texts. Further, participants were frequently exposed to some
unfamiliar words in class, for example, during reading-aloud sessions, while listening to my
explanations for vocabulary depth items or some unfamiliar words participants requested for
further detailed explanations, or when answering weekly reading comprehension tests. In

addition, it is possible that the preparation and review of lessons helped participants to encounter
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unfamiliar words and retain the learned words. Based on the interview data, all participants
prepared for the next lessons, and seven of the nine participants also reviewed lessons.
Participants’ interest in Kanadehon Chushingura may have prompted them to do both
preparation and review of the lessons throughout the course. All of the above mentioned factors
are expected to have contributed to frequent word encounters, which, in turn, seem to have
contributed to considerable score increases of almost all participants in the vocabulary related to
kabuki and other theatrical performances.

At the same time, the study results indicated connections between intentional vocabulary
learning and the acquisition of the breadth and depth of vocabulary knowledge, as advocated by
some researchers (e.g., Pellicer-Sanchez & Schmitt, 2010; Wang, 2014). Various intentional
vocabulary learning activities,such as the provision of additional vocabulary exercises, detailed
explanations of some unfamiliar words in response to participants’ questions in class, and
participants’ use of vocabulary lists and other dictionaries alongside inferencing seemed to
contribute to the acquisition of vocabulary knowledge. The review of the lessons especially
seemed to have played a positive role in the acquisition of vocabulary depth, which was found to
be more difficult to acquire compared to vocabulary size. In the present study, all of the four
participants who increased their scores in the last-week vocabulary depth quiz compared to those
in the first-week quiz spent more time on the review of the lessons than others, as discussed in
§5.1. As in the findings of some researchers, vocabulary acquisition seems to be prompted by
incorporating intentional vocabulary learning activities.

Lastly, all participants were highly willing to somewhat willing to continue their learning
using similar Japanese language-learning materials based on kabuki. Likewise, all of them were

willing to view kabuki live in theatres. Thus, their interest in kabuki seems to have increased by
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using the pedagogical materials. Additionally, all participants perceived that the pedagogical
materials were highly helpful to somewhat helpful in increasing the knowledge about kabuki and
other aspects of Japanese traditional culture. Eight participants similarly perceived the
helpfulness of the pedagogical materials in increasing historical knowledge. Given the positive
results of the current study, the development of other pedagogical materials based on kabuki may
contribute to a further increase in cultural and historical vocabulary and background knowledge.
Although Kanadehon Chushingura is the most popular and most frequently performed kabuki
play, Manga Kabuki Nyiimon ‘Manga: Introduction to kabuki’ (Matsui & Ito, 2009) deals with
20 famous kabuki plays. Further, Manga de Wakaru Kabuki ‘Understanding kabuki through
manga’ (Urushizawa, 2017) introduces as many as 50 kabuki plays. All of them have been
staged multiple times in Kabuki-za Theatre in Tokyo since I started to view kabuki in the early
1990s. Thus, Japanese learners could have many opportunities to enjoy kabuki live performances
if they have a better understanding of kabuki and their interest increases by using pedagogical

materials based on a variety of popular kabuki plays.

6.2. Limitations and Directions for Future Research

6.2.1. Limitations Related to Measurement Instruments

There are a number of limitations to the present study. The first limitation concerns
measurement instruments. For the purpose of investigating the changes in lexical and
background knowledge relevant to Japanese history and traditional culture including kabuki,
multiple-choice tests were administered before and after the course. Test items selected for

examining lexical knowledge of Japanese history may not have reflected participants’
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vocabulary knowledge prior to the instruction. As almost all of the historical words used in the
pedagogical materials were at the advanced level, I anticipated that few words were familiar to
the targeted participants of the upper-intermediate level. Considering level appropriateness, I
decided not to select historical words other than basic ones taught during the compulsory
education in Japan (refer to §5.1). However, it turned out that all participants had a higher level
of lexical knowledge than predicted. Seven of the nine participants obtained 100%, while the
remaining two scoring 80%, in the pre-course test. The overall mean was 96%. Thus, the
participants already had almost perfect knowledge of historical vocabulary selected for the test.
In contrast, the mean of the post-course test was 93%, and slightly lower than that of the pre-
course test. The use of the pedagogical materials seemed to play little role in the change of
historical vocabulary knowledge. However, the results may have been different if test items had
been selected among all 56 historical words used in the pedagogical materials, even though
participants were most probably unfamiliar with some of the words which are not taught during
the compulsory education in Japan.

With respect to historical background knowledge, the difficulty levels of the pre- and
post-course tests were different. While nine of the ten question items in the pre-course test
concerned basic historical events, half of the questions in the post-course test were about the Ako
Incident, which served as a basis for Kanadehon Chushingura. Learners were expected to learn
about this incident as indispensable historical background knowledge relevant to this kabuki play
through the course. In this regard, I deemed it was appropriate to include some questions about
the Ako Incident. Yet, it was only in the post-course test that questions about this incident were
included. As the investigation into learning effects of the pedagogical materials was the main

purpose of the present study, including more or less the same number of questions relevant to
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this incident in the pre-course test would be an improvement to the design of the test, even if it
was expected that most participants might be unfamiliar with this specific historical event.

Further, the use of only multiple-choice tests to measure increases in participants’ lexical
and background knowledge presented a couple of problems. There were several cases where
participants’ scores changed substantially between the pre- and post-course tests. The following
are some examples of increasing or dropping of scores by more than 100%. The scores on the
left to the arrow are those of the pre-course test, and the right ones are those of the post-course
test.

Increase: 10%—100%; 20%—80%; 10%—70%

Drop: 100%—20%; 70%—30%
With respect to score increases in the post-course test, most of the participants may have really
increased their knowledge by the use of the pedagogical materials, but it is possible that some of
the scores may have been obtained by chance. Regarding score drops, especially in the case of
the sharp drop from 100% to 20%, there is a strong possibility of the participant’s obtaining a
perfect score by random guesses in the pre-course test. As only ten options were provided for ten
questions, random guesses may have been easier than in the case where a couple of distracters
had been included. At least one or two distracters could have been added to multiple-choice
options. Then, participants may have had to choose their answers more carefully, and the
possibility of random guesses could have been minimized, resulting in obtaining more accurate
information about participants’ lexical and background knowledge. Concerning assessment
methods, I decided to use only multiple-choice tests based on the findings from the pilot study.
As the present study concentrated on receptive knowledge of vocabulary, assessment methods to

examine productive vocabulary knowledge, such as meaning recall or writing composition, were
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excluded. Further, these assessment methods would take far more time and impose a heavier
burden on participants. It seemed impractical to use assessment methods other than multiple-
choice tests in the present study.

Another limitation regarding measurement instruments concerned types of questions
asked in the post-course interviews. With regard to vocabulary, eight of the nine participants
reported that they increased vocabulary through the course. However, as I did not ask
participants to report their vocabulary increases in each subsection, their reports only indicated
an overall increase of vocabulary. In terms of the vocabulary related to kabuki-origin and other
theatrical performances, the perceptions of almost all of the participants were verified by
increases in their test scores. In contrast, with regard to historical vocabulary, five participants
scored 100% in both pre- and post-course tests, and it was not possible to judge whether they
increased historical vocabulary only based on their test scores. One solution may have been to
distribute a list of 56 historical words used in the pedagogical materials to participants before the
post-course interview, and ask them to mark a word (words) they learned over the course. Their
reports may have been used to complement their test scores, especially in the case of the above-
mentioned five participants with full scores in both pre- and post-course tests.

Further, questions I asked about inferencing caused confusions among some participants.
At the post-course interviews, four participants (Anna, Becky, Carol, and Fred) reported that
they immediately referred to vocabulary lists when they encountered unfamiliar words. On the
other hand, in the post-course questionnaire, Carol reported that she frequently inferred the
meanings of unfamiliar words, and the remaining three (Anna, Becky, and Fred) reported that
they somewhat frequently guessed from the context. Thus, their reports in the post-course

questionnaire seemed to mismatch those in the post-course interviews. Such a mismatch in their
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replies could mainly be attributed to data collection methods. In the interview, I asked, “Did you
refer to vocabulary lists immediately when you did not know a word, or did you guess from the
context and read on without checking the vocabulary lists?”” By the phrase “when you did not
know a word,” some participants may have excluded the words they thought they could infer
correctly based on their kanji knowledge. Two participants (Helen and Iris) actually reported that
kanji words were usually easy to infer the meanings and they did not have to refer to vocabulary
lists, because most Japanese kanji words had roughly the same meanings as Chinese kanji words.
Most of the time, their guesses may have been correct, because some findings have indicated that
Japanese learners with kanji background often infer the meanings of unfamiliar kanji words
correctly (Kuwabara, 2011; Tsetsegdulam, 2013). Yet, the same kanji words sometimes have
different meanings between Japanese and Chinese languages.”® Even in such cases, participants
may not have referred to vocabulary lists if they believed that their guesses were correct, judging
from kanji forms. As a result, some participants gave incorrect answers to the words they did not
report as unfamiliar words (see §4.1.2). To avoid the mismatch between the participants’ reports
in the questionnaire and those in the interview, it may have been necessary to reconfirm with the
participants if they inferred the meanings of kanji words based on their knowledge of Chinese

language.

»Some examples are presented here. All of them are denoted in the order of “English/Japanese/Chinese.”:
train/{< HL/HL (In Japanese, B. means “a car.”); wife/Z%/# %% (In Japanese, % % means “an old
woman.”); husband/F%/3 5 (In Japanese, LK means “sturdy.”); walk/#* < /& (In Japanese, &= means
“run.”). See https://matome.naver.jp/0dai/2139549136162696401?&page=1



https://matome.naver.jp/odai/2139549136162696401?&page=1
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6.2.2. Limitations Related to the Examination of Reading Comprehension

For recruitment purposes, I shortened the course period from twelve weeks in the pilot
study to nine weeks. As two weeks were allocated to pre- and post-course tests, actual lesson
weeks were seven with only 10.5 lesson hours in total. The number of hours seemed to be too
short to improve reading comprehension, especially as learners’ lexical and background
knowledge involving kabuki was minimal at the start of the course. As such, only a minor role of
the use of the pedagogical materials was identified in the improvement of reading
comprehension. Even so, four participants obtained higher reading scores in the post-course test,
and one of them showed a notable improvement from 10% in the pre-course test to 100% in the
post-course test. If the course period had been longer, more participants may have improved their

reading comprehension.

6.2.3. Directions for Future Research

In the present study, participants’ revealed reasons for the difficulty of the main texts
indicated some connections between participants’ perceptions and historical background
knowledge. Unfamiliar historical background was by far the biggest reason for selecting the
“somewhat difficult” or “difficult” option, compared to vocabulary or grammar, as discussed in
§5.2. In the present pedagogical materials, some participants seemed to be confused by too much
background information contained in some chapters. Although all of the historical events
described in these chapters were important, for better understanding of Kanadehon Chushingura,
it may have been necessary to focus on a few of the most essential and indispensable events,
describing them in detail, rather than providing short descriptions of all events. Additionally,

complicated relationships between historical figures and main characters of Kanadehon
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Chushingura were the cause of some participants’ confusions. More than half of the participants
mentioned too many names as a factor for the difficulty of the main texts. Such complicated
relationships are one of the features of many kabuki plays. In the future development of other
kabuki-based pedagogical materials, one of the important considerations seems to be the
selection of a limited number of particularly important characters and the clarification of
relationships between the characters in the play and historical figures, even if the process might
be a time-consuming and difficult task.

Concerning reading comprehension, participants’ perceptions of the main texts did not
necessarily coincide with their scores of reading comprehension tests in the present study (see
§4.2.2). A major reason may have been that all participants were strongly motivated, based on
the pre-course questionnaire data: all participants reported that the interest in Japanese culture
was one of the reasons for studying Japanese. Further, based on the data of questionnaires and
interviews, their weekly hours of studying Japanese were between three hours and 40 hours, all
of them voluntarirly prepared for lessons, and most of them also reviewed the lessons. Their
reports suggested that most of them were hard-working students. Even if they perceived the main
texts to be difficult, they did not seem to be discouraged from studying. On the contrary, some of
them seemed to have studied harder to improve their reading comprehension, given the fact that
some participants obtained good scores in chapters they reported as “somewhat difficult” or
“difficult.” However, all potential users of the pedagogical materials may not be as strongly
motivated or hard-working as the participants in the present study. The refinement of the
pedagogical materials may be necessary in the future, for example by gradually increasing the
difficulty level of each chapter, or increasing learners’ exposures to historical events which

learners may be unfamiliar with.
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Lastly, areas for improvement suggested by participants included the provision of
chronological tables, the attachment of furigana ‘kana syllables written over or beside kanji’
instead of adding hiragana in parentheses following kanji,”* the inclusion of video links, and the
distribution of PDF documents instead of Word documents. Except for furigana, other points
seem worthy of further consideration or evaluation. Especially, the distribution of PDF
documents is not hard to do, and chronological tables may have facilitated some participants’

comprehension of the main texts in the present study.

6.3. Conclusion

The purpose of the present study was to develop the pedagogical materials that aim to
increase Japanese language learners’ lexical and background knowledge associated with
Japanese history and traditional culture, and improve their reading comprehension through using
the materials. In consideration of the fact that the current Japanese language education gives
insufficient weight to the acquisition of vocabulary and background knowledge involving
Japanese history and traditional culture, I used kabuki to develop the learning materials with
historical and cultural themes as their main focus. In spite of a few limitations, the present study
demonstrated strong connections between the use of the pedagogical materials and the increase
in lexical and background knowledge, especially relevant to kabuki and other theatrical
performances, as well as the improvement in reading comprehension of some learners. This
study was the first attempt at developing and empirically substantiating the pedagogical materials

based on kabuki, one of the representatives of Japanese traditional culture. No pedagogical

* In the pedagogical materials, how to read difficult kanji was denoted as follows: HXEE(Y (7255 X). Instead, a

NS F
few participants requested to attach furigana as follows: #K#E . With the website builder I used, it was not
possible to attach furigana as demonstrated.
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material adequately dealing with kabuki has so far been developed, presumably because kabuki
plays are misconceived as being too difficult to understand and appreciate for Japanese learners.
Contrary to such misconception, all participants in the present study seemed to appreciate the
kabuki play selected for the pedagogical materials and increased their interest in kabuki over the
course of the study. By extending the course period and reorganizing the main texts, reading
comprehension may be improved by the use of the pedagogical materials. As such, the present
study demonstrated the usefulness of kabuki as Japanese language pedagogical materials. Further,
it may be important to continue to develop similar pedagogical materials based on kabuki to
provide Japanese learners with opportunities to acquire lexical and background knowledge
associated with Japanese traditional culture and history. This study may serve as the model for

evidence-based approaches to the development of pedagogical materials.
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Appendix A: List of Advanced-level Types in the Pedagogical Materials

Summary

Total number of advanced-level types: 286

Total number of advanced-level historical, kabuki-related and theater related types: 111

Historical words
Kabuki-related words
Words of kabuki origin
Other theater-related words

56
13
22
20

168

Words in Roma-ji

Words in kanji/hiragana

Frequency in each chapter

1 2 3 4 5 6 7  Total
adauchi HITFH 2 2 5 7 16
aiso-zukashi ERERNL 1 1
akasu B2 1 1
akunin CYN 2 2
akuyaku R 1 1
anime T =R 1 1
aragoto i 1 1
arasoi i 1 1
ashigaru SRR 2 1 1 2 6
ate %6 C 1 1
ayamaru S 2) 1 1
ayatsuru 5 1 1
azawarau HE% S 1 1
ba-atari =N ) 1 1
bacharuaidoru N—F % )LT A KV 1
bakufu il 35 3 2 13
beshi ~L 1 1 3
bujoku (== 1 1 1 3
bukeshohatto RFEEE 1 1
bun-fusoo AR I 1 1
bunraku e s 1 1
buyo P 2 2
chaban K% 1 1
chodai BN 1 1
chdjin 2PN 1 1
chonin LN 5 1 2 8
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Words in Roma-ji

Words in kanji/hiragana

Frequency in each chapter

3 4 5 6 7 Total
chigi Ji5E- 1 2 2 2 9
chuigaki HEEZ 1 1
chiikankanrishoku A [t & P 2 2
dai ~fR 2
daijo KT 1 1 2
daimyd K4 6
dan'atsu T 3
dandori B 1
danjo B 2
danketsu BifS 1
danmari TEAEY 1
dokusen A 5 1
donchan-sawagi EAL R ABRE 1
donden-gaeshi EATAIRL 1
eiyil HEE 1 1
Edo (jidai) TL 7 (RFR) 3 3 11 17
ebumi e s P 1
enjiru RO 2 1 5
enshutsu T 1
fan el 1
fukusen N 1 1
furimawasu =0 A9 2 2
futokoro |8 1 1
gassaku &1E 1 1
gekika Bk 1 1
gekokujo Tl 1
gendd =8 1 1
genroku-jidai TEAREF 1
genryuu i 1
gensaku JEAE 1
gisel Wt 1 1
gogen FE IR 1 2
goi FEHE 1
goten ()3 4 2 6
haikei 58 2
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Words in Roma-ji Words in kanji/hiragana Frequency in each chapter
1 2 3 4 5 6 7  Total

hakusu {9 1 1
han & 1 1 2
hanagata Vi 1 1
hanamichi PRI 1 1
hangan HH 6 14 2 6 28
hanran & 2 2
hanshu #® 3 1 1
harasu FikR 1 1
hatasu -4 1 1
haritsumeru RO D 1 1
hatamoto JEA 2 2
hiai AR 2 2
hikigane 5l & & 1 1
hikikae BlEx ! 1
hikitsukeru BETTD 1 1
hinpan HHE 1
hitobito A% 1 3 2 6
hitojichi NE 1
hitsuydaku DAL= 1 1
hoken(jidai) Bt () 1 1
hosayaku ffE 1 1 2
hyakusho [E)is 4 1 3 8
ichidaiji — K 1 1
ichimatsu-moyo THRARRAR 1 1
ichiza — JEE 1 1
iiyoru SWED 1 1
ikari ) 2 2
ikinokoru EEFED 1 1 2
ikken — R, 1 1 2
ikkyo —2f 1 1
inoshishi 3G 2 2
isho AR 2 2
isshin —il 1 1
itabasami FE & & 1 1
ita-ni-tsuku Bz < 1 1
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Words in Roma-ji

Words in kanji/hiragana

Frequency in each chapter

1 2 3 4 5 6 7 Total
Jigai B 1 ]
jikka £ 1 1
jiku i 1 1
jitsumei T4 1 1
jitsuzai FIE 1 1
joen 7 3 1 11 15
jonai N 2 2
kabuki IR 18 3 10 6 4 41
kabuki-mono NSEHE 2 2
kaikyuu lE8 1 1
kamigata 5 1 1
kamigata 521 1 1
kanshinji RO 1 1
karamu f&de 1 1
kard FE 1 32 5 11
kashin FHE 3 4 2 2 11
kataki i 1 1
katakiuchi M EFD 1 1 2
kawaramono ] 1 1
keibetsu [y 1 1
keisotsu [ 2 2
kenkarydseibai W ] o3 S 1 1
kerai F kK 1 1 2
kigusuru falthd4 % 1 1
kinjiru LB 1 1
kiri-kojo FIDERE 1 1
kirisuto(kyo) SR NE-Y 7 7
kiritsukeru IR SRS 1 2 1 4
koen INTE 3 2 5
kogyo BT 1 1
kohan % 3 1 4
koibumi 3L 2 2
koke EES 1 1
kokeraotoshi Fi e L 1 1
korabo = RN 2 2
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Words in Roma-ji

Words in kanji/hiragana

Frequency in each chapter

1 3 4 5 6 7 Total
korei TELf5] 1 1
koshimoto T 1 1
kotowari W © 1 1
kou Z9 1 1
kowa R AT 1
kudoki MR & 1 1
kugurinukeru LR 1 1
kurogo B 1 1
kuromaku B 1 1
kuruwaseru Hbhw b 1 1
kyden Bis 1 1
kyohi B 1 1
kyokan Ik 1 1
kyozai B 3 3
kyozetsu i 1 1
maegami A% 1 1
magiwa GilES 1 1 2
makkurayami HoRE 1 1
makunouchi-bentd  FDNFPY 1 1
matsuwaru Fob5b 1 1
meiyo 4 1 1
midori-joen FLEY ETE 1 1
mie-o-kiru RFxE5 1 1
miko AR EL 1 1
minasu IR 1 1
mi-o-uru B &5 5 2 2
momegoto O 1 1
monono HDOD 1 1
morikaesu YR 1 1
motarasu Hle b 1 1
muhon A 1
murabito NN 1 1
myoji - 1
nadameru HDDH 1 1
nageku I < 2 2
nakademo RINTEH 1 1
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Words in Roma-ji

Words in kanji/hiragana

Frequency in each chapter

3 4 5 6 7 Total

nanbokuchd-jidai  FgALFARFY 1 1
nanoru LD 1
narabetateru W2 T H 1 1
nengu FH 1
nigemawaru KT A 5 1 1
ningyojoruri YNIZE T 3 2 1 8
oatari RKE7=D 1 2
ohako BTz 1
oikomu BV VAT 1 1 2
okikaeru BXHz 5 1 1
omoinaosu FNET 1 1
omoiyaru AR ) 1 1
osaekiru Mz 5 1 1
osou 55 2
otachimawari KRALH[E Y 1
oyakokd BT 1 2
dzume Kih 1
purojekushon- A= RVE S/ AV IV |
mappingu BT

rei 151) 1
rensa THLH 1 1
ringyo MHE 1
ronin BA 1 1 2
roshi Rt 11 3 3 8
ryd ] 6 6
ryochi FE A 1 2
ryoshi JiE 1 1
sadameru ED D 1
sahkei iR 1 1
saien 1 1
saikai B 1
sakoku 4 4
sankinkotai ZEZN 2
sanmaime KB 1
sashigane =L& 1
sassuru 255 1 1
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Words in Roma-ji

Words in kanji/hiragana

Frequency in each chapter

3 4 5 6 7 Total
satsujin SN 2 2
seiken BUHE 1
f:gf;hara-no- B A JEL DMk L |
sengoku(jidai) HEE (FFR) 4
seppuku OInE 5 4 3 6 2 20
settai PrF 1 1 2
settd LHIK 1 1
settoku Bikes 1 1
shi %79 1 1 1 4
shijishichishi -+ttt 1 1
shimabara-no-ran &R DL 1
shimekukuru fH< <D 1 1
shinja (B4 4
shinjitsu B3 1 1
shinjimono DY) 7
shinmotsu 1HWY) 1 1
shinwasei RO 1
shisha A 2 2
shitashimu Lt 1 1
shiten P 1 1
shiwaza 2 1 1
shoen T 1
shogeki il 1 1
shogun P 2 11 9
shomin R 5 6 17
shosan HE 1 1
shuen B 1
shujinko FAA 1
shukun EF 1 2 4 7
shiikkyoku H& R 1 1
shiito 5 2 2
SOMOSOMO ZTHEbH 1 1
SONOMoONo ZTDHD 2
soriotosu B0 P &9 1 1
sotogawa eAN:l 1 1
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Words in Roma-ji

Words in kanji/hiragana

Frequency in each chapter

1 2 3 4 5 6 17 Total
sutezerifu HChHR 1 1
tachikiru Wr 815 1 1
taeru Mtz 5 2 1 3
tatheiki KI-EE 1 1
taijo 1B 2 2
taikin N 2 2
taiseihokan KREZEIE 1 1
takuminokami W88 g8 1 9
takusu Hach 1 1 2
tanki A 1 4 5
tanryo HLIE 1 1
tataeru P2 D 1 1
tegotae Fits 1 1
tenraku HAT% 1 1
tesaguri FHRY 1 1
todai AR 1 1
toikenai A RAAA 1 1
toriaezu v dHzxd 1 1
torikaeshi HevaxL 1 1
torikowasu Hew g+ 1 1
toriosaeru MO zx5 1 1
torishimaru v kiE 5 1 1
toritsubushi BiEL 1 1
tosanba W= Ay 2 2
toshijoen L i 2 2
tsugunau &9 1 1
tsukaeru £z % 2 1 1 1 5
tsukihanasu ZRE T 1 1
tsukusu R 1 1 2
tsumeyoru FEOTFD 1 1
tsuranuku B< 1 1
tsuyomaru FRE D 1 1
uchiakeru I 5 1 2 3
uchi-iri FHAD 1 3 4 3 11
uchikorosu BHET 1 1
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Words in Roma-ji

Words in kanji/hiragana

Frequency in each chapter

4 5 6 7 Total
ukeireru ST AND 1 2
unmei A 1 1
wagoto A 1
wairo JiE]PS 2 3 5
wakai Fnfiz 1 1
wakashu-kabuki  #2IKIELL 3
yakushoku P8 1
yaro-kabuki E5gaIEre R 2
yochi Feli 1 1
yue [i1'8 1 1
yiikaku WEER 2 2
yliwaku B 2 2
zenhan FIES 1 1 2
zetsubd 2 1 1

Total number of types by chapter

Chapter 1
Chapter 2

Chapter 3
Chapter 4
Chapter 5
Chapter 6

Chapter 7
Total

(Note. The number of types in Chapter 1 excludes 22 words of kabuki-origin, because they
were not used in the main texts, but only mentioned at the end of the chapter.)

48

54 (85% (n=46) appeared for the first time. In other words, 15% were familiar

types.)

55 (73% (n=40) appeared for the first time. In other words, 27% were familiar

types.)

46 (63% (n=29) appeared for the first time. In other words, 37% were familiar

types.)

52 (67% (n=35) appeared for the first time. In other words, 33% were familiar

types.)

57 (68% (n=39) appeared for the first time. In other words, 32% were familiar

types.)

55 (49% (n=27) appeared for the first time. In other words, 51% were familiar

types.)
48
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Appendix B: List of Items Used for the Vocabulary Depth Study

Summary: Total items 72; kyiigai 24; N1 6; N2/N3 22; N4 9; N5 11

Words in
ﬁﬁg;‘itesdoi vocabulary Words in romaji ~ Japanese Note
g letters
Suffix. Usually attached to words of
i Chinese origin or abstract words of
S{ETTg TS ~ka (N2/3) fe Western origin. Similar to ‘-ize/-zation’
in English.
Form: word parts oku (kyiigai) %< Nominalized form of adjectives
kotowari " Nominalized form of verbs (conjunctive
o b
Form: word parts (kyiigai) Wr v form)
) toritsubusu i Meanings of various compound verbs
S(EITT8 TIPS (kyiigai) L used in the main texts
omoikomi Nominalized forms of compound verbs
Form: word parts _ VA S (Verb + conjunctive form of verb =
(kyirgai) hoati)
‘ ma/ma+N/ma+Q B/ /5 Preﬁx..MeanS total{ complete.” The
Form: word parts form differs depending on the onset
(N2/3) ) :
sound of the following noun.
$§?gsmg: EEEE aruiwa (N2/3) HHUVWNE Two meanings: ‘or’ & ‘probably’
meanine: bolysemous Five meanings: ‘just in case,” ‘don't
words & POy ikenai (N1) AIRANA like...because,” ‘must,” & ‘shoud refrain
from’ ‘prohibited,’
meaning: polysemous . N Two meanings: ‘either, which’ &
words izure (N2/3) AL ‘sometime in the future’
meaning: polysemous Three meanings: ‘from,” ‘because,” &
words kara (N3) o ‘(made) of/ from’
$§?§Smg: OIS sarani (N2/3) BT Two meanings: ‘more,” & ‘additionally’
meaning: polysemous 5 Three meanings: ‘only, solely,” ‘as far
words dake (N3) e as possible,” & ‘all the more because’
meaning: polysemous tame (N4) 72® (HHJ - Two meanings: ‘for the purpose of,” &

words

FLH)

‘because’
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Words in
Aspects of vocabulary . ..
Words in romaji ~ Japanese Note
knowledge 1
etters
Three meanings: ‘progress and
meaning: polysemous te-iru (N5) A continuance, ’ stafe of'affalr.s following
words some actions,” & ‘the inclusion of
speaker's perspective’
meaning: polysemous te-shimau (N4) L% TWp rnf:am‘ngs: completlon of some ’
words actions’ & ‘expression of regretfullness
Four meanings: ‘even,” ‘used when
meaning: polysemous demo (N5) o4 citing somethl.ng as an ex.ample, used
words when emphasizing there is no
exception,” & ‘the minimum required’
meaning: polysemous Two meanings: ‘at any rate, in any case’
word tomokaku (N2/3) & H7>< & ‘apart from’
meaning: polvsemous Two meanings: ‘while (used when
& POy nagara (N5) AN doing two thing at one time)’ &
words ¢ )
although, but
meaning: polvsemous Five meanings: ‘cause, reason,” ‘by
& POy ni-yotte (kyigai) ZX > T means of,” ‘based on,” ‘actor in the case
words . > o .
of passive sentence,” & ‘depend on
meaning: polysemous . Two meanings: ‘approximately’ &
words hotondo (N4) Zeh ‘barely, at the last minute’
meaning: polvsemous Six meanings: ‘such as,’ ‘feel like,” “for
& POy yo (N4) 9 the purpose of,” used when providing
words s o o : ;
direction,’as if,” & ‘pray for, wish for
meanine: bolysemous Five meanings: ‘carfully,” ‘a lot,’
& POy yoku (N5) £< ‘often,” ‘How dare...” & ‘I appreciate
words R
that ...
meaning: polysemous kugurinukeru Two meanings of a compound verb
: (kuguru: N2/3, BT 5 . ‘ 1
words nukeru: N2/3) kugurinukeru ‘pass through/ cope with
Different meanings of compound verbs
meaning: polysemous ~kiru (compound ~~Y)% (#84&  with kiru as the second component.
words verbs) (kyiigai) ) 5) E.g.: Norikiru ‘go through/ survive’;
tachikiru ‘sever.’
. Different meanings of compound verbs
meaning: polysemous (compound ~# < (#HE with nuku as the second component.
words P #5) E.g.: taenuku ‘go through/ survive’;

verbs) (kyiigai)

dashinuku ‘outsmart.’
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Words in
Aspects of vocabulary . ..
Words in romaji ~ Japanese Note
knowledge
letters
ninki-o-hakusuru

. o (ninki: N2/3, . Synonymous expressions of ninki-o-
meaning: association hakusuru: ANREHT S hakusuru ‘become popular’

kyigai)

. .. kashin/kerai . . ¢t
meaning: association (kyiigai) CGWE TS Synonyms. Both mean ‘retainer.

bushilsamurai Synonyms. Both mean ‘a man of the
meaning: association (bushi: N2/3, Rt FF yhonyins. Both
samurai: N1) sword/ samurai.

. L daimyo/ hanshu SEUEN ‘ )

meaning: association (both: kyiigai) K& /= Synonyms. Both mean ‘a fuedal lord.
myoji/sei (myoji:

meaning: association kyiigai, sei: G i Synonyms. Both mean ‘surname.’
N2/3)

. _ hinpanni (N1)/ A2, LI Synonyms. Both mean ‘frequently/
meaning: association shibashiba Lig often.’

(N2/3) '

. o o o Synonyms . Both means ‘meanwhile/ on
meaning: association ippo/taho (N2/3) b7 /7 the other hand.’

. . tadachini/ suguni  E.HIZ,/ < ‘s )
meaning: association (N2/3) - Synonyms. Both means ‘right away.
meanine: association isso/ masumasu ~ —J88/E£7T F Synonyms. Both means ‘more and

& (N2/3) B more/ increasingly.’
Jitsuzai/kakii A . : ¢ o

. o . o e ntonyms. Jitsuzai means ‘real-life,
meaning: assoclation ](C{lz]i;uzlz\zlzz /l;))/ugaz, RAE /R while kakii means ‘imaginary.’

J_ - sHazs= e Antonyms. Oyakoko means filial
meaning: association (()th/;lo.kl(();ﬁoy:{)’uko ﬁi TR devotion to one's parents. Oyafuko
- g means opposite attitude.

. .. shukun/ kashin - Antonyms. Shukun is ‘a master,” and

IR ERREEIO] (kyiigai) Eeivg L kashin is ‘a retainer.’
kibo/ zetsubo o . , -
meaning: association (kibo: N2/3, LM Antonyms, Kibo is *hope,” and zetsubo

zetsubo: N1)

is ‘despair.’
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Words in
Aspects of vocabulary . ..
Words in romaji ~ Japanese Note
knowledge
letters
: e awa.tete./ i C T/ %D  Antonyms. Awatete means ‘hastily,” and
meaning: association ochitsuite (both: o . ,
N2/3) AW ochitsuite means ‘calmly.
meanine: association itabasami/ WX =%,/  Synonyms. Both words mean ‘dilemma/
& jirenma (kyigai) V< a double bind.’
. o . s Hierarchy of bushi (samurai) was
meaning: association bushi (N2/3) JTEv explained (hyponymy).
. C SN Adauchi usually indicates the action of
meaning: concept adauchi (kyigai) BHTZFH camurai class.
Chiigi usually indicates the action of
meaning: concept chiigi (kyiigai) JiSE honor taken by samurai. It is not chiigi
to be blindly loyal to a master.
In modern days, only farmers are
Ivakushs usually regarded as hyakusho, but all the
meaning:concept (l)c;ﬁ ai) (=} ¢3 workers in the primary industries were
& classified as hyakusho in the Edo
Period.
ageru (F1F%: \ ~ There are three different kanji for ageru
use: collocation NS, 2115 % %1F  (The basic meaning of ageru is to raise).
’ kyiigai, #5177 % 58075 Certain nouns precede only one of
N2/3) ageru.
ashi-o hakobu . . o1
] . . NI Different meanings with different verbs
use: collocation 2 czcholbIIjSN Y JEHES following ashi *foot.
Different meanings with different nouns
] . L N preceding oki-ni. E.g.: ichibyo oki-ni
useicollocation oki-ni (N2/3) BEIC ‘every second’; ichinichi oki-ni ‘every
other day.’
use: collocation ~kiru/~nuku ~Y)% /~%k Different verbs precede kiru/nuku (both
’ (kyiigai) < verbs mean ‘stick with .... to the end”).
. . N s Different verbs precede
. AV e
use: collocation iaktzl/(‘f\g/a?g fif/ Iz ?b | & gatai/zurai/nikui (all the verbs mean ‘It
Han - is difficult to .... ).
use: collocation kikkake (N2/3) Z o Only certain verbs follow kikkake

‘catalyst.’
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Words in
Aspects of vocabulary . ..
Words in romaji Japanese Note
knowledge 1
etters
use: collocation shoten-o aterulshiboru  $Ri3% 5TH gZZZZ:Z ?ZZ;:Z ii‘o‘i‘gf:fsn éolel
' (N2/3) S5 o Y
A noun fe ‘hand’ forms different
] . te-ni-kakaru (te:N5, _ idiomatic phrases when it
T35 colliegion kakaru: N5) FAET S collocates with different types of
‘particle + verb.’
] . Sfukusen-o haru v Only certain verbs follow fukusen
use: collocation (kyirgai) fR#RE #RD ‘foreshadowing.’
] . urami-o-harasu N " Only certain nouns precede harasu
use: collocation (kyiigai) BAzlE 5T clear/ dispel.”
use: collocation (yakuwari-o) hatasu (& EIZ)H7=  Only certain nouns precede hatasu
’ (kyiigai) 4 “fulfill.’
Distinction of ba, to, tara, nara,
. . N all of which are "conjunctive
use: register constraint ~ ba (N5) X particles” used for conditional
sentences.
Both ichio and foriaezu mean ‘in
. . o —t>/& V& any event/ tentatively.” However,
use: register constraint  ichio/ toriaezu (N2/3) 55 only either one of them can be
used in certain contexts.
Koso is used only when a speaker
wants to emphasize the word
use: register constraint  koso (N5) ZZ following koso. It should not be
used when mentioning already-
known facts.
All the three words can mean
use: register constraint sokode/soredel/dakara & Z T,/ %k ‘because.” However, only one or
-ree (N2/3) TS0 5 two of them can be used in certain
contexts.
All the three words can mean
use: register constraint | SC¢ni/sorekaralsoshite ZHUZZH ‘and/ then/ also.” However, only
-reg (N5) 6 % 1L C one or two of them can be used in

certain contexts.

use:

register constraint

tame(ni) (purpose)

(N4)

722 (A HY)

When tameni is used to express
‘purposes,’ potential verbs cannot
be used preceding tameni.
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Words in
Aspects of vocabulary . ..
Words in romaji ~ Japanese Note
knowledge
letters
tame/nodelkara S DTS All the three words can mean ‘because/
use: register constraint ~ (tame: N4, node: 7; 5 as.” However, only one or two of them
NS, kara: NS5) can be used in certain contexts.
Chanto ‘properbly’ is an adverb and a
use: register constraint  chanto (N2/3) bHoh b flf,ltlggﬂiﬁirggagzzfcf?re&%sc};u ld
papers.
Tsukaeru means ‘serve (work for)
use: register constraint  tsukaeru (N1) 2% without expecting a reward.” This word
is mostly used in the historical context.
Tsuku means ‘take a position of.” For
example, kyoshoku-ni tsuku ‘take a
. . . teaching position’ is correct, but sensei-
use: register constraint  tsuku (N4) k< ni-tsuk ug goes ot mean ‘become a
teacher.” In this case, sensei-ni-naru is
correct.
ZOOIEZZZiZng)/ & T AN/ %  All the three words can mean ‘but,
use: register constraint (N2/3)/ 72 dDIZ \F however.” However, only one or two of
keredomo (N4) ney them can be used in certain contexts.
hageshii/ hidoi/ All the three words can mean ‘hard/
use: register constraint sugoi (hageshii: ~ VLN heavy/ furious.” However, only one or
-Teg N2/3, hidoi: N4, /42 two of them can be used in certain
sugoi: N4) contexts.
mama/ Qpanashi *% o1 Both words can mean ‘leave on/ keep
use: register constraint ~ (mama: N2/3, L on.” However, either one of them can be
Opanashi: N1) used in certain contexts.
Monono means ‘although.” However,
use: register constraint ~ monono (kyiigai) & DD this word cannot be used in certain
contexts.
yatto/ yoyaku Both yatto and yoyaku means ‘finally/ at
use: register constraint  (yatto: N4, Lo & i< last.” However, either one of them can

yoyaku: N2/3)

be used in certain contexts.
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Words in
Aspects of vocabulary . ..
Words in romaji ~ Japanese Note
knowledge
letters
Kotoni-suru means that a speaker
56 el kotoni- . “Litt s/ decided to take a certain action. Kotqm—
functions suru/kotoni-naru  _ it B naru means that a certain event or thing
(N4) - happened regardless of the will of a
speaker.
Te-iku is used when someone or
use: grammatical te-iku/te-kuru T /T zogitilrl?f :isrfee%insg :(\:x;a};wfrcl):nra is
functions (N5) % P pace. fe-furu

used when someone or something is
approaching a speaker in time or space.
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Appendix C: Tokens and Percentage of Kyiigai/N1 Words in Supplementary
Reading Materials Used in the 2016 Pilot Study

Supplementary reading materials

Chapter
Tokens Total Types of Kyiigai/N1
1 500 21 (4.2%)
3 461 43 (9.3%)
4 416 49 (11.8%)
6 2,058 139 (6.8%)
7 981 132 (13.5%)
8 3,330 303 (9.1%)
9 1,321 97 (7.3%)
10 1,228 84 (6.8%)
Average 1,287 108 (8.5%)

Note. No supplementary reading materials are provided in Chapters Two and Five.
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Appendix D: Pre-course Questionnaire

1. What is your name?

2. What is your occupation (e.g., full-time or part-time student, full-time or part-time
teacher, full-time housewife)?

3. What is your first language?

4. How many years in total have you studied Japanese? Have you taken any Japanese
courses at school? If yes, where (e.g., high school, college, language school, and private
tutoring), and what level(s) (e.g., beginner, lower-intermediate, intermediate, upper-
intermediate, advanced)?

5. Currently how many hours per week do you study Japanese?

6. What are your reasons or purposes for studying Japanese (e.g., interest in Japanese
culture, interest in Japanese history, interest in Japanese politics or economics, university
admission, future employment, communication in Japanese)?

7. If your motivation is related to your interest in Japanese culture, what aspects of Japanese
culture are you interested in (e.g., anime, manga, TV dramas, films, music, modern or
traditional performing arts)?



10.

1.

12.

13.

14.

15.

16.

186

Have you ever been to Japan? If yes, what was/ were your purpose(s) (e.g., sightseeing,
study, business, and so on), and what was/ were the duration of your stay(s)?

Are you familiar withkabuki? If yes, how did you come to know kabuki (e.g., references
to kabuki in school textbooks, books, films, newspapers, and the internet)?

Have you ever viewed kabuki? 1f yes, where (e.g., theatre, TV, and video)?

If you have viewed kabuki, what was your impression of kabuki?

If you had a positive impression ofkabuki, what aspects of kabukidid you like?

If you had a negative impression ofkabuki, what aspects of kabukidid you not like?

Are there traditional performing arts in your country or origin? If yes, please elaborate.

If there are traditional performing arts in your country, were/ or are you interested in
them? Why?

Are you interested in the histories of your own country, Japan, or the world?
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17. Do you know about the Edo Period? If yes, when, where, and how did you learn about it?

18. What is your general approach to vocabulary learning and reading in Japanese?
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Appendix E: Pre-course Test

B BEEEERAFRICETAME
1. BEAHE - Bl ik
11. ( ) NICADEEE TOEHOHNLERZ IV,

(A) I5EHER (BWEED) 25 16 il R £ TR 100 4. BARTIE (1) R
726

B) FORRZ Kb b, 1590 FICEZH— (EHvvo) Lizoik 2) 72,
(C) 1603 FILFHIF (2 L1 %) #HWE=nix 3) Thd,

(D) BRERC IR PIEIC 2T T, X TREYEZEC, LV b D&% L, HAiT
ATENZ B> CTW=FE % (4) EREATZ,

(E) {LFRRITH oHER R (20 LED LN TWe, REFtaz3dm (Likvy)
TLH5HGT, mF (BxoL0) 24k (ko) v, (5 RO ENHFIh TV,
ZOREOPTHR FTEOH ST, ST MR (2K 9) 2FL LTV
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Appendix F: Weekly Questionnaire about Each Chapter

(Please submit the completed questionnaire at the start of the lesson)

1. Please write down all the unknown words in the main texts of Chapter ___.

2. How did you find the main texts?

— Very easy

— Easy

— Somewhat easy

— Neither easy nor difficult
— Somewhat difficult

— Difficult

— Very difficult

3. If you responded “somewhat difficult,” “difficult,” or “very difficult,” why?

— The number of unknown words
— Unfamiliar historical contexts
— Grammar

— Other (please specify)
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Appendix I: Post-course Questionnaire

1. Using the following scale, please indicate the level of difficulty of the main texts.

— Very easy

— Easy

— Somewhat easy

— Neither easy nor difficult
— Somewhat difficult

— Difficult

— Very difficult

2. Using the following scale, please indicate your interest in the story of Kanadehon
Chushingura.

— Highly interested

— Interested

— Somewhat interested

— Neither interested nor uninterested
— Somewhat uninterested

— Uninterested

— Highly uninterested

3. Why, or why not interested in KanadehonChushingura? Please explain your choice
about your interest in KanadehonChushingura.

4. Using the following scale, please indicate your perception of the vocabulary lists?

— Highly helpful

— Helpful

— Somewhat helpful

— Neither helpful nor unhelpful
— Somewhat unhelpful

— Unhelpful

— Highly unhelpful
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5. Using the following scale, please indicate how often you inferred the meanings of
unfamiliar words from the context.

— Very frequently

— Frequently

— Somewhat frequently

— Neither frequently nor infrequently
— Somewhat infrequently

— Infrequently

— Highly infrequently

6. Using the following scale, please indicate your perception of the explanation
provided for the advanced level (N1 and kyiigai) words.

— Very easy to understand

— Easy to understand

— Somewhat easy to understand

— Neither easy nor difficult to understand
— Somewhat difficult to understand

— Difficult to understand

— Highly difficult to understand

7. Using the following scale, please indicate your perception of helpfulness of the
pedagogical materials for increasing your knowledge about kabuki.

— Highly helpful

— Helpful

— Somewhat helpful

— Neither helpful nor unhelpful
— Somewhat unhelpful

— Unhelpful

— Highly unhelpful

8. Using the following scale, please indicate your perception of helpfulness of the
pedagogical materials for increasing your knowledge about other aspects of
Japanese traditional culture.

— Highly helpful

— Helpful

— Somewhat helpful

— Neither helpful nor unhelpful
— Somewhat unhelpful

— Unhelpful

— Highly unhelpful
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9. Using the following scale, please indicate your perception of helpfulness of the
pedagogical materials for increasing your knowledge about Japanese history.

— Highly helpful

— Helpful

— Somewhat helpful

— Neither helpful nor unhelpful
— Somewhat unhelpful

— Unhelpful

— Highly unhelpful

10. Using the following scale, please indicate your willingness to viewkabuki in theatres
If you have a chance to go to Japan.

— Highly willing

— Willing

— Somewhat willing

— Neither willing nor unwilling
— Somewhat unwilling

— Unwilling

— Highly unwilling

11. Using the following scale, please indicate your willingness tocontinue to learn about
kabuki in the future.

— Highly willing

— Willing

— Somewhat willing

— Neither willing nor unwilling
— Somewhat unwilling

— Unwilling

— Highly unwilling

12. Is there anything else about using the materials or about your learning that you
Would like to share?
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Appendix J: Post-course Test
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Appendix K: Post-course Semi-structured Individual Interview

1.

What is your general approach to or methods used for vocabulary learning and reading
throughout the course?

a. Vocabulary learning

b. Reading
Concerning vocabulary lists, did you use them? Did you refer to vocabulary lists
immediately when you did not know a word, or did you guess from the context and read
on without checking the vocabulary lists?
Do you think your vocabulary increased, or your reading comprehension improved over

the seven-week course?

How many minutes did you spend in the preparation and review of each lesson?
During the seven-week course, did you read other Japanese texts, in addition to the
materials used in the course?

Would you be interested in continuing your learning using similar Japanese language-
learning materials based on kabuki?

Reflecting on your learning experience in this course, what are your thoughts about the
use of the materials to help you develop your Japanese vocabulary and reading
comprehension? What aspects of the materials did you find helpful? What areas of the
materials could be improved?

Is there anything else about using the materials or about your learning that you would like
to share?
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Appendix L: Poster Used for Recruitment

>

b

1LY

| & || =

fH

& XrHIn

B SXHDT —2EDDOHNIEE2EELELET, REKEZEICLE & # 2
W, 3~4LDIN—TF « Ly AVEITVET,

b: |

8 DT E

BIMEH

F#L

REE

CalLdEDZH

5 e A

20191 A4 (20 BHHEE 5HE) 25 9 M,
(&t HEBOWFD, BFEIIX, 14:00 - 15:30, HBDW X
18:30 - 20:00, FEDER LEEHEZ JHEKLIZE, )

H1A FBEXEZBALAOOL, BT A (9047) ,
BRI T v — MR,

w,o~8 : =E (90 %)

oA : BHRT AL (90 %)

(B, BESHEDOKBIZERT v 7r— b &Ef, £z, FESEM»
5 9WEDEIT, — A 30 pRBREOMEBA > v & Ea—IZZHAOE
9, )

(1) BAFERIRBR 2H/KEKE. XiIF - ERLVDEEE,

(2) 9EBIIKRETITBIMTE A%E#H,

RESE=ZFBFEOFTr v b, HBVIIFHYEE (4000 H) DO
* - i L,

AFE - €7 b T REESHEFRELREERE,

BlkDH D HiE, T TITHEMK S,

EXA—/L7 FL R : yurikoka@uvic.ca (BEXEETF)

EBEEE S : 090-2156-7405

B DB —ILRX—:  http://shioere2017.peewee.jp/kabuki2/


mailto:yurikoka@uvic.ca

Appendix M: Coding

(A) Summary of Coding
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Ca}t/eigor Category 2 Category 3 Category4  Total
Number of subcategories 3 6 5 3 17
Number of codes 10 23 16 18 67
Number of subcodes 12 15 43 0 70
Number of segments 55 74 115 86 330

(B) List of Codes and Subcodes

Category 1: The Increase in Vocabulary Knowledge (Research Question 1) (10 codes, 12

subcodes, 55 segments)

Subcategory 1:participants' perceptions ofthe vocabulary in the main texts (3 codes, 3 subcodes,

5 segments)

Code: lexically-easy texts (1 segment)

Code: depth of vocabulary knowledge (3 subcodes, 3 segments)
Subcode: insufficient knowledge of polysemous words (1)
Subcode: confusion on register constraints (1)

Subcode: unknown use of familiar words (1)
Code: glosses in the vocabulary lists (easy to understand) (1 segments)

Subcategory 2: vocabulary learning strategies (5 codes, 9 subcodes, 38 segments)

Code: reference to vocabulary lists (yes) (9 segments)
Code: reference to other dictionaries (yes) (9 segments)
Code: kinds of other dictionaries used (2 subcodes, 3 segments)
Subcode: Japanese-Japanese online dictionaries (1)
Subcode: Japanese-Chinese online dictionaries (2)
Code: vocabulary acquisition method (5 subcodes, 12 segments)
Subcode: incidental learning (3)
Subcode: immediately verifying the meanings of unfamiliar words (4)
Subcode: the combination of inferring and verification (5)
Subcode: memorization after verification (1)
Subcode: wrong guesses (when verified) (1)
Code: factors for the easiness or difficulty of inferring (2 subcodes, 3 segments)
Subcode: easy with kanji words
(mostly same meanings in Japanese and Chinese languages) (2)
Subcode: difficult with hiragana words
(confusing because of many homonyms) (1)
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Subcategory 3: increase in vocabulary knowledge (2 codes, 12 segments)

Code: increase in the breadth of vocabulary knowledge (yes 8; no 1) (9 segments)
Code: increase in the depth of vocabulary knowledge (yes 3) (3 segments)

Category 2: The Improvement of Reading Comprehension (Research Question 2) (23
codes, 15 subcodes, 74 segments)

Subcategory 1:participants' perceptions of the main texts (5 codes, 6 segments)

Code: somewhat easy (2)

Code: appropriate for N2-level learners (1)

Code: interesting contents to read (parts about historical events) (1)

Code: interesting contents to read (parts to provide cultural background knowledge) (1)
Code: appropriate chapter titles representing chapter contents (1)

Subcategory 2: factors for the easiness or difficulty of comprehending the main texts (10
codes, 23 segments)

Code: familiar historical background knowledge (easiness) (1)

Code: easy grammars (easiness) (4)

Code: lack of grammatical knowledge (difficulty) (2)

Code: lack of cultural background knowledge (difficulty) (1)

Code: lack of historical background knowledge (difficulty) (5)

Code: unfamiliar words (difficulty) (2)

Code: too many characters and/or historical figures (difficulty) (5)

Code: too many episodes in one chapter (difficulty) (1)

Code: difficult-to-pronounce names of historical figures (difficulty) (1)
Code: non-chronological description of some historical events (difficulty) (1)

Subcagtegory 3: felation between vocabulary knowledge and reading comprehension (1
code, 5 segments)

Code: strong relation (5)

Subcategory 4: Reference to other sources of information (4 codes, 5 segments)

Code: viewing of related videos (1)

Code: utilization of images (1)

Code: Chinese websites (about unfamiliar historical events) (2)
Code: Japanese websites (about some historical events) (1)
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Subcategory 5: general approach to improve reading comprehension skills (2 codes, 12
subcodes, 34 segments)

Code: additional reading (12 subcodes, 28 segments)

Subcode: amount of additional reading (3 - 4 books and/or articles during
the 7-week course) (3)

Subcode: amount of additional reading (more than 5 books and/or articles during
the 7-week course) (4)

Subcode: amount of additional reading (3 - 4 hours per week at university
reading classes (1)

Subcode: kinds of additional reading materials (reading materials at university
reading classes) (2)

Subcode: kinds of additional reading materials (supplementary reading materials
sent to participants during the course) (5)

Subcode: kinds of additional reading materials (manga) (6)

Subcode: kinds of additional reading materials (blogs of favorite Japanese singers) (1)

Subcode: kinds of additional reading materials (history books about the Edo
Period) (1)

Subcode: kinds of additional reading materials (internet fictions with anime
characters) (1)

Subcode: kinds of additional reading materials (websites about kabuki) (1)

Subcode: kinds of additional reading materials (newspapers) (1)

Subcode: kinds of additional reading materials (reading materials about Japan
in Chinese) (2)

Code: other approaches (3 subcodes, 6 segments)

Subcode: review of the lessons (1)

Subcode: study for the JLPT test (1)

Subcode: viewing videos (e.g., anime, dramas, videos about kabuki) (4)

Subcategory 6: increase in reading comprehension (1 code, 1 segment)

Code: increase in reading comprehension (increased) (1 segment)
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Category 3: The Increase in Cultural and Historical Background Knowledge
(Research Question 3) (16 codes, 43 subcodes, 115 segments)

Subcategory 1: kabuki (7 codes, 24 subcodes, 48 segments)

Code: degree of interest in the story of Kanadehon Chushingura (4 subcodes, 9 segments)

Subcode: highly interested (2)

Subcode: interested (2)

Subcode: somewhat interested (4)

Subcode: neither interested nor uninterested (1)

Code: factors for the different degree of interest in Kanadehon Chushingura

(9 subcodes, 9 segments)
Subcode: respect for loyal samurai (highly interested) (1)
Subcode: full of information about Japanese culture and history (highly interested) (1)

Subcode: moving episodes, especially father's strong love for his
daughter (interested) (1)
Subcode: a colorful story with intriguing episodes (interested) (1)
Subcode: interesting stories and characters (somewhat interested) (1)
Subcode: common people's perspectives in the story (somewhat interested) (1)
Subcode: interesting episodes involving women (somewhat interested) (1)
Subcode: a new type of story (somewhat interested) (1)
Subcode: focus on non-heroic characters (neither interested nor uninterested) (1)

Code:medium through which learners learned about kabuki (5 subcode, 9 segments)
Subcode: internet (2)
Subcode: dramas (1)
Subcode: school textbooks (3)
Subcode: anime (2)
Subcode: uncertain (heard about it somewhere) (1)
Code: aspects of kabuki learners like or dislike (6 subcodes, 8 segments)
Subcode: make-up & costumes (like) (2)
Subcode: stories (like) (2)
Subcode: actions on the stage (like) (1)
Subcode: representative Japanese culture (like)(1)
Subcode: traditional performances of historical events (like) (1)
Subcode: scary make-ups(dislike) (1)
Code: willingness to view kabuki in theatres (willing) (1 segment)

Code: willingness to continue to study about kabuki (willing 8; unwilling 1) (9 segments)

Code: increase in the interest in kabuki (increased) (3 segments)




Subcategory 2: Japanese culture in general (2 codes, subcodes 5, 27 segments)

Code: interest in Japanese culture (interested) (8 segments)
Code: aspects of Japanese culture of interest (5 subcodes, 19 segments)
Subcode: anime and/or manga (6)
Subcode: TV dramas (4)
Subcode: films (2)
Subcode: music (4)
Subcode: tea ceremony (3)

Subcategory 3: history (3 codes, subcodes 11, 25 segments)

Code: the degree of interest in history (5 subcodes, 9 segments)
Subcode: generally interested (5)
Subcode: interested (Chinese history) (1)
Subcode: interested (history of the period of warring states) (1)
Subcode: interested (history of various countries in the world)(1)
Subcode: somewhat uninterested (1)

Code: prior knowledge of the Edo Period (4 subcodes, 11 segments)
Subcode: yes (5)
Subcode: some knowledge (3)
Subcode: only a little knowledge (1)
Subcode: no prior knowledge (2)

Code: medium through which learners learned about the Edo Period

(2 subcodes, 5 segments)

Subcode: school teaching (3)
Subcode: dramas (2)

Subcategory 4: traditional culture in learners' home country (2 codes, subcodes 3, 9
segments)

Code: interest in traditional performing arts (3 subcodes, 8 segments)
Subcode: interested (2)
Subcode: neither interested nor uninterested (3)
Subcode: uninterested (3)

Code: interest in other traditional culture (traditional embroidery)(1 segment)

Subcategory 5: increase in cultural and historical background knowledge (2 codes, 6
segments)

Code: increase in the knowledge about kabuki (increased) (4 segments):
Code: increase in the knowledge about Japanese history (increased) (2 segments):
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Category 4: Other Aspects of the Pedagogical Materials and/or Lessons (18 codes, 86
segments)

Subcategory 1: learners' perceptions about helpfulness of the pedagogical materials (7
codes, 36 segments)

Code: increase in the knowledge about kabuki (highly helpful 3; helpful 5;
somewhat helpful 1) (9 segments)
Code: increase in the knowledge about other aspects of Japanese traditional culture
(highly helpful 4; helpful 4; somewhat helpful 1) (9 segments)
Code: increase in the knowledge about Japanese history (highly helpful 4;

helpful 1; somewhat helpful 3; neither helpful nor unhelpful 1) (9 segments)
Code: increase in the knowledge of vocabulary breadth (helpful 4) (4 segments)
Code: increase in the knowledge of vocabulary depth (highly helpful 1; helpful 1)
(2 segments)
Code: improvement of reading comprehension skills (helpful 1) (1 segment)

Code: increase in Japanese language skills in general (helpful 1; somewhat helpful 1)

(2 segments)

Subcategory 2: areas for improvement (6 codes, 12 segments)

Code: the inclusion of video links (3)

Code: the provision of chronological tables (1)

Code: the location of furigana (Furigana should be put on top of kanji) (3)
Code: too many word documents to open (1)

Code: the way to conduct small-group discussion (2)

Code: too short lesson hours (2)

Subcategory 3: Preparation and review of the lessons (5 codes, 38 segments)

Code: Frequency of preparation (always) (10 segments)
Code: Amount of time spent per preparation (5 subcodes, 9 segments)
Subcode: less than 30 minutes (1)
Subcode: 30 minutes to one hour (3)
Subcode: 1 - 1.5 hours (1)
Subcode: 1.5 - 2 hours (3)
Subcode: about 10 hours (1)
Code: Frequency of review (3 subcodes, 9 segments)
Subcode: always (5)
Subcode: sometimes (2)
Subcode: never (2)
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Code: Amount of time spent per review (3 subcodes, 6 segments)
Subcode: less than 30 minutes (1)
Subcode: 30 minutes to one hour (3)
Subcode: 1 - 1.5 hours (2)
Code: Main focus of the review (3 subcodes, 4 segments)
Subcode: reading comprehension (1)
Subcode: analysis of wrong answers in the weekly quizzes and tests (2)
Subcode: vocabulary depth items (1)
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Appendix N: List of Test Items with More Than Six Incorrect Answers, as well as Zero

Incorrect Answers

No.of ) gpects of vocabular
incorrect Spects of vocabuiaty Words in romaji Note
knowledge
answers
Different meanings of compound verbs
9 olvsemous words ~nuku (compound with nuku as the second component.
POty verbs): kyigai E.g.: taenuku ‘go through/ survive’;
dashinuku ‘outsmart.” Frequency: 1.
. (vakuwari-o) hatasu: Only certain nouns precede hatasu
8 SolleEion N1 “fulfill.” Freqeuncy:1.
_ . Shoten-o ateru is ‘focus on.” Shoten-o
. shoten-o ateru/shiboru: . . ;
8 collocation shiboru is ‘focus solely on.” Frequency:
N2/3
2 (only shoten-o ateru)
Six meanings: ‘such as,’ ‘feel like,” “for
the purpose of,” used when providing
_ ] direction,’as if,” & ‘pray for, wish for.’
8 polysemous words o (analogy): N4 Frequency: 1 (v including other
meanings appeared 20 times in the
main texts.)
Tsukaeru means ‘serve (work for)
. . ] without expecting a reward.” This word
8 register constraint tsukaeru: N1 is mostly used in the historical context.
Frequency: 6.
7 collocation kikkake: N 2/3 S)nly cert’aln verbs fo?low kikkake
catalyst.” Frequency: 1
te-ni-kakaru: N5 (all of A noun te ‘hand’ forms different
. the components of this  idiomatic phrases when it collocates
7 collocation

idiomatic expression are
NS5-level words)

with different types of "particle +
verb." Frequency:l.
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No. of
. Aspects of vocabulary . ..
mcorrect Words in romaji Note
knowledge
answers
“V+kiru” means ‘stick with
(something) to the end, do (something)
thoroughly, reach a goal, etc.’
collocation V+kiru: kyiigai However, ~kiru doesn't collocate with

certain verbs, such as kangaeru ‘think.’
In the case of ‘think thorouly,” kangae-
nuku is a correct form. Frequency: 2

polysemous words

kugurinukeru: kyigai

Two meanings of a complex verb
kugurinukeru ‘pass through/ cope
with.” Frequency: 1

polysemous words

~kiru: kyiigai as the
second component of
coupound verbs

Different meanings of compound verbs
with kiru as the second component. For
example, Norikiru means ‘go through/
survive,” and tachikiru means ‘sever.’
Frequency: 1

meaning: polysemous
words

sarani: N2/3.

Two meanings: ‘more,” &
‘additionally.” Frequency 4 (used only
in the sense of ‘additionally’)

Two meanings: ‘all, whichever’ &

polysemous words izure: N2/3 ‘sometime in the future.” Frequency: 2
(used only in the sense of ‘all’)
Suffix. Usually attached to words of
) Chinese origin or abstract words of
VRS ~hka: N2/3 Western origin. Similar to ‘-ize/-zation’
in English. Frequency 2.
~mi: kyigai, ~sa: N4/5, Noun-formation elt.her by attgchmg
. : suffixes or conversion of conjunctive
word parts conjunctive forms of

adjectives

forms of adjectives into nouns.
Frequency: 1.
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No. of
incorrect
answers

Aspects of vocabulary
knowledge

Words in romaji

Note

collocation

oki-ni: oki N2/3, ni N5

Different meanings with different
nouns preceding oki-ni. E.g.: ichibyo
oki-ni ‘every second’; ichinichi oki-ni
‘every other day.” Frequency: 2.

collocation

"~0 hatasu"

Some nouns do not collocate with "~o
hatasu." Frequency: 2

register constraint

ba: N5

Three meanings: "used when something
always happens under a certain
condition," "used to express general
matters or rules as in proverbs," &
"used as hypothetical condition for one-
time happening." Frequency: 13

register constraint

koso: N5

Koso is used only when a speaker
wants to emphasize the word following
koso. It should not be used when
mentioning already-known facts.
Frequency: 1.

register constraint

soreni: N5

Distinction between soreni and
sorekara (N5). Both words can mean
‘and/ ther/ also.” However, only one
them can be used in certain contexts.
Frequnecy:1.

polysemous words

aruiwa: N2/3

Two meanings: ‘or’ & ‘probably.’
Fregency: 7

polysemous words

hotondo: N4

Two meanings: ‘approximately’ &
‘barely, at the last minute.” Frequency:
3.

word parts

kotowari:kyiigai

Nominalized form of verbs
(conjunctive form). Frequency: 1.
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No. of Aspects of bul
incorrect Spects of vocabuiary Words in romaji Note
ANSWerS knowledge
W
ageru: %\F % (kyiigai), There are three chfferent kanjz' f(‘)r ageru
0 collocation BT % (N213), LT % (The basic meaning of ageru is ‘to
7 ’ raise’). Certain nouns precede only one
(N5) of ageru. Frequency: 1.
Different meanings with different verbs
following ashi ‘foot.” Frequency: 0
0 collocation ashi-o arau (both ashi (This idiomatic phrase was referred to
and arau are N5) in relation to another idiomatic phrase
ashi-o-hakobu, which appeared once in
the main text.)
Five meanings: ‘cause, reason,” ‘by
0 meaning: polysemous  ni-yotte (cause, reason): means of,” ‘based on,” ‘actor in the case
words kytigai of passive sentence,” & ‘depend on.’
Frequency: 7.
Six meanings: ‘such as,’ ‘feel like,” “for
meaning: polysemous _ ] the purpose of,” used when providing
0 words Y0 (purpose): N4 direction, ‘as if,” & ‘pray for, wish for.’
Frequency: 0 in the sense of purpose.
Three meanings: ‘only, solely,” ‘as far
0 polysemous words dake: N5 as possible,” & ‘all the more because.’
Frequency 10.
Three meanings: ‘progress and
0 polysemous words te-iru (both te and iru continuance,” ‘state of affairs following
(verb phrase) are N5) some actions,” & ‘the inclusion of
speaker's perspective.” Frequency: 32.
0 meaning: polysemous kara (reason): N5 Three meanings: ‘from,” ‘because,” &

words

‘(made) of/ from.” Frequency: 25.
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No. of
. Aspects of vocabulary . ..
mcorrect Words in romaji Note
knowledge
answers
Synonyms. Both words mean
. s ‘dilemma/ a double bind.” Frequency 1.
. itabasamil jirenma . . :
0 association (Both words are kyiigai) During the lesson, itabasami was
& explained in detail at participants’
request.
Synonymous expressions of ninki-o-
. . . hakusuru ‘become popular.” Frequency
0 association ninki-o-hakusuru (ninki: During the lesson, this phrase was

N2/3, hakusuru: kyigai) explained in detail at participants’

request.




