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Chapter I Introduction

1.1 Introduction

The foreign language education in India today comprises many languages. Though there have
been changes in the trends, at present, the most popular choice in India seems to be German
and French, followed by Spanish, Japanese and Chinese. The era of Indo-Russian
friendship also saw a significant rise in Russian language learners in India. However, it had a
downfall after the USSR fell apart. Today, many schools in India offer French as a language
option right from eighth or ninth standard, followed by German. Other languages, including
Japanese, are learnt as an optional either at the collegiate level or later, out of personal interest
and professional needs. Historically, Indo-Japan relations have been very unique. Buddhism
travelled to Japan via China and Korea. Along with the religion, many cultural aspects were
passed on to and reflected in Japanese culture and society. From a linguistic perspective,
Indian Buddhist monk Bodhisena, is known for founding Kegon Buddhism in Japan as well
as teaching Sanskrit. Sanskrit is said to have influenced the 47 characters in the Japanese script

and also the arrangement of the Japanese syllabary.

1.2 Japanese language education in India

The first Japanese language course in India was established in 1954 by the Ministry of
Defence through their affiliated language school. Visva-Bharati (Santiniketan) was the first
university to begin a Japanese department in 1954. Japan-India Cooperation Association

in Mumbai started a Japanese class in 1958. Whereas in 1971, Indo Japanese Association



began a Japanese language class in Pune. The University of Delhi began Japan Studies Centre
in 1969, and Savitribai Phule Pune University (formerly known as University of Pune) started
a part-time course in the language in 1977. Jawaharlal Nehru University started offering Ph.D.

in the Japanese language in 1982.

Despite the above facts, the language did not catch much attention until the late 1990s. The
rise in interest in the Japanese language happened over a relatively shorter period. The Japan
Foundation, an organization funded by the government of Japan for promoting Japanese
language and culture, opened an office in New Delhi in 1993. The milestones in the history

of Japanese language education in India are compiled in a chronological table in Annexure.

1.2.1 An upsurge in Japanese language education
Compared to the earlier time, the Japanese language education in India saw an upsurge in the

decade of the 1990s.

1.2.2 The economic causes
The upsurge in the Japanese language education in 1990’s was driven by the economy. After
the economic reforms, companies from Japan started entering India and exploring it as a
market as well as a manufacturing center. As per the latest data' published by the Embassy of
Japan, the total number of Japanese companies registered in India, as of October 2017, was
1,369(5% YoY growth). The total number of Japanese business establishments in India, as of
October 2017, was 4,838(6% YoY growth). They are expected to grow in multiples thereby

opening new career avenues to bilingual youth in India. As a result, there was a sudden growth

! Retrieved from http://www.in.emb-japan.go.jp/PDF/2017 co_list_en_pr.pdf on 23rd September2018.
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in the number of learners learning Japanese language and Japanese language education began
to catch up with other foreign languages which are traditionally more popular in India.
According to a Japan Foundation survey conducted in 2006 stated that 369 teachers (teaching
in registered organisations only) taught 11,011 learners at 106 different institutions which had
almost doubled compared to the previous year. Today, after a decade, the number of learners

is more than double, being above 24,000 (Detailed reference given in Table 1.1).

The Japanese Language Proficiency Test (JLPT)?, the standardized testing by The Japan
Foundation, is offered in six Indian cities as of 2018; Delhi, Pune, Mumbai, Bangalore,
Kolkata, and Chennai. The most basic level of this examination, the N5 level (classified as
Level 4 till 2010) is for beginners (having less than 150 hours of classroom instruction). It is
the most widely attempted level. The numbers decrease at higher levels; least number of
examinees for N1 being the topmost and the toughest. The number of examinees has always
been rising since 1990s. Chennai has shown the fastest growth rate concerning the number of
examinees during this decade. The increasing number of examinees of JLPT can be seen in
the data available on The Japan Foundation website®. The remarkable growth in recent five

years (after 2012) can be seen in the graph given further.

2 JLPT is a multiple choice test with three papers namely, 1. Kanji script and vocabulary, 2. Reading comprehension
and grammar 3. Listening and listening with reading

3 Data retrieved on 5-Oct-18 from URL: https://www.jlpt.jp/e/statistics/archive.htm]
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Fig. 1.1 Number of JLPT applicants and examinees from 2012~17

The latest information on the number of institutions, teachers, and learners as of 2016 as per

the survey conducted by The Japan Foundation is as follows.

Table 1.1 Number of Japanese Learners at school level as of 2016

No. of No. of Number of learners
Institutions Teachers Primary | Secondary | Tertiary | Others | Total
184 655 1,334 4,967 5,954 11,756 | 24,011
5.6% 20.7% 24.8% 49.0% | 100.0%
1,334
| J | [ ] J | |
4,967 5,954 11,756

| ] | [ ] | \ | \
0%  10% 20% 30% 40% 50% 60% 70% 80% 90%  100%

TFHE  PEHE SFHE  TOHNEEE

]

* Data retrieved on 8.5.2017 on http://www.jpf.go.jp/j/project/japanese/survey/area/country/2016/india.html
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Fig. 1.2 Level wise distribution of the number of learners in India as of 2016
Here, it should be noted that the data shows nearly 45% of learners studying in the category
‘Others’ as they consist of unregistered private coaching classes and company trainings which

cater to small groups of learners and prepare them for JLPT.

As companies in India target business with Japan, they started increasing their recruitment
of bilingual professionals (here, Japanese-English speaking/translating Indians) from
technical as well as non-technical backgrounds. This resulted into the rise in numbers of the

Japanese language learners over the years planning a career with the language.

1.2.3 Socio-political causes
In recent years, there is a further rise in the number of Japanese language learners due to a
social problem in Japan. Japan is in dire need of human resources due to an ageing society.
The “working-age population” in Japan dipped below 80 million in October 2013 for the first
time in 32 years, and the projections indicate that it will fall below 60 million by 2040. At

present, a quarter of Japan's 127-million population is aged 65 or over.
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millions, % of total population %
Russia
- ]apan mmmmm Total population % of elderly (65-, rhs) = == % of children (0-14, rhs) 95
=1l Germany 4% 39.9 -
= Poland A% — 35
= Italy -1% 20
25
Greece 0% 55
France 5% 15
S 9.1
UK 7% || | 00 - 10
China 7% - re
1 0
O Brazil 13% 2013 2030 2060
> usAa 14% Source: Cabinet Office, MIC, MHLW, Japan National Institute of Population and Social Security Research.
i Mexico 15% Implications :
-
Turkey 17% . .
- *  Talent shortages in a global perspective
India 24%
Nigeria »  Faster growth in developing countries

Fig. 1.3 Population growth in Japan compared to other countries

Another crucial reason contributing to the rise in Indo-Japanese collaborations is the renewed
Indo-Japan friendship after the Indian elections in 2014. Many bilateral treaties and projects
have been signed and are underway as an effect of improved bilateral relations. There is a

boost to Japanese investment in India and Indian companies catering to the Japanese market.

Presence of Japanese Companies in India
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Fig. 1.4 Japanese companies in India’

3 (Source : Survey of Embassy of Japan, New Delhi conducted in October 2017)
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All the above mentioned reasons have resulted into the growth of the Japanese language
learners in India. Though the Japanese government is working with organizations in India to
address the workforce shortfall in Japan and aims to increase the number of Indian learners
learning Japanese, the pace is slow. As the latest move in this direction, both the governments
have decided to establish Japanese language certificate courses at 100 higher educational
institutions in India as well as training 1000 Japanese language teachers over the next five

years®. In July 2018, the first such school has started in Jawaharlal Nehru University.

1.2.4 The private sector in Japanese language education
Though there is a growing number of JFL learners in response to the increasing demand, as a
result of less action taken by universities in last few decades, the private sector had to take the
initiative in Japanese language education. It cannot be denied that private institutions conduct
most of the Japanese language teaching in India, in the form of company training programmes
or private coaching classes for the above mentioned JLPT. In spite of these efforts, due to the
absence of a mechanism and consolidated effort to provide for skilled human resources, there

remains a significant shortfall relative to the growing industry needs.

In response to this situation, business process outsourcing and information technology
companies took the lead and are responsible for the rise in Japanese language learners in Pune.
They initiated internal training courses in the language and started offering appropriate

avenues to their employees.

6 https://indianexpress.com/article/education/first-japanese-language-training-centre-on-july-23-jnu-5263693/
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A good example would be Tata Consultancy Services, which had a press release in September
2015 announcing inauguration’ of Japan-centric Delivery Center (JDC) in Pune. The new
center is said to be augmenting delivery capabilities of TCS’ 2,400 strong Japan-based
workforce, established in July 2014 in a joint venture with Mitsubishi Corporation as part of
the strategic expansion in the Japan market. It is said to “cater to specific business needs of
Japanese corporations in alignment with their unique expectations, enabled by way of
localization of global business practices and enhanced language support.” It further says, “In
order to ensure the perfect cultural and lingual fit, an Academy has been established as an
integral part of the JDC, featuring dedicated faculty who will provide extensive language
training and cultural seminars for staff at multiple levels. A customized curriculum is also
being developed in collaboration with universities from the surrounding Pune area which

boasts the largest student population for Japanese-language studies in India.”

1.2.5 Pune’s take on Japanese language education
With the background of various transitions occurring on the national level, Pune can be seen
as an emerging hub of Japanese language education. The first Japanese language teachers
came to the city of Pune in the 1970s, and the Savitribai Phule Pune University (then,
University of Pune) established a Japanese language course in 1977 and later developed it to
a section in 1978. Initially, the learners gathered for pursuing their interest in Japanese
language and culture. Tilak Maharashtra Vidyapeeth in Pune made an entry in Japanese

language education in 2004 with a 1- year certificate course and soon developed a department

7 Retrieved from https://www.tcs.com/tcs-inaugurates-japan-centric-delivery-center and
https://www.thehindubusinessline.com/info-tech/tcs-sets-up-japancentric-delivery-centre-in-
pune/article7603894.ece




by 2013, and began offering regular BA and MA degree courses. It became the first and is till
date the only university in West India to offer graduate and postgraduate degree courses

specialising in Japanese.

Pune city being an educational hub in India had an advantage as a Japanese language
education center, and it began capturing Japanese business when India's information
technology boom began. As early as 2004, software exports to Japan made up 12% of Pune's
then-US$1 billion software industry®. The similarity between Japanese grammar and that
of Marathi is mentioned as a factor by many in easing their study of the language. Another
fact contributing to the increasing number is the rise in Japanese companies particularly in
Maharashtra. As per the official report of the Embassy of Japan in India, Maharashtra has the

highest number of Japanese companies and establishments (survey conducted in 2017°).

1.3 Background of the present study

With the above contributing factors, the demand for bilingual Indian professionals has reached
an all-time high. It is evident that the Indian Japanese language education has to produce larger
quantity and better quality of Japanese knowing graduates. However, the present scenario
poses many challenges. The present study focuses on the quality aspect of Japanese language
education. The Indian learners of the Japanese language and the education system as a whole
have been blamed for being ‘examination-oriented’ and not focused on the ‘language

performance’. Such an ‘examination-oriented’ approach has been more prevalent in recent

8 Thakur, Gaurav (2004-02-18), "Sayonara USA, Hello Japan", The Times of India.

° Retrieved from http://www.in.emb-japan.go.jp/PDF/2017 co_list_en pr.pdf on 23rd September,2018.
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years when JLPT certificates became the criteria for considering a candidate for employment,
appraisal and even scholarship programmes. The importance attached to JLPT can be
attributed to the fact that it is the only standardized testing available worldwide. Though the
importance of standardised testing cannot be denied, the nature of examination makes it
necessary to consider the training and measurement of other two vitally important language
skills, i.e. speaking skills (used in conversation, speech, presentation) and writing skills
(emails, business communication, academic writing and so on) which form the core of real-

life communication.

A representative example of this concern can be a statement by a representative from the
industry. “Most of the Indian/ Japanese companies initially resorted to JLPT scores for hiring
new talent as there is no other standardized evaluation system known worldwide to measure
Japanese language proficiency. However, after the industry gained some insight in business
with the Japanese side, they have recognised the importance of proficiency in speaking and
writing communication which is necessary for working with the Japanese counterpart. The
number of candidates with such proficiency is very less.”!? said Mr. Sudhanva Adhyapak,
Asst. Vice President, Fidel Softech Pvt. Ltd., in an International Seminar in December 2016.
Although the industry seems to have realised and incorporated some change in the screening
process of candidates, the education system in many language schools still focusses on the
JLPT examination. The ‘Functional and Market-oriented approach to Japanese language

education’ is also mentioned by Bedekar (2016). Learners by and large are unaware and not

10 First International seminar on “Understanding Japanese business culture- Harmonizing the corporate and
academic perspectives-" organized by TMV, Pune and Japan Foundation New Delhi on 10" December 2016.
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given control of “What to study”. They study the pre-decided and fixed content, which may

not necessarily consider the needs of the learners.

1.3.1 Need of the Study
The researcher being a Japanese language teacher in practice, finds it necessary to address the
problem of learners not meeting the quality expectations. For addressing the problem, there
is a need to make some substantial quality improvement in Japanese language education.
Apart from the vital factors such as curricular aspects, teachers’ training, implementation of
better processes, relevant organizational rules and regulations, the goal of “quality education”

will be realised only when we nurture ‘motivated and self-directed learners’.

Though ‘cultivating motivated and self-directed learners’ can be seen as one of the objectives
of quality education, it certainly can be seen as a parallel process and also as the main driving
force for the betterment of education. We, as teachers should aim at nurturing self-directed
and self-initiating learners who learn to be inter-dependent, work in a team and become
independent with the progressing level. This path will train the learners for the self-reliant
professional life in the future. We need to do away with the system that creates learners who
are dependent on teachers for solving problems, and try to find motivation in external sources,
and who turn to others for their goals and aspirations. In short, we should aim at developing

‘Autonomous Learners’. This study is dedicated to these very ideals.

When we think of the term ‘Autonomy’, it is a quintessential element of higher education. It
can be interpreted in various ways; in terms of Self Governance in institutional operations,
decision making, in self-directed learning in an educational institution, and as a goal of

education as a whole. The present study focusses on Autonomous Learning interpreted as Self
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Governance of learners. An autonomous learner is the one who has developed the capacity to
take at least some control over the learning, and is responsible for one’s learning. It is today’s
need to develop such a capacity which requires a set of personal qualities and also involves a
set of skills. As explained in the earlier section, due to the exam-oriented nature of Japanese
language studies in India, one of the goals of autonomy, i.e. to control and bear the
responsibility of the decision over “what to study” still remains a distant goal. However, it is
possible to initiate autonomy at the level of skills and strategies and help learners to get

independent.

1.3.2 Research Problem
In India, particularly in Pune, with an isolated environment concerning opportunities for
Japanese language usage, learners and teachers need to concentrate on and maximize efforts
during the classroom time. Most of the language schools conduct part-time courses where the

syllabus needs to be completed in a short span of time.

Apart from the JLPT preparation, the Japanese language classes are varied in the objectives
and content. As against the language classrooms in many countries, an Indian JFL classroom
is large numbered. Moreover, in line with the worldwide trend of ‘diversity in Foreign
Language learners’, Japanese language learners in India also have various goals such as:
pursuing a hobby, getting a job in a Japanese company, pursuing a career in the language such

as translation and interpretation.

In such a scenario, the teacher is unable to guide each learner as per his/her needs individually.
With a focus on completing the set portion with a specific number of vocabulary, grammar

patterns, perhaps the learners are not given a chance or trained to explore own ways of
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learning if met with challenges regarding oral communication or comprehension of unseen
texts. In such a case, we can say that the objective of foreign language teaching should not be
merely to introduce them to a foreign language but to enable them to perform well when they

graduate from a course and the teachers are no longer beside them to support.

The private classes and some of the open courses at the universities are usually grammar and
kanji-vocabulary oriented classes. Eventually, the learners tend to concentrate more on
knowing “about the language”. For example, it can be observed that the learners read and
comprehend unknown texts one by one and in a unit of single words and sentences and try to
solve the questions given after that'!. By and large, the learners and teachers seem to be more
occupied with “What to read” and “What to answer” than “How to read” or generally
speaking, “How to learn”. For the variety of goals and texts likely to be faced in future, the
learners need to be equipped with various strategies and trained to apply appropriate range
strategies from a considerable repertoire. Similarly, learners tend to have weaker
oral/written communication skills and almost lack of global strategies. Because of large
numbered classes and limited hours, and due to the lack of awareness on teachers’ side, there
is hardly any opportunity for the learners to look objectively at their learning process. With

the above deliberation on the topic, the research title was decided as the following.

Exploring the Possibility of Autonomous Learning in Japanese Language Education

-With Specific Reference to Strategy Training-

1 “Bottom Up” process of reading is found common in Indian classrooms
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Whereas, the problem statement for the study was decided as further.

To develop and examine the effectiveness of a strategy training programme for initiating

Autonomous Learning in JFL learners.

1.4 Objectives

In order to meet the requirement specified in the problem statement above, the following

objectives were set for the present study.
1. To investigate the JFL learners’ beliefs about and readiness for autonomous learning
2. To develop a programme for training in ‘Japanese conversation and learning strategies’

3. To test the effectiveness of the programme in ‘Japanese conversation and learning

strategies’
4. To develop a programme for training in ‘Japanese reading and learning strategies’
5. To test the effectiveness of the programme in ‘Japanese reading and learning strategies’

The present study can be seen as the first step towards the long-term objective; i.e., to establish
that Learning Strategies may motivate learners to handle tasks interdependently and

independently instead of relying heavily on teachers.

1.5 Assumptions of the study

1. There is a similarity in syntax of Japanese language and Indian languages. Therefore, it is

easier for Indian JFL learners to learn Japanese to a certain extent.

2. In India, there are less opportunities for Japanese Language Usage outside the classroom.
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3. The Indian JFL classrooms have been Language Knowledge (kanji, grammar, vocabulary

and comprehension) oriented in most of the cases.

4. Principle of Conscious Approach: Conscious learning plays an important role in language
acquisition, enlarges intellectual capacities of learners, and helps to understand new

concepts and express new ideas in the target language.

5. Principle of differentiated teaching: Teachers should differentiate between teaching

speaking and writing; teaching listening comprehension and speaking.

1.6 Conceptual definitions

The terms have more than one conceptual definitions because, the field of this study is not very old and is
still in the stage of theory building. There are various interpretation of the terms such as ‘Autonomous

Learning’ or ‘Learning Strategies’. The conceptual definitions referred in the present study are given below.

1. Learner autonomy: According to Holec (1980:4), the full-fledged autonomous learner can
make decisions with regard to five domains: learning goals, learning content and progression
(the syllabus), learning methods and techniques, monitoring of learning progress, evaluation
of learning achievement. The attainment of autonomy in each of these five domains would
empower the learner to tailor learning to his or her own needs. When learning decisions are
made, exclusively by the learner in all five areas, the learning is entirely self-directed and

the learner completely autonomous.

2. Learning strategy: As stated by Oxford (1990: 17), there is no complete agreement on
exactly what strategies are; how many strategies exist; how they should be defined,

demarcated, and categorized; and whether it is — or ever will be — possible to create a real,
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scientifically validated hierarchy of strategies”. However the present study finds the
definition given by Rebecca L. Oxford as it sufficiently shows the complexity of the term
Learning Strategy for language learning: “Learning strategies are specific actions taken by
the learner to make learning easier, faster, more enjoyable, more self-directed, more effective,
and more transferable to new situations” (1990:8). This definition stresses that learning
strategies can be helpful and supportive to the learner but also require self-direction and

learner autonomy.

Direct and indirect strategies: Learning strategies that are directly related to the learning of a
language are called Direct strategies—for example, memory techniques to remember
vocabulary. Indirect learning strategies are the strategies that are not directly related to a

specific part of learning, but to the overall learning process — for example, affective strategies

like techniques to reduce anxiety, social strategies such as looking for opportunities to learn
with peers or seniors, and meta-cognitive strategies such as planning, monitoring and
evaluating one’s own learning.

Cognitive and meta-cognitive strategies: Cognitive strategies are basically to know how to
reach a goal, such as how to read or remember a particular Kanji character (a study method).
Metacognitive strategies are to make sure that the goal was reached successfully, such as
double checking the correct answer (like a confidence builder), monitoring your learning and
evaluating yourself.

Reading strategies: Reading strategies can be defined as "deliberate, goal-directed attempts to
control and modify the reader's efforts to decode text, understand words, and construct

meanings of text" (Afflerbach, Pearson & Paris, 2008, p. 368).
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6. Co-operative language learning: Cooperative language learning is based on the idea
that second language learning can be best done in heterogeneous groups when all learners work
collaboratively and cooperatively for one common goal. It replaces the idea that learners have
to work competitively against one another. On the contrary, it instead supports the
idea Vygotsky claimed in his Sociocultural (S-C) Theory, which states that “Interaction not
only facilitates language learning but is a causative force in acquisition.” (Saville-Troike 2006:

111).

1.7 Operational definitions

Based on the above conceptual definitions, the selected research method and the available

sample size, the following operational definitions were used.

1. Learner Autonomy or Autonomous Learning is interpreted as ‘making a well informed
decision regarding learning methods and techniques to perform the language tasks,
monitoring of learning progress, and evaluation of learning achievement’. The learners
being still untrained for taking the control and being autonomous in other areas like
syllabus, teaching content and goals, only the decision-making related to language tasks,
monitoring and objective evaluation of own learning is considered to be the goal, and
the first stage of autonomy. It is a means to empower the learner to tailor learning to his

or her own needs.

2. Learning strategy: Keeping the classification by Oxford (1990) as the main reference point;
the relevant Direct and Indirect strategies were selected for each of the 2 training
programmes. Direct learning strategies in the training mean the skill specific cognitive

strategies and compensation strategies, whereas Indirect learning strategies were mainly
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dealing with, social strategies such as peer learning and meta-cognitive strategies such as
planning, monitoring and evaluating one’s own learning.

3. Reading strategies: Reading strategies were interpreted as techniques to deal with unseen
text and make sense out of it. They were not divided explicitly into local and global
strategies, but were seen as ways to decode text, understand words, sentences, interrelation
between sentences and paragraphs, and construct meanings of the whole text with the help
of linguistic clues.

4. Co-operative language learning: Cooperative language learning was incorporated within
the regular class activities in the form of peer feedback and discussions, when all learners
needed to work collaboratively and cooperatively for one common goal. It also comes in

the realm of ‘social strategy’ in the Oxford classification of Learning Strategies.

1.8 Scope, limitation and delimitation

1.8.1 The scope of the present study
The scope of the present study was determined as given further. The range of Learning
Strategies is extensive, from mnemonics to affective and metacognitive strategies.
Autonomous Learning and Learning Strategies can be applied to all four language skills and
all levels of learning. Therefore, the present study is narrowed down on the survey of the

current status of usage and training of selected Strategies.

Secondly, the selected target group was the intermediate level of JFL learners because they
were expected to know the basics of Japanese language (said to be covered in approximately

300 clock hours) using which they could apply the newly learnt strategies.
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Thirdly, the present study involved experimentation in 2 main parts of the study namely;
1.Training in Japanese conversation (direct and indirect strategies) and 2. Training in Japanese
reading (direct and indirect strategies). The study handles strategies specific to the above two
representative skills. Conversation skill involves performance in the language in the form of
interaction and reading involves comprehension using the language knowledge. The skill
specific strategies are meant to assist learners in successful oral communication,

comprehension of texts and achieving the related linguistic goals respectively.

1.8.2 The limitation of the study
The limitation of the study was the timing of the training programmes. It had to be decided as
per the availability of the participants. In case of the long-term conversation training, the
timing was in the evening after working hours. This entailed the factors which were beyond
the control of the teacher such as fatigue, inconsistency in attendance of some participants.
As a result, although the number of participants in the conversation strategy training was 30
initially, only the participants that attended all sessions could be treated as a sample; i.e. as

less as 13.

Similarly, in case of the training in reading, the intensive training was conducted for 10 hours
over a weekend. Approximately 7 participants missed some part of training, and therefore are

not counted as the sample of the study.

1.8.3 The delimitation of the study
A delimitation is that of sample size and method. Though sample taken for the questionnaire
surveys was randomly selected from various cities and was larger in size, the sample for

experimentation was purposive because, due to the nature and fixed period of both the
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trainings, the participants were not available from all parts of the country. Therefore, a small
group design was selected. Subsequently, experiments in both these parts were conducted on
Pune and Mumbai learners because the learners needed to consistently attend training over a
certain period so that the change (growth/ no growth) could be measured. Hence, the
conclusions of the study may not be generalized for all the JFL learners in India. However,
the study should be treated as an exploratory study and should be further applied and measured

for larger groups.

1.9 Summary

The first chapter introduced the present study with the background of Japanese language
education in India, and its challenges. It also explained the nature of the present study as an
exploratory study, which experiments to equip learners with strategies for the areas where
they find themselves to be weak. It tries to develop and provide a framework for Strategy
Training in a Japanese language classroom. Itis also an attempt to train JFL learners in looking
at their learning objectively and is dedicated to the ideal of developing students who “learn to

learn”.
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Chapter 11 Review of Literature

2.1 Introduction

Literature review which is an integral part of any research was undertaken before beginning
and synchronously with the present research. This chapter discusses the past research
involving key concepts of the present study. The concepts include the literature review and
discussion on central ideas such as Autonomous Learning, Learning Strategies, self-review
and peer-review, strategy training and skill specific strategies. It involves the review of the
relevant teaching materials currently available. The chapter also involves the discussion on

the uniqueness of the current study from the perspective of Indian JFL learners.

Since there has not been notable research in India on learning and teaching methodology of
Japanese language, it was very crucial for the study to review the previous literature originated
in India, in Japan and the literature available on foreign language acquisition in general,
Japanese language teaching-learning related research done so far in other countries and the

teaching materials. The following focus was determined to review the literature:

1. Understanding the history and trends in research on foreign language acquisition and
teaching

2. Understanding the trends in Japanese language teaching

3. Understanding the various experimental designs, data collection, and analysis methods
in educational research and help in the selection of the research design

4. Understanding and gaining background knowledge of ideas used by researchers to

prepare a questionnaire and opinionnaire surveys
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5. Leverage for preparing own guideline for surveys on beliefs of learners and strategy use,
which is suitable for Indian learners. Leverage for preparing own guideline of the
feedback forms

6. Study of Japanese language materials and selection of materials suitable for the study

7. A perspective and materials to select and create pre-tests and post-tests for both the parts

of the study

The literature related to the Research of JFL learners in India was reviewed first. Secondly,
the research related to the topic of the present study was reviewed concentrating on the

following topics.

1. Learner Autonomy/ Autonomous Learning

2. Learning strategies: Direct and Indirect

These terms proved to be necessary for deliberation of the aims, objectives, methods, and
tools. Further, a literature review was conducted for both the parts of the study, first dealing
with Speaking skills and strategies, Cooperative learning and Peer review as well as Self-

review and self-monitoring which were a part of the first training in strategies.
Later, the literature review was conducted for various models of reading, reading skills and
strategies, as well as the teaching materials which dealt with reading strategy training.

2.2 Research on Japanese language education /JFL learners in India

The most recent study on JFL learners in India is by Fukino (2018) ‘Comprehension
difficulties in understanding segmented Japanese texts and hierarchy structure by Japanese

learners in Western India’. This study aims to clarify how Japanese learners in Western India
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comprehend Japanese texts and to find out implications for Japanese reading instruction. This
study investigates reading comprehension of Japanese learners from two points of view,
“imidanraku'? (meaning-wise paragraph units)”, which Fukino says “is a uniquely Japanese
unit of texts, and hierarchy structure.” A survey for this study was conducted at 3 Japanese
educational institutions in Western India {61 learners (N1- N3 levels)}. In order to compare
the result, 17 Japanese native speakers comprised of graduate students and undergraduate

students also participated.

The results indicated that the division of imidanraku was different between Japanese native
speakers and Japanese learners. The results of the analysis showed that Japanese native
speakers comprehend the coherence relation between each imidanraku by five patterns of
combination of central idea and conjunctions. On the other hand, only 4 Japanese learners out
of 61 participants could correctly grasp the coherence relations between each imidanraku and

showed only one pattern of coherence relation.

Though the findings of the above study are important as a description of present situation,
there was no experiment (pre-test and post-test model) or establishment of a teaching method
as a solution. Therefore, the present study holds the importance for being more comprehensive

in understanding of the problem and experimenting the solution for the problem.

Chauhan(2017) has analysed the errors related to the case particle ‘wo’ found in writing tasks
produced by Hindi speaking JFL learners from the perspective of predicate transitivity and

L1. She asserts that the relation between the understanding of case particle ‘wo’ and the

12 ‘Imidanraku’ is translated by the present author as ‘meaning-wise units of paragraphs’, which exists in a formal
text of most of the languages and may not be called as “unique” to Japanese.
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proficiency level of Hindi speaking Japanese learners is strongly positive. She also observes

the negative transfer of the L1 of the learners as one of the reasons for errors.

Naresh Kumar (2017) talks about the current spread of internet and possibilities of using the
internet as a good resource for Japanese studies. He reports his experience and observation as
a teacher that the JFL learners today use the internet but not for collecting information about
Japan nor for learning Japanese. He experiments with peer learning using resources on the
Internet with a focus on the development of discussion activities. A set of 4 sessions for three
groups of JFL learners (with 3, 3, and 2 in each group, eight learners in total) is conducted.
The study observes that a significant development in interaction, exchange of information and
opinion occurred during the discussions. He also reports that peer learning had a good

affective learning environment.

Nabin Kumar Panda (2012) in his Ph.D. thesis reports research on 'foreign language policy'
in secondary education in India. The thesis tries to elucidate the development process and
characteristics of foreign language policy. The author focuses on the development of Japanese
language education as a part of foreign language policy in India. Next, for comparison, he
selects countries that are similar to India in terms of developing foreign language policy and
language education and who are undertaking various activities in the field of Japanese
language education. Ultimately, after these considerations, he summarizes various
suggestions in the sense of what India can learn from various countries for

developing/enriching Japanese language education as a foreign language policy.

Sathaye (2010) reports research on developing a syllabus for JFL learners aspiring to become

industry interpreters and also experimentation of a teaching method and materials on 12
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intermediate-advanced learners from Indo-Japanese Association, Pune. She reports that two
professional interpreters evaluated the training before and after the interpretation and after the
training, a change was seen in the translation and a certain effect was recognized. Furthermore,
as a result of translation analysis, learner's evaluation on activity, and a reflection sheet, it was

suggested that the direction of training was appropriate.

Yardi (2007) developed a syllabus for intermediate level focusing on Business
Communication, based on a survey of the actual Japanese language usage on the Japan India
business site. Based on the survey results she reports to have found the great need of bilingual
professionals who understand both the sides (local Indians and Japanese customers) and
become a bridge for their communication in business. The factors suggested by the Indian and
Japanese businessmen that are contributing to the difficulty in understanding the other side
are observed to be similar in several points. She further develops a syllabus for teaching

Japanese Business Communication to learners till intermediate level.

Shirgurkar (2004) in her dissertation gives an account of Japanese conversation class activities
developed for Intermediate Learners based on the functional syllabus. It incorporated group
work and peer feedback as a way to secure the quantity of oral communication practice with
feedback for a large numbered classroom. The feedback on the usefulness and effectiveness
of sessions was collected from the learners, and it reflected very positive evaluation by the
learners. However, the study does not establish the principles through experimental (pre-test-

training- post-test) method.

Navin Kumar Panda (2002) discusses the various trends in foreign language teaching and

states the need for introducing the Communicative Approach in the Japanese language
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teaching in India of that period. He analyses the then contemporary teaching methods through
interviews of the teachers, and also the prevalent textbooks. He conducts an experiment of the
communicative approach in 11 institutions across the country and collects the data in terms of
responses to the questionnaire survey conducted at the end of the session and interviews of
teachers. There is a high evaluation by teachers and the learners, but there is some criticism
also. The learners seem to complain about not getting a chance to speak because of a large

numbered classroom.

The account of research work summarised above clarifies that there has not been any study
on the awareness, use, and training of Learning Strategies in case of Indian JFL learners. There
has not been any precedence of introducing autonomy in classroom or conducting beliefs

survey about autonomous learning as such.

2.3 Autonomous learning/ Learner Autonomy

There has been ample study in the world on ‘Autonomous learning’ or ‘Learner’s Autonomy’
and it is not a new element in the philosophy of education. In the domain of foreign language
education, it was Holec's (1981) seminal study ‘Autonomy and Foreign Language Learning’
which acted as a driving force for interest in the concept of ‘learner autonomy’ and has

continued to grow in the last three decades.

The autonomy debate became one of the most discussed themes of foreign language teaching
because it deals with adult education. This debate has given rise to two directions of research.
The first of these is concerned with the development of learner autonomy and learner training,

whereas the other is concerned with ‘describing’ the good language learner by emphasizing
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learner strategies and the concept of learning to learn or strategy training (Chamot & Kupper,
1989 and Oxford & Nyikos, 1989 to name a few significant studies, further elaborated in
2.4.4). The above studies have made a comprehensive overview of learner autonomy in

language learning.

With their research, three dimensions became more evident, namely 1.definitions of learner
autonomy, 2.the factors that affect learner autonomy, and 3.the approaches to foster learner
autonomy. The next section of this chapter will mainly discuss the literature regarding

definition of learner autonomy and its relationship with language proficiency.

2.3.1 Definitions of and Approaches towards Autonomy
Little (2007) stated that learner autonomy is a problematic term because it is widely confused
with self-instruction. Since the beginning of the use of the term “Autonomy’ has seen various
definitions based on different perceptions by the linguists and educationalists. In all, the
experts have failed to reach a consensus as to what autonomy is. However, the most often
quoted definition of autonomy was put forth by Holec (1981: 3, cited in Benson & Voller,
1997: 1). He describes autonomy as ‘the ability to take charge of one’s learning’. To take
charge of one’s own learning is to have, and to hold, the responsibility for all the decisions

concerning all aspects of this learning:

®  Determining the objectives;

®  Defining the contents and progressions;

®  Selecting methods and techniques to be used;
®  Monitoring the procedures of acquisition;

®  Evaluating what has been acquired (Holec, 1981).
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Learner autonomy is described and defined in many ways in connection with language
learning, and there are different viewpoints in literature. Dickinson (1987) talks about ‘Self-
instruction’ and how it is a beneficial concept and why it should be encouraged to address
individual differences among learners. However, he does not treat ‘Self-instruction’ as a
synonym to ‘Autonomy’. He states that Autonomy is achieved gradually, through struggling,
careful training and careful preparation by the teacher as well as the learner, and the first stage
in this process is the liberation of the classroom to help the learner become independent and

responsible.

According to Benson (2001, p.48), there are many terms related to autonomy, which can be
distinguished from it in various ways. As a consensus, experts agree that autonomy and
autonomous learning are not synonyms of, 'self-instruction’, 'self-access', 'self-study’, 'self-
education', 'out-of-class learning' or 'distance learning'. These terms describe ways and
varying degrees of learning by the learner, whereas autonomy refers to abilities and attitudes
(or the capacity to control one’s learning). Learning by oneself is not the same as having such
capacity to learn successfully by oneself. However, it can be said that autonomous learners
may certainly be better than others at learning by themselves, but they do not necessarily have
to learn by themselves. Over the last few years, for example, more and more research is
conducted on autonomy in the classroom and 'teacher autonomy'. The terms 'independent
learning' and 'self-directed learning' also refer to ways of learning by yourself. However, these

terms are very often used as synonyms for autonomy.

Dam (1990, cited in Gathercole, 1990: 16), drawing upon Holec (1983), defines autonomy in

terms of the learner’s ‘willingness and capacity to control or oversee his/her own learning’.
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We can say that an autonomous learner takes a pro-active role in the learning process,
generates new ideas and avails himself of learning opportunities, than merely reacting to

various stimuli provided by the teacher (Boud, 1988; Kohonen, 1992; Knowles, 1975).

From the standpoints mentioned above, it is clear that Autonomy is an ambiguous concept

because it is proven to be difficult to define precisely.

In Little’s terms (1991),

“Autonomy is essentially a capacity - for detachment, critical reflection, decision-making,
and independent action... It is not something teachers do to their learners; therefore, it is far

from being another teaching method.”

Littlewood’s (1997: 81) three-stage model involved dimensions of language acquisition,
learning approach, and personal development. In the context of language acquisition,

autonomy involved the following abilities.

Table 2.1 Littlewood’s Three-stage Model of Autonomy

Autonomy as a ability to operate with the language independently and use it to

communicator communicate personal meanings in real and unpredictable
situations

Autonomy as a (classroom context) ability to take responsibility for one’s own

learner learning and to apply personally relevant strategies

Autonomy as a (broader context)a higher-level goal of greater generalized

person autonomy as individuals
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Awareness Involvement Intervention

Transcendence Creation

2.3.2 Implementation of Learners’ Autonomy
It can be said that broadly the experts agree that autonomous learners understand ‘the purpose
of their learning programme , explicitly accept responsibility for their learning, share in the
setting of learning goals, take initiatives in planning and executing learning activities, and
regularly review their learning and evaluate its effectiveness’ (cf. Holec 1981; Little 1991).
In short, the prerequisites for implementation of learner autonomy requires acumen, a capacity
for self-evaluation, and readiness towards peer learning and interdependence. Though these
attributes give us a holistic definition that recognizes cognitive, metacognitive, affective and
social dimensions of language learning, it also entails the challenges for the practical

implementation in a language classroom.

The path given by Nunan (1997) in the Levels of Implementation for Learners’ Autonomy

can be summarised in a diagram the following way:

Fig. 2.1 Levels of Implementation for Learners’ Autonomy
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1. Awareness: Learners made aware of language tasks, learning content and materials.
In this stage, the learners identify strategies required for those particular pedagogical
tasks and also choose their preferred strategies.

2. Involvement: Learners are involved in the process of selecting their goals from a
range of goals that is offered.

3. Intervention: Learners are involved in the modification and adaptation of the goals
and content of the programme.

4. Creation: Learners are encouraged to create their own goals and objectives as well as
their own tasks.

5. Transcendence: Learners on their own go beyond the classroom restrictions and relate

classroom learning and the world beyond developing into teachers and researchers.

Nunan’s (1997: 195) attempt involved a model of five levels of ‘learner action’ which could
inform the sequencing of learner development activities in language textbooks. These levels

also involved dimensions of ‘content’ and ‘process’.

The present study aims at the first, and second level from the above steps of implementation

of autonomy and the remaining steps may be explored as the way forward.

Benson (2001), identifying autonomy with certain practices, specifies six approaches that

support the goal of autonomy or are intrinsically supportive of autonomy.

Table 2.2 The 6 approaches stated by Benson (2001) identifying autonomy with practices
Approach Practices
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Resource-based

approaches

Technology-based

approaches

Learner-based

approaches

Classroom-based

approaches

Curriculum-based

approaches

Teacher-based

approaches

emphasize independent interaction

with learning materials

emphasize independent interaction

with educational technologies

emphasize the direct production of
behavioral and psychological

changes in the learner

emphasize learner control over the
planning and evaluation of classroom

learning

extend the idea of learner control to

the curriculum as a whole

emphasize the role of the teacher and
teacher education in the practice of

fostering autonomy among learners

At the beginning of the present study, from among the six approaches stated above, the first
2, resource-based and technology-based approaches could not be experimented because of
unavailability of 1.variety of materials that are easily accessible to learners and 2. Easily
accessible technology. Therefore the learner based approach and the classroom-based
approach were considered for the study. The curriculum-based and teacher based approaches

can be said as the further path for fostering the Learner Autonomy.
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2.4 Autonomy and Learning Strategies

As Oxford (1990b) suggests, “learners need to know how to learn and teachers need to learn
how to facilitate this process”. The study of “Autonomous Learning” so far suggests many
ways such as changes in the contents of the course or teaching and learning methods. However,
as the first step, exploring the possibility of strategy training was chosen in line with the

Learner-based and Classroom-based approaches stated in 2.3.2.

After reviewing the related literature, it can be said that we can divide Language Learning

Strategies broadly into two categories.

1. ‘Learning strategies’ as ways to learn a new language more effectively (Indirect strategies)
2. ‘Skill specific strategies’ which help to develop some skills specific to a language skill such as

reading/ writing/speaking / listening (Direct strategies)
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In other words, the goal is to train students in handling linguistic goals as their challenges and

using Direct and Indirect Strategies as ways to win over those challenges.

a. Situations in which learners study entirely by themselves

b. A set of skills which can be learnt and applied in
self-directed learning

¢. An inborn capacity which is usually suppressed by
institutional education

> d. The exercise of learners’ responsibility for their own learning

> e. The learners’ right to determine the direction of their learning

Fig. 2.2 Various Aspects of Autonomy depending on the definitions

The above definition diagram was referred to in the present study because it proved to be

comprehensive by taking care of different aspects of the term “Learner Autonomy”.

Presently, because of lack of exposure to practices supporting Autonomy, our learners cannot

be said to be ready for the following aspects/ manifestation of autonomy from the above list:

a. ‘studying entirely on their own’,

d. ‘taking the responsibility for learning’, and

e. exercising ‘the right to determine the direction of their own learning’.

34



Therefore, in the context of Indian JFL learners, point b. stating a facet of Autonomy as ‘a set of skills
which can be learned and applied in self-directed learning’ was taken as the goal of the study. Whereas,
nurturing the ‘inborn capacity’ which is otherwise ‘suppressed by the institutional education’ can be

seen as the long-term goal of our teachers.

2.4.1 Definition of Language Learning Strategies
There are various definitions given in the literature for the term ‘Language Learning

Strategies’.

As stated by Oxford (1990b: 17), there is no agreement on exactly what strategies are or how
many strategies exist, and the way to define, demarcate and categorise them. It is also difficult
to know whether it is possible to create a scientifically validated hierarchy of strategies.
O’Malley and Chamot (1990: 1) define Language Learning Strategies as “the special thoughts
or behaviours that individuals use to help them comprehend, learn or retain new information”.
However, the definition given by Rebecca L. Oxford is found relevant for the present study

as it sufficiently shows the maximum aspects and also the complexity of the term as follows:

“Learning strategies are specific actions taken by the learner to make learning easier, faster,
more enjoyable, more self-directed, more effective, and more transferable to new situations”
(1990:8). This definition stresses that learning strategies can be helpful and supportive to the

learner but also requires self-direction and learner autonomy.

Cohen (1998) further differentiates between language learning strategies and language use
strategies. Language learning strategies are the strategies used in order to identify the material

to be learnt from all the available materials, grouping it and memorise it. Whereas he classifies
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the language use strategies in four categories namely; retrieval (recalling the learnt material),

rehearsal (practicing), cover (compensation) and communication strategies.

All above definitions have a common stand in saying that Language Learning Strategies are
initiatives, or more precisely, conscious actions, usually in the initial stages of learning by the
learners in order to support their learning and become more proficient and autonomous

learners.

2.4.2 Oxford’s classification of Learning Strategies
Learning strategies are many times divided into Direct and Indirect strategies. In 1990, Oxford
developed a taxonomy for categorizing strategies under six headings. Three of them are direct

strategies and another three are Indirect Strategies.

e N . - I
*Memory techniques such as associating
M nemonic between new and priorly known
information by using formula/ phrase/
verse and so on
g J )
4 ™
eGrasping new information through
Cognitive deduction, analysis, and organisation of
new information )
g
é ™
eUsing various techniques and context while
Compensato ry reading and writing to make up for one’s
insufficient knowledge or proficiency )
-
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eMonitoring and managing own cognition
ey through the implementation of planning,
Metacogn Itive organization, and evaluation of the learning
L process )
4 I
. eMonitoring and managing emotions,
AffeCtlve motivation, and attitude toward learning
.
(" )
. eInteracting with other learners and native
SOC|a| speakers to gain opportunities for language
learning and cultural understanding
\_ J

Fig. 2.3 Oxford classification of Learning Strategies (Direct and Indirect)

The diagrams of the categories and subcategories of all strategies that are elaborated in her book

(Oxford, 1990b pp.18-21) are given in Annexure.

Although later on this classification was criticised for its problems in separating mnemonic
strategies from cognitive strategies, as many consider mnemonics a sub-group of cognitive
strategies. Secondly, it was criticised by some for including compensatory strategies, because
they are related to the actual usage and not a way to learn a language. However, Oxford’s
classification was taken as a reference in the present study as it was found to be a

comprehensive classification of all direct and indirect strategies.

2.4.3 O'Malley and Chamot’s classification of Learning Strategies
Another reference with a detailed categorization was referred for the study. O’Malley and
Chamot (O’Malley et al. 1985a, 1995), where the learning strategies have been differentiated

into three categories depending on the level or type of processing involved. As per Brown et
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al. (1983), Metacognitive strategies are placed on the higher end of administrative skills
continuum as they require planning for, and monitoring as well as evaluating the success of a
learning activity. Among the processes that would be included as metacognitive strategies for

receptive or productive language tasks are:

1. Reading/listening: Selective attention for particular aspects of a learning task, planning

to read/ listen for keywords and repetitive phrases;

2. Reading/ listening: Planning the organisation of written or spoken discourse;

3. All four skills: Monitoring /reviewing attention to a task, monitoring comprehension

for information or monitoring production of language; and

4.  All four skills: Evaluating and checking comprehension after completing a language

activity, or evaluating language production after it has taken place.

O’Malley and Chamot (1995 p.197) explain that

“Cognitive strategies operate directly on incoming information, manipulating it in ways that
enhance learning. In these strategies, the learner interacts with the material to be learned by

manipulating it mentally or physically.”

The interaction may happen in the form of creating mental images, elaboration on previously
acquired concepts, information or skills. Similarly, it may involve physical activity such as
grouping items to be learned into categories, taking notes on relevant information that needs

to be retained.
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Typical strategies that have been discussed in the cognitive category for listening and

reading comprehension are (O’Malley and Chamot, 1995 p.45):

1.

Rehearsing the language information that has been heard;

Organising/ grouping and classifying words, terminology, or concepts according to

their semantic or syntactic attributes;

Inferencing/ using information in the oral text to guess meanings of new linguistic

items, predict outcomes, or complete missing parts;

Summarising/ synthesising what one has heard to ensure the information has been

retained;

Deduction/ applying rules to understand language;

Imagery/using visual images (either generated or actual) to understand and remember

new verbal information;

Transfer/ using the known linguistic information to support a new learning task; and

Elaboration, i.e. linking ideas contained in the new information or integrating new ideas

with known information.

From the survey conducted during the study, an immediate need to focus on all the meta-

cognitive strategies the points 2, 4, 5 and 7 from cognitive strategies (organising, inferencing,

summarising, deduction and transfer) from above was felt, keeping in view the JFL learners

in India.
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The Social/affective strategies represent a broad grouping that involves either interaction
with another person or control over own affect. Generally, they are considered applicable to
a wide variety of tasks. The strategies that would be useful in listening comprehension are

(O’Malley and Chamot, 1995 p.45):

1. Cooperation/ working with peers to solve a problem, pool information, check notes, or

get feedback on a learning activity;

2. Questioning or clarification, or eliciting from a teacher or peer additional explanation,

rephrasing, or examples; and

3. Self-talk, or using a mental control to assure oneself that a learning activity will be

successful or to reduce anxiety about a task.

2.5 Training of Language Learning Strategies

Chamot and Kupper (1989) summarise the findings of an extensive study which continued as
a three-year project. They investigated the use of learning strategies by foreign language
students and their teachers, and also suggest specific classroom applications for learning
strategy instruction. In all, three studies were conducted under this project: (a) a Descriptive
Study identifying learning strategies used while learning foreign languages, (b) a Longitudinal
Study identifying differences in the strategy-use of effective and ineffective language learners.
It also analysed changes in strategy use over time, and (c) a Course Development Study, in
which foreign language teachers taught students how to apply learning strategies. They

conclude that students of all levels and abilities use strategies when working with a foreign
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language, but differences exist in the ways of strategy use, which in turn contribute to the
different degrees of success in language learning. Effective use of strategies apparently leads
to more effective language learning, particularly it is true for the use of the core learning

strategies such as self-monitoring and elaboration.

Oxford & Nyikos (1989) discuss variables affecting the choice of learning strategies used by
university foreign-language students (n=1,200). If the number of subjects is considered, this
is one of the largest completed studies in language learning strategies. The study addresses
the types of strategies university students report using while learning a foreign language and
the variables which influence the use of these strategies. They indicate that learners with high
motivation for learning will likely use various strategies. As far as language learning is
concerned, achievement can be viewed as one of the indices of motivation because motivation

can lead to and support all activities.

Considerable research has been conducted on the ways to improve L2 students’ learning
strategies. There have been two viewpoints on the training of Learning Strategies. Some
studies show positive results whereas some studies show that the data does not necessarily
support the statement that Strategy training improves the learning or language performance
of the learners. In many investigations, efforts to teach students to use learning strategies
(strategy training) have fetched good results (Thompson & Rubin, 1993). However, all
second/ foreign language strategy training studies have not been successful. Some trainings
were effective in certain skill areas but were not so for other skills within the same study (for

details, see Oxford & Crookall, 1989).
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2.5.1 Strategies related to 4 language skills and their training
Specific strategies or groups of strategies are linked to particular language skills or tasks. In
the case of ESL and foreign language studies, there has been ample study on Strategy training
and its effectiveness. For example, L2 writing (similar to L1 writing), benefits from the
learning strategies of planning, self-monitoring, deduction, and substitution. L.2 speaking
demands strategies such as risk-taking, paraphrasing, circumlocution, self-monitoring, and
self-evaluation. L2 listening comprehension gains from strategies of elaboration, inferencing,
selective attention, and self-monitoring, while reading comprehension uses strategies like
reading aloud, guessing, deduction, and summarizing (Chamot & Kupper, 1989). Oxford
(1990b) gives a detailed chart mapping relevant strategies with listening, speaking, reading,
and writing skills. In the case of strategy training in Japanese classrooms, there have been

various studies in Speaking (conversation) as well as Reading Strategies.

Here, it is necessary to clarify the difference between skills and strategies as far as the four

language skills, namely; reading, writing, speaking, and listening are concerned.

In the present study, the reference for the above differentiation is based on Carrell’s
explanation (1998). According to her, Strategies for reading comprehension refer to concrete
strategies and action plans which learners select actively to achieve a specific learning goal.
On the contrary, Skills refer to the passive (innate) ability of learners. She quotes (1998) as

given below:

“Skills refer to information-processing techniques that are automatic. Skills are applied to a
text unconsciously ... In contrast, strategies are actions selected deliberately to achieve

particular goals. An emerging skill can become a strategy when it is used intentionally.
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Likewise, a strategy can “go underground” and become a skill.” Paris, Wasik and Turner(1991,

p. 611)

The above differentiation holds high importance from a strategy training perspective. The

trainers should be well aware of this gradation while guiding the learners.

2.5.2 Metacognitive Learning Strategies and their training
Many poor language learners are not able to choose useful strategies. They do not realize
when to incorporate these strategies while taking up the challenge of learning. The
metacognitive ability to choose a particular strategy for a particular task or on a particular
time implies that the learner is thinking about his own learning and making conscious
decisions about the learning process. However, in order to select and use strategies, the
learners should be familiar with a wide range of strategies that can be used. This fact
emphasizes the importance of explicit training of the strategies in the classroom. As per the

literature available, the key components of Metacognition are

1. To develop an action plan

2. To retain the plan over a period in order to monitor the learning.

3. To reflect on and evaluate the performance.

Planning a strategy before beginning a particular language task orients us and consciously
keeps us on track during the activity. It also leverages judgments from time to time,
assessment of readiness for various activities with higher difficulty, and monitoring our

comprehension, decisions, performance, and behaviors.
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Meta-cognitive strategies are recognised as a higher level of strategies by the researchers.
Metacognitive strategies are higher order administrative skills that may entail planning for,
monitoring, or evaluating the success of learning activity (Brown et al. 1983)They are
classified as indirect strategies by Oxford and also have significance in O’Malley and Chamot
as stated in the previous section. Wenden (1983) was also found to be effective to incorporate
Metacognitive Strategies in training. Her study concentrated on self-directed learning among
adult foreign language learners. Based on interviews, she explored self-directed language

learning activities in a variety of social settings.

O’Malley & Chamot (1990) assert that a number of strategies can also develop motivation.
E.g., self-evaluation is an important driving force to increase motivation because learners can
learn to attribute their degree of achievement to their own efforts than to some unchangeable

innate ability.

Compared to direct strategies concerning four language skills, there have been lesser
experiments with training in metacognitive strategies. CALLA was developed as a
Metacognitive Strategy Training model by O’Malley & Chamot. CALLA is said to help
teachers to plan a lesson and bring together language and content with learning strategies. The
main principles of CALLA model are to provide opportunities to learners to compare new
learning against their prior knowledge. Secondly, it provides for training and practice in self-
evaluation. This model has five instruction phases (Chamot and O’Malley, 1994, p. 43-44).
They are: Preparation, Presentation, Practice, Evaluation and Expansion. The above-said
model was adapted and modified as per the needs of JFL learners in Western Pune. Points 1,

4 and 5 were written down on self-review forms. The medium of writing was English.
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4 e Advance organisers: Preview the main ideas )
Planning and concepts of the material to be learned
(skimming the text to find the organizing
L principle) )
4 ™
¢ Decide in advance to attend to a learning task
Directed attention in general and to ignore the irrelevant
distractions.
\_ J
4 ™
e Plan for and rehearse linguistic components
Functional planning necessary to carry out the upcoming language
task.
Y J
4 ™
e Prior to the input, decide to attend to specific
. . aspects of input (scanning for key words/
Selective attention concepts, and/or linguistic markers)
\_ J/
4 N
e Understand the conditions that facilitate
learning and arrange for the presence of such
Self-management conditions
\_ J
4 o ; ™~
¢ Self-monitoring: Check own comprehension
Monitoring during listening/reading or check the ’
accuracy and/or appropriateness of one’s
9 oral/ written production during its delivery. )
4 I
* Self-evaluation: Check the outcomes of one’s
Evaluation language learning against a standard after its
completion.
\ J

Fig. 2.4 Meta-cognitive strategies O’Malley J.M. & Chamot A. U (1995)

The above detailing is taken from O’Malley J.M. & Chamot A. U (1995, Pg. 119, which is

adapted from O’Malley et. al. 1985a.) Based on the survey, a need to focus on the direct

strategies was felt and focus on points 1, 3, 6 and 7 was finalised for the training course.
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Metacognition

Preparing and
planning for

learning
Evaluating
Orchestrating learning
strategies
Monitoring Selecting and
learning using strategies

Fig. 2.5 A suggested representation of meta-cognition

The above diagram is a suggested representation in the present study, based on Neil J.
Anderson (2008), ‘Metacognition and good language learners’, where he says that
Metacognition is not any one element in isolation. It is the blend of all five metacognitive

skills into a “kaleidoscopic view”. It is not a linear process from preparing up to planning and

evaluating, but more than one processes can happen simultaneously.

Yuh Huann, Seng-Chee Tan(2010)give a detailed account of their study based on CALL
instrument and the intervention focusing on scaffolding students in metacognitive reflection
on their own oral performances. They report that a remarkable improvement was seen in the

mean scores of pre-test to post-test of oral performance. Such an improvement indicated the
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benefits of training in metacognitive reflection. The learners were found to adopt a systematic
approach in their reflection with the sequence ‘evaluating = monitoring = planning’, with
special attention devoted to the monitoring strategy. However, a disproportionate distribution
of metacognitive knowledge usage was found in students’ self-assessment. Task knowledge
was the predominant metacognitive knowledge used by students, whereas person knowledge
and strategy knowledge were neglected by the students. They suggest that teachers who are
keen to implement a similar instructional approach could develop strategies to focus the

students’ attention on the latter two types of metacognitive knowledge.

2.6 Literature review related to conversation training

There has been a more extensive study on writing and reading strategies than on speaking
strategies. When it comes to Speaking, there is a wide range of language performance. Speech,
presentation, conversation, and discussion are some of them. Among these, speech and
presentation have received more attention for skills. However, there is less literature available

on Japanese conversation skills and strategies.

2.6.1 Conversation Strategies and their training
Communicative competence was defined by Canale and Swain (1980) and Canale (1983)

identifying the following four key factors.
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Linguistic Socio-linguistic
competence competence

Communicative
competence

Discourse Strategic
competence Competence

-

Fig. 2.6 Communicative Competence (by Canale and Swain , 1980)

A typical Indian JFL classroom has always focused on linguistic competence in terms of
grammar, vocabulary, and expressions. However, there is a need to give inputs on and practice

to the learners for other three aspects.

Canale and Swain (1980) define ‘Strategic Competence’ as “the mastery of verbal and non-
verbal communication strategies in L2 used when attempting to compensate for deficiencies
in the grammatical and sociolinguistics competence or to enhance the effectiveness of
communication”. However, the present study has not focused merely on the compensatory
strategies suggested above. That is because there is a debate on the usefulness of such
compensatory strategies. Among many, Yule and Tarone (1989) were on the side of
Communication Strategies instruction. Dornyei (1995) reports his study and asserts that “by
using communication strategies learners feel a sense of security and allowing them to cope
with difficulty in L2”. However, there was a controversy in the ‘teachability’ of
Communication Strategies. Bialystock (1990) and Kellerman (1991) have expressed the
opposite view. Bialystock’s goal in Communication Strategies is "to find a means of

explaining how strategies function in the speech of L2 learners" (1990: 13). She criticises the
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focus on theoretical ambiguity in the definitions of Communication Strategies and argues that
there should be a clearer view of identification, explanation of Communication Strategies.
She asserts that the teachers “should teach language not strategy” and Kellerman (1991)
asserted “there is no justification for providing training in compensatory strategies in the
classroom .... Teach the learners more language and let the strategies look after themselves”

(p. 158).

Therefore, Instead of concentrating only on compensatory strategies, the present study
focused on other Japanese Speaking strategies such as composing an appropriate discourse
and using negotiation strategies for successful communication. From the training point of
view, the viewpoint by Marianne Celce-Murcia, Zoltan Dornyei, Sarah Thurrell (1995:14)
was found to be crucial. The present study on Training in Japanese Conversation tried

encompassing most relevant strategies from among those proposed by them.

2.6.2 Cooperative learning and Autonomy
The principles of co-operative learning are aligned with the social strategies specified in
Oxford’s classification of strategies and also with the social/affective strategies from
O'Malley and Chamot’s classification. Peer cooperation and peer review or feedback can be

seen as a manifestation of cooperative learning.

It can be said that through peer feedback, we can ensure the compliance of the Five Key
Elements of cooperative learning proposed by Johnson et. al. (2006) to differentiate from

merely putting students into groups to learn. The five elements are as stated further.
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Table 2.3 The five key elements of cooperative learning (Johnson et.al.2006)

Element When is it achieved

Positive When learners perceive that they “sink or swim together.”

Interdependence The whole team believes that each person’s efforts benefit
not that individual, but the whole team.

Individual When “students learn together, but perform alone.” A

Accountability lesson’s goals are set in such a way that it can be measured

Face-to-Face
(Promotive)

Interaction

Interpersonal and
Small Group Social

Skills

whether (a) the team is successful in achieving the goals,
and also (b) each team-member is successful in achieving

them.

Although cooperative learning requires teamwork, it

entails individual accountability.

When team members become personally committed to the
goals of other members through face-to-face interaction.
Significant cognitive activities and interactions occur
when learners promote each other’s learning. It includes

oral explanations of solving problems.

When learners learn academic content (language task) and

also interpersonal skills within a small team (team-work).
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Group Processing When the learners are encouraged to analyse the team
dynamics and the application of social skills after
completion of individual tasks. However, it is not idle
time, but tasks with specific goals are given, where the

above two aspects are revealed.

In the present study, the face-to-face interaction was encouraged in both parts of the study.
After each learner’s individual effort to solve the problems, the answers were discussed

among learners.

2.6.3 Peer review as a social strategy and its training
There are many studies which report the benefits of providing students with opportunities to
give feedback to, and receive it from, their fellow students (see e.g. Falchikov, 2001; Liu and
Carless, 2006). Falchikov introduces the methods and practice of “peer tutoring” focusing on
how to set up schemes and how to cope with common problems. She discusses the rationale
behind this learning form and its benefits. Liu and Carless (2006) report a large-scale survey
of teachers and students in Hong Kong showing resistance to peer assessment using grades.
They state that peer feedback helps learners to take an active role in managing their learning.
They also claim that it can be quicker and more accessible sometimes than the feedback
provided by a tutor, and it does not normally give rise to the anxiety which is often linked

with the peer assessment with marks or a grade.
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The experimental study by Kurt and Atay (2007) claims that results of the quantitative data
showed that the group which received feedback from peers experienced significantly less
anxiety while undertaking writing tasks than the group which received feedback from teachers
at the end of the study. The interview results also revealed that the learners benefited from the
process of peer feedback as it was through their friends that they became aware of their writing
mistakes. Additionally, during the feedback, they received opinions as readers from their
friends to elaborate. It helped them look at their writing from a different perspective.

According to them, overall there are very positive effects of peer feedback in class.

From the above literature, we understand that the first benefit of peer-feedback is that it
provides an alternative for teaching and feedback method against the traditional way of
teacher’s feedback. In these sessions, learners work with their peers to improve their writing
skills. Secondly, the anxiety is lowered and learners are more motivated because they become
aware of common problems faced by them and the peers. Thirdly, peer feedback helps learners
to take more responsibilities for their learning. They feel responsible for reading the peer’s
text with care and giving constructive feedback. Lastly, the significant benefit is that such

sessions provide opportunities to inculcate social affective strategies in learners.

However, there are also some drawbacks of peer feedback. According to Connor and
Asenavage (1994), teacher feedback has more influences on learners’ writing. Only five
percent of peer feedback during their study influenced the writing. Learners respect and
respond more to the teacher’s feedback compared to their peers’ feedback. Eventually, they
tend not to make corrections based on peer feedback. Therefore, the teachers’ strict

instructions to do revisions is critical for incorporation of feedback given by a teacher or a
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peer. Besides, some learners cannot actually give peer feedback because of insufficient
knowledge. In such cases, learners hardly learn from others, resulting into a peer feedback

defeating its original purpose and rationale to help peers to improve.

In his work on “Chinese EFL Students’ Attitudes to Peer Feedback and Peer Assessment in
an Extended Pair work Setting”, Tim Roskams (1999) discusses the patterns and perceived
usefulness of peer interaction, feedback and peer evaluation in the light of cultural values of
Chinese learners. He States that about 5% of students did not enjoy the collaborative
assessment. Overall response to peer assessment as a learning experience was favourable, but
students were unsure about its fairness and felt less comfortable about it as an assessment

exercise than a learning exercise.

Peer review has been widely used in Japanese language instruction before. However, most
of the studies have focused on Peer Learning for Improving Writing Skills or Reading with
peers (See lkeda 1998,1999,2004, Tateoka 2000, 2005, Kageyama 2001). Ikeda, Tateoka

(2007) give a detail introduction of Peer Learning as a way to design creative learning.

In her Ph.D. research, Nguyen Song Lan Anh (2015) explored the Peer Feedback and Self
Feedback for extempore speech activity of Vietnamese JFL learners. She reports that the
following phenomena were observed. Changel) Appearance of “Presentation of improvement
plan”, Change2) Appearance of “meta-viewpoint”, Change3) Appearance of “Feedback from
listeners’ viewpoint”, Change4) Appearance of “Evaluation by designating specific parts”,

Change5) The emergence of “expression of willingness to learn”
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She reports that the learners seem to be consciously observing his / her speech “before” in
comparison with the speech “after” the feedback and noticed the problem in their speech and
began to think about a plan to correct it. Secondly, she examined the relevance of change in
self-feedback with the change in peer feedback but found no clear evidence that there was a
causal relationship, but common points in the direction of change in both. She also observes

the emergence of autonomy to a certain extent with the help of collaboration.

2.6.4 Self-review and self-assessment
Self-assessment and self-review can be perceived as one way to facilitate the practice the use

of the meta-cognitive strategies.

Based on recommendations for the teachers, it was decided to bring the learning process and
value addition through peer feedback to learners’ notice in a concrete way. Therefore, self-
review and peer review sheets were formulated and improvised throughout the training as per

the response of the learners.

It is noted in several studies that there is a difficulty faced by students when they self-assess.
Most difficult factor is the accuracy of scores. Orsmond, Merry, and Reiling (1997) found that
students many times misjudged the assessments. They used a science class assessment project
and compared students’ self-assessment scores with the scores given in teacher’s assessment.
The study showed that there was an overall disagreement between the markings of 86%.
While 56% of students over-marked themselves, 30% students under-marked themselves.
They also noted that generally, poor students tended to over-mark their work and the good
students tended to under-mark their work. Sadler (1989) counteracts these difficulties by

emphasizing the need for a teacher to pass the responsibility of assessment to the student
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through a process of students becoming a trainee in assessment. The teacher’s role is to guide
the student in critical evaluation of their learning. If we provide a guided, but direct and
authentic evaluation experience for students, it enables them to develop their own evaluative
knowledge, thereby including them within the range of people who can determine the quality
of performance using multiple criteria. It also enables the teacher to transfer some of the

responsibility for making decisions to learner.

2.6.5 Training materials for Japanese conversation
There is a wide range of materials available in Japan especially for conversation practice.
They vary with the target level namely; basic/beginners, intermediate, advanced and business
level Japanese demanding higher order skills. None of them are sold in India, however are
available in libraries and can be ordered online. Although there is a wide variety of teaching
materials for Japanese conversation practice, the focus of the study helped to narrow down on
particular books. The training programme developed for conversation intended to create
awareness and practice of language functions, set expressions, usage of honorific language
and discourse specific to Japanese social aspect. The following are the books referred to for

the above-said purpose.

1.  [RUHTHESBAERSE] ALC Press, Japan 2006 Authors: Shinro Kaneko, Minori

Fukada, Mikiko Kurokawa, Tomoko Miyashita

Target Level: Japanese learning latter half stage of basic level to intermediate level first half
Aim: It aims to learn commonly used natural phrases and also acquire knowledge about
Japanese customs and culture. The primary objective is to enable learners to conduct a smooth

communication in daily situations without any friction.
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Structure: It is split into PART1 "How do you speak at such time?” PART2 "How do you
speak in such a situation?”. The first part consists a functional syllabus, and the second part
deals covers a situational syllabus. Together with PART 1 and PART 2 there are 12 chapters,
each consisting of [Comics + Commentary + Practice + Plus a Information + Column].
Learners are be able to understand the flow of conversation visually, along with the theme-
related grammar and expressions. The script of the comic strips is included in the CD.
‘Commentary’ focuses on the grammar and expressions coming in a manga episode and
explains the learning items. ‘Practice’ involves various types of items such as paraphrasing
the learned expressions, sorting words, substitution drills. The book also gives ‘Plus o’, i.e.
specific attention points, hints and convenient expressions for smooth progress of
conversation. ‘Column’ gives cultural information such as Japanese customs, manners, and

things.

The easy to understand story and conversation pictures were useful to motivate learners to
talk. The book incorporates certain compensatory strategies such as ‘Asking once again,
asking/providing the meaning/explanation, asking for rephrasing’ to name a few.

Communication strategies such as ‘giving appropriate encouraging expressions(&\-35)’

and negotiation strategies ‘Assert oneself softly’ which are unique to Japanese communication
style are given a good coverage. All these aspects were found to be similar to the stand taken
by Marianne Celce-Murcia, Zoltan Dornyei, Sarah Thurrell (1995:14). Moreover, the practice
sets and columns assist self-study before and after the training sessions. For the above-said

reasons, the material was found to be crucial for the training.
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2. [T BAEESEE] (1997) ALC Press, Author: Tomisaka Yoko

Target level: Learners who have completed basic level and proceed to intermediate, are good

in language knowledge but lack in Japanese oral communication skills.

Structure: It is divided into 3 parts namely; 1. Sound change 2. Conversational style and 3.
Speech functions, with 23 chapters with details on conversation rules and inputs that are

important for natural flow of the conversation.

For the training in natural conversation, the book was found to be very effective because it
provided the inputs such as sound changes/short forms/ ellipses in spoken language that are
not covered in a standard textbook focusing more on formal and written Japanese. The
contents of the book helped in keeping Japanese communication as the base for structuring
syllabus (contents) and curriculum (sequencing and presentation) of the training programme.
Particularly part one and two were of utmost importance from a point of view of

communicating in a natural style.

3. [=FEICHRER ! TRATHI N D AAGER — LT L A ]

3 A Network, Japan 2005 Authors: Nakai Junko, Kondo Fumi, Suzuki Mariko, Ono

Megumihisako, Aramaki Tomoko, Morii Tetsuya

Target level: From early intermediate level onward.

Structure: The book is structured in such a way that learners through role-playing become

aware of what was missing in themselves, what kind of language knowledge, linguistic
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expression was necessary, and go on acquiring the language in the process. It covers 22

situations from scenes and situations which JFL students are likely to come across.

The textbook very elaborately gives various possible variations in practical situations, which
were necessary for the conversation training in the present study. The book was particularly
useful in providing a good introduction and practice for expressions and techniques necessary

for the natural flow of the conversation such as fillers, quick responses and set expressions.

4. THARFESEFE ML —=12 71 Ask Publication, Japan 2008 Author: Hitomi

Kobayashi.

The book gives a variety of situations and natural expressions for conversation. It has a CD
with conversation recorded with natural phrases. With the technique of sync reading and
shadowing, one can listen to plenty of Japanese in conversation. It gives all variations that are
required and likely to be used in a similar scenario. Learners can practice in class lessons, as

well as by themselves.

Though this book was not focused on as teaching material, it helped in giving insights into

the variations that may occur in individual responses.

2.7 Literature review related to training in reading

Although reading was considered to be a passive language skill earlier, it was proven that the
reader is active while reading a text with several mental activities, both conscious and sub-
conscious. Though the processing within the human brain has remained an ever exciting area
for the researchers, the references taken for the study are mainly from a language teaching

point of view.
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2.7.1 The Three Reading Models
An individual’s reading proficiency depends on various factors, including general language
proficiency, experience, the complexity of the text, purpose of reading and topic of specific
texts as well as the logical thinking, which is required while reading for example for drawing
an inference. Experts in language reading developed various models of the reading process
which are used in comprehending texts. Hedgecock & Ferris (2009) gave an account of three
distinct models for reading processes and development as the following: 1.bottom-up, 2.top-
down, and 3.Interactive. Usually bottom-up and top-down are considered to be opposite
approaches and the interactive model employs a combination of strategies from both models
as per requirement. Many experts advocate for the third, i.e. the interactive approach because
it is closer to the reading process in real-life in a variety of texts as per the need of the text

and purpose of reading.

Top-down
Global
strategies

Bottom-up
Local
strategies

Fig. 2.7 The three models of reading
Hedgecock & Ferris (2009) described the bottom-up model as a process, which focuses on

discrete vocabulary, world level, and gaining comprehension by translating informational
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texts piece-by-piece. The term “bottom-up” comes from a concept that reading begins from
the “bottom” i.e. smallest and most basic units such as letters, then simple words and
morphemes, then gradually works its way “up” with larger units such as sentences, paragraphs,
and the whole text. Barnett (1989) explained it as a linear process, where text has to be
received before higher-level mental stages of comprehension and decoding information can
be used. Barnett further stated that the process of bottom-up is mainly text-driven and
progressive, because small portions of text are analysed and slowly added on to make them

meaningful and comprehensible.

We should note that graphics and symbols play an essential role in the bottom-up model, as it
relies heavily on the text itself, particularly in case of Japanese, compared to European
languages having the alphabetic system. It has “2 categories of writing systems: logographic
which indicates meaningful units and syllabic. The syllabic has two scripts (hiragana and
katakana), and one script in the logographic category (kanji)” (Matsumoto, 2013). This
explains the script and vocabulary oriented teaching-learning focused in India, where the
analytical and Bottom-Up approach has been the tradition for centuries. Secondly, the reading
speed which is of high concern for learners and teachers is a direct result of over-use of

Bottom-Up model of reading.

In the case of reading in a second or a foreign language (L.2), using bottom-up strategies to
decode may be difficult due to the differences in writing systems of a first language (L1) and
L2. Orthography can affect the accuracy of L2 word recognition as well as the strategies used
to process those words (Koda, 1989, 1996). Koda compared the difference in performance in

reading comprehension and correlated vocabulary knowledge between learners with related
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orthographic backgrounds and those with unrelated. Learners with related orthographic
background had a greater advantage initially and also had significantly better test performance
over time. Particularly in the case of Japanese, kanji does not have a clear connection between
orthography, phonology, and meaning (Matsumoto, 2013). As a result, even if one cannot
pronounce a particular kanji, recognition of the character itself may enable a reader to decode
the meaning of the text. Thus, identifying a kanji’s meaning without knowing the reading may

enable readers to continue with decoding and assist with reading comprehension.

Another feature of the bottom-up model is the theory of automatic information processing,
created by Laberge and Samuels (1974, cited in Logan 1997). This theory states that the
human mind works like a computer, and can perform tasks one by one, giving attention to
specific tasks as needed. The term automaticity was used to indicate that a reader has limited
ability to shift their attention between processes of decoding and comprehending. Therefore,
in order to achieve an automatized process of reading, a successful bottom-up reader begins
by developing macro-level processing skills in a structured manner and practices those skills
until they become automatic over time (Anderson, 1984). After achieving this stage, the
macro-level skills operate from working memory without conscious effort. An individual’s

learning style can have an effect on the model of reading used.

Usually, bottom-up readers are considered analytical learners because they are detail-oriented
and move systematically through the learning process. Hedgecock & Ferris (2009) further
described analytical learners as those who closely pay attention to detail, and therefore can
easily remember every significant detail (of the text) and even some minor details. They are

contrasted to global learners, who have a more holistic, top-down approach to learning.
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The contrast model to Bottom-Up model is Top-down Model. Hedgecock & Ferris (2009)
explained that the top-down approach is a holistic method that does not rely on small details,
but instead on making assumptions of reading based on context. Thus, top-down readers are
considered global learners, and often get the gist of text without paying much attention to
specifics. This concept of “getting the gist” is the essential focus of the top-down method.
Barnett (1989) described top-down as a linear process like bottom-up, yet it proceeds
oppositely, starting from the top with higher-level mental stages, and moving down to the text
itself. It is reader-driven and progresses by the reader making intelligent guesses about what
will happen in the text. Goodman (1967) referred to the top-down process as a
“psycholinguistic guessing game”. He explained that construction of the meaning from text
includes four interdependent procedures, namely; content prediction, sampling of material,
confirming predictions, and also correcting inaccurate predictions. In this process, a reader
makes conjectures based on the textual cues, and then confirms or rejects his/her assumptions

as reading progresses.

Goodman’s guessing game theory indicated that readers do not need to perceive and
understand all parts of the text in order to be an efficient reader. It is believed that efficient
readers can make accurate guesses with very fewer cues. In reading, this background
knowledge is referred to as ‘schema’, and is a critical aspect of the top-down process. The
schema theory states that readers use background knowledge from their prior experiences to
comprehend text (content schemata). Formal schema focuses on background knowledge of
the formal and organizational structures of different texts (Carrel & Eisterhold, 1983).

Different types of text (e.g. stories, letters, informative essays and so on) will be presented in
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different forms and structured differently according to their genre. Readers become familiar
with these genres through repeated exposure and gaining life experience. Linguistic schemata
mean the skills of decoding and discourse processing. Hedgecock & Ferris (2009) stated that
this type of schema and knowledge of text macrostructure can be beneficial to readers,
whereas gaps in the formal schema can cause difficulty for readers, especially for L2 reading.
Reasons for these gaps include a limited experience of reading in general and less exposure
to genres, and quite importantly, formal schemata of their L1 may not transfer cross-
linguistically. Because of this, many L2 readers need to become familiar with the formal
schema of their L2. The content schema is often referred to as the cultural schema, as a
person’s culture greatly influences the way they perceive an idea or concept. Rivers and
Temperly (1978) stated that cultural knowledge has socio-cultural meaning, which “springs
from shared experiences, values, and attitudes”. Because of these shared attitudes, the way

text and content is interpreted can vary due to the cultural background of the reader.

The third and final model of reading is the interactive model. This model combines techniques
from both the bottom-up and top-down models, thus incorporating surface-reading as well as
more in-depth cognitive strategies for reading comprehension. Barnett (1989) stated that
unlike the first two, the interactive model is not linear, but a cyclical process where textual
information as well as the reader’s mental activities work simultaneously and make an equally
important impact on comprehension (p. 28). This concept of simultaneous working is the
essence of the interactive model. It suggests that the text sampling techniques of bottom-up
and the higher-level decoding of top-down interact continuously together. A typical example

of interactive reading is the Interactive Compensatory Model. The compensatory model stated

63



that strength in one processing stage can compensate for weakness in another. Here, a reader
compensates for gaps in reading comprehension with knowledge from other areas. Therefore,
a reader less proficient in bottom-up reading gets assistance from greater knowledge of top-

down strategies, and it is also possible vice versa.

‘It is not expected that only one extreme model should be used strictly for learning. It was
found that a pairing of the two may prove to be best for teachers and students’ (Dahl, 2000).
With the interactive model, readers can extract methods from both the bottom-up and top-
down approaches. The interactive approach has been favoured amongst many contemporary
researchers of language reading, who believe that utilizing this method may better assist

readers in achieving a higher level of reading comprehension.

Research in Reading strategies in the Japanese language proved that the interactive model
was significant in the process of reading Japanese. The interactive model, using both bottom-
up and top-down processing, would help language learners understand the text in Japanese.
Based on the information of Horibe (1995) and Toriyama (1993), strategies in the interactive
model employed both bottom-up and top-down aspects. For example, grouping strategy
functioned in a duel way by analysing at the word level (bottom-up model), while connecting
what the learner knew to understand the concepts of the reading (top-down model). Students
in Horibe's study indicated that they activated schema to become familiar with the reading
and utilized conceptual information to fill in the unknown words and sentence structures.
During this task, students were self-monitoring their reading process linguistically such as
examining words as well as conceptually. As a result, the students were able to use the strategy

of decoding to analyze the unknown words. Thus, students utilized the reading strategies that
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were categorized as an interactive model to comprehend the reading in Japanese. Students
had patterns of metacognitive and cognitive strategies use (Toriyama, 1993). Toriyama
confirmed that ESL reading strategies could be transferable into learning Japanese as L.2. The
study revealed the gap in reading strategy use, with cognitive strategies accounting for 80%
and metacognitive for the remainder. The most used cognitive strategy was making inferences

while the most used metacognitive strategy was self-management.

For Indian JFL learners, a need is felt to enable them to pull from the strengths of both models,

and for doing so, learners should be made aware of and given practice into both the models.

2.7.2 Training of Reading Strategies
In the early era of research on strategies, Carrel (1989) studied in depth the skills and strategies
used in second language reading. She studied the strategies used for reading an English text
and a Spanish text by 45 English natives learning Spanish language and 75 Spanish natives
learning English language. She classified the strategies into two categories namely Local
strategies (Bottom Up strategies or BU) that concentrate on comprehension of meaning
through content and details in the text and Global Strategies (Top Down or TD) strategies that
use background knowledge, knowledge of structure patterns for comprehension of meaning.
She observed that, though there are exceptions, proficient readers of L2 perceive TD as
effective strategies whereas less proficient readers perceive BU as effective strategies. The
2nd part of the present study has taken the above references while formulating the

opinionnaire on the learners’ perception of reasons for difficulty in reading comprehension.
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In the case of JFL learners, there have been various studies and reports on Reading Strategy
training in classrooms (See Minaminosono1997, Olga 2006, and Kawamori 2015). The early
theoretical studies include Itou (1991) who organised all Reading Strategies being researched
in Europe and America during that period. One more frequently referred study is by Kudo
(1993) who compared the difference in the use of strategies in objective questions and
summary writing as well as the strategy used by better performers and poor performers. She
also proposes that training in such reading strategies will be effective particularly in case of
poor performers who in spite of having domain knowledge, are weak in reading. The reference
of reading strategies classified in Kudo (1993) is taken for designing the training module. The

23 strategies listed in her research are given below.

Table 2.4 The reading strategies organized by Kudo (1993)

1. Skimming 2. Reading back

3. Checking new words 4. Skipping unknown words

5. Looking for keywords 6. Looking for important information
7. Reading details 8. Drawing underline

9. Note-taking 10. Outline/ Structure of the text

11. Paraphrasing per paragraph 12. Paraphrasing per sentence

13. Using analogy 14. Thinking of a concrete example
15. Using background knowledge of the content 16. Summarizing the contents

17. Imaging 18. Inferencing

19. Asking questions to oneself about the important = 20. Asking questions to oneself about the

elements details
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21. Memorising important word or sentence 22. Linking with one’s experience

23. Translating into one’s mother tongue

The strategies with no.1,3,4,5,6,10,11,and 16 were focused on in the Reading Strategy
Training. An additional strategy of “Predicting (the forthcoming content)” which is said to
be an important Top Down model strategy (Global) was included. In the present study, the
prediction from Linguistic queues was focused. The categorization used in the present study

is based on the Japan Foundation reference book [FtZeZ & Z# % 5] (2004) as given

below(the translation was done for the present thesis).

Bottom Up strategies

L Confirming new vocabulary

° Grasping the link between sentences by paying attention to conjunctions and referents
° Organising finer details with (in the form of) tables and diagrams

Top Down strategies

° Finding only necessary details quickly (Scanning)

° Reading through quickly and grasp the essence of the whole (skimming)

° Reading while predicting

o Identifying important words and sentences and skipping others
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2.7.3 Teaching materials for Japanese reading

There is a wide range of materials available in Japan specially for reading practice. None of

them are sold in India, however are available in libraries and can be ordered online.
. [BREDOTEODOFMNL—= 7 ~HOIWRT v 7T 5 15DKRA 2 h~]

Bonjinsha Publication, Japan (May 2011) Edited by Kei Ishiguro, Authors: Michiko

Kumada, Chie Tsutsui, Olga Pokrovska, Yumiko Yamada

Level: From intermediate first half to advanced level

Contents: The book covers 15 points to improve reading ability. It aims to enable learners
to understand Japanese sentences, paragraphs and texts correctly. It consists of 15sections,
each of which introduces a reading strategy, that is, a technique to read Japanese texts. The

reading (skills and) strategies are roughly divided into four parts.

"Strategy to understand one sentence" (Part 1: Chapters 1 to 4): It is a long and complicated
sentence that learners who have just entered intermediate level feel initially difficult.
Grammar has already been learned at the elementary level, but if the sentence is long, they
cannot understand how to comprehend it. In Part 1, there is a training to understand a long
and complicated sentence without any error.

"Strategy to Understand the Continuity of Sentences" (Part 2: Chapters 5 to 7): The sentence
one is reading is always connected to sentences before and after by the topic, and the
connection is indicated by the demonstrative pronouns, abbreviations, and inter-related
phrases. In the second part, the book focuses on expressions showing links with the topic and

aims training to understand consecutive sentences correctly.
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"Strategy to understand the development of sentences" (Part 3: Chapters 8 to 11): Expression
that shows the development of text that comes at the beginning or the end of a sentence is
placed to help the reader understand. Part 3 focuses on such expressions, carries out training
that seeks out the structure of the text and also the author’s perspective.

"Strategy to understand using prior knowledge" (Part 4: Chapters 2 - 15) Even sentences with
difficult grammar and vocabulary are easy to understand if the reader knows the contents and

structure of the sentences. Part 4 asks to use the knowledge that the reader has and aims

training that makes it easier to understand the sentences. (From the book's Introduction)

The classification of strategies in the units of sentence level, paragraph level and whole text
level were found to be very useful for training purpose. The approach of the present study
was to assimilate both; “bottom-up” and “top-down” approaches to train learners in reading
that is closer to reality. The comprehension passages and the exercises also proved to be

useful for actual training.

The sequencing of the strategies was found to be very useful for the training purpose as it
gave a specific structure to the training course and also made it easy for the learners to place
the content of the input on the continuum of reading strategies. The strategies ranged from
the word level to Sentence level, then expanded to paragraph level and the whole text level.
However, the book more or fewer guidelines which the trainer has to provide for additional

material with examples of conjunctions arrange extra materials.

2. [EFEDO=DHD BAFE] Japan Times

Aim: Improving Reading Skills of Intermediate and Advanced Students
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Structure: divided into 3 parts namely; Scanning, Skimming and Scanning& Skimming. In

the last and 4" section of the text, longer and more complicated texts are given for challenge.

This book was originally published as a teaching material for foreign learners of Japanese.
However, the level is high, almost near to the level of real-life Japanese. There is an extensive
use of authentic materials. In general, teaching materials for foreign language learners are
often rewritten by lowering the vocabulary level for learning, but the texts included in this
material is what ordinary Japanese people come across and read in everyday life. The book
gives a suitable arrangement of exercises and reading skills such as “scanning”, “skimming”
or “Identifying the key sentence” and it gives a ready to use a collection of authentic material
for enhancing of those specific skills with relevant exercises. Content matching, selection
from four options, descriptive questions, etc. are provided after various kinds of materials

ranging from newspaper articles, short stories, to TV section of the newspaper and the

delivery menu.

It proved to be a good training material as it is grounded in real-life Japanese reading

experience, was used in training and also in formulating the tests.

3. [#fR% 1L U 5 &7 7-~] Bonjinsha Publication, Japan 2011 (3rd Edition)

Level: From basic to intermediate level

Aim: To support "the Bridge from Elementary to Intermediate".

Structure: Main text based on real-life texts, questions on new vocabulary, content
comprehension, crossword on Katakana words and column for providing insight into

vocabulary background and cultural inputs.
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It has gathered interesting topics so that learners at the beginner level get used to reading
long texts early and enjoy the activity of reading. A separate vocabulary list with English,
Chinese, Korean bilingual is attached. It touches upon various exercises which train in
different essential reading skills such as scanning, scheming, getting the gist of the

paragraphs and the whole text, as well as grasping the structure of the text.

This text was used as a reference for forming tests.

2.8 Trends in Recent research on Language Learning Strategies

Compared to the earlier research on identifying Language Learning Strategies by observing
good learners, more recent research seems to be that of examining practical aspects of strategy
training. This type of research has examined language learner strategies in more context-
specific situations, rather than all-inclusive category. For example when learners take up tasks
in academic writing, they would utilize a different set of strategies than if they were to interact
with a native speaker in a daily conversation. Although the terms cognitive and meta-cognitive
strategies are maintained in strategy research, other learning strategies related to learners
managing their affective conditions or social environment usually seem to have classified under

a more generic term ‘self-regulation’.

Secondly, there is also a trend of study on the side effects of training in particular strategies.
E.g. Lam (2010) studies Metacognitive Strategy Teaching in the ESL Oral Classroom for
gauging the Ripple Effect on Non-Target Strategy Use. Her study examines the ‘wash over’

effect on learners’ use of pre-existing, non-target strategies.

Thirdly, there are some studies which attempt to place the strategy training within the courses

correctly. E.g. Mohammad (2015) studies learners in ESP(The English for Special Purposes)
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and EGP(The English for General Purposes) courses in University of Tabriz, Iran and asserts
that if the students try to develop effective strategies to handle the reading skill thoroughly,
they will probably be better able to deal with the later ESP courses. They also report that
ironically the students memorise a grammatical rules as a requirement to clear the university
entrance exam. Therefore there is a need to improvise EGP course and equip the students with

strategies for their later courses. Similar trend is observed in the Indian JFL learners.
2.9 Relevance of the present study

The above literature review facilitated various research methods and designs as well as the
findings of studies in strategy training. However, there has been extremely less experimental

study of Indian JFL learners. There has been no exploratory study of Autonomous Learning.

Secondly, it can be said that different models have been conducted for strategy training, and
yet very few studies try to comprehensively cover skill-specific cognitive strategies, social

strategies and meta-cognitive strategies that form the essentials of Autonomous Learning.

Thirdly, though there is ample study of peer feedback for improving writing and speech, there

has been hardly any study in experimenting Japanese conversation.

Therefore, the present study was an attempt to take the research forward and conduct an
exploratory study in explicit strategy training which would train learners in Learning Strategies,

leading thereby to Autonomous Learning.
2.10 Summary

After reviewing the related literature, the following decisions were made for the

experimentation involved in the Training in Conversation and Learning Strategies.
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A way to provide a detailed guideline for peer feedback during the training

A guideline in terms of questions that will initiate self-review

To record learners’ feedback to each other in the form of peer review sheets and also in

self-review sheets as “Items learned from friends”.

Not to implement peer assessment (marking) in a formal set up, but keep it limited to

peer feedback for improvisation in performance.

Since there is less use of Peer response or Peer feedback in a classroom for improving
performance in the Japanese language, it was decided to implement it regularly in the

Training in Conversation and learning strategies.

After reviewing the related literature, the following decisions were made for the

experimentation involved in Training in Reading and learning strategies.

1.

The strategy training model for reading will make learners aware top-down model of

reading which was not perhaps known before.

The training will involve giving some quick techniques for the prediction from text

structures and conjunctions.

The training will provide a knowledge of linguistic clues which can be memorized and

used while reading.

The training will involve time-bound exercises in order to bring efficiency in the use of

reading strategies and improving speed.
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To sum up, the literature review facilitated the choice of the method of data collection,
analysis as well as selection and sequencing of strategies and materials during the
development of products, i.e. strategy training programme for Japanese conversation and
reading. It helped to narrow down the focus on the nature and scope of the present study. It
clarified the relevance of the present study with specific reference to the research on JFL

learners in India.
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Chapter III Theoretical framework and the Research methodology

3.1 Introduction

The research question of the current study involves the JFL learners in India. As put forth in
the earlier chapter, Review of Related Literature, there has been a very little systematic study
of the said target group in the past. The field of Strategy Training is unexplored in India in
terms of the scientific study of the current status of their usage, experimentation of training and
its results. Given the fact that such training and treatment was not given in the past to the target
group, various research methods and techniques used in the field of second / foreign language

education were studied to achieve the objectives of the study.

This chapter first discusses the theoretical framework of the study which explains methodology
and the rationale behind the choice of research methodology, the research design and the
procedure. The chapter describes various research methods employed in this educational
research, the methods utilized for collection of data, sampling, tools developed for the study

and the methods used for data analysis.

3.2 Theoretical framework of the study

The research methodologies employed in educational research usually draw on behavioural and
social sciences as they are mainly based on psychology, sociology, and anthropology. However,
at the same time, being a scientific study of teaching and learning that is based on empirical

positivism, educational research also largely utilizes experimental and quantitative methods.
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The researcher with her experience in Japanese language teaching in Pune thought that learners,
in general, are not much aware of the ‘Learning Strategies’, or even the ‘Direct Strategies’ that

deal with specific language skills such as reading.

Many learners are not aware of ‘How to study’ for an effective learning and therefore make
less progress in developing their language skills, as the focus is solely on “What to study’ which
is most of the times specified by the teacher or a pre-designed programme. However, ideally, a
good language teacher should assist learners in developing direct and indirect, cognitive, social,
and meta-cognitive strategies which enable them to manage their language tasks, their learning
and thereby making them less dependent on teachers or the learning environment. For a gradual
progress towards the ultimate goal of Autonomous Learning, our learners need to be first
trained in direct strategies such as ‘How to read’, ‘How to listen’, social strategies such as ‘Co-
operating with peers’, and also in strategies on meta-level, such as ‘Exploring new ways of

learning’, ‘Self-monitoring’, ‘Self-evaluation’.

Though the study keeps ‘Teaching Japanese as a foreign language’ as the main focus, in a
broader sense, it intends to explore a way to assist educators in developing language classroom
activities and conditions that support and foster learners' Autonomous Learning through
Strategy Training. It may be called as the first step towards our goal. It can be adapted in other

foreign languages as well as Indian languages.

3.3 The nature of the study

The present research tried to explore strategy training as one of the significant measures to
inculcate autonomous learning in Indian JFL learners. The basic language skills are said to
comprise of four skills namely; speaking, listening, reading and writing. All these language skills
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manifest in forms of language comprehension and performance. ‘Speaking’ and ‘writing’ are
known to be ‘productive skills’ because they involve the production of a tangible performance of
the language which results in verbal communication and a written text respectively. Since
‘reading’ and ‘listening’ deal more with comprehension, they are interpreted as ‘receptive skills’,
however, research has shown that they are not ‘passive’ skills because of the amount of mental
activity a listener or a reader undertakes at the conscious/ subconscious level is very high despite
being silent many times. Therefore, the learner new to the language needs to know the strategies
not only while performing in but also while comprehending the language. These are the strategies
which can be used while doing relevant language tasks involving any of the 4 language skills.
The present study is a product development of strategy training which aimed to develop training
for both the types of language skills; productive and receptive. The JFL learners in India often
find it difficult to practice verbal communication and there also has been a great concern about
reading performance that is expressed by both, the learners and the teachers. Hence, the study
was focused on the training of the above 2 language skills namely; Speaking and Reading.

The study reported in this thesis includes a needs analysis and a diagnostic test as the starting
point, designing of training courses as well as the experimentation. The objectives of the study
were defined as explained in the first chapter, Introduction. In order to achieve the defined
objectives, the present study was divided into the following components as per the objectives of

the study:

1. Objective no. 1: Initial survey on ‘Learners’ beliefs about foreign language learning and

teaching’
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2. Objective no. 2 and 3:
‘Training in Conversation and the Learning Strategies’: This part of the study experimented
with long-term training of direct strategies related to direct strategies related to speaking
skills and indirect strategies such as meta-cognitive learning strategies and social strategies
which are considered to be crucial for effective language learning.

3. Objective 4 and 5:
‘Training in Reading and the Learning Strategies’: This part experimented with the training
of direct strategies such as cognitive strategies which are directly related to reading

comprehension and indirect strategies such as social strategies.

In order to gain the variety of quantitative and qualitative data required for the validation of the
training models and the whole study, multi-method research was implemented. The unique
nature of the research made it necessary to use a combination of various methods and
techniques as the research methodology and the combination best suited for the purpose was
followed. As a result, a ‘mixed method research design’ was employed. As far as strategies are
concerned, their partially sub-conscious nature makes it difficult ‘to measure’ or ‘to prove’ its
use. However, the study intends to explore the possibility of the training of strategies in Indian
classrooms. Therefore, to measure its effectiveness, a pre-test and post-test model was proposed
for the experimentation conducted in ‘Training in Conversation and Learning Strategies’ and

‘Training in Reading and Learning Strategies’ of the study.
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3.4 Beliefs and readiness survey for Autonomous Learning

Before the main study, there was a need to know about the readiness for ‘Autonomous Learning’
which seemed to be a new concept in Japanese language classrooms in India. It was also necessary

to know the learners’ beliefs about the teaching-learning process.

3.4.1 Need for the Beliefs Survey
From among the 4 objectives of the study, the first objective, ‘To study the learners’ beliefs
about language teaching-learning and readiness for autonomous learning’ needs to be
achieved by a method which describes the learner beliefs at present. For that purpose, the
first component of the study was a survey to know the beliefs about and readiness of JFL
learners for autonomy as well as their beliefs about foreign language teaching and learning.
This survey helped to give some insight into the mind-set with which the Indian JFL learners

approach a foreign language classroom and language learning.

It was a survey conducted for collecting data through opinionnaire which attempted to probe
into the current state of the beliefs of Indian JFL learners. Therefore, it was a descriptive

study and did not hold any hypothesis.

As the aim is to study the conditions or relationships that exist, opinions and beliefs that are
held, which may further develop to suggest the trends that are developing, the method of
Survey was selected for data collection. Secondly, the descriptive method was used for
analysis. Although it may be a result of past events or a cause of future effects, the focus of
the study is to know the present. The study nowhere intends to asses or evaluate the beliefs

as good or bad.
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3.4.2 Tools Developed for the Study
A survey instrument was developed in form of an opinionnaire by selecting a few questions
from and modifying Strategy Inventory for Language Learning (SILL) given by Oxford
(1989), and creating a few new relevant questions. In the developmental phase, the
instrument was checked by a native Japanese language expert and an expert in educational
research in order to validate the questions and the sequencing of questions. The first version

was given to 5 learners and with required modifications, final instrument was developed.

The data collected data by survey method included:

1. Beliefs about Teacher’s role

2. Beliefs about autonomous learning

3. Opinions on peer learning and peer feedback: It aimed to check the readiness for
introducing peer learning

4. Opinions on self- evaluation, self-monitoring etc. (as an integral part of autonomous

learning).

The 10 questions were divided mainly into 3 categories.

1. Readiness for peer learning

A. IfIcorrect my friends’ errors, it may affect my relation with them

B. Itis possible for my classmate to assess my performance and give me a feedback.
2. Beliefs on teacher and learner roles

A. Teacher is and should always be the controller of the class.

B. Teacher is the only source of knowledge the students should depend upon
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C.

If I come across certain difficulty in Japanese, I should immediately approach the

teacher to find a solution.

3. Readiness for self-evaluation, self-monitoring

A.

I should become more independent in my studies as I progress in my Japanese
language studies.

If T come across certain difficulty in Japanese, I should try to find the solution by
myself.

I can evaluate my own learning and level properly.

It is possible for me to plan my own learning and monitor it.

I will feel more comfortable if the teacher is always beside me to correct and support

even in advanced level studies

The degree of agreement to the statements was asked with four options namely; 1.Strongly agree

2.Agree 3.Disagree 4.Strongly disagree.

3.4.3 Method of Sampling

As the exact number of JFL learners in India cannot be known because of the lack
of such records, it was decided to consider the number of learners appearing for

JLPT test in December 2015 as a reference, which was 4,308.

The respondents were selected by random sampling method.

Number of learners surveyed: 167 (approximately 3.9% of the population)

The learners from the following institutions in Pune and from out of Pune

participated in the survey.
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Table 3.1 The respondents of the preliminary survey on beliefs

Name of the institution No. of

respondents

Tilak Maharashtra Vidyapeeth 71

Savitribai Phule Pune University 29

Indo Japanese Association 21

Recently passed learners from the above institutions 15

Institutions from Mumbai, Hyderabad, Delhi , 31
Bangalore, and Chennai

Total 167

3.4.4 Data Analysis Tools
The questions asked in the beliefs survey were in terms of degree of agreement/ disagreement.
Therefore the responses received had to be calculated as the percentage of the total size of
the sample. Secondly, the opinions were qualitatively analysed to correlate with the readiness
for autonomous learning, peer learning, beliefs about control of a teacher and a more positive

and active role of a learner which are the prerequisites of Autonomous learning.

3.5 Training in Conversation: Direct and indirect strategies

The first part of the study dealt with the training in Japanese conversation and learning
strategies As stated in the objective no. 2 (To develop a programme for training in ‘Japanese

conversation and learning strategies’) and 3 (To test the effectiveness of the programme in
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‘Japanese conversation and learning strategies’), a systematic empirical study was carried
out in order to devise an effective method of training learners in strategies and to design a

strategy training model and measure its effectiveness..

3.5.1 Need for Conversation Training and the Rationale behind the Product
Development

In India, particularly in Pune, learners and teachers need to concentrate on and maximize
efforts within the classroom time because there is an isolated environment'? as regards to the
opportunity for oral and written communication in Japanese. Most of the private Japanese
schools conduct part-time courses where the syllabi need to be completed in limited hours.
The class is usually a grammar-based comprehension oriented class, and learners do not get
many opportunities for conversation practice. Usually, the blame is put on large numbered
classes and pressing syllabus and time. Teachers complain that there is hardly any
opportunity for them to review the language performance during the class proceedings
regularly. As a result, such activities are avoided and learners tend to have weaker oral

communication skills.

The second and more important fact is that the learners get fewer opportunities to look
objectively at their own learning process. For effective learning, it is important for learners
to go beyond what a teacher or a programme provides and develop the meta-cognitive

behavior which will enable them to regulate their own learning. This study proposes that if

13 The reference here is to the year 2014-15 when there were not many native speakers of Japanese in India , the
Japanese learners had no access to the working natives and there was much lesser use of internet or social media.
The scenario is slowly changing since 2017, with more Japanese coming to India for education, work, and there is a
remarkable spread of the internet.
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1.

given the opportunity to review their own performance regularly to track their progress, the

learning will be more effective.

Such self-directed learning will take the learners, teachers and eventually the institutions
ahead towards ‘Autonomous Learning’. Though the metacognitive learning strategies like
planning, self-monitoring, and self-evaluation are applicable for all the language skills and
are said to enable learners to plan, monitor and review their own learning, they are a higher

order of thinking and learning skills. Therefore, the learners need to be trained.

3.5.2 Framework for Conversation Training
Various methods available in educational research methods were utilized in the study. The

product developed was the ‘Framework for Training in Conversation and Direct and Indirect

strategies’.
e B N . aYa . p
>Knowing the +2 Training 4+ criteria and
() . c c
S Needs and beliefs U Module: @ structure
= aboutJa ' e
3 c (i -Z Syllabus o, (Pre-testand
onversation 5 . O post-test)
skills O Materials,

Asse

5 worksheets
Teaching method

E:f Review Forms [;?
|\ J

Fig 3.1 Framework for Training in Conversation and Learning Strategies

3.5.2.1 The preliminary survey of Learners’ needs

Similar to the survey on beliefs described in earlier section 3.4, this part of the study started

with a preliminary survey of learners’ needs. As the aim was to study the conditions or
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1.

relationships that exist, opinions and beliefs that are held that might suggest further the
developing trends; the ‘Survey method’ was used. This research method is primarily

concerned with the present. Therefore, the ‘Descriptive method” was used for analysis.

The survey method was used for the data collection with the help of a questionnaire survey
which probed into the current status and needs of the learners from a conversation point of
view. The details of the developed tools and the sampling method are given in subsequent
sub-sections under this section. The survey intended to study the background of the learners,

the problems learners face and customize the training course accordingly.
3.5.2.2 Methods used for the Study of Training in Conversation

To achieve the 3™ objective set in the present study namely ‘To devise a method of training

learners in strategies and evaluate its effectiveness’, the ‘experimental method’ was selected.

‘Product development method” was used for developing a training model for Japanese

conversation skills and strategies.

For data collection, the following methods were used.

Quantitative data collection methods:

Data collected through questionnaire Survey on current status and needs regarding Japanese

speaking skills.

The first type of quantitative data in the experiment was the ‘Scores given by evaluators’ in

pre-test and post-test.

The second type of quantitative data collected was the Scores given by the learners to

themselves in self-review during the training sessions.

85



Qualitative data collection methods:

The nature of errors committed in pre-test to define the scope and content of training.

The content written by learners in the self-review and peer review and forms was collected.

The learners’ Feedback towards training was collected through interactions.

Observations during the study were used for refining the course design

3.5.3 Experimentation in the Study
Experimental research provides a systematic and logical method to study the results of a
certain controlled condition or a treatment to a group of subjects. It observes and studies how
the conditions or behaviour of the subjects are affected when certain stimuli, treatment or
environmental conditions are manipulated. Experimentation also provides a method for
empirical study and hypothesis testing. After experimentation in the light of the specific
treatment, the hypothesis is tested and confirmed or rejected. After defining the problem, a

hypothesis as a solution to that problem was proposed.

This kind of scientific method is mainly used in scientific research. It is the most organised
and a most precise method as the elements are manipulated and the effects can be measured
in the laboratory. However, it has been very effectively utilised even in non-laboratory
settings such as a classroom. Though the classroom deals with human subjects who have
individuality and vary to a great extent compared to the laboratory settings, the environment,
treatment, and stimuli can be controlled to a certain degree, and the response to it can be
studied. In a short-term, the purpose of such educational research is to measure the change

in dependent variables if any after the experimentation. It also aims to predict future events
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in an experimental setting. In a long-term, the purpose of such research is to generalise and
apply the relationships between independent and dependent variables to a wider population
of interest. In educational research, the independent variable can be a certain teaching method,

a type of teaching material, exposure to a certain condition.

Though true for any experimental study, particularly in educational research, we need to
consider the human element and the individuality and state the confirmation or rejection of

a hypothesis in terms of probability and not a certainty.

In this study, after defining the problem, a training model was proposed as a solution to the
problem. The design of the course involved the development of teaching/input method,
strategy training method, content and the methods of testing the hypothesis such as pre-test
and post-test scores. The training was designed as a long-term training model because, 1.the
Learning Strategies (direct and indirect), which were new to learners needed to be introduced,
and their effect could be measured only after practicing them as a regular class activity. 2. to
establish a model that would run simultaneously with regular courses which mainly
concentrate on reading comprehension and need to be compensated with training in

conversation.

A) The hypotheses formulated for experimentation:

1. There will be a sign of progress in the performance of the learners (conversation skills
and strategies) and usage of strategies after the special training is imparted for a certain

period.

2. Learners will be able to understand the goals, monitor and evaluate their own
performance as a result of training in peer-review and self-review.
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B) Variables in the experiment:
A. Independent variable: The teaching method, activities, and materials used during the
experiment

B. Dependent variables:

1. The performance of the learners in speaking skills in terms of post-test scores

compared to the pre-test scores

2. Verifiable evidence of the use of direct (memory, compensation and cognitive) and

indirect (social and meta-cognitive) strategies

C. Intervening variable: The long-term training for 12 weeks was conducted in evening
sessions for 2 hours thrice a week. 4 learners out of 13 participants in the training were
working full-time and attended the sessions after duty hours. Therefore, the individual
receptivity for each session may be different on working and non-working days for these
4 learners.

C) Experiment design:

A 12 weeks module was developed for training learners in conversation skills and learning
strategies. It was designed based on the observations during the pilot study, needs of the

learners which were identified with the help of a questionnaire and the pre-test results.

There are various designs available for experimental research. However, due to the limited
number of learners who could attend the training for 12 weeks , One-group Pre-test — Post-

test Design was selected. In this design, a pre-test before the treatment, and a post-test after
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the treatment are administered in the same setting. Then the mean difference between the

pre-test and post-test scores is calculated.

The Pretest- Posttest Design

01 X 02 O1= Pretest, O2 = Posttest
Symbol Meaning
X Exposure of a group to an experimental variable
0] Observation or test administered

D) Limitation of the conversation training

The responses of all the 40 learners to the ‘needs survey’ very strongly expressed the need
for Training in Reading Strategies. However, as the training lasted for 12 weeks, it needed
consistent attendance of the participants; hence only the 25 learners who assured attendance
were selected from various language schools from Pune. The course was conducted in the
Department of Japanese, Tilak Maharashtra Vidyapeeth, Pune. Secondly, to keep the
schedule suitable to those working learners as well as full-time learners, it was conducted in
the evenings during summer vacation (academic year 2015~16). As a result of inconsistency
in attendance, the pre-test and post-test data of only 13 participants who were present for all

sessions is treated as valid.

E) Sample size for questionnaire: 40 learners

F) Sample size for training : 13 learners

G) Background and level of target learners: Intermediate and above level (JLPT N3 and
above)

H) Time period: Long-term training for 12 weeks (12 sessions X2 hours: Total 24 hours)
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I) Contents of the sessions: Strategies for conversation and Learning strategies

3.5.4 Tools Developed for the Study
Various tools were developed for the study. The study was initiated first by knowing the
learners’ needs. Later, in order to conduct the training effectively, initial judgment of the
learners’ errors and difficulties faced in conversation was necessary. Therefore, a pre-test
was developed using the format of an oral test and was recorded. Similarly, a post-test was

developed for measuring the change in proficiency if any.

3.5.4.1 A Questionnaire Survey for Needs of the Learners

A survey instrument was developed in order to know the needs of learners. In the
development phase, the instrument was checked by a native Japanese language expert and an
expert in educational research in order to validate the questions and the sequencing of
questions. Before conducting the actual training for the conversational skills (with self-
review and peer-review), there was a need to check on the learners’ Japanese learning
experience and their needs. The questionnaire survey focused mainly on the learners’ beliefs
about conversation skills and (a copy of the questionnaire is given in the annexure). The
questionnaire consisted of 2 types of questions: 1. Objective questions with personal

information and needs 2.Questions asking the degree of agreement to the statement.

The main categories of questions depending on the purpose of asking -

1. In order to check the Japanese language background of learners, certain questions were
asked. They included the period of learning Japanese, main textbooks studied, and

present status of interaction with the native speakers.
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2. To check the needs of the learners the questions were asked about how difficult they find
conversing in Japanese, any specific area they would like to improve, and where and with
whom would they like to speak in Japanese. They were also asked about their expectation
from the training.

3. To check the readiness of pair/group work, they were asked whether they had experienced
group study and if they had, of what nature it was.

4. They were asked about their learning environment and their present use of learning

aids.

5. Learners were also asked to evaluate themselves in various skills of Japanese language

namely; kanji, vocabulary, reading, speaking, listening and writing.
3.5.4.2 Development of Pre-test and post-test assessment

An oral diagnostic test was designed to check the problem areas before the course based on

the general standard methods for the evaluation of oral skills. The test consisted of 3 parts.
1. Self-introduction and related question answers

2. Explaining something + giving one’s opinion on an issue.

3. Role-play in a realistic situation involving a specific language function

All conversations were recorded and evaluated by a native Japanese teacher and the author

of the present report. The scenarios for 2 and 3 in the above were adapted from [ =2 —/L 7

LA CHESEAARGESRE] , [ 50 BAFESFE] and based on the ‘JF Standard'® by

14 JF Standard is a tool to help think about teaching, learning, and assessment in Japanese-language education. It
utilizes a framework of levels of Japanese language proficiency divided into six levels (A1, A2, B1, B2, C1, and
C2) through a set of sentences that indicate what the learner "can do" in Japanese.
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The Japan Foundation, in consultation with the senior language advisor, Japan Foundation

New Delhi. The following assessment criteria were considered for the pilot study.

Table 3.2 Assessment criteria for pilot study

Criteria Categories TO CHECK in Interview
no.

1. Grammatical Correctness (X% 77)

2. Correctness in expressions (35 %« &)

3. Strategies when something is not understood(% 7" 5 X WHEHE 5 A b 77 2V —)

4. Way to state one's opinion (& R Dt~ %)

5. Aizuchi  (H V3 BH)

6. Fillers (74 —7— ®fl: 228, FHRY)
Categories TO CHECK in Role-play

7. Way to begin, develop and close the conversation ((ZFZE %3¢, 2F DA T %
ONL, FHEIIANDZLEXZDOEWS, RRZREVLETEEZEZ S, &
HEKRZIBHLY)

8. Correctness in expressions (3533« &)

9. Conversation flow for that particular situation(3%3%)

10. | Aizuchi (HWVWSB)

11. Usage of formal and informal Japanese (7 + — < /)L ¥ 4 7 # — < I)IL R RIR{D
v 19)

12. | Strategies when something is not understood(% 2 5 X WHEE I A b 77 T —)
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13.

14.

15.

16.

Turn-taking
Fillers (74 —7— Hl:22¥&. £HRY)
Grammatical Correctness (X% 77)

Set expressions (R E 1) X &)

However, the marking criteria were not defined. Intonation and smoothness (fluency) had no

representation. Grammar and vocabulary could be clubbed in one category named ‘language

knowledge’ for cutting marks in case of errors. Therefore, certain modifications were done

in the assessment format providing a rubric.The pre-test and post-test, both were recorded

and evaluated by a native teacher of Japanese and the author of the present study. The

situations and roles used for role-playing were different in pre and post-test, but had similar

discourse and required the same level of politeness. The tests had 3 components namely;

interview, role-play, reading aloud a conversational passage printed with furigana. For the

evaluation, the following rubric was developed.

Table 3.3 Assessment rubric for pre-test and post-test
Categories TO CHECK in the Reading Scale for points

passage (BH THMMT 5 HR4 > })

Correctness in pronunciation 0.1

(accent and intonation of 17 identified items ) JB.2.(0.5 Negative Marks on

Hiragana, Katakana)

Total Out of 17

Categories TO CHECK in Interview Scale for points
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10.

11.

Explaining something (3{®8 ¥ %)

: Giving enough explanation, detailing

of the content, making a point

State one's opinion (& R DX 7%) : Giving
enough explanation, detailing the content,

making a point or stating a solution.

Smoothness

J % (Negative Marking)

TOTAL: out of 8
Categories TO CHECK in Role-play
Way to begin CEE %51, 2FDATZD
N, RRDHA)
develop a conversation, actual request (5& L O

BRE, ME =T E. REER)

ol

Adjusting the talk as per the responses (R ks #
RUN65ET)

close the conversation (2% %# 2 %)

Correct Usage of formal Japanese (1% & 3i)

Words of encouragement (& 3 %)
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0.1.2.3

0.1.2.3

0.1.2

0.1 per every mistake in Grammar,
Vocabulary )
Sum of points 2,3,4 - value in 5.
Scale for points

0.1.2.3

0.1.2.3

0.1.2

0.1.2.3

0.1.2
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12. | Smoothness 0.1.2
13. | Intonation 0.1.2
14. | Total - 8 2 (Negative Marking) 19 - (0.1 per every mistake in

Grammar, Vocabulary)

TOTAL : out of 19 Sum of 6. tol3. - value in 14.

GRAND TOTAL (Out of 44) 44

3.5.4.3 The programme developed for training in Conversation

The steps followed during the product development of the training programme are given below.

Table 3.4 Programme developed for Training in Conversation

Step

Description

Finalisation of the

product concept (to be

developed for
Training in
Conversation)

Objectives  of  the

product

A 12 weeks training Programme for training in ‘Japanese conversation

and indirect strategies’

e To teach the Japanese conversation skills

e To provide sufficient opportunities for conversation practice

e To provide a reasonable amount of feedback on each learner’s
performance

e To test whether there is any the growth in conversation skills
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Nature and planning

of the product

Development of the

product

Description of the

product developed

e To learn and practice the concept of social strategies namely,
cooperative learning and peer feedback

e To learn and practice indirect strategies namely, planning one’s
own learning, self-monitoring, self-evaluation

e To test whether there is any change in the quality of feedback to
peers

e To test whether there is any change in the quality of self-review

1. The needs of the learners were identified through a Needs Survey.

2. The contents, materials and the activities of the training
programme were designed based on the findings of the Needs
survey and the pre-test.

3. The course was conducted on a pilot batch.

4. The class timings were decided as per the convenience of the part-
time learners who were the subjects of the main study.

The course materials for the specific needs of the learners were

carefully selected from the available materials. The details of the class

activities and the created review forms are given below the table in

section D) and E) respectively.

The training programme in conversation is designed to train learners in

conversational skills and compensation strategies (direct strategies).

It also aims to train in meta-cognitive strategies such as self-

monitoring, and self-evaluation, as well as social strategies such as peer

learning (indirect strategies).
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Pre-testing the

of
product developed
Reliability and

validity of the product

Modification in the
product after
testing/feedback
Finalization of the
product

Utility (Execution of

the experiment)

A specific seating arrangement was also decided to suit the purpose. It

consisted of 2 benches facing each other and 4 learners making one

group, to facilitate pair/group work as well as provide opportunities for

peer learning.

A pilot batch was conducted on TYBA learners (11 learners) of Tilak

Maharashtra for 9 sessions. Class activities and contents were tested

The training model (product) was finalised after modifications based

on the pilot study and after consultation with 1 native subject expert of

Japanese language and 1 expert from educational research.

Modifications were made based on the observations made during the

pilot batch. The findings of the pilot batch are given in the fourth

chapter ‘Findings and analysis’.

e Improvement in assessment format and rubric

e Improvement in records of self-review and peer-review in the form
of guided response forms by creating self-review and peer review
forms

e Retention of materials and class activities

The study was conducted in summer vacation (April~ June) of 2015,

for 12 weeks with one session of 2 hours per week.

It was a single group experiment with a pre-test— treatment — post-

test model

The sequence of the class activities was as follows.
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(The details of the session contents are given in the Annexure.)

1. ‘Opening discussion’ initiated by the teacher and setting goals (7~8 min)
2. Trial role-play (7 min)

3. Introduction and discussion of materials, listening, Teacher’s input (30 min)
4. Actual role-play practice (40 min)with peer review and self-review

5. Feedback activities mainly included one out of the two patterns given below:
a. Practice among learners and peer review by another pair

b. Recording of the conversation and discussion in pairs

6. Then the learners needed to fill up self-review forms individually (a regular activity in

all sessions). (5 min)
7. Discussion initiated by the teacher with the whole class and summing up (10 min)
3.5.4.4 The self-review and peer review forms were designed

The self-review forms to be filled at the end of the session were created with the objective of
raising the learners’ awareness towards their learning process. Therefore, self-reviews were
treated as the main method for collecting the qualitative data and the primary source of
information. The peer reviews were conducted during the performance of learners (role-
plays), whereas the self-review forms were distributed and collected by the end of every

session.
The peer review forms had the following questions:

1. What went well in the friends’ (other pair’s) conversation
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2. What went wrong in the friends’ (other pair’s) conversation
3. Something I did not understand or need clarification on...
4. Something new I learnt from their performance...

The questions in the self-review included points like ‘the goal for today’s conversation’ (e.g.,
Introducing yourself/ Introducing a person to your teacher/boss) and assessment of own
performance in marks. For self-review sheets, the research article by Hagiwara and
Sakakibara (2003)!5 was referred and modified to suit the present study of Indian JFL
learners. However, during the programme, a need was observed for more assistance in
identifying the goal. A new element as ‘Today’s wrappers (It could be 3 Key terms/ideas)’
was introduced, which enabled learners to have a quick review of the whole session. Learners

identified key expressions or language functions as central ideas.

Other questions were specific to the task. Some examples are:

1. Were you able to introduce yourself well when in different roles?

2. Were you able to introduce someone else in a proper sequence (e.g., First junior to

senior)?

3. Was your speech correct (words, structures, conjugations)?

4. Could you use the appropriate level of formal language?

15" Hagiwara Akiko and Sakakibara Yoshimi (2003)[ B &AZELHER I DD OHCTH —FFOH L LR
OHDZHZ$H X L T— ] in 17" Annual General Meeting of The Japanese Language Teachers of New

England August 23, 2003 (Conference proceedings) held at Massachusetts Institute of Technology, Cambridge,
MA.
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The next part contained more generic but deeper questions that initiated thinking about the

learning process:

1. Something New or interesting you learnt today from friend/s
2. Areas/points for self-improvement (as specific as possible)

3. Plan for the coming week (time before the next class). What kind of preparation,

practice, and revision do you plan?

Question 5, 6 and 7 were designed for training the learners to summarize the peer feedback, look
at their own learning objectively, revise the areas for own improvement and plan for further
learning. When it was found that the learners were not prepared well for the session and had not

revised the contents, the following questions were included in the sheet in the beginning for follow
up.
1. Did you execute the plan that You had written for the week 2nd May~9th May?

2. Did you refer to the schedule and prepare for today’s session? If yes, please specify

the kind of preparation that you did.

3.5.5 Method of Sampling
The samples for the needs survey and the experiment in the study were purposive.

3.5.5.1 Sampling for Needs Survey

Learners from various institutions in Pune were surveyed through a questionnaire. The
learners had completed the basic level of Japanese course. Mainly, their course contained
comprehension oriented grammar and vocabulary centred class. A survey was conducted for

the learners are from the part-time course who have just finished the Basic level of The
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Japanese language, Nihongo Shoho!® 1 and 2. They are from grammar and comprehension
based classrooms (Approximately 300 hrs. of teaching). All learners had seldom experienced
group /pair work in a classroom. The learners have had no chance to interact with Japanese

native speakers on a regular basis.

Table 3.5 Sample of learners surveyed

Name of the institution No. of learners
Tilak Maharashtra Vidyapeeth 20
Savitribai Phule Pune University 15
Indo Japanese Association 10
Total 45

3.5.5.2 Sampling method for the experiment

All the learners were from Pune as the course was conducted over a period of 12 weeks. The
design of long-term training experiment has some known threats to the internal validity such
as maturation (the subjects influenced by the incidental learning or experiences encountered
through natural maturation and the changes being confused with the effect of the independent
variables in consideration), however, as the subjects were not exposed to other forms of
interaction with native speakers or even with peers in their routine classwork, the threat was
minimised. Secondly, there was a major threat of experimental mortality (loss of subjects).

In order to minimise this threat, the sample was purposive and was selected from amongst

16 ‘Nihongo Shoho’ is a widely used grammar-based Japanese textbook in Western Maharashtra that was published
by The Japan Foundation in 1985.
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the respondents of the needs survey. The learners were asked for confirmation of regular

attendance.

Sample size: The long-term training was conducted for 13 learners who could attend the
training for 12 weeks.

Details of the sample: Out of 13, five learners were already employed with an opportunity to
use the Japanese language at their workplace at the time of study or in the near future. They
also used get to work on Japanese in text format, however, felt less confident when they were

required to speak.

The remaining 7 intended to use Japanese in future and have better career opportunities. They
had less opportunity to speak in Japanese and had hardly come across any live

communication with the native Japanese speakers.

3.5.6 Procedure of the Study

The procedure which was followed in the study is given in the following diagram.

Needs Survey ’_J

_ . NS
Hypothesis+ Course Design
|
\

Pilot Study + Course Improvemnet ’_J
A%

Pre-test - Long - term training -Post-test

Fig. 3.2 Procedure of the study (Conversation and Learning Strategies)
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3.5.7 Data Analysis Tools

The data analysis tools were utilised as per the types of data collected.

The collected data was analysed to gain insight into:

1. Whether Japanese conversation skills were improved

2. Whether self-evaluation can be implemented as a regular class activity, to train learners
and find out the acceptance level of self-review in terms of effectiveness and usefulness

as a learning strategy

3. Whether there is any change or refinement in quality of self-review in terms of

correctness, concreteness, and objectivity

4. Level of acceptability of the periodically conducted Peer-review

5. Identify the issues of self-review and Peer-review in an Indian JFL classroom

With the above points in view, analysis of data was carried out for the data collected prior,
during and after the experimental study. Primarily, the pre-test and post-test scores were

collected as quantitative data.

3.5.7.1 Analysis of quantitative data

Suitable statistical tools were used for data analysis of the pre-test and post-test of the

experiment.

1. As the sample size of the experiment was 13, i.e., less than 30, t-Test (Paired Two Sample

for Means) was selected for the statistical treatment of the pre-test and post-test scores.
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2. The pre-test and post-test contents were similar but not the same, and therefore the scores
were comparable across different criteria and measuring the difference in scores was

valid.

3.5.7.2 Analysis of qualitative data

For the analysis of qualitative data, Grounded theory and coding method were used. The
grounded theory provided a sound base for the analysis of qualitative data. The nature of
data collected was descriptive as it was in the form of learners’ responses to questions put
forth in the self-review, and peer review sheets. It was a guided response in the pre-test,
post-test as well as the training sessions and a totally open-ended (and unguided) response

in 1 last training session. The analysis involved two focal points:

1. Nature of comments and transition in the content

2. New and unpredicted learning/ discoveries/ additions by the learners

3. Transition in scores given by the learners to themselves

The process of labelling the data, categories, and properties is called as coding. Coding can
be done in both ways; formally and systematically or completely informally. The
qualitative data in this study was collected in the form of self-review and peer review sheets
throughout the study and the learners’ records were noted session wise. Then they were
classified into relevant categories. For analysis, the learner’s comments, response to guided
and unguided self-review and peer review forms and transition in nature of comments were
focused. Open Coding is the analysis stage concerned with identification, naming,

categorization and description of phenomena found in the text. Necessarily, each line,
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sentence, and paragraph is read to know its subject matter and reference, assertion/

negation of ideas, affective factors and so on.

For analysis of documents, initial categorization was done by Colour Coding. The main
idea of the grounded theory approach is to read (and re-visit) a textual database (e.g., a
corpus of learners’ self-review journals or diaries) and ‘discover’ or label variables
(categories, concepts, and properties) and their inter-relationships. The data may not be
necessarily textual, and they could be observations of behaviour, such as details of
interactions. In this study, the data was collected from learners after each session in writing.
It involved questions on the content and their own performance as well as the peer’s
performance. It also included their perception of the learning and the planning and

monitoring of their own learning.

The transition in scores given by the learners to themselves during the sessions was also
considered as qualitative data showing the change in those particular learners. The change
in scorers was interpreted as a collective result of training in the meta-cognitive strategy,

new inputs by the teacher and feedback from peers.

In the present study, the comments in self-review and peer- review forms were classified
and analysed. All the comments were classified in 11 categories and were analysed by
taking Frequency Measure for each category as well as by mapping them to the content

and transition in focus of the comments and feedback.

Table 3.6 The categories for analysis of peer review and self-review

No. Category of feedback

1

Group Work-pair work as a learning method
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10

11

12

13

14

self-monitoring, and self-review as a learning method

Content

Grammar

Vocabulary and expressions

Formal-informal language, polite language, Taiguu hyougen(attitudinal expressions)
Discourse

Accent and intonation, pronunciation

Positive/negative emotions (Affective factors)

Fluency

* Areas for own improvement not directly related to a conversation (e.g. Kanji)
Reading/Revising (a solitary effort as seen in plans)

Practice with friends/in a group (in plans)

Altogether new category, different from the mentioned above.

The present study was an attempt to train the learners in identifying the goals of class

activities, review their performance based on various evaluation criteria which are not

shared generally with them. Therefore, the initial responses of learners showed the need,

readiness and sufficient/ insufficient capacity of the learners to inculcate this training. It

also worked as a guide for the inclusion/exclusion of questions and even rephrasing of

questions included in the forms for the future sessions. It played a vital role in narrowing

down the focus of the study to the specific needs of the learners.
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3.6 Training in Reading: Direct and indirect strategies

The second part of the study dealt with experimentation of training in Japanese Reading and

Learning strategies.

3.6.1 Need for the Training in Reading and the Rationale behind the Product
Development
In the case of foreign languages, particularly in the case of Japanese language in India, there
is less exposure to and fewer opportunities for usage in day to day life. Therefore, reading
can be considered as the primary source of information for learners. The reading skills
remain the primary skills which can also be seen as assisting skills for other language
learning aspects such as vocabulary building, knowing grammar usage or developing a
formal schema of various types of texts before writing. As far as inputs apart from classroom
teaching are concerned, the learners mainly depend on reading written texts in the form of
books, magazines and on e-materials in the modern age. These materials are easily available
through smartphones and the internet. It includes online newspapers, websites, social media
such as blogs, Facebook and so on. If the learners make effective use of such materials, they
would be more independent in terms of information retrieval, goal setting, and its
achievement. Therefore, for experimentation in training in receptive skills (as against
conversation as a productive skill training in the first part of the study) the second part of the
present study chooses to focus on Direct Strategies specific to Reading and certain learning

strategies combined with reading.

A peculiar change in learners was observed regarding the reading skills, especially over the
period of last decade. The test scores of many learners at present show very low performance

in reading even though the classes and learners continuously focus on language-related
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aspects like kanji and their meaning, vocabulary, and grammar. Most learners report lack the

speed and cannot finish answering ‘Reading paper’ within the stipulated time.

The second part of the training is an attempt to develop an intensive training model for
reading strategies so that the learners may be able to apply the relevant strategies across a
wide range of texts and situations, where they no more have a teacher’s support. Thus, it can

be seen as a step toward autonomy.

3.6.2 Framework for the Training in Reading
In order to gain a variety of data required for the validation of the training model and the
whole study, a mixed method had to be employed. The nature of the research made it
necessary to use a combination of various methods and techniques as the research
methodology and the combination best suited for the purpose was followed. The product

developed for the ‘Framework for the Training in Reading and Direct and Indirect Strategies’

Fig. 3.3 Framework for the training in Reading and learning strategies
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The present study had a questionnaire survey on the awareness level and the current status
of reading skills, difficulty level and usage of the strategies by the learners. It questioned the
learners’ perception of the difficulties, the probable reasons for the difficulties and overall
reading process. Later, based on the results of a diagnostic test (carried out as a pre-test), a
training Programme was designed and conducted for a pilot batch. Based on the observations,
the training model was improvised and conducted as an intensive Programme for reading.
Then an experiment of an intensive short-term training model was conducted targeting

selected strategies.

3.5.7.3 The survey of Learners’ needs, beliefs and current activities
Similar to the survey on beliefs described in earlier section 3.4 and 3.5, this part of the study
started with an initial survey of Learners’ beliefs. However, it also aimed to find out the
problems in current activities and learning styles of the earners, it was not merely an
opinionnaire, but also asked factual questions. As the aim was to study the conditions or
relationships that exist, opinions and beliefs that are held, and might further develop to
suggest the trends that are developing, the survey method was used. This research method
is primarily concerned with the present. Therefore, the Descriptive method was used for
analysis. The details of the developed tools and the sampling method are given in the

subsequent sections.

3.5.7.4 Methods used for the study of training in reading
The following methods were used for the study of training in reading (second part of the

study).
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e To achieve the 3" objective set in the present study namely ‘To devise a method of
training learners in strategies and evaluate its effectiveness’, the experimental

method was selected.

¢ Product development method was used for developing a training model for Reading

Strategies.

For data collection, the following methods were used.

Quantitative data collection method:

e The percentage of the responses to the survey on needs and current activities
® Pre-test and post-test scores were considered as quantitative data of the study

Qualitative data collection method:

¢ The nature of errors committed in pre-test to define the scope and content of training.
e Learner’s comments and feedback on the training module

e Accounts of interactions with learners in the formal and informal setup were kept for

knowing the use of strategies
e Observations during the study were used for refining the course design.

3.6.3 Experimentation in the Study
Experimentation in the second part of the study followed the ‘one group pre-test-treatment-
post-test’ model similar to the first part of the study; however, it was different in many aspects.
First and foremost was the tangibility of the performance from a measurement point of view.
The reading performance could be more objectively and uniformly evaluated with the help

of model answers compared to that of conversation, which had a threat of subjective
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evaluation despite creating model answers as a reference for the evaluators. Secondly, as the
training was not limited to a particular type of text (as compared to the specific language
functions dealt in conversations), greater number of global reading strategies and skills
could be incorporated, which can be used across various texts. Thirdly, the training in reading
strategies was a short-term intensive module which enabled experimentation of concentrated
training which can be conducted any time before or during academic courses compared to

the long-term training involved in the first part of the study.

A) Hypotheses formulated for the experimentation:

1. There will be a sign of progress in the performance of the learners (reading strategies
and skills) after the special training in reading strategies is imparted for a certain
period.

2. Learners will be able to ‘center’ their learning, ‘arrange and plan’ their own reading
task and learning.

B) Variables in the experiment
1. Independent variable: The teaching method, materials used and the teacher’s input
during the experiment

2. Dependent variable:

(D The performance of the learners in reading skills in terms of post-test scores
@ Verifiable evidence of the use of direct (compensation and cognitive) strategies and
indirect strategies
C) Experiment design:
There are different designs available for experimental research. However, due to the limited

number of learners who could attend the training for 10 hours in 2 days on the decided dates,
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One-group Pre-test — Post-test Design was selected. In this design, a pre-test is
administered before the treatment, and in the same setting, a post-test is administered after
the treatment. Then the mean difference between the pre-test and post-test scores is

calculated.

The Pretest- Posttest Design

O X O O1= Pretest, O2 = Posttest

Symbol Meaning

X Exposure of a group to an experimental variable
O Observation or test administered

D) Scope and Limitation:

The responses of the learners very strongly expressed the need for Training in Reading
Strategies. For the experimentation of an intensive training programme, training of only 10
hours was designed and conducted in 2 days. The level of the learners who participated in
the training was determined as minimum N3 and above because of the complexity of the
contents and grammar and vocabulary which were considered as learnt items and were not

meant to be newly introduced.

E) Details of the experiment

e Sample size: 18 learners

e Background and level of learners: Intermediate and above (JLPT N3 and above)

targeting N2 and N1 levels.

e Time period: Intensive training of 10 hours in 2 days (June 3" and 4, 2017)
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¢ Contents of the sessions: Strategies for reading on a sentence level, paragraph level

and text level

3.6.4 Tools Developed for the Study

The following tools were developed for conducting the experiment on the Strategy training

3.6.4.1 Tools Used for the Preliminary Survey
The first step of the 2nd part of the study was to know the JFL learners’ needs. It mainly
involved collecting the information on 1) Learners’ problems while reading Japanese texts,
2) The probable causes of the difficulty from their perspective, and also their current class
activities. The above objectives were then further broken down into more concrete

objectives in order to formulate a questionnaire survey.
Objectives of the survey (as a preliminary investigation)
e To survey the JFL learners’ future needs and targets related to reading
e To survey the learners’ perception of their difficulty in reading and its probable reasons
e To survey the nature of current reading classroom activities and the materials used
e To know whether there are any specific reading habits and strategies used by learners

A survey instrument was developed in order to address the first two objectives of the study.
In the developmental phase, the instrument was checked by a native Japanese language
expert and the expert in educational research in order to validate the questions and the

sequencing of questions. A reference of Pokrovska (2006) was taken to formulate the

questions on reading class activities and a book ‘Training in Reading for Foreigner
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Learners’, edited by Ishiguro (2011) was taken as a reference to frame questions on reading
strategies. A modification was done to the above references, and other questions were

newly framed to suit the Indian JFL learners.

The draft version was given to 10 learners, and the final instrument was developed with
recommended changes (particularly related to the length of the questionnaire and precision
of questions). The final version consisted of 16 main questions which can be seen in

Annexure.

Contents of the questionnaire:

The questionnaire had questions with multiple choice answers, Yes/No answering
questions and a few open-ended questions. The questions checking beliefs of the learners

had a degree of agreement as 1. Strongly agree 2. Agree 3. Disagree 4. Strongly disagree

The survey was conducted physically on paper as well as online. For the online survey, it
was circulated to teachers through emails to pass on to their learners and to learners through

social networking.

Table 3.7 The categories for questions and the rationale behind

Content of the question Purpose

Category: Background of the learner

current Japanese course level of learners, | To keep the target group limited to intermediate
years spent in getting to the intermediate | level of Japanese

level of Japanese language

Needs of the learners To compare with 1.What they should be reading

(needs), 2.What they have stated to be reading at
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present (question coming later, no.6) and 3.What
they wish to read. To check whether the approach
of reading is merely exam oriented or in line with

the objectives.

Category: Current situation and problems related to reading and comprehension

How easy/difficult learners find the reading
comprehension in Japanese compared to

other languages (first language and

English!7)

To check whether there is any difficulty in
Reading irrespective of languages or it is only in

Japanese.

Types of texts the learners read currently

and their frequency

To cross-check the relevance with needs and
objectives and whether the frequency is as per

requirement.

Category: Learners’ perspective and perception of the reading difficulty

The survey proposed 13 probable reasons
which can be considered as the factors
causing the difficulty (based on some
known beliefs, heard from common

discussions amongst JFL learners, and own

experience as a teacher)

To compare the data of beliefs with pre-test
results. It intended to check actual performance
against the learners’ perception of causes for
difficulty and whether the current class activities
address the problems and cater to the learners’

needs.

Unknown vocabulary, unknown kanji

( word level of comprehension)

To check the existence of ‘bottom up reading’

which has been the traditional approach, popular

17 English language is not treated as a foreign language in urban Indian education as the learners are widely

exposed to English in written and oral form.
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‘Unknown grammar patterns’, ‘Grasping
long sentences with clauses’, ‘Grasping
word boundaries and meaningful chunks of
of

words/phrases’ (sentence level

comprehension)

belief about success and consequently the focus

of class activities.

‘Grasping scope of referents like [Z71] ,

[zl , Tdi]

To check whether the link with higher level of
comprehension is unbroken. It shows linkages
between the comprehension of a sentence,
paragraph and ‘Structure of the passage’ rises to

the level of paragraphs in a discourse.

‘Difficulty to differentiate  between

quotations and the author’s opinion’,

‘Determining the writer’s perspective’

To check the awareness of higher level of
comprehension (the text as a whole), particularly

the author’s stance in an argumentative text.

‘Not being able to find out the central idea

of the text’

To check the awareness of higher level of

comprehension (the text as a whole).

Category: Individual and affective factors

‘Not having the background knowledge of

the topic’ and ‘less interest in the content’

To check learners’ perception of the individual

and affective aspects.

‘Length of the reading passage’

To know about learners’ view on a popular belief

that long text is difficult to read.

Category: The current frequency of specific class activities

‘Read passages/ new words as homework’

It implies less chance and training to guess/infer

meaning and create/correct hypothesis as new
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vocabulary, kanji, grammar is already referred in

a dictionary or an expert before.

‘Reading aloud in the classroom and

translate’

It will cause problems in ‘Grasping word
boundaries and meaningful chunks of
words/phrases’ and confirming the individual

understanding of meaning.

‘Read passages silently in the classroom

and solve questions individually’

the individual errors in reading and thinking
process will not be identified, and doubts
regarding reading in general/ any particular

expressions/ grammar may remain unaddressed

‘Read the passage and solve O and X

marking/ objective questions’

Shows the focus on the understanding of the
content but at the same time implies a probability
of correctness by chance and if focused
excessively, implies limited freedom of

individual responses.

Read the passage and answer subjective

and/or descriptive questions’

Examines whether learners are given an
opportunity to organize the reading content and
paraphrase/ state in their own words. It also gives
room to express one’s opinion in the case of

open-ended questions.

‘writing summary of the passage’

Its absence may lead to the hurdle of less training

in organizing the content and to the problem of
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‘Not being able to find out the central idea of the

text’ significantly

‘discussion on a topic related to the reading

passage/text before reading’

Whether used as a pre-task because it will assist
the understanding of learners with no background

knowledge of the subject matter of the text

‘Study different ways of reading such as
rapid reading or scanning for a particular

detail.’

The presence / absence of training of adjusting
one’s reading style to the purpose of reading and
eliminating the unnecessary. ‘Length of the text’
may not seem like a hurdle to learners if trained

in these strategies

‘Discussion on the topic of the passage after

reading’

may prove to be a good revision of the content
and expansion of reading activity to other skills
such as listening and speaking; however, it may
not be an effective assistant for comprehension of
an unseen text which is the case if used as a pre-

task activity.

Category: Current reading habits

Learners’ action when they come across an
unknown word, whether they 1) Stop
reading and look up a dictionary or 2) Go

ahead and guess the meaning from context.

A contributing factor for the excessive bottom-up

reading practices

Whether 1. learners pay attention to any

particular types of words to guess the

To check the awareness of top-down strategies

such as prediction based on linguistic clues and
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structure/ flow of the further content and | also the awareness of discourse and structures of

whether 2. learners predict the content of | various text types.

the written matter when they are reading it.
They were also asked to give examples of

such specific clues if they use any.

Use a smartphone while reading Japanese | To know whether the learners are effectively

texts and the type of usage

using the newly available powerful resource for
reading practice, and to see whether the use of a

smartphone is strategic as a learner of Japanese.

3.6.4.2 The programme developed for training in Reading strategies

After collecting the information on the present needs, beliefs and status on the reading of

JFL learners, the product, ‘Training in Reading Strategies’ was developed with the

following steps.

Table 3.8 Steps followed during the product development

Step

Description

Finalisation of the product
concept (to be developed
for the Training in

Reading)

A 10 hours training Programme for training in ‘Japanese

reading and indirect strategies’

Objectives of the product

e To provide sufficient opportunities for reading

practice of various types of texts
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e To train in different types of reading strategies and
use a combination of bottom-up and top-down
strategies as per requirement.

e To teach and give the practice of the social strategy
of cooperative learning,

e To teach and give the practice of indirect strategy
namely, planning and centring one’s own learning

(here: reading)

e The reading related needs, difficulties as well as and
current activities of the learners were identified
through a survey.

o The contents , materials and the activities of the

3. Nature and planning of the training programme were designed based on the
product findings of the Needs survey and the pre-test
e The course was conducted on a pilot batch
e The class timings were decided as per the
convenience of the selected learners who were the
subjects of the main study.
The course materials for the specific needs of the learners
1. Development of  the | were carefully selected from the available materials. The
product details of the class activities and the contents are given

below the table.
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2. Description of the product

developed

e Training in reading skills and strategies (Direct
strategies)

e prediction and inference (compensation strategies)

e planning and centering one’s reading(meta-
cognitive)

e pair/group work (Social strategy)

The details of the pilot study, content and class activities

of the main study are given below the table.

3. Pre-testing of the product

developed

A pilot batch was conducted for 6 hours for 12 learners
of intermediate level. Observations made during the pilot
batch formed the base of modifications done in the
training programme. The findings of the pilot batch are

given in the fourth chapter ‘Findings and analysis’

4. Reliability and validity of

the product

The questionnaire survey was reviewed by the Japan
Foundation’s native teacher and a subject expert.

The Programme was tested with a pilot study

5. Modification in the product

after testing/feedback

e Increased the variety of questions in pre and post-test
e 3 strategies added to the course content
e A partial change in materials and class activities to

suit the needs

6. Finalisation of the product

Lesson plans developed for intensive training of 10 hours

7. Utility (Execution of the

experiment)

e Questionnaire survey : October~November 2016

e The pilot study : December 2016
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e The main study: June 2017
(The main training was conducted as intensive
training for 10 hours in 2 days. It was a single group

experiment)

A) The detailed steps taken for the pilot study of Reading strategies training are as follows

1.

5.

Diagnostic test: The scope and content of the strategy training were defined after
comparing the data collected through the learners’ survey and the pre-test. Teaching

materials and methods were selected.

Course design (lesson plans, material selection, and development): Based on the pre-
test scores, approximately 6 strategies were identified for those learners and designed
the 4 sessions in 4 weeks (in total 6 hours). The session involved no direct inputs on
kanji, vocabulary or grammar patterns. It dealt with the strategies that can be used across

a variety of texts.

Training in reading skills and strategies (Direct strategies), prediction and inference
(compensation strategies), planning and centring one’s reading(meta-cognitive) and

pair/group work (Social strategy).

Target group: 12 intermediate level learners of Japanese (Teaching hours completed

till the date of study: above 400 hours).

Period of study: Training sessions for 4 weeks (1.5 hours X 4 weeks)

Total hours of training: 6hrs

6. Materials used for reference and class activities:
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(D PPT slides on various Japanese reading strategies prepared especially for the
training
@ [BREOEDOFMANTTI—]

® [&EFHO-HDHKRE

B) Design of the main training Programme

Because of the script, grammar and vocabulary oriented teaching-learning seem to be
focused to a great extent; the analytical and Bottom-up approach has always been followed.
However, despite such a focus, the understanding of basic structures of sentences needed
for decoding the text is not sufficient. Secondly, the reading speed which is of high concern
for learners and teachers is a direct result of over-use of Bottom-up model of reading. As
mentioned in the chapter on Literature review, with the interactive model, readers are able
to extract methods from both the bottom-up and top-down approaches, and it is believed
that utilizing this method may better assist readers in achieving a higher level of reading
comprehension. For Indian JFL learners, a need is felt to enable them to pull from the
strengths of both models, and for doing so, learners should be made aware of and given
practice into both the models. The design of the training module was, therefore, an
interactive model (a combination of both; Bottom-up and Top-Down model) which can be

used as per requirement (with discretion by the learners).

C) Contents of the programme

Based on the pilot study and pre-test, the following most needed 9 strategies were identified

for the main cycle:
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® Strategies needed for a unit of individual sentences (Bottom-up):

1. Divide the sentence in meaningful chunks

2. To identify the basic structure of the sentence (Subject- predicate, different

predicates with their respective clauses, to name a few types)
3. To pinpoint the scope of the modifying clauses, identify the subject

4. Identify the sentence which states the writer's opinion (and not someone else's

opinion /facts)

5. Confirmation of the understanding of grammar (learnt at the basic level) and

meaning determined by the grammar form

® Strategies needed for a unit of a paragraph or across paragraphs (Top- Down)

1. Predicting the forthcoming content by taking hints from conjunctions(compensation

strategy)

2. Understanding the connections between sentences (e.g., through referents for

demonstratives in Japanese , referents like [Z41] , TZ4v) . [Hiv) )
® Strategies needed for comprehending the whole text (Top- Down)

1. Getting the central idea of the text

2. Identifying the structure of the passage

D) Materials used for reference and class activities :

PPT slides on various Japanese reading strategies prepared for the training
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lass activities:

The training Programme was not focused on the teacher’s input, but it was a combination

(0)

f individual tasks, pair and group work to facilitate peer learning. It .mainly involved

group and pair discussions on the reading comprehension. The seating arrangement

consisted of 2 benches facing each other and 4 learners making one group, fo facilitate

p

1.

air/group work as well as provide opportunities for peer learning.

A new reading passage and a different type of question targeting a specific local/global
strategy is presented, and learners are asked to solve individually

Learners within a group share their answers and views on why their answers are
correct or how they derived their answers

A strategy is introduced (teacher’s input) that is specific to the reading task
Discussion on class level: The answers to the questions on the reading passage are
discussed

A new practice set is given to learners

After each learner individually has solved the questions on the unseen passage, there is

a fixed time given for discussion over the passage, answers to the questions
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7. In the end, the answers and strategies to be used are discussed in the whole class with

monitoring by the teacher

3.6.4.3 Development of Pre-test and post-test assessment
While formulating the pre-test and post-test method, the teaching materials available in the
market and some realia was used to check learners’ performance in the following

categories as strategies.

Apart from the scores of both the tests, the time taken for solving the test papers was also

measured.
Table 3.9 Contents of the pre-test: Question wise mapping
Q.No. | Type of question Purpose
Understanding at MICRO level. Checking
understanding of grammar, learnt at basic level but
applied in intermediate level. The one used here more is
called as "Indirect passive" which accommodates even
6 sentences to mark O intransitive verbs (different from English). Many
1 and X (Correct and textbooks call it "suffering passive", as it is mainly used
incorrect) for showing an action that was done on the subject by

someone and was out of the subject's control. Initially, it
is confusing for students to distinguish the subject and
object of the action and if enough practice is not given,
it is so later on too.

To pinpoint the scope of the modifying clauses, identify
the subject: Understanding the structure of the sentence
. when it has a long modifying clauses or quotations.
Writing down the exact ) } 5 ying } 4
) Differences in whether the subject belongs to the
portion of sentence i
modifying clause or the sentence as a whole can make a
huge difference to the meaning of the sentence. Unlike

English, in Japanese, the subject is omitted sometimes.
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Identifying the subject, predicate from the complex
Put a bracket to relevant .
3 ) structure of sentences and Understanding the sentence as
portion of the sentence. o
a whole(noun and noun modifiers)
Understanding the connections between sentences
through referents (for demonstratives).
Writing down the exact | Many times the referents for demonstratives appear
4 portion of sentence that | before and after sometimes even after the sentence
is asked containing demonstrative. Correct understanding of
these connections are important I reading
comprehension.
Identify the sentence which states the writer's opinion
Choose 1 between 2 y . .. P
5 . (and not someone else's opinion /facts)
options (A and B)
Choosing the latter half . .
. Correct understanding of these connections are
6 of the sentence with the | . ) )
) ) important in knowing the flow and structure of the
help of Conjunctions
passage.
Writing specific answers
7 with number of Checking the understanding at micro level
characters as a
clue(summary)

The contents of the post-test were divided into 2 parts in order to cover the contents of the

pre-test in part 1 and the second part included extra questions to know more about the result

of ‘global strategies’ taught in the course.

Table 3.10 Contents of the post-test: Question wise mapping

T f i
Ho. ype of question

Purpose

6 sentences to mark O
and X (Correct and

1 incorrect)A passage with
a description of a new
TV serial to be launched

Checking understanding of grammar, learnt at basic level
but applied in intermediate level. The one used here more
is called as "Indirect passive" which accommodates even
intransitive verbs (different from English). Many
textbooks call it "suffering passive", as it is mainly used
for showing an action that was done on the subject by
someone and was out of the subject's control. Initially, it is
confusing for students to distinguish the subject and object
of the action and if enough practice is not given, it is so
later on too.
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Writing down the exact
portion of sentence

To pinpoint the scope of the modifying clauses, identify
the subject: Understanding the structure of the sentence
when it has a long modifying clauses or quotations.
Differences in whether the subject belongs to the
modifying clause or the sentence as a whole can make a
huge difference to the meaning of the sentence. Unlike
English, in Japanese, the subject is omitted sometimes.

Put a bracket to relevant
portion of the sentence.

Identifying the subject, predicate from the complex
structure of sentences and Understanding the sentence as a
whole(noun and noun modifiers)

Writing down the exact
portion of sentence that
is asked

Understanding the connections between sentences through
referents (for demonstratives).

Choose 1 between 2
options (A and B)

Identify the sentence which states the writer's opinion (and
not someone else's opinion /facts)

Choosing the latter half
of the sentence with the
help of Conjunctions

Correct understanding of these connections are important
in knowing the flow and structure of the passage.

Writing specific answers
with number of
characters as a
clue(summary)

Checking the understanding at micro level

Extra questions

Multiple choice question

Identifying the meaning in which the word in question
need to be taken

True / False type
questions

Checking the understanding of text at micro level

Rephrase of the word to
be found in text and
written in specific
number of characters

Linguistic understanding

Divide the sentence in
meaningful chunks with
the help of a slash (/)

Japanese has a continuous writing style without giving
breaks between the words. Therefore, while reading it is
important to identify the meaningful chunks in a sentence.
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filling in the flow chart
with given options

Checking the understanding at MACRO level.
Identifying the central idea of each paragraph and flow of
the text

*¢ A training module was developed, and the details thereof are given in the annexure.

3.6.4.4 The feedback and self-assessment of learners

The training programme in Reading was a short-term and intensive in nature compared to

the long-term term training in Reading. Therefore, the self-review and open comments

facilitating the review and evaluation of one’s own learning was done only once at the end

of the second day of the training. A questionnaire of 5 questions was formed for the purpose

of knowing the learners’ feedback on the programme as well as providing an opportunity of

observing one’s own learning.

3.6.5 Procedure of the Study

The procedure which was followed in the study is given in the following diagram.

Needs and Beliefs Survey ’_J
Hypothesis and Course Design e ’_J
Pilot Study + Course Improvemnet e ’_J

Pre-test- Intensive Training -Post-test

Fig. 3.4 Procedure of the study (Training in Reading and Learning Strategies)
3.6.6 Method of Sampling

The sampling was done in different ways for the survey on reading and the training

programme.
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3.6.6.1 Sample for the survey on reading needs and difficulties
The survey was carried out from October to November 2016. The number of valid
responses received was 163 (the respondents with lesser level (appearing for N5 and N4)
and those who were studying for more than 10 years were excluded).Though the exact
number of JFL learners in India is not available, the Japan Foundation data was considered
for reference. The number of learners appearing for JLPT exam in December 2016 can be
taken as a nearby figure of learners pursuing Japanese language studies with a specific
career objective, and are attempting the intermediate (N3 level) and advanced levels of the
test (N2 and N1, in ascending order of difficulty) which is 2,025, making the response of

163 learners a sample size of 8.04%. The distribution of the respondents was as follows.

Table 3.11 The sample for survey on needs and beliefs regarding reading difficulties

Name of the institution/region Number of learners
Tilak Maharashtra Vidyapeeth, Pune 25
Savitribai Phule Pune University,Pune 25
Indo Japanese Association, Pune 10
Private coaching class preparing for N3, N2 35

and N1, Pune and Mumbai
Learners  from  Private  institutions/ 68
companies from Mumbai, Delhi, Bangalore,
Chennai, and Hyderabad

Total 163

These are the cities which can be called as representative cities where Japanese language

education is conducted (Pune, Mumbai, Delhi, Hyderabad, Chennai and Bangalore). The
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respondents also included learners who have recently started their job in India or Japan and

are pursuing a higher level of proficiency.

3.6.6.2 Sample for training (Main Study) in Reading Strategies
The sampling was purposive for the intensive training in Reading Strategies. The learners
were from various institutes, had finished the intermediate level and were preparing for N2
or N1 level (advanced levels of JLPT). The distribution was as below. The learners came

from Pune and also from Mumbai and Bangalore for the training.

Table 3.12 The sample for the training programme in reading and learning strategies

Name of the institution/region Number of learners
Tilak Maharashtra Vidyapeeth 5
Savitribai Phule Pune University 3
Indo Japanese Association 2
Private coaching classes in Pune 6
Private coaching classes in Mumbai 2
Private coaching class in Bangalore 1
Total 19

3.6.7 Data Analysis Tools
The data collected for the study were analysed through various methods depending on the
type of data. The collected data is represented in tables and graphs in the next chapter

‘Findings and Analysis’.
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3.6.7.1 Initial Survey of Learners (Needs and Beliefs)
The survey tried to find more about learners’ beliefs and needs as well as the current status
of their reading activities and habits. Descriptive method was used for detailing the results
of the questionnaire survey on learners’ beliefs and needs. Though the numbers represent
the quantitative aspect, it has also thrown some light on qualitative data such as needs,

perception, and beliefs of JFL learners.

3.6.7.2 Methods of Analysis for the Intensive Training
The collected data were analysed to gain insight into the criteria, ‘“Whether Japanese
reading skills were improved’. The improvement if any was interpreted by ‘Whether the
intensive training in Reading Strategies has helped the learners in reading more correctly’.
The analysis of data was carried out for the data collected prior, during and after the

experimental study.

A. Statistical tools used in the data analysis

Primarily, the pre-test and post-test scores were collected as quantitative data. For
statistical treatment of the scores, a t-test was conducted. As the sample size of the
experiment was 13, i.e. less than 30, t-Test (Paired Two Sample for Means) was selected

for the statistical treatment of the pre-test and post-test scores.

B. A questionnaire survey to collect Qualitative data

The learners were asked to give their comments and feedback on the training programme

with 5 questions and some space for open comments. The questions were as the following:

e To evaluate the learners’ rating on the training programme:
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1. How do you rate the 2-day session in meeting objective from 0 to 5 with 5 being
the highest?
e To check the component which learners found most useful or interesting:
2. Which part of the session did you find useful / interesting?
3. Do you think that these strategies will be useful?
e To get learners’ feedback for improving the training programme:
4. What improvement would you recommend for a better session?
e The learners were also asked to give open comments on the programme.

5. Any other comments or suggestions

3.7 Summary

The present chapter discussed the theoretical framework of the study which explains the rationale
behind the choice of research methodology, the research design, and the procedure as well as the
thought behind the product development. It is an attempt to establish the link between the
objectives and the choice of various research methods employed in the present research, data
collection and sampling and analysis methods, as well as the tools developed for both parts of the
study.

The present chapter explains how the study was multi-method research and conducted with a
design of mixed methods. It had a combination of questionnaire surveys, experimentation,
opinionnaires as well as interactions in writing. The research can be seen at a glance on a separate
sheet attached to the end of the chapter, which consists of the following.

Objectives = Research Method—>  Sample>Tools for data collection>Data Analysis—>Data

representation
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Chapter IV Findings and Analysis

4.1 Introduction

This chapter presents the data findings of the present study and conducts its analysis. As
explained in Chapter 3 ‘Research Methodology’, the study was divided into the following

components in order to achieve the objectives of the present study:

1. Aninitial survey of JFL was designed and conducted in order to achieve objective one, i.e.,

‘To investigate the JFL learners’ beliefs about and readiness for autonomous learning’.

2. Training in Conversation, a programme for training in direct and indirect strategies was
designed and conducted in order to achieve objective two and three, i.e., “To develop a
programme for training in ‘Japanese Conversation and the Learning Strategies’ and ‘To test

the effectiveness of the programme in ‘Japanese conversation and learning strategies’

3. Training in Reading, a programme for training in direct and indirect strategies was designed
and conducted in order to achieve objective three and four, i.e., ‘To develop a programme
for training in ‘Japanese Reading and the Learning Strategies’ and ‘To test the effectiveness

of the programme in ‘Japanese reading and learning strategies’.

The present chapter deals with the above three components and their respective findings

separately. The findings are compiled and the discussion is carried out for each part of the study.

4.2 Beliefs and Readiness Survey for Autonomous Learning

The initial survey to find out the beliefs and readiness of Japanese learners for autonomous
learning received a valid response from a total of 167 learners from across India.
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4.2.1 Findings of the Survey on Readiness for and Beliefs on Autonomous
Learning
The complete tables of the collected data through the paper and online questionnaire survey
are given in Annexure. In total, 167 learners responded to the questionnaire, out of which

137 learners responded to an online survey whereas 30 learners responded to the paper survey.

Beliefs Survey
Autonomous Learning

100%
90%
80%
70%
60%
50%
40%
30%
20%
10%

0%
Statem | Statem Statem Statem Statem Statem Statem Statem Statem Statem
entl ent 2 ent3 ent4 ent5 ent 6 ent7 ent8 ent9 entl0

Totally disagree 7 35 1 0 4 10 5 0 3 0
Disagree 30 97 15 32 63 95 42 46 23 34
Agree 87 28 87 99 80 23 94 73 99 70
Strongly agree 43 7 62 33 15 3 22 43 37 55

B Strongly agree MW Agree M Disagree Totally disagree

Fig. 4.1 Responses of JFL learners to the survey on readiness and beliefs (Reading)

4.2.2 Analysis of the Findings
Statements 3 and 4 check whether the learner is willing and ready to take up autonomous

learning at least going by theory.

Statement 3: I should become more independent in my studies as I progress in my The

Japanese language studies. 92% agree to this statement and only 8% disagree.
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Statement 4: If I come across certain difficulty in Japanese, I should try to find the solution
by myself. As many as 73.34% are positive about the situation where they handle their own

problems, however, 26.67% disagree.

On this background, it is interesting to check their responses to two other questions and check
them against their actual preferences. Answers to questions 8 and 5 give us what the learner
would prefer to do practically, against the agreement to the theory and will also indicate the

preferred level of dependence on the teacher.

Statement 8: ‘If I come across certain difficulty in Japanese, I should immediately approach
the teacher to find a solution.” As per the above data, as large as 67.79% agree to the

statement.

Statement 10: ‘I will feel more comfortable if the teacher is always beside me to correct and
support even in advanced level studies.” The count is 75% in total with the learners who
agree and strongly agree. This shows dependence on the teacher to a large extent, and a
result of influence of traditional teaching-learning pattern which is followed in most of the

classes.

There were a few statements checking on the beliefs on the learning process that is
traditionally done and is supposed to be done by the teacher only. Statements seven and eight
try to find what the learners believe themselves to be capable or incapable of. It checks their
beliefs on their capacity for planning, evaluating and monitoring their own learning which

form the base of Learner Autonomy and connect theory to practical implementation.

Statement 7: It is possible for me to plan my own learning and monitor it. 76% agree to the
statement.
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Statement 5: I can evaluate my own learning and level. Approximately 57% agree/strongly
agree to the statement. It shows that though the learners feel that they are capable of planning
and monitoring their own learning, much lesser learners think themselves to be capable of

their own evaluation. Alternatively, they are not ready for such an activity.

Response to statement no.1 also shows strong affiliation to a teacher-centric classroom that
the learners have experienced till date. Approximately 75% agree or strongly agree to the
statement ‘Teacher should always be the controller of the class’. However, for 2" statement,
only 18% strongly agree/ agree saying that ‘Teacher is the only source of knowledge learners
should depend on’ and as many as 60% disagree and 12% strongly disagree with the
statement. They acknowledge that there are other sources of knowledge apart from the

teacher.

Statement 6 and 9 check the learners’ readiness to adopt peer-review, which can be
considered a social strategy or more importantly, interdependence. Peer learning can be
interpreted as a manifestation of a social learning environment and the social aspect of

learner autonomy.

We can see openness to Peer-review through the fact that 84% of the learners believe that
error correction by friends will not affect their relationship. As many as 83% believe that
peers can assess their performance and give feedback. The tremendous positive response can

be seen as a significant sign of readiness for peer review and peer learning.

In addition to the responses to the survey, a few learners responded with an additional

comment along with the questionnaire.

An excerpt from a learner’s spontaneous response is as following.
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“.... I strongly believe in Guru-Shishya Parampara. So whatever teacher says is the ultimate
word for me. So, I believe that Teacher always has to be there even when the student achieves
higher levels. Nowadays, people probably don't believe in such a relationship. I thought of
writing something in addition as the answers had to be chosen from 4 options. So I wanted

to clear my thoughts on why I chose those options.”
The above statement throws light on how attached and probably dependent some learners
are. Though we can see the genuineness in the feelings, we can say that ‘Guru Shishya
Parampara’ from our culture is comprehended or interpreted as ‘having the teacher always
beside oneself’ as the respondent claims to believe in. The learner is comfortable if the

teacher is always there to guide.

4.2.3 Conclusion of the Findings and analysis
The first objective of ‘investigating the JFL learners’ beliefs about and readiness for
autonomous learning’ was achieved. To conclude the analysis of the findings, the data

collected supports that the JFL learners today can be said to be aware of the following:

1. The teacher is not the only source of knowledge they can depend on

2. There are new resources and possibilities of learning

3. They can positively take the help of peers and

4. They should aim for self-directed learning

The learners wish to get independent as they progress in their studies, however perhaps do
not know the steps necessary for self-directed learning. Secondly, they are in a very strong

grip of old beliefs about teaching-learning and a teacher-centric classroom.
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The findings show that though the learners avoid speaking are afraid of in front of the whole
class because they are afraid of making mistakes, they are in favour of small group tasks and
peer feedback. The ground for working on peer learning and Learner Autonomy is not as
hostile as it was predicted before the study. This approach was judged to be positive for
modifying the learners’ role partially and was interpreted as readiness for autonomous
learning. The probability of success of the peer learning activities through small groups was

judged to be high. On this basis, the two strategy training models were developed.

4.3 Training in Conversation and the Learning Strategies

Before designing the training course for conversation and learning strategies, the needs and
beliefs survey related to speaking skills was conducted. Based on the findings, a pilot study
was conducted. Further, based on the observations made during the pilot study, the final training
was designed and implemented. The following sections give the findings of all the above steps

undertaken for the study.

4.3.1 Analysis of the Data collected before the Training
A beliefs survey regarding the language skills (particularly speaking) and grammar centric
teaching was conducted. 45 respondents who were interested in conversation skills training

answered in the following manner.

Table 4.1 Responses to the statements on beliefs related to speaking and other

Statement | Statements Strongl | Agree | Cannot | Disagree | Stro
No. y agree say ngly
disa
gree

d
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Grammar is the most important | 13% 3% 23% 53% 7%

aspect of language.

Speaking in a native like accent | 16% 42% | 16% 13% 13%
and intonation should be the goal

of a language class.

Communicating correctly should | 30% 57% | 10% 3% 0%
be considered more important than

native like accent and intonation.

Speaking skills can be developed | 67% 33% | 0% 0% 0%
through practice.
A language class should mainly | 53% 43% | 0% 3% 0%

involve communication practice.

Good listening skills help to | 60% 37% | 0% 0% 3%
develop good conversational

skills.

Despite experiencing a grammar and vocabulary based class till date, 60 % of the learners
do not seem to attach the highest importance to grammar. 96% of the respondents think that
‘a language class should mainly involve communication practice’ and 87% of them think
that ‘Communicating correctly should be considered more important than native-like accent
and intonation’. The most positive result of the survey is that 100% of the respondents thought
that ‘Speaking skills can be developed through practice’, which conveyed the positive frame

of mind the learners had for conversation class and practice.

The next question of the questionnaire was about the elements in Japanese which the learners
find most difficult. They were asked to rank 1 for the easiest and 7 for the most difficult. a)
Kanji b) Grammar c) Vocabulary d) Listening e) Conversation f) Reading g) Writing. 30

learners rated conversation as ‘Difficult’ or’ Most difficult’. 31 learners have rated own
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conversation skills as ‘poor’ and seven have rated it as ‘average’ remaining two evaluate

own conversation skills as ‘above average’ or ‘good’. It confirmed the need for the training

developed as a part of the study.

Some more questions on peer learning and affective factors were asked. The learners are not

as apprehensive of the error correction before classmates as it was predicted before the study.

As high as 82% do not find it embarrassing. However, 45% of the learners agree that they

avoid speaking in front of the class because they are afraid of making mistakes. This

psychological aspect was taken into consideration while designing the programme and was

taken care of by focusing on small group tasks.

Table 4.2 Responses to the questions on peer review and the related affective factors

State Statement Strongly | Agree Disagree | Strongl
agree y
ment .
No. disagre
ed
My friends are like me, so they will be | 38% 38% 14% 3%
7 able to tell me why I am making a
particular mistake.
o I do not want my friends to know about | 0% 4% 50% 46%
my mistakes.
It is embarrassing to get corrected by the | 7% 6% 45% 41%
’ teacher in front of the whole class.
It is embarrassing to get corrected within | 4% 13% 45% 39%
10 a small group in a class.
I try to avoid speaking in a class because | 19% 39% 29% 13%
a I am afraid of making mistakes.
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The above figures show that the learners do not hesitate to let their friends know about their

mistakes and let them correct him/her.

4.3.2 Findings of the Pilot Study
A pilot study was conducted for the conversation training which brought about the
modifications in the product to be developed. The observations by the researcher and the

feedback from learners were as the following.

A 90 minutes session per week was insufficient for practice. The frequency or the time per

session needed to be increased.

. The existing teaching material and the newly created material was useful to give a
considerable coverage of Japanese language skills and strategies. However, it required a
different sequence to make learners more comfortable with the functional approach of the

class.

Cartoons seemed to have a good retention effect, learners (L5,L7,L10) specifically stated

SO.

. In the pilot study, the reviews were mainly oral and note-taking had no specific guideline.
Initially students were vague in self-review, gradually they got more precise and specific.

This could be assisted through guiding questions in review sheets.

. There was a need to keep regular track of students self-review.

. In the main study, self-review sheets should be filed and kept at an accessible place for

students/ given back to them after copying the content for research purpose.
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10.

11.

12.

Because of the lack of proper record, there was no measure to prove the change caused

because of self-review and peer review.

No language medium was forced for expression in the pilot study. Initially most of the
students preferred writing in English, then gradually shifted to Japanese on their own. It can
be seen as a positive trend. However it is arguable whether all can express correctly in

Japanese with their current proficiency and the correct meaning is conveyed.

There was a need to introduce ‘recording of conversation practice and group interaction’ as
a learning strategy. Students gave very positive feedback on the method of recording on

mobile phones.

There was a need to provide some way to note down peer feedback right at the time of
conversation/role-play. It needed to be checked whether writing will affect the spontaneity

of oral communication.

There were a few students who used to learn the material well, practised it in sessions with
a particular focus, though they could not recollect/apply it wholly at the end. Frequent

access to written feedback and more practice could be the answer.

As overall feedback towards the course, the students gave very positive comments

regarding the practice among themselves and other group activities such as games.

The review forms, the teaching materials, and sequencing were refined after the above

observations and findings.
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1.

4.3.3 Data collected in the Pre-test
A pre-test was administered before the main study, i.e. experiment of the long-term training
model of ‘Japanese Conversation and learning strategies’. Observations of the Oral pre-test

performance were as follows:

The learners were generally weak in conversation as they themselves had expressed and
therefore had registered for the training. The following areas were found to be commonly

weak among learners:

Choice of the discourse: Learners not aware of the variety of discourse and their standard
norms. In Japanese society, the discourse in fact plays a pivotal role in successfully

completing a communication goal with a language function.

Choice of relevant and correct expressions: The expressions matching with the purpose

of conversation were not used

Intonation: Intonation needs to be as per the role and conversation content, which was
lacking in the pre-test performance. Learners seemed not exposed to this important aspect
of communication. The lack of awareness of intonation was evident also in the loud reading

of conversation text.

Choice of honorific language was not suitable as per the status of the conversation partner,
the formality of the situation and content. Though learners seemed to be aware of levels of
politeness and the relevant honorific forms of verbs and expressions, they could not use the

language.
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5. Smoothness in conversation lacked significantly which can be the result of insufficient

practice.

Based on the pretest results, a training programme of 12 sessions was designed to train the
learners in conversational skills. The training programme was conducted in sessions of two
clock hours once per week for 12 weeks. Therefore, the teaching materials and methods could

be improvised during the course as per the need of the learners.

Quantitative and qualitative data were collected during the training programme to achieve
the 3™ objective of the study namely ‘To test the effectiveness of the Programme in Japanese
conversation and indirect strategies. As stated in the chapter on research methodology(3.6.3),
in order to specify the term ‘effectiveness’ of the programme, two hypotheses of the

experimentation were as the following:

1. There will be a sign of progress in the performance of the learners (conversation skills and

strategies) and usage of strategies after the special training is imparted for a certain period.

2. Learners will be able to understand the goals, monitor and evaluate their own performance

as a result of training in peer-review and self-review.

The above hypotheses were checked against the quantitative as well as qualitative data

collected during the experiment.
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4.3.4 Analysis of the Quantitative data: Comparison of the Pre-test and the Post-
test scores
From the quantitative data of pre-test and post-test scores, it is proved that the training in
direct strategies like Communication and compensation strategies as well as indirect
strategies such as social and meta-cognitive strategies have resulted in significant
improvement of the conversational skills of the learners. Both the tests were evaluated by a
native teacher of Japanese and one Indian teacher. The conversational skills seem to be
improved specially in the areas found to be weak in the pretest. The detailed account of the
pre-test and post-test scores in each category of questions is given in Annexure. Below is the

difference in grand total and t-test score.

Table 4.3 Pre-test and Post-test score totals of the Conversation Training

Learners Pre-test Post-test Difference
score score
LI 12.9 21 8.1
L2 13.9 20.7 6.8
L3 11.6 18.6 7.0
L4 14.9 20.6 5.7
L5 13.5 23 9.5
L6 20.9 294 8.5
L7 154 239 8.5
L8 25.1 37.5 124
L9 10.5 18.5 8.0
L10 15.3 22.1 6.8
Ll1 16.8 25.6 8.8
LI2 16 24.6 8.6

146



Li3 52

Table 4.4 t-Test (Paired Two Sample for Means) for Conversation Training

11.8

6.6

t-Test: Paired Two Sample for Means
Pre-test Post-test

Mean 14769231 22.86923
Variance 23.028974| 36.83564
Observations 13 13
Pearson Correlation 0.9788938
Hypothesized Mean Difference 0

df 12

t Stat -17.3198

P(T<=t) one-tail 0.000000

t Critical one-tail 1.7822876

P(T<=t) two-tail 0.000000

t Critical two-tail 2.1788128

Findings:

1.

Hypothesized Mean difference '0' implies that there was no difference in scores due to
training. Since the p-value is less than 0.05 hence the null hypothesis of zero difference can
be rejected. The gap between the pre-test and post-test scores a mean difference of 8.1 points,
which is considerably high. Therefore, the first hypothesis of the experimentation that “there
will be a sign of progress in the performance of the learners (conversation skills and
strategies) and usage of strategies after the special training is imparted for a certain period”

is proved.

The comparison between the pre-test and post-test for each assessment criteria is given below.

The activity of Reading Aloud a piece of conversation
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Correctness in pronunciation
(accent and intonation of 17 identified items )

15

11 2 L3 4 L5 L6 L7 L8 19 L10 L11 L12 L13
e=@u=Pre  e=@=Post

Fig. 4.2 Performance in ‘Reading aloud a conversation’

As seen in the graph above, there is a certain growth in the performance of the learners except

for L4 and L10, where they show no change. However, no learners show any fall in the score.

2. The next section is Interview, where the learners were asked to introduce themselves, and
answer related questions posed by the tester. Later, they were asked to describe and explain
certain concepts or procedure to a Japanese native speaker. The learners were expected to
make factual statements and also provide details of the content. They were supposed to make
a point in their description that would help the Japanese person know Indian culture better.
We can see from the graph below that most of the learners could do much better in their post-

test than the pre-test, with the exception of L13.

Explaining something (#AH 3 %)
: Giving enough explanation, detailing
of the content, making a point

N WA

L1 r2 L3 L4 Ls L6 L7 L8 L9 L10 L11 L12 L13

e=@u=Pre  ==@==Post
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Fig. 4.3 Answers to questions in the Interview

3. They were asked to explain a certain issue and state their opinion. Here, it is necessary to back
up their opinion with enough reasoning and at the same time, assert their opinion gently
(Japanese communication style does not assert too aggressively). Only four learners have
shown considerable improvement here, whereas eight learners do not show any change.This
is perhaps due to the least exposure to such argumentative situations in reality as well as in
the classroom settings. Secondly, while explaining an issue, the learners seemed to lack the

background knowledge of the subject (e.g.social problems in India).

State one's opinion (& /.M iR-<J7) : Giving enough
explanation, detailing of the content,
making a point, suggesting a solution.

_._//\_\_

L1 L2 L3 L4 L5 L6 L7 L8 L9 L10 L11 L12 L13

o B N W B

e=@==Pre Post

Fig. 4.4 Expressing one’s opinion and the reasoning behind

4. The language-related errors (grammar and vocabulary) committed during the interview in the

post-test seem to have reduced compared to that of the pre-test.
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Interview: Errors in grammar/vocabulary

30
25
20
15

10

o M= I “ I (] 1
L5 L6 L3 111 14 L0 L2 L1 L2 L7 L8 L13 L9

HPre mPost

Fig. 4.5 Errors in grammar/Vocabulary

5. The role-play, which is the third component of the test involved 3 points for the assessment
of the correct usage of discourse namely; 1. Starting the conversation, 2. Developing the

conversation and making a request, 3.Ending the conversation.

Way to begin conversation Develop a conversation (making actual
4 request)

N W b

[N
-

L1 L2 L3 L4 L5 L6 L7 L8 L9 L10L11L121L13 L1 L2 L3 L4 L5 L6 L7 L8 L9 L10 L11 L12 L13

e=@u=Pre  e=@==Post =@ Pre  e=@==Post

Fig. 4.6 Role play: Beginning correctly and developing the conversation

The 3 graphs show that there is a good improvement seen in ‘opening’ and ‘developing the
conversation’, but a few learners(L2, 4,10) still did the closing abruptly, without much
thought to the formality, and hence the post-test results were same as the pre-test.
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2.5
1.5

0.5

11 L2 L3 14 L5 L6 L7 L8 L9 L10 L11 L12 L13

e=@u=Pre  e=@==Post

Fig. 4.7 Role play: Closing the conversation correctly

6. The usage of formal and polite language has improved in most of the learners.

Correct usage of formal language
25

1.5

0.5

L1 L2 L3 L4 LS L6 L7 L8 L9 L10LI1 L12 L13

«=@=—=Prc ==@=Post

Fig. 4.8 Role play: Correct usage of formal language

7. The words of encouragement was a matter of great interest since it was introduced in training.
The learners strongly expressed that the correct usage of & \» 2 % (Japanese words for

encouraging the counterpart in a conversation) boosted their fluency and the conversation
sounded more natural. The learners’ interest is reflected even in the performance, showing

better use of & Y3 5 in post-test compared to the pre-test.
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Correct use of words of encouragement

(HWVWSH)

o B N W

11 L2 13 14 L5 L6 L7 L8 L9 L10 L11 L12 L13

e=@==Pre e=@==Post

Fig. 4.9 Role play: Correct use of words of encouragement

8. The intonation of the learners during the role-play which had an influence of their first
language (Marathi) was improved to a great extent in 6 learners whereas, it was not improved
in 7 leaners. This can be the result of :

1. The pressure felt by learners due to the Information gap created in role-plays
2. More attention given to the content of the conversation and completing the task

3. Counterpart of the conversation was the evaluator who was a senior teacher

Role-play: Intonation

e=@==Pre ==@=Post

Fig. 4.10 Role play: Correctness in Intonation

Though various criteria of the assessment of the oral proficiency show a mixed result, the
overall performance of the learners can be said as improved as proved by the t-Test (Paired

Two Sample for Means) shown in table 4.4 at the beginning of this section.
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4.3.5 Analysis of the Findings through Qualitative Data
The focus of the study was the training of social strategies (‘group work’ and ‘peer-review’)
as well as the meta-cognitive learning strategies (‘self-monitoring’ and ‘self-review’).

Qualitative data was collected through the Peer review and self-review forms for this purpose.

The responses to the forms provided qualitative data for the study as well as guided for

further improvisation of the course.

4.3.5.1 Grasping the Goals of the Training Session

The learners seemed unable to answer the question “What was your goal for today’s
conversation (pair work/group work)? Try to be specific.” It was for the first time that the
learners were made to think about the objective of the teaching content and class activities.
The responses to the questions were vague such as “to speak fluently/ group work/ pair work™.
Therefore, a new element as “Today’s wrappers’ (which can be any 3 ideas/ Key terms) was
introduced at the end of each session, which enabled learners to have a quick
review/summary of the whole session. Some learners began identifying the main expressions

and language functions as wrappers.

By the end of session 4, the variety of wrappers given by learners were conversation

strategies/ language functions /key expressions:

1. Request for repeating the inaudible speech, asking meaning of a word/phrase, confirming

the content that was heard (L7'%)

2. Asking meaning, confirming the content, asking to repeat (L.13)

18 L1 ~L13: Numbering given to the learners for the study of Conversation Training
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3. THEREAN, ~IFEAREBHRTT N, bIVWLEBEWLET, EFHIEIDL

EWE O RATTAN, . . . (Keyexpressions given by L.2)

This offered an insight into how the learners perceive the objective and content of the class

which significantly influences the retention too.
4.5.3.2 Categories of Peer Review and Self-review

Learners’ comments from the self-review and peer-review data were compiled session wise
and were analysed with qualitative analysis of coding. The categories for the Learners’

comments and the frequency measurement of the comments were as given below.

Table 4.5 Categories of comments in peer review and self-review

Sr. no. Categories Frequency
1 Group Work-pair work as a learning method 45
2 self-monitoring and self-review as a learning method 12
3 Content 16
4 Grammar 16
5 Vocabulary and expressions 97
6 Formal/informal language, polite language, Taiguu hyougen 72
7 Discourse 35
8 Accent and intonation, pronunciation 54
9 Positive/negative emotions (Affective factors) 32
10 Fluency 29
11 Altogether new category, different from the mentioned above. 48
12 *Areas for own improvement not directly related to the 06
conversation (e.g. Kanji)
13 Practice by Reading/Revising (in next week’s plan) 48
14 Practice with friends/in a group (in next week’s plan) 25
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4.3.1.1 Content Analysis of the Peer review and Self-review sheets

The following can be said after analysing the qualitative data collected through the peer

review and self-review sheets.

1.

As we can see in the above table, the most frequent feedback category is ‘Vocabulary
and expressions’ with 97 entries. The learners’ feedback includes comments on
vocabulary and expressions consistently throughout the training programme. The focus
on newly learnt vocabulary and expressions can be seen as many new expressions were
introduced from the functional (pragmatic) point of view but needed no grammatical
explanation. Here, a note should be taken that such feedback occurred despite the fact

that the newly introduced expressions had no new grammar items.

The entry of ‘formal/informal language, polite language’ is second on the list that appears
in peer feedback and self- review forms, with 72 entries in total. Though the learners
have thoroughly gone through the table of honorific and polite forms of various verbs, it
is most of the times presented as grammar explanation and hence remains at the level of
‘language information’ without rising to the level of actual ‘language use/ performance’.
The classes have been severely lacking the opportunities to practice ‘language use’. The
entries appeared in review forms as soon as a formal conversation over the telephone was
introduced in the 4™ session. The polite language has maintained the significance in the

learners’ reviews throughout the training programme post 4" session.

The comments on ‘Intonation and pronunciation’ appear in a large number i.e. 29 in a
single session, when its importance was focused in the 4 session (9" May) and there are
10 in the 5™ session. However, the number dwindles later, with only 6 and 4 entries in

the 6™ and 7" session. Furthermore, there is as less as 1 comment on this aspect. It shows
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that though the comments include feedback on recently covered aspects of Japanese
conversation, the learners still need to be trained to include all relevant aspects of

previous sessions.

Grammar related comments are 16 in all, and they appear in the reviews of only 2
sessions, when the topics handled were ‘Asking once again, asking/providing the
meaning/explanation, asking for rephrasing’ (9" May) and ‘Using colloquial language
with friends/in an informal situation’ (26" May). In other sessions, the learners have
focused more on other aspects of conversation. It shows that given the opportunity and
exposure, there will be less preoccupation with grammar while communicating orally

and thereby being less anxious about making errors in one’s conversation.

Students are still to come in terms with ‘group study/ practice’ as a learning strategy
outside the classroom because of the heavy influence of individualistic and competitive
environment experienced so far. As against only 25 entries mentioning ‘practice with
friends’ as a plan, almost double entries, i.e. 48 entries have ‘read/ revise the materials

given during sessions at home’ which can be seen as a solitary effort.

Only a couple of initial forms asked a question about whether the learners enjoyed the
conversation with friends. However, even in later sessions, the comments in review
forms reflected related to learners’ affective factors such as confidence, enjoying the
conversation or feeling less anxious about Japanese conversation seem to appear
spontaneously, as there was no such guideline given in the questions of the review forms.
Such comments have particularly appeared in self-review forms, which can be seen as
an affective strategy (a type of indirect strategy) namely ‘Taking emotional temperature’

by ‘discussing your feelings with someone’.
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7. There are as many as 29 comments about ‘Fluency in conversation’, and there seems to

be deep concern about this aspect. Some comments express a sense of achievement such

as ‘Flow of the sentences, conversation speed was good’ or ‘My fluency in speaking was

good’. There are also entries seeing fluency as an area of improvement ‘I will improve

myself in the proper flow of the conversation’. This category too, like the one mentioned

in the 6™ point above, was not touched upon in guidelines of the review forms.

8. Here, a special note should be taken that, the comments on positive emotions and fluency

have started appearing from 6™ session onward.

4.3.1.2 Analysis of the Free Writing in Self-review Form

The second last session (11" session) had no guidelines or questions in review forms to check

the variety in categories of the self-review.

Table 4.6 Categories of Open comments collected at the end of the 11th session

Categories No. of
comments

Comments on Japanese communication style 6

Identifying hurdles in conversation/ learning 3

Reflecting on own previous performance and finding drawbacks in the | 4

light of recent practice/newly learnt material.

Self-evaluation/ self-review of performance (how good/effective it was) | 5

affective aspect/ strategy 10

Discovering a new way of learning 4

A positive comment on Peer learning 2

reviewing learning content/ new input/ practice 6

Planning future action 4
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New words learnt ‘ 2

Total ‘ 46
Most of the comments reflected the learners’ response for a change in affective aspect,

counting up to 10. They include comments such as:

e “My confidence level has raised. Now I can speak in Japanese though not so fluently,

certainly more fluently than before.”(L3 session 8)

e “Today's session was very interesting. The flow that was missing from the
conversation, was present today as we could fill up the gaps in-between the
conversation using Aizuchi. There was much more participation from my side.” (L8

session 8)

Second in the list are comments on the ‘Japanese communication style’, which can be seen
as progress towards feedback on content and socio-linguistic aspect of conversation (here,

role-plays) from the earlier focus on mere form or presentation.

It should be noted that when there was no guideline in the form of questions, in all of the
44 comments, there was no mention of a specific grammar and only 2 comments with a
mention of newly learnt vocabulary. The focus seems to be more on observations about
Japanese language, its usage and one’s own learning and learning methods. Seven
comments that reflect on the comparison with one’s previous and latest performance. Here,
when asked to think and reflect freely, the learners on their own have observed the change
and tried to measure their improvement. This also can be called as a natural but
unprompted result of all the sessions till that point of time. It can be seen as a partial

achievement of the training.
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4.3.1.3  Analysis of Peer Learning Evident in the Qualitative Data

The regular activity of peer review ensured confirmed feedback to all the performances of
learners within the group. The interdependence resulted into more constructive feedback
given to each other. As a response to whether the activity of self-review and peer-review
within groups was helpful, there was an average evaluation of 4.5 marks on a 5 point scale

of Usefulness.

The results of peer learning are evident in the whole qualitative data, which is put forth below.

A. New learning of Content and Strategies from Peers

There was a change in the variety of categories of peer-feedback and also an improvement
in terms of precision of the comments. By the 10" session, learners began to come up
spontaneously with comments not only on newly learnt expressions, but other aspects like
intonation, Aizuchi, Flow of conversation (discourse) and most interestingly, body language
or content of the conversation such as “convincing reason should be given for declining an

invitation”, which was not touched upon in the training course.
As aresponse to what they learnt that day from peers, the responses had a variety.

New vocabulary/ expressions learnt: L9 reported of learning “ Phrases like VYAV A Z &

MNe&H->T. . . “(session 5)

Way of effective communication: L4 reported of learning “How not to (sound) rude while

conversing with others” or L1 reported that she learnt about “Adding interesting points to
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grab the counterpart’s attention” reported by L1. Whereas “Using different preface (il &

) before making a request” was reported by L10.

It seems that inputs on communication strategies are common. “How to refuse or delay

responding to the request.” Was reported by L4 as a learning from a peer in session 7.

There were inputs on background knowledge, particularly on socio-cultural aspects. L8
reports that she got “information about Japan which L7 had experienced during her stay in

Japan” (session 7).

B. Learners identified some new ways of learning

There are instances where even comparatively proficient learners report of being introduced
to a new way of learning by peers in the group. One good example is of L6, who is in fact a
proficient learner reports that he learnt about ‘Imagination of new situations (similar to the
practice in class and trying to use learnt discourse and expressions)’ as a learning strategy

because it was introduced by a peer (session 9).

C. Sharing experiences and making observations together

Learners positively explored peer-review, which is evident in comments as further. “Our
lecture (session) was interesting in (because of) group (activities). We discussed our
experience and we learnt new words from each other.”(L.13) Or “During our conversation,
as we used to speak continuously and didn’t take any pause, the opposite person didn't get a
chance to use Aizuchi. We also noticed that we use very less Aizuchi expressions as

compared to Japanese people” (L6).
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D. Motivation and interest retained through peer learning
Apart from the above comments reported in section C above, learners have particularly
reported positive approach towards group activities.
1.  L4:loved answering in a group, it helped a lot to find mistakes

2. L11: It is always better to do it in a group as it reduces the hesitation in you.

3. L12: Working in group is certainly better for improving conversation skills. It also

helps to come up with new ideas.

4.3.1.4  Specific Trends in Self-review Forms
A. Identifying and Evaluating a New Learning Strategy
After a new Learning strategy for reviewing own performance was introduced in session 8,

there was a special mention of it in the self-review sheets though not guided by any question.

1.  L11: “Recording our own conversation is a very good idea for practice. This will

surely help to improve”.

2. L13:“It was really great to record the conversation and realise mistakes on our own,

recording again for improvement and doing afresh”.

3. L7: “While listening to our recorded conversation, we realised that we don't give (take)
a pause while speaking, and the person in front doesn't get a chance to insert Aizuchi
(and to respond in the Japanese way). Recording is a good way to improve our

conversation.”
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B. Learners shifted from generalized comments to more specific feedback to oneself

and peers

Initially learners usually commented in a generalized statement. E.g. L3 said “I need much
more practice” (session 1) or L1 saying “Conversation is a must, I want to improve”, or “our
conversation was good” or “I enjoyed the talk” (around session 2). However, the comments
gradually were more focused which is evident in comments such as “I need to improve the
usage of polite language” or by session 5: “I need to put in a lot of effort to improve my
intonation.” “Giving short responses every now and then in a conversation was very new to
me. | have never been doing this while speaking in other languages.”(L 6, after session 8

which dealt with Aizuchi).

On the other hand, a learner like L4 was very much aware of her own performance level
since the beginning. She commented after pre-test, “I was unable to recollect the correct
words, verbs, and connectivities (L4 meant conjunctions giving an impression of a smooth

flow). Even though I knew all these very well at the time of writing”.

C. Comments shifted gradually from first language / English to Japanese as a

medium of expression

A few learners after gaining confidence, gradually switched over to Japanese for comments
and opinions, though they were not instructed to do so. It can be taken as a positive sign.
Although there is a debate over whether the writing in the target language can be a reliable
data because it may not allow full expression of oneself, and there are bound to be some
flaws in grammar and vocabulary, we cannot deny that the expression is genuine as learners

have given feedback to their peers and to their own self with lot of consistency and honesty.
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1. Self-review: 2554 BRICHE S (el 2)D1E7=9 LE L7z, (L9 whois a proficient
learner, Session 5)

2. Interestingly, a few weaker learners also resorted to the Japanese language for
expressing themselves.

3. LI11:My role for today’s conversation: FAlE B AFE DA T8, BARANZT- T4
T L v EZ&# X TV E 3 (I was a Japanese language student, and the Japanese visitor

was teaching a recipe to me) ( a weak student comments though she has missed to
mention that she had to request the Japanese visitor to teach her the recipe). Same

learner in the same, 10th session commented on what was difficult for her: 3 (2 X
STRIEZTHDOFEE LW T L7z, (It was quite difficult to respond as per the
situation. Although her response has a grammar error, she has attempted to express in
Japanese).

4. L2, an average learner commented on what was difficult (session 10): # X4 72 S %
W2 50 EHMEICE > TIRET %S Z & (Responding with appropriate expressions

suitable for the situation)

D. Deeper thought given to ‘“What went wrong?”’

It was observed that the learners on their own started thinking deeper on reasons for poor
performance. It can be seen as the first step toward problem solving and self-improvisation.
L9, a proficient learner, comments on session 5 saying “Had not practiced well so, it was a

bit difficult to continue the conversation.” L4 comments on the same session saying “In
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above-said points, there were a few points I could not express properly. Perhaps because of
vocabulary”. L11, a weak learner says “I can't remember quickly while talking”, while L3

gives an affective aspect as a reason by saying “I found it a bit difficult to refuse a request”.

E. Observations on conversation style and smoothness

L8 observes, “Today's session was an interesting one. The flow that was missing from the
conversation, was present today as we could fill up the gaps in-between the conversation

using Aizuchi.”

Very frank and clear in her opinion, L11 is in fact weak in Japanese but still is capable of
observing Japanese communication, which was an unpredicted outcome. “Learnt some new
words for Aizuchi. I am of a clear opinion that Aizuchi was very interesting but it interrupted
the flow of conversation.” (Session 8). It shows the growth in a weak learner who is now not
preoccupied with her errors in vocabulary /grammar, but observes a difference between the
communication styles of her culture and another culture from an independent perspective and

evaluates it.

F. Learners tried to apply the content of the past sessions

The categories in comments appearing in the review forms increase in every session and at
the same time retain the earlier categories. L 5 says “it was difficult to remember appropriate

expressions at the right time. I forgot aizuchi” (taught 3 weeks before).
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G. Affective factors

Confidence level was reported to be considerably high. Each learner has reported a boost in
self-confidence. L.13, with a poor pre-test score, says “I used good language and I could speak
very well than all previous lectures” (Session 6). L2 reports by the end of session 8, “My
confidence level has raised. Now, I can speak in Japanese though not so fluently, definitely

more fluently than before.”

H. Planning for further learning became more concrete in nature:

When asked for the plan for the next week, till the next session, most of the learners planned
to “Practice what is taught” or “Revise the class work”. However, gradually, the plan became
more concrete evident in comments such as “Will practice with my friends”, or L18, who
was evaluated by the evaluators as very low in speaking skills, and had a poor score, said

that she (needed to) correct and study informal and polite language more.

By the end of the last session, the learners were asked what they had thought about their
conversation practice thereafter. They were asked whether they had any particular points
and specific action items for own improvement. The responses were positive and the

examples are given below:

“I will improve my conversation with a proper flow ... and improve my grammar,

vocabulary, and intonation. I am currently trying hard for that.” L11.

“Using the content taught in this course in daily conversation will help a lot as I can feel
my confidence building up while speaking Japanese with friends and colleagues.” L8, a

working person.
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4.3.1.5 Transition in Ratings Given to Oneself

The self-assessment can be seen as a manifestation of self-evaluation in quantitative
measures. The learners were given the evaluation criteria in self-review forms. However they
were not trained in assessment, that is to say the marking standards. Therefore the marking
does not match with the one done by the actual evaluators. The marks in the self-assessment
section is completely a learner’s perception of his/her own performance. There are certain

patterns seen in the self-assessment of learners.

A. Pattern 1: Low — High —Low (higher compared to pre-test)

Some proficient learners rated themselves low in the pre-session conversation (the pre-test).
As the sessions progressed, the rating slowly seems to trend upwards, but again travels

downwards to stop higher compared to the beginning.

The case of L5: LS is a senior professional and likes to revise his Japanese skills every time
he gets a chance. L5 gave himself 56% in the pre-session conversation, which raised up to

65% in the middle and towards the end it settled at 60%.

L7 is very proficient in the Japanese language getting highest marks from the evaluator.
She has rated herself 67% in the beginning, then gives herself 65% around the middle of
the training programme and again comes up to 70%. This learner seems to have a fairly
good idea of her own flaws and is very critical towards herself. She is able to find specific
areas to improve which is evident even in the comments in the initial sessions e.g. “I need

to improve on intonation”
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B. Pattern 2: High — Very low- High (lower than pre-test)

In some cases, comparatively less proficient learners, the rating is high in the beginning, low
around the middle of the total period of 12 sessions. By the end of the sessions the self-rating

trend seems to go slightly up.

Case of L2: 80% in the pre-session conversation, 66% around middle and towards the end,
has settled at 68% by the end of the sessions. The comments may help to understand the

reason.

Various reasons can be thought of for these trends among learners. In earlier 2 patterns, LS
is very critical to himself though he is approximately at the same level compared to L2 if
we refer to the evaluation by the evaluator (native speaker). L2 has overestimated her
performance in the beginning, then she shows some objectivity and strictness in the self-
evaluation. Therefore, their self-rating shows the vast difference of approximately 20%

and it comes down to 8% in the self-evaluation at end of the sessions.

C. Pattern 3: High- Higher- Low (lower than pre-test) rating

The case of Learner L1: Sum of marks brings 66 % in the pre-session conversation whereas
it raises to 74% in the middle of the sessions and settles at 51% by the end of the sessions.
In post-test she has given 60% to herself. L1 is had hardly spoken in Japanese before the
training. However, given the opportunity, she has participated very positively. During the
middle phase of the course this learner says she “I read the material carefully (given in
earlier sessions)”. She thoroughly prepares herself and makes it a point to execute the plan

she has for the week. She remarks, “My confidence level has gone up.” However, towards
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the end of the 13 sessions, she is very critical and gives herself lesser marks, as less as 60%
which are lesser than those in the beginning. She comments, “Practice for improving
speaking skills is required. I will revise the syllabus and will speak with friends”. She has

set a specific goal for herself.

This shows that as per the maturity or development of a learner on the meta-cognitive level,
learners differ in self-assessment. We cannot observe a common tendency or make any
generalised statement on the trend. It is very learner specific. However, we can say that the
learners can be guided and self-evaluation technique can be taught in a classroom which can

be developed to a certain level.

4.3.6 Characteristics of Indian JFL Learners in Comparison with the Studies

Reported in Earlier Literature

The studies reported in the earlier literature show that the learners are more motivated due to
peer-learning, and felt less anxious and got a different perspective because of peer-feedback.
Indian learners have shown similar trend during the present study. They did not report or
show any hesitance or resistance for peer feedback and could attempt more without feeling
anxious. Moreover, they have shown keen interest in correcting their peers in a variety of
categories, many times going beyond the areas suggested by the review form. Secondly, some
earlier studies had reported that learners respect and respond to a teacher’s feedback more
than a peer’s feedback and hence very few percentage of peer feedback influenced their
writing. On the contrary, the Indian JFL learners in this study seem to incorporate peer

feedback more positively in their next performance.
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All the above analysis of qualitative data, we can infer that if trained, learners are able to:

e Understand the learning goals
® Monitor their own performance
e Give effective feedback to peers for improvement

e Evaluate their own and their peers’ performance qualitatively

Therefore, the second hypothesis namely ‘Learners will be able to understand the goals,
monitor and evaluate their own performance as a result of training in peer-review and ‘self-

review’ is proved.

4.3.7 Conclusion of the Findings and Analysis

A training programme in Japanese conversation was developed as per the Learners’ needs
and its effectiveness was proven through the quantitative and qualitative data. The learners
positively participated in the small group tasks. When trained, they showed
comprehensiveness and depth in peer-feedback as well as self-evaluation. In this way, the
second and the third objective, i.e. “To develop a programme for training in ‘Japanese
Conversation and the Learning Strategies’ and ‘To test the effectiveness of the programme
in ‘Japanese Conversation and the Learning Strategies’ were achieved successfully.
Moreover, the attempt to implement the principles of Autonomy through the use of direct,
social and meta-cognitive strategies were proved to be successful on the basis of the

qualitative data.
4.4 Training in Reading and the Learning Strategies

The ‘Training in Reading and the Learning Strategies’ was an intensive training as against the

Training in ‘Conversation and Learning Strategies’ reported earlier. However, the same
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scientific method for product development was followed. Before designing the training course,
the needs and beliefs survey related to reading skills was conducted. Based on the findings of
the survey and observations made during the pilot study, the final training was designed and
implemented. The following sections give the findings of all the above steps undertaken for the

study.

4.4.1 Findings and Discussion on the Questionnaire Survey on Reading
There were 163 valid responses from major cities across the country to the survey on reading
needs and current status of reading activities, skills and strategies. The distribution of the

first language of the respondents is as the following.

First language Gujarthi
Kannada 1%
20
Hindi
11%

Other
17%

= Marathi = Other = Hindi Kannada = Gujarthi
Fig. 4.11 First Language of Respondents

When asked about the ‘difficulty in reading’ in First language, English and Japanese, the

following responses were collected.
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Fig. 4.12 Difficulty in Reading (across languages)

Specific to Reading Japanese, it appears that more than 48% of learners have expressed that
they find reading “Difficult”, 47% find it average and 2% “Very Difficult”. It shows that the
learners are not much comfortable with reading texts in Japanese. Whereas the learners
finding English average and difficult are approximately 55% and 6% respectively. It should
be noted that, learners who are not so comfortable with reading in their first language

(average, difficult and very difficult) are as many as 28%.

The most common objective behind learning Japanese is to ‘use Japanese in future for a
career’ (80%). In line with the above response, the type of text the learners want to be able
to read the most is Business communication with 41%. However, 23% want to be able to
read Novels and 19% want to read a newspaper. Technical literature comes later with only

8%.
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Technical
Literature Want to read Novels

16 Other 43
8% 17’_ 23%

News Paper
37
19%
Business
. Communication
77
= Novels = Business Comnw}'ocation
= News Paper Other

= Technical Literature

Fig. 4.13 The Future Goals for Reading

When asked about the general purpose for reading Japanese text, 125 learners read in order
to improve vocabulary, 98 read to enjoy the language while others aim JLPT preparation or

preparation for a higher level.42 read mainly “to be able to answer the questions”.

Otger Reading purpose

Able to 2%
ansm./er Improve
questions __Vocabulary
42 125
Prep for higher Level
71
JLPT Prep = Enjoy
78 ~—_ language
98
= Improve Vocabulary = Enjoy language = JLPT Prep
Prep for higher Level = Able to answer = Other

Fig. 4.14 General purpose of reading Japanese at present

However, as shown in the graph below, the actual text types read by learners are limited.
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It is evident that most frequently (every day /alternate days) read text type (in classroom or
as homework) is textbook (85 learners) and JLPT related reading comprehension (62
learners). The percentage of learners reading applied Japanese in real life, i.e. novels,

newspapers magazines is negligible. Comparatively, number of learners reading social media

85

62

Text Book

M Every day/ alternate days

Reading Variety pattern

68 64
50 50
43

35032 28 36

3 6 12 12 1515 6 18 21
0 0
- m -

JLPT Questions Novels Read News Magazine Social

paper Media/Net
M once a week once a month Never

and internet sites is more significant.

It is not certain as to what kind of activity is involved when learners say that they read
Japanese on websites. However, when investigated further on ‘Do you use a smartphone

while reading’, and for what purpose, as many as 82% read no other material but only online

dictionaries.
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Other Reading on Smartphone

9 Jap.aTe?se email
6% SocTSSne - Not using...
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Dictonaries

132
82%

m Dictonaries = Japanese Social Site

Other

Not use = email =

Fig. 4.16 Response on the type of reading on Smart phone

The above finding shows that though there are ample of newly available resources, the

learners are not utilising them.

Further, questions on certain factors were put forth that may be proposed as ‘Reasons for

difficulty in reading’. The responses to the 13 such factors are as the following:

Table 4.7 Learners’ opinion on the Reason for the Difficulty in Japanese Reading

Proposed reasons for difficulty Agree  Strongly  Total
agree agreements

1.  Unknown Kanji 78 75 153

2. Unknown Vocabulary 42 102 144

3. Unknown Grammar Pattern 18 98 116

4. Grasping long sentences with clauses 31 80 111

5.  Grasping word boundaries and meaningful chunks of | 21 103 124

words/phrases
6. Grasping scope of referents like [Z 41/ , €41/ |11 51 62

and 41/
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7. Length of the reading passage

8. Difficulty to differentiate between quotations and the

author’s opinion
9. Structure of the passage
10. Determining the writer’s perspective
11. Not having the background knowledge of the topic
12. Less interest in the content

13. Not able to find the out central idea of the Text

As per the data, a general trend is seen that the learners are mainly concerned with the micro
level understanding of the text. Micro-level understanding deals with the comprehension of
vocabulary, Kanji characters and grammar patterns. Among these 3, highest score as a factor
making a text difficult is given to ‘Unknown Kanji’ as it is ‘Strongly agreed’ by
approximately 80 learners and ‘agreed’ by 78 learners. ‘Unknown vocabulary’ and ‘unknown

grammar pattern’ are on 2" and 3" position as each of them is of concern for 71% and 68%

of learners respectively.
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Reasons for Reading Difficulty

Unknown Kanji

Not able to find the out 160 Unknown Vocabular
central idea of the Text 140 Y
120
Less interest in the content 100 Unknown Grammer Pattern
80
60
. 40 . .
Not having the background Grasping long sentences with
knowledge of the topic clauses

Grasping word boundaries
and meaningful chunks of
words/phrases

Determining the writer’s
perspective

Grasping scope of referents
like F'=4v) , T#4) etc

Length of the reading
passage

Structure of the passage

Difficulty to differentiate
between quotations and the
author’s opinion

e Strongly Agree — == Agree Total agreements

Fig. 4.17 Graphical representation of learners’ opinion on reasons for difficulty

The reasons proposed further rise to the level of sentences and connections between

sentences as well paragraphs and the flow of the text as a whole.

1. ‘Grasping word boundaries and meaningful chunks of words/phrases!®’ is seen as a

challenge by more than 100 learners (68%).

2. ‘Grasping scope of referents like [Z#1] , [#41] which is necessary to grasp the

connection between sentences is seen as the reason for difficulty only by 28%.

3. ‘Structure of the passage’ is felt as one reason for difficulty only by 48%. Whereas,

19 Japanese sentences are said to have a tendency of being very long with many interwoven clauses. Additionally, the
text runs continuously without any space between words.
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‘Difficulty to differentiate between quotations and the author’s opinion’ is seen as a reason
by as many as 78% and a closely related ‘Determining the writer’s perspective’ (in an

argumentative text) is found difficult by as many as 62%.

‘Inability to grasp the central idea of the text’ which is said to be the essential factor for

reading comprehension, is thought as the reason for difficulty by as less as 9%.

‘Not having background knowledge of the topic’ looks as a reason to as many as 56% and

‘Less interest in content’ makes the text difficult for 50% of the learners.

All the above responses can be directly related to the responses to the next question. In the
light of the difficulty faced while reading, the learners were asked about the class activities
related to reading. The difficulty in reading can be a result of the nature of class activities

conducted in classrooms.

Reading Activities in a Classroom

100
90 89
80 65 76
70
60 67
50 53
40 43\/ N o
30 = 30 = 53
20 19 = 7 9
10 14 1 - r 9 8
0 1 2
Read passages/ Read aloudin Read passages Discuss atopic Study different  Discuss the Read the Read the  Write summary
new words as the classroom silently in the related to the ways of reading topic of the passage and Passage & of the passage
homework  and translate classroom and reading like rapid passage after  solve O and X answer
solve questions passage/text reading or reading. marking subjective
individually  before reading  scanning a questions and/or
specific detail Descriptive
Questions

e Offten s Sometime Not much Never

Fig. 4.18 The current Reading Activities in a Classroom
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The responses essentially show the ‘grammar and Kanji-vocabulary oriented’ nature of

training conducted in a regular Indian classroom.

‘Read passage silently and solve the questions individually’ is the most frequent activity
with 55% of learners participating ‘Often’ and 29% participating ‘sometimes’. This fact
entails that there is no collaborative activity or give and take among the learners. The
teacher may be checking the answers after all the learners solve it individually and explain
whenever such a need is felt by the teacher or raised by a learner. The activity of silently
reading the text and answering the questions while checking does not give any opportunity
to have various views on the passage regarding the content, the answers or sharing the

background knowledge.

‘Read passage or new words as homework’ is on 2" rank with 48% involved in such activity
‘Often’ and 42% doing so ‘Sometimes’. It implies that the learners are never given a chance
to guess and predict the meaning from the context which is required in case of unseen

passage of reading or reading in real life.

‘Reading the passage and solving True/False (O and X in Japanese) questions’ is on 3™ rank
with 47% doing ‘Often’ and 36% doing it ‘Sometimes’. Unless there is a discussion on why

the statement is True/False, there is a possibility of correctness by chance.

‘Writing summary of the passage is ‘Not much’ or ‘Never’ done by 75%. ‘Discussing
various ways of reading like rapid reading / scanning a specific detail’ is done ‘Often’ by
only 17% and ‘Sometimes’ by 36%. This has direct relation with the inability to identify
the central idea of the text. The activity of writing summary captures the essence of each

paragraph and the whole text and confirms the understanding of key points.
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‘Reading the passage and answering the subjective /descriptive questions’is ‘Never’ or ‘Not
much’ done by 80% of the learners. ‘Formulation of subjective answers in exact words’
ensures correct expression and use of the language. Both these activities need to be given

more time.

Discussion on the topic of the text is mostly conducted after reading and solving questions,
which can be briefly taken in the beginning as a pre-task and facilitate a better

understanding for the learners without the prior knowledge of the topic.

The learners were also asked about their reading behaviours in general which involve a few

reading strategies.

Do you predict content while Reading

Never 5%

Fregently

Always 36%

23%

Sometimes
36%

= Fregently = Sometimes Always Never =

Fig. 4.19 Response on Predicting content while reading

When asked about their usual habit while reading, whether they predict content while
reading,approximately 72% responded positively (36% predict frequently and 36% predict
sometimes) whereas 28% respond negatively. However, the response goes against the

finding of the next question.
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Other 3%

Guess
meaning
31%

Look up
Dictonary
66%

m Look up Dictonary = Guess meaning Other

Fig. 4.20 Response on action on difficult words

When asked about what they do when they ‘come across an unknown word’, 66% of learners
say that they stop and look up in a dictionary. 31% would guess meaning from the context.
Keeping in view the future application of reading skills in various professions, where learners
may not be preferred to or have time to refer to any dictionary, such a training of prediction
and inference needs to be incorporated in the classrooms if it is not spontaneously done so

by learners.

36% ‘Always’ and 36% ‘Frequently’ guess the content while reading. However, the learners
may be guessing the content up to certain extent only through the Kanji and vocabulary. It
is also evident from the response to the next question.

Paying Attention to word to guess
structure/flow of the content ahead

Yes

30%
Not
Answered .
48% '
No

22%

= Yes = No Not Answered

Fig. 4.21 Paying attention to particular words to guess content
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Against the question ‘Do you pay attention to any particular types of words to guess the
structure/ flow of the content written ahead?’ 48% have not responded at all and only 30%

responded positively, whereas 22% have said they do not pay attention to any particular word.

Further, in the positive responses, the variety of the linguistic clues used by the learners are
minimal. Out of 163 respondents, only 27 could name 1 or 2 such clues, which perhaps they

have heard about or discovered on their own. The following are some examples.

e ‘If the same word is used many times, then it gives me a hint... but for N2 above reading

passages it’s difficult’(finding a keyword)

® ‘Yes, while reading I pay close attention to the starting word of paragraph. And also kore,

sore ,are, shikashi etc.” (Conjunctions ; demonstrative used as referent)

® yes, for e.g., expressions like B9 % (Z1%, f7& F£ L TIE, etc. are used by the author

to attract attention of the reader to the crux of the passage (Finding central idea of the

text)

e Tt that means something contradictory is coming ahead.( (Conjunction used as a hint)

e To the tense of the verb (To guess the chronological order within the sentences of a

story/passage)

e Other responses predominantly cover ‘Kanji’ as a clue to support some guess regarding

content and a few ‘grammar patterns’ for guessing the content that follows.
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4.4.2 Cross-checking Survey Findings with the Findings of the Diagnostic Test
It was found necessary to check the actual performance of the learners against the beliefs
seen in the survey. A reading test for approximately 40 learners was conducted. The
comparison between the learners’ perception of difficulty in reading and the actual reading

test performance is carried out. The learners were used to solving and scored better in:

1. Understanding the connections between sentences through referents

2. Sentences with complex grammar forms of passive and causative

On the other hand, the learners were found weaker in certain areas which were perceived by

them as the reasons for difficulty in reading:

1. Differentiate between the writer's perspective, someone else's opinion and statements of

facts.

2. Understand the main structure of the sentence when it has long clauses (modifying nouns

of the sentence)

However, the learners did not perceive the following factors as reasons for difficulty but have

scored less in questions dealing with them.

1. Prediction of content based on conjunctions

2. Getting the central idea of the text (Precision in noting the topic and purpose of a formal

mail)

The survey conducted before the test showed that the learners are preoccupied with bottom-

up style of reading and want to able to decode every Kanji and grammar pattern. While they
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were aware of their inability in some areas, the test results show factors which they have not
been identified as weak areas and are in fact necessary for understanding of the text as a

whole.

4.4.3 Findings of the Pilot Study
The study of the Training in Reading and Learning Strategies was conducted based on the

following observations in the pilot study:

1. Amongst the identified strategies, the learners seemed to be weaker in certain referents,
conjunctions, getting the central idea of the text and differentiating between the author’s

opinion and someone else's opinion /facts.

2. There was very less exposure to skills training such as scanning and skimming, inference

and predicting the content based on linguistic clues.

3. Grammatical understanding was decent, though not sufficient as far as complex noun

clauses and causative and passive sentences are concerned.

4. The materials needed to be supplemented with customized/ newly created materials

particularly briefing on classification of conjunctions and sentence endings.

4.4.4 Quantitative Data collected during the Training in Reading
Quantitative and qualitative data was collected during the training programme to achieve the
5th objective of the study namely ‘To test the effectiveness of the Programme in Japanese
reading strategies’. As stated in the chapter on research methodology(3.6.3), in order to
specify the term ‘effectiveness’ of the programme, 2 hypotheses were the experimentation as

the following :

183



1. There will be a progress in performance of the learners (reading strategies and skills)

after the special training in reading strategies is imparted for a certain period.

2. Learners will be able to ‘center’ their learning, ‘arrange and plan’ their own reading task

and learning.

To test the above hypotheses, the quantitative data were collected. The time taken by the
participants to solve the paper was measured. The pre-test and post-test were similar in types
of questions and the amount of writing. The pre-test was completed in 35 minutes on an

average whereas the post-test was completed in 30 minutes.

The pre-test and post-test scores of the reading strategies training are given in detail in
annexure. The pre-test and post-test scores are compared per question and are represented in

graphs below.

Ql

1.2

08 & A h k\“_\‘)"( »
0.6

0.4 Post-test
0.2

e=@==Pre-test

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18

Fig. 4.22 Q1. Understanding of causative and passive forms

The first question checks understanding of causative and passive forms, where the meaning
of the sentence largely differs if the subject and (indirect) object of the verb are not
understood correctly. We can see that there is no specific trend in the scores. This particular

aspect of reading, i.e. understanding of previously known grammar was not focused on in
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the present training because it contributes to the bottom-up strategies which are already
prevalent. Therefore, some have shown progress or no change, whereas a few have shown

decline in score.

Q2
1.2
1
0.8
0.6 e=@==Pre-test
0.4 e=@==Post-test
0.2

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18

Fig. 4.23 Q2. Understanding the structure of the sentence with long modifying clauses

The learners were asked to pinpoint the scope of the modifying clauses, and identify the
subject. 7 Participants show clear progress, 3 have maintained their good performance.
However, 1.6,9,16and 18 do not show any progress. Particularly participants 6 and 16 have
been studying Japanese for longer years and hence it is a matter of more concern that they

were not able to implement the strategies taught during the session.

Q3
1.2
1
0.8
0.6 =—@=—pre-test
0.4 ==@==post-test
0.2

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18

Fig. 4.24 Q3. Identification of the subject, predicate from the complex structure and
Understanding the sentence as a whole
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The answer to the third question needed understanding of the complex structure of the
sentence by decoding the noun clause. The learners are not accustomed to this type of
question that ask to identify the basic structure of that Japanese sentence. After the intensive
training programme, 5 learners have shown clear progress in the performance, whereas there
is no change for 5 and a decline in remaining 8 learners. When probed further through
interaction with learners after the session, it was found that “though sometimes learners could
decode the sentence, the options given as answers to mark correct or wrong were still difficult
to decode or were confusing”. This phenomenon highlights the need to focus on more
practice of decoding and rephrasing the same content. More importantly, it also signifies that
though most of the classes have been grammar and Kanji-vocabulary oriented classes, the
basic few structures are not identified by the learners as they focus on various ‘sentence
patterns’, which are necessary for JLPT preparation. Hence while facing new text, they are
distracted by extra information given in complex sentences which is a characteristic of a

Japanese text.

Q4

1.2

1
0.8
0.6 A e e=@==Pre-test
0.4 Post-test
0.2

0

7 8 9 10 11 12 13 14 15 16 17 18

Fig. 4.25 Q4. Understanding the connections between sentences through referents

The referents/ demonstrative pronouns in Japanese like Z 4L, <41, &%l many times

appear within/ before and sometimes even after the sentence containing the referred content.
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Correct understanding of these connections are important in inter-sentence relation. 8
learners seem not to perform better in post-test than the pre-test, and signifies the need of
such practice as one time inputs will not bring much improvement. 7 learners have shown
clear progress, however, there is no change for almost 5 learners and 6 learners show decline
in performance. It is very important to know that in this case too, the type of exercise is not

new to the learners, as it is frequently asked question in JLPT which most of the learners

appear for.

Q5

=@ Pre-test
\—o—/_\—o o

2 3 4 5 6 7 8 9 1011 12 13 14 15 16 17 18

1.5

Fig. 4.25 Q5. Identifying the difference between the fact and the writer's opinion

The learners were trained to take linguistic clues like the sentence endings and differentiate
between facts and the writer's opinion as well as someone else’s opinion. The performance
in this area is highly satisfactory as many learners show a definite progress. 4 have scored
full marks in pre-test as well as post-test, so there is no scope of growth in marks. Only 1

learner shows stagnation at the same level.

This shows that the inputs particularly on this reading strategy are enough to change the

performance and may not need long-term practice.
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Q6

1.5
1
«=@==Pre-test
0.5 ==@==Post-test
0

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18

Fig. 4.26 Q6. Predicting latter half of the sentence with the help of Conjunctions

Correct understanding of these connections through conjugations are important in knowing
the contrasts, changes in meaning, flow and structure of the passage. Although such an
exercise was not familiar to learners, they responded with a very positive approach. However,
4 learners seem unable to recollect the conjunctions and their respective functions and as a
result, unable to use the strategy. The conjunctions are usually taught in a JFL classroom as
and when they appear in a text. Though the learners know the meaning, they are not trained
to classify and organise the available conjugations as per their function (from a pragmatic

viewpoint).

Q7

e=@==Pre-test

=@ Post-test
12 3 45 6 7 8 9 1011 12 13 14 15 16 17 18
Fig. 4.27 Q7. Identifying the central idea of each paragraph and flow of the text
The focus of the present study lied on training in global strategies, of which question 7 can

be called the essence. The question dealt with “Checking the understanding at MACRO level.
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Identifying the central idea of each paragraph and flow of the text”. The learners showed a
keen interest in the above part of training and have performed beyond the expected outcome.
It shows that they are receptive to the techniques and global strategies which help them to

comprehend the text as a whole.

The overall growth in reading skill could be measured and can be verified by the following

statistical data and graph.

Overall

1.2

Y

y A 2\ A

0.6 - =—@—Pre-test
0.4 \\J Post-test
0.2

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18

Fig. 4.28 Overall Change in the score: Pre-test vs. Post test

Although the strategy training in reading was a very short-term intensive training in 2 days,
in most of the learners, the average post-test scores are higher compared to the average pre-

test scores (exception of L11 and 15).

Table 4.8 Overall Performance t-Test: Paired Two Sample for Means

Overall performance

t-Test: Paired Two Sample for Means

Variable 1 Variable 2
Mean 0.530820106 0.717725
Variance 0.04563857 0.022889
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Observations
Pearson Correlation

Hypothesized  Mean
Difference

Df

t Stat

P(T<=t) one-tail
t Critical one-tail
P(T<=t) two-tail

t Critical two-tail

18 18
0.435332908

0

17

-3.94580742
0.000521387
1.739606726
0.001042773

2.109815578

Hypothesized Mean difference '0' implies that there is no difference in scores due to training

p-value is less than 0.05 hence the null hypothesis of zero difference can be rejected. The

post-test scores are considerably better than pre-test scores.

Based on the above statistical analysis, the hypothesis of the experiment can be said to be

proved. It can be said from the improved performance of the learners that the training was a

successful effort to train learners in local and global reading strategies

Observations made during the training:

After conducting the intensive training with a pretest-training-posttest model, it was

concluded that the learners:

1. Showed progress in identifying the scope of referents.

2. Showed considerable progress in grasping the conjunctions and using them as hints to

predict the contents in the following text.
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3. Performed better in recognizing the structure and flow of the text units.

4. Showed considerable progress in identifying the difference in the author’s opinion and

facts with the help of expressions at the end of the sentences.

However, the learners

1. Had a problem in understanding when the basic sentence structure was intertwined with

long noun clauses (which is peculiar to Japanese)

2. Were not aware of and hence need more practice in “Top-down” model of reading

3. Were not still able to state the gist/summary of the text

4. Had a problem to some degree in determine the writer's perspective, particularly in an

argumentative text

4.4.5 Qualitative Data Collected after the training
The intensive training programme focused on the following learning strategies related with

Reading:

1. Training in reading skills and strategies (Direct strategies)

2. prediction and inference (compensation strategies)

3. planning and centering one’s reading(meta-cognitive)

4. pair/group work (Social strategy): think, pair and share while solving the questions on

reading comprehension
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To orient the learners for review of the sessions, they were asked to reflect upon what they
learned new and whether it was useful. Qualitative data was collected through interactions with
the learners. The responses received from learners can be seen as a reflection of how they have

perceived the training and what they have retained as significant inputs.

The responses relevant for the evaluation of the training in targeted strategies are as the

following.

Reflections of LL13:

e “Tlearnt about the points to concentrate on in a dokkai; depending on type of a dokkai. i.e.
if it's a news or any analysis etc.” (meta-cognitive: planning and centering)

¢ ] am comfortable while doing dokkais is Answering small (about details) questions. (meta-
cognitive: evaluation of oneself being used to bottom-up model of reading)

¢ [ find the following tasks difficult (meta-cognitive: evaluation of one’s weak areas):

1. Selecting one appropriate answer when there are 2 confusing options.

2. Understanding meaning of a sentence/s in a dokkai (or in options) sometimes when

there are contradictory statements or confusing sentence pattern.

3. Getting meaning of a sentence where one or more Kanjis are not known (evaluating

oneself as weak in the newly introduced strategy of inference).

4. Speedy reading

Reflections L11:
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e The most difficult part was to locate the key sentence and including only the required

information in the summary. (meta-cognitive: evaluating oneself as weak in the newly

introduced strategy of inference)

¢ [ had forgotten to read the title at first which caused some difficulties to me while reading.

But then when I read the same passage after reading title and vocabulary first, it was

comparatively easier to mark maru and batsu (correct and wrong) in the questions.

( retaining the inputs of top-down strategy)

Reflections L4:

¢ [ have learned following important points for understanding the texts and I try to focus on

them. (meta-cognitive: planning and centering, retention of inputs)

1.

Read heading and try to understand it. (top-down model of reading)

Read new words (glossary) (top-down model of reading)

Try to understand the structure of paragraph. (top-down model of reading)
Find out the key sentence and concept of the paragraph. (skimming)
Finding answers of "WH' questions is important.(skimming)

I need to work more on summary writing esp. on finding keywords. (meta-cognitive:

evaluating, planning and centring)

Reflections L6:

e Reading strategy is an unconventional theme and your explanation and carefully selected

material definitely gave us a better insight into 'dealing' with Dokkai. (direct strategies ,

meta-cognitive: planning the strategy to ‘deal with’ a passage )
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e Thank you for the interesting session. Looking forward to more sessions with you and this

group. (social strategy: peer learning)

Reflections of L10:

® Your dokkai session was very helpful. In fact, it acted as a trigger for my N2 dokkai study,
I am planning to use these strategies in further studies. (direct strategies ,meta-cognitive:
evaluating, planning and centering)

e Me and ... san (L11) attended your session and started studying dokkai together the day
your session got over!! (social strategy: peer learning)

¢  Would be interested in attending such a session.

Reflections of L16:

® Please take such session at regular intervals. They are really helpful.

Reflections of L17:

e This training helped a lot in solving dokkai in JLPT exam and I cleared N2. Thank you so
much for that training. I would like to attend the next one as well. (direct strategies , meta-
cognitive: evaluating, planning and centering)

e Though I have not appeared for JLPT this time, I am finding these strategies useful while
reading and teaching in class too. (direct strategies, meta-cognitive: evaluating, planning

and centering)
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4.4.6 Feedback on the Training Programme
Apart from this, a feedback form was filled up by the learners. The response to the question
‘1 - How do you rate the 2-day session in meeting objective from O to 5 with 5 being the

highest’ was as the following:

Table 4.9 Overall learners feedback on training programme

Learner  Feedback Score Learner  Feedback Score
L-1 5 L-10

L-2 4 L-11 5

L-3 5 L-12 5

L-4 5 L-13 5

L-5 5 L-14 5

L-6 5 L-15 5

L-7 5 L-16 5

L-8 4 L-17 4

L-9 5 L-18 4

Average rating of the training: 4.7
There were various answers to the question ‘what part of session you find most useful’, as the

following:

Table 4.10 Feedback on ‘the part of the session that was useful’

2-what part of session do you find most useful?

L-1 The hints of passage structure(types)

L-2 Knowing 20 reading strategies and learning selected ones

L-3 All the parts very interesting and beneficial

L4 Emphasis on what the author is trying to convey.

By breaking the Java/story in Bits
L-5 Got to know 20 reading strategies
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L-6 All sessions were quite effective and useful

L-7 Scanning  of  paragraph  division  of  sentences
how to understand the opinion of author and facts

L-8 Dokkai solve

L-9 The strategies that were thought along with the exercises taken

in the class

L-10 Techniques of solving

L-11 Tests

L-12 Fast reading of Dokkai and Methods to understand it

L-13 Summarising Dokkai

L-14 All parts of session are very interesting

L-15 scan, summary of passage, usage of connectors

L-16 strategies to read the dokkai with an intention to understand the
gist

L-17 BOITUYLIVUYUIRRATUS LeDERNE I HRD

% C ¥ (determining the author’s opinion with the help of
expressions at sentence ending)
L-18 13 42 <" & (skeleton/ structure), almost all

L-19 Solving techniques

The response to the 3™ question shows the focus with which learners participated in the

training.

e The learning for 8 leaners has been more of global strategies and various reading skills like
scanning, skimming and so on.

® 3 learners have perceived local strategies as most useful strategies and may even retain
them. This may be called the effect of analytical learning which a typical Indian learner is
accustomed in general during education.

e | learner appreciates that the strategies were taught along with the relevant exercises.
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® 3 learners out of 19 have found the training effective because it taught them the techniques
to solve the test. This shows the influence of examinations on Indian JFL learners and their
orientation to attend the strategy training programme, almost 1/5th of the learners viewed

it as a programme giving paper solving techniques.

Responses to the 4" question: ‘what improvement you would recommend for a better session’

Table 4.11 Suggestions for improvement

Learner Response

L1 Variety of passage(to notice passage structure Types)

L2 I would like to practice 'rapid reading skill'

L3 The level can be lowered so that the main intention of session is

fulfilled of the level is high then, we tend to concentrate more on

Kanji's vocal instead of the reading techniques

L4 Customized session for N1 and Jetro exams

L5 More informative and group activity

L6 Nil

L7 It’s very good experience. It will be very useful for me.

If possible please arrange it again for long duration e.g.1 or 2 months

(Saturday and Sunday)
LS8 little more JLPT exams related lecture
L9 JLPT related exams reading strategy
LI10 It should be for more days
L1l Nil
Li2 No suggestion But only request please continue these sessions. I

would like to solve more Dokkai's

Li3 A test with a short as well as long passage together
on a 2nd day of the session would enable to apply things learnt on the
first day

Li4 This session should be for 3 or 4 days if possible
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LI15 As such session is good expecting more session on various topics
Li6 Rather than taking such session in 2 days, if the no. of days were

more, it wouldn't be heavy

L7 DLBEZLUPLELH TS 500
LI8 No, suggestion as such keep long-term session for more betterment

Similar to the response to the earlier question, 4 learners have shown interest in more JLPT
oriented training. 3 learners have expressed their preference for a lower level of difficulty
(choice of materials in terms of vocabulary and Kanji proficiency). Whereas, 8 learners have
expressed the need for more such sessions and more practice. They also suggest to have such

training at regular intervals.

When asked for suggestions/feedback, 10 out of 18 learners have asked for more such
sessions and at regular intervals. 2 learners have suggested to have strategy training for
listening and conversation. 1 learner wants to know whether such a strategy training can be

designed for Business Japanese test (BJT) and corporate groups.

After conducting the intensive training with a pretest-training-posttest model, a certain
amount of improvement was seen in the performance of the learners. Therefore it is proved
that the developed product is effective. However it was concluded that the learners were still
weak in certain skills and strategies. Though the intensive training had given them a new
outlook towards reading, it was evidently not enough for the actual use of strategies. It
requires more practice and focus on the techniques introduced in the intensive training.
Similarly, the training in looking at one’s own learning objectively needs to be conducted

and such opportunities need to be provided at regular intervals.
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4.4.7 Conclusion of Findings and Analysis
A training programme in Japanese reading was developed as per the Learners’ needs and its
effectiveness was proven through the quantitative and qualitative data. The fourth and the
fifth objective, i.e. “To develop a programme for training in ‘Japanese Reading and the
Learning Strategies’ and ‘To test the effectiveness of the programme in ‘Japanese Reading
and the Learning strategies’ were achieved successfully. Moreover, the attempt to implement
the principles of Autonomy through the use of direct and social strategies was proved to be

successful on the basis of the qualitative data.

The learners positively participated in the small group tasks. The learners’ perception of the
difficulty in reading was found to be a result of continued focus on Bottom-Up strategies.
When given inputs and training in Top-Down strategies, they showed mixed results. They
have shown better performance in strategies related to linguistic clues, however identifying
the structure of a complex sentence, finding a key sentence, summarizing remain to be the
difficult areas. The Top-Down strategies need a long term training and incorporation in

regular courses.

4.5 Summary

The present chapter has given a detail account of findings and observations of the present

study in all 3 stages of the research.
e Beliefs and readiness survey for Autonomous Learning

e Productdevelopment and testing of the long-term training of Japanese conversation and the

learning strategies
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e Product development and testing of the short-term training of Japanese reading and the

learning strategies

The following is observed and found through the quantitative and qualitative data that was collected

through various research methods.

1. The JFL learners wish to get independent as they progress in their studies, however are not
aware of the steps necessary for self-directed learning. Secondly, they are in a very strong
grip of old beliefs about teaching-learning and a teacher-centric classroom. They are
apprehensive about making mistakes in front of the whole class, however are in favour of
small group tasks and peer feedback.

2. Along-term training programme in ‘Japanese Conversation and the Learning Strategies’ was
developed as per the Learners’ needs and targeted the weak areas of the learners identified in
the pre-test.

3. The product developed i.e. ‘Japanese Conversation and the Learning Strategies’ proved to be
effective. The learners positively participated in the small group tasks. When trained, they
showed comprehensiveness and depth in peer-feedback as well as self-evaluation.

4. The intensive training programme in ‘Japanese Reading and the Learning Strategies’ was
developed as per the Learners’ needs and targeted the weak areas of the learners identified in
the pre-test.

5. The product developed i.e. ‘Japanese Reading and the Learning Strategies’ proved to be
effective. The learners’ perception of the difficulty in reading is a result of continued focus
on Bottom-Up strategies. When given inputs and training in Top-Down strategies, they
showed mixed results. They have shown better performance in strategies related to linguistic

clues, however identifying the structure of a complex sentence, finding a key sentence,
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summarizing remain to be the difficult areas. The Top-Down strategies need a long term
training and incorporation in regular courses.
The attempt to implement the principles of Autonomy through the use of direct, social and

meta-cognitive strategies was proved to be successful on the basis of the qualitative data.

In this way, all the objectives of the study set in the beginning were achieved. Though there
is a scope for improvement in the two products developed, the study has successfully
attempted to find a feasible training programme of strategies and to suggest a direction for

further research.
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Chapter V Conclusion

5.1 Introduction

The present study was an exploratory study in the field of Japanese language education in India.
It was the first ever experimentation of training in Learning Strategies and skill specific strategies
for Japanese language learners.

As specified in the first chapter of the present thesis, the following objectives were set for the

present study.

1. To investigate the JFL learners’ beliefs about and readiness for autonomous learning
2. To develop a programme for training in ‘Japanese conversation and learning strategies’

3. To test the effectiveness of the programme in ‘Japanese conversation and learning

strategies’
4. To develop a programme for training in ‘Japanese reading and learning strategies’
5. To test the effectiveness of the programme in ‘Japanese reading and learning strategies’

The study was conducted in the following sequence for both the skills; conversation and reading.

Points 1,2 and 3 specify the stage of research and respective products for each component.

1. Survey of needs and beliefs: Development of the survey instrument, data collection and

analysis

2. Product development based on data: Training programme (syllabus + teaching

materials+ teaching method + test) , pilot study, improvisation

3. Experimentation of the training programme, Data collection, and analysis
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From the findings presented and analysis conducted in the fourth chapter, all the objectives can
be said to be achieved. This chapter further elaborates on the outcome of the study, i.e. the

‘Framework for Strategy Training” and also gives suggestions for further research.
5.2 Outcome of the Study: A Framework for Strategy Training

Both the training programmes involved in the present study were an outcome in terms of
products answering the needs of JFL learners in conversation and reading respectively. Both
the models were experimented with a pre-test - treatment - post-test model. The following
points were considered while concluding on the basis of data collected and analysed during the

study.

The Training Programme in Japanese Conversation and Learning Strategies experimented the
product of a long-term strategy training on 13 learners for 12 weeks. The study required assured
the attendance of the participants. Therefore, participants only from Pune were selected by
purposive sampling. The proposed framework of the training needs to be experimented for a
larger and a more heterogeneous group. The Training Programme in Japanese Conversation
and Learning Strategies experimented the product of a short-term intensive strategy training.
The training was conducted over a weekend for 10 hours in total. 18 participants from Pune
and Mumbai participated in the training. The proposed framework for the intensive training in
reading also needs an experiment for a larger and a more heterogeneous group. Secondly, since
the findings and the learners’ feedback assert the need for a long-term training with more

practice, such experimentation should also be undertaken.

The findings and the overall process of incorporating the findings in the next step of the product

development are represented in two diagrams for respective training programmes as further.
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Fig. 5.1 The Training in Japanese Conversation and Learning Strategies

-----------------------------------------------------------------------------------------------------------------------------

Findings of the Initial Survey of beliefs about and readiness for Autonomy: Learners
open to peer learning, and ready for self-monitoring and self-evaluation
Findings of survey on Needs, beliefs and Background regarding Japanese Conversation: %
Training in conversation skills and strategies highly needed :there has been no opportunity for i
conversation practice in regular classrooms
Learners more willing to work in small groups, and practice than in front of the class
: Learners consider communication more important than native-like pronunciation/ grammar
{  Findings of Pilot study: 1)Self-review forms need a guideline 2)Comics and teaching materials are :
effective, but need a better sequencing 3)Both; peer and self-review need to be recorded
4)Assessment needs a Rubric 5) Goals and assessment criteria should be shared with the students i
Weak areas identified in the Pre-test: Learners cannot use:
1.Proper intonation  2.Set expressions 3. Suitable discourse for specific language functions
4.Complete absence of Honorific Language
Final Product of Training in Conversation and learning strategies
e  Shared goals with learners, each session wrapped with discussion on the day’s learning and ‘3
wrappers’
e Focus on weak areas: Separate sessions on set expressions, honorific language and Intonation.
Awareness built for discourse. Review forms included all the above factors to remind learners
of assessment criteria and make reviews more comprehensive.
e Designed concrete self-review forms with specific questions, marking and open comments.
e Improvised assessment: development of a rubric, shared with students as a part of self-review
form.
e Improvised variety and sequence of available materials, supplementary hand-outs created
: @ Peer learning facilitated in Small groups H
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Fig. 5.2 The Training in Japanese Reading and Learning Strategies

Findings of the Initial Survey of beliefs about and readiness for Autonomy: Learners

open to peer learning, and ready for self-monitoring and self-evaluation

.
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Findings of survey on Needs, Background, beliefs about Japanese Reading: kS

The learners want to use Japanese for career, find reading difficult and mostly want to be able

to read business communication, secondly newspapers and novels

Findings of Pilot study: Learners are weak in 1.referents, conjunctions, getting the central idea of

the text and differentiating between the author’s opinion and someone else's opinion /facts 2.have

very less exposure to skills training such as scanning and skimming, inference and predicting
3.The materials needed to be supplemented with own materials suited to the needs.

Weak areas identified in the Pre-test in addition to pilot study findings: Learners are weak in overall

strategic reading. 1. They are unaware of techniques of Prediction, rising to the level of whole text

through interrelations between sentences and paragraphs, thereby leading to top-down strategies.

They cannot 2.catch the gist of the text and grasp the structure of text, 3.determine the writer’s

perspective and 4.understand the structure of sentence with long noun clauses
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e However, read mainly for preparation of examination/ improvement in vocabulary and the
mostly read text types are textbooks and test papers
®  They are preoccupied with smaller units of language such as unknown Kanji, Vocabulary and
Grammar patterns, thereby leading solely to bottom-up strategies
e  Current class activities are not answering the learners’ needs
e Technology is not being used strategically to improve learning, but only to refer dictionaries
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Final Product of Intensive Training in Reading and learning strategies: Application of all findings

No new kanji/grammar introduced, complete focus on reading skills and strategies

Focused treatment for weak areas: materials and practice for Identifying the basic structure of
the sentence, Decoding the long noun clauses, defining scope of referents, prediction based on
conjunctions, judging the writer’s perspective and differentiating that with quotes, Identifying
key sentence in each paragraph, identifying the structure of the text, summarising the whole text.
Pre-test and post-test contents refined, Supplementary materials developed

Peer learning facilitated in Small groups, strategy-awareness including better usage of internet
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5.3 Towards Building a theory through Qualitative data and Observations

The outcome of the present study; as explained in the earlier section, was the ‘Framework for
Strategy Training’ for two language skills, conversation and reading. The quantitative data
helped in establishing a model and proving the hypotheses of experiments, whereas the
qualitative data facilitated some insights into the needs, beliefs, and readiness of JFL learners,
as well as their response to the changed approach of teaching-learning. It also gave an
opportunity to observe and record the change in JFL classroom dynamics. The present study
can be seen as a step towards the long-term objective of Autonomy; i.e., to establish that
‘learning strategies may motivate and equip learners to handle tasks independently and

interdependently instead of relying entirely on teachers’.

The findings of and the observations made during the study will help from the viewpoint of

implementing strategies and principles of peer learning and autonomy in a JFL classroom.

At the outset, it was found in the initial survey that the learners are open to accommodate the
principles of autonomy. If given an opportunity, the learners do not want to depend solely on
teachers and are ready to explore various ways of learning. During the trainings, it was found
that they are comfortable with and make a positive use of small-group work. Co-operative
learning can be said to imbibe the spirit of interdependence, which is an essential step towards
independence and Autonomous Learning. Peers create opportunities for conversation in pairs
and groups. Peer-review gives leverage to look at one’s own performance more objectively. It
can be identified as ‘scaffolding’ for learning the skill of self-evaluation. In case of pair and
group work for reading tasks, discussion about the reading comprehension and sharing the
thinking process behind arriving at a particular answer bring an important technique to look at
the same text from a different angle.
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Secondly, if made aware, the learners make positive use of language skill specific strategies
including compensation strategies in both, conversation and reading. If trained, they also use
global strategies successfully instead of solely depending on decoding each and every unit of
text for comprehension. The Top-Down model of reading and global strategies give them a

technique to approach any new text and thereby boost their confidence

At present, the learners are not trained on meta-level, i.e., planning, monitoring and evaluating
their own learning. However, they respond and perform very well when trained. The learners
need training in identifying their own strengths and weaknesses, and the standardized
course/homework designed for a general purpose should be supplemented by the learners’ self-

directed learning which is the objective of autonomous learning.

The conclusion of the study can be stated from the viewpoint of implementation of autonomy
principles. In terms of implementing Autonomy as per the Levels of Implementation (Nunan,
1997), it can be said that JFL learners are ready for and seem to participate positively at level
1) Awareness and 2) Involvement. They may further be able to adapt themselves to undertake
tasks for achieving further levels (Intervention, Creation, and Transcendence) steadily under

guidance.

Learners are not aware of Direct and Indirect Learning Strategies (experimented only for

Speaking and Reading in this study).

The developed framework has taken into consideration the findings at all levels of product
development and puts forward as suggestion for developing a framework for training in other

skills.
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5.4 Suggestions from the Viewpoint of Strategy Training

Direct strategies related to language skills can be taught (compensation and cognitive were
more focused on in the present study than memory strategies). There is a recognizable amount
of improvement in the performance of the learners after strategy training. The direct strategies
give learners a sense of achievement and confidence as they are of immediate help while
dealing with language tasks. The learners themselves observe the immediate change in their
performance after strategy training. In case of conversation, they observe an improvement in
fluency during conversation and naturalness of their expressions, eventually giving a boost to
their confidence. Whereas in case of reading strategies, learners have a greater sense of
achievement as the training speeds up their reading, and can be immediately used in language
tasks. As a natural result, it gives them a new perspective to look at reading various texts. All

these factors also support them in examinations which have been their focus for a long time.

Both, the Direct and Indirect Learning Strategies are very new to Indian JFL learners, and hence
they need to be addressed more extensively. In long-term training, the learners can learn as well
as apply the targeted skills and strategies in practice sessions. Instead of short-term intensive

training, if trained for a long-term, the results will be sustainable.

Indirect strategies such as social and meta-cognitive strategies can also be taught. Many times
they are perceived to be an innate capacity which is either present or absent in an individual.
However, it may not be necessarily so. The present study proved to be a successful attempt to
establish that if the learners are made aware of and given sufficient training and opportunities
to exercise them, it is also an attainable skill. We can say that the learners can be guided, and
self-evaluation technique can be taught in a classroom which can be developed to a certain
level.
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Explicit training in strategies is effective and shows considerable progress in performance. It

can be said that skill specific strategies (reading/conversation/writing and listening), and even

indirect learning strategies need a long-term practice. One time training is not sufficient.

Comparatively, indirect strategies are more difficult to be internalized in a short time, and the

success also depends on the individual learners’ capacity. However, irrespective of the degree

of their usage, the raised awareness level may help the learners to have a clearer perception

of their problems and more importantly, to identify the ways of active learning that suit them.

1.

5.4.1 Recommendations for Strategy Training in Foreign Language Classrooms
Before designing a strategy training course, the needs of the learners should be
investigated in detail. The training models developed in the present study may not be

applicable for all types of learners as they have varied needs.

Secondly, it is important to cross check through a diagnostic test whether they rightly

perceive their problems or there is an error in their perception.

Thirdly, the strategy training models can be developed in long-term or short-term,
inclusive or exclusive manner. However, as explained before, the present study showed
that a long-term model is effective. Exclusive training is recommended in order to

build awareness among learners and make the strategy use their conscious choice.

The strategy training model should not be merely an explanation of theory but should
begin with hands-on experience of its use in various language tasks. It should
incorporate a sufficient amount of practice so that learners readily use newly learnt
strategies and see the difference in their own performance. The materials can involve

both, handouts on simple queues for strategies and practice sheets.
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In order to make the effect of the strategy use not only ‘felt’ by learners but also
validated, self-reviews of learners play a significant role. Questions to initiate such
thinking should be prompted during the course. Open discussions and brainstorming
may significantly change the receptivity of learners. It makes the training explicit but
has the advantage of transferability to language tasks beyond the classroom and in

real life situations.

There is an excellent potential in the strategy training programme if it is conducted in a
‘remedial class’. Learners weak in certain skills can be assisted through training that

addresses specific needs.

Basic awareness programme on Language Learning Strategies can be introduced at
basic level class. Intermediate and advanced learners can be provided with guidance

and practice for higher skills and strategies.

A working model of strategy training for all four skills should be designed which can
be accommodated in Japanese language schools. The training of direct strategies for
specific language skills can be conducted as an intensive short-term training, and the

practice sessions should be at regular intervals.

Activities facilitating self-monitoring and self-evaluation should not be limited to
strategy training but be incorporated in regular courses. A long-term indirect strategy

training can be very effective if conducted as a part of a regular course.
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5.5 Suggestions for Improving Japanese Language Teaching-Learning

Processes

The surveys, tests and class performance revealed some classroom dynamics and a few problem
areas (other than lack of strategy training), which can be addressed in Japanese language

courses.

From the beliefs survey and the needs survey conducted during before both the training
programmes, it can be said that the JFL learners have been more focused on ‘Language
knowledge’ and not ‘Language Usage/Performance’. The perception and understanding of the
learners regarding the difficulties in learning/ language tasks is limited and in almost all cases
dependent on biases or external information. E.g., learners attribute the difficulty in reading to
commonly emphasised factors such as unknown kanji characters or unknown vocabulary which
can be classified as “language knowledge”. At the same time, they acknowledge the importance
of ‘Language Usage’, but are not aware of the variety of means to achieve proficiency in it.
The present focus of ‘Language Knowledge’ is a result of their learning experience till date and
also the high importance attached to the certification examinations which are implemented in
a specific format. Consequently, learners are relatively more aware and inclined to use memory
strategies. The memory strategies too are not expanded for all the four language skills /the

learning as a whole but are specific areas in language knowledge like Kanji/vocabulary.

The data collected by peer-feedback sheets and self-review sheets during Conversation
Training reveals that learners were more focused on newly learnt vocabulary and expressions
because many new expressions were introduced from the functional (pragmatic) point of view.

Here, a note should be taken that such feedback occurred because no new grammar was
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introduced. Since the vocabulary and the expressions needed no grammatical explanation, the
learners could focus on the functional aspect of language. This calls for more attention to

the orientation of teaching content and class activities in regular courses.

When the learners are not compelled to speak in Japanese but are encouraged to do so in groups
through interesting materials and activities, they initially rely on their common language other
than Japanese and later, with some individual variations, they change over to Japanese as a
medium of discussion. It gradually transits from short Japanese expressions and small phrases
to whole sentences. The same phenomenon reflected in the self-review forms of later sessions
which contain more Japanese comments than English even though the teacher had not

instructed to do so.

The readiness for group work/ peer learning can be systematically used as an effective learning
strategy and a means to sustain communication with feedback which is otherwise lacking in a
large numbered class. Peer feedback was accepted openly and served as a significant
contributor to self-evaluation. It can be further encouraged for developing the meta-cognitive

ability of self-evaluation. It will help the learners become less dependent on teachers.

Though not experienced earlier, with some assistance from the teacher, the learners could
manage to conduct self-evaluation. Learners have on their own compared their own
performance in the current session with the earlier sessions. Self-evaluation activity served as
a step towards the habit of self-monitoring during the performance. Though the learners’ self-
assessment (marking) was not same as the assessment done by the teacher evaluators, the
activity holds value in terms of building awareness among learners on the evaluation criteria,

and it can be improved with training.
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5.6 Connecting with Earlier Research and the Possibilities for Further

Research

5.6.1 Connecting with the Earlier Research

As described in the second chapter of Literature Review, there are many studies which report
the benefits of providing students with opportunities to give feedback to, and receive it from,
their fellow students. Particularly, the present study corresponds with the studies( E.g. Liu
and Carless,2006 and Kurt and Atay,2007) stating that peer feedback helps learners to take
an active role in managing their learning and that it can be quicker and more accessible
sometimes than the feedback provided by a tutor. The present study also asserts their finding
that learners experience significantly less anxiety in small groups/pairs while undertaking

language tasks.

Further, it is noted in several studies that there is a difficulty in having students self-assess.
The scores were not accurate. Orsmond, Merry, and Reiling (1997) report that students many
times misjudged their assessments. Generally poor students over-marked their work and the
good students under-marked their own work. The findings of the present study supports their
argument. However, the author also agrees with Sadler (1989) who emphasises the need for
a teacher to hand over the responsibility of assessment to the students and states that a teacher

should guide the students in critical evaluation of their own learning.

With reference to the two views on Strategy Training (the one showing positive results and
another one stating that it does not necessarily improve the learning or language performance
of the learners), both the training models of the present study shows good results. However,

as summarised in Oxford & Crookall (1989), some trainings were effective in certain skill
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areas but were not so for other skills within the same study. The above said fact was more
evident in case of the “Training in Japanese Reading and Learning Strategies’. Learners were
quicker to apply bottom-up strategies related to conjunctions and referents. However, they
seemed to need more time and practice for certain top-down strategies such as identifying

the central idea of each paragraph or the gist of the whole text.

5.6.2 Limitations and Areas for Improvement

Firstly, the sample for the present study was purposive due to the nature and fixed period of
both the trainings, a small group design was selected. Therefore, the conclusions of the study
cannot be generalized for all the JFL learners in India. It is suggested that the training
programme developed for the present study be experimented for larger and more

heterogeneous groups.

Secondly, it was found that there is a need for interaction between the teacher and the student
on an individual basis regarding the learning that occurs through self and peer-review. It will
ensure the outcome as well as give more insight into the learners’ thought processes. A
provision for teacher’s comments on self-review sheets can be provided for this purpose,
which can also be linked with a follow-up or counselling. These sheets can be kept in a
common place so that they are accessible even to learners and thereby help to improve

interaction.

Thirdly, it would be a more comprehensive study if the survey of beliefs is carried out even

at the end of such a training and check whether there is any change in the learner beliefs.
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5.6.3 Possibilities for Further Research

Direct Strategies can be taught, and the difference can be measured more easily compared to
the Indirect Strategy training and measurement of its results. More of qualitative data may
ease and support the further research in Indirect Strategy training. For example, in the case
of reading, Think Aloud Protocols can be of great help to gain insight into the learner’s

thinking process and check the usage of strategies.
The following areas are suggested for further research.

1. To conduct beliefs survey of teachers: The author believes that it is of utmost importance
to investigate teachers’ beliefs and their readiness for autonomous learning, by
modifying their traditional roles and experiment with a new role in order to support

Autonomous Learning.

2. Awareness building activity: Conduct Learning Strategy awareness programmes for

both; learners and teachers.

3. Training (of skills and strategies) and Experimentation considering the aspects stated in
point no. 1 and 2 at the beginning of this section (5.3.6) and improvisation through

feedback.

5.7 Summary

The present chapter reported the observations about the JFL learners made during the study and
summarised the conclusions of the present exploratory study based on the findings and analysis
conducted in chapter IV. The chapter also summarised the development of the ‘Framework for

Strategy Training’ which was successfully experimented for two language skills namely;
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Conversation and Reading. It further gave suggestions for Japanese language courses in order
to improve the teaching-learning processes and put forth some recommendations for
conducting strategy training programme in foreign language classrooms. It also restated the

areas for improvement and the possibilities of further research.
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Annexure 1 Chronological table of milestones in Japanese language education

in India

Year 1954 yjshwa Bharati University Japanese Language(Elective subject) starts

Year 1954  Defense ministry foreign language school Japanese course starts

Year 1954 Numbai (Bombay) Indo Japanese Association Japanese course starts

p

Year 1958  The Japan Embassy and Kolkata Consulate office  Japanese course starts

Year 1969 pejp; University  Japanese Language(Elective subject) starts

Year 1971  Pune Indo Japanese Association Japanese language course starts

Year 1972 y3aharlal Nehru University  Japanese Language(Elective subject) starts

Year 1973  Jawaharlal Nehru University BA and MA courses start with specialization in

Japanese Literature/ Japanese Culture / Japanese language

Year 1977  Pune University Japanese course starts

Year 1984  Japanese Language Proficiency Test starts

Year 1994  The Japan Foundation, New Delhi office(Japan Cultural Center started later in
2006) starts

Year 1998  Delhi University MA courses start

Year 1999  Vishwa Bharati University BA course commenced

Year 2002  The Indian government introduces financial aid for IT engineers and students
specializing in IT for learning Japanese language

Year 2005  CBSE decides to introduce Japanese language (From 2006, introduced as a
formal subject for grades 6~10)

Year 2006  Vishwa Bharati University MA course starts

Year 2008

Indira Gandhi Open University (IGNOU)

Japanese language course starts

Tilak Maharashtra Vidyapeeth BA course starts
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Year 2009
Year 2011

Year 2012
Year 2013
Year 2016

2007: Japanese language can be taken as a subject for 12" grade (HSC)
examination

English and Foreign Languages University(EFLU) BA course starts
Tilak Maharashtra Vidyapeeth MA course starts

Bangalore University MA course starts

English and Foreign Languages University(EFLU) MA course starts
Doon University BA course starts

Doon University MA course starts
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Annexure 2 Diagrams of the Strategy System showing All the Strategies

DIRECT STRATEGIES
(Memory, Cognitive, and Compensation Strategies)
1. Grouping
A. Creating
mental 2. Associating/elaborating
linkages
3. Placing new words into a context
1. Using imagery
B. Applying
l. Memory -
siralegies mw 2. Semantic mapping
3. Using keywords

4. Representing sounds in memory

C. Reviewing well —— 1. Structured reviewing
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1. Repeating

/" 2. Formally practicing with sounds and =
- 3. Recognizing and using formulas and patterns
4. Recombining

5. Practicing naturalistically

8. Receiving and 1. Geting the idea quickl
sending messages zmmmm
and sending messages
Il. Cognitive
strategles 1. Reasoning deductively
2. Analyzing expressions
C. Analyzing and
reasoning 3. Analyzing contrastively (across languages)
4. Translating
5. Transferring
1. Taking notes
D. Creating
input and

231



- 1. Using linguistic clues

A. Guessing
intelligently 2. Using other clues
1. Switching to the mother tongue
i, Compensation ) ol
3. Using mime or gesture
8. Overcoming 4. Avoiding communication partially or totally
limitations
I spesking 5. Selecting the topic
and writing
6. Adjusting or approximating the message
7. Colning words

8. Using a circumiocution or synonym
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1. Metacognitive

INDIRECT STRATEGIES

(Metacognitive, Affective, and Social Strategios)
1. Overviewing and linking with alroady known material
A. Centering
your <2.Pmm
learning
3. Delaying speech production 10 focus on listening
1. Finding out about languago learning
2. Organizing
a - 3. Setting goals and objoctives
planning 4. the purpose of a language task

Identitying
your learning (purposetul listening/reading/speaking/writing)
5. Planning for a language task
. Seeking practice opportunities

C. Evaluating 1. Self-monitoring
your leaming 2. Sell-evaluating
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1. Using progressive rolaxation, deep breathing, or

meditation
A. Lowering
your 2. Using music
anxiety
3. Using laughter
L. Affective . 1. Making positive statements
strategies ' ME""M"“'”""’ 2. Taking risks wisely
3. Rewarding yourself
1. Listening to your body
C. Taking your 2. Using a checklist
emotional
temperature 3. Writing a language leamning diary
4. Discussing your feelings with someone else
A. Asking <1.Askhgfordaﬁﬂcationo¢veriﬁcaﬁon
' 2. Asking for correction
. Social 1. Cooperating with peers
strategies B. Cooperating
with others 2. Cooperating with proficient users
of the new language

Reference: Rebecca L. Oxford (1990) ‘Language Learning Strategies: What Every Teacher
Should Know’, Heinle & Heinle, pp.18-21.
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Annexure 3 Initial Survey of Beliefs on Autonomous Learning

1.

10.

Teacher is and should always be the controller of the class.

A) Strongly agree B) Agree C) Disagree  D)Totally disagree

Teacher is the only source of knowledge the students should depend upon

A) Strongly agree B) Agree C) Disagree  D)Totally disagree

I should become more independent in my studies as I progress in my Japanese language
studies.

A) Strongly agree B) Agree C) Disagree  D)Totally disagree

If I come across certain difficulty in Japanese, I should try to find the solution by myself.
A) Strongly agree B) Agree C) Disagree  D)Totally disagree

I can evaluate my own learning and level properly.

A) Strongly agree B) Agree C) Disagree  D)Totally disagree

If I correct my friends’ errors, it may affect my relation with them.

A) Strongly agree B) Agree C) Disagree  D)Totally disagree

It is possible for me to plan my own learning and monitor it.

A) Strongly agree B) Agree C) Disagree  D)Totally disagree

If I come across certain difficulty in Japanese , I should immediately approach the teacher
to find a solution.

A) Strongly agree B) Agree C) Disagree  D)Totally disagree

It is possible for my classmate to assess my performance in speaking and give me a
feedback.

A) Strongly agree B) Agree C) Disagree  D)Totally disagree

I will feel more comfortable if the teacher is always besides me to correct and support even
during advanced level studies.

A) Strongly agree B) Agree C) Disagree  D)Totally disagree
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Annexure 4 Training in Conversation: Student’s background survey

Student’s Name:

Ageasof 16.2.14
Gender: M F
Email ID : Mobile / landline Number :

Work Experience, if any: years months

Type of job / industry:

Current Japanese course name :

Mother tongue :

A S S R o

Languages known apart from mother tongue:

._
e

Have you been to Japan, If yes, Total stay: years / months / days

—_—
[S—

. Learning Japanese since (Month and year)

,_.
N

Japanese language courses completed till date:

—_
(98]

. Education apart from Japanese (Other degree/ diploma/ courses doing/done)

14. Have you interacted/ do you interact with Japanese native people? Regularly/ Not
regularly

15. If yes, describe the purpose and nature of interaction in brief:

16.  Which textbooks have you used before?
Nihongo Shoho

Minna no Nihongo

Atarashii Nihongo

Shin Nihongo no Kiso

Nihongo no Kiso

Nihongo 90 nichi

@ mmoaw»

Any other
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17. Which other aids do you use on your own for learning Japanese? (E.g. CDs, Radio,

Internet etc.)

18.  With your current proficiency, how do you find speaking in Japanese? Is there any

specific area you would like to improve?

19. With whom would you like to speak in Japanese?
A. Japanese teachers

Friends in Japanese Society

Japanese Coworkers in India

Japanese Tourists in India

Students

mmoaw

Clients from Japan

20. Where do you wish to speak with the attained skill of speaking?
In workplace

In School, College

Home/ Society in Japan

In Tour Guide job

m o 0w »

At the site of interpretation

21. Have you ever studied together in a group?  Yes/ No

If yes, what kind of activity/ study you do?

22. Write about your expectations from this course.
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Please read the following statements and mark with a tick mark (V) only one option.

1. Ttry to avoid speaking in a class because am afraid of making mistakes.
a. Strongly agree  b. agree c. disagree d. strongly disagree
2. Grammar is the only important aspect of language.
a. Strongly agree  b. agree c. disagree d. strongly disagree
3. Speaking in a native like accent and intonation should be the goal of a language class.
a. Strongly agree  b. agree c. disagree d. strongly disagree
4. Communicating correctly should be considered more important than native like accent and
intonation.
a. Strongly agree  b. agree c. disagree d. strongly disagree
5. Speaking skills can be developed through practice.
a. Strongly agree  b. agree c. disagree d. strongly disagree
6. A language class should mainly involve communication practice.
a. Strongly agree  b. agree c. disagree d. strongly disagree
7. Good listening skills help to develop good conversational skills.
a. Strongly agree  b. agree c. disagree d. strongly disagree

8. Which of the following elements in Japanese are the easiest for a student?
Give ranking 1 for which you think is the easiest and 7 for the most difficult.

a) Kanji e) Conversation
b) Grammar f) Reading

¢) Vocabulary g) Writing

d) Listening

9. Give ranking to your own conversation skills on the scale of 1 to 10( 1being poor and 10
being best)

Thank you!
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Annexure 5 Handouts for the Beginning of Training in Conversation

FRI7O ZEEOHAFETIE TESZ. . . ] L TESH. .0 ] LI ERSIIEREN
FSKHZAETN, ZOTDFEARREY XAZEM L THNDLDIEASHN? JI—T T L
BPHAELTLEED, IREANTERRDEELZTRELL I,

Bl 9%, = EI3HHVRL D,

E5%% 5% E5E~72<

IFOMITE N OPORE D TR H Y EThR Fl BT EE ToBNTEETERT
‘é—‘o
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REYXAICEXKREERT LD SAH
DEFT, LOBIFHEFICHTIREBYERTIOD
BOT, BEDAPHFURLLGLWALETEE
LR EONFET, SFEEDS & HF LD ARE
REGHOEMNTT HDITRICIZBET,

TiE, 7748 THE IV
BFE O TANHY FT0 2

FRIQ@" —ATELAEZMATRFELEY 2RIV,

a) (o 22656~ . BrEFNLLEEALTY
by [&EI9BBLRELEL 2. ITC=», £%&TI

7z
c) [(E5F2Z4AA0 x72< 3. ITBENIE
d [T, #I2&) 4. U=, BEEICHAT]
e) U=, BEIZ 5. TBURELETY

FRI7@ KOMFETELLAH EOANT, EHELRETOANTT D, ( ) OFZ TR A
(Tl 2FBEXANRRSI,

1. A TZEATIE, EH%IELE) ( )
B: [U%, 72Tl ( )

2. BAZR8&E0WELELTY ( )
BB: NFALICOS LAV E D) ( )

20 Ball game: students choosing one utterance and throwing to anyone while saying that, the other one has to
respond correctly, and then again throw it to someone.
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3. A TonTRILWELET) ( )

B: TE¥98 < A9 &FE]) ( )
4. BA TbroliEloTINARN? ] ( )
HB: )R B3DTEHATY ( )
BRI® ... DEIACEARSERMAZL T ENTXET ),

il THI9EBSRVELEZOT, IEIZINT. . . | RILLED
. &: TZOALTEE N
EA: TES<WBHoLWELE, E95FZHH~ . . 1 (
)

[SBREANETND

w: L=, 2A0x72<. .01 ( )
2. A TERRENCZRVD E LS, SBIEZO~AT. 0] (

)

FHE (bR T3nELL
3. K (DR~ b, <TEEWN72)

JEE @ 1500 WoZ& £9, 1Twv, EE. . . ] ( )
4. F: [Zn2EnnboTTN, EoE. . L) ( )

EA: [ZFARICREFE TN TE. .. ) ( )
B & B Y E

WROEFEEBNT, REVLADOE ZAIZTFHREGNTL SN,

1. ZONFTBRBDIATEE L, MERFUTEE L,

Z A BEOTAFIXND 0TI D,

BB :HUNEHITZFET, FSEL AR ELEZOT, ThEd7e<,

A T, BREWTYT, £9E,

BB ENWRIETTR, £26ThERHA, THLIZEBNISEIV,

AW, BNEWRL, BEORARNPEOBRENLHEP> TEELEZIN, £9

F, BRI L TWHATT X,
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A
BB

A

CTHREEAR, )RS BEALS, RBEIICIEL D BFETE S LR

WETOT. ..,
NI Lo TT R,

CRNTIET, BEEE, —HEMIZEFETIRA Thb I £ T,

EVZEZDo VBRI > TSN, AHIEINATELLES., EoZRREN
CliZ,

. AT HORE T, SHITEZTHBMIIIAZERAZ IR E LD,
AT ETRDL RN

BB :

A
¥ B

LA

HIB LoD T, RoTLERY EEST, . .
ZF9,. Lo, WHOHLDEZATo TSI,

P BEICE Y E, IEBEPBIT D,

L., £H#%T,

BB

A

B

27 A

BB

27 A

BT LELTIOA, (LKool b, EEEEFEN - TE T
CFNUETLCAY & E, U, BE— L THEE?

P ENL VBRI RATR,

L ER LR, AT =X THRULTHRN?

:Th. faBHHAETZ L

U, DIELOT/R— kD 2T 6% 9T 50,
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Annexure 6 Self-review form for Pilot study

Date: Your name:

Your teammates:

LETS THINK !

What was your goal for today's conversation (pair work/group work) ? Try to be specific.

What thoughts do you have about today's conversation class?

1. Areas for own improvement

2. Where can you improve easily on your own? How?

3. Where you may need someone’s help? Whose help?

4. Something NEW or interesting you learnt today from friend/s
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Annexure 7 Training in Conversation: Pre-test and post-test contents

(Pretest sheet for testers) FYTRA b : TRE—RHFD— F
ZOF VT A MIAME L LTT ) SEREOTNIHEEH O L Z5H i 2 7200 N7
ARTY, TAZ—=1 ABKRE 10 AOZFEOMFICRD £, 77X MIETRESh, &T
Al S ET, [EHRE BEIT>THhH L 9 ERILEORA T A MEITOET,
TANDONELNEE :

e — A 720 10557

. HERAMLThLoWET, AN ZEL THARSY L2 LET, (HFic>\ T H
AFELSN O E LTS GEZIUCHOWTER L THW0N T,

2. #HEEXL MV FORFEORGFOVT—)

3. AV ROMESHEIZSW T/ fRRFIZOVWTEREZBRRTH S 9 @ puned [AZEHE)

4, o= FL A1 BICRIT MK or—L7 LA 2L THH0ET,
0=V T LU AFIAEBO R — L — R 13& D £F, BOITT AZ =T TN Z&E
£

5. Hwt: TEEADPWMIOEREFRAET, HOARETER THWLNTT,

TELPTHRRSFRCARD L0, WRDAEL— RFEEBORFANTEETLLHICH
FANNE LET, HABERO L 5 ICHBEVRH o THbhoTHITREY, by d
WEERZEVHRIZY LRV E ) KBEVYWLET,
Role card A

You are a student of Japanese language.
Request your teacher to extend the date for submission (deadline) of the

homework.

Try to convince if he/she refuses.

Role card B

You are a Japanese teacher. A student makes some request to you.
Refuse the request and accept later after he/she tries to convince.

EBLLBRENNM=LET !
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Sheet for students
EHEHDORAY Y S

I HD D FEOF o FEENEGATER, )

Ty REVHOA I, RICHEDO T

HH SHISHTTIFE, £EHD 3D,
Flry "R OEON 22, BV FET L,
A Lot

HO, Fry MIN HTT M,
Fhro REDED A~ AL DR S Y ER. P57,

A TAE P ASHE S TIRATTIN?
Fhry MDD 4 N T AT B T
I ZHIENL BT

Fhry FEDBIOA e 23F56 80 0 AT
Ao ZZo VI, BWTTi,

Role card A

You are a student of Japanese language.
Request your teacher to extend the date for submission (deadline) of the
homework.

Try to convince if he/she refuses.
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Posttest sheet for testers and test Contents
RAFTRAPF: TRE—RAFDOI—F
ZOT A MIAFAEL L TT - e S5l REOH THEBT DO LAV EFHET 5720 DO ATET A
RCF, TAX— 1 ARKE 10 AOSFEOHTIC/R2 YD £9°, 7 A MIATEE S, % THF
MESNET, DFEREBEIT- PO I —ERUBORA R TR ME{TWET,
TAMDOAELIEE :

R 0 — ANH4 720 105 FLE

6. HOMMLTHHOWET, LFICHOWT/ BABUANOMIRE L TV SGEZNITHONT
BERILTHWWNTT,

7. BAEEL  TARIOER LB

8. A ¥ FOMEMEIZ SN T/ ERFIZOVWTEREZBRTH S ) : pune® [ Z A

9. m—/LFLA 1D HIZET MEE or— L L A2 L THEBNET,
a—/L 7 L AIZIFALBO R — /L — R 38 0D £, BOZRIET AX —IZe-» T\ =mx
F9,

10. He : FEHENE T ORETRAET, ROAFTIZGHE R THWN T,

TEXAPITHRARTEIC D L9910, BBOAL— RFEEFBORIANATEIET L L HICH
AN LET, BAZEFHROL S ICEEVREH > ThbbhoThiTizn., byt
WEEIZSWVWEZTZY LAV S ITBEWWW-LET,

Role card A
You are a student of Japanese language.

You are invited by a Japanese friend to a party. Politely refuse the request

Role card B
You are a Japanese person.

You invited a Japanese language student to a party. Refuse the request.

TTCCTTOT
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Role card A

You are a student of Japanese language.
Request your teacher to extend the date for submission (deadline) of the
homework.

Try to convince if he/she refuses.
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Annexure 8 General Peer review form

date:
Activity name: Role plays for invitations, asking explanation/ telephone conversation

About my friend(s) ’s performance:

® What went well?

® What went wrong?

® Something | did not
understand or need
clarification on...

® Something new | learnt
from his/her
performance...

Self-review form date:
Activity name: Role plays for invitations, asking explanation/ telephone conversation

Name:

1. What went well in my
conversation?

2. What went wrong?

3. Something | did not
understand or need
practice on...

4. Something new I learnt
from friends/peer
feedback

My plan for next week:
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Example of changed format of self-review form as per the specific requirement
Self-review

Date: Your name:

Teammate’s name(s):

The goal for today’s conversation:

Evaluation of your own performance: Evaluate your speech on a scale of 1-5 in each of the following categories.

0: No, Not at all--- 3: Average --- 5:Yes, Very much. Use given space wherever you want to elaborate.

1. You could achieve the goal you described on top?

2. Were you able to remember and fluently use Keigo (polite language)?

3. Was your speech correct (vocabulary, grammar etc.)? Specify mistakes if any.

4. Could you speak with the variety of recently- learned expressions/strategies?

Total points

How was your experience today of using Keigo compared to earlier experience like tables of Keigo

expressions?

Something NEW or interesting you learnt today from friend/s:

Areas/points for own improvement (as specific as possible) after self-review and peer review:
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Another example of elaborate Self review forms

Date: Your name:

Your roles for today’s conversations: (1)

@

Name of the partner:
Evaluate your talk on 1- 5 scale. 0: No, Absolutely not--- 5:Neither --- 10:Yes, very much. Recollect/listen to the recorded

conversation and the discussion with friends thereafter. Use the given space if you want to elaborate.

1. Were you able to perform the roles you well?

Were you able to talk fluently while assuming different roles?

Were you able to use the expressions you learnt during last two and a half months?

Were you able to ask the word or meaning with correct intonation?

Was your speech correct (vocabulary, grammar etc.)?

Could you use appropriate level of formal or informal language as per the situation?

IR B B Bl B

Were you able to use a proper flow of the conversation? E.g. While declining an invitation— Refuse

with apology+ reason+ another polite expression

8. What categories did you cover while giving peer feedback? (eg. Recently learnt expressions,

flow, Grammar, vocabulary, intonation etc.)

9. What was the most difficult part for you in today’s session?

Total points

This is the last session of our conversation class. What have you thought about your conversation practice

hereafter? Any particular points /specific line of action for own improvement?
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Annexure 9 Training in conversation skills and strategies : Lesson Contents

Contents covered

Conversation Skills/strategies covered

Session 1

Session 2

Session 3

Session 4

Session 5

Session 6

Session 7

Session 8

Session 9

Session 10

Pre-test

Set phrases(GR % Y X)),

Greetings, short conversations
Self-introduction, Introducing
someone

To invite someone, Accept and
refuse an invitation

Asking once again,
asking/providing the
meaning/explanation, asking for
rephrasing

Accent, Intonation and change in
meaning

Using colloquial language with
friends, Intonation

Making a request, Accepting a
request

Refusing the request,
Introduction to "encouraging

words"

Words of encouragement,

Telephone conversation,

Requesting/receiving a message

quick responses

Sequence as per position, set phrases

Beginning, developing and ending a
conversation, Formal expressions
Asking when you do not understand

something/ providing explanation

Correct use of tone

Conversation in informal situations

Discourse(flow) and Formal expressions

Discourse(flow) and Formal expressions,
&Ly D5 (Back-channeling/ making
agreeable responses)

&L D5 (Back-channeling/ making
agreeable responses) in detail

Telephone conversation
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Session 11

Session 12

Session 13

Making a complaint, giving and
receiving warning and
apologizing

Assert oneself softly

Assert oneself, ask for /state
one's opinion, disagreeing with

another's opinion

Have a smooth conversation without

sounding aggressive

Have a smooth conversation without
sounding aggressive
Have a smooth conversation without

sounding aggressive
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Annexure 10 Training in reading: Survey of Reading Needs and beliefs

Dear Students,

This Survey will take 10 Min for answering questions.

The information can be a valuable data for improving teaching & Learning Japanese

Language.

It will be used for Training & Research Purpose only.

Mrs. Manasi Shirgurkar

Asst. Professor, Tilak Maharashtra Vidyapeeth, Pune.

Date:

1. Name:

2.

. Current Japanese course level: N___/other

3
4
5.
6

Email:

. Mother tongue : Birth year : __

Learning Japanese since_

. Why do you want to learn Japanese? (Checkv” all that apply)

1. Interested in the language 2. Interested in the culture
3. Want to use in future for career 4.

Other( )

. Do you like reading? Do you find reading Easy or Difficult? : Fill in the following table.

4. Very difficult 3. Difficult 2.Easy 1. Very easy |Make a circle O |
Language Difficulty level
1. Mother tongue 4) (3)(2) (1)
2. English @) (3) 2) (1)
3. Japanese 4) (3) (2) (1)
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Which of the following types do you read in Japanese language

Type of Text Almost Once | Once | Never
every day / a a
alternate | week | month
days
1.Textbooks
2.Japanese Language Proficiency test questions
(N5,N3 etc.)

3. Japanese novels

4. Japanese Newspaper

5. Japanese magazines

6.Japanese internet sites/ social media

7.0thers (specify)
8. What is your objective of reading the Japanese text material you usually read?(multiple

choice possible)
1. To improve vocabulary 2. Enjoy the language 4. Be able to answer questions 5.

Prepare for higher level texts 6. JLPT preparation 8. Any other

0. What is the most recent Japanese Language Proficiency Test (JLPT) you have taken?
10. Based on experience, what are the reason for difficulty in reading Japanese texts for
You?
4. Strongly agree 3. Agree 2.Disagree 1. Strongly disagree
Make a circle O|
1) Unknown Kanji.........ooooiiiiiiii e =2 (4) (3) 2)(1)



1.

2) Unknown vocabulary..........c.ovueiiiiiiiiii e, 2> @3B Q)

3) Unknown Grammar Patterns ..........coeeeeeruiennierninneeneenneenneanan 2@ 320
4) Grasping long sentences with clauses ............c..ocoviiiiiiiiiiiniin. 2@ 3B QRO
5) Grasping word boundaries and meaningful chunks of words/phrases...=2>(4) (3) (2) (1)
6) Grasping scope of referents like [Z4v] , TZ41] etc. ...l >4) (3) (2) (1)

7) Length of the reading passage.........o.vvieiiiiiriiiiiiiiiiieienienn, 2> @ B2 0
8) Difficulty to differentiate between quotations and the author’s opinion=> (4) (3) (2) (1)
9) Structure of the Passage........oovveiriiiiiiii i 2> @B Q)

10) Determining the Writer’s PerSpective. .......oouveeeeiniinreeeeeneeennenns. 2@ 320

11) Not having the background knowledge of the topic....................... 2>@ 320

12) Less interest in the CONteNt............oviiriiiiiiiii i, 2> @ 3)®2) (1)

13) Not being able to find out the central ideaof the .......................... 2@ 3B QRO
14) Other

Write whether you do the following activities while learning Japanese?

4. Often 3. Sometimes 2.Not much 1.Never
1) Read passages/ new words as

homMEWOTK. ... 2> 3) ) (1)
2) Read aloud in the classroom and translate .....................cccevveee... 2@ 3B Q@M
3) Read passages silently in the classroom and solve questions individually...(4) (3) (2) (1)
4) Discuss a topic related to the reading passage/text before reading........ 2@ 3 2) (1)
5) Study different ways of reading such as rapid reading or scanning for a particular detail.

...................................................................................... 2#) (3)(2) (1)
6) Discuss the topic of the passage after reading....................cooeenne.. 2@ 3)®2) 1)
7) Read the passage and solve O and X marking questions................... 2@ 320
8) Read the passage and answer subjective and/or descriptive questions. . = (4) (3) (2) (1)
9) Write summary of the passage. .........oovvvviiiiiiiiiiiiiiiiiieiee oen 2> @) 3) )1
10) Other
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12. What is the single most important document type you want to read comfortably?
1) Newspapers
2) Novels
3) Business correspondence
4) Technical literature

5) Other

13. Try to remember and tell about your ACTUAL reading style while reading Japanese.
a) What do you do if you come across an unknown word?
1) Stop reading and look up a dictionary

2) Go ahead and guess the meaning from context

14. Do you pay attention to any particular types of words to guess the structure/ flow of the

content written ahead? If yes, write down an example.

b) Do you predict content of the written matter when you are reading it? Yes/ No

¢) Do you use smart phone while reading Japanese texts?Yes, frequently/ Sometimes/ No

d) If you use: 1. Dictionaries 2. Japanese internet/social sites 3. E-mails 4. Do
not use
15. Would you be open for a short 10 min discussion on your Suggestion to improve

Japanese Language teaching-learning In India? Your inputs will help us to improve our
future Japanese language courses.
Yes/No

- Thank you !!
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Annexure 11 Training in Reading: Lesson plan, contents and sequence of

materials of sessions

The materials referred in the lesson details are as the following:

A: T - ERFE OO OEHGED HAGE] The Japan Times

B: [ HAGEREFAER N1 - N2 GBI 2 Fefi—40 B 58] A I

C: TRFEDTD DR b V—= T— 0 IR T v 745 15 DRA > h—] JLAKL
D: [k HAEE I B EIRE R P 22 A

DAY 1

1. Questionnaire survey (5 min)

2. Pretest - Time consumed more than expected(20 min): 35 minutes.

3. General introduction, purpose of the session (2 min)

4. Various levels of reading : words- sentences- paragraphs and whole text
5. Input: PPT till slide 4

10.

11.

12.

Practice set: Set A page 7 and 8

Slide 6,7,8,9,10
Practice set: Set C 1% page

EAREAG+ SCOF : Slide 11, 12
Practiceset: SetB 1, 2, 3HHE (2~7XR—2)

Getting the gist of the paragraph : F2% ? 72(2% ? : Set A39 ~<X—

Practice set : Set A 40 ~X—

FFE : Slide 13
Practice set: Set C  Pgl4-15

H B Xm0 2
Practice set: Set B 8 ~X—
Practice set : Set C 20 ~X—3

L OKEE
Practice set: Set B pg. 8 and 9

Practice set: Set C pg.20
A & %
Slide 15,16,17,18
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Practice set: Set C  24-25 ~_X—
Practice set: Set A 49 ~<X—37

13. Practice set: 4" on page50 as test
14. Practice set: 51 ~~—73 as test

>

15. Practice set: 57 ~X— as test
16. SXDOHEfRE
Z i, £, Hi Slide 19

Practice set: SetC  38~40 ~X—

DAY 2

1. Slide 20~24
Practice set: Set A pg.56,57
Practice set: Set B pg.16,17,18,19
Practice set: Set C pg.62,63 84,85

2. Input: Set D pg. 70,71
Activating prior knowledge,paying attention to picture, title of the text, discussing ideas and

guessing the content (Top down method)

Proceeded without paying attention to each and every word and grammar pattern, dealt with
paragraphs, structure of the text, summarizing paragraph wise

Identifying the gist/ key sentence for each paragraph

3. Practice set : Set D Solve 190~192 as test (More time spent for discussion, As participants
found forming sentence of summary very difficult)

4. Post-test: Test 2 + dokkai passage from HEAEDFH & 72 7=~ (48,49,50) Time taken lesser
compared to pretest: 30 minutes (1.50 to 2.20 pm)
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Annexure 12 Training in Reading: PPT shown in the class

TREE D ELSBED D ! HOFHRA T & X T ROMABKREITTN? d
Manasi Shirgurkar RE L SUARBRR L2 TR e 6 70
Tilak Maharashtra Vidyapeeth SCOD g PR L 72 (T V378 B 720
" .......................................... %% ﬁzoﬁ;ﬁ ........................................... A RO B A B U7 1 U7 B 720

R ............ S :
K@t  (Intensive reading) : VEDT ¥ A M & Hirae

o L Gl & TRt = & 2% LSRR, KERD)

RS S STl (T NE QU OB
: HOPMLHER  WEO TR, TR R MAOR
PRS0 D, I < TEICHE R - SOAMERICE S SRIMO TR, B
P ODHEE L R EAEDEEE L KIS H AEEOMBRICE S RO T, Ho8
SN N N N N SN S N D ot i, HEm :

: %ft  (Extensive reading) : KEIZFHiTr Z &

Fiwe & #Ht (Rapid reading)

5E e LU E .
EOELFEVEELZEL LD ! i FrvIRA R 1 :

HAZE|Z 1336 L ZEORICEIFL E 23720 Independent words : 447 + BiGn] - A FA 72
: i ] i &L FHENREWRO b Dk
D OCORIE & BET S 7200, A EIRO

: CENTELZ AT LT i1 Adjunct words : Bl - BERGA - F LREOH
:_.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.'.':.E (ZOW TIOR8 2 D5k

P Fry AR 2 H \ - E
;7T EOhsey MR b L QBT
P T, [~RughER bR R T~ ZEbHET, :

P L RBB] DEIRBEOEE ) TN

E DL @EbLREE L2 §§ﬂﬁ/ﬁ$m/@%f/%k/k%\@§

: £ Ho) B ERLIT BRNTVE,
PO/ BEEATIUY ADAUYBAR
P I BB Ty IR 3 :
L@ 1 BEARTMEARLARY ) A BTN S S OMTHT S
PR LR D) H XD A—S—THBE S e — 2
AN NN NN NN NN NI E NN NN NN NN NN NN NN NN NN EEEEEEEE i }l/ ]_\ k E:T; ;‘é 71, :\‘C

XOMitEE b2 ELED ! EEADY) R8T B BT

St S — ke R :
RO R R 2 = inh oo g LN AT PRI il

VARSIl g RS
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U ANTBAPEFRICELZ P W HEN > TN E 9 F o,

HlE. BPE ST ERDE S TR TeD T, HITE -T2,

BT, BomigERXnBBoTnRho-0OT, HITR-T-,

FEAS 2 (T8 2
\
LOF Remove Modifiers and Qualifiers, Adjectives
F5%  (Subject) EHADITD Clauses describing nouns
WFE  (Predicate) % HOiF5 Quotations
A/
EHAMHICRSTEL L ) | Ko
5 Antecedent and Consequent
FAISRE X0/ EHE (B 1380 !
. Resultative (Conjunction where what follows is a result of
~ToHITH/I~T %)
HY S the preceding)
~THHI/~TIELW
Ffe sz HTE
i

PODARMNE & XIS S, il E G
P LEDLLTHANRD

P IhE ExE LA bl &
Dl ERWVT TH TEBRTED P
P

PSR R O R

The following topics were covered in detail in subsequent slides.
1. X&Eo<EE (BHe) [TRF !

[ty TEh) PETLOEEILEL LD !

2. XEDOLL

SCEDRERL - AL
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3. KUEHAVEIDHELLD !

AHICANDYA v E2MD

DR & WEAE L DLV A L E2AMD

4. FEOER(1) . BHEACIE

5. FBEORR(2) . SCREER EEOSEHICIE

6. FEED¥PE RS SCR BRI IR SR ST FEEE
7. FEOSIHEMONS HE. BEE RS &R

Separate Practice texts for
various strategies and skills

Long passages for
practicing various skills simultaneously

Twenty Major Reading Strategies (1) Grabe (2009)

Empirically validated strategies Strategies supporting indirectly

1. Activating prior knowledge 1. Clarifying

2. Answering questions and elaborating 2. Establishing goals for reading
interrogations

3. Inferencing (Using context)

3. Constructing mental images ]
4. (Mental) translating

4. Forming questions )
5. Paraphrasing

5. Making associations (Mnemonic

support) 6. Predicting

6. Monitoring 7. Rereading

7. Previewing 8. Eeadin% aloud (for modeling, for
uency

8.  Summarization L '
9. Synthesizing information

9. Text-structure awareness and story

grammars 10. Taking notes

10. Using graphic organizers
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Annexure 13 Training in Reading: Pre-test and Post-test with model answers

TR 1

ZoRBRIT, EMEEBREARSNEE, MARHD ET,
ELREOEE, HEESNTFEAR—2A B TRHER NI T LS,

Total Marks: 31 /%

M1 ROXTEEGA, BBEOFEZ2HES RS,

HSFEAZ—FDF T~ Twg 9 L

L& w

T~ U iE 2 RO R, BT, BROEEHL S BTRAR, ko< & HonT
NE BT, R0 I L ERATHHHIC SEFER, AT M T~ U,
ﬁ\ﬁméﬁé@\ﬁﬁ%<\%&@:awavummgénf@ﬁ@c@@w@#@%@w
< U AT BT LIcHT - Ty B bERICEA LT LE 720, HRORAE Lz BIESIE
AIEI D, RREERBIT, KON SEIbHESEY. . . . ZhTh, BHK
REEHTUIC TZHARR] EEbNSE, ADODWETIOWFLTHITTLE I DT,

EH RS, NSRS, BB H, B U, —AETTAAL FEEDT
ﬁbw&ﬁih\%%§ﬁéoLﬂb\%h#khf%ﬁw7wﬂ4kf\aik%@%77
LIcK XA ENTLE S OFE ST,

SR MR DI BR O AR 2, 1 EOIED = AT 4 —,

¥ NLEOARIZESTVEHDIZO, EoTND HDIZE DT RIW, 6 A
L W EES T, ~VEEBEZHHTZEI3EhoT, X

2. vVIEFHOZANLEELNOELZ LBE T, _ 0O

3. EI~ ) OMMOMREMY T, AaRalcLTLlEam, _x

4. VIR AE ST, 3RHbEEF-E-2tn’bs. O

5. = Uik, < EBICEKEENT LB, #WHLEFLTHLAD, O
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6. FFI<VICHHAT, TANAA hEEboTH 5T, X

12 ROXLZEFAT, BRICEZ RS0, 5

Lo ARAEDRH U, ZEICEEST 2 ARZM ML LA TUAR— F2E &0 ) EITREE -
7o
(Vo] ORFIE, EINBEZETTTR2EERI,
_ BEECHET D AREM LA TLAR—- b EEL
2. HIRLTF I3RS Lo e R,
DG BE LI
EOWNEIL?
3. WAL FREES Lo & Fle,
PSR RLE L paA
BEONFIZ?  HAREFSEEELE

=1

F A1
Lz

-

F93 : TORFICESTHNBAEDIZ0, HEoTWAEDIZX ZOlF R &0, 3
MEFFFEL2> T Lo TICHEA TIENY WAKRERF &2 LT,
OMEFFFEZ2 P o TIClEA TIEN Y WAk E RIFTALEZ L, 0

OBRIZEA TIEDP D WTHEFEE by, 0
OfMEITIFELFRLbRWEEE RIFTANLLE, 0

M4 ROXELEGH, MEOEZ 2 2 REMRICEES R E0, 6 R

SIRB 2 0FELS BWET, AEICHEATWDL KA 1 BOFENMEE L, SIEETA—
WYY BTN TV DRRTT A, ZOEITELZD L O REFIR L DITH Y FEAT
L7z,

EHEOPIZBT THD & MEPRTFPETT, FRICS—VEIFE M TOWELED, £

5L 5

DI A R— TSI E S TNDHDTT, (DD 3_R—UFETFELH 2] L5 L
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DOH R THELED, b A>THERHA, Th, ZORDVIT/NSWNAERASTNDD
EROFELE, 220E, ZARZENREPNTHE L,

BACFRCABROTREEZ 9 LEVWE LR, FAERLTLEVE L, THRIZEEHT
IMHDHDOT, FEVIL3 ANTE> TiHA TR, |
XEFOFOSEIZENEN, MERLTWEN, LEOFTNPLHEXHL T, ENTIES
[

1. Zoug . L5 2 0L B UEL

2. XOLH BRI LD B A

3. ¥ FHRRD— V%

4. ZORbY YD PDI— (PP V)

5. £ : INEWNWAE

6. ZAMI L SANCEICNAEDOFMRAEZ 5 EEWE LA, FRENTLE

WE L, FHRIIESTMHLOT, FEYVIFBATE > TIA TR,

WG RO XL HFAT, EHLREFEDOERT, EHLLRFENEXLIV, 21K

EFOBERELT, JUSEZPHLWIIA, BOEL LT N?

. A: BHEIEEELREBEOSVIRICLZWVTHE LW E DT, =8
B: HEEZBEFELREEDSVRIZTHANRL N L D72, eSS

2. A ZoOELWEMRZ, BIRESOB FBEAELE LR, Ex-bvo,  FHE
B: ZodELWEMIL, B OB RGP EE LRI by, BER

RN 6 IRDSLEFEA T, DEZAIZANZEIRLOEROZIV, 3K

I KESIEACS VI TH D, BiiEEmo L, ZEXUXHWL, &6, _a .
a. NADRZWDOT, LU,
b. ZZ1@ILER] TH D,
c. HED NIERTB B,
2. MAREL< 2L BRTHEBAMLPZL RHIETE, LTAMR, _c_
a. BB AR ENLLRDIES D,
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b. WAWALRMNPNTNWSAEL 2o Tz,
c. WAXAZEL 78> T iy,

3. WGEEVWODIE, AFAEFETHL X Hbhs, BilxiE, b
a. R T HWEEOXTFFHLERTSVH TH D,
b. TWHoLleWET) X [BREVET) OLIREVHTHD,
c. L DEHEWNITHE D F B0,

VT ROLEFFEAT, BRICEA RS, 2R

FEE - RIS B
AEF  : 201449 H 8 H

Fase o ROERRASHE FHER
4 BEOLATE

HtER A L
FOEE W BBk

db =L
H A4

WO BHEEICRSTEY T, FlHTIZTSWETR, 9H 6 A TEMWEZLE
L7 Sttt BifTatmiED 5 b, AREEIC el E L2 rnid e S0 ERr (B 2
AUFE L, IMEOTFEWICTIERHABHIT LELT, FZEICHLRIZSWER

ZDONTOA—VTY 0 ? AARFE/ K/ T T AR THXLDTEE LRI,
RAEEFEO—B|MEZITE LRTNIERLRVE L ~DBER

V8. RO &FA T, KOBEMIZEZ LS, 4 R
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SITNO RICETONZMENED L S LD TH S, i@@ﬁ@k%@ﬁkw@$“§A

LEIETAHELDENBWELFOTHEBKL, %obf@bf%ﬁﬁ%wmn% DL, Bz
WX THEET 52D TH D,

AN DO HET I LT » T, ZOMEOFLOKBIZE I N THEENLNREBET, 72
7FNBEDBED R TLI groy DEBIZTBBBIZRA L) THLD, £ THEEZOME
DIRIET HODRITYE 3723 % 9 Th b, BE ¢y ZEETHIEFZE G, FRZITEGWTHE
%ﬂ&%[ —j‘é(‘

LB s A e ELWL TE2 T AT A4 A 3 RE  ROR
. ZOXETEER L2 ELEWVWEWNT LI T

(7) HVTHEBINTD LV BOREIT, Chr bbb BRER/VIESLS,

(1) BANIL BORROEE LY, BOEL TN 2K LTS,

(7)) So&EENT, ¢®$_Mw%®wm@wio CTBHENH T ETH D,
() ﬂ%%h%&ﬂbij_\ﬁﬁ%ﬁﬁ B a2 RYNZTRETH D,

DCARAER 2
24 marks

ORI, ELMEEBEIREARAMEE, MARHY FT,
ELHEOLEES, ABESNEAR—2AZITAHE RN LA S
VY,

Partl

M1 ROXTEEGA, MEOFEZ2HES RS,

FNIAAFEFR THAGEL FZATWDFERE, NFELTIHIZRDND, 5 THLHEHDOR -
ZENHFIZ) EL DB RN ERE, FNT, AR, HIORT T 4 TEHEICTHED
Ll L7,
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[ToTHIEL, RTUT 47O, RROURXEEEFL S HEWOERO T RL LT, i
ENtz, FAOETIE, BREE @, OATYBITORE@EENGE, Wob B iEHC A
STWND 5 EOENE AL, b IEFITFEO TN EE R L, FRIC BN =52
W EED BT, ZOFB RGO E D72, THAENERTINTEATZBIZ, ZOZifx
Z725>THHRELINLY] EFE-oTWe, FMIINETHEVEROT LFE LI &R
Dol THIDITTEAS TN, RT T 4 TEEOF 2 TR FIEND T, SIEHEAEICAT<
ERImo T L IZiEo LT B,

—EERNEACHEEN T, ROEDOSELMILOE S VTR HHMELHY L2 L 2bh
Do WEIIRELE T2, VOB THEL IR0 Eoz0T, B bHIBO ADTD
ThHITONDZERRHLIDOTIN LT, 1EEEZHITHDIEARLICEH L, BHD
SEIZOVWTHDTEZIELNT,

IRPBEHARICTE L Z LBHIE, BBIIZOLETH LW E M oTWng,

X LEONFIZESTWAELDIZ0, HoTNAEDIZXE DT 72 X0, 6%
7. . BBzt E )T MBI ERSH D, 0

8. FhF. BTV T 4 THEIAT- THIEL, FEHOFNEZNDO TEN-, 0
9. EHRSAIL. FHEICHLIMIHET RN EED TV D, _X
10. BT, RI VT A THEDOH 2 Z21F» L SETW5, X

1. RTT 4 T7OH 2L, AAENOKRFTOFRE 72 EOHRIZEES>TND, _X
12, FMEGEEIZSMUEANTEZBIZ, ROEOZE IOV THD TEZL ST, _X

M2 : ROXLEFHAT, BMICEZRE, 1R

4. PITBEMELZEDD L, FREOBREMMIEALL EESTEFEE-T-,
[P E-5T) ORI, FInb P ETTTIMN?2 EX LI,
CFEOEIAICEALL

M3 ROXLE2 L XE3 ZFHATHRICESTEEDIZ0 LH-TNRNEDIZX DR S
VY, 6
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