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Abstract

The objective of the study reported here was to observe the effects of teaching linguistic
motivation through ‘Image English Grammar,” aiming to allow Japanese learners of English to
acquire native speaker intuition, which is often called Eigo no Kankaku (a ‘Feeling for English”)
in Japanese. Image English Grammar (Imai, 2010) is an English grammar for learning that has
been designed, developed, and used in the classroom by the present researcher, drawing on the
conceptual tools of Cognitive Linguistics. Linguistic motivation is understood here in terms of
the reason why a certain expression means a certain thing, as opposed to arbitrariness in
language; thus, it reflects the idea that most, although not all, language expressions are more or
less motivated, rather than arbitrary, as is also a core conceptual tool of Cognitive Linguistics
(cf- Langacker 1987, p.12; 2008, p.14).

More specifically, the study reported in this dissertation had the following four aims: a)
to verify that university students had not necessarily acquired native speaker intuition, often
called Eigo no Kankaku; b) to demonstrate the utility of explicit instruction on Eigo no Kankaku
by employing Image English Grammar; ¢) to demonstrate that it is possible to activate learners’
analogical reasoning ability, allowing them to relate newly learnt knowledge to existing
knowledge; and d) to demonstrate that Image English Grammar allows learning English to be
perceived as valuable and interesting by learners. These four aims were addressed on the basis
of data gathered by three classroom experiments, described in chapters 4, 5, and 6, respectively.

This dissertation is organized as follows. As the study was conducted within the
framework of ‘Subject Development,’ a description of studies on Subject Development is given
in 1.2. The way in which the present study is compatible with the academic field of Subject
Development is also explained.

Chapter 2 describes how language and communication were construed in the context of
the present study, as the researcher believes it essential that researchers and teachers clarify
their perspectives on language and communication in discussing language education.

Chapter 3 describes how the researcher has been teaching on linguistic motivation, with
the aim of Japanese students acquiring native English speaker intuition (Eigo no Kankaku) in
his classes over the past 15 years, using the 12 grammatical items employed in the experiments
in Chapter 4.

Chapter 4 addresses three of the four above-mentioned aims of the present study, namely
a) to verify that university students had not necessarily acquired native speaker intuition, often
called Eigo no Kankaku; b) to demonstrate the utility of explicit instruction on Eigo no Kankaku
by employing ‘Image English Grammar’; and c) to demonstrate that Image English Grammar
allows learning English to be perceived as valuable and interesting for learners. The researcher
provided explicit instruction by Image English Grammar to 59 sophomores four times over a
period of four weeks for approximately 25 minutes per time. In the sixth week of the course,
all the material was reviewed in 25 minutes. The participants completed a test of Image English
Grammar before, immediately after, and eight weeks after instruction was completed.
Participants also completed a questionnaire regarding their impressions about the instruction in
the 15th week of the course. The results demonstrated the following: a) fewer than 30% of
participants answered Image English Grammar questions correctly; b) the effect of explicit
instruction by Image English Grammar was statistically significant; and c) 92% of the
participants regarded Image English Grammar as valuable, and 76% as enjoyable.

Chapter 5 focuses on the participants’ learning process more specifically than does
Chapter 4. The effect of activating students’ analogical reasoning ability in teaching Image
English Grammar as a guide for learning English is reported. In order to examine the
participants’ learning process more specifically, their frame knowledge about antonyms was
activated in an experimental lesson, and the way in which they worked on the tasks was



observed. The underlying assumptions of the experiment reported in Chapter 5 are a) that
activating learners’ analogical reasoning ability regarding opposing frames of words should
enable them to learn new items on their own; b) that getting learners to observe the frame
knowledge of words leads them to regard the process of learning English itself as valuable and
interesting. The results showed that using frame knowledge to guess something new was
effective for 65% to 90% of the participants, depending on the particular item, and that
activating their analogical reasoning ability provided good motivation to learn English.

Chapter 6 also focuses on the participants’ learning process. Specifically, a classroom
experiment was conducted based on concepts of Cognitive Linguistics, namely schematization
and instantiation (Yamanashi, 2012, p.154), which the researcher regards as reflecting human
analogical abilities. The experiment began with having participants observe a few examples of
schematization and instantiation in Japanese, and then going on to deal with two such
constructions in English, namely the /’m between Ns construction and the / have a [COLOR]
thumb construction. The participants’ ability to make sense of certain expressions presented in
the experimental lesson using the knowledge they had learned was determined (e.g., the schema
I'm between Ns and the expression I 'm between jobs). A questionnaire was also conducted at
the end of the experimental lesson to determine whether it was valuable and interesting by the
participants based on Ryan and Deci’s (2000) six scales evaluating the level of motivation. The
results showed that the participants’ understanding of new items in reference to certain hints
provided by the researcher varied from item to item, but 50% to 70% of the participants were
observed to use their analogical reasoning ability to understand the new items. Regarding the
results of the questionnaire, 91% of the participants considered the content of the experimental
lesson to be valuable, and 77% found it interesting. Based on these results, it can be suggested
that teaching about schematization and instantiation by comparing Japanese and English
motivates students to learn English, and they come to consider the process of learning English
itself interesting.

Chapter 7 presents a conclusion and discuss directions for future research. Two aspects
of Image English Grammar require careful consideration, namely teachability and learnability.
While the experiments in this dissertation showed that Image English Grammar is learnable,
meaning that it is a learner friendly English grammar, teachability is yet to be verified. This
issue awaits further study.
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Chapter 1 Introduction

1.1 Outline of this Dissertation

The objective of the study reported here was to observe the effects of teaching linguistic
motivation through ‘Image English Grammar,” aiming to allow Japanese learners of English to
acquire native speaker intuition, which is often called Eigo no Kankaku (a ‘Feeling for English’) in
Japanese. Image English Grammar (Imai, 2010) is an English grammar for learning that has been
designed, developed, and used in the classroom by the present researcher, drawing on the conceptual
tools of Cognitive Linguistics. Linguistic motivation is understood here in terms of the reason why
a certain expression means a certain thing, as opposed to arbitrariness in language; thus, it reflects
the idea that most, although not all, language expressions are more or less motivated, rather than
arbitrary, as is also a core conceptual tool of Cognitive Linguistics (cf- Langacker 1987, p.12; 2008,
p.14).

It is generally agreed that native speaker intuition regarding grammar cannot be acquired by
learners of English as a foreign language (EFL). However, at the same time, attempts to teach native
speaker intuition have been made by some teachers for more than 40 years. A number of books and
TV programs focusing on a feeling for English have also been released over the past 15 years.
Restricting these to books written for general adult learners of English, the following can be listed:
Keene & Matsunami (1969), Tanaka & Kawade (1989), Petersen (1990, 2010, etc.), Ikegami (1991,
2006), Ohnishi & McBay (1995, 2007, 2011, etc.), Abe (1998), Tanaka (2006, 2013), Imai (2010),
Nakagawa (2010). A publication by the present researcher appears in this list, namely Imai (2010).
The present researcher has explored the ways to explicitly teach intuition through Image English

Grammar, and believes that even though Image English Grammar cannot allow Japanese learners



of English to acquire intuition fully, it will at least allow them to find the process of learning a
foreign language itself intriguing. The researcher has heard or read comments that most students
who attend English classes based on Image English Grammar regard the process of learning English
as enjoyable and valuable. As such reports had not been verified empirically, questionnaires were
completed after the series of classroom experiments reported in this study to determine whether this
was true. The researcher also believes that Image English Grammar provides learners with
additional meaning in learning a foreign language, namely to understand humans better as Cognitive
Linguistics proposes that the manner in which people construe things and situations is reflected in
the language they speak (cf. Langacker, 1987, p.12). Of course, the main reason people spend
tremendous amounts of time learning English is to acquire the language in order to be able to
communicate with people around the world, but as it is taught as a school subject, this researcher
assumes that it is also important for learners to experience the process of learning English itself as
interesting and valuable.

More specifically, the study reported in this dissertation had the following four aims: a) to
verify that university students had not necessarily acquired native speaker intuition, often called
Eigo no Kankaku; b) to demonstrate the utility of explicit instruction on Eigo no Kankaku by
employing Image English Grammar; c) to demonstrate that it is possible to activate learners’
analogical reasoning ability, allowing them to relate newly learnt knowledge to existing knowledge;
and d) to demonstrate that Image English Grammar allows learning English to be perceived as
valuable and interesting by learners. These four aims were addressed on the basis of data gathered
by three classroom experiments, described in chapters 4, 5, and 6, respectively.

This dissertation is organized as follows. As the study was conducted within the framework

of ‘Subject Development,’ a description of studies on Subject Development is given in 1.2. The way



in which the present study is compatible with the academic field of Subject Development is also
explained.

Chapter 2 describes how language and communication were construed in the context of the
present study, as the researcher believes it essential that researchers and teachers clarify their
perspectives on language and communication in discussing language education. More specifically,
the following points are covered in Chapter 2: In 2.1, five principles that the researcher believes
should be born in mind by both teachers and students are presented with examples, and the 12
grammatical items employed in the present experiments (in Chapters 3 and 4) are related to these
five principles. 2.2 describes the researcher’s construal of grammar. In 2.3, the importance of
explaining partially motivated aspects of language (linguistic motivation) in English teaching and
learning is discussed. 2.4 focuses on the kind of declarative knowledge that is beneficial in explicit
instruction within Image English Grammar regarding partially motivated aspects of English. 2.5
discusses the fundamental difference between English grammar for language analysis and English
grammar for learning.

Chapter 3 describes how the researcher has been teaching on linguistic motivation, with the
aim of Japanese students acquiring native English speaker intuition (Eigo no Kankaku) in his classes
over the past 15 years, using the 12 grammatical items employed in the experiments in Chapter 4.
This chapter is organized as follows: In 3.1, the proportion of university students who acquired
native speaker intuition is reported based on a survey conducted among 339 university students in
the spring semester of the 2015 academic year. For purposes of the survey, 12 grammatical items
considered to reflect learners’ acquisition of a Feeling for English were selected from Imai (2010,

2015). The results showed that these 12 items were not generally understood by the majority of the



university students surveyed as was expected on the basis of the researcher’s teaching experiences.
3.2 describes how these 12 items are taught in Image English Grammar classes.

Chapter 4 addresses three of the four above-mentioned aims of the present study, namely a)
to verify that university students had not necessarily acquired native speaker intuition, often called
Eigo no Kankaku; b) to demonstrate the utility of explicit instruction on Eigo no Kankaku by
employing ‘Image English Grammar’; and c) to demonstrate that Image English Grammar allows
learning English to be perceived as valuable and interesting for learners. The researcher provided
explicit instruction by Image English Grammar to 59 sophomores four times over a period of four
weeks for approximately 25 minutes per time. In the sixth week of the course, all the material was
reviewed in 25 minutes. The participants completed a test of Image English Grammar before,
immediately after, and eight weeks after instruction was completed. Participants also completed a
questionnaire regarding their impressions about the instruction in the 15th week of the course. The
results demonstrated the following: a) fewer than 30% of participants answered Image English
Grammar questions correctly; b) the effect of explicit instruction by Image English Grammar was
statistically significant; and c) 92% ofthe participants regarded Image English Grammar as valuable,
and 76% as enjoyable.

Chapter 5 focuses on the participants’ learning process more specifically than does Chapter
4. The effect of activating students’ analogical reasoning ability in teaching Image English
Grammar as a guide for learning English is reported. In order to examine the participants’ learning
process more specifically, their frame knowledge about antonyms was activated in an experimental
lesson, and the way in which they worked on the tasks was observed. The underlying assumptions
of the experiment reported in Chapter 5 are a) that activating learners’ analogical reasoning ability

regarding opposing frames of words should enable them to learn new items on their own; b) that



getting learners to observe the frame knowledge of words leads them to regard the process of
learning English itself as valuable and interesting. The results showed that using frame knowledge
to guess something new was effective for 65% to 90% of the participants, depending on the
particular item, and that activating their analogical reasoning ability provided good motivation to
learn English.

Chapter 6 also focuses on the participants’ learning process. Specifically, a classroom
experiment was conducted based on concepts of Cognitive Linguistics, namely schematization and
instantiation (Yamanashi, 2012, p.154), which the researcher regards as reflecting human analogical
abilities. The experiment began with having participants observe a few examples of schematization
and instantiation in Japanese, and then going on to deal with two such constructions in English,
namely the I'm between Ns construction and the I have a [COLOR] thumb construction. The
participants’ ability to make sense of certain expressions presented in the experimental lesson using
the knowledge they had learned was determined (e.g., the schema I'm between Ns and the
expression I'm between jobs). A questionnaire was also conducted at the end of the experimental
lesson to determine whether it was valuable and interesting by the participants based on Ryan and
Deci’s (2000) six scales evaluating the level of motivation. The results showed that the participants’
understanding of new items in reference to certain hints provided by the researcher varied from item
to item, but 50% to 70% of the participants were observed to use their analogical reasoning ability
to understand the new items. Regarding the results of the questionnaire, 91% of the participants
considered the content of the experimental lesson to be valuable, and 77% found it interesting.
Based on these results, it can be suggested that teaching about schematization and instantiation by
comparing Japanese and English motivates students to learn English, and they come to consider the

process of learning English itself interesting.



Chapter 7 presents a conclusion and discuss directions for future research. Having met a
university teacher who uses the researcher’s 2010 book as a textbook in her classes, the researcher
is considering conducting pre and posttests in her classes, and analyzing her students’ comments.

These ideas are briefly discussed in Chapter 7.

1.2 Subject Development Studies

This section explains what Subject Development Studies entails and how this paper is
compatible with the framework.

Japanese people obligatory study English for at least three years in lower secondary education,
and most continue to study it in higher secondary education as it is taught as a foreign language as
one ofthe compulsory subjects. However, most Japanese learners of English seem to regard English
as just a school subject or a means to pass an entrance exam to high school or college, rather than as
a living language, as is their mother tongue Japanese. In this context, most Japanese learners of
English believe that rote-memorization allows them to gain good scores in English as a school
subject, and this does serve their purposes in some cases. For this reason, Japanese learners’ studying
English seldom goes beyond such surface learning and rote-memorization. Learners seem unable to
relate the knowledge they gain in English classes to the existing knowledge already stored in their
brains. Failure to relate new knowledge to existing knowledge, which includes not only knowledge
about English, but also background knowledge and world knowledge, restricts learning to the
surface level and rote-memorization. Such learning will also not lead to ‘deeper learning and longer
retention (Littlemore, 2009, p.148),” neither does meaningful learning occur. This researcher
assumes that such rote-memorization based surface learning is one of the main reasons why most

Japanese people are unable to use English as a means of communication, regardless of how much



time and effort they expand at school. If the purpose of learning English is just to pass high school
or university entrance exams, the current learning style that relies on rote-memorization can be said
to be successful. However, if the purpose of learning English is to acquire it as a foreign language
or lingua franca, and to be able to use it as a means of communication, the researcher believes that
the learning process itself should be deeper and more meaningful. In order to make this happen,
teaching methods should be modified for learners to understand English by relating what they learn
in classes to their existing knowledge, both metaphorically and analogically. In the present context,
the idea of explaining linguistic motivation is metaphorical and analogical, and is therefore regarded
as a teaching method that draws on Cognitive Linguistics, because metaphorical and analogical
ways of thinking are a crucial cognitive abilities that humans possess.

The work reported in this dissertation began as a first step in order to achieve the goal of
‘deeper understanding and longer retention (Littlemore, 2009, p.148)’ in EFL contexts in Japan. In
order to realize this goal, the first thing the researcher considers necessary is to view the topic from
the combined perspective of three academic fields, namely Cognitive Linguistics, English language
teaching and learning methodology, and learners’ learning environment. This approach is
compatible with the concepts of Subject Development Studies, which is why this dissertation was
written within the field of Subject Development. As described by Nishimiya, Noji, Ito, Sirahata,
Shimbo and Kumakura (2015, p.5), Subject Development should include three academic fields as
shown in Figure 1.1, in this case: ‘lectures on a specialized field,” ‘lectures on how to teach subjects,’
and ‘lectures on general pedagogy.” The first two fields are combined into one category, namely
‘Subject Studies,” and the third is ‘Education Environmentology.” When theories and methods are
developed on the basis of these two subcategories, along with putting down walls that separate these

three fields, they are defined as studies on Subject Development.



(Lectures on specialized field) (Lectures on how to teach subjects) (Lectures on general

Cognitive Linguistics English Language Teaching pedagogy)

Let’s pull down these walls!

Development of theory and method

Education

Subject Studies

Environmentology

Studies on Subject Development

Figure 1.1. The Definition of Subject Development'.

This dissertation discusses how linguistic motivation may be taught with the aim of learners
acquiring native speaker intuition or FEigo no kankaku within the framework of Subject
Development. As shown in Figure 1.1, this study employed concepts of Cognitive linguistics in
terms of lectures on specialized fields, and English language teaching and learning methodology in
terms of lectures on how to teach subjects. Thus, these two fields are Subject Studies. In addition,
the research focuses on learners’ learning style and motivation as reflecting Education
Environmentology. The way in which these three academic fields are included in this dissertation is

described in the four paragraphs below.

1 This graphic was designed and developed following Nishimiya, Noji, Ito, Sirahata, Shimbo and
Kumakura. (2015, p.5).



Firstly, the academic field employed here to reflect lectures on specialized fields is Cognitive
Linguistics. The main reason is that the researcher assumes on the basis of his teaching and learning
experience that language learning is an embodiment of cognition, as cognition underlies everything
that humans do (cf. Langacker, 1987, pp.12-13). This is one of the fundamental claims of Cognitive
Linguistics. For example, Littlemore (2009, p.1) summarizes this point as follows: ‘a single set of
cognitive processes operates across all areas of language, and these processes are involved in other
types of knowledge and learning besides language.” For this reason, the researcher believes that
Cognitive Linguistics itself may be regarded as covering both Subject Studies and Education
Environmentology. A second important point regarding this key claim of Cognitive Linguistics is
that it is compatible with how language is actually used. This reflects the communication theory the
present research is based on. Regarding this point, Littlemore (2009, p.2) also states as follows: ‘the
fact that words provide only a limited and imperfect means of expression means that in order to
understand what our interlocutor is trying to tell us, as well as attending to the actual words that they
utter, we need to draw on our general knowledge of the subject under discussion and our
expectations about what our interlocutor might have to say about it.” This perspective may be said
to be lacking in English language education in Japan, due to language being construed as a school
subject or a means to pass an entrance exam, rather than as a language that is dynamic.

Secondly, the academic field employed as reflecting lectures on how to teach subjects is
English teaching/learning methodology. In this academic field, the researcher has observed that
more and more of what is currently called ‘evidence-based research’ is being conducted in English
classrooms in order to determine whether or not certain teaching methods are effective. However, a
major problem regarding research of this kind is related to the teaching and learning content

employed. This problem is especially conspicuous in the case of grammar teaching and learning.



Many studies report verifying the effects of grammar teaching, but the content of the grammar they
actually employed is often not clearly set out. For example, Cho & Kawase (2011, 2012) state that
a Cognitive Linguistic approach in teaching prepositions and count and uncountable English nouns
was more effective than a traditional approach, based on their classroom experiments. However, the
present researcher believes that there is a problem to be resolved in their research, as they did not
explain what Cognitive Linguistic and traditional approaches entailed. When comparing two
approaches, it is essential for researchers to show clearly what they actually taught in their classes
and how they did so, in a detailed description of their experiments. As there is no concrete entity
known as a traditional approach, it cannot be spoken of such. The present researcher believes that
even what is generally called a traditional approach can in some ways be explained as compatible
with what is called a Cognitive Linguistics approach. For this reason, if a researcher wants to verify
one approach is superior to another, the concrete content that the researcher actually employs in
class should be presented. In this dissertation, a number of experiments were conducted using new
grammar teaching materials, named Image English Grammar (Imai 2010). As mentioned above,
this is a grammar for learning developed by the researcher on the basis of his teaching and learning
experience and drawing on the key concepts of Cognitive Linguistics. As the content ofthe grammar
itself was developed by the researcher himself, the present research is compatible with the key
claims of studies on Subject Development. Indeed, this is how the researcher interpreted the
meaning of Subject Development Studies when he first learned about this academic field, as he
developed a new English grammar for learning. The actual content employed in the series of
classroom experiments reported in this dissertation are demonstrated in Chapter 3.

One further important point that should be mentioned regarding lectures on specialized fields

and lectures on how to teach subjects is that the present researcher considers these two areas to have
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been studied separately in the fields of linguistics and English language education. However, when
we consider improving the quality of teaching English as a foreign or global language, linguistics
as the ‘what’ and English teaching methodology as the ‘how’ ought to be combined. For example,
in order to improve learners’ communication ability, it is also essential to improve their grammatical
ability, and the grammar that is employed in the classroom should be one appropriate for learning,
rather than for language analysis. For this reason, the researcher considers it more appropriate for
an English grammar for learning to be designed and developed by researchers who major in Subject
Development Studies. Researchers in this field may have the necessary perspective to see what kind
of grammar is more appropriate for learners of English, both from the ‘what” and the ‘how’ sides.
Thirdly, in terms of the field of Education Environmentology, the perspectives of Ausubel’s
(1969) ‘meaningful reception learning” and Deci and Ryan’s (1985) self-determination theory
(SDT) are employed. As the researcher’s manner of teaching English in his classes may be
categorized into meaningful reception learning, Ausubel’s theory is one of the fundamental supports
for this teaching. Deci and Ryan’s (1985) SDT is also particularly supportive, in that the researcher
assesses his experimental classes based on whether the participants regard them as valuable and
interesting. Deci and Ryan (1985) claim that these two key words indicate the two highest levels of

motivation.
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Chapter 2 Theoretical Backgrounds

2.1 Introduction

As mentioned in Chapter 1, in any language teaching and research context, a teacher or
researcher ought to clarify his/her perspective regarding language and communication before
writing or talking about language education. This is essential, as the way in which a teacher or
researcher construes language and communication is generally reflected in the way they teach or
study language, whether consciously or subconsciously. Thus, the present researcher believes it
crucial for any researcher engaging in language education to clarify what s/he considers language
and communication to be in writing an academic paper, and so the present researcher’s stance on
language and communication is presented in this chapter, avoiding a shortcoming the researcher has
noticed in many papers on English language education, which do not clarify how language and
communication are construed.

This chapter focuses on the theoretical backgrounds upon which the design, development,
and application of Image English Grammar is based. The content of this chapter is drawn largely
from Imai (2008, 2010, 2013, 2014a, 2015). The chapter is organized as follows: In 2.2, the five
principles that the researcher believes should be born in mind by both teachers and students are set
out with illustrative examples, and this is followed by an analysis of the 12 grammatical items
employed in the experiments reported in this dissertation in terms of the five principles. 2.3 explains
how the present researcher construes grammar. In 2.4, the importance of explaining partially
motivated aspects of language in English teaching and learning is discussed, and 2.5 focuses

specifically on the kind of declarative knowledge that is beneficial in explicit instruction of Image
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English Grammar regarding partially motivated items in English. Finally, 2.6 discusses the
fundamental difference between English grammar for language analysis and English grammar for

learning.

2.2 Five Principles in Teaching EFL!

2.2.1 Five Principles
In learning or teaching English in an EFL context like that in Japan, the researcher believes,
based on his teaching and learning experience, that there are five principles that both teachers and

students should bear in mind.

Principle 1: English cannot necessarily be translated into Japanese
English cannot necessarily be translated into Japanese, and translation may sometimes even

be misleading or make learners feel that English is difficult to learn.

Principle 2: Construal differences between Japanese and English
Native speakers of English and those of Japanese may construe (interpret) particular things

or situations in different ways. Such construal differences are embodied in either language.

Principle 3: Symbolic structure of form and meaning
One form has one meaning, and one meaning has one form. (Bolinger, 1977, preface;

Langacker, 1987, p.11))

1 This section is based on Imai (2013).
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Principle 4: Language expression as reference point

Language is dynamic. Any language expression is a reference point that requires the listener
to try to understand what the speaker means. Inference, context, background knowledge,
world knowledge, cultural literacy, etc. are indispensable elements for the listener to

understand the speaker’s meaning.

Principle 5: Partial motivation in language

Language is partially motivated, although some parts are arbitrary. (Littlemore, 2009, p.148)

In the following five subsections, each of these principles is considered in terms of examples.

2.2.2 Principle 1: English Cannot Necessarily be Translated into Japanese

As for principle 1, the present researcher has noted through his own experience as a learner
and anecdotal evidence from university students that English education in Japanese secondary
schools relies heavily on translation. The researcher further believes, based on his own learning and
teaching experience, that a teaching or learning method heavily reliant on translation can often
prohibit learners from acquiring native speaker intuition (Eigo no Kankaku). For this reason, it is
necessary for teachers to explain what a certain English expression means rather than just giving the
Japanese equivalent. What learners of English should do is not memorize Japanese equivalents for

English expressions, but understand what English expressions themselves mean®. The way in which

2 Related to this claim, Fujikake (1980) discusses the difference in the mechanisms of understanding English
and translating English into Japanese.
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the present researcher provides explicit instruction on Image English Grammar for communication
is based on this concept. It is also important that the explanation should be metaphorical and
analogical for learners to assimilate what they learn to existing knowledge. Whenever the researcher
has his students observe why a certain expression means a certain thing, most of those who learned
English only in order to pass an entrance exam mainly by rote memorization are impressed with his
explanations and provide positive feedback, reporting that they understand English more deeply and
find it more interesting than they did previously’. Consider the example in (1) to understand more

specifically.

(1) 'm walking ( ) the direction of the ticket gate.

The construction (1) is a typical example for which most Japanese learners cannot fill in the blank
with the appropriate preposition. The cause of this inability may be that most learners memorize the
meaning of direction as houkou in Japanese. If they interpret the meaning of direction as houkou,
they tend to insert the preposition fo in the blank, because in Japanese they say kaisattu guchi no
houkou he, and they also regard Japanese /e as equal to English 7o due to translation. Unfortunately,
however, the meaning of English direction is not equivalent to Japanese /e. As the graphic in Figure
2.1 shows, the image of direction is an invisible corridor that connects where one is to one’s
destination (Imai 2010, p.46). Based on this graphic, one is considered to be in the invisible corridor

(direction), which is why the preposition i is appropriate for the blank in (1).

3 Based on students’ comments (cf. Appendix 4), the researcher developed the questionnaire used in the
experiments described in Chapters 4, 5, and 6 of this dissertation.
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destination \

Figure 2.1. The Image of ‘direction™.

2.2.3 Principle 2: Construal Differences between Japanese and English
Principle 2 should be regarded as a reason for principle 1. To make this principle clearer,

consider example (2).

(2) a. Koko wa doko? (Z Zix& = 2)

b. Where am [?

The pair in (2) shows how a situation considered to be objectively the same is construed in
different manners by native speakers of Japanese and those of English. As the graphics in Figure 2.2
show, in Japanese (2.2a), the place in which the person is situated is foregrounded, whereas in

English (2.2b) the person is foregrounded’.

4 This graphic is based on Tanaka & Kawade (1989, p.124).
5 This idea is based on Yamanashi (2009, p.125).
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(a) Japanese (b) English

Figure 2.2. Construal Differences between Japanese and English; koko wa doko / Where am I?.

Which aspect of the same situation is more highlighted and expressed in language is often different

from language to language. Further examples are analyzed in Imai (2010, pp.4-8).

2.2.4 Principle 3: Symbolic Structure of Form and Meaning

Principle 3 is a key claim made by Bolinger (1977, preface), and is also compatible with
Form-Meaning Symbolic Structure concept of Cognitive Linguistics (Langacker, 1987, p.12). Many
university students learned in middle or high school that a certain sentence can be paraphrased into
another sentence mechanically. However, it is generally the case that a sentence that seems to mean
a similar thing or depict a similar situation actually differs in some way in terms of meaning. Iftwo
sentences did mean the same thing, it would be unnecessary for both to exist. Consider the example

sentences in (3).

(3) a. This book is difficult to read.

b. It is difficult to read this book.

Most university students seem to have learned in high school that (3a) means the same as (3b).

However, as principle 3 claims, the meaning of each sentence is actually different. (3a) means that
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the speaker has trouble reading the book because the book itself is difficult to read. The difficulty is
with an attribute of the book itself. In contrast, in (3b) there is a possibility that the difficulty was
caused by other personal problems of the speaker, such as a lack of sleep, a cold, or other physical

problems, in addition to the possibility that the book itself is difficult®.

2.2.5 Principle 4: Language Expression as Reference Point

Principle 4 concerns the way in which the present researcher construes communication by
drawing on the fundamental concepts of Cognitive Linguistics. Reference point is a concept in
Cognitive Linguistics. Cognitive Linguistics regards humans possess reference point ability and the
ability is ‘to invoke the conception of one entity for purposes of establishing mental contact with
another’ (Langacker, 1993, p.5). In the present researcher’s view of communication, all language
expressions are reference point, namely the meaning of a word is not considered to exist within the
word itself, as conduit metaphor highlights, but in the brain of the particular person. In terms of

conduit metaphor, our language about language is structured by the following three metaphors:

(4) Conduit metaphor
IDEAS (OR MEANING) ARE OBJECTS.
LINGUISTIC EXPRESSIONS ARE CONTAINERS.

COMMUNICATION IS SENDING.

6 This difference is described in Lee (2001, pp.78-82) and the supporting comment was also offered in personal
communication with Dr. Harry Wary, who specializes in Japanese-US relations and assisted this research in the
2002 to 2009 academic years at Aichi Mizuho College. The same comments have also been made by native
English speakers to the present researcher.
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A speaker puts ideas (objects) into words (containers) and sends them (along a conduit) to a
hearer, who takes the ideas/objects out of the words/containers (Lakoff, 1980, p.10). As Lakoff
further claims, this model omits the important role that inference plays in communication, which is
generally stated in term of the ‘inference model of communication’ (Sperber & Wilson, 1986, p.2-
3). For this reason, the researcher believes that example sentences provided in his classes should fit
into the context or the frame (background) knowledge that his students can easily activate. This
principle underlies the experiments reported in Chapters 5 and 6 of this dissertation. Consider the

basic examples in (5). (¢f. Radden & Dirven, 2007, p.10; Taylor, 2003, p.126)

(5) a. I wash the car twice a month.
b. I have to fill up the car before going to work.

c. I vacuumed the car yesterday.

In all the three sentences in (5), the noun car is used, but a different part ofthe car is activated
according to the context. In (5a), the surface of the car is foregrounded. In (5b), the gasoline tank of
the car is foregrounded. In (5c), the interior of the car is foregrounded. In order to understand
precisely what car means in each context, it is necessary for the hearer to have background
knowledge about cars. In other words, the language expression car in each context is used as a
reference point (clue) for hearers to understand the meaning of car in each sentence. In order for
hearers to make sense of each sentence, they need to activate the knowledge related to cars that is

stored in their brains.
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2.2.6 Principle 5: Partial Motivation in Language

Some language expressions are arbitrary, while others are motivated. Consider, for example,
the words desks and tsukue. The entities called zsukue in Japanese are called desks in English. This
is an example of arbitrariness in language because the reason for the entities being called tsukue in
Japanese and desks in English cannot be explained. On the other hand, consider the phrases tsukue
no ashi and the legs of a desk. The parts that support the desk are called /egs or ashi, and this is
regarded as being motivated, meaning that an explanation is possible for these expressions’. Ashi
(in Japanese) and legs (in English) are the parts that support the human body, and the expressions
tsukue no ashi and the legs of a desk are used metaphorically, comparing desks to human bodies. In
the case of tsukue and desks, the same metaphor applies in both Japanese and in English, but this is
not always the case. For instance, consider sari no ana (which is directly translated into ‘the hole of
a needle,” but does not work in English) / the eye of a needle, kishu (‘the neck of an airplane’) / the
nose of an airplane, and so on. In teaching EFL, the present researcher believes that teaching
motivated aspects of the language, referred to as /inguistic motivation, is beneficial.

With regard to principle 5, its application is also emphasized by Littlemore (2009, p.38) as

follows:

.-+ Form-focused instruction is nearly always more effective than mere exposure to L2
mput (Doughty, 2003) but it is not always clear what aspects of the language we should
focus on in these form-focused instructions. ... learners are often primed by their

entrenched L1 construal patterns not to notice new L2 construals. Construal may thus

7 Related to this, Langacker (1987, p.12) says an obvious but self-made observation is that any
ploymorphemic linguistic sign (this includes the vast majority of expressions) is nonarbitrary to
the extent that it is analyzable.
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be one area of second language learning where learners benefit from explicit

instruction. (Emphasized by the researcher.)

Some teachers believe that all English expressions should be explained grammatically, while
others believe that grammatical explanations are not necessary in teaching or learning English. The
latter appear to believe that grammar should be acquired through enough exposure to the target
language. The present researcher believes neither to be the case. Somewhere between the two
extremes should be the answer to the question. In a related regard, Littlemore (2009, p.148) states
that ‘language is partially motivated, admitting that some parts are arbitrary.’ The researcher believes
Littlemore’s statement to be true, and that explaining the motivated aspects of the language is
sufficient and helpful for most learners of English. These explanations can serve as a reference point
(guide) for learners to understand the target language. This idea is compatible with the claim of
Keene & Matsunami (1969, p.10), the gist of which is that grammatical explanation in teaching
English should be a useful guide, not a complete description (rule). All grammatical items used for
the experiments reported in this dissertation are motivated, rather than arbitrary. Based on the
viewpoint that grammar is partially motivated, it is regarded as useful to present partially motivated
regularities of the language in the classroom, as such explanations can serve as useful reference
points (clues or guides) for learners to understand that a certain English expression means a certain

thing. Principle 5 is discussed in more detail in sections 2.3 and 2.4.

2.2.7 Analysis of the Grammar Items in Terms of the Principles.

The way in which the present researcher teaches English in his classes is based on the five

principles introduced above. The researcher always aims to help learners to observe how important
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these five concepts are in learning English in the EFL environment. He also aims to motivate
students to learn English and helps them experience the process of learning English itself as
intriguing and fun, by presenting examples underlain by any one or more ofthese five principles. In
English as a second language (ESL) context, the process of acquiring English seems to be more
similar to that of native English speakers because learners have more opportunities to use English
outside the classroom. In the EFL context, however, as learners lack sufficient opportunity to use
English outside the classroom, some kind of explicit instruction as a guide rather than a rule should
be beneficial in addition to exposure to the target language. These five principles discussed above
are crucial in this regard. The 12 grammatical items that were employed in the present study to verify
the effect of explicit instruction of Image English Grammar are each based on one or more of the
five principles, as shown in Table 2.1.

Table 2.1 shows that all the 12 grammatical items are related to principles 1 and 5. Regarding
the remaining principles 2, 3, and 4, all the grammatical items can, broadly speaking, be said to be
related to these principles ae well. However, Table 2.1 focuses on those principles that are
particularly concerned with each item. Furthermore, the application of any of the five principles is
related to the type of question each grammatical item occurs. Variation in question type may lead to
variation in the applicable principles. Either way, these five principles are believed by the present

researcher to be necessary for both teachers and learners of English to bear in mind.
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Table 2.1.

The Principles that Underlie Each of the 12 Grammatical Items

west

(a) a) at b) from c) in d) on e) up
(b) a) at b) inc) ond) to e) down

Principle 1 Principle 2 Principle 3 Principle 4 Principle 5
English can ’ t|Native speakers {One form for Any language Language is
necessarily be|of English and |one meaning, expressionisa |partially
. . translated into|those of and one meaning {reference point |motivated
Items of image English Ta Japanese for one form.
Grammar Questions that were given in the pretest panese construe (or
interpret) things
or situations in
different ways
According to the dialogue, which one of the
items below is correct?
Jack: You didn’t go to the party, did you?
Shelly: Yes.
A-1. The image of Yes/No |a) Shelly went to the party. v v v
b) Shelly didn’t go to the party.
c) Jack went to the party.
d) Jack didn’t go to the party.
e) Jack and Shelly went to the party.
Which one of these items sounds awkward?
a) Do you ever wear perfume?
b) Have you ever been to Canada?
c) I have ever been to Niagara Falls.
A-2. The image of ever d) If you ever come to Japan, be sure to let me v v v
know.
e) Godiva is the most delicious chocolate I’ve
ever tasted in my life.
Which one of these items sounds awkward?
a) Marina used to be a staff member of this
bakery.
b) Marina used to be a staff of this bakery. c)
A-3. The image of staff Marina used to be a member of the staff of this v v v
bakery.
d) Marina used to be a staffer of this bakery.
e) Marina was a member of the staff of this
bakery.
Which one of these items sounds awkward?
a) ’'m about to call her.
b) I’m going to call her.
A-4. The image of about |c) I’m about to call her tomorrow. v v v v
d) I'm going to call her tomorrow.
e) Il call her tomorrow.
Which one of these items sounds awkward?
a) Obama, the president of the United States,
has visited Princeton.
b) Einstein, the famous scientist, has visited
. Princeton.
A5 The? l.mage ofhave + c) Obama, the president of the United States,
past participle - . v v v v
visited Princeton.
d) Einstein, the famous scientist, visited
Princeton.
e) Einstein, the famous scientist, had visited
Princeton.
Fill in blanks (a) and (b) with one of the words
A-6. The image of in in given below.
the context of ... rises in | The sun rises ( a ) the east and sets ( b ) the
the east and ... sets in the |west. v v v
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Principle 1 Principle 2 Principle 3 Principle 4 Principle 5
English can ’ t|Native speakers |One form for Any language Language is
necessarily be|of Englishand |one meaning,  |expressionisa |partially
translated into|those of and one meaning |reference point |{motivated
Items of image English . o Japanese Japanese for one form.
Grammar Questions that were given in the pretest construe (or
interpret) things
or situations in
different ways
B-1. The image of be + Ex;zlam the meaning or the situation of this
sentence.
.
present participle The train is stopping. v v v
B-2. The difference What is the difference in meaning between
between Verb + Object |these two?
and Verb + Preposition + |a. Sara is preparing final exams. v v v
Object b. Sara is preparing for final exams.
What is the difference in meaning between
these two?
B-3. The difference
i i ith her.
between a and the I v? decided to break up with her. v v v
a. I'll tell you a reason.
b. I'll tell you the reason.
What is the difference in meaning between
B-4. The difference these two?
between mass and units ~ |a. We ate turkey. v v v
b. We ate a turkey.
B-5. The difference e . .
between simple prosent In what situation is each expression used?
f:n‘rtzz ds refeitp ¢ a. The road winds through the mountain. v v v
. pres b. The road is winding through the mountain.
progressive form
B-6. The difference In what situation is each expression used?
between simpl. sent .l iat help.
etween simple presen a. I appreciate your help v v v

and would + base form

b. I’d appreciate your help.

2.3 Definition of Grammar®

2.3.1 Grammar in Reference to Cognitive Linguistics

This section elaborates on the researcher’s definition of grammar with reference to the

concepts of Cognitive Linguistics. The researcher’s three basic concepts regarding grammar, based

on the ideas and concepts of Cognitive Linguistics, are given in (6) below.

8 This section is based on Imai (2013, 2014a).
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(6) a) Grammar entails dynamic language knowledge, which is categorized based on metaphor,
metonymy, and synecdoche. It includes expressions of different sizes and different
schematic levels, some of which are units and others schemas. There are many pieces of
expressions stored in one’s brain, and what one does when producing a sentence is to

‘cut and paste’ such pieces in order to convey one’s intended meaning.” (cf’ Langacker,

2002, p.264; Tomasello, 2002, p.10).

b) Acquiring a language is a process of categorization.

c¢) ‘Language is acquired by a strictly ‘bottom up’ process, through exposure to usage
events, and knowing a language consists, not in knowing a battery of rules, but in

accumulated memories of previously encountered utterances and generalizations which

arise from them’ (Taylor, 2012, p. 263, emphasis by the researcher.)

2.3.2 Grammar as Categorization Based on Metaphor, Metonymy, and Synecdoche.

As described in (6a) above, grammar entails a categorization based on metaphor, metonymy,

and synecdoche. These three figurative uses of language are generally defined as follow'?:

Metaphor: understanding one entity or thing in terms of another, based on certain similarities

between the two.

Metonymy: one entity or thing is used to indicate, or provide mental access to, another entity.

Synecdoche: using the specific for the general, or the general for the specific.

9 This process is named ‘usage-based syntactic operations’ by Tomasello.
10 This definition is based on Momiyama (2002).
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This section briefly explains this characteristic of grammar by giving a few examples. The
first example is the word kiwi, which has three meanings, namely ‘kiwi birds’, ‘kiwi fruit,” and ‘kiwi
person.’” The reason for kiwi having these three meanings may be explained in terms of metaphor
and metonymy. Regarding the first two meanings, namely ‘kiwi birds’ and ‘kiwi fruit,” these two
things are both called kiwi as they look similar. Thus, the cognitive foundation of these two
expressions is considered to be metaphorical. The notion of kiwi person, in contrast, is based on a
different cognitive foundation. As people in New Zealand live in a place in which kiwi birds and
kiwi fruit are common, people living there are also called kiwis. This cognitive process is known as
metonymy. This figurative use of language is based on a fundamental concept of Cognitive
Linguistics, namely reference point ability (cf. Langacker, 1993, p.5).

A second example is the word Kleenex. This is a brand name of tissue paper, and in American
English, the word can refer to tissue paper in general. If you are asked to get a box of Kleenex, you
do not necessarily need to buy the Kleenex brand, but can buy any brand of tissue available. Such
extension of word meaning is known as synecdoche. The application of synecdoche, using the
specific for the general, or the general for the specific, is abundant in daily language. Consider the

further example in (7).

(7) Let s meet for coffee sometime next week.

In (7), coffee refers to drinks in general that are served at a coffee shop. If one does not drink coffee,

one can visit the place and order something else, such as tea, juice, or milk. The expression coffee,

which literally refers to the specific beverage, refers to drinks in general in this context. Thus, this

use of coffee illustrates synecdoche. This case of coffee is also true in Japanese. If you say raishu
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coffee demo nomi masho, coffee refers to any drinks served at a coffee shop. However, in some
cases, whether an expression is used as synecdoche or not differs between Japanese and English.

Consider example (8).

(8) a. Uchino ojii-san ha karei raisu ni sauce o kakemasu.
b.? My grandfather pours sauce on curry rice.

c. My grandfather pours Worcestershire sauce on curry rice.

In Japanese, if one says (8a), sauce refers to Worcestershire sauce, and Japanese people generally
refer to Worcestershire sauce as simply sauce. For this reason, many Japanese learners of English
tend to say (8b), and native English speakers tend to ask What kind of sauce? This is because sauce
in Japanese can be used in synecdoche to refer to Worcestershire sauce, but this is not the case in
English. In English, it is necessary to specify the sauce as in (8c).

As discussed by referring to examples thus far, the reason why a form has several meanings
is due to categorization, and the reason why these several meanings are attached to a given
expression is that they are related in terms of one of the cognitive abilities humans possess, namely
the figurative use of language, in this case metaphor, metonymy, or synecdoche.

2.3.3 Dynamicity, Sizes, and Schematicity in Grammar !

As stated in (6a), since grammar is dynamic and consists of expressions of different sizes and

11 This section is based on Imai (2013).
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schematic levels, it is considered impossible to describe everything explicitly. This point deserves
attention, especially in terms of teaching and learning English. Furthermore, as Taylor states in (6¢),
language is acquired through exposure to usage events.

As mentioned above, the present researcher’s definition of the grammar of a language is
compatible with the ideas of Cognitive Linguistics. In this regard, note first the ideas regarding

grammar of Langacker (2002, p.264) and Tomasello (2002, p.10) below.

The grammar of a language is defined as a structured inventory of conventional
linguistic units. Specific expressions are included in this inventory provided that they have
the status ofunits — a reasonable assumption for dogs, trees, etc. Also included in the grammar
are schemas extracted to represent the commonality observed in specific expressions (both
units and nonunits). The coexistence in the grammar of the schema and instantiations affords
the speaker alternate ways of accessing a complex but regular expression with unit status: it
can simply be activated directly, or else the speaker can employ the schema to compute it.
Moreover, the schema is available for the computation of novel instantiations (e.g.
quagmires); if such an expression is frequently employed, it may very well become
established as a unit and thus be incorporated per se in the grammar. (Langacker, 2002, p.

264)

the child does not put together each of her utterances from scratch, morpheme by
morpheme, but rather, she puts together her utterances from a motley assortment of different
kinds of pre-existing psycholinguistic units. ... the question was how this child was able to

“cut and paste” together her previously mastered linguistic constructions in order to create a
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novel utterance in a specific usage event. (Tomasello, 2002, p. 10)

To be a little more specific about the present researcher’s definition of grammar, consider the
idea that grammar includes expressions of different sizes and different schematic levels (cf.
Langacker, 2008, pp.15-17). Regarding different sizes, when most people hear the expression,
‘grammar,’ they think of it as a sentence level regularity that makes it possible for language users to
produce an infinite number of utterances. Cognitive Linguistics, however, suggests that if a certain
form has a certain meaning, the symbolic relationship between the form and its meaning is regarded
as grammar. This means that grammar includes expressions of different sizes, such as
suffixes/prefixes, words, phrases, and sentences. For example, if one encounters such expressions
as runner, swimmer, employer, and teacher, one may induce a regularity that the form ‘verb + er’
generally means ‘a person who carries out the action designated by the verb.’ In other words, there
is a symbolic relationship between the form (verb plus —er) and its meaning (that is, the person who
carries out the action designated by the verb).

A second point the researcher would like to be specific about is what schematicity involves.
Schematicity in Cognitive Linguistics relates to the degree of abstractness or concreteness of a
certain form as an expression. Any given expression is located somewhere between the two
extremes: schematic (abstract) and specific (concrete). People generally induce schematic rules of
grammar by experiencing a range of different sentences (usage events). Most likely, most people
regard only these schematic rules as grammar rules. However, Cognitive Linguistics regards not
only the schematic (abstract) rules of grammar, but also the utterances that we hear someone say in
context (specific/concrete examples) as grammar knowledge. By way of clarification, consider the

examples in (9). Among these three expressions, (9a) is the most specific, while (9d) is the most
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schematic. However, regardless of their different levels of schematicity, all are equally included as

grammatical knowledge.

(9) a. How many computers do you have?
b. How many Xs do you have?
¢. How many Xs do/does/did SV...?

d. Wh-word + do/does/did SV...?

When one produces an utterance, such as How many cousins do you have? or How many
countries does the Nile run through?, one does not necessarily produce it by using only the most
schematic rule, such as that in (9d). In producing How many cousins do you have?, one is more
likely to use the less schematic regularities, as in (9b). Just by changing the expression computers
into cousins, one can produce the sentence. Even when producing How many countries does the
Nile run through?, one does not necessarily draw only on (9c), but also on (9b). In addition, when
one has an exact expression one wants to use among the language expressions stored in one’s brain,
one can access or produce the exact expression without referring to the more schematic rules. This
point is also compatible with Langacker’s (2002, p.265) claim that a lower level schema is more
important than a super schema when you actually produce an utterance. Furthermore, the researcher
believes that memorizing basic expressions or doing pattern practice in the classroom, as has been

done in English classes for a long time, is compatible with the concepts of Cognitive Linguistics.
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2.4 Partial Motivation in Language'?

As mentioned above, Langacker (2002, p.265) claims that a lower lever schema is more likely
to be employed when people produce utterances, while the main function of the high-level schema
is categorization. Drawing on this idea, grammar rules that explain not all but some usage events
are beneficial for learners of English. This point is also emphasized by Littlemore (2009, p.148),
and reflects what was described as principle 5 i 2.2.6. The gist of Littlemore’s main points is as

follows:

(10) a) ... some aspects of language are not arbitrary and ... there are sometimes reasons
why we say things the way we do.

b) ... teachers can explain, in theory, to their students why it is that certain expressions
mean certain things, instead of simply telling them ‘that’s just the way it is’ and
expecting them to learn expressions by heart.

c¢) This engages learners in a search for meaning, which is likely to involve deeper cognitive
processing which, according to Craik and Lockhart (1982), leads to deeper learning
and longer retention.

d) It is important to say at this point that although a great deal of language is thought to be
motivated, the ways in which this happens are not entirely predictable, and different
languages are motivated in different ways. Thus, much of the analysis of motivated
language is necessarily retrospective rather than predictive.

(Littlemore, 2009, p.148, emphasis by the researcher)

12 This section is based on Imai (2013).
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Based on this theoretical backgrounds, the present researcher assumes that two things shown in (11)

are both indispensable and effective in teaching or learning EFL.

(11) a) To give learners as many specific language expressions as possible and help them
induce regularities (schemas) on their own.
b) To explain to learners why a certain expression means a certain thing even though the

regularity is only partially motivated.

Thus, it is essential to explain motivation (as opposed to arbitrariness) of language, in
addition to exposure to language input. To realize these two prerequisite in the classroom, the
researcher concluded that helping tertiary level learners, who learned English in middle and high
school, to observe construal differences between Japanese and English can best be achieved by
means of quizzes. This method is also beneficial for learners in middle or high school whose English
achievement level is high. Quizzes can provide learners with actual contexts in which certain
grammatical items are employed, explain partially motivated aspects of language, and help learners
to consider the language on their own. It is often said that native speakers’ knowledge of grammar
is largely subconscious. In the EFL context, however, it is helpful to allow learners to consider what
native speakers of English seem to rely on when producing utterances. All the questions employed
in the experiments reported in this dissertation were extracted from the quizzes the researcher uses
in his EFL classes. The quizzes and the associated classroom explanations are described in Chapter

3.
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2.5 Declarative Knowledge in Teaching EFL"

This section briefly describes the kind of declarative knowledge that is helpful for learners to
learn English expressions. Considering that people learn in different ways and have different
knowledge, the kind of declarative knowledge that is beneficial also differs from one person to
another, according to a learner’s learning stage. There is, however, one thing common to optimal
explanations. Common characteristics can be observed if we consider how people usually
understand new ideas or concepts. If one comes across a new idea or concept, one will probably
access certain knowledge already stored in one’s brain, i.e., knowledge similar or related to the new
idea or concept. In order words, some kind of metaphorical ability is employed when one assimilates
new ideas or concepts. This process should be taken into account when declarative knowledge or
linguistic motivation is given. Consider a few examples to be more specific on this point.

Consider first the expression hang up (the telephone). This expression is not arbitrary, but
motivated. It is a good example by which teachers can explain to learners why sang up means ‘end
the telephone conversation,” as one used to actually hang the receiver back up on the hook of the
telephone when a conversation was over. This is why people say Aang up when they end a telephone
conversation. As such an explanation can be understood with reference to knowledge learners
already have, it is considered helpful for learners to assimilate such new expressions.

Consider now the expression felephone. This expression may initially seem arbitrary (not
motivated) when a learner first needs to learn it. The most efficient way to learn this expression is
simply to memorize it. Of course, the motivation of the expression can be provided by referring to

the knowledge that ‘tele’ means ‘far’ and ‘phone’ means ‘sound,” but as most learners lack this

13 This section is based on Imai (2014a).
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knowledge, it may be a burden for them to understand it. However, if learners’ achievement level is
more advanced, and they already know such words as telescope, telegram, telepathy, and television,
the declarative knowledge described above regarding the meaning of ‘tele’ might be of some help.

Consider another example that is more related to grammar.

(12) If T (win / will win) the lottery, I’ll quit my job and travel around the world.

Regarding (12), most learners have been taught in high school that in the time or condition clause,
the simple present form is employed rather than the will + base form when the sentence expresses a
future occurrence. Thus, in the parenthesis of (12), win (simple present) is the appropriate form. If
learners memorize this rule, they will answer this question correctly and this mode of surface
learning may allow them to pass university entrance exams. However, this researcher thinks that
surface learning of this kind does not help learners to gain native speaker intuition, which is
generally called Eigo no Kankaku ‘feeling for English’ in Japanese. Moreover, learners will not find
the process of learning English interesting if they simply study it by rote. The researcher believes
that this grammatical item can be explained more systematically, which would enable deeper
learning. Related to (12), Petersen (1990, p.123) states that contrary to what is generally considered
in school English grammar, both (13a) and (13b) are grammatically correct, but the meaning of each

sentence differs.

(13) a. If T am late, I will call you.

b. If T will be late, I will call you.
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He claims that (13a) is used, for example, when you visit your friend’s place and stay there until late.
Upon leaving the place, you are unsure whether you will make the last train or not. In this situation,
you can use (13a) to mean that if you are late for the last train, you will call your friend to come pick
you up at the station and drive you home. In contrast, (13b) is used when you have a date tonight
with your girlfriend, but you might have to take care of some urgent business in your office. If that
happens, it will be difficult to be on time for the appointment. You want to inform your girlfriend of
your being late as soon as the urgent business arises. In this scenario, being late for the appointment
is simply your prediction at the time you call your girlfriend, so (13b) is appropriate. In contrast, in
(13a), being late for the train is an existing fact at the time you call your friend. (12) can be
understood similarly. In the case where you quit your job and travel around the world, your having
won the lottery should already be factual. This is why win is appropriate in the if-clause. If you use
will win in the if-clause, you may end up quitting your job when you simply predict or think that
you will win the lottery. If you do so, there may be consequences.

If learners understand that the simple present form indicates that the event is factual, while
will + base form indicates that the event is merely a prediction as Petersen explains, this researcher
believes that they can understand grammatical point (12) more systematically, together with the

examples that follow. Consider (14).

(14) a. Tomorrow is my birthday.

b. I’ll be twenty six tomorrow.

Both (14a) and (14b) describe an event that is going to happen tomorrow. However, (14a) employs

the simple present form (is), while (14b) employs will + base form (will be). This phenomenon can
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also be explained similarly to (12) and (13). My birthday cannot be changed and is a fact shown on
the calendar. That is why, in (14a), the simple present form is used, but in (14b), at the time of
speaking (in this case today), you have not yet become twenty-six years old. Although you are 100%
sure that you will be twenty-six tomorrow, it is still a prediction. It will not become factual until
tomorrow arrives, and if, in the meantime, you should have an accident and die, you will not be
twenty six. For this reason, will + base form is employed. This explanation can also be applied to

explain the difference in meaning between (15a) and (15b).

(15) a. Serena and Dan have been married for two years.
b. Serena and Dan will have been married for two years tomorrow.

c. Serena and Dan would have been married for two years today.

The difference between (15a) and (15b) can be explained similarly to (12), (13), and (14). (15a)
shows a fact, while (15b) shows a prediction. However, the speaker is 100% sure that Serena and
Dan will have been married for two years tomorrow. In addition to the difference between the simple
present form and will + base form, the meaning of would + base form can also be introduced. The
basic image of the past form is “distance,” of which there are three different types: Distance from
now, distance from reality, and psychological distance from the person to whom you are speaking.
In (15¢), would indicates distance from reality, so the meaning of the sentence is that, in fact, Serena
and Dan have broken up, but if they were still married, today would be their two-year anniversary.
By systematically understanding the items that have been presented thus far, learners may
understand the nuance of (16). In (16), Mana is going to visit the City Library by bike, and wants to

know how long it will take her to get there. She asks a woman whom she happens to meet along the
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way.

(16) Mana: I was wondering if you know how long it takes from here to the City Library by
bike?

Woman: Let me see. It takes about 20 minutes on foot, so it would take 10 minutes by bike.

What this researcher expects the learners to understand in (16) is the difference in meaning between
takes and would take in the woman’s utterance. As has been explained above, the simple present
form indicates a fact, while would + base form shows an imaginary situation. For this reason, it is
understood that this woman has been to the City Library on foot, but she has not been there by bike.
Thus, she can say how long it takes from here to the city library on foot, but she is not sure how long
it will take by bike and can only make a prediction. Providing learners with the meaning of the
simple present form, will + base form, and would + base form helps them to understand several
grammatical items more systematically and it is hoped that this will lead to deeper learning and
longer retention.

In conclusion, what is most important when providing learners of English with declarative
knowledge is to check that the explanation is optimal for the particular learners. Namely, the
declarative knowledge should be helpful for learners to understand English expression and lead to
deeper learning and longer retention. There is no absolutely best way to teach or learn something
new, but the optimal way should be decided according to such factors as each learner’s learning
style, achievement level, and background knowledge related to the new ideas or concepts that they
are about to learn. One of the most important jobs of a teacher is to determine the optimal way to

teach in a dynamic and flexible manner according to the TPO (Time, Place, and Occasion) of the
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learning situation.

2.6 English Grammar for Learning and English Grammar for Language Analysis'*

This section describes the difference between two kinds of English grammar, namely ‘English
Grammar for Learning’ and ‘English Grammar for Language Analysis.” This researcher believes,
based on his teaching and learning experience, that the two are fundamentally different. Most
Japanese teachers and learners of English, however, seem to think that to study English Grammar
for Language Analysis is to learn English grammar. This is because the English Grammar that has
been used in middle and high schools in Japan, as well as in most reference books, is a typical
example of English Grammar for Language Analysis. The objective of such grammar books is to
offer complete explanations, and such books are indeed necessary, but their main function should
be as reference books, rather than textbooks for learners to learn English. Thus, the kind of grammar
that is employed in English education in middle and high schools in Japan is not necessarily
appropriate as an English Grammar for Learning because the information provided in such books
may not help learners to attain fluency in English. If the purpose of a class is to learn about English
metaphysically, as in English Linguistics classes in tertiary education, studying English Grammar
for Language Analysis may be desirable, but a grammar of this kind is not appropriate when the
purpose is to acquire the language itself, as in English classes in middle and high schools. Since the
main objective of a Grammar for Language Analysis is to investigate how language works, it is
considered most important to describe the characteristics of the language explicitly. In contrast, the

objective of an English Grammar for Learning is completely different, and the grammatical items

14 This section is based on Imai (2014a).
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in an English Grammar for Learning should be limited to those that are helpful for learners to acquire
or improve their English ability. In other words, an English Grammar for Learning should cover
items for which the provision of declarative knowledge is effective in enhancing acquisition of the
language. Thus, an English Grammar for Learning would best be developed by researchers who
have majored in English Language Teaching. Linguistic theories may be referred to, but they should
not be directly applied to English Language Teaching. Based on the discussion thus far, the present
researcher developed an example of an English Grammar for Learning, namely Image English
Grammar (Imai, 2010). The effect of this grammar on explicit instruction will be discussed in
Chapter 4.

A final point should be mentioned regarding the problem of the current English grammar
learning employed in high schools. This researcher assumes that the main objective of the current
school grammar is to enable learners to translate English into Japanese. If the purpose of studying
English is to translate English into Japanese, the current school grammar serves its purpose.
Unfortunately, however, as the main objective of learning English in this global era is to
communicate with people around the world in English, the English grammar for learning should be

more appropriate in terms of improving learners’ communication ability.
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Chapter 3 How to Teach Image English Grammar for Communication.

3.1 Introduction

This chapter discusses the current situation regarding learners’ feeling for English (Eigo no
Kankaku) and how the present researcher explains linguistic motivation in order to help learners
acquire native speaker intuition through Image English Grammar using the 12 grammatical items
employed in the present survey (reported in 3.2) and experiment (reported in Chapter 4). As
mentioned in Chapter 1, linguistic motivation is a concept opposed to arbitrariness in language. It
entails explaining why a certain expression means a certain thing, which is a core conceptual tool
of Cognitive Linguistics.

This chapter is organized as follows: 3.2 reports on a survey conducted to determine how
many university students had acquired native speaker intuition. The survey was conducted among
339 university students in the spring semester of the 2015 academic year. The items in the survey
were 12 Image English Grammar items selected from Imai (2010). 3.3 describes how the researcher
provides linguistic motivation through Image English Grammar regarding these 12 items in his

classes.

3.2 The Current Situation Regarding a ‘Feeling for English’

3.2.1 Research Assumptions

The research assumption underlying this part of the study was that most university students
would not have acquired native speaker intuition for English, or Eigo no Kankaku. This researcher’s
experience suggests many grammatical items university students are considered to have learned in
high school have not been understood by such students. When the researcher explains these items

in his classes, most students react as if they have learned something new and appear to understand
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English more deeply than before. The survey was conducted in order to confirm that this was indeed

the case.

3.2.2 Participants

The participants in the survey comprised 339 university students at two public and two large
scale private universities in the Aichi Prefecture. According to entrance examination data provided
by cram schools, these universities are between the lower intermediate and upper intermediate level.
As the intermediate level is the predominant category among university students, they may serve as
an indication of the general tendency among Japanese learners acquiring a feeling for English. Some
ofthe survey participants participated in the experiment to be described in Chapter 4, where further

information is given about them.

3.2.3 Materials and Procedures

In the first class meeting of the 2015 spring semester, the 339 participants completed a pre-
test in order to confirm what percentage had acquired each of the 12 items of Image English
Grammar that are used by the researcher to explicitly instruct on native speaker intuition. The 12

items are shown in Table 3.1.

Table 3.1.

Pretest Questions

Items of Image English | Questions that were given in the pretest

Grammar

A-1. The image of Yes/No According to the dialogue, which one of the items below is correct?

Jack: You didn’t go to the party, did you? Shelly: Yes.
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a) Shelly went to the party. b) Shelly didn’t go to the party. ¢) Jack went to

the party. d) Jack didn’t go to the party. e) Jack and Shelly went to the party.

A-2. The image of ever

Which one of these items sounds awkward?
a) Do you ever wear perfume? b) Have you ever been to Canada? c) I have
ever been to Niagara Falls. d) If you ever come to Japan, be sure to let me

know. e) Godiva is the most delicious chocolate I've ever tasted in my life.

A-3. The image of staff

Which one of these items sounds awkward?

a) Marina used to be a staff member of this bakery. b) Marina used to be a
staff of this bakery. ¢) Marina used to be a member of the staff of this bakery.
d) Marina used to be a staffer of this bakery. ) Marina was a member of the

staff of this bakery.

A-4. The image of about

Which one of these items sounds awkward?
a) ’'m about to call her. b) I'm going to call her. ¢) I'm about to call her

tomorrow. d) I’'m going to call her tomorrow. e) I’ll call her tomorrow.

A-5. The image of have + past

participle

Which one of these items sounds awkward?

a) Obama, the president of the United States, has visited Princeton.
b) Einstein, the famous scientist, has visited Princeton.

¢) Obama, the president of the United States, visited Princeton.

d) Einstein, the famous scientist, visited Princeton.

e) Einstein, the famous scientist, had visited Princeton.

A-6. The image of in in the
context of ... rises in the east and

... Sets in the west

Fill in the blanks (a) and (b) with one of the words given below.
Thesunrises( a )theeastandsets( b )the west.
(a)a)at b)from c)in d) on e)up

(b)a)at b)in c) on d) to e) down
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B-1. The image of be + present

participle

Explain the meaning or the situation of this sentence.

The train is stopping.

B-2. The difference between
Verb + Object and Verb +

Preposition + Object

What is the difference in meaning between these two?

a. Sara is preparing final exams. / b. Sara is preparing for final exams.

B-3. The difference between a

and the

What is the difference in meaning between these two?
I’ve decided to break up with her.

a. I'll tell you a reason. / b. I’ll tell you the reason.

B-4. The difference between

mass and units

What is the difference in meaning between these two?

a. We ate turkey. / b. We ate a turkey.

B-5. The difference between
simple present form and present

progressive form

In what situation is each expression used?
a. The road winds through the mountain.

b. The road is winding through the mountain.

B-6. The difference between
simple present and would + base

form

In what situation is each expression used?
a. [ appreciate your help.

b. I’d appreciate your help.

3.2.4 Results

The results of the survey are shown in Table 3.2. For items Al to A6, the percentage of the
participants who chose each option (a, b, ¢, d, or e) is indicated, with the correct answer highlighted.
For items B1 to B6, the percentage of participants who answered each question correctly, incorrectly,
or vaguely, is indicated. It is clear that, except for item A4, fewer than 30% of participants gave the
correct answers. These results led the researcher to conclude that these 12 items would generally
not be understood by most university students, as was expected on the basis of his teaching

experience. The researcher further assumed that explicit instruction for these items in university
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English classes was necessary and would be effective. The experimental class conducted to test

these assumptions is discussed in Chapter 4 of'this dissertation.

Table 3.2.
Pretest Results
A-1 A-2 A-3 A-4 A-5 A-6a A-6Db
have + past |. .
N=339 yes & no ever staff about .. in the east  |in the west
participle
a 23.8 55.0 16.2 11.5 5.0 47 2.4
b 66.8 0.9 94 2.1 221 55.6 21.5
c 2.6 15.6 14.7 72.6 4.1 124 14.4
d 3.8 22.9 53.2 5.0 9.1 13.2 37.4
e 1.5 3.8 44 6.2 51.8 8.5 17.6
NA 1.2 1.5 1.8 24 7.6 53 6.5
*NA: No answer is provided.
B-1 B-2 B-3 B-4 B-5 B-6
Verb + simple
Object / simple presnt
be + present Verb + a & the mass & units present & & would +
participle .. present
Preposition + . base form
Object progressive
Correct 21.8 25.0 18.2 291 30.0 10.9
Incorrect 75.9 53.2 74.1 60.9 60.9 85.9
Vague 2.1 21.5 1.4 9.7 8.8 2.9
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3.3 How the 12 Items are Explained in Image English Grammar

This section describes how the researcher explains linguistic motivation of the 12 items in
Table 3.1 through Image English Grammar, in relation to the survey results in Table 3.2. For the six
questions in section A, the percentage of participants who chose each option is shown beside each
option, with the ¢ indicating the correct answer. For the six questions in section B, the percentage
of correct answers is given for each question.

As shown in (1), 23.8% of participants answered this question correctly.

(1) [A-1] Yes / No: According to the dialogue, which one of'the items below is correct?

Jack: You didn’t go to the party, did you?

Shelly: Yes.
a) Shelly went to the party. (V23.8%)
b) Shelly didn’t go to the party. (66.8%)
c) Jack went to the party. (2.6%)
d) Jack didn’t go to the party. (3.8%)

e) Jack and Shelly went to the party. (1.5%)

The main reason for the many incorrect answers is that students are often taught in middle or
high school that yes means hai and no means iie in Japanese. However, English yes/no do not mean
the same as Japanese hai/iie conceptually. Yes is an indicator that what a speaker wants to say could
be described in an affirmative sentence. In other words, if a sentence is added after yes, it should be
an affirmative sentence. In contrast, no implies that the speaker’s message is expressed in a negative

sentence, which means that a sentence following no should be a negative sentence. Japanese hai/iie
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are totally different in this regard. Hai means that the speaker agrees with what the conversational
partner has just said, while iie means the opposite, namely, that the speaker does not agree with
what the conversational partner has just said.

Thus, the correct answer to this question is (1a) Shelly went to the party, because yes is an
indicator of an affirmative sentence. In this case, yes means Yes, I went to the party. For this case,
the researcher usually gives an item like that in Exercise 1 provided in (2) for practice, and then

moves on to a more advanced item like that in Exercise 2 in (2).

(2) Exercise 1: Does this train go to Shibuya?
Bob: This train doesn’t go to Shibuya?

Katie: No

Exercise 2: Did Maria sleep last night?
Mr. Miller: You didn 't sleep a wink last night?

Maria: Yes. I pulled an all-nighter.

In Exercise 1, no indicates that No, it doesn’t go to Shibuya because the sentence that follows
no should be negative. Exercise 2 may be confusing to some students. Since yes is a replacement of
an affirmative sentence, the meaning of this yes should be yes, I slept last night. However, the
following sentence says / pulled an all-nighter, which means ‘I stayed up all-night working,” so we
can infer from this sentence that Maria did not sleep last night because she was studying for tests
the next day. Most students think that this seems contradictory. The researcher then explains that in
this case yes does not mean yes, I slept last night. This yes represents something else. After giving
these hints, the researcher asks the students whether any of them knows what this yes means. Some

students then guess correctly and answer that yes means yes, you re right or yes, that’s right. At this
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point, the researcher also mentions that without the following sentence, yes would be understood as
ves, I slept last night, and that no would also fit in the context, indicating that no, I did not sleep last
night. Together with the following sentence, however, we can understand that the meaning of yes
in the example is yes, you re right, I didn’t sleep last night. The important point here is that yes is
an indicator of an affirmative sentence, and the affirmative sentence yes represents is inferred by the
context.

In terms of the five principles introduced in 2.2, this question has much to do with Principle
1 (English cannot necessarily be translated into Japanese) and Principle 2 (Construal differences
between Japanese and English). It is also related to Principle 5 (Partially motivation in language)
because it is possible to explain why yes/no operates as described above.

Of the 12 items in the pre-test, question A-2 seemed to be the most difficult for Japanese

learners of English. Only 15.6% of the participants chose the correct answer as shown in (3).

(3) [A-2] Ever: Which one of these items sounds awkward?

a) Do you ever wear perfume? (55.0%)
b) Have you ever been to Canada? (0.9%)

c) I have ever been to Niagara Falls. (V15.6%)
d) If you ever come to Japan, be sure to let me know. (22.9%)

e) Godiva is the most delicious chocolate I've ever tasted in my life. ~ (3.8%)

The reason for this difficulty is the Japanese equivalent usually given in middle school when
learners are taught ever for the first time. The first construction with ever that Japanese learners of
English generally learn is one like (3b), in which ever is used with present perfect tense. The
textbooks and teachers offer the Japanese equivalent imamadeni (before now), but this translation

is misleading. The schematic meaning of ever is ‘at any point in time,” as most English dictionaries,
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such as the Cambridge Dictionary of American English (Second Edition), say. In addition, the
difference in meaning between ever and sometimes is analogical to the difference between any and
some, as shown in Table 3.3. As Keene & Matsunami (1969, p.4) claim some implies ‘LIMIT,’
while the word any implies ‘NO LIMIT.’ The same idea can be metaphorically applied to sometimes
and ever, whereby sometimes implies ‘LIMIT’ and ever implies ‘NO LIMIT.” That is why (3c¢)
sounds awkward, because the speaker went to Niagara Falls at a specific time, and the hearer cannot
determine the point in time without limitation. In contrast, in the case of (3a), the hearer can answer
the question with yes regardless of how often the hearer wears perfume, and this case implies no
limit. This is how ever fits into this context. Compare (3a) to the one in which often is used instead
of ever as in Do you often wear perfume? In this case, in order to answer this question with yes, you
should wear perfume regularly. If you wear perfume only once a year, for example, you cannot

answer this question with yes. In this regard, the answer to offen is LIMITED.

Table 3.3.
The Metaphorical Relationship between some/any and often/ever
LIMIT NO LIMIT
THINGS some any
TIME always, usually, often, ever (= at any point in time)
sometimes, seldom, never

Thus, when hearers can choose any point of time randomly, they can use ever in the context of
a sentence. When you talk about something that is already decided, and no possibility of choosing
any point in time is open for your listener as in (3c), ever cannot be used. In addition, if learners

rote-memorize ever as imamadeni, they cannot use ever in contexts such as those below.
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(4) a. Do you ever wear perfume?
b. Did you ever wear perfume?
c. Will you ever wear perfume?

d. Have you ever worn perfume?

Learners who believe the meaning of ever is imamadeni think that only (4d) or (4b) and (4d)
are appropriate. The finding that 55.0% of the participants chose (3a) as awkward supports this
assumption. However, all the sentences in (4) immediate above are natural because the meaning of
ever s “at any point in time’.

In terms of'the five principles, this question has much to do with Principle 1 (English cannot
necessarily be translated into Japanese).

To question A-3, 9.4% of the participants answered correctly as shown in (5). This question

reflects a common error frequently made by Japanese learners of English.

(5) [A-3] Staff: Which one of these items sounds awkward?
a) Marina used to be a staff member of this bakery. (16.2%)
b) Marina used to be a staff of this bakery. (V9.4%)
¢) Marina used to be a member of the staff of this bakery. (14.7%)
d) Marina used to be a staffer of this bakery. (53.2%)

e) Marina was a member of the staff of this bakery. (4.4%)

Consider the example sentence (6).

(6)?Kana is a staff of this cafe.
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When the researcher explains this grammar item in class, he starts by referring to the Japanese
katakana expressions sutaffu and sutaffu ichido. Considering that -ichido is an expression used to
refer to all the members of a group or an organization, observe that Japanese sutaffu is used to refer
to each individual member working in an organization, in this case, a café. However, the same
construal cannot be applied to English staff. English staff is an expression that refers to all the people
working in an organization, so sutaffu ichido in Japanese is the appropriate equivalent. To refer to
each individual member working in an organization, the term staff member should be used instead.
This is why example (6) is awkward, and should be corrected to Kana is a staff member of this cafe.
In explaining this item, the researcher usually uses the graphic shown in Figure 3.1 (Imai, 2015,

p.240).

(a) staff (English) (b) a staff member / a member of the staff (English)
sutaffu-ichido (Japanese) sutaffu (Japanese)

Figure 3.1. Figure and Ground Alternation of staff.

Figure and ground segregation/alternation is a cognitive ability often employed in Cognitive
Linguistics to explain motivation in language expressions (¢f. Yamanashi, 2009, p.126). This
conceptual tool of Cognitive Linguistics is related to Principle 2 (Construal differences between
Japanese and English), that was introduced in 2.2. When explaining the difference between staff (in
English) and sutaffu (in Japanese), this concept is beneficial to allow Japanese learners of English
to grasp the image of staff in English. Japanese sufaffu highlights (technically speaking,
‘foregrounds’) each member of an organization as in Figure (1b), whereas English staff foregrounds

all the members working in an organization as a group, as shown in Figure (1a). In order to
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foreground individual members in English, a member of the staff or a staff member is used. The
same concept is used to understand the usage of such words as family, vocabulary, and so on. These
words are also used to refer to all the members of a group. Consider vocabulary, another typical
example that many Japanese learners of English use incorrectly. Such learners may write a sentence
as in (7a), which should be written as (7b), because vocabulary refers to all the words or phrases

stored in the brain.

(7) a.?Reading is one of the best ways to improve your vocabularies.

b. Reading is one of the best ways to improve your vocabulary.
Now consider family. The researcher believes this is an easier example for learners to grasp.
If you want to express the idea that I have a family of four, (8b) is appropriate. Since family refers

to all the members of a family, (8a) sounds awkward, unless you have four different families.

(8) a.?l have four families.

b. I have four family members.

To question A-4, 72.6% of participants answered correctly as shown in (9).

(9) [A-4] About. Which one of these items sounds awkward?

a) I'm about to call her. (11.5%)
b) I’'m going to call her. (2.1%)

c) I'm about to call her tomorrow. (V72.6%)
d) I'm going to call her tomorrow. (5.0%)

e) I'll call her tomorrow. (6.2%)
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In high school, most Japanese learners seem to learn that both be going to and be about to can
be used when talking about something you are going to do in the future. However, in terms of
Bolinger’s (1977) claims of one form for one meaning and one meaning for one form, the meaning
of'each of the two expressions is different, although they share a future meaning. This point is related
to Principle 3 (Symbolic structure of form and meaning), as well as Principle 1 (English cannot
necessarily be translated into Japanese). If we focus on the image of about in Figure 3.2, this
problem is easily solved. Tanaka (2011) provides these core images (schemas) of about and around,

making the difference clear.

about around
(Tanaka, 2011, p.65) (Tanaka, 2011, p.63)

Figure 3.2. Core Image of about and around.

As the figure shows, about X shows X and the vicinity of X. When metaphorically applying
the image of about from space into time, it predictably means ‘now’ or ‘very soon.” If you have this
image in mind, you will easily understand that (9¢) is awkward because the literal meaning of this
sentence is ‘I’m going to call her right now or very soon tomorrow.” As tomorrow is too far way to
be regarded as soon, it is not compatible with about. When this researcher teaches this grammatical

concept, he usually refers to the difference in meaning between the two sentences in (10a) and (10b).

(10) a. Let’s talk about this issue.

b. Let’s talk around this issue.
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In terms of the images of about and around above, you can guess that (10a) means that this
issue and its related topics are going to be talked about, but (10b) means that you should avoid
talking about this issue as the expression around X does not include X, which is at the center of the

graphic. Consider (11) as well to understand the reason more clearly.

(11) a.* The earth moves about the sun

b. The earth moves around the sun.

If you say (11a), the earth may hit the sun. However, in (11b), the earth moves around the sun
without making contact. The same image can be metaphorically applied to (10a) and (10b).

For A-5, 22.1% of the participants answered correctly as shown in (12).

(12) [A-5] Have + Past Participle: Which one of these items sounds awkward?

a) Obama, the president of the United States, has visited Princeton.  (5.0%)

b) Einstein, the famous scientist, has visited Princeton. (V/22.2%)
¢) Obama, the president of the United States, visited Princeton. (4.1%)

d) Einstein, the famous scientist, visited Princeton. (9.1%)

e) Einstein, the famous scientist, had visited Princeton. (51.8%)

The objective of A-5 is to get students to observe that the acceptability of a sentence is not
only determined by its structure, but also by extra-linguistic knowledge like context, background
knowledge, and cultural literacy (cf. Principle 4). X has visited Princeton is a perfectly grammatical
structure. When X is Obama, the sentence sounds natural, but when X is Einstein, the sentence

sounds awkward. The researcher also mentions that the ‘has + past participle’ form is an example
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of present tense. Following this, many students guess correctly that since Einstein has passed away,
and no longer exists in the world now, it is not compatible with the present tense Aas.

In answer to question A-6, 12.4% and 21.5% of the participants gave the correct answer for
(a) and (b), respectively as shown in (13). Their lack of understanding is rooted in the construal
difference between Japanese and English. (cf. Principle 2) The same situation can be construed in
two ways, and both expressions exist in both languages. However, the expression that is preferred
in each language is different. Japanese people tend to regard the east as the starting point, and the
west as the goal of the movement of the sun and so are more likely to say taiyo ha higashi kara
nobori, nishi he shizumu. In English, in contrast, the east is construed as a box-like space in which
the sun rises, and the west is also regarded as a space in which the sun sets, which is why native

English speakers tend to say The sun rises in the east and sets in the west.

(13) [A-6] X rises in the east and sets in the west:
Fill in the blanks (a) and (b) with one of the words given below.

The sunrises ( a ) theeastandsets( b ) the west.

(a) a)at (4.7%) (b) a)at (2.4%)
b)fiom  (55.6%) b) in (V/21.5%)
¢) in (V12.4%) ¢) on (14.4%)
d) on (13.2%) d) to (37.4%)
e) up (8.5%) e)down  (17.6%)

However, in both languages, the other way of expressing the idea exists, but is not the first

choice of native speakers. These expressions are given in (14a) and (14b), respectively.
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(14a) taiyou ha higashino sora ni noboru.

(14b) The sun goes/travels from the east to the west.

In (14a), the east is construed as a space in which the sun rises, as it is in English. The particle
ni in Japanese has a meaning similar to iz in English. In (14b), as the route of the movement of the
sun is emphasized, east is regarded as the starting point and west as the goal, as in Japanese.

In sum, both Japanese and English aloow point-construal and box-like space construal, but

differ in terms of which type of construal is preferred, as shown in Table 3.4.

Table 3.4.

Construal Difference between Japanese and English

Japanese English

Point construal | taiyo ha higashi kara nobori, nishi he | The sun goes/moves/travels from the

shizumu [More common] east to the west. [Less common]

Box-like space | taiyou ha higashino sora ni noborri, | The sun rises in the east and sets in

construal nishi ni shizumu [Less common] the west. [More common]

As for question B-1, only 21.8% of the subjects gave a correct answer as shown in (15).

(15) [B-1] Be + Present Participle (21.8%)
Explain the meaning or the situation of this sentence.

The train is stopping.

The cause of their lack of understanding is once again rooted in the Japanese translation (cf.

Principle 1). Most Japanese learners of English learn in middle or high school that the ‘be + V-ing-
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construction’ can be translated as ‘--- shite iru’ in Japanese. Unfortunately, this translation is not
necessarily equivalent to the English ‘be+V-ing-construction.” The schematic meaning of the ‘be +
V-ing-construction’ is that something or someone is in the process of doing or accomplishing
something. In other words, the action has not yet been completed. If Japanese learners of English
rely too much on the Japanese translation they memorized, the sentence in (15) can be translated as
Basu ga tomatsute iru, which means ‘the bus is now at the bus stop.’ In most cases, however, the
meaning of this English sentence is that the bus is about to stop, that is, the bus has not stopped yet.
After explaining what has been discussed thus far, the researcher goes on to an exercise to allow

learners to practice this point more.

(16) Exercise: You’re talking on the cellphone and the battery is going to die soon. You’d like
to explain the situation to your friend, and want to call the person back later. In this situation,

what would you say?

In (16), just by letting learners know that the verb die is used to express keitai no juden ga
kireru, most students, including junior high school students', have been found to produced my

battery is dying correctly.

! In the 2009 to 2010 academic year, Ms. Masami Kondo, an English teacher at Sanage Junior High School in
Toyota City, asked this researcher to give special lectures in her elective English class for 3rd year students who
volunteered for the course.
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As for B-2, 25.0% of the participants answered correctly as is shown in (17).

(17) [B-2] Verb + Object versus Verb + Preposition + Object (25.0%)
What is the difference in meaning between these two?
a. Sara is preparing final exams.

b. Sara is preparing for final exams.

This is an example that the researcher usually provides in order to help learners notice one
form for one meaning, one meaning for one form idea (Bolinger,1977), which is also one of the
fundamental concepts of Cognitive Linguistics (cf- Principle 3). Regarding this example, in (17a)
Sara is a teacher, while in (17b) Sara is a student, because in (17a) she is setting exam questions,
while in (17b) she is studying for the exam. Thus, what Sara is preparing in (17b) is not the exam
itself, ; rather, she is preparing herself for getting good scores in the exams by studying. This is just
one interpretation, as language is dynamic; in (17b) Sara could also be a teacher, looking for
materials to be used for the exam. This example shows that language is not static, but dynamic, and
that context counts in understanding any given sentence. This point is also explained according to
the English level or the reaction of the students. The researcher then gives similar examples for

students to practice this grammatical concept, such as that in (18).

(18) What is the meaning of the underlined part?
Nana: Do you know Frank Lloyd Wright?

Jack: Do I know him? I know of him, but I haven 't met him in person.

Based on the context provided in (18), students try to guess the differences in meaning

between I know him and I know of him. For such an exercise, the researcher always gives the
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students some time to talk in pairs or groups of three’. While the students are sharing their ideas, he
walks around the classroom and listens. Many students guess correctly that 7 know of him means ‘I
just know his name or face, but haven’t actually met him in person.” The researcher then asks the
whole class if there are any volunteers who would like to explain, and a volunteer shares his/her
idea with the whole class. Then the researcher explains as follows: If you say I know him, with him
following know directly, the sentence means ‘I have met him in person before.’ If you say I know
of him, with of between know and him, the relationship between know and him becomes indirect,
meaning that how [ know him is also indirect. Thus, I know of him means ‘I know him indirectly,’
for example, by hearing about him from someone else. When students understand the concept

introduced in this way, they are able to guess the meaning of examples like those in (19).

(19) a.? A drowning man will catch a straw.

b. A drowning man will catch at a straw.

The sentence in (19b) is natural, but (19a) is awkward. It may be difficult for some learners
to memorize that the preposition af is required in this proverb after the verb catch. However, if
learners know the difference between catch X and catch at X, they can understand that (19b) is
appropriate because the person who is now drowning does not catch a straw, but is trying to catch
one. If learners know the reason why the preposition at is necessary in this example, they will be

less likely to make a mistake in using the expressions in (19) correctly.

(20) a. I believe him.

b. I believe in him.

2 The reason of providing learners with some time think on their own is that this researcher considers that
making learns think is one of the most important things that teachers bear in mind in teaching. It is supported by
Ausubel (1969) and this point is to be discussed in Chapter 5, Section 1.
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Example (20) is an advanced item, in which (20a) means ‘I think what he said is true’ and
(20b) means ‘I trust him.” The difference in meaning between these two sentences is rooted in the
meaning of the preposition in. If X have faith in Y, the image of X being part of Y or X and Y being
related to each other will be triggered. Thus, the connection between 7 and him is stronger in (20b)
than in (20a). If you understand the difference between (20a) and (20b), you will also realize why
in is necessary in the sentence [ believe in God, which means ‘I have faith in God.’

As for B-3, 18.2% of the participants answered correctly as shown in (21).

(21) [B-3] 4 and The: (18.2%)
What is the difference in meaning between these two?
I've decided to break up with her.

a. I'll tell you a reason. b. I'll tell you the reason.

Articles are one of the most difficult grammatical concepts for Japanese learners of English,
and even advanced level learners sometimes notice something new about them in usage. However,
there are certain fundamental concepts that can be presented in the English classroom. B-3 is a good
example to allow learners to understand the basic difference between a and the. In B-3, (21a) means
that there is more than one reason the speaker decided to break up with his girlfriend, and he is going
to tell the hearer one of the reasons. This is because the meaning of a is ‘one of certain items.’ In
contrast, (21b) means that there is only one reason that the speaker decided to break up with his
girlfriend and he is going to share it with the hearer. No other reasons, other than the one to be

mentioned, exist. The same idea can be applied to guess the meanings of (22).

(22) a. Ms. Olive is on the phone.

b. A Ms. Olive is on the phone.
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In (22a), Ms. Olive is a specific person that both the speaker and the hearer can identify. In
contrast, in (22b), there is more than one person whose name is Ms. Olive in the speaker’s mind,
and the speaker cannot identify which Ms. Olive is on the phone, namely (22b) is generally used
when the speaker has no knowledge of the person on the phone, irrespective of the person’s name.

As for B-4, 29.1% of the participants answered correctly as shown in (23).

(23) [B-4] Mass Nouns and Count Nouns (Units): (29.1%)
What is the difference in meaning between these two?
a. We ate turkey.

b. We ate a turkey.

This item involves the difference in meaning between mass and units, reflecting another
important grammatical notion regarding nouns and articles. When a/an occurs before a noun or
plural —s is attached to a noun, the entity designated by the noun is construed as a count noun (in
Keene’s terms, count nouns are ‘units’). In contrast, if neither a nor —s occur with the noun (i.e., if
a bare noun is used), the noun is construed as a mass noun. In the case of B-4, turkey in (23a) is a
general mass of turkey, while turkey in (23b) is a single unit. Thus in (23a), the amount of turkey
you ate does not matter; the sentence simply means that the speaker ate some turkey. In (23b), the
turkey is a unit, so this sentence means that the speaker ate a whole turkey. In order for learners to
distinguish the meaning of these two sentences, it is essential to understand the images of mass and
units (c¢f. Principle 3).

When this researcher teaches this grammatical notion, he usually starts by asking students to

express the idea in (24) in English.

(24) inu to neko no dotti ga suki desu ka?
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The sentence in (24) asks whether the hearer prefers dogs or cats. However, 50% or more

students, in the researcher’s teaching experience, give (25).

(25) Which do you like better, dog or cat?

In (25), dog and cat are interpreted as mass nouns, not units, so (25) can be understood to ask
which the hearer prefers to eat, dog meat or cat meat. This should be corrected as Which do you like
better, dogs or cats? because as pets or animals, dogs and cats are treated as units, not mass. This

example is very effective to get learners to understand the difference between mass and units.

The question B-5 was answered correctly by 30.0% of the participants as shown in (26).

(26) [B-5] Simple Present Form and Present Progressive Form (30.0%)
In what situation is each expression used?
a. The road winds through the mountain.

b. The road is winding through the mountain.

This pair of sentences is a good example to allow learners to understand the difference in
meaning between simple present and present progressive forms. The difference between these two
sentences can be explained by drawing on one of the conceptual tools of Cognitive Linguistics,

namely figure/ground segregation and alternation (cf. Principle 2). Consider the sentences in (27)

(27) a. The road winds through the mountain.

b. The road is winding through the mountain. (cf- Lee, 2001, p.150).
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When the present simple form is employed, as in (27a), the speaker visualizes the whole
scenario of the road winding through the mountain, as shown in Figure (3.3a). Thus, the sentence
can be used, for example, when planning a road trip and looking at a map that shows the whole road.
In contrast, in (27b), the speaker sees only part of the whole scenario, and reports what they see.
Thus, the sentence can mean that the speaker is currently driving on a mountain road and is
describing how it is winding at the place in which they are currently situated, as shown in Figure

(3.3b).

/Z/ /IZ :road

: viewing frame

(a) (b)

Figure 3.3. Difference of Viewing Frames in Space.

The same concept can be applied to other cases, such as time, as opposed to space. Consider

the sentences in (28).

(28) a. A4 statue of Rodin stands in the lobby.

b. A statue of Rodin is standing in the lobby.

Lee (2001, p.150) describes how (28a) represents a permanent state of affairs (for all practical
purposes), whereas (28b) implies that the statue has only recently been placed there and may not be
staying. In the researcher’s words, if the statue always stands in the lobby and there is no plan to

move it, (28a) is appropriate. In contrast, if a Rodin exhibition is currently being held and that is
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why the statue is standing in the lobby, (28b) is appropriate. This method of interpretation is related
to the viewing frame, which changes from the whole to the part metaphorically. The same concept
used in space in example (27) can be metaphorically applied to time in example (28). (The
metaphorical extension of an expression from space to time is a general phenomenon.) When the
simple present form is used, the speaker sees the situation by viewing the whole. In contrast, when
the present progressive form is employed, the speaker sees only a part of the whole situation.
Regarding (28a) and (28b), some native speakers comment that these two sentences can be used
interchangeably. Some might also argue that for learners of English, the difference does not matter.
However, as Keene & Matsunami (1969, p.15) claim, considering such subtle differences can
enable learners to access what is actually occurring in a language. Thus, the researcher believes that
explicit instruction in Image English Grammar is beneficial in university English classes to allow
learners to acquire a feeling for English grammar.

For question B-6, 10.9% of the participants answered correctly as shown in (29).

(29) [B-6] Simple Present and would + base form (10.9%)
In what situation is each expression used?
a. | appreciate your help.

b. I’d appreciate your help.

This is another example reflectiong one form for one meaning, one meaning for one form (cf.
Principle 2). In (29a) the simple present form is employed, while in (b) would + do is employed. As
the basic image of the simple present form is factual, (29a) is used when someone helped you and
you want to thank the person. In other words, the action of appreciating the person’s help is factual,
and it is a fact that your hearer helped you. In contrast, (29b) relates to an imaginary situation as the

past form would is employed. This expression is used when you are not sure whether your hearer
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or reader will help you, but you are now asking them to do so. The literal meaning of this expression
is ‘if you helped me, I would appreciate it,” and it is used as a polite request for assistance.

With regard to the past tense, this researcher usually refers to an image of the past tense in
explaining this item. What is usually explained regarding past tense is as follows: The basic image
of past tense is in terms of ‘distance” and three kinds of ‘distance’ are possible according to the
context, namely a) distance from now; b) distance from the person you are talking to; and c) distance
from reality. These three types of distance are not mutually exclusive. It is just a matter of which
distance is more salient than the others in a given context (¢f. Imai, 2010, p.167). Consider the

examples in (30).

(30) a. I loved you so much.
b. Could you do me a favor?
c. “We’ll be having a party this coming Friday. Would you like to join us?”

“I wish I could, but I have other plans. Can I take a rain-check?”

The past tense form in (30a) reflects distance from the present time, but could also be
considered as reflecting distance from reality, as a person saying / loved you so much, could mean
‘I do not love you now.” The sentence in (30b) indicates psychological distance from the person
you are talking to. By employing could rather than can, the speaker keeps an appropriate
psychological distance from the hearer for purposes of politeness. Finally, (30¢) shows both distance
from reality and distance from the person you are talking to. In this situation, you could say /'m
sorry, I can’t instead of I wish I could. The former sentence reflects a fact, while the latter one

describes an imaginary situation. The reason why the latter sentence is chosen in this dialogue is

3 The idea that past tense shows distance is also supported by Lee (2001, p.56)
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that the speaker wants to be politer, using the past tense rather than saying outright that they cannot
join the party.

Before wrapping up the explanation of this item, the researcher provides a question like that in
(31) in order to check the students’ understanding. The researcher usually gives the students some
time to think and discuss with their classmates, finding that many students answer the question

correctly, although this issue has not been confirmed empirically.

(31) What is the difference in meaning between these three?
a. Jack has been seeing Maria for three years.
b. Jack will have been seeing Maria for three years tomorrow.

c. Jack would have been seeing Maria for three years tomorrow.

The difference in form and meaning symbolic structure in the sentences in (31) involves has
been, will have been, and would have been. The sentence in (31a) reflects a fact because the present
form has been is employed. For example, John and Maria started dating two years ago and today is
their second anniversary; they are still dating. In (31b), will reflects prediction, so the message
conveyed is the prediction by the speaker. However, as the auxiliary verb is will, the speaker is
100% sure that Jack and Maria will still be dating tomorrow. In contrast, in (31c¢), the auxiliary verb
would reflects the image of past tense in terms of distance as in (30), so this sentence indicates
distance from reality. Thus, (31c) conveys an imaginary situation. Jack and Maria broke up, but if
they were still dating, it would have been their second anniversary tomorrow.

The effects of explicit instruction on the items that has been explained thus far is discussed in

Chapter 4.

65



Chapter 4 The Effects of Explicit Instruction of Image Grammar for Communication on

Tertiary Level English Classes'

4.1 Introduction

Although considerable attention has been paid to the necessity of cultivating students’ Eigo no
Kankaku, 1.e., their linguistic intuition regarding English, for over 40 years, to this day many Japanese
English speakers and writers still do not appear to possess this intuition. Most university students were
not taught Eigo no Kankaku in high school. When people learn their first language, they can
subconsciously assimilate native speaker intuition, feeling, or sense regarding the grammar of English
(to be referred to as ‘feeling for English’ in this paper), through repeated experience of typical
expressions in typical situations. Those who have a feeling for English can distinguish between the
meanings of two similar sentences and whether a sentence is natural or awkward, but they cannot
necessarily explain the reason unless they have had special training in the grammar of their first
language (cf. Keene & Matsunami, 1969).

Many believe that acquiring native speaker intuition cannot be expected in an EFL learning
environment such as Japan because the amount of time that learners can spend learning the target
language is limited. However, this researcher has been teaching Image English Grammar for over 15
years and feels that explicit instruction in acquiring a feeling for the grammar of English is effective
for university students in the EFL learning environment. It is of course true that exposure to sufficient

English input is required to learn English as a foreign language, but exposure to English input alone

! This whole chapter is from Imai (2016a). The effects of explicit instruction of “Image English Grammar for
Communication” on tertiary English classes. Journal of Annual Review of English Language Education in Japan,
27,137-152.
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is not sufficient. In order to compensate for the time constraints that can be spent on learning the target
language, explicit instruction in a feeling for English, in other words, explaining why an expression
has a certain meaning?, which the researcher has named Image English Grammar for Communication,
should be helpful for university students who learn English in an EFL environment.

There are three reasons for this assumption regarding teaching Image English Grammar. One
is that this researcher teaches Image English Grammar explicitly in his class and most students provide
positive feedback, reporting that the class is beneficial and interesting, that they understand English
better than before, and that English is easier than they thought. The second reason is that most students
were not taught a feeling for English in high school. The final reason is that students’ analytic ability
and English proficiency are sufficient to understand the teacher’s explanation (Kondo & Shirahata,
2015).

One of the main causes that hinders most Japanese learners of English from acquiring a feeling
for the grammar of English may be that they have learned to rely too heavily on Japanese translation
when they learn the meanings of English expressions. This method of translation-based teaching or
learning English does not necessarily work because the way to construe the same things or situations
differs between native speakers of English and those of Japanese. Moreover, a fundamental concept
of Cognitive Linguistics is that construal differences are embodied in each language (Langacker,
2008; Lee, 2001, etc.). It can be very helpful for students’ language ability if teachers of English as a
foreign language help learners to observe the construal difference between the two languages (Imai,

2013).

2 Littlemore (2009, p.148) also claims that teachers can explain, in theory, to their students why it is that certain
expressions have certain meanings, instead of simply telling them ‘that’s just the way it is’ and expecting them to
learn expressions by heart. This engages learners in a search for meaning, which is likely to involve deeper
cognitive processing that leads to deeper learning and longer retention.
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This paper is organized as follows. Following the Introduction, the method of teaching Image
English Grammar for Communication is explained in Section 2. Section 3 describes the body of the
present experiment and questionnaire. The Results and Discussion are presented in Section 4, and

Section 5 provides the Conclusion.

4.2 How to Teach Image English Grammar for Communication

Attempts to teach native speaker intuition, feeling, or sense regarding English grammar, which
is often called Eigo no Kankaku in Japanese (Feeling for English), have been practiced by some
teachers for more than 40 years. As far as this researcher knows, the oldest book that deals with feeling
for English is Keene and Matsunami (1969). Some books and TV programs focusing on feeling for
English have also been released over the past 15 years®. Although not all the authors and lecturers
claim to draw on the ideas of Cognitive Linguistics, the researcher feels that the methods of explaining
English expressions in these books are mostly compatible with the concepts of Cognitive Linguistics
(Langacker, 2008, Yamanashi, 2009, etc.). The researcher defines the main characteristics of
explaining English expressions in a ‘cognitive way’ as follows*: Explanations are provided
metaphorically by activating daily knowledge or experiences that learners are familiar with. In

contrast, most Japanese teachers of English tend to provide explanations within the framework of

3 The following books can be listed as examples even if restricted to the books written for general adult learners of
English: Keene & Matsunami (1969), Tanaka & Kawade (1989), Petersen (1990, 2010, etc.), Ikegami (1991,
2006), Ohnish & McBay (1995, 2007, 2011, etc.), Abe (1998), Tanaka (2006, 2013), Imai (2010), Nakagawa
(2010).

4 The researcher defines Image Grammar for Communication in words for the first time in this paper based on
what he has been practicing and researching so far.
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technical terms of English grammar and Japanese translation. The explanation employed in this study
is fundamentally based on Imai (2010, 2013). Consider the examples provided below.

Example sentence (1) is a common error that is frequently made by Japanese learners of English.

(1)? Kana is a staff of this café.’

When the researcher explains this grammar item in class, he starts by referring to the Japanese
katakana expressions, sutaffu and sutaffu ichido. Considering that -ichido is an expression that is used
to refer to all the members of a group or an organization, you will observe that Japanese sutaffu is
used to indicate each member working in an organization, in this case, a café. However, the same
construal cannot be applied to English staff. English staff is an expression that refers to all the people
working in an organization, so sutaffu ichido in Japanese is the appropriate equivalent. To refer to
each member working in an organization, the term staff member should be used instead. That is why
example (1) is awkward, and should be corrected as: Kana is a staff member of this café. In explaining
this item, the researcher usually uses the graphic that is shown in Figure 4.1 (Imai, 2015, p.240).

Figure and ground segregation / alternation is a cognitive ability that is often employed in
Cognitive Linguistics to explain the motivatedness® in language expressions (cf. Yamanashi, 2009,
p-126). When explaining the difference between staff (in English) and sutaffu (in Japanese), this

concept is beneficial to allow Japanese learners of English to grasp the image of staff in English.

3 The reason why a question mark (?) is given in this sentence is that Cognitive Linguistics’ consideration as to
whether a given sentence is natural or awkward is a matter of convention rather than the grammatical /
ungrammatical dichotomy that is generally employed.

6 “Motivatedness’ is a concept in Cognitive Linguistics that means the opposite of ‘arbitrariness.” When some
expression is motivated, Cognitive Linguistics (cf. Langacker, 2008, p.5) considers it possible to explain why the
expression has a certain meaning.
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Japanese sutaffu highlights (technically speaking, foregrounds) each member of an organization as
in Figure (4.1b), but English staff foregrounds all the members working in an organization as a
group as shown in Figure (4.1a). In order to foreground individual members as shown in Figure

(4.1b) in English, it is necessary to say a member of the staff or a staff member, instead.

(a) staff (English) (b) a staff member / a member of the staff (English)
sutaffu-ichido (Japanese) sutaffu (Japanese)

Figure 4.1. Figure and Ground Alternation of staff.

The same concept is used to understand the usage of such words as family, vocabulary, and so
on. These words are also used to refer to all the members of a group. Consider vocabulary, for example.
This is also a typical example that many Japanese learners of English cannot use correctly. These
learners write a sentence as (2a), but it should be correctly written as (2b) because vocabulary refers

to all the words or phrases stored in the brain.

(2) a.? Reading is one of the best ways to improve your vocabularies.

b. Reading is one of the best ways to improve your vocabulary.

Consider another example, (3). This pair of sentences is a good example to allow learners to

understand the difference in meaning between simple present and present progressive forms. The
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researcher considers it another good example to grasp the image of explanation that draws on

Cognitive Linguistics.

(3) a. The road winds through the mountain.

b. The road is winding through the mountain. (cf. Lee, 2001, p.150).

When the present simple form is employed as in (3a), the speaker visualizes the whole situation of
the road winding through the mountain, as shown in Figure (4.2a). Thus, the sentence can be used,
for instance, when planning a road trip and looking at a map, on which can be seen the whole road.
In contrast, in (3b), the speaker sees only part of the whole situation, and reports what they see in the
scene. Thus, the sentence can mean that the speaker is now driving on the mountain road and is
describing how the road is winding at the place in which they are currently situated, as shown in

Figure (4.2b).

/Z/ /IZ : road

: viewing frame

(a) (b)

Figure 4.2. Difference of Viewing Frames in Space.
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The same concept can be applied to other cases, for example, time. Consider (4) for example.

(4) a. A statue of Rodin stands in the lobby.

b. 4 statue of Rodin is standing in the lobby.

Lee describes how (4a) represents a state of affairs that is permanent (for all practical purposes),
whereas (4b) implies that the statue has only recently been placed there and may not be staying (Lee,
2001, p.150). In the researcher’s words, if the statue always stands in the lobby and there is no plan to
move it, (4a) is appropriate. In contrast, if a Rodin exhibition is currently being held and that is why
the statue is standing in the lobby, (4b) is appropriate. This method of interpretation is related to the
viewing frame changes from the whole to the part metaphorically. The same concept that is used in
“space” in example (3) is metaphorically applied to “time” in example (4). (The metaphorical
extension of some expression from “space” to “time” is a general phenomenon.) When the simple
present form is used, the speaker sees the situation by viewing the whole situation. In contrast, when
the present progressive form is employed, the speaker sees only a part of the whole situation.
Regarding (4a) and (4b), some native speakers comment that these two sentences can be used
interchangeably. Some people might also argue that for learners of English, they do not matter.
However, as Keene and Matsunami (1969, p.15) claim, considering about these subtle differences
can enable learners to access what is really occurring in the language. Thus, the researcher assumes
that explicit instruction on Image English Grammar is beneficial in university English classes to allow

learners to acquire a feeling for English grammar.
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4.3 Experiments

4.3.1 Research Assumptions

As has already been mentioned, the research assumptions of this paper comprise the following
three points. First, most university students have not acquired a feeling for the grammar of English,
which is often called Eigo no Kankaku in Japanese. Second, explicit instruction on Image English
Grammar for Communication should be effective and university students can improve their feeling
for the grammar of English. Third, explicit instruction on Image English Grammar makes learners

feel that the process of learning English itself is valuable and interesting.

4.3.2 Participants

The participants in the present study comprised 74 sophomores at a national university in Japan.
Their general English proficiency level varied from elementary to intermediate according to their
TOEIC scores (mean score: 460 out of 990, range 305 to 680). These students belong to three different
classes, two of which were employed as the experimental group (E) that was taught by the researcher
in the spring semester of 2015. The other class was employed as the control group (C) that was taught
by another teacher. The number of students in each group was 59 and 27, respectively. All students
attended the ‘English Communication II” course, which met once a week for 16 weeks in the spring

semester of 2015.
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4.3.3 Materials and Procedures

4.3.3.1 Pretest, Immediate Posttest, and Delayed Posttest

This experiment draws on the experimental method and procedure employed by Kondo and
Shirahata (2015). Twelve items, which the researcher assumes most learners have not acquired, were
chosen from the items of Image English Grammar for Communication (Imai, 2010) for this
experiment as shown in Table 4.1. Firstly, the researcher gave all the participants in both the
experimental and control groups a pre-test. Then from the second class meeting, explicit instruction
was given to the experimental group four times over the period of four weeks for approximately 25
minutes each time. The number of items that were explained each week was three. Then in the sixth
week class meeting, all 12 items that had previously been taught once were briefly reviewed in 25
minutes. The 12 items of Image English Grammar and the actual questions that were given in the
pretest are shown in Table 4.1. In type-A questions, the participants were asked to choose one of the
five options as the answer to each question. In contrast, in type-B questions, the participants were
asked to write the answer to each question by providing a brief explanation in Japanese. In the
immediate posttest and the delayed posttest, the same 12 points were tested, but the sentential contexts
and order of questions differed. Depending on the characteristics of each item, as the researcher feels

a more appropriate way to test the items differs, two types of question were employed.
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Table 4.1.

Items of Image English Grammar and Pretest Questions

Items of image English Grammar

Questions that were given in the pretest

A-1. The image of Yes/No

According to the dialogue, which one of the items below is correct?
Jack: You didn’t go to the party, did you? Shelly: Yes.
a) Shelly went to the party. b) Shelly didn’t go to the party. ¢) Jack went to

the party. d) Jack didn’t go to the party. €) Jack and Shelly went to the party.

A-2. The image of ever

Which one of these items sounds awkward?
a) Do you ever wear perfume? b) Have you ever been to Canada? c) I have
ever been to Niagara Falls. d) If you ever come to Japan, be sure to let me

know. €) Godiva is the most delicious chocolate I’ve ever tasted in my life.

A-3. The image of staff

Which one of these items sounds awkward?

a) Marina used to be a staff member of this bakery. b) Marina used to be a
staff of this bakery. ¢) Marina used to be a member of the staff of this bakery.
d) Marina used to be a staffer of this bakery. €) Marina was a member of the

staff of this bakery.

A-4. The image of about

Which one of these items sounds awkward?
a) 'm about to call her. b) I'm going to call her. ¢) I'm about to call her

tomorrow. d) I’'m going to call her tomorrow. e) I'll call her tomorrow.

A-5. The image of have + past

participle

Which one of these items sounds awkward?
a) Obama, the president of the United States, has visited Princeton.

b) Einstein, the famous scientist, has visited Princeton.
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¢) Obama, the president of the United States, visited Princeton.
d) Einstein, the famous scientist, visited Princeton.

e) Einstein, the famous scientist, had visited Princeton.

A-6. The image of in in the
context of ... rises in the east and

... Sets in the west

Fill in blanks (a) and (b) with one of the words given below.
Thesunrises( a )theeastandsets( b ) the west.

(a)a)at b)from c¢)in d) on e) up

(b)a)at b)in ¢) on d)to ¢) down

B-1. The image of be + present

participle

Explain the meaning or the situation of this sentence.

The train is stopping.

B-2. The difference between
Verb + Object and Verb +

Preposition + Object

What is the difference in meaning between these two?

a. Sara is preparing final exams. b. Sara is preparing for final exams.

B-3. The difference between a

and the

What is the difference in meaning between these two?
I’ve decided to break up with her.

a. I'll tell you a reason. b. I’ll tell you the reason.

B-4. The difference between

mass and units

What is the difference in meaning between these two?

a. We ate turkey. b. We ate a turkey.

B-5. The difference between
simple present form and present

progressive form

In what situation is each expression used?
a. The road winds through the mountain.

b. The road is winding through the mountain.
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B-6. The difference between | In what situation is each expression used?

simple present and would + base | a.1appreciate your help. b. I’d appreciate your help.

form

The researcher explained feeling for the grammar of English to the experimental group
participants by drawing on the Image English Grammar for Communication (Imai, 2010, 2013) that
he has been developing and practicing in his classes for the past 15 years. Consider question A-2 in
Table 1, for example. In middle or high school, most learners learn the meaning of ever as ‘ima made
ni’ (before now) in Japanese. If learners understand that the meaning of ever equals ‘ima made ni’ in
Japanese, however, they cannot answer this question correctly. This is because English cannot
necessarily be translated into Japanese and the translation can even lead to misunderstandings (Imai,
2010, p.1). The image of ever is ‘at any point in time’ as most English dictionaries, such as the
Cambridge Dictionary of American English (Second Edition), say. In addition, the difference in
meaning between ever and sometimes’ is analogical to the difference between any and some. As
Keene and Matsunami (1969, p.4) claim, the word some implies ‘LIMIT,” while the word any implies
‘NO LIMIT.” The same idea can be metaphorically applied to sometimes and ever. The word
sometimes implies ‘LIMIT.” The word ever implies ‘NO LIMIT.” That is why 7 have ever been to
Niagara Falls sounds awkward because the speaker went to Niagara Falls at some specific time, and
the hearer cannot choose any point in time without limitation. In contrast, in the case of Do you ever
wear perfume?, as the hearer can answer the question yes regardless of how often the hearer wears

perfume, this case implies no limit. Thus, ever fits in this context.

7 In addition to sometimes, other adverbials of frequency, such as always, usually, often, and rarely also imply
LIMIT.
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It should also be noted that when the researcher explains Image English Grammar to the
learners, he tries to give them the opportunity to think on their own. Rather than explaining Image
English Grammar in a one-way lecture format, the researcher starts by giving a quiz related to each
point for learners to consider on their own, and then ask them discuss it with their classmates. In
retrospect, the researcher’s method of presenting the material satisfies the three psychological needs
(competence, autonomy, and relatedness) that Ryan and Deci (2000, p.74) claim are necessary in
order for people to be more self-determined. For more specific information regarding the content of
the instruction that the researcher provided in the classrooms and the theoretical background, see Imai
(2010, 2013, 20144, 2014b, 2014c, 2014d, 2015).

The participants in the experimental group (E) completed a test of Image English Grammar,
before (pretest), immediately after (immediate posttest), and eight weeks after the series of
instructions (delayed posttest) in order to examine whether the explicit instruction on Image English
Grammar provided were effective for these university students. On the other hand, the control group
(C) took the test of Image English Grammar just twice (pretest and delayed posttest) and did not

receive any explicit instructions during the experimental period.

4.3.3.2 Questionnaire

In order to check what percentage of participants feel the explicit instruction of Image English
Grammar to be valuable and interesting, a questionnaire was conducted after the delayed posttest in
the 15th-week class meeting of the experimental group (E). The questionnaire consists of the six items

as shown in Table 4.2.
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Table 4.2.

Questionnaire for Image English Grammar

In this semester, you have been learning Image English Grammar in this class. Regarding each of the six questions,
choose one of the options from a) to e).
a) Strongly disagree. b) Disagree. c) Neither agree nor disagree. d) Agree. e) Strongly agree.

1. You have learned feeling for English for the first time in this class.

2.You learned feeling for English when you were in high school.

3. You have learned feeling for English in another class at the university.

4 You found the content valuable to learn.

5. You enjoyed learning feeling for English.

6. You have a deeper understanding of the content than previously.

(3% The original questions were provided in Japanese)

The aim of providing each question is as follows: Questions 1, 2, and 3 were asked to check
what percentage of participants has been explicitly instructed in Image English Grammar in high
school or in other classes in college. Questions 4 and 5 were asked to check what percentage of
participants considers this experimental class valuable and enjoyable. The reason that these questions
were asked is based on Konno’s claim that an English classroom experience in which learners
perceive that they are learning English because it is enjoyable and valuable provides an appropriate
condition for developing the ideal L2 self (Konno 2014, p.195) after considering Deci and Ryan’s
(1985) self-determinant theory (SDT) and Dérnyet’s (2005) L2 motivational self system. It should
also be noted that in SDT, the concept ‘valuable’ is related to the most self-determined form of

extrinsic motivation, and ‘interesting’ is related to intrinsic motivation, so it could be said that learners
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who feel the process of learning English to be valuable or interesting should be highly motivated.
Question 6 was asked to check what percentage of participants has a more in-depth understanding of
the content than previously. This question is based on Littlemore’s (2009, p.148) claim that explaining
to learners of English why some expression has a certain meaning leads to deeper learning and longer

retention.

4.4 Results & Discussion

4.4.1 Pretest, Immediate Posttest, and Delayed Posttest

Table 4.3 shows the percentage of participants in the experimental group (E) and control group
(C) who answered each question of Image English Grammar correctly in the pretest (pre), immediate
posttest (L.post), and delayed posttest (D.post), respectively.

Regarding the results of the pretest, except for questions A-4 (78.8%) and B-5 (44.7%), the
percentage of participants who chose the correct answer was less than 30%. These results lead the
researcher to confirm that even students who are enrolled in a national university have not necessarily
acquired feeling for the grammar of English, and it should therefore be meaningful and beneficial to

teach Image English Grammar to these students.
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Table 4.3.

Percentage of Participants who Answered Correctly in the Image English Grammar Test.

(a) Experimental group (E) (b) Control group (C)
immediate |[delayed delayed
pretest pretest
posttest posttest posttest
n= 58 56 51 n= 27 30
A-1 yes & no 25.9 73.2 72.5 A-1 yes & no 14.8 33
A-2  |ever 8.6 62.5 49.0 A-2 |ever 11.1 3.3
A-3 staff 8.6 71.4 72.5 A-3 |staff 7.4 10.0
A-4  about 74.1 83.9 82 .4 A-4  |about 88.9 70.0
A-5 have ™ past 22.4 69.6 54.9 A-5 havetpast 37.0 3.3
participle participle
A-6a |in the east 10.3 66.1 76.5 A-6a |in the east 18.5 10.0
A-6b |in the west 15.5 73.2 80.4 A-6b |in the west 18.5 26.7
B.1 |be present 31.0 62.5 78.4| |B-1 |be ! present 18.5 233
participle participle
Verb + Object / Verb + Object /
Verb + Verb +
B-2 Preposition + 20.7 33.9 5.9 B-2 Preposition + 33.3 0.0
Object Object
B-3 a & the 17.2 76.8 60.8 B-3 |a & the 14.8 20.0
B-4 mass & units 20.7 76.8 62.7 B-4 |mass & units 33.3 53.3
simple present simple present
B-5 & present 50.5 58.9 82.4 B-5 & present 33.3 23.3
progressive progressive
simple presnt simple presnt &
B-6 & would + 6.9 42.9 37.3 B-6 |would + base 11.1 0.0
base form form
Table 4.4.

Results of Multiple Comparison Based on ANOVA and Holm for Pre, Lpost, and D.post

pre-l.post pre-D.post I.post-D.post
A-1 lyes & no P<.000(**) P<.000(**) p=.766(n.s.)
A-2 lever P<.000(**) P<.000(**) p=.073(n.s.)
A-3 |staff P<.000(**) P<.000(**) p=1.00(n.s.)
A-4 labout p=.-200(n.s.) pP=.200(n.s.) p=1.00(n.s.)
A-5 have + past participle P<.000(**) P<.000(**) p<.011(*)
A-6a [in the ecast P<.000(**) P<.000(**) p=-371(n.s.)
A-6Db [in the west P<.000(**) P<.000(**) p=.371(n.s.)
B-1 |[be + present participle P<.001(**) P<.000(**) pP<.010(**)
Verb + Object / Verb +

B-2 Pfe‘posiﬁoie: Objj; p=349(n.s.)) |p=.163(n.s.) [p=.040(n.s.)
B-3 |a & the P<.000(**) P<.000(*) p=.128(n.s.)
B-4 |mass & units P<.000(**) P<-000(**) P=<.059(*)
B-5  STPIC Present & PISSCRt |- 351(n.s)  [p=.003(**) | p=.034(*)
B-6 Z::zlsorr);fsnt & would + P=<.000(**) P=<.000(*) p=.622(n.s)
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Let us now compare the percentage of participants who answered each question correctly in the
pretest, immediate posttest, and delayed posttest in the experimental group. An ANOV A and multiple
comparison based on the Holm method® were conducted on the results. The results reveal that
statistical significance in relation to questions A-4 (about) and B-2 (Verb + Object & Verb +
Preposition + Object) was not observed between the pretest and immediate posttest or delayed posttest
with regard to the percentage of participants who answered these questions correctly. However, for
all other questions, the difference was statistically significant. These results demonstrate that explicit
instruction on Image English Grammar is generally effective for university students. The specific data
of the multiple comparison based on ANOVA and Holm is shown in Table 4.4. The sign (**)
indicates statistical significance, while (n.s.) indicates not statistically significant.

Let us now examine the results in more detail. The items of Image English Grammar can be
roughly categorized into four types according to how the participants improved as shown in Table 4.5.
In type A, the percentage of participants who responded correctly increased in the immediate posttest
(statistical significance is observed between the pre and I.post) and the improvement was retained in
the delayed posttest (statistical significance is not observed between the I.post and D.post). However,
in the items that marked A-, the participants who answered correctly in the immediate or delayed
posttest was less than 70%. A-2 (ever) and B-6 (simple present & would + base form) are of this type,
and they seem to be difficult to acquire. The cause is likely to be that the concept itself of these items
is difficult to digest. B-1 (be + present participle), which is marked A+, behaves differently. The
percentage of correct answers increased between the L.post and D.post. It may be that the participants

had the opportunity to gain deeper understanding by encountering sentences that include this structure

8 The statistical analysis was conducted using HAD (http://norimune.net/had).
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in their daily English use or study. In type B, the percentage increased in the immediate posttest, but
decreased in the delayed posttest. Two items, A-5 (have + past participle) and B-4 (mass & units), are
categorized in this type, as shown in Table 5. As both items are core grammatical points, it is
speculated that they should be focused on in class repeatedly. In type C, no improvement was
observed statistically. A-4 (about) and B-2 (Verb + Object & Verb + Preposition + Object) are of this
type. Regarding A-4, as the percentage of correct answers was more than 70% in the pretest, it may
be difficult to expect further improvement. As for B-2, the difference in meaning between (5a) and

(5b) was asked in the delayed posttest.

(5) a. I know New York.

b. I know of New York.

The correct interpretation of these two sentences as follows: (5a) means that [ have been to New York,
and I know the place well, while (5b) means that I just know the name of'the place. Most participants,
however, gave the opposite answers. The cause could lie in the Japanese translation. If participants
remember that the meaning of of is —ni tsuite in Japanese, it is predicted that they are more likely to
understand that in (5b) I know more about New York than in (5a).

Now consider the data from a different analytical viewpoint, that is, the average scores of the
experimental and control groups in the pretest and delayed posttest. The researcher used a two-way
ANOVA to analyze the data, and the effect of interaction was significant (F=96.839, df=1/72,
p<.0001). Thus, the sub-effect test was conducted, and revealed no statistical significance in the
control group, but for the experimental group, the average score of the delayed posttest was much

higher than that of the pretest (t=14.058, df=72, p<.0001). The results indicate that the average score
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in the pretest and delayed posttest showed relative improvement in the group to whom explicit

instruction was provided.

Table 4.5.

Categorization of the Items of Image English Grammar According to how Participants Improved.

immediate delayed

Type pre-I.post pre-D.post I.post-D.post  pretest posttest posttest

A A-1 yes&no p<.000(**) p<.000(**) p=.766(n.s.) 25.9 73.2 72.5
A A3 staff p<.000(**) p<.000(**) p=1.00(n.s.) 8.6 71.4 72.5
A A-6a in the east p<.000(**) p<.000(**) p=.371(n.s.) 10.3 66.1 76.5
A A-6b inthe west p<.000(**) p<.000(**) p=.371(n.s.) 15.5 73.2 80.4
A- A2 ever p<.000(**) p<.000(**) p=.073(n.s.) 8.6 62.5 49.0

A-  B-3 a&the p<.000(**) p<.000(*) p=.128(n.s.) 17.2 76.8 60.8
A- B mPlepress&wouldT o 000(**)  p<.000(*)  p=.622(n.s) 6.9 42.9 37.3
A+ B-1 be+ presentparticiple  p<.001(**) p<.000(**) p<.010(**) 31 62.5 78.4
B A-5  have + past participle p<.000(**) p<.000(**) p<.011(*) 22.4 69.6 54.9
B B-4 mass & units p<.000(**)  p<.000(**) p<.059(*) 20.7 76.8 62.7
C B2 ;/reerso;g:fftc;;;:: T p=.349(n.s) p=.163(n.s.) p=.040(n.s.) 20.7 33.9 5.9
C  A-4 about p=.200(n.s.) p=.200(n.s.) p=1.00(n.s.) 74.1 83.9 82.4

simple present & present
D  B-5 progressive p=.351(n.s.) p<.003(**) p<.034(*) 50.5 58.9 82.4
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4.4.2 Questionnaire
Table 4.6 demonstrates the results of the questionnaire that was provided in the 15th week class

meeting in the experimental group (E).

Table 4.6.

Questionnaire Results in Percentage

1. learned for the . 3.have learned in
_ L. . 2. have learned in . . 6. understood
N=51 first time in this high school anf)thet: class in the 4. valuable S.enjoyable deeper than before
class university
a) Strongly Disagree 2.0 2.0 25.5 0.0 0.0 0.0
b) Disagree 3.9 15.7 35.3 2.0 5.9 0.0
©) Neither agree nox 11.8 39.2 19.6 3.9 15.7 7.8
disagree
d) Agree 41.2 314 15.7 43.1 47.1 39.2
e) Strongly Agree 333 3.9 2.0 49.0 294 45.1
No Answers Given 7.8 7.8 2.0 2.0 2.0 7.8
d)+e) 74.5 353 17.6 92.2 76.5 84.3

Let us consider the percentage of participants who chose ‘Agree’ or ‘Strongly agree’ in each
question, which are highlighted in Table 5. Firstly, questions 1, 2, and 3 indicate that more than 70%
of'the participants have not been taught Image English Grammar, which is explicitly instructed in this
class. From this result, the researcher can confirm that teaching Image English Grammar to university
students is meaningful because more than 70% have not learned it at high school or in their university
English classes. Secondly, question 4 indicates that 92.2% of the participants consider learning Image
English Grammar explicitly to be valuable. Question 5 demonstrates that 76.5% of the participants
find learning Image English Grammar interesting. From these two results, it can be said that teaching
Image English Grammar motivates students to learn English, and they come to consider the process
of learning English itself interesting (cf. 3.3.2.). Lastly, question 6 reveals that 84.3% of the

participants understood the content better than they used to. From this result, the researcher can
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confirm that teaching learners why some expression has a certain meaning leads to deeper learning,
as noted by Littlemore (2009, p.149).

The researcher also compared the result of the questionnaire to the difference in scores between
the pretest and delayed posttest. The result demonstrates that the partial regression coefficient was
significant in question 4 (valuable) (t=2.054, df=45, p<.046). The result can indicate that participants

who consider learning feeling for English valuable tend to improve.

4.5 Conclusion

The present study attempted to reveal three assumptions that have been mentioned previously.
The first point was to confirm what percentage of participants could answer the questions on Image
English Grammar, and the result demonstrated that for 11 out of the 13 items of Image English
Grammar, the percentage of participants who answered correctly was less than 30%. This result is in
accordance with the researcher’s prediction based on his teaching experiences in the classroom. The
second point that the researcher wanted to investigate was whether explicit instruction of Image
English Grammar is effective for tertiary level learners of English: the results of the experiment
demonstrate that it is effective. The third point that the researcher attempted to verify was whether
explicit instruction of Image English Grammar would help participants to find the English class
valuable and interesting, and also feel that they have gained a deeper understanding of the content
than previously. The results of the questionnaire that was conducted after the delayed posttest clarify
this point.

On the other hand, as the categorization in Table 5 demonstrates, the effect of explicit

instruction differed from item to item. The researcher speculates that there are several possible reasons
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for this: The researcher’s method of explanation was complex; the L1 transfer, mainly the effect of
Japanese translation, was strong; the concept of the item itself is complicated; or the participants’
analytic ability, English proficiency, or attitudes toward the instruction were inadequate. However, as
these are currently merely speculative, further research is required to verify these statements.
Another possibility for future study is to investigate what type of learners will be rewarded by
the explicit instruction on Image English Grammar. As is often said, people learn differently. The
researcher believes that no method is best for every learner. Through his more than 15 years of
teaching experience, the researcher feels that Image English Grammar is appropriate for learners who
already have general cognitive ability, and are enrolled in national, public, or private universities that
are generally regarded as intermediate or advanced level. This is one of the reasons that the researcher
chose students at a national university as participants of this study. The researcher also suspects that
even if learners have low English proficiency, if they have developed general cognitive ability, Image

English Grammar will be effective for their English learning. This point awaits further study.
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Chapter 5 Activating Students’ Frame Knowledge about Antonyms'

5.1 Introduction

The results of the experiments discussed in Chapter 4 revealed that the effect of explicit
instruction on Image English Grammar was statistically significant. This chapter follows up these
findings by focusing more specifically on the learning process, reporting on the effect of activating
students’ analogical reasoning ability in teaching Image English Grammar. In order to examine the
learning process more specifically, the researcher designed and developed a method of activating
frame knowledge about antonyms, applying the method in the classroom as practice.

It is often thought that reception learning, in which ‘the entire content of what is to be learned
is presented to the learner in its final form’ (Ausubel 1969, p.43), is equal to rote learning, while
discovery learning, in which ‘the principal content of what is to be learned is not given in its final
form but must be discovered by the learner’ (Ausubel, 1969, p.44), is equivalent to meaningful
learning. However, Ausubel (1969, p.45) claims on a series of the experiments that this general
conception is not necessarily the case. He states that the reception/discovery and meaningful/rote
dimensions do not describe dichotomies, but instead are more in the nature of continua (Ausubel,
1969, p.44), and further that the most important point to be aware of'is that meaningful learning will
result if learners attempt to retain an idea by relating it to what they already know. On the other
hand, if learners merely attempt to memorize the idea, without relating it to their existing knowledge,
rote learning takes place (Ausubel, 1969, p.44). Based on this idea, Ausubel claims that meaningful

reception learning will occur when a teacher presents a generalization in its final form, and learners

! The content of this chapter was displayed in the poster presentation at the annual convention of JCLA, 2016,
and is also scheduled to be published as a paper titled ‘Gakushusha no motsu frame chishiki wo katsuyo shita
communication no tame no kankaku eibunpou: hanigo o ishiki suru koto de ruiji shita futatsu no hyogen no imi o
kangaeru’ [Image English grammar for communication by activating students’ analogical abilities regarding the
frame knowledge about antonyms] in Papers from the 16th National Conference of the Japanese Cognitive
Linguistics Association.
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relate this to their existing ideas in a sensible manner. This is exactly what the researcher has been
doing in his classes for more than 20 years, without having had exposure to Ausubel’s work, and it
is also compatible with one of the conceptual tools of Cognitive Linguistics (Lee, 2001, pp.8-12),
namely the use of frame knowledge in understanding new ideas and concepts.

This chapter describes specific classroom practice as a case study of meaningful reception
learning, focusing particularly on the efficacy of activating learners’ frame knowledge (in other

words, activating existing ideas in their brains) in teaching them something new.

5.2 Experiment

5.2.1 Research Assumptions

Two basic research assumptions underlie this case study. First, activating learners’ analogical
reasoning ability regarding the opposing frames of words should enable them to learn new items on
their own. Second, getting learners to observe frame knowledge of words should enable them to
regard the process of learning English itself as valuable and interesting, motivating them to continue.

Some teachers teach in a way that would be categorized as Ausubel’s reception learning,
some apply discovery learning, and others fall somewhere in between. As mentioned above, the
researcher has been practicing what Ausubel calls ‘meaningful reception learning’ without knowing
of Ausubel’s theory. The researcher’s teaching experience had led him to assume that providing
teaching content in its final form, as well as giving students time to try to find answers by themselves
in the classroom, is effective in allowing them to relate what they newly learn to the knowledge
already stored in their brains. By activating learners’ analogical reasoning ability in this manner,
they may find answers to a question considered for the first time by activating existing knowledge.
In the classroom experiment reported here, the researcher showed that activating learners’

analogical reasoning ability enabled them to find answers by themselves.
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5.2.2 Participants

The participants in the present study comprised 45 sophomores at a national university in
Japan. Their general English proficiency level varied from elementary to intermediate according to
their TOEIC scores (mean scores: 455 out of 990, range: 305 to 680). These students belonged to
two different classes that were taught by the researcher in the spring semester of 2015. All students

attended the ‘English Communication II’ course, which met once a week for 16 weeks.

5.2.3 Materials and Procedures
The study reported here was conducted in 60 minutes of a 90-minute class in July, 2015, and
included a pre-test, a class based on a worksheet, and a questionnaire completed after the class.

These three procedures are described in more detail below.

5.2.3.1 Pre-test
At the beginning of the class, a pre-test was completed in order to determine what percentage
of'the participants knew each of the eight items to be taught in the class. The content of the pre-test

is shown in (1). The instructions were given in Japanese in the actual pre-test.

(1) Pre-test
Question: Which one is appropriate in each blank?
1. The apple fell to the (ground / land).
2. (On the ship) We’ll soon be (grounding / landing).

Question: Where do the travelers travel in each expression below?

3. a journey from coast to coast
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4. a journey from shore to shore

Question: Fill in the blank with a preposition.

5. Maria is blowing the dust the table.

Question: Fill in the blank with a preposition.

6. Can you help me ?

Question: What is the difference in meaning between (a) and (b)?
7. Get away.

8. Get off of me.

5.2.3.2 Experimental class

After the pre-test, a worksheet was distributed to the participants and the experimental class
was conducted according to the items on the worksheet. Five example items were used to activate
the participants’ analogical reasoning ability. These five practice items from the worksheet are
shown in (2) to (6) below. The participants were requested to answer the question items in the order
in which they were presented on the worksheet, following the instruction by the researcher. For each
item, several questions considered to be helpful hints to activate the participants’ analogical
reasoning ability were provided, as the objective of the experimental class was to observe the
efficacy of activating the participants’ analogical reasoning ability. Consider the five worksheet
items presented one by one.

The questions in item 1 shown in (2) are those of Fillmore (1982, p.121%) regarding frame

2 Fillmore (1982, p.121) states that the difference between these two words appears to be best expressed by
saying that LAND designates the dry surface of the earth as distinct from the SEA, whereas GROUND
designates the dry surface of the earth as distinct from the AIR above it.
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knowledge in Cognitive Linguistics.

(2) Item 1:
1. Can you come up with a word that means the opposite of land?
2. What is the opposite of ground?
Which word is appropriate in each blank in 3, 4, and 5, respectively?
3. The apple fell to the ( land / ground).
4.  (Onaship) We’ll soon be ( landing / grounding ).

5. (Onaplane) We’ll soon be ( landing / grounding ).

Both land and ground refer to the same place, but the frame that each word evokes is different.
In terms of Fillmore’s idea, when native speakers of English hear land, they tend to activate sea as
frame knowledge that can specifically be described as an opposing frame. In the case of ground, on
the other hand, they are more likely to activate air or sky as an opposing frame. The objective of
questions 1 and 2 in item 1 is to have the participants observe the difference between land and
ground by activating the opposing frames of land and ground. After the participants answered
questions 1 and 2, the researcher explained these two questions. He explained that since the antonym
of land is sea, while the antonym of ground is air or sky, when native speakers of English hear /and
and ground, they tend to come up with sea and air/sky, respectively. After this explanation, the
participants were required to answer questions 3 and 4 to check whether the opposing frame
knowledge that the participants had learned via the explanation was helpful or not. In question 3,
the apple fell to the (land/ground), the researcher expected the participants to think that ground was
appropriate in the blank because the apple falls from high in the air (from a branch of a tree). In
other words, vertical movement is related to the apple falling from the air to the ground. In contrast,

in question 4, (On a ship) We’ll soon be (landing/ grounding), the researcher expected the
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participants to speculate that as the ship travels on the sea, landing is appropriate in the blank.
Question 5, (Onaplane) We'll soon be (landing/grounding), is an advanced question. Even if the
participants could activate the frame knowledge described thus far, it was speculated that they would
be unable to answer this question correctly because more knowledge is needed to answer it with
understanding. However, if they had heard the expression on a plane and remembered it either
consciously or subconsciously, they may have been able to answer the question correctly. In order
to answer this question with understanding, the researcher believes that understanding a historical
fact regarding the usage of the two expressions is necessary. The fact is that ships precede planes as
a common means of transportation. In other words, planes came to replace ships in most of the
functions ships used to serve, which is why many expressions that were used for ships came to be
used for planes. We'll soon be landing is an example of this, as planes could be said to be grounding
rather than landing as they travel in the air. Knowledge of this kind is needed to answer question 5
with understanding. It should also be noted that knowledge of this kind can be applied to other
examples metaphorically, although the researcher did not examine this point further in the present
study. Some examples include hang up the telephone and the car pulled up. As mentioned in
Chapter 3, people used to physically hung up a telephone when they finished their telephone
conversation, but nowadays do not. The original language expression is still used when people finish
a conversation on the telephone. The same way of thinking applies to the expression the car pulled
up. Before cars became a common means of transportation, horses were commonly used, and people
actually pulled up the reins when they wanted to stop a horse.

Item 2 shown in (3) is concerned with the difference in the frame knowledge that is activated

between coast and shore, and is also taken from Fillmore (1982).

(3) Item 2: Where do travelers travel in each expression below?

1. ajourney from coast to coast
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2. ajourney from shore to shore

He explains that these two words are not differently translatable in many languages, and seem
to differ from each other in that while the SHORE is the boundary between land and water from the
water’s point of view, the COAST is the boundary between land and water from the land’s point of
view. A trip that took four hours from shore to shore is a trip across a body of water; a trip that took
four hours from coast to coast is a trip across a land mass. We will soon reach the coast is a natural
way to say something about a journey on land; we will soon reach the shore is a natural way to say
something about a sea journey (Fillmore, 1982, p.121). In the pre-test, the participants were asked
to explain the difference between a journey from coast to coast and a journey from shore to shore
without being provided with any hints. When they were working on the worksheet in class, however,
the researcher mentioned that both coast and shore refer to the boundary between land and water,
but the location from which the speaker views the boundary differs. He also told the participants to
recall expressions they knew in which /and or coast was used, such as Disneyland and west coast.
The researcher speculated that if the participants recalled Disney Sea together with Disneyland, they
would observe that land and sea are related. This would also be the case with west coast and east
coast; if the participants recalled these two expressions together, they would guess that coast is a
word that is used from the land’s point of view.

Consider item 3 shown in (4).

(4) Item3:
1.  Where did Maria notice the dust was?
Maria noticed the dust was the table.

2. What is the preposition that means the opposite to the one you used in the blank of 1?

94



3. Fill in each blank with a preposition by using 1 and 2 as hints.

As Maria noticed the dust was the table, she is blowing the dust the table.

In this item, the researcher expected the participants to guess that the preposition off was
appropriate in the blank in She is blowing the dust the table. In order to encourage this
guess, the researcher started by providing the opposing frame, in this case having the participants
activate the frame in which on is the opposite of off. As the researcher assumed that the concept of
on may have been more familiar to the participants than the concept of off, he started by activating
the way in which on is used by presenting question 1, Where did Maria notice the dust was? Maria
noticed the dust was the table. Then he had the participants recognize or reconfirm that on
and off are pared words in an opposing frame. If the participants thought of the dust first being on
the desk, and Maria made the dust leave the desk by blowing, they would be able to fill in the blank
of question 5, As Maria noticed the dust was the table, she is blowing the dust

the table, with on and off, respectively.

Item 4 concerns the expression, Can you help me out?

(5) Item 4:
1. Inwhat situation do you think a person who asks for help is?
2. How do you express the situation in 1 in English?

I’'m

3. If you were the person described in 1 and 2, what would you like someone to do for
you?
4. What preposition do you think is appropriate in the blank?

Can you help me ?
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Some participants may have known the expression from hearing or seeing it several times,
but even those learners would not know the reason why out is used in this expression. If they did
know the reason why out is used, the researcher believes this will lead to ‘deeper learning and longer
retention’ (Littlemore 2009, p.148), and that they would then be able to tell the difference between
Can you help me? and Can you help me out? Question 1, In what situation do you think a person
who asks for help is?, was provided in order to have the participants notice that a person who asks
for help is in trouble or in a particular situation. Next, in question 2, how can you express the
situation in 1 in English? I'm ____, the participants were required to recall and produce the
expression, I'm in trouble, by using question 1 as a hint. Next, in question 3, If you were the person
described in 1 and 2, what would you like someone to do for you?, the researcher expected the
participants to think that a person who is in trouble wants someone else to help them out of the
trouble they are in. The graphic that is shown in Figure 5.1 represents what the researcher wanted
the participants to imagine. If the participants could call up the image shown in Figure 5.1, they
would probably notice that out is appropriate for the blank in question 4, What preposition do you

think is appropriate in the blank? Can you help me __ ?

B

a

K

I’m in trouble. Can you help me out (of the trouble I'm in)?

Figure 5.1. The Image of helping someone out. (cf. Imai 2010, p.172)

Item 5 shown in (6) is an example from Tanaka (2006, off & away).
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(6) Item 5:

1.  When a person is told to “Get away,” what situation do you think the person is in?
(Where is the person? What is the person doing?)

2. When a person is told to “Get off of me,” what situation do you think the person is in?
(Where is the person? What is the person doing?)

3. By using (a) and (b) as hints, explain the difference in meaning between (a) and (b)
below.
(a) Get away.
(b) Get off of me.

Tanaka states that the difference between get away and get off of me is that the former means
‘go away’ or ‘get out,” while the latter means ‘don’t touch me.’ Based on this explanation, the present
researcher had the participants consider the concept as follows: By means of questions 1 and 2, the
researcher had the participants observe that if a person is told to get away, the person is near you or
close to you because the antonym of away is near or close. In contrast, if a person is told to get off
of me, the people are in contact with each other, as the antonym of off is on. Getting the participants
to activate the opposing frames of away and off was thought to be effective in leading them to

understanding the difference in meaning between get away and get off of me.

5.2.3.3 Questionnaire

In order to check what percentage of participants felt the experimental class described above
was valuable and interesting, a questionnaire was conducted at the end of the class. The
questionnaire consisted of the four items shown in Table 5.1 (the original questions were provided

in Japanese).
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The rationale for each question is as follows: Questions 1 aimed to determine the percentage
ofparticipants who know what is dealt with in this experimental class. Questions 2 and 3 were asked
to determine what percentage of participants considered the experimental class valuable and
enjoyable. The rationale for these questions was Konno’s claim that an English classroom
experience that learners perceive as enjoyable and valuable provides an appropriate condition for
developing the ideal L2 self (Konno 2014, p.195). This idea is based on Deci and Ryan’s (1985)
SDT and Dérnyei’s (2005) L2 motivational self system. It should also be noted that within SDT,
the concept ‘valuable’ is related to the most self-determined form of extrinsic motivation, and
‘interesting’ is related to intrinsic motivation, so it could be said that learners who feel the process
of learning English to be valuable and/or interesting should be highly motivated. Question 4 was
asked to determine what percentage of participants gained a more in-depth understanding of the
content than they had previously had. This question was based on Littlemore’s (2009, p.148) claim
that explaining to learners of English why a certain expression has a certain meaning leads to deeper

learning and longer retention.

Table 5.1.

Questionnaire for Image English Grammar

In this semester, you have been learning Image English Grammar in this class. Regarding each of the six

questions, choose one of the options from a) to €).

a) Strongly disagree. b) Disagree. ¢) Neither agree nor disagree. d) Agree. €) Strongly agree.

1. You have learned feeling for English for the first time in this class.
2. You found the content valuable to learn.

3. You enjoyed learning feeling for English.

4. You have a deeper understanding of the content than previously.
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5.3 Results & Discussion

5.3.1 Pre-test Results

The results of the pre-test is shown in Table 5.2.

Table 5.2.

The Results of the Pre-test. (N=435)

Questions on the pre-test. Correct (%) | Incorrect (%)

Item 1: Which one is appropriate in each blank?
1. The apple fell to the (ground/land). 86.7 133

2. (Onaship) We’ll soon be (grounding/landing) 91.1 8.9

Item 2: In each expression below, where does the traveler travel?
3. a journey from coast to coast 4.4 95.6

4. a journey from shore to shore 6.7 933

Item 3: Fill in the blank with a preposition.

5. Maria is blowing the dust the table. 31.1 68.9

Item 4: Fill in the blank with a preposition.

6. Can you help me ? 8.9 91.1

Item 5: What is the difference in meaning between (a) and (b)?
7. Get away. 51.1 48.9

8. Get off of me. 11.1 88.9

According to these results, the percentage of participants who answered correctly was high
for questions 1, 2, and 7. The reason may be that the participants had learned these expressions in

middle or high school, although they probably did not know the reason for the meaning of each
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expression; in other words, they did not necessarily understand the linguistic motivation of these
expressions. As for the other five questions, the percentages of correct answers were low.
Unfortunately, the effect of activating the participants’ analogical reasoning ability on
understanding what they learned for the first time cannot be determined for questions 1, 2, and 7, as
the percentage of correct answers were too high, indicating that they already knew these items. They
may have come to understand the expressions and their usage more deeply than previously, but this
cannot be determined by comparing the results of the pre-test and the in-class worksheet. This is a

limitations of this type of questions, which remains commonly used in such classroom experiments.

5.3.2 Classroom Worksheet Results
Table 5.3 compares the results of the pre-test already provide in Table 5.2 and classroom
worksheet results.

Regarding item 1, the percentage of participants who answered questions 1 and 2 correctly did
not increase much because more than 85% answered correctly in the pre-test. However, from the
reaction of the participants in the class and the results of the questionnaire (discussed in 3.3), it is
speculated that most participants came to understand the linguistic motivation for the difference in
meaning between land and ground. As this cannot be statistically verified, the issue awaits further
study. There is one thing that should be pointed out here. Regarding the result that the percentage
of participants who answered question 5 is only 20% can be interpreted in another way. As is
described in 5.2.3.2, in order to answer this question correctly, some historical knowledge about the
language change is necessary. The reason why 80% of the participants could not answer correctly
can be interpreted that they used the knowledge of the difference in meaning between /and and

ground correctly.
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In item 2, the percentage of participants who answered correctly increased dramatically as
Table 3 shows. For this item, providing the participants with the frame knowledge of coast and
shore seems to have been helpful for them to understand the meanings of the expressions in item 2.

The percentage of participants who answered item 3 correctly increased from 31.1% to
88.9%. For this item, getting the participants to notice that the antonym of or is off seems to have
been beneficial. By using the knowledge that on and off are a pair of prepositions each designating
an opposite meaning, the participants may have speculated that the dust originally on the desk was
moved to being off the desk by Maria’s act of blowing.

For item 4, the percentage of participants who answered correctly increased dramatically
from 8.9% to 66.7%. The frame knowledge regarding the paired prepositions in and out seems to
have been helpful for the participants to understand the linguistic motivation of the expression,
namely that if you are in trouble, you ask someone to help you out of the trouble you are in. When
learners have this frame knowledge or such a scenario in their minds, it will be easier for them to
understand why out is employed in the expression, can you help me out?

Regarding item 5, the percentage of participants that answered correctly increased from
51.1% to 77.8% for (3a) (Get away) and more sharply from 11.1% to 71.1% for (3b) (Get off of
me). It appears that few participants knew the meaning of (3b), and that the answers to both
questions were assisted by getting the participants to observe that the antonym of away is

near/close, and that of off is on.
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Table 5.3.

Results of Pre-test and Experimental Class (N=435)

Item1
Pre—test Worksheet
Questions Correct(%) |Incorrect (%) Questions Correct (%) | Incorrect(%)
1 ithe antonym of land 68.9 31.1
2 ithe antonym of ground 711 289
1 The apple fell to the 86.7 13.3 3iThe apple fell to the ground 93.3 6.7
ground
2 ‘('\S’ﬁ;'r'))smn be landing. 91.1 8.9 4/We'll soon be landing (ship) 91.1 8.9
5iWe'll soon be landing.(airplane) 20.0 80.0
Item 2
Pre—test Worksheet
Questions Correct(%) {Incorrect (%) Questions Correct (%) | Incorrect (%)
3lajourney from coast to coast 4.4 95.6 1ia journey from coast to coast 66.7 33.3
41a journey from shore to shore 6.7 93.3 2a journey from shore to shore 68.9 31.1
Item 3
Pre—test Worksheet
Questions Correct(%) |Incorrect (%) Questions Correct (%) | Incorrect (%)
Maria noticeed that the dust was on the
T able. 93.3 6.7
2 ithe antonym of on 37.8 62.2
. . As Maria noticed the dust was on the
| Maria is blowing the dust off 311 68.9 3table, she is blowing the dust off the 88.9 11
the table. table
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Item 4
Pre-test Worksheet
Questions Correct(%) |Incorrect(%) Questions Correct(%)|Incorrect (%)
In what situation do you think a person
1 who asks for help? 68.9 311
How do you express the situation in (1) in
2 English 444 55.6
If you were the person described in (1)
3land (2), what would you like someone to 711 28.9
do for you?
6{Can you help me out? 89 911 4iCan you help me out? 66.7 33.3
Item 5
Pre—test Worksheet
Questions Correct(%) |Incorrect(%) Questions Correct(%)|Incorrect (%)
When a person is told to “Get away,”
1 iwhat situation do you think the person is 378 62.2
in?
When a person is told to “Get off of me,”
2iwhat situation do you think the person is 26.7 73.3
in?
7|Get away. 51.1 489 | 3(a) Get away. 77.8 222
8|Get off of me. 111 88.9 3(b) Get off of me. 711 28.9
3(a) reason 48.9 51.1
3(b) reason 48.9 511

5.3.3 Questionnaire Results

Table 5.4 presents the results of the questionnaire that was completed at the end of the
experimental class. Consider first the percentages of participants who chose ‘Agree’ or ‘Strongly
agree’ in response to each item, which are highlighted in Table 5.4. Firstly, responses to item 1
indicate that 84.4% of the participants had not previously been taught the content that was dealt with
in the experimental class. This finding suggests that teaching this content was meaningful because
84.4% of the participants had not learned it at high school or in their university English classes.
Secondly, the results for item 2 show that 91.1% of the participants considered the content of the
experimental class to be valuable, and those for item 3 that 64.4% found the content interesting.

This latter figure was lower than the researcher’s expectation. Possible reasons for this finding may
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be that the content was somewhat difficult for the participants, or the researcher’s presentation was
somewhat not interesting as he was concerned about the class as an experiment. The finding that
more participants regarded the class as valuable than they did interesting could be construed as a
more positive result, because within SDT, the notion ‘valuable’ is related to the most self-
determined form of extrinsic motivation, while ‘interesting’ is related to intrinsic motivation, It is
possible that one would stop learning English once one lost interest in engaging in the activity if
one was purely intrinsically motivated. In contrast, with the highest level of extrinsic motivation,
one is more likely to continue learning English despite losing interest as long as you regard learning
English as valuable for your life (ie., you are extrinsically motivated). A further possible
interpretation of the findings that the participants considered what they learned in the experimental
class as valuable may be that the explanation itself was valuable in understanding English more
deeply said the findings suggest that teaching the contents of the experimental class motivated
students to learn English, and they came to consider the process of learning English itself valuable
and interesting. Lastly, the results for item 4 reveal that 84.4% of the participants understood the
content better than had previously. This finding suggests that teaching learners why a certain

expression has a certain meaning leads to deeper learning, as noted by Littlemore (2009, p.148).

Table 5.4.

Questionnaire Results in Percentage (N=45)

N=45 tli;lllzai;“:’lﬂsf‘;f;::e first 5 valuable 3.enjoyable fh;‘l'l“;ee'; t::d deeper

a) Strongly Disagree 4.4 2.2 2.2 2.2
b) Disagree 4.4 0.0 11.1 2.2
fj)isf;fe'fr agree nor 4.4 4.4 20.0 6.7
d) Agree 42.2 46.7 37.8 44 .4
¢) Strongly Agree 42.2 44 4 26.7 40.0
No Answers Given 2.2 2.2 2.2 4.4
d) +e) 84.4 91.1 64.4 84.4
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5.4 Conclusion

The study reported in this chapter aimed to evaluate two assumptions that have been discussed
above. The first was to confirm whether activating learners’ analogical reasoning ability regarding
the opposing frames of words enables them to learn new items on their own. The present findings
suggest that using frame knowledge to guess something new was effective for 65% to 90% of the
participants, with some variation among particular items. It could be said that having learners make
use of their analogical reasoning ability is effective, but at the same time the technique requires a
high level of cognitive ability. This issue awaits further study. The second assumption the researcher
aimed to verify was whether or not getting learners to observe their frame knowledge of words
would lead them to experience the English class as valuable and interesting, and also to feel that
they had gained a deeper understanding of the content than they previously had. The questionnaire
results indicated that activating learners’ analogical reasoning ability provide good motivation for

them to learn English.
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Chapter 6 A Case Study on the Process of Schematization and Instantiation’

6.1 Objective of this Study

The objective of the case study reported in this chapter was to observe how Japanese
university students used their analogical reasoning abilities in learning new items in EFL classes.
The classroom experiment was conducted as a case study focusing on activating learners’
schematization and instantiation ability, which Cognitive Linguistics regards as one of the central
cognitive abilities. Two constructions assumed by the researcher to be unknown to most learners
were employed in this case study, because if the participants knew the expressions, it would be
impossible to determine whether or not they could use their analogical reasoning ability to
understand them. The first was the /'m between Ns-construction, of which a common idiomatic
expression is I'm between jobs. The other construction was the I have a [COLOR] thumb-
construction, of which an idiomatic expression is / have a green thumb. The aim was to determine
the participants’ ability to use analogical reasoning to make sense of expressions they had not seen
previously by reference to a given schema and familiar example as a unit.

Specifically, this classroom experiment was based on a core concept of Cognitive Linguistics,
namely schematization and instantiation (Yamanashi, 2012, p.154), which the researcher regards as
one of the analogical reasoning abilities that humans possess. Drawing on Yamanashi (2012, p.154),
the researcher designed in Imai (2014d) a language class that aimed to get learners to observe the
dynamicity and variety within language. The present case study entailed a classroom practice based
on Imai (2014d). The researcher started by getting the participants to observe a few examples of
schematization and instantiation in the Japanese language, and then went on to deal with I'm

between-Ns and I have a [COLOR] thumb-constructions. The researcher determined the extent to

! The content of this chapter was presented at the symposium of JACET international conference held at
Kagoshima University on August 30, and was also published in Imai (2016b) that is written in Japanese.
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which the participants could make sense of further expressions presented in the experimental class
using the knowledge they had learned, namely the schema (I’'m between Ns.) and a unit (/'m
between jobs.).

At the end of the experimental class, a questionnaire was completed in order to determine
whether the instruction was considered valuable and interesting by the participants, based on Ryan

and Deci’s (2000) six scales of evaluating level of motivation.

6.2 Participants

The participants in the present study comprised 55 sophomores at a national university in
Japan. They also were participants of the study reported in Chapter 5. The reason for which the
number of this participants is larger than that in Chapter 4 was more students were absent when the
experimental class for Chapter 4 was conducted. Their general English proficiency level varied from
elementary to intermediate according to their TOEIC scores (mean score: 455 out of 990, range:
305 to 680). The participants were enrolled in two different classes taught by the researcher in the
spring semester of 2015. All attended the ‘English Communication II” course, which met once a
week for 16 weeks in the spring semester of 2015. Although their TOEIC scores varied, the
researcher thought these participants would have the general ability to understand the explanations

provided in class, as they had passed the entrance exam to enroll at a national university

6.3 Experimental Class

6.3.1 Procedure

This section describes the materials used and procedures followed in this experimental class,

referring to their shared theoretical background as the two are difficult to separate. First, the reason

for starting an English class by referring to a few Japanese examples deserves explanation. The

107



reason was that the researcher expected the participants to apply their analogical reasoning ability
they use when understanding and producing Japanese, their native language, when learning English.
Indeed, one of the characteristics of Image English Grammar is that the explanation should be
metaphorical, meaning that explanations should be the kind that learners can relate to the knowledge
they already have in their brains. This manner of explanation differs from that generally provided
by Japanese teachers of English, as they tend to provide explanations framed with technical terms
of English grammar and Japanese translations. Such explanation may make it difficult, although not
necessarily impossible, for learners to relate what they are to learn to their existing knowledge.
Second, consider the examples that the researcher provided in the experimental class.

Example (1) is a conversation between two neighbors upon meeting for the first time in a while.

(1) A: Saikin aimasen ne. Ogenki deshita ka?
(We haven’t seen each other for a while. How have you been?)
B: Ee, mago-mori de isogashikute ...

(Well, I’ve been busy taking care of my grandchild.)

Most participants had not previously heard the expression mago-mori in B’s utterance, which
refers to taking care of one’s grandchildren, but 94.5% of the participants correctly guessed the
meaning. The reason why people can understand such unfamiliar expressions as mago-mori can be
explained in terms of one of the conceptual tools of Cognitive Linguistics, namely the process of
schematization and instantiation. The explanation of the way in which mago-mori was understood
by the Japanese native speaking participants by means of a process of schematization and

instantiation begins with a review of Yamanshi’s (2012, p.154) proposal.
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Figure 6.1. Schematization and Instantiation (based on Yamanashi (2012, p.154, figurel2).

When people come across an unfamiliar expression, they tend to abstract a schema from the
specific expression, which is technically called a ‘unit’ in Cognitive Linguistics. Schemas can either
be abstracted from a single example (a unit) or several examples (units). Once a schema is extracted
from the unit or units, new expressions can be understood and produced based on the schema and
units (i.e., the actual examples the speaker already knows). Humans’ inferencing ability is
considered to underlie this process of schematization and instantiation. It is generally said that
humans’ inferencing ability comprises two subcategories, namely inductive and deductive abilities.
Inductive ability enables people to extract rules based on examples, while deductive ability enables
them to produce or understand examples by applying the rules to specific examples. It can be said
that the process of schematization is related to the process of induction, and the process of
instantiation to the process of deduction (cf. Imai, 2014d).

Let us now apply the process of schematization and instantiation to the expression mago-mori,

used in the Japanese dialogue in (1) above.
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Figure 6.2. The Process of Schematization and Instantiation of Mago-mori.

Firstly, the generally used expression, ko-mori is schematized, leading the speaker to the
construction X-mori, as shown in Figure 6.2. It is speculated that from the speaker’s side, the new
expression (mago-mori) was produced based on the schema (X-mori) and the specific example (ko-
mori). When a hearer hears the unfamiliar expression (mago-mori), they access their existing
knowledge of ko-mori and schematize it to obtain X-mori as a schema; they can then make sense of
mago-mori by using their analogical reasoning ability, by which they compare ko-mori and mago-

mori as in (2).

(2) ko-mori : taking care of your children = mago-mori : X

Based on this analogical formula, the hearer can conclude that X in this case entails ‘taking
care of grandchildren,” and can understand what speaker B in dialogue (1) wished to convey, i.e.,
that B was busy taking care of her grandchild.

Consider another example explained by drawing on the same conceptual tool of Cognitive
Linguistics. This example, also demonstrated in the experimental class, involves the X-katsu
construction, as instantiated in shu-katsu, kon-katsu, and bu-katsu. As shown in Figure 6.3, consider

bu-katsu as the starting point.
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Figure 6.3. The Process of Schematization and Instantiation of X-katsu.

When people hear a number of expressions, such as bu-katsu and shu-katsu, they abstract the
schema X-katsu based on the shared structure, namely -katsu. As stated previously, schemas can be
extracted based on one or a few examples. The expression kon-katsu, came into common use several
years ago, and is considered to be produced based on shu-katsu (unit) and X-katsu (schema), in
terms of the model of schematization and instantiation. These two expressions not only share a
similar phonetic structure, but also a similar schematic structure. In the case of shu-katsu, which is
a shortened form of shushoku katsudo, the meaning is that you are trying hard to get a job, because
shu (shushoku) means ‘landing a job,” and katsu (katsudo) means ‘doing some activity.’ If this
meaning is schematized, X-katsu should denote doing some activity (i.e., trying hard) to obtain X.
Thus, the meaning of kon-katsu is understood as ‘doing some activity to get married,” for example,
asking your friends to introduce you to potential marriage partners amongst their friends. As shown
in this example, not only the phonetic structure, but also the semantic structure (i.e., meaning) is
schematized. This is one of the fundamental ideas of Cognitive Linguistics, namely that any

language expression has both form and meaning in its symbolic structure, and this form and
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meaning pairing is called ‘construction’ (Langacker, 1987, p.12). Drawing on this idea of Cognitive
Linguistics, the phonetic structure X-katsu is considered to have the schematic meaning of ‘doing
some activity (or trying hard) to get X.” This schematic meaning fits certain prototypical examples,
but the meaning may expand, or not fit precisely, in terms of more peripheral examples, as is also
stated in Cognitive Linguistics.

Let us return to consider the other examples in Figure 6.3. Based on such fairly conventionally
used expressions as shu-katsu and kon-katsu, and on their schema X-katsu, more and more new
expressions are currently coming into common use. Nin-katsu, shu-katsu (¥1%), asa-katsu, yu-katsu
(#1%), yu-katsu (#57%), and debu-katsu are some examples from the present researcher and his
students. Nin-katsu is used when a couple has trouble having a baby and they go to the doctor for
treatment. Shu-katsu (#%i%) shares the same phonetic structure with the more commonly used shu-
katsu (t7%), but the former expression is used by people in their twilight years who think they should
prepare for their end of lives. As the schematic meaning of ‘trying hard to get X’ is breeched in shu-
katsu (#i%), this expression is considered a peripheral example of X-katsu in terms of Cognitive
Linguistics. The same can apply to such peripheral examples as asa-katsu and yu-katsu (#1%). These
two expressions mean ‘doing some actively in X time.” Thus, the meaning of asa-katsu is ‘doing
something early in the morning,” especially before one’s job starts, and yu-katsu (#i%) refers to
engaging in some activity after work. For example, learning English conversation by attending a
class before going to work is an example of asa-katsu. These two expressions seem to be similar to
one of the more conventionally used expressions, bu-katsu, which is the shortened form of bu-
katsudo. In this example, bu, which occurs as X in the X-katsu construction, simply designates the
social place in which you engage in a club activity. Further peripheral examples heard by this
researcher are yu-katsu (#4i%) and debu-katsu. Yu-katsu (1%i%) shares the same sound with yu-katsu
(#1%), but the former expression implies that if you retired from your job and have enough time and

money, you can spend your time leisurely doing something that you want to do. Debu-katsu is an
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even more peripheral example, from which the meaning of ‘trying hard to get X’ has completely
disappeared. Some students reported to the researcher that the expression is used when someone
who is on a diet cannot resist eating a lot; such a person might say, ‘I did debu-katsu again,” in a
self-tormenting manner, meaning that ‘although I have been on a diet, I ate more than I should eat,
again.’

As explained thus far, in the case of shu-katsu (iti%) and kon-katsu, X in the schematic
structure (X-katsu) is the thing that the person engaging in the activity wishes to obtain. In contrast,
in asa-katsu and yu-katsu (47%), X is not what the person wishes to obtain, but shows the time at
which they conduct the activity. In the case of debu-katsu, X is something that the person does not
wish to gain. Thus, these expressions are regarded as peripheral examples of the X-katsu-
construction.

Investigating the meaning network of the expressions used under the schema X-katsu is an
interesting research topic in terms of Cognitive Linguistics. However, as this researcher employed
these expressions to activate learners’ analogical reasoning ability, he decided not to further
investigate these aspects of X-katsu-construction in this dissertation. One of the reasons is the
researcher believes that only concepts useful for learning the target language are beneficial in
applying linguistic theory to foreign language learning and teaching. Keene & Matsunami (1969,
p.10) also claim that explicit instruction in foreign language classes, often called ‘grammar’ should
be a guide rather than a rule. The present researcher agrees with this viewpoint. After getting the
participants to notice what they do subconsciously in their native language by providing the
examples described in this section, the researcher went on to have the participants engage in an
activity in which English expressions were used as examples. One expression was the /'m between
Ns—construction and the other expression was the / have a [COLOR] thumb—construction. The
theoretical background of these two expressions is described in Imai (2014d). In the next two

sections, the procedures followed in the experimental class are described.
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6.3.2 The I’m between Ns-Construction

This section describes how the participants were led to understand the English construction
I’'m between Ns by means of analogical reasoning in the experimental class. The researcher started
by asking the question in (3) in order to confirm that the participants did not know and could not

guess the meaning of the expression.

(3) What is the meaning of this expression?

I’'m between jobs.

As was expected, the percentage of the 55 participants who knew the meaning of this
expression was 10.9%. Following this, the researcher gave the hint provided in (4) to enable the

participants to guess the meaning.

(4) As shown by the graphic in Figure 6.4, in the image of I'm between jobs, there are two
jobs, one that you used to do (J1), and the other that you will do in the future (J2), and you

are currently between these two jobs.
mOnat
Figure 6.4. The Graphic Image of T'm between jobs.
When this hint was given to the participants, 67.3% gave the correct meaning of the

expression. The researcher then explained that I'm between jobs means that you quit the job

you used to do and are now looking for a new job, meaning that you do not currently have a
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job. In addition, he explained that I'm between jobs is a euphemistic expression for I'm

unemployed. In addition, the schema of I'm between jobs in (5) was provided.

(5) I'm between jobs is a fairly conventionally used expression, and you can generate other
creative or spontaneous expressions playfully by using other nouns in the place of jobs.
The schematic image of the /'m between Ns-construction is shown as Figure 6.5. In this

graphic, you are between the two events, designated by the N.

t N/

Figure 6.5. The Schematic Image of I’'m between-Ns.

At this stage, the participants are aware of both the unit (a specific expression) /'m
between jobs and its schema I'm between-Ns. Next, the researcher determined whether the
participants could guess the meanings of unfamiliar expressions in reference to the schema and
unit already known. The four expressions presented in (6) were provided in the class; the
percentage of participants who gave the correct meaning for each expression is shown in

parenthesis.

(6) Extended expressions of the /'m between Ns-construction.

What is the meaning of each expression below?

a. I'm between marriages. (74.5%)
b. I'm between haircuts. (76.4%)
c. I'm between loves. (80.0%)

d. I'm between apartments. (47.3%)
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More than 70% of the participants correctly determined the meaning of the expressions in
(6a) to (6¢) using the schema I'm between-Ns and the unit /’m between jobs. As for (6d), only 47.3%
of'the participants answered correctly. The low percentage of correct answers for (6d) may be that
the expression apartments was difficult for the participants to evoke the image of a place to live
within their frame knowledge; houses may have been easier in this case. These results suggest that
learners can learn new things without being taught if they are able to use their analogical reasoning
abilities of schematization and instantiation

Finally, the meaning of each expression in (6) was provided in the class. Specifically, (6a)
I’'m between marriages is used if you were previously married, are now divorced, and are currently
looking for a new spouse. Thus, this is a playful way of saying I'm divorced. I'm between haircuts
in (6b) is used when you got a haircut some time ago, your hair is now growing out, and you think
you need to have another cut shortly. I'm between loves in (6¢) is used if you previously had a
boyfriend or girlfriend, but have broken up, and are currently looking for a new one. A number of
other expressions, such as girlfriends, boyfriends, and romances can be used instead of loves in this
expression. Finally, (6d) is used when you lived in an apartment, currently have no place to live,
and are looking for a new apartment. In other words, this expression is a euphemistic way of saying
I’'m homeless. The researcher also told the participants what should be born in mind regarding these
expressions: Whereas I'm between jobs is a fairly conventionally used idiomatic expression, which
people easily understand, the remaining expressions represent a play on words. Thus, people’s
understanding may depend on the context. If the expression fits the context, people will be able to

make sense of it, as described above.

6.3.3 The I have a |COLOR] thumb-Construction

The second item this researcher employed in the experimental class was I have a green thumb

and its extended expression, I have a black thumb, which was spontaneously uttered by a native
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English speaker in conversation with the researcher. The main reason for the selection of this
expression was that it was expected to be unknown to the participants. As expected, the pre-class
survey showed that no participant knew the expression. After this survey, the dialogue in (7) was
provided to the class and the participants were told to consider the meaning of / have a black thumb
in context. As the meaning of / have a green thumb is explained in this dialogue, some participants
may have understood the meaning of the expression. However, for those who did not understand
the meaning by reading the dialogue, the researcher then explained that having a green thumb
literally means that the thumb is green in color, but the idiomatic meaning of'this expression is that
you are good at growing plants. This meaning becomes clear if you consider that you use your
thumb (or hands) in growing plants, and plants generally have green leaves. After this explanation,
the participants were asked to give their answers on the class worksheets. The results showed that

52% of the participants guessed the meaning of 7 have a black thumb correctly at this stage.

(7) Read the dialogue below and consider the meaning of 7 have a black thumb.

Jack: My mother has a green thumb.

Momoko: Your mother has a green thumb? Is she okay? What happened to her thumb?
Jack: Thats not what I meant. It'’s an expression. I meant she s very good at growing fruit and
vegetables.

Momoko: Oh, I'm relieved. But you scared me. I thought her thumb turned green for some
reason. By the way, do you have a green thumb?

Jack: Me, well ... I have a black thumb. Hahaha ...

Consider how the meaning of 7 have a black thumb may be understood by drawing on the

concept of schematization and instantiation. Consider Figure 6.6.
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| have a [COLOR] thumb.

Y

| have a green thumb. | have a black thumb.

Figure 6.6. The Schematization and Instantiation of ‘I have a green thumb.’

In order for the participants to understand the meaning of I have a black thumb analogically,
they first need to schematize I have a green thumb and get the schema I have a [COLOR] thumb,
as shown in the graphic in Figure 6.6. Secondly, by using the schema and the specific expression /
have a green thumb as a unit, the meaning of / have a black thumb can be inferred by analogical

reasoning, using the analogical formula shown in (8).

(8) green thumb : being good at growing fruit and vegetables = black thumb : X

By using the formula in (8), you can guess that X entails being poor at growing fruit and
vegetables because green is a reflection of freshness, while black is a reflection of rotting vegetables.
This manner of analogical thinking may account only for certain facts about fruit and vegetables,
but as Lakoff & Johnson (1980, p.12-13%) claim, metaphorical understanding is only partial, rather

than total.

2 Lakoff & Johnson (1980, p.12-13) state that it is important to note that the metaphorical structuring involved
here is partial, not total. If it were total, one concept would actually be the other, not merely be understood in
terms of the other. They also state that when we say a concept is structured by a metaphor, we mean that it is
partially structured and that it can be extended in some ways but not others.
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6.3.4 Worksheets and Results
The content of the experimental class and its results were described and discussed in 6.3.3.
This section provides the actual worksheet that was used in the class and the results of the

experimental class.

—

Worksheet that was used in the experimental class
(Directions were provided in Japanese in the actual worksheet.)
A. According to the dialogue (1), what do you think the meaning of mago-mori is?

(1) A: Saikin aimasen ne. Ogenki deshita ka?
(We haven't seen each other for a while. How have you been?)
B: Fe, mago-mori de isogashikute ...
(Well, I've been busy taking care of my grandchild.)

B. Answer the questions below regarding I'm between jobs.
(2) Have you ever seen or heard this expression before? (Yes / No)
(3) What do you think this expression mean?
(4) Why do you think so?
(5) After listening to the lecture, reconsider the meaning of I'm between jobs?

C. Consider the meaning of the following expressions.
(6) I'm between marriages.
(7) I'm between haircuts.
(8) I'm between loves.
(9) I'm between apartments.

D. Answer the questions below regarding [ have a green thumb.
(10) Have you ever seen or heard this expression before? (Yes / No)
(11) What do you think this expression mean?
(12) Why do you think so?

E. Read the dialogue displayed on the PowerPoint slide and consider the meaning of
this expression. (The dialogue in the box below was presented on the PowerPoint
slide.

(13) I have a black thumb.

Dialogue Displaved on the Power Point.
Read the dialogue below and consider the meaning of I have a black thumb.
Jack: My mother has a green thumb.,
Momoko: Your mother has a green thumb? Is she okay? What happened to her
thumb?
Jack: Thats not what I meant. Its an expression. I meant she’s very good at
growing fruit and vegetables.
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Table 6.1.
Worksheet Results (N=55)

N=55 A B C D E
1 2 3 4 5 6 7 8 9 10 11 12 13
Answers I'm
I'm . I'm I'm I'm Ihave a Ihave a
mago—mori |between Meaning? |[Reason? g}:ven after between between between between green Meaning? {Reason? black
ljobs. the . |marriages. |haircuts. loves. apartments thumb. thumb.
explanation .
Correct 94.5 10.9 21.8 29.1 67.3 74.5 76.4 80.0 473 0.0 3.6 73 52.7
Incorrect 5.9 87.3 712.7 65.5 30.9 20.0 21.8 18.2 52.7 | 100.0 94.5 90.9 45.5
Ambiguous 0.0 1.8 3.6 5.5 1.8 5.5 1.8 1.8 0.0 0.0 1.8 1.8 0.0
No answer 0.0 0.0 1.8 0.0 0.0 0.0 0.0 0.0 0.0 0.0 0.0 0.0 1.8

6.3.5 Questionnaire

In order to determine what percentage of participants felt this experimental class on
schematization and instantiation was valuable and interesting, a questionnaire was completed at the
end of'the class. The questionnaire contained the six items shown in Table 6.2.

In terms of the rationale for the various questions, questions 1, 2, and 3 were asked to
determine what percentage of participants had already learned the content covered in this
experimental class in high school or other classes. Questions 4 and 5 were asked to determine what
percentage of participants considered this experimental class valuable and enjoyable. The reason
for these questions was Konno’s (2014, p.195) claim that a classroom experience in which the
learners regard learning English as enjoyable and valuable provides appropriate conditions for
developing the ideal L2 self, this relating to Deci and Ryan’s (1985) SDT and Dérnyei’s (2005) L2
motivational self system. It should also be noted that within SDT, the concept “valuable’ is related
to the most self-determined form of extrinsic motivation, and ‘interesting’ to intrinsic motivation,
and it may be that learners who regard the process of learning English as valuable or interesting
should be highly motivated. Question 6 was asked to determine what percentage of the participants
developed a more in-depth understanding of the content than they had previously had. This question
was based on Littlemore’s (2009, p.148) claim that explaining to learners of English why certain

expressions have certain meanings leads to deeper learning and longer retention.
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Table 6.2.

Questionnaire

In this semester, you have been learning Image English Grammar in this class. Regarding each of the six

questions, choose one of the options from a) to €).

a) Strongly disagree. b) Disagree. ¢) Neither agree nor disagree. d) Agree. e) Strongly agree.

1. You have learned feeling for English for the first time in this class.

2. You learned feeling for English when you were in high school.

3. You have learned feeling for English in another class at the university.
4 You found the content valuable to learn.

5. You enjoyed learning feeling for English.

6. You have a deeper understanding of the content than previously.

Table 6.3 presents the results of the questionnaire. Consider first the percentages of
participants who chose ‘Agree’ or ‘Strongly agree’ in response to each question, which are
highlighted in Table 6.3. Firstly, the responses to questions 1, 2, and 3 indicate that more than 70%
of the participants had not previously been taught the content dealt with in this experimental class.
Secondly, the results for question 4 indicate that 90.9% of'the participants considered the content of
the class to be valuable. The results for question 5 show that 76.4% of the participants found the
content interesting. These results suggest that teaching Japanese EFL learners about schematization
and instantiation by comparing Japanese and English motivates them to learn English, and they may
thereby come to consider the process of learning English itself interesting. Finally, the results for

question 6 reveal that 76.4% of the participants understood the content better than they had before.
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This suggests that teaching learners why a certain expression has a certain meaning leads to deeper

learning, as noted by Littlemore (2009, p.149).

Table 6.3.

Questionnaire Results in Percentage (N-535)

3. have
1.learned for 2. have learned in 6. understood
N=5§ the first time learned in another class 4. valuable 5.enjoyable  deeper than
in this class  high school in the before
university
a) Strongly Disagree 3.6 36.4 34.5 55 0.0 0.0
b) Disagree 0.0 45.5 255 0.0 1.8 3.6
¢) Neither agree nor
sagree 7.3 14.5 10.9 3.6 9.1 16.4
d) Agree 30.9 3.6 16.4 63.6 491 45.5
e) Strongly Agree 58.2 0.0 12.7 27.3 40.0 30.9
No Answers Given 0.0 0.0 0.0 0.0 0.0 3.6
d)+e) 89.1 3.6 29.1 90.9 89.1 76.4

6.4 Discussion and Conclusion

In the study reported here, the researcher investigated whether the process of schematization
and instantiation, an analogical reasoning ability regarded by Cognitive Linguistics (e.g., Yamanshi,
2012, p.154) as central in human cognition, is effective for EFL learners to gain new knowledge
without being taught directly. The percentage of participants who came to understand the new items
in reference to hints provided by the teacher varied from one item to another, but 50% to 70% of
the participants were observed to use their analogical ability to understand new items. Considering
that understanding metaphorical expressions in actual communication does not necessarily work in
all cases, and that misunderstandings lead people in conversation to repeat inferences and try to
understand the intended message, making use of learners’ analogical reasoning ability in class
without presenting the final form of a generalization should be regarded as necessary and should be

beneficial. Cognitive Linguistics generally assumes that in the process of acquiring a language,
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humans use their metaphorical and analogical reasoning abilities. Thus, this researcher assumes that
activating the analogical reasoning ability of learners and getting them to use it consciously in
learning a foreign language is beneficial. One of the main reasons to do so is that most Japanese
learners of English study English as a school subject or a means to pass an entrance examination,
and so tend to study English as they study content subjects like history and biology. By getting
learners to recognize that English is not just a school subject, but a language, like Japanese, it is
hoped that some may start to learn English as a language rather than a school subject. In making
this happen, this researcher believes that activating their analogical reasoning ability is beneficial.
It should also be noted that the experimental class reported here employed expressions the
participants had not learned previously in order to clearly observe whether they could make use of
their analogical ability, particularly for schematization and instantiation. However, the same process
is applicable to more fundamental expressions. The process of schematization and instantiation is
compatible with what Tomasello (2002, p.10-12° ) calls ‘usage-based syntactic operations.’

Also note that the experimental class reported here was conducted by means of asking
questions, having participants consider the answers by themselves, and having them talk about the
answers with their classmates. This process aligns with the three psychological needs (for autonomy,
competence, and relatedness) that Ryan and Deci (2000) claim are central in improving motivation.

This is perhaps the main reason why approximately 90% of the participants regarded the class as

3 What Tomasello (2002, p.11-12) states regarding usage based syntactic operations is as follows:

-+ the child does not put together each of her utterances from scratch, morpheme by morpheme, but rather, she
puts together her utterances from a motley assortment of different kinds of pre-existing psycholinguistic units. ...
the question was how this child was able to “cut and paste” together her previously mastered linguistic
constructions in order to create a novel utterance in a specific usage event. (Tomasello: 2002: 10)

--+ When young children have something they want to say, they sometimes have a set expression readily
available and so they simply retrieve that expression from their stored linguistic experience. When they have no
set expression readily available, they retrieve linguistic schemas and items that they have previously mastered
(either in their own production or in their comprehension of other speakers) and then ‘cut and paste” them
together as necessary for the communicative situation at hand — what I have called ‘usage-based syntactic
operations.’
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valuable and interesting (see Table 6.3), as these two notions are at top of six aspects related to

motivation.
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Chapter 7 Conclusion and Future Directions

As set out in Chapter 1, this dissertation had the following four aims: a) to verify that
university students have not necessarily acquired native speaker intuition, often called Eigo no
Kankaku (a feeling for English); b) to demonstrate the utility of explicit instruction on Eigo no
Kankaku by employing ‘Image English Grammar’; ¢) to demonstrate the possibility of activating
learners’ analogical reasoning ability to allow them to relate what they newly learn to their existing
knowledge; and d) to demonstrate that learners regard learning English through Image English
Grammar valuable and interesting. These four aims were addressed in terms of data from survey
and three classroom experiments, as described in Chapters 3, 4, 5, and 6, respectively.

With regard to the first aim, the survey discussed in Chapter 3 was used to verify that university
students have not necessarily acquired native speaker intuition. The present researcher’s experience
suggests that some university English teachers believe that the 12 items in the survey are not
generally acquired by Japanese students, while others believe such students should know these items,
as most were taught in high school. However, this researcher assumed that these items were not
known to university students, and verified this assumption by means of the survey reported in
Chapter 3, the results of which showed that 30% of the 339 participants or fewer answered 11 of
the 12 items correctly, confirming that these 12 items are not generally understood by most
university students. This matched the researcher’s expectations based on his teaching experience.
As the researcher also assumed that explicit instruction on these grammatical items in university
English classes would be effective for students’ learning, he designed experimental classes and

verified their efficacy, thereby addressing the second aim mentioned above.
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Chapter 4 addressed the second aim, demonstrating the utility of explicit instruction on Eigo
no Kankaku by employing Image English Grammar among tertiary level learners of English.
Specifically, the researcher gave 59 of the above survey participants explicit instruction on Image
English Grammar, comparing pre- and post-instruction performance to show its efficacy. However,
as people are known to learn differently, the researcher believes that no particular method is
necessarily best for every learner, and his teaching experience suggests that Image English
Grammar may be most appropriate for learners who have generally good cognitive abilities and are
enrolled in national, public, or private universities generally regarded as being at the intermediate
or advanced level, as it may improve their English ability and allow them to find the process of
learning English valuable and interesting. The researcher also suspects that learners with low
English proficiency but well developed general cognitive abilities would find Image English
Grammar effective for English learning. It is further assumed that learners who are neither proficient
nor interested in English may find Image English Grammar interesting, although their English
ability may not improve. These points await further study.

The third aim of the present work, to demonstrate that it is possible to activate learners’
analogical reasoning ability and allow them to relate what they newly learn to existing knowledge,
was addressed by the experiments reported in Chapters 5 and 6. Following the results in Chapter 4,
which showed that explicit instruction on Image English Grammar was effective, the experiments
reported in Chapters 5 and 6 focused more specifically on the learning process. The first experiment
confirmed that activating the 45 participants’ analogical reasoning ability regarding opposing
frames of words enabled them to learn new items on their own, with 65% to 90% of participants
using such frame knowledge to correctly guess something new, the results varying from one item

to another. Whereas having learners make use of their analogical reasoning ability may be effective,
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the technique requires higher level cognitive abilities, and this issue awaits further study. The second
experiment addressing the third aim, reported in Chapter 6, showed that the process of
schematization and instantiation was effective for the 55 participants to gain new knowledge not
directly taught by the teacher. The percentage of participants who came to understand new items in
reference to hints provided by the teacher varied from item to item, but between 50% and 70%
successfully used their analogical reasoning ability to understand new items.

The fourth aim was to demonstrate that Image English Grammar makes learning English
seem valuable and interesting to learners, as was verified by the results of the questionnaires
completed after each experiment reported in Chapters 4, 5, and 6. The survey results showed that
most of the participants regarded explicit instruction on Image English Grammar and the classes
activating their analogical reasoning and cognitive abilities as valuable and interesting. As the
notions ‘valuable’ and ‘interesting’ are regarded as the top two of six aspects reflecting people’s
motivation (Ryan and Deci, 2000), it could be said that learners are motivated to learn English by
learning linguistic motivation through Image English Grammar.

As discussed above, the series of experiments conducted in this research verified that teaching
native speaker intuition explicitly by employing Image English Grammar was effective, and the
participants found the process valuable and interesting. A question requiring further study is to
ascertain whether the same results can be obtained regardless of the teacher who teaches Image
English Grammar. As another teacher has been found to use Imai (2010) in her classes, having her
students read the book as an assignment, this teacher may be asked to conduct pre- and post-tests to
confirm the efficacy of students studying Image English Grammar on their own. Another issue that
awaits further study concerns the ability of English teachers to teach Image English Grammar. If it

is used in English classes in junior high or high schools, two aspects of Image English Grammar
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require careful consideration, namely teachability and learnability. While the experiments in this
dissertation showed that Image English Grammar is learnable, meaning that it is a learner friendly

English grammar, teachability is yet to be verified. This issue awaits further study.
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Appendix 1.1. Chapter 4, Experiment (Pre-test)

A X=IETUTR+ (2hEiE/E 15 D)
2015/04/07 ver.

PR PRES 28l

A. RDE 1~7 DS Z, O~OXDZNZN1 DEEV. ZOBSEHSHEMICY - LSS
(/\O

1. ROMWEOABEE > TNDEDID~BEDEND?

Jack: You didn’t go to the party, did you?
Shelly: Yes.

Shelly went to the party.

Shelly didn’t go to the party.
Jack went to the party.

Jack didn’t go to the party.

Jack and Shelly went to the party.

CICISICIS)

2. ROOBEEOTNBXID~BDIBEND?

@ Do you ever wear perfume?

@ Have you ever been to Canada?

(@ Ihave ever been to Niagara Falls.

@ If you ever come to Japan, be sure to let me know.

© Godiva is the most delicious chocolate I've ever tasted in my life.

3. RODOBEES>TNBXIEIO~BDOIBEND?

(D Marina used to be a staff member of this bakery.

(@ Marina used to be a staff of this bakery.

(@ Marina used to be a member of the staff of this bakery.
@ Marina used to be a staffer of this bakery.

© Marina was a member of the staff of this bakery.

4. ROOBEE O TNBXIID~BDIBEND?

1) I’mabout to call her.

@ I'm going to call her.

@ I’mabout to call her tomorrow.
@ TI'm going to call her tomorrow.
® TI’ll call her tomorrow.

5. ROOBEE > TNBXIED~BDOIBEND?

Obama, the president of the United States, has visited Princeton.
Einstein, the famous scientist, has visited Princeton.

Obama, the president of the United States, visited Princeton.
Einstein, the famous scientist, visited Princeton.

Einstein, the famous scientist, had visited Princeton.

GQIIEISIS
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6. RDZT|RRC(a)E(b)ICABRBZEZNZNDO~DH'S 1 DEV. (2)[IFESE 7(1C. (b)IBESHE
8IC., BRADBSEVY—DIUIEE),

The sunrises ( a )theeastandsets( b ) the west.
(a) @ at @ from @ in @ on @ up
(b) @ at @ in @ on @ to ® down
B. RDB 1~5ICBZIES0),
l. ROEXHRIREK (KR BRI,

The train is stopping.

2. RD2DODXDELK (JKi%) DEWNII?

a. Sara is preparing final exams.
b. Sara is preparing for final exams.

3. RD2DDIXDEG (R DENEE?
I’ve decided to break up with her.

a. I’1l tell you a reason.
b. I’ll tell you the reason.

4. RD2DODXDELR (JK%) DEWNII?

a. We ate turkey.
b. We ate a turkey.

5. RD2DODNIE, ZNZNEDKDRINRT THGESNDND?
a. The road winds through the mountain.

b. The road is winding through the mountain.
Xwind T#n' 0 <R3, H@NHD]

6. RD2DDXIE, ZNZNEDKDFIRR THFBSNDN?

(a) I appreciate your help.
(b) I’'d appreciate your help.

R PRES Za
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Appendix 1.2. Chapter 4, Experiment (Immediate Post-test)

4 X—3I3E immediate post-test (SEFERRA 15 )
2015/05/18 wver.

R PRES 28l

A. RDE 1~7 DS Z, O~OXDZNZN1 DEEV. ZOBSEHSHEMICY - LSS
b

I ROZEWIC(a)E(D)ICADEZZNTNDO~ON'S 1 DEN,
The moonrises ( a )theeastandsets( b ) the west.

(a) D at @ from @ in @ on @ up
(b) @D at @ in @ on @ to ® down

2. ROOBEE>TNBDXIID~BDIBEND?

@ I'm about to leave.

@ I'm going to leave.

@ I'm about to leave tomorrow.
@ I'm going to leave tomorrow.
® T’ll leave tomorrow.

3. RODOBEE>TNBDXIED~BDOIBEND?

@ Do you ever go to karaoke?

@ Have you ever skied?

@ TIhave ever played drums.

@ 1If you ever go to Tokyo, be sure to stop by my bakery.

© Maria is the most efficient waitress I’ve ever met in my life.

4. ROBEBDABEE > TNDEDEIO~BDEND?

Jack: You didn’t attend the meeting last Sunday.
Shelly: Yes.

Shelly attended the meeting.

Shelly didn’t attend the meeting.
Jack attended the meeting.

Jack didn’t attend the meeting.

Jack and Shelly attended the meeting.

OHOE

5. RDOBEED>TNBXIEO~BDIBEND?

Kana is a staff member of this hair salon.

Kana is a staff of this hair salon.

Kana is a member of the staff of this hair salon.
Kana is a staffer of this hair salon.

Kana used to be a staff member of this hair salon.

O®OOO
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6.  Which one of the expressions below is not correct?

Dr. Amano, who won the novel prize recently, has visited Princeton.
Lincoln, a former president of the United States, has visited Princeton.
Dr. Amano, who won the novel prize recently, visited Princeton.
Lincoln, a former president of the United States, visited Princeton.
Lincoln, a former president of the United States, had visited Princeton.

GIOIEISIS

B. RO 1~5[CBZES0),
1. RD2DODXDELK (KiR) DEWNIZL?

a. Love is a reason to get married.
b. Love is the reason to get married.

2. RD2DODXDECR R DEWNE?

a. We ate a chicken.
b. We ate chicken.

3. RDEXNDRIREKR (R Z2BRBS0),

The bus is stopping.

4. RD2 DDXDECR R DEWN?

a. John shot the bird.
b. John shot at the bird

5. RD2DODOXIF. ZNZNEDKDISIRR THTESNDN ?

(a) I appreciate your feedback.
(b) I’'d appreciate your feedback.

6. RD2DDXIE, ZNZNEDK DTN THFBSNDN?

a. The river winds through the town.
b. The river is winding through the town.

R FPRES 280
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Appendix 1.3. Chapter 4, Experiment (Delayed Post-pest)

SRy

4 X —3I3% Delayed Post-test (EHERE 15 )
2015/07/09 ver.
FHEES 280

A. RDE 1~71 DS Z, D~BOKXDZNZN1 DZREV, ZOESZLBMOEEDES ([ ]
AICTHSNBDE) IV —DLUTIIZE0N,

I RODHBEES>TNBXED~ODIBEEND? (1]

GIIEISIS

I’m about to mail her.

I’m going to mail her.

I’m about to mail her tomorrow.
I’m going to mail her tomorrow.
I’1l mail her tomorrow.

2. RODOHBEE S TBXED~ODIBEEND? (2]

O®OOO

Mr. Abe, the prime minister in Japan, has visited Africa.

Richard Nixon, a former president of the United States, has visited Japan.
Mr. Abe, the prime minister in Japan, visited Africa.

Richard Nixon, a former president of the United States, visited Japan.
Richard Nixon, a former president of the United States, had visited Japan.

3. ROXFBEDRBEEE > TNDEDEO~BDEND? (3]

Jack: You didn’t go to the concert last Sunday.
Shelly: Yes.

CICISICIS)

Shelly went to the concert.

Shelly didn’t go to the concert.
Jack went to the concert.

Jack didn’t go to the concert.

Jack and Shelly went to the concert.

4. RODOIBREDDSH (VD RS RIFZO~BDIBEEND? (4]

@
)
@
®

You should apologize to her.
You must apologize to her.

You had better apologize to her.
You have to apologize to her.
You need to apologize to her.

5. ROOBEEES>TNBXIEO~BDI5END? (5]

GISICINIS)

Do you ever go to Canada?

Have you ever played the drums?

I have ever climbed a tree.

If you ever come to Nagoya, be sure to let me know.
Anna is the kindest person I’ve ever met in my life.
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6. RODOBEED>TNBDXIEO~BDIBEND? (6]

@ T’'m a staff member of this restaurant.

@ I’m a staff of this restaurant.

(@ I’'m a member of the staff of this restaurant.

@ I'm a staffer of this restaurant.

® Marina was a member of the staff of this restaurant.

7. RDZEMWIC(a)E(DICADBEZZNZNO~OD'S | DEUVFE UL D, (@ld [7] (b)d (8]

The startsrise ( a )theeastandset( b ) the west.

(a) D at @ from @ in @ on @ up
(b) @D at @ in @ on @ to ® down

* RIC. @EBIICABLTIIZSUN,
* Z0%. PEOP YT —RIOBLTIEELN,

PUT—k  TBRARBZEEENEEZ VT 131E8] OFBICBID YT —k

SZHICE. SODFATRE UL [BRARZBEZENEEZ DI 13188 ICBEALT, &
ZDPTHALTEE UL, RD 1~6 DZNZNICDNT, O~OD 5 EETIHE L. DSHED
BEONOES ([ ] AlCRSNDI/ ICY—D LT IES0),

E<ITUUIESEL)
STCIESE)
EBLELE AR
ITCEED
AREZTEED

O0POOO

HIZICRI>IERBTH o2, (33)
SRETICH>TNBARBTHoE, [34)
ARZICADTHSMDIRETRARLRAS TH oI, (35])
FSMBEDDDARABTH o2, [31]
FATNTEULNDE, [32])
CNETTRDEMESTEZ, (36)

Sk L=

(BAAEBEEENEEZ I 13EE ] ZPINIC. SODRETHROIZHHIBEST
TORBZENTIEE),

~
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B.

RO 1~5ICEZF L&D,
RD2DDXIFE, ZNZNEDKDBTINR THESFINDND?

a. The statue of Rodin stands in the entrance hall.
b. The statue of Rodin is standing in the entrance hall.

RD2DDXIE, ZNZNEDKDIRINR THFBSNDD ?

(a) I appreciate your advice.
(b) I'd appreciate your advice.

RDEXDNERIBHR R EBRESN,

The car is stopping.

RD 2 DOXDOEL GRS DENL?

a. [ ate a pizza.
b. I ate pizza.

RD 2 DDXDEEK R OEWNIL?

a. I know New York.
b. I know of New York.

RD 2 DDXDFG YR DENEE?

a. You are a person for the job.
b. You are the person for the job.
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Appendix 1.4. Chapter 4, Handout Used to Teach Image Grammar

DT —Y3VDRHDRBREESCE (1D
——-Introduction 1 (BAEE) | ZEZ2ZDINNT
FEEFEHABICIIERERV) « SRIDSOHNHSERLIED
2016/09/30 ver.
©Takao IMAI (S5 [EX)
imatak 522(@ybb.ne.jp
O. HEFEDIMENT

() English cannot necessarily be translated into Japanese.

(@ Grammar is language knowledge.

) One form for one meaning, and one meaning for one form. (Bolinger 1977: preface)

@ Language is culture --- Native speakers of English and Natives Speakers of Japanese construe the
same situation in different manners.

© Language economy --- What is guessed from the context does not need to be stated.

© Language is dynamic.

@ Memorize as many set phrases as possible with linguistic motivation.

HEBIIBARFBICIIRERL . RIDSONSELED.,
SCE=S 5B

FERHROXIMEER (HDIFIEHDIRKRERFD)
BABERFBORARIADENZFHI Do
SEOREM  ENEITEDNDTER>ENSN)
SBIIYT1TIVITHD,

BROJEEEICEY FDIU-—XERBZL D,

NOO®OOO

I. BEBIIERIHDSNHHDSEFLED:  —BDICXT IRMDEFHFHERZS !
<RI ENONB7R<L12DHI>
(1) be+V-ingE& IT~LTUNBI

The bus is stopping. /N RIFBINTLND or IEFXDOTLND?!

I’'m eating an apple.
The baby is sleeping.
John is hiccupping.
The bike is stopping.

00 oo

(2) Yes/No & TIEUL/UWVZE

(a) Jack: You don’t like figs.

Shelly: Yes, ( ).
According to the dialogue, which one of the four statements below is correct?
(@ Jack likes figs. @ Jack doesn’t like figs.
3 Shelly likes figs. @ Shelly doesn’t like figs.

1 e.g) Isaw a car accident on my way here. The car was stopping, but the driver couldn’t avoid the cyclist.
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(b) Bob: Doesn’t this train go to Berkeley?
Katie: No, ( ).

@his train go to B@

(c) Mr. Miller: You didn’t sleep a wink last night?
Maria: Yes, ( ). I pulled an all-nighter, preparing for finals.

Q. Did Maria sleep last nD

Quiz : If someone asks you, “Haven’t we met before?” and you think this is the first time, how would you
answer the question?

(3) TABEIRDSFD, ANALL ] Z2XRIGBZBNTHIK D,

WETHRNIE?
The sun rises the east and sets the west.
Exercise

A: Fill in the blanks.

a. “Areyou( ) line?” “Yes, the line ends over there.”
b. I’mrunning ( ) the ticket gate.
c. Hi, it’s me. Sorry I’m late. I’'m walking ( ) the direction of the ticket gate.

d. Do you often ( ) perfume?
Mr. Bear ( ) a mustache.
Shelly ( ) her hair in a bun.

e. The sun ( ) from the east to the west.

B: REZEF CTHLTCNT, REMINZDIICEDH UL, ROEXZEFTHRSAE L&D,

My battery . Can I call you back?

C: RDXIFE T, Shelly [& Henry & Sara BMYEE > CNDCEZF > TNWEULEN?

Chihiro: Dan and Serena are going out together. You didn’t know that?
Shelly: No.

D: You are asked to see Bob at the airport, and you want to ask BREE/NNTTD? In this situation, what
would you say?
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I. BERK (1 X—Y) OXWHEFR

Warm Up: What do you see in each picture? (Figure-ground segregation/alternation)

Figurel Figure 2

a) Look about you.
b) He is about 70 kilos.
¢) This book is about dogs.
d) There is something weird about him.
e) lam about to leave.
f) You’ll be up and about very soon.
Quiz 1: Which one of the following expressions sounds awkward?
(a) I’'m about to leave.
(b) I’'m going to leave.

(c) ’'m about to leave tomorrow.
(d) I’'m going to leave tomorrow.

Quiz 2 (Plus- «): What is the difference between these two?

(a) Let’s talk about the topic.
(b) Let’s talk around the topic.

about around
(Tanaka, 2011, p.65) (Tanaka, 2011, p.63)
Figure 5. Core Image of about and around.
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Exercise: gii&zd over [CDWTEBZ THELD,

a) The dog jumped over the fence.

b) There are some clouds over the mountains.
Useful Expression.
¢) You’ve been seeing her over the years, haven’t you?
Are you seeing Maria?
d) The spring semester is over.

e) Let’s talk about it over a cup of coffee.

f) Jack’s house is just over the hill.
Quiz 3: RIZHDIERENSDEBTI, SREDE[BICEZTHILLD,
RN D2 ) ZZEEE T, Schoolisover. EBOZITE, D OZTERDIC, 72T School
was over. CSNDXNDTI N ?
I. BEBRIBAFBICRERL. RIDSHNSELTSDH
1  ICADEBIFE?
(a)Myroomis . [RADERERIZIALL) ]
(b) This corridoris . TCOE NI

(c) Mao Zedong’s forehead is . (BREDEEIIALLY)

Quiz: Explain the difference in meaning between these two by drawing pictures.

(a) The windows of the house are tall.
(b) The windows of the house are high.

(2) international = [EREY] ?

Jack is an international student.|& & ATSEER ?

(3) *I went swimming in the river, but I couldn’t because of the rain &\ DX EHEL N THDIEHBIE?

ELLE ESEZRRRND?
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7.

8.

I —Y3VDRHDRBERIE (2)
--Introduction (B AERE)
REBIFEARFEBICITERERV) « SRINSHOHHEELIED
2016.10.05 ver.
Takao IMAI (SFHEX)
Email: imatak 522@ybb.ne.jp
2015/09/25 ver.

HEBEQD staff EHAREBDRY v D

Quiz 1: Which one of the following expressions sounds awkward?

() Marina used to be a staff member of this bakery.

(@ Marina used to be a staff of this bakery.

(3 Marina used to be a member of the staff of this bakery.
@ Marina used to be a staffer of this bakery.

© Marina was a member of the staff of this bakery.

* BAETIE, RYvYT L TRy IT—@] EVNDRIED DD,

(x) ()
Figure I: staff, 9w I, AV I—@DA A=
Quiz 2: What is wrong with each sentence below?
(1) I have four families.
(2) Reading is one of the best ways to improve your vocabularies.

hit O & hitat O MELNSE?

Which one can be filled in the blank?
( ), but he missed it.

a. John hit the ball b. John hit at the ball

Quiz 1: What is the difference in meaning between these three?
a. [ know Zambia.

b. I know about Zambia.
c. I know of Zambia.

Quiz 2: What is the meaning of the sentence below?

“Do you know Frank Lloyd Wright?” “I know of him, but I don’t know him.”
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10.

Quiz 3: Ineach of the expressions below, what does Maria do?
a. Maria has to prepare the test.
b. Maria has to prepare for the test.

Quiz 4: What is the meaning of the sentence below?

a. [ believe you.
b. I believe in you.

Quiz 5: Which one is appropriate in this context?
(a) Someone is (knocking / knocking on) the door. Can you answer it?

(b) A drowning man will (catch / catch at) a straw.

some ¢ any

Quiz 1: What is the difference in meaning between these two?

(a) Do you have any books on Japanese history?
(b) Do you have some books on Japanese history?

Quiz 2: What is the difference in meaning between these two?

(a) Someone can do it.
(b) Anyone can do it.

Quiz 3: When can we say this?
Some teacher said it.
Quiz 4: Do you know why someone is used in this context rather than the name of the person?

You're calling an ambulance.
Someone is having a heart attack.

ever DRI ?

% some :any = s ever
Quiz 1: Which one of the following expressions sounds awkward?

@ Do you ever wear perfume?

(@ Have you ever been to Canada?

(@ Thave ever been to Niagara Falls.

@ If you ever come to Japan, be sure to let me know.

® Godiva is the most delicious chocolate I’ve ever tasted in my life.

Quiz 2: Will you ever marry me? [&EASRER?
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11.

12.

13.

14.

have + done DA A=

Quiz: Which one of the following expressions sounds awkward?

Obama, the president of the United States, has visited Princeton.
Einstein, the famous scientist, has visited Princeton.

Obama, the president of the United States, visited Princeton.
Einstein, the famous scientist, visited Princeton.

Einstein, the famous scientist, had visited Princeton.

GQI@ISIS

had better D1 X—3

Quizz RODSBREODSD (VI R RIREO~BDSI5ENDH?

@ You should talk to her.

@ You must talk to her. (=) un applc (b) apples {c) the applc (d) the apples

3 You had better talk to her. e Y e

@ You have to talk to her. [ eee .-"'/ Yee \"| r "/ )

® You talk to her. \ . 9 L “’ "’ L U o e P
@ Yew Cew

a & the Figure 2: an apple, apples, the apple, the apples D1 X —3

Quiz 1: What is the difference in meaning between these two?
a. Love is a reason to get married.

b. Love is the reason to get married.

Quiz 2: What is the difference in meaning between these two?
a. You’re a person for the job.

b. You’re the person for the job.

mass ¢ units

Quiz 1: TLVREBTESBAFETIN?] ZHRFBCTSOE?

Which do you like better, ?

Quiz 2: What is the difference in meaning between these two?

a. We ate pizza.
b. We ate a pizza.

Quiz 3: What is the difference in meaning between these two?

a. This is an apple. U E

b. This is apple.
(a)y2=14( ) (B)ER( )
Figure 3: an apple & apple D1 X —3
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. simple present & present progressive

Quiz 1: [John [FBRIENNTTD?) ZHRFBECTEDE?
Quiz 2: XD 2 DDXIE, ZNZNEDKDIRINR THGENDD?
a. The road winds through the mountain.

b. The road is winding through the mountain.
Xwind r#n' 0D <R3, H@NHD]

Quiz 3: RD 2 DD, ZNZNEDKDIRIRNRTHIBSNDD?

a. A statue of Rodin stands in the lobby.
b. A statue of Rodin is standing in the lobby.

/,Z ‘road

. viewing frame

(a) (b)

Figure 4. winds & is winding DA A —

. simple present / will + do / would + do

Quiz 1: Which one is appropriate in the parenthesis?
If I (win / will win) the lottery, I’ll quit the job and travel around the world.

Quiz 2: What is the difference between these two?

a. If I'm late, 1l call you.
b. If I will be late, I’ll call you.

Quiz 3:EH5EBEEDCERDIC, a Tldise b TIE willbe AABLYSNTULNDDIEEED?

a. Tomorrow is my birthday.
b I’ll be twenty tomorrow..

Quiz 4: What is the difference between these two?

a. [ appreciate your help.
b. I’d appreciate your help.

Quiz 5: What is the difference between these three? )
Useful Expression
a. Serena has been seeing Dan for one year.
b. Serena will have been seeing Dan for one year tomorrow.
c. Serena would have been seeing Dan for one year tomorrow.

Are you seeing Maris?

Quiz 6: RDXI5ET. takes/ would take (D _ 1772 AMENIL?

Emi: Excuse me. [ was wondering if you know how long it takes from here to Venice Beach by bike.
Woman: Let me see. It takes about 30 minutes on foot, so it would take 15 minutes by bike.
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Appendix 2.1. Chapter 5, Experiment (Pre-test)
Analogy 25 UIZ REEFE Pre-Test (Opposing Analogy)

FI FREES =N

Quiz 1: ( ) [ICIEEBESNMBETIN ?PBHRIBICOZDIITIRSN, EHE5CTRERS
Gl WARICOZEDIFTTIZS0,

1. The apple fell to the (ground / land).
2. (AR MBDPF D AT) We'll soon be (grounding / landing).
Quiz 22RMD 2 DDNTIE, ZNZNECEZIRIDES > TCNEIN?

3. a journey from coast to coast ) DI
4. a journey from shore to shore  ( ) DR

Quiz3: ROEXD_ [CADBIBBRALCERBNKIN?
5. Maria is blowing the dust _the table.

Quiz4: RDEXD____ [CADEIBHIIAZERNKIN?
6.Canyouhelpme  ?

Quiz 5: RD(a)(b)DXDFHDENITITL&LDN?

7. Get away.

8. Get off of me.

150



Appendix 2.2. Chapter 5, Experiment (Worksheet)
Analogy ZiER UICHEEFE D —2 Y — k (Opposing Analogy)
Quiz 1:
11. land DRYDEBHEKZXRIFBIIITLL DD ?
12. ground DRXIDBHKERIEBIIMDATLLDD?
RD3,4,5DEWICIE. EHONBEETIN?EL. BEZORDCBNEIN?
13. The apple fell to the ( land / ground).
e ( )

14. (AR B I?F D> R T) We'll soon be ( landing / grounding ).
i )

15. (IRR © FRITHED P D> AT) We'll soon be ( landing / grounding ).
B/ ( )

Quiz 2: JRD 2 DDXTIE, ZNZNETEZRIDES > TNEIN?

16. a journey from coast to coast  ( ) DIk
17. a journey from shore to shore  ( ) DIk
Quiz 3:
(Hints)

D VWUPSAIR FZTOR - ICHDCECRIETH UL, [18]
Maria noticed the dust was the table.

@ @O0 [CANCRIERDRIDE®RZXR I ST ERNEIN ?[19]

Q@ DQZLEYEIC. ROENXD [CADBIESHZEATCHFI L&D, [20]
As Maria notice the dust was the table, she is blowing the dust the table.
Quiz 4:

@ B ZERDHIDIE. EOXDPIRRICHDEBNTIN? [21]

@ DOORRERFBCRIEEDBRDIIN? [22]

I’'m

Q@ BaNMDQDRRICHNIE. EDULTBRUNWEBNEIN? [23]

@ T ROEXD [CADRIERIIMMCERNEKIN? [24]

Can you help me ?
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Quiz 5:
(Hints)

@ (a)Getaway. EVNDFRIZTIE. COXZESNONDAIE. EDNDRETI N (ECICWNETI D,
Izl TNEITH) ? [25]

@ (b)Getoffofme. LN\ DRIRTIE. COXEENNDAIL. EDNDRRETIN (ECICNET
D [AELTVNEITH) ? [26]

Q@ DQZEYVRIC. ROXDEERDENEFHRBLTHELL D,

(a) Get away. [27]

(b) Get off of me. [28]

BE. ZOXRDITEBZZIULEDN? [29/30]
(a)

(b)

O TOIT—=DY—EDEFEFEICDNTRD 1~6 DZENZNICDNT, O~B®D 5 ExFET5Hi L.
QBRWOIEBEDESICV—DO L TIEE),

E<ITUIESEL)
STCIESE)
EBLELE AR
ITCEED
AREZTEED

O0POOO

mEDHDRSTHoZ. G

BUNDDIE, (32)

HICICRISIZRBTHDIE, (33)
SRZITICH>TNDRBTH oI, SEIRSENZ, (34)

BRI TICRALZCETHDN, BEUNRINZE. ERD DN SZ, (35)
CNETIDKILIBAE TS, (36)

Sk L=

~

SODNEFEZZITTOREESALTIIES),

FI FREES =N
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Appendix 2.3 (1). Chapter 5, Experiment (Power Point Slides Used in the Experimental Class)

1

Analogy % B UL REFE
(5) Opposing Analogy(i& 8

15. 5.

Lecture: land & groundiE( )
» land & ground DEHDENVEH > TVETH ?

» TNENDORIWEEEZZ D ERERDA L <O E
T, D=3 —-MEZZEZALELL D,
» land DR ?

» klandDRH (&, seaTT . land(&BEINS R/
ZERUET,

» ground DR 3 ?

» *ground DAt (3., air/skyTT, grounddZHln
SRIEEZRLET,

Quiz 1:RDEXD ( ) (Z1E, land
EgroundDEE5NABEBNETH ?

> 1. The apple fell to the (| goumd ).
> 2. (KR ROTFIUXT)

> We'll soon be (| tning ),

> 3. (KR RiTO7FD>ZT)
> We'll soon be ( ).

» Ffe, Rtfland/groundz EATEH DIEHEHRER

MICEEFL LD,
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4

Lecture; coast& shoreDEERMDIEL

» coast& shoreDEKRDENZEH > TVETH?

» CoastEshore BBFZRTETIN, ECNBR
EBENMBVET,

» coastiFECHSBREZRZESCAVETN?

» xandTY, DFED., coastFERNSRIZBET
7,

» Shore[FESTULLIN?

» kseaTd, DED. shore@BRINSRIZEFET
7,

Quiz 228D 2 DDNTIF, ZNENET
ZRTBDEE>TVETH?

» (a) a journey from coast to coast
» (b) a journey from shore to shore

(@)D ENENECZRT DN E, BEED
DEIICER TN ZRERRICEEFLL D,

b () [FABERSET DB
> (b)IFBODIR

Quiz 3: Maria is blowing the dust _______ the
table.

> OXUTEAE BTORICHBTEICRIE
FUL.

» Maria noticed the dust was _ON _the table.

> QOD [CANZRIBRAORMDERZET
FIEAZEATHELELD.  off




QOQZEY MI, RORND______ (A
PHEAZEATHELL D,

) As Maria notice the dust was __ %" the table,

she is blowing the dust __Off _ the table.

Quiz 4: Canyou helpme ____?

> OB ZEKDDAE. EOLIBRRICHDER
WEIn?

» 2RO TNB,

> Q ODRRERETRT EESRDETN?

» =I"min trouble. / I'm in a situation.

> @ BANOQORRICHNIE, £SLTRLLE
BOFIN?

» 2BFHUTELL,

Quiz 4: Canyou helpme ____ ?

»@ TR ROEXD____[CAZEIESAGELE
BOFIN?

» Can you help me _out ?

» I'm in trouble. Can you help me out (of the
trouble I'm in)?
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Quiz 5: Get away. / Get off of me.

» @ Get away. EWVSERRZENND AR E350)
SRE (ECIVWETH 2 AZLTVETH?)

» 2ZDXZEINDELICND,
» RERS, awayDR 3 (Enear

11

Quiz 5: Get away. / Get off of me.

> @ Get off of me. EWVSRFEENDNZ AL, &
SVWORE (ECICVWEIN?AZLTVET
h?)

» 2CDXEEINEHO TN,

» RERB, off DR Fon/EN'S,

12

Quiz 5: Get away. / Get off of me.

» Get away. &Get off of me. DEHKDELNS ?

» Get away.
» HO50T !

» Get off of me.
» BSRNT |




Appendix 3.1. Chapter 6, Experiment (Worksheet)
Analogy ZER UL RBFED—DY—F (RF-VIEESHUD
FI FREES =N

[. ROFFENS. THRT] FEABRRBRIZEBRNEIND? (1]

RAUSDICEDE. VYV I VDBAEDES :

A BRI, BEVNFEEAR. Bt TLEN?
B: ZZ. BRI TILLLI T

I. ROKIRICTDONT, FTOBWZABELTIZE0,

[‘m between jobs.

(a) CORIREZESIETICRECENDDDIIN? (DHD/ 2720\ (2]
(b) CORIRIE. EOXDBERERI EBNFIN? (3]

(c) FE. ZOXRDICERCEREEN T Z=W), [4]

(d) 54 F®D lecture ZEU\C. ED—E. I'mbetween jobs. DREKZEZEZTHFI L LD, EAR
BEEEBVNEIN? [5])

. ROXBODBHRZEZTHE L&D,

a. ’'m between marriages. [6]

b. I’m between haircuts. [7])

c. ’m between loves. [8]

d. I’'m between apartments. [9)
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IV. I have a green thumb.

(a) CORIVESETICRECENDOFEIN? (DHD/@7%L)) [10)]
(b) CORIRIE. EDQOXRDBEHRERI EBNFIN? (11]

() FE. ZORDICEARACEREENTEE), [12]

XYFEX ZFA T ROXDBEKRZEZATHELL D,

(d) I have a black thumb. [13]

DTORRDORECS ?
@I, ZOXRIBBRKRICZDEBZXLED?

O CTOIT—=DY—EDEFEFEICDNT RD 1~6 DZENZNICDNT, O~B®D 5 ExFET5HiED L.
QBRWOIEBEDESICV—DO UTIEE),

E<ITUUIESEL)
STCIESE)
EBLELE AR
ITCEED
AREZTEED

O0POOO

HIZICKSIZRBCTh o2, (14])
SRETICRH>TVNBARABTHoZ, [15)]
ARZBICADTHSMMDIRETHRAILARS THOE, [16)
FISMBEDDHDAES CTH o2, (17)
FATNTEULN DR, (18]
NFETKRKDEMS TS, (19]

Sk L=

~

SONEFE=ZITTOREESALTIES,
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Appendix 3.2(1). Chapter 6, Experiment (Power Point Slides Used in the Experimental Class)

1

Analogy 7z & UTc REEEE
(4) Schematization &
Instantiaglgg )

AF=Xt (—figft) &Sl
(BI1] FsFo T ?

» AURDICESTE, X232 OBAEDRTE

» AL 2VEFAR. 3’371:7\7([17173‘7‘ X5F ‘
» B: XX, BIFTILLLT,

> BT TEARBIRTLELS ?
> OFFHRF-—TfEn [XF] (C
» @ [X5F] W$flfkenT. T#HT] (C

(2] Xi&
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4

[(513] XA &

G

\’m‘\ ‘ Bﬂéxﬂ ‘/iémﬂ ‘ nEe ‘ \ e \
5

FETBEKIC, AF—NLESBHIE

» Quiz 1) ROFRHFDEXFATLL DN ?

» 1’'m between jobs.

» BEXEFREREICEVTHELL D,
6

Lecture:

> I’m between jobs. WD DIE. RORTHREND LD
. BE#MET, 2D04F BICTo>TUWEASE
L_ﬂb‘b’fi’%'CZiBD{i%) N 02D (between)
[CEBANVBRETT,

-G




Lecture:
» &Ko T, BIDHBEFHH T, ROABZRELTNBIK
B, DED. SEAEFLTORVEVSERZRL
EEH

Lecture:

» I'm between jobs. &L\ DRIRDjobsDEFHDE
AZMOGHEICRATE, ZEFBECNICEK
NMERENBZRAZEDENTEET,

P AR=TZRETDERDLDICRDET,

b 2 DDZFATREINDBEOEICBEAH DR
RBTY,

N1 e N2

Quiz: I’'m between Ns.

> T ROXBFEARBKRZRT EBNET
W BERZRERECENTHELL D,

»A. I'm between marriages.
»b. I'm between haircuts.
»c. I’'m between loves.

»d. I’'m between apartments.
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Quiz 6: | have a green thumb.

» RODIEZ A | have a black thumb. DEKREZEZ T
Fl&S, BREBEMRCBVTHELLD.

Jack: My mother has a green thumb.

Momoko: Your mother has a green thumb? Is she okay?
What happened to her thumb?

Jack: That’s not what | meant. It’s an expression. | meant
she’s very good at growing fruit and vegetables.

Momoko: Oh, I'm relieved. But you scared me. | thought
her thumb turned green for some reason. BTW, do you have
a green thumb?

Jack: Me, well, ... | have a black thumb. Hahaha ...

11

Lecture: Quiz6 ABE DA

» green thumb = BOFRZEZHRE = BREONLF
» black thumb = RVWHRZEZHIE = BRIFONTF

I'have a [COLOR] thumb. ‘

I have a green thumb. ‘ ‘ I have a black thumb.




Appendix 4(1). Students’ Comments Regarding Image Grammar

%2014 FE (AIED) WNEEB 26850R : 2-4 F#iIR | HERERB TEM
Chapter 4, 5, 6 COEERBEZIFRT DEREN FERHAZEIT - 1IOWETER)

AR

enjoyable

valuable

motvated

others

SUM

be stoppingD ECAHEEZ TH=L. QuizDECAIFRNSENRIENZ hof-D
TELL 2. BERAARBIIAA—STHMNSZEELH SO TEBKEL,
TOEICOHER D= DA T THLEEIZFEZLELDEFE LD HEL
LY,

N

The bus is stopping®d XMV 2KYTL =, BHRESVNTLHDIFENERNEL
2. BREDIGEELIIELGIFHNEEBICIEHIOTHLNERWET, LA
AERIBEZZTESZDDT. FALABZ TERALTWELZWEERLE
To

BRBRLVEZEDORELLE-STEHADORBOMENGELoAY LA oF=L
ETEOMYDPT IMEETELNSLTY, uhh‘b{:g‘\bbt‘_‘$x¥§'i"('ff
REZLODYZUVWEETAA—ao BB NYFELF !

ETHEOLMYPILT, Z3 02 TEZNFVWVAL ! | [EBZTEMNOT
TY . BRTHRLTVWSEZICEANISIEVWTHAITERAT? LBSC
ENBRHOT-DT, REDFRBAZ L LEENEBNELL,

FTobRATATDFESIEEEFZEDLSIITAHYIKT, VSN REHRATID
EEIELZSIER ., FEIET TV EEE Lz, EDQuUizD3HT=LVEE
BOENVANERTELNDETT FE IBAETIN, ZHTEIM o1&
BOVET . DL ELGERYET , HYMNESTETLVELT=,

FEDEEHVTVAE. GHIFE~EB>TEKEKABNTEEL,

MM BELERENFENLIER S,

AL —MZIEBARTREEL EALEENFERESTELATY,

BONDIREERFHIENTELL OO TT A EMAGLELZB T, BLL
2257 (BN FETH) REGDFEBIEBVEL,

T MYPYIT ELCHEEMAT SN TEELS,

ETHELLT. DAY PTVMERTLLz, - GETHLEN DT RIENEH

LN TETETHEKFENMZETL

BREFETLEBLOI LTLEVERWVEY,

ML EEBOXENHFYBETHL 1 RBEDREEZTTAT. RENE
OB XDHSYLELEN ., CORE FEIETHEEICAZD
FTWEEWNERWELE,

ESLTESIRRMGEE BRICESCEZRBALTOT. 92U DT Mo=T
T, F . WANALEEBYKTECHEEEL TV TETEELLAN DT
ER

SHOLIGRFMILOREF, SEROFLHICETHEIDEREL,

ORI DIREFKFILHTT, §TCELESFEER ST,

SETOEREBFEELN>TREGV > TSI E N FHETELL o=,

EREOLEVWIL—XEFW Y, ZBXCEDLBLWREBEEZTHELA
MofzL. ELhot,

HEMBEORBEELSEEZITVELTT,
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Appendix 4(2). Students’ Comments Regarding Image Grammar

20BEIFTHOMYOT Mo ERS BELEEDFLW A E L EoNT,
21 ATATREBOREFZZTT. EERNBNETCHEEKERELANDIZDT
SELEBLELE,
2 BELBELAESHDOT, RAMSELATY .
23 EHEALESLTEDRBICHEEIDNE L ENTETENDI=TT,
24 ZOBEFILTMNEZS5TT . LHL. ALV EEZHNTENSI=TT , 5l
EMEZITSETESSOTHELWLET,
HEDODRBIX. BATEILRDZD? EEBIZBSZENSLNO T, —D—D
25 BlEZITHASHRAERWNYEZ YT EDIFELNOIZL, HIHENT
=TENHI=TT,
26 BEODZEUVEWEBSTW-RBICENST-DT. BENE-TEMNOT=E
IEQE.I\OT:O
97 CORETIH. RETHEADIRBATHATEILADIDTHLAIEASERVEL
1=
28 EILLEHY BEEANTHA>TLSIERLM oA EoTLA
T EWFENERLVELT=,
AN HAYOTLT BLWERERLEL- 1O TS EEHY . KBk
29 EMNS1-TF,
BRDHMSEN =R PEZAEMDENTETEEEN o=, - KEE
30 TORAAEBERETORZIANKEGESDTEETDEKDIZEZAIZ
BhAThELWVERLE,
RELAXETELLIRBAICEV TV T MICELEALBLDONHLDN RIS
31 4iof=,
COBEDLSICRETREOAA—VEDMOBERIAICUSZYIEEE
32/ ELT=,
gy BEEMNELEATETHRLN ST,
SHOIILHEREIFELDT. COFETHMROLEAFFAT. SEDOH
3 D DMBRICHEMNESESITHENIEEEZ TWET,
35 HAMNELN D=, TBERYET !
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Appendix 4(3). Students’ Comments Regarding Image Grammar

36

BADHPSCERIDREL>1=0T, ZLIELELE,

37

2EADNOCREDEREBRATIACEN TELOIDEELTRELAICLT
WELF ERICRITTHT, REBICSOICERZFDOCENTE, ELOHE
Lz BMAIRKYFEF ! 1!

38

SHBWN-8SODHBEDHREL -BRICETEES. MBLELI. ZLT. &
HSOBEDLEAMN. FTTRDOFEL. ROTW=EDE2=DT,. <5
NLM2=TT . BIREDEFIL, KR H(ZEnglish for examination TRIFREL TLY
T.BELICALGE, BB, BEX TSV E-FERELTRIBEE A
WL T, B o= EBKXMTHFYER AL, =D T, §MH, =
DEBEZINTERYIZEN2I=EBWELz, S BENANALTEEE(IZE
FAREFHMO>TNERNTT,

39

REICHTOIHRLBFACNOTREICZETELHIYAEMN ST

o

40

MFEOMFEHICEEDATATREBFER T T EL REDHFEZZUVL
EROTRELELE,

26

13

53
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