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Examining the Effectiveness of “Recast”
for Japanese High School Students

It e san  EHE B ARER

1. Introduction

As the importance of developing students’
communicative competence has been
emphasized, many communicative activities
in which students can have interaction with
others have been introduced in the author-
ized textbooks. Theoretically, many previous
studies show that participation in interaction
has important roles in the learning process
by assisting learners to obtain input and
feedback which can lead learners to modify
and adjust their output (e.g, Long, 1983,
1996; Swain, 1985). However, some research-
ers are skeptical of the effectiveness of pure
communicative activities. Fotos (2002) men-
tions that explicit instruction is necessary to
learn the target language even when
learners have abundant opportunities of
communication in the language, and many
researchers emphasize the importance of
formal instruction before and after meaning-
focused-communicative activities (e.g., Ellis,
1997; Fotos, 2002; Skehan, 1998).

It seems to be necessary to examine
whether interactive activities are effective
for Japanese high school students and to in-

vestigate factors which may constrain the

acquisition effect of the activities in order
that we could make communicative, inter-
active activities more effective for actual use
in our Japanese classroom. This study inves-
tigates the extent to which learners would
notice their teacher’s reformulations of their
erroneous utterances or “recasts " in the
context of dyadic interaction and how often
recasts would be provided by the teacher
adequately. Specifically, this study focuses
on examining actual effect of recasts on low-
level Japanese high school students while
they are performing interactive communica-

tive activities.

2. Theoretical Background

2.1 Interaction Hypothesis

Long (1996) suggests, by the Interaction
Hypothesis, that meaning negotiation has im-
portant roles for acquisition: by being given
negative feedback by means of recasts and
by being given opportunities to reformulate
their own erroneous utterances to be more
target-like, learners can acquire the target
language. His interaction hypothesis sug-
gests that when interactional modifications

lead to comprehensible input via the decom
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position and segmenting of input, acquisition
is facilitated, and that when learners are
pushed to reformulate their own utterances,
acquisition is promoted.

However, we also have to admit that there
are some criticisms regarding the effective-
ness of the interaction. Ellis (2003) intro-
duces a study that questioned the effective-
ness of the negotiation for language acquisi-
tion. In his study he analyzed interactionally
modified input and then gave the
premodified group the same time given to
the interaction group. The results showed
that the processing time given to the
premodified group led them to show the
same comprehension of the material as the
interaction group did. From this we may
conclude that what is important is not nego-
tiation or interaction itself but the time for
processing input. Van den Branden (1997)
found that child learners who had
opportunities to modify their pushed output
through negotiation were not significantly af-
fected as regards subsequent syntactical

complexity or grammatical accuracy.

2.2 Recast

Recast is defined by Long (1996) as an ut-
terance that rephrases an utterance by
changing one or more of its sentence
components while still referring to its cen-
tral meanings. Van den Branden (1997)
states that the interlocutor understands the
learner’s meaning intention but reformulates
the learner’s interlanguage in more formally
correct or appropriate terms than the

learner’s original utterance. He introduces

an example of a recast:

Child: (looking at books in the ground)
Tom. Cry.
Parent: Yes, Tom is crying.
(Van den Branden, 1997)

A number of previous experimental stud-
ies showed positive reports on the impact of
recasts. In a study conducted by Doughty
and Vareala (1998), the instructor provided
learners with recasts whenever past or con-
ditional errors occurred in speaking and
writing, and they found that the experimen-
tal group which was given recasts showed
greater improvements in accuracy and a
higher total number of attempts at pastime
reference than the control group. Long,
Inagaki, and Ortega (1998) found in their
study with L2 Japanese and Spanish
learners that recasts were more effective in
achieving at least short-term improvements
with a previously unknown L2 structure
than preemptive positive input.

There are convincing rationales for believ-
ing that recasts facilitate acquisition. Accord-
ing to Farrar (1992), the facilitative features
of recasts are: (1) they reformulate a syn-
tactic element; (2) they expand a syntactic
element or semantic element or both; (3) the
utterance in the form of the recast is
semantically contingent; and (4) recasts im-

mediately follow the learner’s utterance.

3. The Purpose of the Study

The purposes of the study are to examine
how effectively recasts are provided by
teachers and how effectively recasts are
noticed by learners resulting in well-formed
output. Discussing possible factors which
may constrain the acquisition effect of re-
casts, so that we could suggest some possi-
ble ways to overcome problems, is also a

purpose of the study.

4. Method

4.1 Participants

The participants in this experimental study
were 38 second-year students (20 males and
18 females) at a public high school in
Hokkaido whose academic level was relative-
ly low. Students were divided into two
groups in such a way that there was no
overall difference in English ability between
the groups: Group A (n=18) and Group B
(n = 20). Their English teacher, who was
also a homeroom teacher conducted this
grouping and made pairs after careful con-
sideration so that the students could easily
perform the communicative activities with
their partners: Group A consisted of 9 pairs
and Group B 10.

4.2 Procedure

Two communicative activities, namely,
skeleton dialogue and interview, which are
typical and traditional activities widely
found in textbooks authorized by the Japa-

nese government, were developed for this

study.

In the skeleton dialogue activity, students
were required to fill in the blanks of the
model dialogue. They were given time for
preparation. Livingstone (1983) explains,
“skeleton dialogues give a very limited
choice and can be used where the situation
and function are concrete” (p.53), but for
the current study a traditional skeleton dia-
logue activity was developed so that stu-
dents would have real communication or in-
teraction. That is, students were required to
continue conversation freely about the topic.
In the interview activity, students were
asked to be an interviewer and to interview
somebody using the target form and take
notes. They were also required to obtain
some information from interviewees and
then to continue the conversation freely. In
both of the activities, the main focus was on
free conversation. The communicative
activities had been pilot-tested by three high
school teachers with 16 years experience of
teaching, and by using their feedback some
revisions were made so that students would
have no difficulty with the activities.

Group A performed the activities on the
first day of the experimental class and
Group B the second day. During the
activities the teacher participated in the
activities of each pair at least once to pro-
vide students with feedback (recasts) and
more interaction. The teacher took part in
the part of free conversation of the skeleton
dialogue and the interview activities. All of
her utterances were tape-recorded. Each of

the tape-recorded activity was transcribed
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for analysis, totaling 70 min of 24 discourses.
Transcriptions were re-checked to ensure
their accuracy and in a limited number of
cases where there were still unsolved tran-
scriptions difficulties the original partici-
pants were invited to interpret. After the
experimental class, a retrospective interview
was conducted with the teacher, and stu-

dents wrote a review for the activities.

5. Results and Discussion

Previous studies implied that interaction
between the teacher and learners in the cur-
rent study would have a facilitating effect
for acquisition if sufficient recasts were pro-
vided. However, in the current study, the
teacher’s recasts were not as effective as we
had expected. Examples of conversations in
which recasts were ineffective will be dis-
cussed here. (Note: Italics are recasts)

On some occasions recasts were not ap-

propriately given for corrective purpose:

Student: I don’t have many friends.
Teacher: Oh, you don’t have a lot of friends.

T: What had you been doing before you
entered this high school?

S: Everyday is sleeping.

T: Oh, you were, every day?

S: Yes. Every day is sleeping.

T: I cannot believe that.

In these examples, recasts were not ap-
propriately given. In example 1, the purpose
of the recast was not to let the student no-
tice and correct the previous utterance but
to indicate the teacher’s emotion (surprise).
In example 2, she showed her surprise in
using a recast without any corrective pur-
pose.' She should have, at least, given the re-
cast just after the student’s second use of
“Every day is sleeping.” During the ac-
tivities totally 49 recasts were given to stu-
dents, and 12 of them (24%) found out to be
inappropriate, or without corrective purpose.
Lyster (1998) examined the role of recasts
in his study with French immersion class-
rooms at the primary level, and found that
the teachers did not consistently use recasts
for corrective purposes and they sometimes
used recasts in reaction to student’s accu-
rate use of L2. He has concluded that stu-
dents are unlikely to be given recasts just

for corrective purposes.

Table 1 The number of recasts, with or

without corrective purpose

Recast without corrective purpose

12 (24%)
Recast with corrective purpose

37 (76%)
Total 49

In many cases, recasts with corrective

purpose were not noticed by students.

S: T been reading a book.
T: Oh, you have been reading a book?
S: Yes, reading a book. And I ...

T: What had you been like before you en-
tered this high school?

S: T had been sleep.

T: Sleeping?

S: Yes. I had been sleep. I like sleep.

In these examples, the teacher made at-
tempts, by giving recasts, to make students
notice the erroneous utterances in order to
correct them, but in fact the students did not
notice them and continued their conversa-
tions. In the activities of the study, many re-
casts were given to students, most of which
were not actually noticed by them, and the
teacher and student kept the conversation
going. In the study conducted by Lyster and
Ranta (1997), it was reported that only 18%
of teacher recasts were immediately noticed
and followed by a student repair. They ar-
gued that recasts were not as effective as
other types of feedback such as clarification
requests, repetition, metalinguistic feedback
and elicitation in eliciting student-generated
repair. In the current study, among 37 re-
casts with corrective purpose, only 9 were
followed by students’ well-formed output
(16%). One potential reason that students
did not notice recasts is that students in the
study were not yet ready to notice them to
repair their errors or mistakes. Previous re-

search suggests that only more proficient

learners may benefit from recasts (e.g.,
VanPatten, 1996; Philip, 2003). As a related
issue of readiness, Farrar (1990) found in his
study that recasts were especially effective
at a certain stage in the child’s development
of morphemes but were not effective prior
to the stage that they were cognitively
ready, and has claimed that linguistic readi-
ness is a determining factor in benefiting
from recasts. Philip (2003) argues that in
terms of processing mechanism and prior
knowledge, readiness may modulate no-
ticing, and also says that learners tend not to
notice input that is beyond their level of ac-
quisition. For the students in the current
study, noticing recasts to repair previous ut-
terances may have been beyond their Eng-
lish level. The fact that 27 students answer-
ed, in a reviewing paper, that they had diffi-
culty understanding what the teacher’s re-

casts meant confirms this.

Table 2 Outcome of recast

Well-formed output

9 (16%)
Unnoticed or ill-formed output
28 (76%)
Total 37

There seems to be another factor which
constrained effectiveness of recasts. The fol-
lowing are examples in which a recast was
noticed but was not successful in making the

student correct her previous utterance.
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S: I been lazy (mispronounced) when jun-
ior high school.

T: Oh, you had been lazy (corrected) when
you were in junior high.

S: Lazy (corrected) in junior school.

In example 5, the student noticed her pho-
nological error and corrected it but was not

able to correct her morphosyntactic error.

T: What had you been doing before I en-
tered the room?

S: I had speaking my friend.

T: Oh, you had been talking with your friend.

S: Yes, talking friend.

Examples 5 and 6 are situations when re-
casts were noticed. Nonetheless, we feel that
the effects of recasts were incomplete be-
cause students noticed only one error and
corrected it without noticing the other er-
rors or mistakes. In these examples, the
teacher’s recasts were long and there were
several differences between the recasts and
the students’ original utterances. Philip
(2003) points out that the length of recasts
and the degree of difference are factors that
may critically affect noticing. The length of
recasts may exceed learners’ limits of tem-
porary phonological store, and as a result re-
casts may be less accurately recalled (Philip
2003). As for recasts that are too different
from the learners’ original utterance as we
observed in examples 5 and 6, they are less

likely to be imitated as they are too far re-

10

moved from the original versions (Long,
1996). In the current study, among 37 re-
casts with corrective purpose, 14 recasts
were with more than two changes from stu-
dents’ original utterances, and among 9 suc-
cessful well-formed students’ output, only 2
of them were after recasts with more than

two changes.

Table 3 Recasts with corrective purpose,

number of changes

Recast with more than two changes
from students’ original utterances
14 (38%)
Recast with one change
from students’ original utterances
23 (62%)
Total 37

As we have discussed so far, recasts given
in teacher-student interaction were not so ef-
fective as we had expected for students’ L2
acquisition in this study. The lack of signifi-
cant advantages of recasts may be due to
the lack of student readiness, the length of
recasts and degree of differences between
students’ original utterances and recasts,
and inadequacy of the recasts themselves

for corrective purposes.

6. Pedagogical Implications and Suggestions

Qualitative analysis of students’ utter-
ances with a teacher has pedagogical impli-
cations. In the activities in which a teacher
participated, she provided 49 recasts to stu-
dents. However, as 12 of them were without
corrective purpose, we can safely say those
recasts were inappropriate and ineffective
for acquisition. In real conversational situa-
tions we may give recasts without the pur-
pose of encouraging learners to correct their
interlanguage, but in English teaching situa-
tions this is not beneficial for acquisition. We
suggest that all recasts should have correc-
tive purpose to give a clue of learners’ errors
and mistakes, otherwise learners would not
notice recasts even when they really have
corrective purpose.

Among 37 recasts aiming at letting
learners notice their mistakes 14 of them
had more than two changes from students’
original utterances. When we think of the
fact that only 2 of them led learners’ well-
formed output, long recasts with more than
two changes from students’ original utter-
ances did not work effectively. Hence we ar-
gue that teachers should be well trained to
provide recasts effectively. The results of
the study revealed recasts had, in many
cases, gone unnoticed or had been neglected.
We assume recasts are not so effective for
low-level learners as the students in this
study. However, if we take into considera-
tion a number of previous studies docu-
menting significant advantages of recasts for

learners, with a little thought we could make

1

recasts more effective. We suggest that
teachers should be careful in their choice of
words for recasts, taking account of the stu-
dents’ proficiency. Considering students’ limi-
tations of working memory, we should give
recasts that are more concise, familiar and
plain so that students do not have difficulty
in noticing and retaining them for their next
well-formed output. Additionally, in giving
recasts, we should use techniques such as
changing the tone of voice, using facial ex-
pressions, adding a pause, or whatever
measures may prompt students to notice er-
rors or mistakes. As it seems difficult for non-
proficient learners to notice recasts, teach-

ers’ well-considered techniques are inevitable.

Note
I These interpretations were confirmed by

the interview with the teacher.
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The Effect of Pre-Writing Tasks on Writing
of Japanese High School EFL Learners
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Abstract

Pre-writing is one of the most important
activities in process writing. To date, numer-
ous studies have been conducted to examine
the revision strategies of unskilled and
skilled writers, and the effects of feedback in
revising. However, there has been relatively
little research done in the area of pre-
writing. The present study investigates the
effects of 4 different kinds of pre-writing
tasks (mind-mapping, listing, outlining, no
task) on 80 Japanese high school students’
EFL writing.
ANOVA tests show that there were no sig-

Statistical analyses using

nificant differences between the 4 conditions
in qualitative evaluation, though the composi-
tions with pre-writing activities were superi-
or to those without pre-writing activities in
the scores of content, organization, vocabu-
lary, and language use. In conclusion, pre-
writing tasks turned out to be effective in
writing; but it was not determined which pre-

writing task is the best.

1. Introduction
Pre-writing plays an important role in the
process approach to writing, or process writ-

ing, which has the enormous complexity of

13

writing: pre-writing, drafting, proof-reading,
and revising. “The commonest criticism di-
rected at the process of writing is that [writ-
ers] didn’t clarify [their] thinking ahead of
time” (Elbow, 1973, p.14). Even skilled writ-
ers, as well as student writers, tend to write
their compositions hesitantly, exploring
what to write and how to write it effectively
when they are asked to write immediately.
“One way to make the [writing] tasks easier
is to use invention techniques. These tech-
niques will enable [writers] to explore [their]
ideas on a subject before [they] actually be-
gin to write about it” (Leki, 1998, p.20). As
far as pre-writing activities are concerned,
there are several kinds of invention tech-
niques: free-writing, listing, wh-questions,
clusters or branches, looping, cubing, and
outlining (Leki, 1998, p.20-21). However, it
has not yet been clarified which pre-writing
task is the most effective.

In the interest of a possible answer to the
question, a study was undertaken to deter-
mine whether pre-writing tasks could be ef-
fective in EFL writing of Japanese high
school students. More specifically, the re-
search questions of the present study includ-
ed:
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(1) Which of four different types of pre-
writing tasks (mind-mapping, listing, out-
lining, and no pre-writing) would be most ef-
fective on which category (content, organi-
zation, vocabulary, and language use) in stu-
dents’ writing?

(2) Can each pre-writing task be helpful
for increasing tokens and types of words

used in the students’ writing?

2. Background

So far, there have been a number of stud-
ies on the revision strategies of unskilled and
skilled writers (e.g., Perl, 1979; Sommers,
1980; Faigley & Witte, 1981), and the effects
of feedback in revising (e.g, Witbeck, 1976;
Olson, 1990; Tono & Kanatani, 1995). How-
ever, very few studies have investigated the
effects of pre-writing on EFL students’ writ-
ing.

With respect to studies on planning before
speaking and writing, a few empirical stud-
ies have looked into the efficacy of planning
on students’ speaking or writing.

Foster and Skehan (1996) conducted a
survey, using 32 EFL college students, inves-
tigating the effects of 3 different conditions
(unplanned, planned but without detail, de-
tailed planning) on the variables of fluency,
complexity, and accuracy in speaking. They
reported strong effects of planning on fluen-
cy and clear effects also on complexity.

Also, Crooks (1989) examined 2 monologic
production tasks performed by 2 groups of
20 Japanese learners of English with and
without time for planning, and found that
providing learners with time to plan their
complex

utterances resulted in more
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interlanguage productions.

In the area of writing, Ellis and Yuan
(2004) reported a study investigating the ef-
fects of 3 types of planning conditions
(pretask planning, unpressured on-line plan-
ning, and no planning) on 42 Chinese
learners’ written narratives elicited by
means of a picture composition. The result
showed that pretask planning had a great
effect on fluency (syllables per minute) and
on syntactic variety (number of different
verb forms), and unpressured on-line plan-
ning had a great effect on accuracy (error-

free clauses).

3. Method

3.1. Subjects

The subjects in the present study were 80
Japanese EFL students enrolled in the gen-
eral course at a prefectural academic senior
high school in Japan, who were divided into
4 groups, with 20 in each group. According
to the English proficiency test administered
prior to the study, some of the best and
worst students were excluded to diminish
‘the ceiling and the floor effects’, and the
proficiency levels of these 4 groups were not
significantly different. Each group was as-
signed to use the following pre-writing tasks
before writing a draft.

Group A: Outlining; writers assort words,
phrases, and sentences that come to their
minds at that moment, and organize their
ideas simultaneously, thus having the outline
function as a plan for writing (see Appendix
A).

Group B: Mind-mapping; writers put the

subject of the composition in the middle of
a piece of paper and write down all the
things they associate with it. They sort out
their ideas through the use of a diagram. A
common form of diagram is a flow-chart, in
which the progression of ideas is plotted
(see Appendix B).

Group C: Listing; writers should write
down everything that comes to their mind
on the topic given in advance. They need
not write sentences but instead write only
words or quick phrases. The point is to get
down as much as possible about the topic
(see Appendix C).

Group D: No pre-writing task; writers cre-

ate a draft without any pre-writing activity.

3.2. Procedures

Students were directed to compose a para-
graph or more under the following conditions:
(1) Students write their composition in the
narrative mode in 30 minutes after the 50
minutes’ pre-writing activity, which was as-
signed in advance.
(2) The subject of the composition is “What
I Would be in Ten Years.”
(3) Students are not allowed to use a dic-
tionary.
(4) The number of words is not limited, but

it must exceed 50 words.

3.3. Data Analysis
(1) Qualitative evaluation

In order to rate students’ writing qualita-
tively, an analytical scoring technique was
adopted, based on “ESL Composition Profile”
(Jacobs, et al, 1981), which contains the fea-

tures: content, organization, vocabulary, lan-
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guage use, and mechanics. Each rating cri-
teria was utilized, with the exception of me-
chanics, with a maximum scale of 10 points
assigned for each category. Two native
speakers of English, an American and an
Australian assistant language teacher work-
ing at Japanese senior high schools for more
than one year, took part in the research as
raters. They did not know the examinees’
English proficiency for fear that “the halo
effect” would cause reliability to deteriorate.

Also, a one-way analysis of variance
(ANOVA) was used to see if there was a
statistically significant difference among the
results of four groups.
(2) Quantitative evaluation

In an attempt to perform a quantitative
evaluation, a small scale learner corpus,
which was composed of 4 files and 6219
words, was compiled. The files were
analyzed by a corpus analysis software,
Wordsmith (Scott, 1998), which contains pow-

erful search and retrieval tools.

4. Results

The data obtained in this experiment were
analyzed at qualitative and quantitative lev-
els. Looking first at the qualitative level, Ta-
ble 1 below presents each groups’ results of
the total and mean scores for content in the
students’ writing. Table 2 shows the
ANOVA results for the 4 groups. These re-
sults indicate that there was no statistically
significant difference (F=077, df=3, n.s.)
between the 4 groups, though the mean
score of Group D is lower than the other

three groups’ scores.
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Table 1 Total and mean scores for content

Number Total Mean
Group A 20 133 6.65
Group B 20 128 6.4
Group C 20 129 6.45
Group D 20 121 6.05
Table 2 ANOVA for the scores on content
Source SS df MS F b
Between 374 3 1.25 0.77 0.52
Within 123.25 76 1.62
Total 126.99 79

Table 5 Total and mean scores for vocabulary

Number Total Mean
Group A 20 110 55
Group B 20 116 58
Group C 20 113 5.65
Group D 20 109 545
Table 6 ANOVA for the scores on vocabulary
Source SS af MS F b
Between 15 3 0.5 0.25 0.86
Within 153.7 76 2.02
Total 155.2 79

As Table 3 illustrates, for organization in
the participants’ writing, the total and mean
scores of Groups A, B and C are almost same
and are higher than those of Group D; but

Table 3 Total and mean scores for organization

there was no significant difference (F=0.45,
df=3, ns.) either between the groups, ac-
cording to a one-way ANOVA at the .05 lev-

el (see Table 4).

Number Total Mean
Group A 20 128 6.4
Group B 20 127 6.35
Group C 20 128 6.4
Group D 20 121 6.05
Table 4 ANOVA for the scores on organization
Source SS ar MS F b
Between 1.7 3 0.57 045 0.72
Within 95.1 76 1.25
Total 96.8 79

The total and mean scores of vocabulary
are shown in Table 5 below. They reveal
that Group B got the most points and Group

D got the least in vocabulary. However, as

shown in Table 6, no significant difference
was found in the vocabulary scores (F=
0.25, df= 3, n.s.) between the 4 groups.

Similarly, descriptive statistics for lan-
guage use are shown in Table 7. The total

and mean scores of Group B are higher than

Table 7 Total and mean scores for language use

those of Group D, but the differences were
not significant (F =020, df=3, ns.) (see Ta-
ble 8).

Number Total Mean
Group A 20 129 6.45
Group B 20 134 6.7
Group C 20 130 6.5
Group D 20 127 6.35
Table 8 ANOVA for the scores on language use
Source SS ar MS F p
Between 1.3 3 043 0.20 0.89
Within 160.7 76 2.11
Total 162 79

As for the quantitative analysis, descrip-
tive statistics of lexical variation in each
group are shown in Table 9. The results il-
lustrate that there was more variety of
words in Group A than any other group on
the basis of the number of types in each
group.

Also, Table 10 presents the results of

wordlist in frequent order in the partici-
pants’ writing of each group, which was ex-
amined to see what kinds of words were
used more frequently in their writing. From
the results, it was found that most of the
highly used words were function words and
that there were few frequently used content

words.
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Table 9 Descriptive statistics of lexical variation in each group

Group A Group B Group C Group D
Tokens 1930 1454 1657 1178
Types 475 399 451 336
Type/Token Ratio 2461 2744 2722 2852
Table 10 Wordlist in frequent order in each group
Group A Group B Group C Group D
1 I I I I
2 TO TO TO TO
3 A A AND A
4 THE IN THE BE
5 BE WANT A WILL
6 WANT MY MY THE
7 AND AND BE IN
8 IN WILL IN WANT
9 MY BE WILL AND
10 IS HAVE OF MY
11 OF THE WANT BECAUSE
12 LIKE IS ENGLISH FUTURE
13 WILL YEARS SO HAVE
14 VERY DREAM TEACHER LIKE
15 WAS OF VERY YEARS

5. Discussion

The first research question inquired:
Which of the four different types of pre-
writing tasks (mind-mapping, listing, out-
lining, and no pre-writing) would be most ef-
fective on which category (content, organi-
zation, vocabulary, and language use) in stu-
dents’ writing?

As for content and organization in the stu-
dents’ writing, as a whole, it seems that the
above 3 pre-writing tasks improved the stu-

dents’ writing in overall quality, though no
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statistically significant difference between
the groups was found in the ANOVA re-
sults, as shown in Tables 2 and 4.

Also, with respect to the findings for vo-
cabulary and language use, the scores of
Group A to C with pre-writing activities
were almost the same as those of Group D,
which had no pre-writing activity, sug-
gesting that pre-writing tasks do not func-
tion effectively in writing, compared with
the no pre-writing group.

To sum up, the data presented above re-

veals that pre-writing tasks had slight ef-
fects on content and organization; that is,
they could work at a content level more than
at a word level.

The second research question addressed
the number of words (tokens and types) the
participants produced in writing at the
quantitative level. According to Table 9, it is
clear that the outlining group, Group A,
wrote their compositions the most fluently of
the 4 groups. On the contrary, Group D
produced less tokens and types in number
than any other group. Thus, providing an
opportunity for pre-writing was advanta-
geous in terms of the quantity of writing
produced.

Table 10 shows the wordlist, containing
high frequency words in frequent order. As
can be seen in the table, there are many
function words and few content words like
“dream” and “teacher.” However, the list
reveals that there is almost no difference
among the four groups. In other words, pre-
writing tasks had little influence on the vari-

ety of students’ writing.

6. Conclusion

The study has so far focused on the ef-
fects of pre-writing tasks on students writ-
ing qualitatively and quantitatively. The
findings obtained in the present study may
be summarized as follows.

Firstly, the three kinds of pre-writing
tasks — outlining, mind-mapping and listing
— proved to be slightly effective on the con-
tent and organization of Japanese EFL high
school students’ writing.

Secondly, student writers with pre-writing
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tasks wrote more fluently than those with-
out pre-writing tasks at quantitative level.

Finally, there is almost no difference in the
variety of words used in their writing among
the four groups (see Tables 5, 6 and 10).

These findings did not replicate those of
earlier studies reported by Ellis & Yuan
(2004) and Foster & Skehan (1996), in
which pretask planning considerably im-
proved fluency and accuracy. Clearly, how-
ever, pre-writing activities help student writ-
ers write more fluently, although they do not
necessarily enable the writers to write more
accurately.

In addition, this study gave rise to some
questions for further research. In fact, there
are several limitations in this study. For ex-
ample, as to how to evaluate written texts, is
analytic scoring on a scale 0 to 10 reliable
and valid in the present research? A larger
rating scale might enable the researcher to
scrutinize students’ production in more de-
tail. It is clearly important to develop a way
to rate more precisely and objectively, such
as for the total number of syllables, the ratio
of clauses to T-units, error-free clauses, error-
free T-units, the total number of different
grammatical verb forms, correct verb forms,
and so forth.

Another limitation is the number of partic-
ipants in the study and their English profi-
ciency level. The participants in the present
study were all high school students and their
proficiency level was not very high. The dif-
ference between high school students will be
greater as some will like English and some
will not. Therefore, further research will be

needed to investigate the differences be
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tween skilled and unskilled writers on a lar-
ger scale.
In conclusion, pre-writing activities did not

have a remarkable effect on written fluency

and accuracy, but it can be said that pre-
writing techniques could be utilized to help
students write more actively in EFL writing

class.
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