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Abstract 
Examples are an important tool for developing knowledge in our long-term memory (Sweller 2006) 
and are said to be particularly important for facilitating skill acquisition (Atkinson et al. 2000). 
Research on examples for skill acquisition has been conducted in many fields: It has been applied 
to well-defined problems, such as mathematics (Bills et al. 2006), as well as to ill-defined problems, 
such as assertive behavior (Decker 1980) and writing essays in English literature (Kyun et al. 2013). 
Language learning is another type of skill acquisition (Johnson 1994). To foster Japanese learners’ 
generalizable communication skills, this paper will show novice Japanese teachers how to use 
examples effectively and systematically by explicating the factors that affect the use of examples 
and demonstrating how such factors may be incorporated into Japanese instruction.  
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1. Introduction 
The goal of this paper is to examine various ways to present examples in Japanese-language 
classrooms, drawing on the research on examples. The importance of examples is obvious in 
foreign-language instruction. After all, in foreign-language classrooms, it is not abstract concepts 
that are presented and practiced, but rather, actual examples of authentic communication. Textbook 
authors present appropriate examples based on their idea of what should be taught. Dialogues, 
exercises, and communicative activities in textbooks offer examples of what needs to be acquired 
for successful communication. Experienced and skilled language teachers know how to use and 
expand such examples effectively. However, for novice teachers, the use and creation of 
illuminating and useful examples do not always come naturally. By explicating the factors that 
affect the use of examples and demonstrating how such factors can be incorporated into Japanese 
instruction, I hope to show novice teachers how to use examples effectively and systematically. 
The organization of this paper is as follows: In Section 2, I will discuss the importance of examples 
in relation to the functions they serve in teaching and learning based on previous research on 
examples. In Section 3, I will examine conditions for good examples. In Section 4, I will apply the 
conditions mentioned in Section 3 to the introduction of the locative phrase particle ni to illustrate 
how the conditions for good examples may be applied to Japanese-language instruction. In Section 
5, I will summarize my main contributions and conclude this paper.   
 
2. Importance of examples 
The role that examples play in teaching and learning has been studied extensively. According to 
Bills et al. (2006), examples are “anything used as raw material for generalizing, including 
intuiting relationships and inductive reasoning; illustrating concepts and principles; indicating a 
larger class; motivating; exposing possible variation and change, etc. and practicing technique” 
(127). They continue by stating that “exemplification is used to describe any situation in which 
something specific is being offered to represent a general class to which learners’ attention is to 
be drawn” (Bills et al. 2006:127). In this section, I will review what examples do and why they are 
important in learning.  
 
2.1 Skill acquisition and examples 
Intuitively, we all know that examples play an important role in learning something new. Most of 
the knowledge in our long-term memory comes from observing what others do (Sweller 2006). 
Examples are an ideal tool for simulating this process of learning from others (Kyun et al. 2013). 
Examples are said to be particularly important for facilitating skill acquisition (Atkinson et al. 
2000). Anderson et al. (1997) say retrieval of examples as well as strategies for the use of rules are 
indispensable for skill acquisition. Research on examples for skill acquisition has been conducted 
with different types of skill acquisition. This has been applied not only to well-defined problems, 
such as mathematics (Bills et al. 2006), but also to ill-defined problems, such as assertive behavior 
(Decker 1980) and writing essays in English literature (Kyun et al. 2013). Because language 
learning is another type of skill acquisition (Johnson 1994), the insights of example research should 
elucidate how examples should be used in language teaching and learning.  
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In skill acquisition, examples are said to be particularly important for novice learners (Atkinson 
et al. 2000, Kyun et al. 2013, Reiman and Schult 1996, Sweller 2006). Reimann and Schult (1996) 
claim that examples are helpful for novice learners with the following problems. First, examples 
allow novice learners to overcome what they call the interpretation problem. Some new concepts 
can be difficult for novice learners to grasp, but concrete examples may facilitate the understanding 
of such concepts more easily. Bills et al. (2006) say a good example can even be “a generic 
placeholder for a completely general expression of a concept, object or process to support 
deductive thinking” (130). Second, examples allow novice learners to avoid the control problem. 
Real problems can contain lots of extraneous information. However, carefully selected examples 
limit the scope of the problem and make the problem manageable for novice learners. Third, 
examples can elucidate which part of the problem can be generalized and which part is unique to 
the specific instance (the generalization problem).   

Examples and generalization are inextricable in learning and teaching. After all, examples are 
“raw material for generalization” (Bills et al. 2006:127). When concrete samples of authentic 
communication are presented and practiced during language teaching, the goal behind such work 
is not just to master specific dialogues or activities, but also to acquire the patterns embedded in 
these sample dialogues and activities. This is so that leaners can use the patterns in similar but new 
situations in the future. Thus, before moving on to the specific conditions of good examples, I will 
next briefly examine the relationship between examples and generalization.   

 
2.2 Examples and generalization 
The types of examples that learners encounter directly impact the development of their ability to 
generalize (Zazkis et al. 2008). Bills et al. (2006) claim that showing similarities and differences 
in examples and gradually presenting more-complex examples lead to generalized knowledge. If 
new examples are presented to learners in a sensible manner, such examples enhance learners’ 
flexibility of thinking and allow them to appreciate new concepts (Watson and Mason 2005). 
However, Zazkis et al. (2008) also point out that poorly constructed examples lead to inappropriate 
generalizations. To present examples that lead to appropriate generalizations, Bills et al. (2006) 
propose that teachers must evaluate and balance a variety of factors associated with examples.  
 Generalizations are not monolithic. There are different types. For example, Dörfler (1991) 
distinguishes between empirical and theoretical generalizations. Empirical generalizations are 
based on common characteristics that happen to be observed in the examples presented. However, 
empirical generalizations can mislead learners and hamper their learning (Davydov 1972/1990, 
Zazkis et al. 2008).1 As shown in Section 4.1, presenting seemingly relevant examples of a pattern 
can lead language learners to form inappropriate generalizations. Therefore, exposing language 
learners to relevant examples alone will not be enough. Theoretical generalizations use the results 
of empirical generalizations, but they go further. In theoretical generalizations, invariant 
characteristics of examples are clearly identified, and the statements about the invariant 
characteristics are abstracted to form generalizations. Because empirical generalizations are not 

 
1 For a comprehensive critique of empirical generalizations, see Dörfler (1991).  
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always helpful, learners will need to be shown examples with carefully identified invariant 
characteristics and clear statements of their characteristics to develop theoretical generalizations.  

Examples not only illuminate underlying patterns and lead to appropriate generalizations, but 
they also correct learners’ inappropriate generalizations. Zazkis and Chernoff (2006) label such 
examples as pivotal examples. A pivotal example “creates or resolves a cognitive conflict and 
makes learners change their mind with respect to a previously held strategy or belief” (Zazkis at 
al. 2008:137). Thus, providing pivotal examples along with carefully identified invariant 
characteristics and clear statements of these characteristics will help learners come up with 
appropriate generalizations. Leinhardt et al. (1990) say “the use of well-constructed examples, 
examples that make the point but limit the generalization, [and] examples that are balanced by 
non- or counter-cases” allow instructors to teach, explain, and communicate new concepts 
effectively (6). In the next section, I will examine what makes an example a good example.  

 
3. Elements of good examples 
3.1 Transparency 
Bills et al. (2006) claim that the most important consideration in dealing with examples is that the 
generality the teacher sees in the example is transparent to learners.2 They say good examples are 
transparent and direct learners’ attention to the features that learners should pay attention to. The 
information properly reduced and simplified from examples enters learners’ memories and then 
can be accessed for future use (Schworm and Renkl 2007). Michener (1978) says that the “basic 
and widely applicable” examples (i.e., reference examples) will be referred to by learners again 
and again (366). 
 
3.2 Multiple examples and variations 
To develop generalizable knowledge, Reed and Bolstad (1991) claim that one example is not 
enough. Atkinson et al. (2000) say that “‘at least add a second example’ appears to be a basic rule 
for worked-examples instructional design” (202). Multiple examples should incorporate variations 
in a few aspects and be presented to learners at the same time so that they see the variations clearly 
(Marton and Booth 1997, Bills et al. 2006). When multiple examples with variations are presented 
to learners, especially to novice learners, however, special attention must be given because novice 
learners tend to be sidetracked by superficial features and fail to capture core invariant features 
(Ross 1987, Catrambone 1994, Reimann and Schult 1996). For learners not to be distracted by 
superficial differences, it is important to emphasize the underlying patterns (Quilici and Mayer 
1996). Furthermore, the sequencing of examples needs to be examined carefully (Bills et al. 2006). 
As Atkinson et al. (2000) rightly point out, examples with variations are necessary for fostering 
learners’ abilities to see beyond the specific examples presented to them, but such examples must 
be presented so as not to cause cognitive overload.   
 
 

 
2 I will discuss cases of inappropriate generalizations that learners of Japanese tend to make in Section 4.1.  
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3.3 Boundaries of concepts 
Another important consideration in the presentation of examples is the range of variations 
associated with the concept. Mason and Watson (2005) call this “dimensions of variation,” which 
they define as “the different aspects of an object which can be varied and still that object remains 
an example of a specified concept” (195). Some examples are more prototypical of the concept 
than others. However, “it is important to go beyond prototypes using non-typical examples to push 
toward and beyond the boundary of what is permitted by the definition, becoming aware of that 
boundary during the process” (Bills et al. 2006:133). By presenting both prototypical transparent 
cases as well as ones that show the boundary of the concept, teachers will be able to guide learners 
to deal not only with clear cases but also with marginal cases and to apply the concept to new 
situations with confidence (Mason and Watson 2005). Furthermore, as mentioned above, carefully 
constructed pivotal examples will adjust learners’ inappropriate generalizations and allow them to 
develop proper boundaries of concepts (Zazkis and Chernoff 2006).  
 
3.4 Explanation 
When examples are presented, information labeling can be useful for grouping and categorizing 
the information (Catrambone 1996). Textual explanations are also said to enhance learning 
(Atkinson et al. 2000). Chi et al. (1989) suggest that in order to foster learners’ abilities to 
generalize from examples, it is important that they self-explain the pattern behind the examples to 
themselves (i.e., self-explanation effect). The data presented by Atkinson et al. (2003) show that 
learners’ self-explanation improved the development of procedural knowledge in well-structured 
domains, such as mathematics. Schworm and Renkl (2007) report a similar efficacy of self-
explanation in an ill-structured domain, argumentation. These findings show that merely exposing 
learners to examples is not enough. Examples need to be clearly labeled, they need to be 
supplemented with textual explanations, and the underlying concept of the examples needs to be 
self-explained by learners. To elicit meaningful self-explanations from learners, Schworm and 
Renkl (2007) suggest that teachers give appropriate prompts to learners so they go beyond 
superficial explanations.  
 
3.5 Problem-solving exercises 
For learners to acquire skills, the presentation of examples needs to be followed by problem-
solving exercises. Trafton and Reiser (1993) say that “in order for an example to be most effective, 
however, the knowledge gained from the example must be applied to solving a new problem. The 
most efficient way to present material to acquire a skill is to present an example, then a similar 
problem immediately following” (1022). This is because rehearsing the underlying pattern of the 
given example with a new problem will allow learners to review what they learned in the example 
and to generalize what they learned for a new situation (Decker 1980).  
 These conditions for good examples are rather obvious and intuitive. Experienced and skilled 
language teachers most likely already use and produce examples that satisfy these conditions. 
However, novice teachers do not always see the importance of examples clearly. They may not 
know what makes a good example and how they can improve their examples. Therefore, these 
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conditions can serve as guidance until they develop their senses of which examples work and 
which ones do not for their learners. To illustrate how to apply these conditions to Japanese-
language instruction and to provide a concrete example of exemplification, in the next section, I 
will show how examples for the Japanese location particle ni may be presented.  
 
4. Case study: Location particle ni in Japanese 
The location particle ni is introduced to novice Japanese learners as one of the major basic grammar 
items. However, it is also said to be one of the most difficult (Hasunuma 2007, Sakoda 2001, 
Masuda 2004, Masuda and Labarca 2015). Because good examples are crucial for novice learners, 
as discussed in Section 2.1, let us examine how to present examples of the location particle ni with 
the conditions mentioned in Section 3. 
 
4.1 Rules of the location particle ni 
Based on the explanations of the location particle ni in major textbooks and the linguistic research 
on the particle, the basic rules associated with the location particle ni can be summarized as 
follows:3 

 
3   The location particle ni is introduced in major textbooks as follows:  
(i)   Asoko ni makudonarudo ga arimasu.   ‘There’s a McDonald’s over there.’ 
Note that arimasu is different from other verbs we have seen so far on the following three counts. One, it calls for the 
particle ni, rather than de, for the place description…               (Genki 1 [Banno et al. 2011]:107) 
(ii)   N1 ni N2 ga arimasu.     ‘There is/are N2 in/at N1.’  
  N1 ni N2 ga imasu.  
There are two different verbs for expressing the existence of animate and inanimate objects…. The particle ni marks 
the location where the thing, person, or animal exists. (Japanese for College Students 1 [International Christian 
University 1996]:138)  
(iii)   /Place-nominal X + ni + arimasu/ = ‘[something] is located (inactively) in X.’  
  Tookyoo ni arimasu.    ‘It’s in Tokyo.’ 
  Ushiro ni arimasu.    ‘It was in back.’ 
  Eki ni arimasu.      ‘Is it in the station?’ 
  Jisho ni arimasu ne?    ‘It’s in this dictionary—right?’ 
  Paakubiru, dochira ni arimasu ka?    ‘Where is the Park Building?’ 

       (Japanese: The Spoken Language 1 [Jorden and Noda 1987]:140) 
(iv)   To ask about location, use ~wa doko ni arimasu ka. Here ni is a particle that indicates the location of an 

object.  
  Jisho wa doko ni arimasu ka?   Koko ni arimasu.  
  ‘Where is the dictionary?’    ‘It’s here.’ 
   Ryoo wa doko ni arimasu ka?    Asoko ni arimasu.  
  ‘Where is the dormitory?’    ‘It’s over there.’ (Nakama 1 [Hatasa et al. 2011]:142) 
(v)   The location or position where something or someone exists usually occurs at the beginning of the above 

sentence structures and is marked with the particle ni.  
  Koko ni hon ga arimasu.    ‘There are books here.’ 
  Koko ni jisho wa arimasen.    ‘There are no dictionaries here.’ 
  Soko ni pen wa arimasu ka?   ‘Is there a pen over there?’ 
  Kooen ni nani ga arimasu ka?   ‘What is there in the park?’ 
  Uchi ni inu ga imasu.     ‘There is a dog at my house.’ 
  Kyooshitsu ni Kimura-san wa imasen.   ‘Mr. Kawamura is not in the classroom.’ 
  Soko ni Kawamura-san wa imasu ka?  ‘Is Mr. Kawamura there?’ 
  Ima, kyooshitsu ni dare ga imasu ka?   ‘Who is in the classroom now?’ 

  (Yookoso! [Tohsaku 1999]:141-2) 
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(1)   Basic rules associated with the location particle ni: 

a. The particle ni marks the location where something or someone exists. 
  Asoko ni makudonarudo ga arimasu.  ‘There’s a McDonald’s over there.’  

b. To mark the location of existence, arimasu is used for inanimate objects and imasu for 
animate beings. 

  Asoko ni makudonarudo ga arimasu.  ‘There’s a McDonald’s over there.’ 
  Uchi ni inu ga imasu.     ‘There is a dog at my house.’ 

c. When it is not about the location of existence, locations are marked by the location particle 
de.  

  Tookyoo de kaimasu.     ‘I will buy it in Tokyo.’ 
d. Some instances of arimasu do not denote existence but occurrence (Alfonso 1966, Nakau 

and Nishimura 1998).4 Following the rule in c), the arimasu that does not denote existence 
but occurrence will take the location particle de.5 

  Koko de jiko ga arimashita.    ‘There was an accident here.’  
 
 While these rules are enough for the introduction of the location particle ni to novice learners, 
to create examples that embody the essence of these rules and to guide learners in their further 
study of the location particle ni, there is additional information that Japanese-language teachers 
need to keep in mind. First, although the location particle de is often first introduced as the location 
particle for activity, as opposed to ni, which is said to mark static existence, the key difference is 
not between state and activity.6 In fact, de can mark the location for states (Nakau and Nishimura 
1998, Ueno 2001), as shown in (2): 
 

 
4  According to Nakau and Nishimura (1998), the two kinds of arimasu in fact belong to different predicate types: The 
arimasu that denotes existence and takes the location particle ni is a stative predicate, whereas the arimasu that takes 
the location particle de is a predicate of process (13). The difference affects not only the choice of location particles 
but also the tense interpretation. For example, the sentence in (i) is not grammatical because the aru in (i) is stative. 
Because the non-past form of stative predicates refers to the present, ashita cannot be used with the non-past form aru 
in (i). On the other hand, the non-past form of active predicates can refer to near-future. Accordingly, the aru in (ii), 
which denote an activity, can cooccur with ashita. 
(i) *Ashita, hondana ni chikyuugi ga aru. (stative arimasu) 
  ‘*A terrestrial globe is in the book shelf tomorrow.’ 
(ii) Ashita, daikoodoo de sotsugyooshiki ga aru. (process arimasu)  

‘A graduation ceremony will be held tomorrow.’ 
5  Nakau and Nishimura (1998) report that the English be also denotes a state and a process.  
(i) There was a strange map in the room. (state) 
(ii) There was a great clamor in the courtyard. (process) 
However, in both cases, the same preposition in is used, and the semantic difference between (i) and (ii) does not 
affect the choice of prepositions. Therefore, the rule in (1d) will not be intuitive to English-speaking learners of 
Japanese.  
6  How these particles are introduced in textbooks affects how they are understood by learners. Masuda (2004) reports 
that most Japanese learners think that the particle ni indicates a simple state of location and de a location where events 
take place.   
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(2) Tsuki de wa kono kikai no omosa wa sanjukkiro desu.                            Ueno (2001:110) 
‘On the moon the weight of this machine is 30kg.’ 

 
Furthermore, Ueno (2001) shows that there are cases in which the location particles ni and de are 
used in the same sentence, as shown in (3).  
 
(3) Taitei no shoogakkoo de koodoo ni piano ga aru.                                     Ueno (2001:114) 

‘In most elementary schools, there is a piano in the assembly hall.’ 
 

Nakau and Nishimura (1998) and Ueno (2001) explain that the crucial difference is not whether 
the sentence is about activity or state, but whether the sentence is about the location of the existence 
of inanimate/animate objects or about the location of a situation, which includes states, events, and 
actions, among other things. For example, the cases that require the use of ni in (1a) and (1b) are 
about the location of the existence of animate or inanimate objects. On the other hand, the 
sentences in (1c), (1d), (2), and (3) that require de are not. In (1c), Tokyo is the place where 
someone bought something. In (1d), the place referred to as ‘here’ is the location where an accident 
took place/happened/occurred. In (2), the moon is the place where the weight of this machine is 
30kg. In (3), most elementary schools are where the situation of a piano being placed in the 
assembly hall takes place. Therefore, what needs to be emphasized in the introduction of ni is that 
the particle marks “the location where someone or something exists” (Makino and Tsutsui 
1986:300). 
 Second, as discussed in Section 2.2, merely presenting relevant examples can lead learners to 
form inappropriate generalizations. To provide effective pivotal examples and prevent learners 
from making inappropriate generalizations, it is useful to know which type of wrong 
generalizations learners make with the use of the location particle ni. For example, Sakoda (2001) 
reports that learners tend to choose ni and de in accordance with the types of nouns: Learners 
choose ni if it follows locative nouns, such as naka ‘inside’ and mae ‘front,’ and they choose de if 
the noun it follows refers to the names of buildings or places, such as shokudoo ‘restaurant’ and 
Tookyoo ‘Tokyo.’ To show that it is not nouns but predicates that determine the choice of location 
particles, Masuda (2004) suggests providing contrastive examples in which the noun stays constant 
but the predicates differ (211), as shown in (4): 
 
(4) a. Ki no shita ni inu ga imasu.   ‘There is a dog under the tree.’ 
 b. Ki no shita de inu ga asondeimasu.   ‘A dog is playing under the tree.’ 
 

Another wrong generalization that learners tend to develop is the association of the particle ni 
with the English preposition in and the particle de with the English preposition at (Masuda 2004). 
Unlike the case of ni and de, the English prepositions in and at do not concern whether the location 
is about something’s or someone’s existence or not (Lindstromberg 1997, Tyler and Evans 2003). 
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For example, the English sentence in (5), which is translated into a Japanese sentence in (6) with 
ni, can occur with both in and at.7  

 
(5) He is in/at the church now. 
(6) Kare wa ima kyookai ni/*de iru. 
 
To avoid this wrong generalization, examples of ni and de need to show clearly that the rules for 
the English prepositions at and in do not apply to these Japanese particles.8  
 
4.2 Examples of the location particle ni 
With the conditions of good examples discussed in Section 3 and the rules of the location particle 
ni examined in Section 4.1, I now turn to how examples of the particle ni may be presented.  

In the initial presentation of ni in (7), multiple examples are presented, as discussed in Section 
3.2. These sentences should be verbally explained and clearly labeled as sentences of something’s 
or someone’s existence, as explained in Section 3.3.  

 
(7)      The particle ni marks the location where something or someone exists. Typically, existence 

is expressed by two verbs in Japanese: Arimasu ‘exist’ is used for inanimate objects and 
imasu ‘exist’ is used for animate beings. The important characteristics that separates ni 
from other particles is whether the noun marked by ni is the location of something’s or 
someone’s static existence or not.  

a. Tookyoo ni arimasu.    ‘It’s in Tokyo.’ 
b. Usiro ni arimasen ka?    ‘Isn’t it in back?’ 
c. Uchi ni imashita.     ‘I was at home.’ 
d. Koko ni makudonarudo ga arimasu nee. ‘There’s a McDonald’s here.’ 
e. Asoko ni mo arimasu yo.   ‘There’s one over there too.’ 
f. Michi no mukoo ni neko ga imasu yo. ‘There is a cat across the street.’ 
g. Jaa, san-ji ni toshokan ni imasu ne.   ‘Then, I will be at the library at 3:00.’ 

 
By presenting these sentences and explaining what these sentences mean, learners will understand 
what “the particle ni marks the location where something or someone exists” means. This is in 
accordance with the guideline presented in Section 3.1. To have novice learners see beyond 
superficial differences, these sentences are slightly different from each other, and they gradually 
become more complex, per the recommendation in Section 3.2. For example, the sentence in (7e) 
is more complex than all the sentences above it because the location particle is followed by the 
particle mo ‘also.’ The sentence in (7f) is more complex than the sentences in (7a) through (7e) 

 
7 When in is selected, he is within the walls of the church, although the purpose of being there is not specified. On the 
other hand, when at is selected, he is on church premises and is considered engaged in church activity, such as 
attending a session of prayer (Lindstromberg 1997:168). 
8 For more cases in which the English prepositions and Japanese particles do not correspond, see the examples in 
Footnote 5. 
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because the noun phrase preceding ni in (7f) has the N+no+N structure. The sentence in (7g) 
includes the homonymous particle ni, which indicates the point in time, to show that there are 
different types of ni. 9  As discussed in Section 3.2, examples with variations foster learners’ 
abilities to see beyond the specific examples provided. However, they must be carefully selected 
so as not to cause cognitive overload. Note that the examples in (7a) and (7g) as well as the ones 
in (7c) and (7g) are pivotal examples: i) To prevent learners from associating ni only with locative 
nouns, such as ushiro ‘back,’ (7a) and (7g) show that ni can appear with the names of places and 
buildings; and ii) not to have learners think that the location particle ni can always be translated 
into the English preposition in, the examples in (7c) and (7g) show that ni does not have a one-to-
one correspondence with the preposition in, as explained in Section 4.1. To make sure that learners 
understand what these contrasts mean, teachers need to verbally point out that it is not nouns that 
determine which particle to choose, and that the Japanese particle selection cannot be understood 
through English prepositions. Despite all the variations in these sentences, the sentences in (7) are 
consistently about something’s or someone’s existence. It is important to direct learners’ attentions 
to the invariant core feature of these sentences so that they can use the location particle ni to refer 
to the location of something’s or someone’s existence regardless of other superficial variations.  
 The examples and explanations in (8) set the boundary of the concept of the particle ni.  
  
(8) While the particle ni marks the location where something or someone exists, when the 

location is not about something’s or someone’s existence, it is marked by another location 
particle, de. Some instances of arimasu do not indicate the location of something’s or 
someone’s existence, but rather, occurrence, as shown in (8d). Because (8d) is not about 
the existence of an accident, but where the accident occurred, de is used here. 

a. Tookyoo de kaimasu.     ‘I will buy it in Tokyo.’ 
b. Naka de shitekudasai.    ‘Please do it inside.’ 
c. Sushi Ten de yuugohan o tabemasen ka? ‘Would you like to have dinner at Sushi Ten?’ 
d. Kinoo Ueno-eki de jiko ga arimashita nee.  ‘An accident took place at Ueno Station 

yesterday.’ 
e. Sumimasen ga, sono biru no mae de   ‘Excuse me. Please stop in front of the  
 tomatte kudasai.    building.’ 
f. Soko de wa dekimasen yo.    ‘You cannot do it there at least.’ 

   
The examples in (8) show that when the location is not about something’s or someone’s existence, 
the location particle de should be used instead. To demonstrate the boundary of the concept of de 
beyond superficial differences, again, these sentences are slightly different from each other. Like 
the sentences in (7a) and (7g), (8b) and (8e) are pivotal examples: (8b) and (8e) are intended to 
make learners be aware that de can be combined not only with the names of places and buildings, 
but also with locative nouns, such as naka ‘inside’ and mae ‘front,’ as expressed in Section 4.1. 
Similarly, the minimally contrasted examples in (7a) and (8a) will illustrate that: i) it is not nouns 

 
9 For a good summary of the different types of particle ni, see Makino and Tsutsui (1986:303).  
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but predicates that determine the particle selection; and ii) Japanese particles and English 
prepositions do not have one-to-one correspondences.  
 To check learners’ comprehensions and elicit self-explanations, it is useful to provide exercise-
type examples, as explained in Section 3.5. As shown in (9), learners can be asked to explain why 
they chose the particle that they chose, per Section 3.4. When they explain their choices, they need 
to be able to say clearly whether the sentence is about the location of something’s or someone’s 
existence or not. These exercise-type examples are meant to check: i) whether learners understand 
the invariant core features of ni (and de) regardless of superficial differences; ii) whether they 
understand the boundary of the concept of ni; and iii) whether they have developed inappropriate 
generalizations, such as the association of ni with locative nouns or the English preposition in.  
 
(9) Please select an appropriate location particle for each example and briefly explain why you 

chose the particle for the sentence.  
a. Sono kyooshitsu (       ) arimasu yo.  ‘It’s in the classroom.’ 
b. Sono kyooshitsu (       ) shimasen ka?  ‘Shall we do it in the classroom?’ 
c. Ashita wa Ueno Kooen (       ) imasu.  ‘I will be at Ueno Park tomorrow.’ 
d. Tookyoo (       ) jishin ga arimashita nee.  ‘There was an earthquake in Tokyo.’ 
e. Mae (       )  imasen ka?   ‘Isn’t she in front?’ 
f. Sore wa biru no mae (       ) mimashita.   ‘I saw it in front of the building.’ 
g. Tookyoo (       ) wa arimasen yo.   ‘It’s not in Tokyo (at least).’ 
h. Tookyoo-Daigaku (       ) gakkai ga   ‘A conference was held at the University of 
 arimashita.     Tokyo.’ 
i. …. 

 
 Although this illustration concerned grammar instruction on the location particle ni, the 
considerations for good examples apply to a variety of instructional activities. Because what we 
do in classrooms is the presentation and practice of communicative sample activities, we can 
always consider whether the demonstrated examples and sample activities address the conditions 
for good examples discussed in Section 3. If we apply these conditions to all patterns introduced 
in Japanese-language instruction, the examples presented in Japanese classrooms will foster 
learners’ abilities to generalize what they see in classrooms and apply their knowledge to similar 
but new contexts in the future.  
 
5. Conclusion 
In this paper, I showed that examples are important for skill acquisition, especially for novice 
learners. I also showed that carefully constructed examples foster learners’ abilities to properly 
generalize what they see and practice in classrooms. In the existing research on this subject, there 
are well-recognized and established conditions for good examples. To show how such conditions 
may be applied to Japanese-language instruction, I demonstrated how examples of the location 
particle ni might be presented. Experienced and skilled teachers as well as Japanese textbooks 
employ these considerations for good examples, but such considerations are not necessarily 
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obvious to novice teachers. By making the conditions for good examples explicit and showing 
clearly how examples should be treated in Japanese instruction, I hope this paper demonstrates for 
novice teachers how to use examples effectively and systematically.  
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