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Learning theory states that people learn best when multiple senses are
engaged. Narrow learning theory suggests that repeated exposure to
limited, focused input supports the learners in their language acquisition
process (Krashen, 1994). Both theories were put into use to teach vocabu-
lary to the same group of students to observe the effect on content sharing
and coordination on learning outcomes of low-level students. In this
study, students in speaking and listening classes taught by the authors
received instruction using the same lessons on numerical expressions over
a period of one school year. They were evaluated to determine whether
by studying limited language content over two segregated skills classes
they would have better results than a control group on a posttest designed
by the authors. Data was analyzed for significant differences and correla-
tion by SPSS. Results were inconclusive, however, survey results showed
positive student perceptions of the instruction.
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Introduction

The Japanese Government’s Ministry of Science and Education
announced a concrete action plan in 2002 “to cultivate Japanese with
English abilities,” laying out ambitious communication goals to reach
by the end of university study, the highest goal being the ability of
graduates to function in their chosen field in English (MEXT, 2003).
Moreover, a further stated goal of MEXT to enable the entire
Japanese public to be able to conduct daily conversation and to
exchange information in English appeared in the pronouncement
(MEXT, 2003). To meet these goals, the ministry suggested more
research on which to base drastic changes in school and university
curricula and teaching approaches away from the traditional aca-
demic style that has been grounded deeply in grammar and transla-
tion and used in segregated skills courses (Gorsuch, 1998; Sato, 2002).

The new direction indicates a need for communicative teaching
approaches that require the integration of skills in agreement with
what language teaching experts have been promoting in recent years.
According to well-known author and learning strategy theorist
Rebecca Oxford, the traditional grammar-based method of instruc-
tion restricts language learning to a very narrow, non-communicative
range that does not prepare students to use the language in everyday
life (Oxford, 2001). She suggests that during instruction interweav-
ing the four primary (macro) skills of listening, reading, speaking,
and writing, including the associated or related (micro) skills such as
knowledge of vocabulary, spelling, pronunciation, syntax, meaning,
and usage into a sort of tapestry leads to optimal ESL/EFL commu-

nication.
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Effect of Integrated Focused Vocabulary Instruction

Though the government and international experts in the field of
English education, as well, have made efforts to forward the develop-
ment of communication skills as a primary focus of English language
learning in schools, this integrated-skills approach however would be
difficult to attain without a major overhaul in teacher training, hiring
qualifications, administration, and funding of education. Simply put,
the segregated curriculum has been administratively effective.
Though in light of current economic trends, a costly reworking of
entire curricula, especially in small private colleges such as ours,
would be quite strenuous and time consuming but not impossible over
time. Evolutionary change seems in order, not only in content and
approach, but in how the teachers themselves, who working toward

the same teaching outcomes and goals, coordinate their classes.

English needs analysis studies congruent with government
goals

The need for English for communication rather than as an
academic subject of study has been echoed by university students for
some time throughout the country. In fact, needs analysis surveys of
college students in Japan have shown a consistently high preference
for practical English skills and international communication (Edwar-
ds, 1994; Edwards et al, 1994; Harrison et al, 1992; Koike, 1985; Sato,
1994; Widdows and Voller, 1991; Yonesaka, 1994). In the 1993 needs
analysis conducted by Edwards at Musashi, the four top skills rated
by students were concerned with speaking and listening: survival
English for everyday situations abroad, talking about themselves,

pronouncing English at an understandable level, and understanding
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entertainment media. Academic English skills were ranked at the
bottom.

At the same time, studies have shown that while students have a
future oriented, interpersonal view of their studies, there are many
who also have a pragmatic view of their English needs based on
short-term concrete goals (Widdow and Voller, 1991). These include
pronunciation, vocabulary building for passing qualification examina-
tions, and specific language patterns and terms for communicating
with foreign customers at their part-time jobs or future jobs.
Results of the Musashi study showed that first-year students have a
practical orientation toward college in general and English in particu-
lar in the desire for qualifications and practical skills (Edwards, 1994;

p. 94).

Rationale for the study

A quick look at this college English curriculum for first-year
majors is a case in point for better integration in the teaching of both
macro and micro skills. The students have as many as twelve
different classes a week, each on a separate topic, six of them
concerning English. Each course has a separate textbook chosen for
the students’ level, but not with the intention of integrating skills or
content. Thus, these beginner students at a false-beginner level are
exposed to an unlimited variety of topics, vocabulary, and language
forms focusing on the segregated skills-grammar, writing, listening,
speaking, reading, and pronunciation. On examination of the text-
books and materials used for the year of this study 2007, we found

overall a broad, unfocused exposure to English with some uninten-
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tional overlap in skill area and content. (The list of the textbooks can
be found in Appendix A.)

A logical place to start the re-working of the curriculum towards
the integration of skills and practical content is in the listening and
speaking classes. Neither course is ever taught without the inclu-
sion of the other skill component to some degree, while the same
could be safely said for the often paired reading and writing courses.
Teacher collaboration and content integration would benefit anxious
first-year students by lessening the amount of language to study and
by increasing chances for repetition and engagement with the same
language to deepen understanding and improve proficiency (Krashen,
2004).

This study was undertaken to identify how to effectively address
the students’ reported needs for spoken and aural skill in English, in
particular the need for more working knowledge of vocabulary to get
qualifications and for everyday situations. Though simplistic, even
elementary, we wanted to know if by studying the same narrowly
focused vocabulary and expressions concurrently in two segregated
skills courses, it would improve students’ listening comprehension
and knowledge as measured by a pretest and posttest. The answer
seems obvious, but when searching the literature, there were no
studies that focused on the subject of shared focused content across

segregated skills courses, which are typical in Japanese universities.

Language focus
We selected as the language focus the area of numerical expres-

sions and number related vocabulary, a broad and often overlooked
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area of practical and essential language. On the surface, numbers
seem like a simple closed set of words and expressions. However on
examination, it soon becomes clear that numerical expressions com-
prise a vast and complex system of often culture bound concepts and
language which is given only cursory attention in most beginning
level college syllabi and textbooks. Numerical expressions repre-
sent a unique challenge to learners because typically they are not
written by graphemes, thus providing no cues for pronunciation;
rather they are represented with numerals and symbols that must be
memorized and learned along with the situations in which they are

used.

Method
Participants

All 74 first-year students entering the college in April 2007 who
were in the third (C) and fourth (D) level classes of the Musashi
Women'’s Junior College English Literature Department were initially
included in this study, however only complete data sets were used in
the final analysis reducing the number to 63. The third level (C)
consists of classes 5 and 6, while classes 7 and 8 comprise level four.
The research subjects totaling eighteen students in class 7 were
chosen since they were taught by both authors in listening and
speaking skills courses respectively. The remaining three groups
served as the control students since they did not receive instruction
by both authors. They were taught by the listening course teacher
only.
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Materials

The experimental group was taught using the general speaking
course book Talk a Lot Book One and Book Two (Martin, 2003) for
the English department students in levels two (B) through four (D), in
the first and second terms respectively. Additionally, they received
weekly instruction in both speaking and listening courses throughout
the school year using Essential Listening I: Working with Numbers
(Fuller & Fuller, 2002). The main listening course text was English
Masterbox (2) (Macmillan, 2001) on videotape, along with NHK Level
Up Eibunpo (NHK 2007) on CD, with Viva San Francisco video and
learning components (Macmillan, 1998) installed into the CALL sys-
tem for independent study. The speaking and listening texts for the
control group (classes 5, 6, 8) excluded the numbers textbook. All

others were the same as for the experimental group (Table 1).

Measurement instruments

Students in both the control and experimental groups were

Table 1. Speaking & Listening Instructors and Course Texts

Class Course Instructor | Term Main text Supplemental text Sgén?gg ctteexdt
Speaking s | Talk a Lot Book 1
Skills I Edwards ! e @ Lot Boo Essential Listening:
. iiiﬂ(lﬁg - gna Talk @ Lot Book 2 Working with Numbers
(exp) - s English Masterbox
Listening [ Aoki 1 (2) Essential Listening: | Viva
Listening 1T ona NHK Level Up Working with Numbers | San Francisco
istening Eibunpo
Speaking s A
s Skills I Other NS 18t Talk a Lot Book 1
6 giflall(ll?g instructors 2nd Talk a Lot Book 2
3 Listening I It English Masterbox
(control) Aoki Essential Listening: = | Viva
contro Listening 11 gna NHK Level Up Working with Numbers | San Francisco
istening Eibunpo
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pretested and posttested in April and December respectively using a
four-part test of twenty problems developed by the authors (Appen-
dix B) entitled AE Numbers Test (AEN). Half were multiple choice
listening problems to test students’ understanding of dates, measure-
ment, frequency, and ordinal number expressions in a sentence con-
text; comprehension of number expressions or fractions to complete
a series; and ability to hear and distinguish between commonly
mistaken number pairs. Five reading problems tested knowledge of
the Latin roots of numbers. The final five problems were fill-in-the-
blank type that tested student skill in expressing non-orthographic
number expressions in daily spoken language and large numbers.
The test problems were designed to test general competency with
numerical expressions and were not specific to the numbers text-
book. The listening problems were recorded on a CD and played
once. Students were given ten minutes to complete the test.

A second general listening test (AE Listening Test), also
designed, revised, and researched for validity by the authors, was
administered to all first-year English majors in April and December
(Edwards & Aoki, 1999, 34-44). It contains fifty problems and takes
35 minutes to complete. This test design followed problem types
found on the TOEIC and TOEFL and has been administered every
year from 1998 to measure improvement in students’ overall listening
comprehension after one year of college study.

Results of both tests were analyzed with single-tailed t-tests to
establish a 959 probability that the outcome of the tests was not by
chance, but could be accounted for by some variables. The statisti-

cal tests were run to establish significance in the difference in the
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means of scores of the pretest and the posttest for the entire group.
One-way independent ANOVA tests were run using SPSS statistical
software to find significance in the posttest scores at the p<0.05 level
between and among the control and experimental groups and
between class levels. Additionally, the means of the scores of the
AE Listening and AE Numbers Test posttest were compared by using
the Pearson Correlation test to establish a significant correlation
between a student’s grade on the AE Listening and AE Numbers
Tests.

A survey of students’ perceptions of the efficacy of their listening
study (Aoki survey) was conducted at the end of course. (See Appen-
dix C for the original version and English translation.) Using a
five-point scale, students ranked thirteen items concerning recogni-
tion of certain parts of speech and idiomatic phrases, comprehension
of passage content, and improvement in spelling. The carry over
effect on the speaking skills class comprehension, ability to catch and
understand native English speaking teachers’ talk, and ease in under-
standing movie English were also covered on the survey. Attitudes
towards specific study assignments and procedures in the listening
class were also examined.

Statistical tests were conducted on the scores to indentify signifi-
cance in the differences in response between the four groups in the
study. A two-way ANOVA and post hoc tests were conducted since

the statistical sample was small.

Class procedure

Students in the control group were given a fifteen-minute lesson
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once a week in both the listening skills and speaking skills courses
using the supplemental textbook that focuses on numbers. The first
exposure to the material was in the listening class using the CALL
system in the language laboratory. Students listened and completed
number recognition tasks in the textbook. Within a few days, the
students covered the same lesson with the native speaking English
(NS) teacher who expanded the lesson by checking pronunciation and
giving additional practice of the same types of number expressions,
for example by applying the textbook situations to themselves or by
using them in other everyday situations. Additionally, cultural
differences in concepts and expressions were highlighted during these
lessons, for example the use and importance of the fractions quarters
or thirds in measurement in English speaking countries.

It must be noted that the course textbooks for listening and
speaking also contained lessons covering number expressions. All
students, therefore, had some direct instruction about numbers as
part of their study but not in coordination with the other segregated
skills courses.

Students in all four classes taught by the listening teacher were
tested using both AEL and AEN Tests in April at the start of the
course and at the end in December. They completed the survey
measuring perceptions of their listening study for the year, as de-

scribed earlier in the report.

Analysis
Complete data sets of both tests (AEL and AEN) and the survey

were used for analysis. After input onto Excel spreadsheets the data
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was transferred to specially formatted data files and analyzed using
the 2007 version of SPSS (Statistical Package for Social Sciences,
version 16 basic package), an academic standard for university and
professional research.

The test outcomes fell within a normal curve so the data was
treated parametrically. Descriptive statistics including the mean,
standard deviations, minimums, and maximums as well as bar graphs
by class were generated. (Tables 2-5, Charts 1 and 2) One-tailed
t-tests were conducted to examine for significant differences between
the mean scores of the pretest and posttest within the experimental
group and the control groups at a p<0.05 level of significance. The
same analysis was done on the posttest scores between the experi-
mental and the control groups to find indictors that the treatment
affected change in the students’ competence with numerical expres-
sions. ANOVA tests were run to compare the means of the test
scores to find significant difference in the scores between all four
classes in the research.

A Pearson Correlation test was run on the posttest scores to
establish the strength of the relationship between the outcome of both
tests, i.e. if a student ranks highly on both the AEL Test and the AEN
Test, then the presence of a significant correlation could possibly be
used as statistical support for the positive effect of the experimental
treatment.

For the Aoki survey standard descriptive statistics and fre-
quencies were calculated. The means were compared by a two-way
ANOVA statistical procedure to establish significant difference

between the groups. Frequency data and percentages provided a
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clear basis for comparison and analysis. Since the sample size was
small, pie charts showing the rates of high rankings particularly by
classes 7 and 8 (both in Level D) were generated for the items

pertinent to this study (numbers 4, 6, 7, and 8).

Results
AE Numbers Test

Overall, the mean scores as shown in Chart 1 for the AEN pretest
(67.81) and posttest (78.51) fell within the authors’ expectations.
Results in Table 2 indicate a wide range of 56 points in the pretest
and posttest outcomes, with a loss of 20 points for the low, a gain of
36 points for the high, and a 10-point gain as the average. Outlying

scores were not eliminated from the analysis, thus the appearance of

Chart 1. Means by Group: AE Numbers Test 2007
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Table 2. Descriptive Statistics of All Groups: AE Numbers Test 2007

N  Mean SD Minimum Maximum
AEN pretest score 63  67.81 12.58 36.00 88.00
AEN posttest score 63  78.51 10.12 32.00 96.00
AEN gain score 63  10.70 11.22 -20.00 36.00

Table 3. Descriptive Statistics by Group: AE Numbers Test 2007

Level Class N Mean SD Min Max
AEN pretest score 16 71.25 10.75  52.00  83.00

5 AEN posttest score 16 79.38 7.72  64.00  92.00

C AEN gain score 16 8.13 9.37 -4.00  28.00
AEN pretest score 17 7059  11.31  48.00  88.00

6 AEN posttest score 17 80.71 587  68.00  92.00

AEN gain score 17 1012  12.01 -20.00  36.00

AEN pretest score 15 6427 1469 36.00  88.00

7 AEN posttest score 15 76.00 16.90  32.00  96.00

N AEN gain score 15 11.73  12.04 -16.00  32.00
AEN pretest score 15 64.53 12.91 36.00 80.00

8 AEN posttest score 15 77.60 7.06  68.00  88.00

AEN gain score 15 13.07 11.76 .00 36.00

a highly inconsistent outcome. Losses can be accounted for by
disengagement by the students or an unfavorable condition when
taking the posttest. It can be assumed that there is not a causal
relationship with the experimental treatment and this outcome of the
posttest.

The pre- and post-treatment testing results in Table 3 show the
means and gain scores according to level and class. For this study
class 7 in the fourth or D level is the experimental group; and classes
5 and 6 in the third or C level and class 8 in the fourth or D level are
the control. Class 8 shows the highest gain score at 13.07 percentage

points with a narrow standard deviation from the means (SD) at 7.06.
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At the same level class 7 shows a lower gain of 11.73 points with a
remarkably high SD of the posttest means at 16.90, indicating incon-
sistency within the group that produced the extreme scores on the
test, a high of 96 and a low of 32. Both D level groups had higher
means of gains in the posttest than either C level group, with class 6
at 10.12 and class 5 at 8.13. This pattern is consistent with typical
outcomes of posttests because generally lower level groups tend to
gain more by instruction than do higher level groups. Comparing the
gain scores of the experimental group (7) against the control subjects
(5, 6, 8), the experimental group outperformed them with gains of 11.

73 points and 10.44 respectively.

Chart 2. Means by Group: AE Listening Test 2007
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Table 4. Descriptive Statistics of All Groups: AE Listening Test 2007

N  Mean SD Minimum Maximum
AEL pretest score 63  60.19 11.40 30.00 84.00
AEL posttest score 63  68.79 9.53 42.00 88.00
AEL test gain score 63 8.60 11.84 -24.00 36.00

AE Listening Test

Results shown in Tables 4 and 5 and Chart 2 reveal a similar
overall pattern between both the AEN and AEL Tests. The means
fell within the expected range at 60.19 for the pretest, 68.79 for the
posttest and 8.60 for the gain score. The range of gain fell within the
lower extreme of minus 24 to 36 at the upper end. Outlying scores
were included in the calculations, thus producing a wide distribution
of gain scores. Most notable is the high gain score for class 7, the
experimental group, which is nearly double that of the control

classes.

Table 5. Descriptive Statistics by Group: AE Listening Test 2007

Level Class N Mean SD Min Max
AEL pretest score 16 63.00 9.61  48.00  84.00

5 AEL posttest score 16 69.63 6.97 54.00  82.00

C AEL test gain score 16 6.63 7.82 -8.00 18.00
AEL pretest score 17 64.12 10.92 38.00 78.00

6 AEL posttest score 17 7141 7.93  54.00  88.00

AEL test gain score 17 7.29  12.81 -24.00  36.00

AEL pretest score 15 5413 13.08  30.00  76.00

7 AEL posttest score 15 67.73 13.37 42.00 86.00

b AEL test gain score 15 1360  13.59 -8.00  34.00
AEL pretest score 15 58.80  10.02  40.00  72.00

8 AEL posttest score 15 66.00 9.01 46.00  78.00

AEL test gain score 15 720 1214 -20.00  28.00
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Survey

Of the thirteen items on the survey (Appendix C), four items
pertinent to this study were chosen for focus: over the school year (4)
students’ understanding of class content improved; (6) listening class
topics carried over and aided students in the speaking skills class; (7)
students were better able to understand the native-speaker English
teacher; and (8) students were better able to understand English
movies.

Frequencies were calculated for each item according to the
ranking value and by group as shown in Tables 6 to 9. Since there
were no clearly stated anchor values given to students when the
survey was taken, the authors have assigned relative degrees to the
five ranks in order to view the results. Since it was assumed that
there was at least some change in listening ability during the course
of the year, rankings 1 and 2 are considered a positive but low
ranking. Conversely, rankings 4 and 5 are considered positive high
rankings, with 3 occupying the middle position that is often but not
always the most frequently assigned rank for each of the items. For
analysis and comparison among the groups, the authors focused on
the frequency rates of the combined high rankings of 4 and 5.

In Table 6, rankings 4 and 5 combined show similar results
among the groups ranging from class 5 and 7 at 50% and classes 6 and
8 close by with combined rankings of 60% and 56% respectively.
Only two students gave this item a low ranking, with at least half
ranking it highly, indicating confidence that the students comprehen-
sion of listening class materials improved through the school year.

The experimental group shows little or no difference compared to the
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Table 6. (4) Improved understanding of listening class content

Ciss N ey pereen O
2 1 5.6 5.6
3 8 44.4 50.0
5 4 7 38.9 88.9
o 2 11.1 100.0
Total 18 100.0
3 6 40.0 40.0
6 4 7 46.7 86.7
5] 2 13.3 100.0
Total 15 100.0
3 8 50.0 50.0
7 4 7 438 93.8
5] 1 6.3 100.0
Total 16 100.0
2 1 6.3 6.3
3 6 37.5 43.8
8 4 7 43.8 875
5] 2 12.5 100.0
Total 16 100.0

control groups.

Table 7 reveals a markedly higher ranking by the experimental
group than the control group at the same ability level, with nearly
double the number of students recognizing the carryover effect from
the listening class to the speaking class. At 25 percentage points
higher than class 8, class 7 results are nearly the same as class b.
Though data cases are small in number, the vast majority of students
in this study seem to feel the synergetic effect of the shared course
content.

Table 8 and Chart 3 reveal a considerable contrast in the two

lower level groups with only 25% of class 8 giving a high score to NS

41



Table 7. (6) Aided understanding of speaking class content

Clss  NIREE Freauency Percent e
3 8 44.4 44.4
5 4 8 44.4 88.9
5] 2 11.1 100.0
Total 18 100.0
1 1 6.7 6.7
2 1 6.7 13.3
6 3 7 46.7 60.0
4 3 20.0 80.0
o 3 20.0 100.0
Total 15 100.0
2 2 12.5 12.5
7 3 5 31.3 43.8
4 9 56.3 100.0
Total 16 100.0
2 4 25.0 25.0
3 7 43.8 63.8
8 4 3 18.8 875
5] 2 125 100.0
Total 16 100.0

teacher comprehension in the speaking classes.

class 7 assessed a high ranking with only one low score.

More than half of

The rates

of the high rankings by the upper level classes 5 and 6 were 72% and
60% indicating considerable comfort with native speaker speech in
the classroom setting by the end of the year.

A similar pattern of response is found in Table 9 and Chart 4
with class 8 again noticeably lower in strength of response compared
to class 7. Less than half of class 8 conferred strongly with the idea
that their comprehension of English language movies had improved,

while two-thirds or more of the students in classes 7, and 5 and 6

42



Effect of Integrated Focused Vocabulary Instruction

Table 8. (7) Improved comprehension of NS teacher

3 5 27.8 278
5 4 9 50.0 77.8
o 4 22.2 100.0
Total 18 100.0
1 1 6.7 6.7
3 5 33.3 40.0
6 4 4 26.7 66.7
o 5 33.3 100.0
Total 15 100.0
2 1 6.3 6.3
3 6 375 43.8
7 4 6 37.5 81.3
o 3 18.8 100.0
Total 16 100.0
1 1 6.3 6.3
2 3 18.8 25.0
8 3 8 50.0 75.0
4 2 12.5 875
o 2 12.5 100.0
Total 16 100.0

Chart 3. (7) Improved comprehension of NS teacher
Class 7 Class 8

6%



Table 9. (8) Improved comprehension of English movies

3 6 33.3 33.3
4 8 44.4 77.8
o 4 22.2 100.0
Total 18 100.0

1 1 6.7 6.7
3 5 33.3 40.0
4 4 26.7 66.7
o 5 33.3 100.0
Total 15 100.0

2 1 6.3 6.3
3 4 25.0 31.3
4 8 50.0 81.3
o 3 18.8 100.0
Total 16 100.0

1 1 6.3 6.3
2 2 12.5 18.8
3 6 375 56.3
4 5 31.3 875
o 2 12.5 100.0
Total 16 100.0

Chart 4. (8) Improved comprehension of English movies

Class 7 Class 8
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agreed strongly that their ability to understand the situational, fast
spoken language had been positively impacted by their listening

study.

Statistical Analysis

Statistical tests to identify significant differences in the means of
the posttests of AEN and AEL for the experimental group and the
control group were inconclusive. Independent t-tests and one-way
ANOVA established no statistically significant difference between
groups for either test, thus the effectiveness of the experimental
treatment was not established. However, paired samples t-test (2-
tailed) results showed a significant difference (.000) at the p=<0.05
level between the means of the AEN Test pretest and posttest scores
for all groups. Likewise in the t-tests for the AEL pretest and
posttest means, significance was shown at the .000 level. (Table 10)
Thus, it can be inferred that their overall study experience impacted
the outcome of the posttests. As to how it affected the results, it is

unclear.

Table 10. AEL & AEN Pre/Postest 2007 Means Paired Samples Test

Paired Differences

95% Confidence
Std. Std. Interval of the

. Sig.
Mean Deviation ﬁr;;; Difference t df (2-tailed)
Lower Upper
Pair 1 AEL pretest | g co017| 1183562 | 149115 | -11.58394 | -5.62241 | -5.769 | 62| .000

AEL posttest

Pair 2 AEN pretest

AEN posttest -10.69841 | 11.21726 | 1.41324 | -13.52344 | -7.87338 | -7.570 |62 | .000

»<0.05
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To establish the correlation between the outcomes of the AEL
and the AEN, which was designed specifically for this study, a
Pearson Correlation Coefficient procedure was run. Table 11 shows
a correlation of .534 significant at the 0.01 level which means that the

examination performance on both tests is positively related with a

Table 11. AEL & AEN 2007 Posttest Score Correlation

AEL posttest score AEN posttest score
AEL posttest score Pearson Correlation 1.000 534**
Sig.(1-tailed) .000
N 63 63
AEN posttest score Pearson Correlation 534** 1.000
Sig.(1-tailed) 000
N 63 63
** Correlation is significant at the 0.01 level (1-tailed).
Table 12. Aoki Survey ANOVA Results
Sum of Mean .
Squares df Square F Sig.
()Improved Between 319 | 3| .106 | .196 | .898
understanding ~ Groups
of listening Within Groups 33.065 |61 542
class content Total 33.385 | 64
(6)Aided under- Between 1963 | 3| 654 | 832 | 481
standing of Groups
speaking class  Within Groups 47975 |61 786
content Total 49.938 | 64
(7)Improved gfxg;’“ 7419 | 3| 2473 | 2.707 | 053
g‘f’%psr izzr;?gf Within Groups | 55.719 |61 | .913
Total 63.138 | 64
(8)Improved = Between 3393 | 3| 1131 | 1.231 | .306
comprehension  Groups
of English Within Groups 56.053 | 61 919
movies Total 59.446 | 64
»=0.05
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high level of confidence (over *.5). This does not indicate a causal
relationship, rather it indicates reliability in the test results. Thus a
student who gets a high score on the AEN will probably have a high
score on the AEL since the correlation coefficient is high.

To determine statistical reliability of the survey results a two-
way ANOVA procedure established a significant difference between
and within groups concerning item (7) émproved comprehension of NS
teacher. (Table 8) However, further statistical procedures to identify
where the difference occurred revealed no significant differences
specifically between the experimental and control groups. Never-
theless, according to student response on the survey (Table 8, Chart
3), there was a large gap between class 7 and 8 and the other groups
in their perception of the degree listening class had on their ability to

understand the NS teacher in the speaking skills class.

Discussion

Results on the numbers (AEN) and general listening (AEL) tests
did not produce conclusive statistical evidence that teaching a spe-
cific set of vocabulary items and expressions in two different skills
classes made a difference in the students’ ability to hear and under-
stand them. The small non-random student sample and the idiosyn-
cratic nature of the experimental group, that had both the highest and
lowest posttest scores and the lowest average mean on the AEN,
made it very difficult to produce clear experimental findings.

It should be pointed out however that the experimental group
had the largest mean gain in the AEL posttest, indicating that they

have the ability to catch, process, and comprehend longer listening
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passages. Through anecdotal evidence and observation we have
understood that students who scored high on the numbers test (AEN)
tend to have the ability to catch discrete points in a passage, but not
necessarily the ability to perform more complex tasks involving
numbers. This may suggest that students should be taught using
longer passages in contexts to develop higher processing skills lead-
ing to higher proficiency, not only in listening and speaking courses,
but in reading and writing courses, as well.

Like their counterparts around the country, our students have
clearly indicated that they expect to learn practical, survival English
for international travel and exchanges where they can carry out
everyday tasks and talk about themselves. Additionally, they want
language skills for their workplace. To this end, we need to rethink
how we can keep a narrower language focus, but teach it through
approaches and in contexts which engage and require the students to
process it more actively and more deeply towards better understand-
ing and command of the language that results in sustained interest,
motivation, and growing competence.

Returning to the topic of this paper, this calls for a more concrete
approach to teach numerical expressions between the segregated
skills courses which may include 1) more intermittent assessments of
a narrow range of related language items, 2) lists of numerical
expressions that are beyond translation between Japanese and Eng-
lish speaking cultures, 3) and readings plus narrations for non-
orthographic representations of numbers.

By taking a coordinated approach across the English department

encompassing renkei play, on a small scale at first, it will allow us to
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build a more comprehensive curriculum to strengthen our program
and improve students’ knowledge, ability, and communicative compe-
tence. In doing so, we can meet the students’ stated needs and fulfill
the Education Ministry’s goals for Japanese able to communicate in
English.

Further study

In closing, a more effective research design may be one in which
high, middle, and low performing groups of students are observed,
interviewed, and tested to discover why they succeed or fail and what

interventions may support them in their skill development.
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Appendix B
AE(07 Numbers Test: pretest

Class[ ] date

Student number | | score

(SCRIPT)
Part I: Listen and choose the expression that has the same meaning.
Circle your answer.

1. Her birthday is just 7 days before Christmas.
A Her birthday’s December 18.
B Her birthday’s January 1.
C Her birthday’s December 24.

2. At 175 centimeters, he is 10 centimeters taller than his father.
A His father is 165 centimeters tall.
B He is 185 centimeters tall.

C He is still growing.

3. She has 2 older brothers.
A She is the first child.
B She is the second child.
C She is the third child.

4. The temperature was 13 degrees today but tomorrow it will be 30
degrees.
A It will be warmer tomorrow.
B It will be very hot tomorrow.
C It will be cold tomorrow.

5. I work Monday, Wednesday, and Friday.
A I work every other day.
B 1 work every three days.
C I work twice a week.
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Part II. Listen and answer the questions. Circle your answer.

1. 1,3,5, 7. What’s next?
A 11,13, 15
B 2,4,6
C 9,11,13

2. 5, 10, 15, 20...... What’s next?
A 30, 40, 50
B 25, 30, 35
C 15,20, 25

3.1, %, V... What are the next two values?
A Y, W
B %, Y%
C % %

4. single, , triple, quadruple What should the second word be?
A duo
B half
C double

5. Emi’s birthdate is 6/20/85. In what month was she born?
A June
B July
C May

Part III. What is the number associated with the expressions?
Write the number in the box.

1. century
centennial

per cent
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2. triangle
trio
third

3. octopus
octave
October

4. twins
bicycle
duet

5. dozen
noon

midnight

Part IV. Fill in the blanks with the correct words.

1. 10,542,000
million, five forty-two thousand

2. 56,061

fifty- thousand, -one
3. My great-grandfather was born in 1906.

Nineteen- -six
4. 1

one and

5. My office number is 427.
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Appendix C
PR I9EEYV A=V 77—

77 A FREE S et

RDT ¥ 7 — MTEZZE 0,

1 HiE» SBEICIT T, VAV ZTBENDE S w3 HTHE L,

(1) FIEFASEEEN S & S5k, 1 2 3 4 5
(2) & (a, an, the) BHEHEHEN S XS IXK -7, 1 2 3 4 5
(3) #GE (flalot of) VEIEHEMNSZ XSICk>k, 1 2 3 4 5
(4) NEHEFENTE D, 1 2 3 4 5
() ARNWEIAMDEL ToTz, 1 2 3 4 5
2 HHEOFEIIMORERRNCHE LG 2 720,

6) HEOEEDFTEHED LV Mz o Tz, 1 2 3 4 5
(7) SEOEEORENHEID T L Ko7, 1 2

(8) HH%® R TEXHHEIY T ko, 1 2 3 4

3 HHEOFERZEORERRICOVT

9 BEFEHOERMERE (k~1) OWEE 1 2 3 4 5
W0 Z>r70, BBESR) T ALY AL LiCbdrb, 1 2 3 4 5
(1) Dictation ®./ — bED 1 2 3 4 5
1) BESORIA->EXEDIA YT 1 2 3 4 5
(133 Top three D—&7 A b HE 1 2 3 4 5
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What part of speech could you recognize between the first and the final
terms?

(1) You could recognize the prepositions.

(2) You could recognize both definite and indefinite articles.

(3) You could recognize idioms.
(4)

)

You could understand the content of a dialog or a story.
You made fewer spelling errors.

Did the weekly assignment have a good effect on other English classes?

(6) It gave a great hint to Speaking class.

(7) Thanks to it, it was easy to hear and understand what the native
English speaking teacher said.

(8) Thanks to it, it was easier to hear and understand movie English.

What do you think about the construction of Listening class with the

weekly assignment?

(9) How about the time limitation for the independent study?
8:00~19:00 for 4 days

(10) How about taking a rank according to errors and knowing your
own rank immediately?

(11) How about taking a notebook of the weekly assignments?

(12) How about typing your favorite sentence?

(13) How about setting questions for the Listening test out of your
favorite ones?



