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Editorial 

Our first article questions some currently popular views of language 
instruction. Rod Ellis carefully describes challenges to the notion that 
"communicative competence" should be the initial goal of language 
instruction. "Communicative Competence and the Japanese Learner" 
recognizes the value of the concept in "discussing language pedagogy," 
but goes on to point out some of its drawbacks when applied to 
curriculum design. Ellis explores how Japanese students gain sociolin
guistic competence-the skill of saying the polite thing at the right 
time-and uses the insights gained by his enquiry to show that "knowl
edge" of this desired skill is needed before "control" can be achieved. 
Given the limits of the Japanese high school English classroom, he 
advocates using "consciousness raising" activities as a preliminary to 
mastery of communicative competence. 

Steven Ross and Richard Berwick describe research they under
took to find if formal instruction can aid in the acquisition of word 
structure, prefixes, and suffixes. "The Acquisition of English Affixes 
Through General and Specific Instructional Strategies" provides some 
evidence that "skill-building" -teaching affixes through exercises
leads to improved control of their use in writing essays. Although they 
cannot point to dramatic differences in the abilities of students who did 
skill-building exercises, their paper has implications for all classroom 
instructors. Their article also serves as a model for teachers interested 
in doing research along similar lines. 

The study by Kazuko Matsumoto, "An Issei Japanese American's 
Interlanguage," is of interest for a number of reasons, one of which is 
that it demonstrates the potential of case study research as a means of 
giving insight into language learning. The case in question concerns a 
Japanese male who went to the U.S. in 1915, at the age of 15, and is now 
retired there. The only fonnal ESL instruction he had consisted of a 
brief period of night school, with the result that his English is an almost 
perfect example of untutored SLA. Virtually everything he learned was 
acquired within communicative and infonnal contexts. In this article, 
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Matsumoto concentrates on how the three linguistic features of nega
tion, time reference, and topicalization appear in his interlanguage. Her 
detailed analysis points out the possibility of doing similar studies of the 
interlanguage level of EFL learners. 

The Reviews section of the journal offers evaluations of two new 
books, one a collection of articles by H. G. Widdowson (reviewed by 
Anne Hill), and the other a frontal assault upon immersion programs 
and Krashen's theories of second language acquisition (reviewed by 
Tim Riney). The last review, by Charles Adamson, describes a classic 
text that shows how users of a language structure and verbalize expe
rience. 
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Communicative Competence and 
the Japanese Learner 

Rod Ellis 

While language teaching in Japanese high schools and colleges is currently 
embracing communicative approaches, elsewhere views about communica
tive competence and its application to language pedagogy are undergoing a re
evaluation. This paper seeks to re-examine the concept of communicative 
competence, distinguishing between "knowledge" of language and of its use 
and the ability to "control" this knowledge in actual communication. The paper 
also reviews research which has examined the acquisition of one aspect of 
communicative competence-sociolinguistic competence---by Japanese learn
ers.ofEnglish, concluding that many learners experience problems with this 
aspect The paper ends with a discussion of the goals of language teaching in 
Japanese high schools, arguing that a minimal goal involving "knowledge" (as 
opposed to "control") of both grammatical and sociolinguistic competence is 
the only practical one. Such a goal may be best achieved through "conscious
ness-raising" activities rather than practice exercises. 
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1. Introduction 

The concept of communicative competence has had a major impact 
on language teaching, originating in the United States of America and 
Europe, and then spreading to all parts of the world, Japan included. It 
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has contributed to the reformulation of the aims and content of second 
language (L2) pedagogy. Prior to the seventies, the dominant methods 
(the grammar translation method, the audiolingual method, and the 
oral-situational method) emphasised the importance of formallinguis
tic knowledge, either as explicit rules or as habits that led to grammati
cally correct linguistic behaviour. The content of language courses 
based on these methods was stated primarily in terms of the structural 
rules which the learner had to master. It is true, of course, as Swan 
(1985) has pointed out, that these methods (particularly the oral
situational method) did not entirely neglect meaning, but the underly
ing assumption was that language learning was primarily about mastery 
of the formal-mainly grammatical-properties of a language. In 
contrast, the communicative approach to language teaching has given 
centrality to the way language is used to realize meaning. In this 
approach the focus is on what the learner needs to say or do with 
language rather than on what language is, and the content of language 
courses has been restated either in terms of categories of meaning 
(notions and functions) or in terms of the tasks which the learner is 
expected to perform in order to communicate in the target language. 

It is probably true to say that we have now entered a period of review. 
This is evident in both theoretical discussions of the nature of commu
nicative competence itself (see, for instance, papers published in 
Applied Linguistics, Vol. 10, No.2, 1989) and in a reconsideration of 
the importance of formal grammar teaching, albeit with due attention 
to the way the code is used in communication (see, for instance, 
Rutherford's [1987] and Rutherford & Sharwood-Smith' s [1988] argu
ments in favour of consciousness-raising). There have also been a 
number of thoughtful and provocative articles attacking communica
tive approaches (e.g., Swan, 1985). Thus, at a time, when Japan is 
beginning to embrace the communicative approach with increasing 
passion, doubts are being expressed elsewhere. The purpose of this 
article is threefold. First, I want to reexamine the nature of communi
cative competence. Although this construct is sufficiently well under
stood in general terms, it has proved extremely difficult to tie down in 
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precise terms. Second, I want to review some of the literature which has 
addressed how Japanese learners acquire communicative competence 
or, at least, one aspect of it-sociolinguistic competence. Third, I want 
to examine to what extent and in what ways an understanding of 
communicative competence should infonn language pedagogy in Japan. 

2. On the Nature of Communicative Competence 

Since Hymes's (1971) seminal article outlining the nature of com
municative competence, there have been a number of attempts to model 
it. One of the best known and most frequently cited in discussions of 
language pedagogy and testing is that of Canale and Swain (1980), 
further developed in Canale (1983). This proposes four components of 
the knowledge system that comprises communicative competence: 

1. Grammatical competence: knowledge of the language code
features and rules of language including vocabulary, word
formation, sentence-fonnation, pronunciation and spelling. 

2. Sociolinguistic competence: knowledge of the rules for using 
language in different sociolinguistic contexts. This will depend 
upon various contextual factors such as the status of the partici
pants and the purpose of the interaction. Sociolinguistic compe
tence includes both know ledge of what is appropriate in meaning 
and what is appropriate in form. 

3. Discourse competence: knowledge of the rules involved in the 
understanding and production of continuous text, spoken and 
written. Discourse competence is achieved through mastery of 
the devices required for cohesion (Le., the way utterances are 
structurally linked) and coherence (Le., the way utterances are 
functionally related). 

4. Strategic competence: knowledge of the verbal and non-verbal 
strategies such as paraphrase and ostensive reference that are 
required to deal with communication breakdown or to enhance 
communicative effectiveness. 

Canale and Swain argue that communicative competence should be 
restricted to the "underlying systems of knowledge" and should ex-
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clude "ability to use" as this concerns "actual communication" or "per
fonnance." There are, however, theoretical objections to a two-way 
distinction between "communicative competence" and "communica
tive performance." As more recent discussions of the competence/ 
performance distinction have shown, a three-way distinction is, in fact, 
necessary. Taylor (1988), for example, distinguishes (a) competence 
(knowledge of), (b) proficiency (ability to use knowledge), and (c) 
actual performance. He goes on to point out that whereas in linguistics 
theoretical models have been premised on (a) (as in the case of 
Chomsky, 1965, for instance), in education the tenn "competence" has 
been generally held to include both knowledge and ability to use (as in 
the case of Hymes, 1971, for instance). Education (and language 
pedagogy is a branch of education) is concerned with the development 
of proficiency rather than competence, to use Taylor's term. A model 
that does not include "ability to use," therefore, is of restricted value to 
applied linguists interested in language pedagogy. If the goal of 
language instruction is to be "effective communication" (Paulston, 
1975), the theoretical model that infonns practice needs to specify both 
what kinds of knowledge the learner needs to master and what levels of 
ability need to be achieved. 

Attempts to validate empirically the four separate components in 
Swain and Canale's model of communicative competence have not 
proved very successful. Harley et aI. (1990) set out to demonstrate the 
independence of the four components by constructing a set of tests 
designed to provide independent measures of them. The tests were 
administered to 175 grade 6 early immersion students in francophone 
schools in Montreal, Canada. A confirmatory factor analysis of the 
scores obtained by these tests produced a two-factor solution (rather 
than the predicted four-factor solution), reflecting, in the eyes of the 
researchers, "a general language proficiency factor" and "a written 
method factor." In another study (Cummins et al., 1990), the same tests 
were administered to 191 Portuguese learners of English. Again, a 
factor analysis failed to produce four separate factors. However, these 
failures to establish ~e construct validity of the model need not 
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invalidate the framework as a basis for pedagogic proposals. D' Angle
jan(1990)conunen~: 

It may be that whereas the model provides a useful conceptual 
framework for thinking about language and language teaching, 
hypothetical constructs such as sociolinguistic and discourse 
competence ... cannot be operationalized, other than tri viall y, in 
ways that make them amenable to empirical validation. (p. 148) 

Canale and Swain's model constitutes "a useful conceptual frame
work" for language pedagogy because it forces teachers to consider the 
different facets ofL2 knowledge that need to be taught and encourages 
them to evaluate to what extent their teaching addresses them. 

The model of conununicative competence, which I now wish to 
advance, draws on Canale and use" dimension. The basic model is 
shown in Figure 1. The model conceives of communicative competence 
in terms of two general Swain's but reintroduces an "ability to use" di
mension. The basic model is shown in Figure 1. The model conceives 
of communicative competence in terms of two general aspects of com-

Figure 1: 
A model of communicative competence 

Aspects of 
communication 

Linguistic 
formulaic 
rule-based 

Functional 
sociolinguistic 
discourse 
strategic 

Knowledge 

Unanalyzed 

Analyzed 

Control 

Controlled 

Automatic 

munication-the linguistic and the functional, a distinction widely 
recognized in the literature. The linguistic aspect corresponds to Canale 
and Swain's "grammatical competence" and relates to whether an 
utterance can be considered "correct" with reference to norms of native 
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speaker usage. Linguistic competence entails both formulas and rules, 
the notion of "correctness" being applicable to both. Utterance 1 in 
Figure 2, a partially analyzed formula with the pattern "Subject + be + 

Figure 2: 
Examples of fonnulaic and rule-based utterances 

that differ in correcbless and appropriateness. 

Utterance 

1. You are a pain in the stomach. 

2. You are a stomach pain. 

3. I have another appointment. 

4. I am having another appointment. 

5. Is that rubbish? You can throw 
it over there. 

6. Lubbis? Here put. 

Context 

An office worker has just been asked 
by a superior to retype a letter. He 
takes the letter to do as requested, 
but wishes to mildly remonstrate with 
his superior. 

A young woman has been asked out for 
a meal by her regular boyfriend, but 
cannot go and so has to refuse the 
invitation. 

An office worker sees her boss holding 
a screwed up piece of paper which he 
wants to throwaway. She indicates a 
cardboard box of waste material on the 
other side of the room. 

a pain in the stomach" and utterance 3, a rule-constructed sentence, are 
well-formed, even though both can be considered inappropriate in the 
contexts in which they were used. In contrast, utterances 2 and 4 are 
linguistically incorrect as well as being inappropriate, while 6 is incor
rect but, arguably, appropriate. 

The functional aspect of the model includes sociolinguistic, dis
course, and strategic knowledge; it relates to whether an utterance can 
be considered appropriate with reference to the social, discoursal, and 
strategic norms of the target culture. Utterances 1 through 4 are 
inappropriate because they violate the rules of politeness to be found in 
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native speaker English use. In contrast, utterances 5 and 6 can be 
considered appropriate. These examples suggest that linguistic and 
functional competence are, in part at least, independent. Thus, as has 
often been noted, the attainment of a high level of linguistic competence 
is no guarantee that effective communication will be achieved. It was, 
of course, precisely this observation that motivated the move away 
from grammar-centred to function-centred language teaching in the 
seventies and eighties. 

The model also distinguishes knowledge of these linguistic and 
functional aspects of communication from control of this knowledge. 
These terms, which have been taken from Bialystok and Sharwood
Smith (1985), correspond to Hymes' distinction between "knowledge" 
and "ability to use" and Taylor's distinction between "competence" and 
"proficiency." A learner may "know" a grammatical or sociolinguistic 
rule but may not be able to "control" this knowledge under certain 
conditions of language use. Knowledge and control, therefore, consti
tute separate aspects of competence. 

Drawing on previous work by Bialystok (e.g., Bialystok, 1982), 
knowledge can be differentiated according to how "analyzed" it is. At 
one level it can be completely unanalyzed, in which case it is likely to 
exist in the form of implicit knowledge (i.e., knowledge of which the 
holder has no conscious awareness). Unanalyzed linguistic knowledge 
takes the form of formulaic chunks-the routines such as "I don't 
know" and patterns such as "Can I have a __ ?" Unanalyzed func
tional knowledge consists of the intuitive understanding of what counts 
as appropriate language behaviour-knowing, for instance, that the 
refusal of an invitation in English normally requires the expression of 
regret and the provision of a reason. At another level knowledge can be 
fully analyzed. Analyzed linguistic knowledge consists of productive 
rules of word and sentence formation, that is, rules which can be used 
to process totally novel utterances. Analyzed functional knowledge 
consists of some conscious, explicit representation of the rules of 
speaking. As Wolfson (1983) points out, most language users do not 
possess a conscious knowledge of these rules, although they will 
usually be able to judge accurately what constitutes appropriate and 
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inappropriate behaviour. The analyzed-unanalyzed distinction com
prises a continuum. That is, knowledge can be represented in the mind 
of a language user with varying degrees of analycity. 

Control can also be differentiated-in this case according to how 
automatic it is. Both linguistic and functional knowledge can be 
accessed in a wide variety of situations with ease and rapidity, as is the 
case with native speakers, or it can be accessed slowly and with 
considerable difficulty, as is the case with many language learners. The 
extent of the learner's control over her knowledge governs the degree 
of fluency evidenced in actual communication. As with analycity, 
automaticity is viewed as a continuum. 

At the level of theory, this model of communicative competence is 
not without its problems. Widdowson (1989) observes that the inclu
sion of a control dimension results in consideration of all sorts of 
slippery variables-motivation, the temporary physical and affective 
states of the learner, and her personal attitudes and familiarity with the 
discourse topic, to name but a few. It raises doubts as to whether the 
model can be tested empirically. For instance, how can we distinguish 
in actual performance a lack of knowledge of a particular feature from 
a failure to use it due to insufficient control? If a learner says "You are 
a stomach pain" is this because she does not know the form of the correct 
formula or because she cannot access it under the prevailing conditions 
of language use? 

However, as I have already argued, these problems are of less 
significance if the purpose of the model is to provide a basis for 
discussing language pedagogy rather than the establishment of a 
research agenda. The model serves as a basis for articulating a number 
of questions of central importance to language pedagogy. I conclude 
this section with some of these questions: 

1. What aspects of communication should a language programme 
. address-linguistic, functional or both? 

2. To what extent do learners need to develop analyzed knowledge? 
How can this be best achieved? 
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3. To what extent is it necessary and possible to develop the learners' 
control of their knowledge in the classroom? 

I will return to these questions in the final section of this paper, after first 
examining how sociolinguistic competence is acquired by Japanese 
learners of English. 

3. The Acquisition of Sociolinguistic Competence 
by Japanese Learners 

There has been relatively little research into the acquisition of 
communicative competence by second language learners. However, 
one aspect of communicative competence which has attracted consid
erable attention is sociolinguistic competence or, more specifically, the 
competence required to perform specific speech acts in socially appro
priate ways. Studies of L2 learners have set out to show how specific 
speech acts are performed by L2learners with differentL 1 backgrounds 
and also to provide data with which to test theoretical positions. The 
Cross-Cultural Speech Act Realization Project (cf. Blum-Kulka, House 
& Kasper, 1989), for example, was an ambitious project set up to 
examine cross-cultural and intralingual variation in two speech acts
requests and apologies. It has investigated a number of languages 
(American English, Australian English, British English, Canadian 
French, Danish, German, and Hebrew) and has provided a rich source 
of data on cross-cultural pragmatics as well as developing a well-tested 
methodology, involving the use of discourse completion tests. It should 
be noted, however, that the CCSARP, like other, smaller scale studies, 
is cross-sectional in design, involving collection of data from learners 
at a single point in time. As a result, it informs more about L2 pragmatic 
use than about how the ability to realise speech acts in communication 
is acquired over time. 

My focus here is on some of the research which has studied the 
sociolinguistic competence of Japanese learners. This has followed a 
similar track to the studies referred to above-that is, the work has fo
cussed on particular speech acts and has been predominantly cross
sectional in design. The available infonnation is, therefore, limited and 
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offers no more than a partial picture of how Japanese learners acquire 
communicative competence in English. I shall address two questions: 
(a) To what extent do Japanese learners succeed in acquiring sociolin
guistic competence in English? and (b) What factors can explain the 
results that have been obtained to date? 

There prevails a strong stereotypical view of the communicative 
sty Ie of Japanese speakers of L2 English, supported by general obser
vation or anecdotal evidence. Barnlund (1984) used questionnaires to 
elicit the views that Japanese hold regarding such issues as interper
sonal relationships. He reports that they emphasised the need to keep a 
conversation "pleasant" by behaving smoothly and avoiding disagree
ment. Loveday (1982) notes that native English speakers often find the 
Japanese distant and cool and suggests that this is because the Japanese 
avoid talking about their personal feelings. He suggests that the western 
style of conducting conversations as a kind of "logical game" involving 
continuous negative and positive judgements differs markedly from the 
Japanese preference for conversations that stress intuitive understand
ing and mutuality of feeling in social interaction. Hill claims that the 
Japanese talk less than native English speakers and are less likely to 
engage in "small talk." Both Loveday and Hill (1990) claim that 
Japanese avoid direct, plain statements in favour of more suggestive, 
indirect comments in their L 1 and in English. Hill suggests that this may 
be why the Japanese sometimes appear secretive or vague to a west
erner. In one respect, though, the Japanese are reputed to be more 
forthcoming than native English speakers. LoCastro (1987) notes the 
common use of various verbal and non-verbal backchannelling devices 
(e.g., nodding and "so desu") in Ll Japanese conversations. She reports 
that Japanese often feel uncomfortable when speaking English because 
they are unable to use the appropriate aizuchi. 

The commonly held view that the Japanese are hyper-polite is also 
part of the stereotypical view. The tendency to translate ritualistic 
politeness fonnulae into English can be seen as evidence for this. A 
number of anecdotes testify to the importance that the Japanese attach 
to indirectness as as a politeness strategy. Takahashi and Beebe (1987), 
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for instance, quote Prime Minister Sato's indirect response ("Zensho 
shimasu"-"I'll take care of it") to President Nixon's request that the 
Japanese government agree to voluntary restrictions on the export of 
textiles to the United States. Further anecdotes testify to Japanese 
sensitivity to status relationships. Loveday quotes Doi's (1977 ) account 
of how he was unable to thank his American superior for a favour 
because he felt that it implied too great an equality and so ended up 
apologizing to him instead. 

There is a general consensus that these kinds of stereotypical 
behaviors create problems when Japanese are communicating in Eng
lish. There also seems to be an underlying assumption that Japanese 
learners of English experience special difficulty in acquiring the "rules 
of speaking" found in English. There is no empirical evidence, how
ever, that the Japanese experience pragmatic failure to a greater extent 
than other L2 learners. 

There is probably some truth in these stereotypical views of the 
Japanese, as Clancy (1990) demonstrates in an account of how mother
child interaction imparts the appropriate cultural "rules of speaking" to 
Japanese children. However, there are also dangers, as stereotypes do 
not take account of the variation in communicative behavior that results 
from contextual factors. Wolfson (1983; 1989) has repeatedly argued 
that it is not possible to rely on the native speaker's intuitive understand
ing of communicative behaviour, as so many of the underlying rules of 
speaking lie beneath the threshold of consciousness. Only careful, 
empirical studies will reveal the true nature of a speech community's 
rules. 

In data collected by means of a discourse completion test, Beebe and 
Takahashi (1989) found that advanced Japanese ESL learners often did 
not conform to stereotype. They found that they were sometimes more 
direct than American English speakers and that this was true in both 
situations where a higher-status person was addressing a lower-status 
person and in situations where a lower-status person was talking to a 
higher-status person. The Americans were more likely to down-tone 
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their disagreements by beginning with a positive statement, byexpress
ing gratitude, by adding positive remarks, by personalizing exchanges, 
and by being less formulaic. They also often volunteered to talk further. 
The Japanese were more likely to give explicit criticisms. However, in 
naturally occurring data, Beebe and Takahashi did find greater evidence 
of indirectness in the Japanese preference for using questions to hint at 
disagreement. Also, when giving embarrassing information, Japanese 
learners preferred to hint at the source of the embarrassment rather than 
to state it directly, and in cases where a lower-status speaker was 
addressing a higher-status speaker were more likely to opt for silence. 
This study, then, lends some support to the stereotypical view of 
Japanese speakers of English, but it is clear that there are times when 
they behave in ways that do not confonn with the stereotype. 

There is plenty of evidence of differences in the way Japanese 
learners and English native speakers typically perform speech acts in 
English.· Tanaka (1988) found differences in the way Japanese and 
Australian students made requests in English. The Japanese learners 
tended to use negative politeness strategies (e.g., "If you don't mind, . 
. . "), whereas the Australian native speakers did not; and vice-versa, 
they failed to use them where the Australians used them (e.g., indirect 
request structures such as "I was wondering if ... "). The Japanese failed 
to use politeness strategies employed by the native speakers (e.g., the 
use of first names). They were often less explicit, especially in giving 
reasons for the request, and were not adept at shifting the level of 
fonnality to take account of their addressee. In general, the Japanese 
learners tended to use more fonnal expressions than the native speak
ers. 

Pragmatic error in the way Japanese learners give invitations in 
English has also been documented. Fukushima and Iwata (1985) asked 
10 female Japanese learners in an advanced English class to invite a 
friend and then a teacher to a dinner party, instructing them to request 
that the invitee came on time and dressed appropriately. The learners 
were much more abrupt in the invitations to the teacher in comparison 
with native speakers of English. For example, they opened immediately 
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with the invitation (e.g., "Would you come to a party at seven p.m. next 
Friday?"), whereas the native speakers began with an "opener" and also 
made greater efforts to minimize the imposition (e.g., "I'm having a 
dinner party next Friday. I wonder if you would like to come if you have 
time?"). The learners were also too direct in the way they mentioned the 
need to be punctual (e.g., "Please come on time.") and the importance 
of dressing appropriately (e.g., "Please don't wear jeans. "). Fukushima 
and Iwata come to the same conclusion as Tanaka-namely, that the 
Japanese learners they studied lacked the necessary English politeness 
strategies. 

Beebe, Takahashi, and Uliss-Weltz (1990) report on the differences 
between Japanese ESL learners' and Americans' refusals in English. 
They found differences in the order of the formulas used to express 
refusals, the frequency with which specific semantic formulas were 
used, and the content of the formulas. In general, the Japanese were 
more inclined to differentiate their refusals according to whether they 
were addressing a higher or lower status person, whereas the Americans 
differentiated according to how well they knew the addressee (i.e., the 
level of familiarity). The Japanese were also less specific when giving 
excuses (e.g., "I have a previous engagement") and they tended to 
sound more formal in tone. For example, the Japanese would often refer 
to a general principle or make a philosophical statement (e.g., "I never 
yield to temptation"), whereas the Americans did not engage in such 
behavior. 

In a somewhat different study, Graham (1990) compared the behavi
our of American and Japanese businessmen in role-played marketing 
negotiations. He found a number of differences. American business
men prized honest infonnation from their opponents; Japanese busi
nessmen placed less store on infonnation and their opponent's credibil
ity and even found the Americans' openness discomforting. For the 
Japanese the important thing was to "protect a relationship" ("amae"). 
They would often use silence as a strategy for achieving this. Interest
ingly' though, the Japanese sought consistently higher profit solutions 
when making an initial offer during a negotiation. Graham also notes 
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that the Japanese adjusted their behavior to a greater extent than the 
Americans in cross-cultural negotiations-they modulated such be
haviors as facial gazing, smiling, and the use of persuasive tactics to ap
proximate more closely the Americans' communicative style. 

What then are the major differences? Great care must be exercised 
in arriving at generalizations, for, as we have seen, stereotypes are not 
always accurate. Also, it should be noted that most of the studies 
referred to above made use of elicited rather than naturally-occurring 
data, and thus we cannot be sure that the linguistic behavior which the 
Japanese learners demonstrated in discourse completion tests or role 
plays corresponds to the their behavior in real communicative situ
ations. The following picture which seems to emerge from the literature 
review must be treated with circumspection, therefore. 

In comparison to native speakers of English (Australian and Ameri
can), the Japanese: 

1. are less verbal, more inclined to use silence in intercultural 
interactions; 

2. are inclined to use more back-channelling devices; 
3. can be more direct in some situations, in particular those where 

a lower-status person is being addressed, and less direct in others; 
4. may lack the politeness strategies needed to successfully perform 

face-threatening speech acts such as invitations and requests; 
5. are less explicit in giving reasons for their verbal behavior; 
6. tend to be more formal; 
7. tend to give recognition to status relationships between speakers 

rather than to the level of familiarity. 

Clearly, this is a very incomplete picture and doubtlessly there will be 
occasions when these general characteristics will not be observed. 

We also need to know how Japanese learners develop sociolinguistic 
competence over time. Unfortunately, there have been very few studies 
which have investigated variation in communicative performance lon
gitudinall y. 
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Takahashi and Beebe (1987) compare the refusals performed by 
EFL and ESL Japanese learners at two stages of proficiency. The EFL 
learners were students majoring in English at a university in Japan, 
while the ESL learners were students at Queens College in New York. 
Differences in proficiency were equated with differences in the number 
of years they had studied or been exposed to English. Takahashi and 
Beebe hypothesised that the level of cultural transfer (i.e., the presence 
of Japanese communicative characteristics in their use of English) 
would be more evident in the more proficient learners. Although this 
hypothesis seems to be counter-intuitive, Takahashi and Beebe argue 
convincingly that lower level learners will lack the linguistic resources 
in the L2 to encode socioculturally appropriate Japanese patterns and 
will resort instead to a simplification strategy. In contrast, the higher 
level learners will have acquired the means to make sociocultural 
transfer possible. The results for the ESL learners support the hypothe
sis; the more proficient displayed more frequent use of native language 
patterns and, in particular, the high level of formality in tone and content 
found in Japanese refusals (e.g., "I am very delighted and honoured to 
be asked to attend the party, but ... "). However, the results for the EFL 
learners failed to support the hypothesis, there being no difference in the 
refusals of the undergraduates and graduates. Takahashi and Beebe 
suggest that "pragmatic competence is not significantly affected by just 
a few years' difference in school in the EFL context" (p. 149), an 
important point to which we will return later. 

The only truly longitudinal investigation of a Japanese learner's 
acquisition of sociolinguistic competence is Schmidt's (1983) study of 
a Japanese painter, Wes. Schmidt studied Wes for 7 years, first in Japan 
and later in Hawaii. The latter years saw "steadily increasing demands 
on Wes' s ability to communicate in English" as a result of increasing 
contact with native speakers of the language-the ideal environment 
for the development of sociolinguistic competence. Schmidt reports on 
Wes' use of directives during the latter years and comments: "By the 
end of the observation period, gross errors in the performance of 
directives had largely been eliminated" (p. 154). However, his direc-
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tives were still far from native-like, continuing to display some Japa
nese patterns as well as idiosyncratic features. Wes found it difficult to 
adjust his speech act performance to take account of the addressee, and 
it was sometimes still necessary for an interlocutor to rely on the non
verbal context in order to interpret his meaning. Schmidt's study shows 
that even in an ESL context the acquisition of sociolinguistic compe
tence can be a very gradual process. 

We need to know to what extent and in what ways sociolinguistic 
competence develops in Japanese learners. Takahashi and Beebe's 
study suggests that in an EFL context (i.e., within Japan) there is not 
much development at all. In an ESL context, on the other hand, 
development does take place. However, the nature of this development 
is not yet clear. Whereas Takahashi and Beebe find evidence of greater 
native language interference in more proficient learners, Schmidt 
reports less. These findings need not be viewed as contradictory, 
however. As Takahashi and Beebe suggest, development may follow a 
U-shaped pattern, with learners first showing increased transfer as they 
acquire the linguistic resources to encode native-like patterns and later 
less as they become aware of the sociolinguistic norms of the target 
language. It is possible, however, as Wes demonstrated, for a learner to 
develop sociolinguistic awareness without any marked improvement in 
linguistic resources. Thus, whereas some ESL learners (perhaps those 
in academic settings) may focus primarily on the development of 
linguistic competence, others (perhaps those in naturalistic settings) 
may neglect linguistic competence in favour of other aspects of com
municative competence such as sociolinguistic competence. 

This speculation serves as an introduction to a discussion of the 
causal factors involved in the acquisition of sociolinguistic competence 
by Japanese learners. Clearly, a central factor is sociocultural transfer. 
All the studies referred to above highlight this as a: major explanatory 
variable. Beebe, Takahashi, and Uliss-Weltz (1990) argue that transfer 
is likely to occur in the performance of speech acts that call for "delicate 
interpersonal negotiation" (p. 68) as learners seek to mitigate or avoid 
face-threatening behavior in ways they understand best. Furthermore, 
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transfer may not disappear simply as a function of linguistic develop
ment. Indeed, in the case of some learners, it may temporarily increase. 

Transfer is not the only factor involved, however. As we have 
already noted, a key variable is the learner's level of linguistic proficiency. 
Tanaka (1988) notes that her Japanese subjects experienced difficulty 
in shifting the level of formality to suit the addressee because they 
lacked the necessary linguistic competence. Some aspects of sociolin
guistic competence, therefore, may be acquired simply as a product of 
developing the necessary linguistic means. Thus although linguistic 
competence is not sufficient to guarantee the development of sociolin
guistic knowledge, it is probably necessary. 

Further factors are the learners' attitudes and beliefs about both 
speakers of the target language and the nature of the target language 
itself. Japanese learners who fOnD stereotypes of English speaking 
people as "direct" and "plain speaking" may not be sensitive to the 
devices they use to display politeness. Some Japanese learners, then, 
may overgeneralize their sociocultural perceptions of target language 
speakers and, as a result, fail to take note of the ways in which politeness 
is encoded in English. This may explain why Japanese learners make 
insufficient use of indirect request formulas (Tanaka, 1988). 

Japanese learners may also fail to develop sociolinguistic compe
tence because they are not taught it and have no opportunity-unless 
they visit an English speaking country-to acquire it naturally. The 
failure to attend to sociolinguistic features of language use is a general 
feature of many educational systems. Allen et al. (1990), for instance, 
comment on the limited functional range of input in French immersion 
classrooms in Canada. The learners had no chance to discover the 
sociolinguistic rules that relate to the use of even simple features such 
as the tulvous distinction. In the case ofEFL teaching in Japan, whether 
at the school level or the college/university level, the lacuna is likely to 
be even more striking, given the importance currently attached to 
grammar in public examinations and the widespread use of Japanese as 
the language of classroom communication. 
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Finally, we need to ask whether learners are in fact always targeted 
on native speaker sociolinguistic norms. The learner may adopt one of 
two basic roles-that of "language learner" and that of "language user" 
(cf. Lennon, 1989}-and may even alternate between them within a 
single interaction. The language behavior that occurs when the learner 
is in the "learner role" may be very different from that which occurs in 
the "user" role. Pragmatic failure may occur, not because the learner 
does not possess the sociolinguistic competence to behave appropri
ately, but because her attention is directed elsewhere-at improving her 
linguistic competence, for instance. Also, learners may sometimes see 
interactional advantages in playing the "learner." Rampton (1987) 
suggests that the ESL learners in his study deliberately employed 
primitive interlanguage forms (e.g., "Me no ... ") as a means of 
mitigating face-threatening acts such as boasting and refusals. We 
cannot assume that the Japanese learners in the studies reported above 
did not also try to exploit their "learner" status for sociolinguistic 
purposes. 

4. Teaching Communicative Competence in Japan 

We have now considered what is meant by the term "communicative 
competence" and we have established that Japanese learners frequently 
experience difficulty (although not necessarily any more so than other 
L2 learners) with at least one aspect of communicative competence
the knowledge and ability needed to use English in socially appropriate 
ways. We tum finally to consider language teaching in Japan. 

It is by no means obvious that communicative competence rather 
than linguistic competence should be the goal of language instruction 
in Japan, at least not where school learners are concerned. It has been 
argued that learners already know how to communicate as a result of 
having acquired their mother tongue and that all they require of 
instruction is . access to the linguistic tools needed to realise this 
communicative ability in an L2. Swan (1985), for instance, argues that 
"the communicative theory" of meaning and use, insofar as it makes 
sense, is largely irrelevant to foreign language teaching. Swan is 
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probably right to dismiss Candlin's (1981) proposal that learners be 
taught the strategies needed to negotiate meaning (what Canale and 
Swain call strategic competence) and right to ridicule pretentious 
exercises directed at teaching communication strategies. However, his 
blanket dismissal of "communicative theory" is surely wrong where 
sociolinguistic competence is involved. The learner needs to learn not 
only what is appropriate in form (e.g., how to realise a compliment in 
English) but also what is appropriate in meaning (i.e., when to give a 
compliment, to whom, and in what kind of setting). It is precisely 
because the "rules of speaking" to be found in the learner's Ll differ 
from those in the L2 that there is a need to teach them. The problem of 
the "incompetent school learner"-that is, the learner who leaves 
school with knowledge about the language but with little or no idea of 
how to use this knowledge in communication-is a very real one in 
Japan, where English instruction is often carried out in Japanese and is 
focussed on imparting declarative facts about the language. As we saw 
in the previous section, Japanese speakers of English experience 
considerable difficulty in perfonning speech acts in socially appropri
ate ways. 

However, there are other grounds for arguing that the acquisition of 
linguistic knowledge is an adequate goal of language instruction. Most 
learners of English in Japan will never have to communicate in English. 
English will remain a "school subject" and never be needed as a tool for 
communication. Furthermore, this argument continues, those learners 
who do subsequently, on leaving school, need to use English for 
purposes of communication will rapidly learn to "activate" their lin
guistic knowledge simply as a result of experiencing opportunities for 
the real use of English. In other words, the acquisition process is viewed 
as taking part in two broad stages. In the first stage (which takes place 
in school) the learner adopts the "learner role" and studies English 
formally, acquiring knowledge mainly about the language. In terms of 
the model of communicative competence described earlier, instruction 
is directed at the acquisition of largely explicit linguistic knowledge. In 
the second stage, which not everyone will experience, learners switch 
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to the "user role" by trying to use the knowledge they have acquired in 
communication. In other words, learners discover how to perform 
specific speech acts in appropriate ways and also develop control over 
their linguistic resources so that they can use them fluently. 

It would be wrong to conclude from this line of argument, however, 
that the first stage should focus exclusively on linguistic knowledge. 
The teaching about sociolinguistic meaning (Le., those rules of speak
ing that differ from Japanese) would also be compatible with an 
approach that gave emphasis to the "learner," as opposed to "user," role. 
The "learner" role involves an emphasis on the development of "knowl
edge," and this includes sociolinguistic as well as linguistic informa
tion. The "user" role emphasises "control"-the ability to use "knowl
edge" (linguistic and functional) in a variety of authentic communica
tive tasks. 

A minimal goal of language education in Japan, then, would consist 
of knowledge (as opposed to control) of both linguistic form and 
sociolinguistic rules of use. It will be recalled from Figure 1 that 
linguistic knowledge was seen as consisting of both formulas and rules. 
Currently, the emphasis on language teaching has been placed on the 
teaching of linguistic rules. Widdowson (1989), however, argues that 
formulas constitute a substantial part of the native speaker's linguistic 
competence and that more attention should be given to them in language 
instruction. Formulas are, in fact, closely linked to the performance of 
specific speech acts. Thus simple requests for goods can be performed 
by means of the pattern "Can I have a _?" and compliments by 
"That's a lovely _," etc. A functional approach, then, probably 
provides a good starting point for language learning, as through 
teaching formulas a close link can be established between the teaching 
oflinguistic form and language function, a link that is much, much more 
tenuous in the case of rules. Rules, of course, are needed to enable the 
learner to break down the formulas-"to adapt and adjust the lexis with 
whatever syntactic fittings are required" as Widdowson (p. 136) puts it. 
It is only when the learner has knowledge of rules that linguistic knowl
edge can be used creatively-to produce utterances like "My guinea pig 
died with its legs crossed" (O'Neill, 1977). The minimal approach I 
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have in mind, then, is one in which the focus is placed on teaching 
formulas and a "kit of rules" for adapting these to suit contextual 
requirements. This approach will lend itself to the teaching of informa
tion about what constitutes socially appropriate behavior in English, as 
this, too, is closely linked to the use of formulas. 

Such a goal is, of course, a limited one, although still an extension 
of the goal of much current practice as this encompasses only linguistic 
form, understood largely as grammatical rules. An acceptance of this 
minimal goal would be tantamount to recognizing that the school 
graduate would be in many respects seriously incompetent as a speaker. 
She would probably not be able to hold even a moderately fluent 
conversation, for instance, although, with some opportunity to plan, she 
probably would be able to perform everyday speech acts, perhaps even 
in a socially appropriate way. This may prove unacceptable to many 
teachers, who may feel that the minimal goal I have set is far too humble 
and that much more can be achieved in the school and, certainly, in the 
college setting. It may well be that this is true-in cases where learners 
receive a reasonable number of English lessons each week and where 
there are teachers (native speakers or Japanese) who are fluent enough 
in English to provide instruction based on a more encompassing 
model----one that incorporates an ability to use knowledge and not just 
knowledge itself. The minimal model is only appropriate if such 
conditions cannot be met. 

The position I have taken up is that communicative competence 
should be the goal of language instruction in Japan, but that in many 
cases it may be more practical to focus on knowledge rather than 
control, on the understanding that those learners who subsequently 
need to use English for purposes of communication can rapidly develop 
control once real opportunities for using English present themselves. I 
have also suggested what aspects of knowledge should be the focus of 
language instruction-linguistic and sociolinguistic knowledge. I have 
suggested that this focus can best be achieved by emphasizing formulas 
and how to use these in socially appropriate ways, although not to the 
complete neglect of grammatical rules. 
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It is likely that teaching the kind of minimal communicative compe
tence I have identified as the probable goal of language instruction in a 
school setting in Japan can be best achieved through problem-solving 
activities designed to raise learners' consciousness about linguistic and 
sociolinguistic features of English. The rationale for this follows from 
the arguments that have already been set out. If the goal is knowledge 
rather than control, then the need is for activities that emphasize 
intellectual understanding rather than automaticity of use. Conscious 
attention to sociolinguistic phenomena may, in fact, be necessary to 
ensure they are acquired, for as Schmidt (1990) argues: 

Simple exposure to sociolinguistically appropriate input is un
likely to be sufficient for second language acquisition of prag
matic and discoursal knowledge because the linguistic realiza
tions of pragmatic functions are sometimes opaque to language 
learners and because the relevant contextual factors to be noticed 
... may be non salient to the learner. (p. 234) 

Thus, learners who develop explicit knowledge of English "rules of 
speaking" may ultimately become more effective communicators than 
those who rely exclusively on implicit learning. 

An example of the kind of consciousness-raising activity that might 
be used can be found in Appendix A. The targeted feature in this case 
is "refusals," which, as we have already seen, constitute a sociolinguis
tic problem for many Japanese learners. The aim of the activity is 
twofold: (a) to make the learners aware of what formulas are used in the 
performance of refusals in English, and (b) to make them aware of the 
sociolinguistic rules that apply to the use of these formulas. The 
materials do provide some opportunity for the learners to produce 
refusals, but there is no insistence on automatic production. The aim is 
to raise consciousness about the forms and their appropriate use, not to 
develop the ability to use the forms in actual communication. 

This proposal for an approach based on consciousness-raising is in 
conflict with the recommendations made by Tanaka (1988). Tanaka 
considers that "the need to give students enough practice time is crucial 
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for the teaching of English in Japan" (p. 96). She argues that it is 
precisely because learners have little opportunity to use English outside 
the classroom, that opportunities for practice must be found in the class
room. But she goes on to point out that "the present situation of Japanese 
schools is not very favourable for the purpose," noting that in public 
junior high schools English is only taught three times a week, and that 
the large class size makes it difficult for individual students to obtain 
sufficient practice. It is precisely these practical considerations that 
have led me to propose a minimal model of communicative competence 
as the target of instruction in such settings by emphasizing knowledge 
at the expense of control and consciousness-raising rather than prac
tice. 

Of course, if English is used as the medium for carrying out 
consciousness-raising tasks of the kind illustrated in Appendix A, 
opportunities for communicating in English will also be made avail
able. Learners will talk about language problems of various kinds. In 
this way, they can focus on the knowledge dimension of communica
tive competence, while engaging in the kind of language use that is 
required to develop the control dimension. 

Rod Ellis is currently Professor of Applied Linguistics at Temple 
University Japan, where he teaches postgraduate courses in TESOL. He 
has published a number ofEL T textbooks. He has also published widely 
in the fields of second language acquisition and teacher training, his 
most recent book being Instructed Second Language Acquisition 
(Blackwell). 

References 

Allen, P., Swain, M., Harley, B., & Cummins, J. (1990). Aspects of classroom 
treatment: Towards a more comprehensive view of second language education. In 
M. Harley, P. Allen, J. Cummins, & M. Swain (Eds.), The Development of second 
language proficiency (pp. 57-81). Cambridge: Cambridge University Press .. 

Bamlund, D. (1974). The public self and private self in Japan and the United States. 
In G. Condon & M. Sato (Eds. ), Intercultural encounters with Japan. Tokyo: 
Simul Press. 

Beebe, L., & Takahashi, T. (1989). Do you have a bag? Social status and patterned 

125 



Communicative Competence and the Japanese Learner 

variation in second language acquisition. In S. Gass, C. Madden, D. Preston, & L. 
Selinker (Eds.), Variation in second language acquisition 1: Discourse and 
pragmatics (pp. 103-125). Clevedon: Multilingual Matters. 

Beebe, L., Takahashi, T., & Uliss-Weltz, R. (1990). Pragmatic transfer in ESL 
refusals. In R. Scarcella, E. Andersen, & S. Krashen, (Eds.) , Developing commu
nicative competence in a second language (pp. 55-74). Rowley, MA: Newbury 
House. 

Bialystok,E. (1982). On the relationship between knowing and using linguistic fonns. 
Applied Linguistics 3, 181-206. 

Bialystok, M., & Sharwood-Smith, M. (1985). Interlanguage is not a state of mind: 
An evaluation of the construct for second-language acquisition. Applied Linguis
tics 6, 101-117. 

Blum-Kulka, S., House, J., & Kasper, G. (Eds.). (1989). Cross-cultural pragmatics: 
Requests and apologies. Norwood, NJ: Ablex. 

Canale, M. (1983). From communicative competence to communicative language 
pedagogy. In J. Richards & R. Schmidt (Eds. ), Language and communication (pp. 
2-27). London: Longman. 

Canale, M & Swain, M. (1980). Theoretical bases of communicative approaches to 
second language teaching and testing. Applied Linguistics. 1, 1-47. 

Candlin, C. (1981). Fonn, function and strategy. In C. Candlin (Ed.), The Communi
cative Teaching of English. London: Longman. 

Chomsky, N. (1965). Aspects of the theory of syntax. Cambridge, MA: MIT Press. 
Clancy, P. (1990). Acquiring communicative style in Japanese. In R. Scarcella, E. 

Andersen, & S. Krashen, (Eds.), Developing communicative competence in a 
second language (pp. 27-44). Rowley, MA: Newbury House. 

Cummins, J., Harley, B., Swain, M., & Allen, P. (1990). Social and individual factors 
in the development of bilingual proficiency. In M. Harley, P. Allen, J. Cummins, 
& M. Swain (Eds.), The development of second language proficiency (pp. 119-
133). Cambridge: Cambridge University Press. 

d' Anglejan, A. (1990). The role of context and age in the development of bilingual 
proficiency. In M. Harley, P. Allen, J. Cummins, & M. Swain (Eds.), The 
development of second language proficiency (pp. 146-157). Cambridge: Cambr
idge University Press. 

Doi, T. (1977). The Anatomy of Dependence (tr. by J. Bester). Tokyo: Kodansha. 
Fukushima, S., & Iwata, Y. (1985). Politeness in English, JALT Journal 7, 1-14. 
Graham, J. (1990). An exploratory study of the process of marketing negotiations 

using a cross-cultural perspective. In R. Scarcella, E. Andersen, & S. Krashen 
(Ed.), Developing communicative competence in a second language (pp. 239-
270). Rowley, MA: Newbury House. 

Harley, M., Allen, P., Cummins, J., & Swain, M. (Eds. ). (1990). The development of 
second language proficiency. Cambridge: Cambridge University Press. 

Harley, B., Cummins, J. S, Swain, M., & Allen, P. (1990). The nature of language 

126 



Communicative Competence and the Japanese Leamer 

proficiency. In M. Harley, P. Allen, J. Cummins, & M. Swain (Eds.), The 
development of second language proficiency (pp. 7-25). Cambridge: Cambridge 
University Press. 

Hill, T. (1990). Sociolinguistic aspects of communicative competence and the 
Japanese learner. Dokkyo University Studies in English, 36, 69-104. 

Hymes, D. (1971). On Communicative Competence. Philadelphia: University of 
Pennsylvania Press. 

Lennon, P. (1989). Introspection and intentionality in advanced second-language 
acquisition. Language Learning, 39, 375-395. 

LoCastro, V. (1987). Aizuchi: A Japanese conversational routine. In L. Smith (Ed.), 
Discourse across cultures: Strategies in world Englishes (pp. 101-113). London: 
Prentice Hall. 

Loveday, L. (1982). The Sociolinguistics of learning and using a non-native lan
guage. Oxford: Pergamon. 

O'Neill, R. (1977). The limits of notional/functional syUabuses-or "My guinea pig 
died with its legs crossed." In S. Holden (Ed.), English for specific purposes. 
London: Modern English Publications. 

Paulston, C. (1975). Linguistic and communicative competence in theESOLc1assroom. 
TESOL Quarterly, 8,347-62. 

Rampton, B. (1987). Stylistic variability and not speaking "normal" English: Some 
post-Labovian approaches and their implication for the study of interlanguage. In 
R. Ellis, (ed.), Second language acquisition in context (pp. 47-58). London: 
Prentice Hall. . 

Rutherford, W. E. (1987). Second language grammar: Learning and teaching. 
London: Longman. 

Rutherford, W. E., & Sharwood-Smith, M. (1988). Introduction. In W. E. Rutherford 
& M. Sharwood-Smith (Eds.), Grammar and second language teaching (pp. 1-8). 
Rowley, MA: Newbury House. 

Scarcella, R., Andersen, E., & Krashen, S. (Eds.). (1990). Developing communicative 
competence in a second language. Rowley, MA: Newbury House. 

Schmidt, R. (1983). Interaction, acculturation, and the acquisition of communicative 
competence: A case study of an adult In N. Wolfson & E. Judd (Eds.), Sociolin
guisticsand language acquisition (pp.137-174). Rowley, MA: Newbury House. 

Schmidt, R. (1990). Consciousness, learning, and interlanguage pragmatics. Univer
sity of Hawaii Working Papers in ESL, 9, 213-243. 

Swan, M. (1985). A critical look at the communicative approach. ELTJ 39,2-12; 76-
87. 

Takahashi, T., & Beebe, L. (1987). The development of pragmatic competence by 
Japanese learners of English. JALT Journal 8, 131-155. 

Taylor, D. (1988). The meaning and use of the term "competence" in linguistics and 
applied linguistics. Applied Linguistics 9, 148-168. 

127 



Communicative Competence and the Japanese Leamer 

Tanaka, N. (1988). Politeness: Some problems for Japanese speakers of English. 
JALT Journal, 9,81-102. 

Widdowson, H. (1989). Knowledge of language and ability for use. Applied Linguis
tics, 10, 128-137. 

Wolfson, N. (1983). An empirically based analysis of complimenting in American 
English. In N. Wolfson & E. Judd (Eds. ), Sociolinguistics and language 
acquisition (pp. 82-95). Rowley, MA: Newbury House. 

Wolfson, N. (1989). Perspectives: Sociolinguistics and TESOL. Rowley, MA: 
Newbury House. 

128 



Communicative Competence and the Japanese Learner 

Appendix 

The following activities have been· designed to raise students' consciousness 
about how to refuse invitations in English. The activities are based on infonnation 
provided in Beebe, Takahashi, and Uliss-Weltz (1990). 

A. What would you say in the following situations? 

1. You work in an office of an American bank. One day your boss says, "I am 
having a party at my house this Saturday. Would you like to come?" 

2. You receive a telephone call from a close friend. He says, "I've got some 
free tickets for a pop concert tonight Do you want to come?" 

B. Compare your answers in A to the ones below. How do they differ. 

1. Thank you, it's really kind of you, but I'm sorry 1 won't be able to come 
because it's my mother's birthday that day. 

2. I'd really like to go but I've already arranged to go for a meal with my friend 
Keiko. 1 guess 1 could cancel it, but 1 did that last time 1 arranged something 
with Keiko, so I think I'd better not. Thanks a lot though. 

C. Make the refusals in these dialogues more polite. 

1. English Teacher: 

Noriko: 

English Teacher: 

2. John: 
Takayo: 
John: 

Takayo: 
John: 

Hey, I'm arranging a picnic for some of my 
students Sunday. Why don't you come along? 
Thank you, no. I am busy that day. If the picnic was 
on Saturday 1 could come. 
Sorry, 1 can't change the day now. Well, maybe next 
time. 

Hi, Takayo. It's good to see you. How are you doing? 
I'm fine. 
Look, some friends of mine are going to the beach this 
weekend. It would be great if you could join us. 
I have another engagement then. 
Oh, I see. Okay, then. Be seeing you. 

D. Discuss with your teacher how to make a polite refusal in English. 
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The Acquisition of English Affixes Through General 
and Specific Instructional Strategies 

Steven Ross and Richard Berwick 

Numerous claims have been advanced about the effectiveness of techniques 
which may assist the learning of word structure and derivational morphology. 
The literature of classroom second language learning is also replete with 
counter claims about the effectiveness of fonnal instruction, those associated 
in particular with the notion that comprehensible input is best provided without 
overt focus on fonn. The present study compared the relative effectiveness of 
(a) general reading (non-fonn-focused) against (b) reading plus skill-building 
exercises organized around common English affixes (fonn-focused). The fre
quencies of affix recognition and production for one group of Japanese first
year university students which received only general reading were compared 
with those of another which received general reading plus skill-building. 
Comparisons were based on tests of general vocabulary, word recognition, and 
essay writing. Results ofT-tests indicated some support for skill-building as 
measured by the use of learned affixes in such unrestricted tasks as essay 
writing. Perfonnance on essays appears to improve if the affixes have been 
presented systematically and in salient positions in the lexical structure. 

1. Introduction 

The acquisition of morphology has for two decades been a focal 
point of second language acquisition (SLA) research. Throughout the 
seventies the literature on SLA was replete with studies on the relative 
difficulty and learnability of various grammatical morphemes in Eng
lish. These studies examined the possibility of a systematic order of 
learning these grammatical morphemes which did not match the 
frequency with which they appeared in the input to the second language 
learners. Evidence that learners from different language backgrounds 
seem to acquire certain ~orphemes in an order unrelated to the order of 
input led some researchers (Burt, Dulay, & Krashen, 1982) to suggest 
the operation of a universal cognitive mechanism for SLA. While the 
infatuation with the order of grammatical morpheme acquisition 
dominated the interest of SLA specialists in the seventies, for first 
language reading researchers, a different, but related, interest in mor
phology became the center of attention. In the research on reading, it is 
taken for granted that the acquisition of basic grammatical morphemes 
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has already taken place. The area of interest here is how native readers 
expand their vocabulary and their knowledge of word structure. 

Although the acquisition of grammatical morphemes by second 
language learners and the acquisition of derivational morphology by 
first language readers appear at first to be different processes, they are 
related by studies which examine the concept of teachability and 
implications of teach ability for instructional practice. In the case of 
acquiring second language grammatical competence, a conclusion of 
the morpheme studies was that some morphemes at least could not be 
overtly taught (Krashen, 1982; Pienemann, 1985). 

In first language vocabulary and word structure development, the 
question of teach ability is also an issue-with widely varying opinions 
from experts in the field. Chall (1987), for instance, cites considerable 
evidence to suggest that direct teaching of vocabulary study is highly 
beneficial for both recognizing and understanding words. In a related 
review of the empirical evidence, Sternberg (1987) points out that 
instruction in certain strategies for inferring word meanings from 
context is effective for teaching readers to utilize context. Others, for 
example Tyler and Nagy (1989), entertain the hypothesis that knowl
edge of word structure-of derivational morphology-is "compart
mentalized" and can therefore come under the purview of a conscious 
learning process, while word meanings-free morphemes-are best 
learned from the context in which they are first encountered, that is, 
through meaningful input. Nagy and Herman (1987) contend that 
incidental learning achieved through reading is a far more powerful 
source of information to first language learners than instruction about 
vocabulary . 

The literature on the acquisition of morphology by second language 
learners is similarly without consensus. Well over a decade ago, 
Stephens (1977) argued for training second language learners to 
memorize a limited number of morphological distinctions that can aid 
them in reading more fluently. When the issue of actual acquisition of 
morphology is raised, however, the more recent research evidence 
suggests that instruction may not be effective. Felix and Hawn (1985), 
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for instance, find that learners acquire feature systems of morphemes 
and pronominals rather than complete morphemes and that what is 
acquired may be unrelated to instruction. Hyams (1986) argues that 
acquisition of derivational morphology may be more determined by the 
degree of markedness with respect to core features of the target 
language relative to the native language than by instruction. Here the 
notion of a universal constraint on learnability is used to predict the 
absence of certain morphological features in learner output. 

The issue of input has also been of interest to second language 
researchers, although the precise nature of input has to date been 
unclear. For example, Lightbown (1985) suggests that even a high 
frequency of morphologically rich input leads to pseudo-acquisition: 
learners cannot monitor input well enough to acquire what is directed 
at them. Similarly, Pica (1985) finds that learners can infer the presence 
of only a relatively small number of morphemes with clear f9rm
function relationships from the input. Explicit instruction of more 
complex morphological structures in Pica's study failed to aid the 
learners to acquire and produce them. Pica (1983) also contends that the 
apparent difficulty of certain morphemes may be a problem of con text
dependence (cf. Sternberg, 1987; Tyler & Nagy, 1989). 

The issue of task-dependence has been linked to inferences made 
about the difficulty of morphemes and associated rank orders of 
complexity. Abraham (1983) used three different tasks to examine the 
difference in applying the third-person singular morpheme, but could 
find no difference among the tasks (but see Tarone, 1988, which reports 
a significant degree of task dependence for use of articles). The issue of 
task (Le., "context") is one that Koln (1982) addresses as well, noting 
that if observations of morpheme ~difficulties' are task-dependent, the 
entire notion of competence would have to be linked to precise 
definitions of the tasks which are used to observe the result of acquisi
tion, a problem which Gregg (1990) argues merely produces measures 
of variable performance without tapping learners' underlying compe
tence. 
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2. Skill-building and Comprehensible Input 

In an extensive review of the literature on the teaching of vocabulary 
and spelling rules to first language speakers, Krashen (1989) points out 
that little evidence is available to suggest that skill-building instruction 
has any effect on subsequent attainment in vocabulary recognition or 
use. For Krashen, the most powerful alternative to skill-building, or 
overt instruction in vocabulary, and by extension, morphology, is the 
provision of plentiful and accessible reading materials, which is sufficient 
to provide contextualized and comprehensible input (Krashen, 1988). 

Given the lack of consensus on the role of skill-building, fonnal . 
instruction, and the use of tasks in the acquisition of second/foreign 
language morphology, a study was designed to address the issue of 
whether focussed, modular instruction in derivational morphology in a 
foreign language learning context would produce evidence that mor
phological structures can be learned through instruction and subse
quently applied to tasks entailing both restricted and unrestricted use of 
the structures. The advantage of examining the effect of the skill
building in a foreign language context is that the influence of informal 
acquisition is minimized since the only readily available sources of 
input for learners are those which the teacher has organized in the 
classroom. The advantage of employing a measure of use which is 
unrestricted as to the use of specific morphemes is that learners' 
performance can be taken as a measure of which structures have been 
acquired over time. 

3. The Study 

3.1 Participants and Instructional Tasks 
Members of two sections of English composition for non-foreign 

language majors at a Japanese university participated in the study. 
Group One (n = 30), the reading-only group, comprised of economics 
majors, read short stories written according to readability criteria 
(Parker, 1978) and then took short comprehension tests. Afterwards 
members of the group wrote short summaries of what they had read. 
Group Two, (n = 30), the word study group, made up of management 
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science majors, read the same short story series, but then completed 
short morpheme study exercises and tests which systematically re
viewed complex words introduced in the reading selections before 
writing short summaries of the stories. The two groups differed only in 
that the word study group focused on word structure as part of their in
class practice. Both groups continued with the read-test-summarize se
quence for one academic year-approximately 35 hours of instruction. 

For both groups the reading input consisted of a controlled sequence 
of vocabulary and syntactic structures. In the case of vocabulary, the 
number of syllables was controlled as were the number and type of 
specific prefixes and suffixes. Each reading selection had these affixes 
introduced in the body of the story-the morphemes of interest in this 
study. 

Although both groups were exposed to the morphemes in the context 
of the readings before attempting their respective exercises, only the 
Group Two members completed the skill-building module exercises 
designed to break down complex words and define the morphemes 
introduced in the lesson. The affixes introduced in the word structure 
reading and skill-building exercises and featured in the analysis of the 
English bound morphemes are listed in Figure 1. 

Figure 1: 
Bound Morphemes Introduced in Readings and Exercises 

Prefixes Suffixes 

de- -able -ion 
dis- -age -ish 
im- -al -ive 
ir- -ance -less 
mis- -ant -ly 
non- -ate -ment 
pre- -ation ness 
re- -ful -ous 
sub- -ic -ship 

-ify 
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3.2 Hypotheses 

The effect of skill-building exercises on English affixes was hypothe
sized to be evident in tasks involving recognition and production of 
word structure. To examine this possibility, tests of general vocabulary, 
a word well-fonnedness identification task, and an unrestricted produc
tion task, a free composition, were administered at various points 
during the term. The skill-building exercises were not expected to 
influence recognition of lexical items on the general vocabulary test 
since the test did not encompass the range of affixes presented during 
skill-building. No group differences, therefore, were expected to ap
pear on the basis of the vocabulary test (Hypothesis 1). The effect of 
skill-building for Group Two was, however, expected to be evident in 
learning of well-formed, morphologically complex English words 
(Hypothesis 2) which would transfer to the skill of writing (Hypothesis 
3). Figure 2 summarizes the three hypotheses. 

Figure 2: 
Hypotheses 

Dependent Variable Predicted Outcome 

1. General Vocabulary no difference 

2. Well-Formedness word study group> reading group 

3. Morphemes in Essays word study group> reading group 

3.3 Instruments 

At the outset of the study both groups were given the structure and 
vocabulary recognition subtests of the Comprehensive English Lan
guage Test (CELT) Form A (Harris & Palmer, 1982) in order to 
compare their level of proficiency in English. Results of unpaired T
tests of the mean scores are shown in Table 1. No significant differences 
were found between the two groups on these two measures of proficiency. 

After the 11 th and 25th weeks of instruction students in both groups 
were required to write expository essays about familiar topics. These 
essays were word-processed and analyzed with a word-search program 
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Table 1: 
Results of Pre-test 

CELT A Structure CELT A Vocabulary 

Reading Group 

Mean 41.14 30.07 
S.D. 8.86 4.18 

Word Study Group 

Mean 40.14 28.55 
S.D. 6.30 5.23 

T= .503 (os) 1.240 (os) 

designed to identify and tally instances of correctly used derivational 
morphemes (those listed in Figure 1). At the end of the term both groups 
also completed the CELT Form B Vocabulary Subtest, a test of general 
vocabulary knowledge, and a word well-formedness recognition task 
(Tyler and Nagy, 1989)---the Word Sense Test (see Figure 3) in which 
the learners determined whether or not the key words in a series of 50 
sentences were morphologically well-formed. Figure 3 shows sample 
items from the word well-formedness task. 

Figure 3: 
Word Seose Test Samples 

1. Patton showed great generalship during the North African campaign. 

* 2. Workers with greater loyalment will receive rapid promotion. 

3. Tameness is a valued characteristic of pets. 

4. The relative valuation of the yen and dollar change almost every day. 

* 5. Pollution influences the atmospherely changes we see increasingly in Japan. 

* 6. The cooks were not prepared for the amount of butterance in the kitchen. 

* 7. The government wants to forestify the areas which have been clearcut. 

* indicates items with inappropriate affixation 
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4. Results and Interpretation 

The hypotheses were tested with both recognition and direct per
fonnance tasks. Table 2 shows the means, standard deviations, and tests 
of mean differences for the recognition tasks. Tests of general vocabu
lary knowledge evinced no significant differences between the two 
groups, a result supporting the first hypothesis, although perfonnance 
on the direct test of morphological knowledge-the Word Sense Test
also failed to distinguish between the groups, a result which offered no 
support for the second hypothesis. 

Table 2: 
Results of Reading and Word Recognition Tests 

Reading Group 

Mean 
S.D. 

Word Study Group 

Mean 
S.D. 

T= 

Word Sense 

23.60 
7.81 

24.65 
5.62 

-.590 (ns) 

CELTB 
(Vocabulary) 

32.07 
10.88 

32.13 
9.27 

-.022 (ns) 

It should be recalled that the hypotheses listed in Figure2 indicate a 
predicted ordering of mean differences between the two groups. The 
results presented thus far indicate that instructional activity which 
focused on skill-building was largely without effect in the present 
study. In the case of the test of general vocabulary, which included a 
broad sample of English vocabulary items, it may be supposed that the 
word study which was accomplished did not correspond to the limited 
range of items available for analysis during the test: Specific knowledge 
gained during skill-building thus would not be expected to transfer to 
a general measure which does not test for such knowledge. An alterna
tive explanation for the results on the vocabulary test is that both groups 
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would have obtained an equivalent amount of exposure through the 
reading practice and thus that their scores would have been indistin
guishable. 

The Word Sense Test (which also failed to produce significant group 
differences) contained a variety of affixes attached to root words; to this 
extent the test content more closely approximated the kinds of items 
which were incorporated· into the skill-building exercises. The lack of 
group differences may indicate that very few of the items, whether well
formed or ill-formed, were analyzed for morphology, or that both 
groups of learners relied equally well on their recollection of whole 
words to distinguish words from non-words. These possibilities sug
gest that skill-building may have to contend with the forms and 
persistence of prior learning on recognition tasks. 

The final assessment of morphology skill-building in this study, the 
comparison of group differences in the use of the key affixes in the 
essays, was considered an important test of the third hypothesis in that 
transfer of the skills built in the word study exercises should be 
observable in direct production tasks if indeed acquisition has taken 
place. Two independent tests, one for prefixes and the other for the 
suffixes, were used in the analysis of the production tasks, the results of 
which are summarized in Table 3. 

Table 3: 
Transfer to Composition Tests 

Mid-tenn Mid-tenn Final Final 
Prefixes Suffixes Prefixes Suffixes 

Reading Group 

Mean .200 5.8 .467 3.9 
S.D. .484 .3 .860 4.0 

Word Study Group 

Mean .167 5.0 .900 3.4 
S.D .531 3.5 1.02 2.4 

T .254 (ns) .859 (ns) -1.77* .576 

* significant difference at p < .05 
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Table 3 shows that, in the transfer to essay writing, only one of the 
criteria, the greater frequency of prefix use in the compositions of the 
Word Study Group, supported the third hypothesis. Although there was 
no difference at mid-term in the relative frequency of affix use between 
the groups, there is some weak evidence that the effects of skill-building 
do eventually tum up in student writing. Slobin' s (1973; 1985) concept 
of operating principles in first and second language development may 
be of some help in explaining the group difference associated with the 
production of prefixes. Clahsen (1990) and Anderson (1988), for 
example, invoke Slobin' s principle of formal determinism to account 
for why some grammatical structures are more easily retained from 
input than others: 

When the fonn/meaning relationship is clearly and uniformly 
encoded in the input, the learner will discover it earlier than other 
fonn/meaning relationships and will incorporate it more consis
tently within his interlanguage system. (Anderson, 1988, p. 86) 

Even though the learners in the Word Study group had the benefit of 
skill-building exercises focusing on derivational morphology, the read
ing exercises they also engaged in may have included suffixes which 
were obscured in complex words so that the key suffixes were less 
salient in the input than were the relatively more exposed prefixes. The 
prefixes may thus have been easier to recall for use during production 
because of their exposed position in the input. 

5. Summary and Conclusion 

This study found no evidence for the claim that general reading 
provides a better basis for vocabulary growth in a second language than 
skill-building. The study found, to the contrary, some evidence to 
support the use of skill-building exercises in derivational morphology 
to the extent that items are identified in coherent texts and that affixes 
occupy salient positions in the lexical items introduced in the texts. That 
is to say, the utility of affix study lies in the contextualized presentation 
of clearly and consistently encoded items with a conspicuous position 
in word structure. In contrast to Krashen's (1989) claim that skill-
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building is generally ineffective, this study found limited support for 
explicit instruction in derivational morphology. Evidence for the effec
tive learning of derivational morphology, however, must be obtained 
from appropriate sources, including what have been referred to here as 
unrestricted production tasks which allow the learner opportunities to 
produce affixes in a meaningful context. 

Further efforts to replicate and verify the results of this study will be 
necessary before strong claims about the utility of skill-building can be 
made on the basis of empirical evidence. This is, in fact, a general 
caution for all studies in the area of classroom second language learning 
which deal with the relative effectiveness of instructional variables. 
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An Issei Japanese American's Interlanguage: 
Negation, Time Reference, and Topicalization 

Kazuko Matsumoto 

This article reports the findings of an analysis of an issei (first-generation) 
Japanese American's English interlanguage from three perspectives: (a) 
negation, (b) time reference, and (c) topicalization. A quantitative and norma
tive analysis of the informant's interlanguage negation has resulted in placing 
him in the mid-mesolang stage of Stauble 's (1984) Japanese-English negation 
continuum. A qualitative analysis of time reference showed that this mid 
mesolang speaker's primary means of expressing temporality is by the use of 
pragmatic devices such as time adverbials and implicit reference rather than by 
relying on verb phrase morphology. The learner's use of interlanguage 
topicalizations, which is argued to occur as a result of transfer from "wa 
constructions" in Japanese, appeared in the form of three major syntactic 
constructions: (a) NP + copula constructions, where a copula is used as a topic
marker, (b) left-dislocation clauses with a sentence-initial topic NP and a re
sumptive pronoun, and (c) other "topic + comment" constructions without 
topic-marking copulas or resumptive pronouns. The findings of this case study 
suggest that the two major forces which have guided this Japanese speaker in 
constructing his English interlanguage system over the past years of natural
istic acquisition in the U.S. are native language transfer and simplification. 
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Prologue: Taka's Return to Japan in 1941 

Nineteen-forty-one! August. That's last boat. You see, I was not 
this state. I was in Washington. Seattle. Last boat-last boat. 
August I think fifteen twenty. Something like that. And the 
Hiemaru going to like Japan. That's last one. Over here San 
Francisco Tatsudamaru. And there that's last boat. A --nd cut off 
transportation! Japanese soldier invade to the a--h South French 
Indo China. Now the Vietman call. But them days call South Indo 
China. And America stopped for trading Japan, a--nd frozing all 
property property. Yeah. So last boat I take it. Only I got two 
hundred dollars. I can take it back there. Wife also. Not more than 
a two hundred dollars. All freeze up. Yeah. 

1. Introduction 

Researchers in the field of second language (L2) acquisition have 
conducted descriptive analytical studies of L2 learners' English inter
languages from different perspectives: for example, negation (e.g., 
Kuwahata, 1984; Stauble, 1984), expression of temporality (e.g., 
Schumann, 1987), and verb phrase morphology (e.g., Robison, 1990). 
Some of these studies focused on English interlanguages acquired or 
learned by native speakers of Japanese, but none of them seem to have 
approached the analysis with sensitivity to the ethnical historical 
background underlying the learner's naturalistic L2 acquisition. 

This paper provides a description and a preliminary account of an 
issei Japanese American's English interlanguage from the perspectives 
of negation, time reference, and characteristic syntactic constructions 
used by the learner. Specifically, the rese~ch questions this paper 
addresses are the following: (a) How does the learner express negation 
in his interlanguage system; (b) how does the learner establish or switch 
time reference in the discourse; and (c) what characteristic interlan
guage constructions does the learner use? A quantitative analysis will 
be done with negation, whereas time reference will be analyzed quali
tatively. A qualitative analysis of the informant's characteristic inter-
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language constructions, which is the main focus of this paper, deals with 
topicalization constructions. 

2. Method 

2.1. Informant 
The informant of this study, Taka (a pseudonym), is an 88-year-old 

male issei Japanese American who came from Okayama, Japan, to the 
United States in 1915 at the age of fifteen with no previous English 
education in his home country. 1 Although he was back in Japan from 
1941 to 1948 (because of World War II), he has been living in the U.S. 
for about 66 years. On arrival in the U.S., he began to work instead of 
attending grade school, and subsequently he was engaged in various 
jobs. He worked as a gardener from 1958 to 1982, but he had already 
retired at the time of the interview for this study. The only formal 
instruction he had was night-school English classes he took for a couple 
of months right after his arrival in the U.S. He says that he has acquired 
L2 English primarily through daily communicative interaction with the 
English-speaking people by whom he has been employed. The highest 
level of education he completed in his home country was primary 
school. 

2.2. Data Collection 

A 95-minute interview was conducted with the informant at his 
home in West Los Angeles in January 1990. The interviewer was a 
sansei (third-generation) Japanese American (a native speaker of 
American English with very little knowledge of Japanese) who had 
already known the informant at the time of the interview. This helped 
Taka to talk candidly without becoming cautious. The present author 
observed the interview and took notes whenever necessary. After the 
interview was recorded and transcribed, a retrospective interview was 
conducted with the learner in Japanese to correct the transcribed data 
and clarify his intended meaning of some interlanguage constructions. 
In order to further increase the accuracy of the transcription, the 
transcript was crosschecked by two native English speakers (including 
the interviewer) with previous familiarity with the interviewee's Eng
lish interlanguage, and two native Japanese speakers. 
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2.3. Data Analysis 
The recorded interview data were transcribed and coded following 

the conventions specified by Andersen (1990, pp. 29-54). For each 
basic unit of transcription (Le., a clause or a clause fragment) ,2 six types 
of coding were done: (a) time reference (anterior or nonanterior),3 (b) 
clause type (negative statement or question), (c) verb category (simple, 
copula, progressive auxiliary, perfect "have" auxiliary, modal auxil
iary, or quasi-auxiliary), (d) form used (no, not, don't, doesn't, or 
didn't), (e) form required (same forms as in previous section), and (f) 
position of negator for auxiliaries (zero, after, or before auxiliary).4 
Based on the coding of these six columns, normative matrices for 
negation (i.e., matrix based on a hypothetical native English norm) 
were prepared, and two quantitative measures (i.e., %SOC = percent 
supplied in obligatory contexts and %TLU = percent target-like use) 
were calculated. 

3. Results and Discussion 

The results of the analysis of the interview data from three perspec
tives (Le., negation, time reference, and topicalization) are presented 
below. 

3.1. Negation 
The research questions (RQ) concerning interlanguage negation this 

section addresses are the following (Andersen, 1990, pp. 76-81): 

RQ 1 (form): What negative form or forms does the learner use in (a) 
propositional negation and (b) constituent negatio~? 

RQ2 (position): What position does the negator have in proposi
tional negation? 

RQ2a (normative): When native English would require an auxiliary 
(and then the expected native order would be auxiliary + negator). 

RQ2b (autonomous): What systematic distribution is there for neg 
position in negated propositions? S 
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RQ3 (do support-I): What forms does the learner use in contexts 
which would require do support in English? 

RQ3a (don't): When native English requires don't, what does the 
learner do? 

RQ3b (doesn't): When native English requires doesn't, what does 
the learner do? 

RQ3c (didn't): When native English requires didn't, what does the 
learner do? 

RQ4 (do support-2): If the learner indeed uses either of the do
support forms doesn't or didn't even a small percentage of the 
time, what is the distribution of the target English form (doesn't 
didn't) vs. the nontarget forms (such as no not don )16 

Results of Normative Analysis: Table 1 tabulates the forms Taka 
used in the six categories of negation against the forms that would be 
required in standard native English. The results of normative analysis 
(Le., analysis based on native speakers' norm) of the data are given 
below the table. 

Constituent Negation: Taka supplied no in 26 of 27 (96%) obliga
tory contexts and all (100%) of 26 uses of no were target-like. He also 
supplied not correctly in all of 15 (100%) contexts requiring it, and his 
target-like usage of not was 100%. There was one context which 
required no but he supplied nothing as a negative quantifier. 

Propositional Negation 
Simple Verb Negation: The learner correctly supplied don't in 28 of 

29 (97%) obligatory contexts, but only 28 out of 51 (55%) of all uses 
of don't were used in target-like ways. The learner never (0%) used 
didn't in 27 contexts that required it; instead don't was used in 22 out 
of 27 (81 %) such contexts, the remaining contexts being supplied with 
doesn't (4%), no (4%), and not (11 %). He also had one context 
requiring doesn't but he used don't in that context. 

Copula Negation: Taka used isn't in 4 of 7 (57%) obligatory 
contexts, and 67% of all uses (4 out of 6) of isn't were target-like. He 
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Table 1 
Nonnative Matrices for Negation 

Used Required 

Constituent Negation no+X not+X 

no+X 26 0 
not+X 0 15 
nothing+X 1 0 

Simple Verb Negation don't doesn't didn't 

Don't 28 1 22 
Doesn't 0 0 1 
Didn't 0 0 0 
no 1 0 1 
not 0 3 0 

Copula Negation 'mnot isn't wasn't 

'mnot 0 2 0 
isn't 0 4 2 
wasn't 0 1 0 
not 0 3 2 

Progressive Aux Negation isn't wasn't 

isn't 0 0 
wasn't 0 0 
not 0 

Perfect Aux Negation haven't Vn hadn't Vn 

don't V 0 1 
not V 1 0 
notVn 0 

Modal Aux Negation can't couldn't won't shouldn't 
can't 9 7 0 0 
couldn't 0 0 0 0 
won't 0 0 0 0 
shouldn't 0 0 0 0 

correctly supplied wasn't in one of 5 (20%) obligatory contexts and his 
use of wasn't was target-like. Not was used (Le., no copula was 
supplied) in 3 out of 7 (43%) contexts requiring isn't and in 2 out of 5 
(40%) contexts requiring wasn't. Also he used isn't in 2 out of5 (40%) 
contexts that required wasn't. 
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Constituent Negation: Taka supplied no in 26 of 27 (96%) obliga
tory contexts and all (100%) of 26 uses of no were target-like. He also 
supplied not correctly in all of 15 (100%) contexts requiring it, and his 
target-like usage of not was 100%. There was one context which 
required no but he supplied nothing as a negative quantifier. 

Propositional Negation 
Simple Verb Negation:· The learner correctly supplied don't in 28 of 

29 (97%) obligatory contexts, but only 28 out of 51 (55%) of all uses 
of don't were used in target-like ways. The learner never (0%) used 
didn't in 27 contexts that required it; instead don't was used in 22 out 
of 27 (81 %) such contexts, the remaining contexts being supplied with 
doesn't (4%), no (4%), and not (11 %). He also had one context 
requiring doesn't but he used don't in that context. 

Copula Negation: Taka used isn't in 4 of 7 (57%) obligatory 
contexts, and 67% of all uses (4 out of 6) of isn't were target-like. He 
correctly supplied wasn't in one of 5 (20%) obligatory contexts and his 
use of wasn't was target-like. Not was used (i.e., no copula was 
supplied) in 3 out of 7 (43%) contexts requiring isn't and in 2 out of 5 
(40%) contexts requiring wasn't. Also he used isn't in 2 out of5 (40%) 
contexts that required wasn't. 

Progressive Auxiliary Negation: The learner used not (Le., deleted 
progressive auxiliary) in one context which required wasn't. 

Perfect Auxiliary Negation: Taka didn't use have, has, or had in 
three contexts which required them. Instead he used not V in one context 
requiring haven't Vn; not Vn and not V were used in two contexts 
requiring hadn't Vn. 

Modal Auxiliary negation: The only negated modal auxiliary Taka 
used was can't. He correctly supplied 9 out of 9 (100%) required 
contexts with can't, but only 56% (9 of 16) of his uses of can't were 
target-like (the remaining 7 contexts (44%) required use of couldn't). 

Summary of Negative Forms Used in Propositional Negation: The 
number and percentage of negative forms used by the learner Taka in 
propositional negation are summarized in Table 2. 
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Table 2: 
Number and Percentage of Negative Forms 

Used in Propositional Negation 

Simple Verb Negation 

Unanalyzed don't 
Unanalyzed doesn't 
No+V 
Not + V 

Modal Aux Negation 

Unanalyzed can't 

Copula Negation 

fS - cop not 
Cop + not 
{Ij - cop no 
Cop + no 

Perfect Aux Negation 

don't V 
not V 
{Ij - had not Vn 

Progressive Aux Negation 

(Ij - aux not Ving 

TOTAL 

TOTAL: 

TOTAL: 

TOTAL 

TOTAL: 

TOTAL: 

57 

51 [73.0%] 
1 [1.8 %] 
2 [3.5%] 
3 [5.3%] 

16 

16 [100%] 

14 

5 [36 %] 
9 [64 %] 
o 
o 
3 

1 [33 %] 
1 [33 %] 
1 [33 %] 

1 

1 [100%] 

133 [100%] 

This shows that in 57 simple verb negation contexts Taka used 
unanalyzed don't which was used in both present and past tense 
contexts 73% of the time. The percentage (8.8%) of his use ofnolnot+ 
verb constructions is considerably low. In 16 modal negation contexts 
Taka supplied unanalyzed can't which was used in both present and 
past tense contexts 100% of the time. The table also indicates that in 14 
copula negation contexts the percentage (64%) of copula suppletion 
(Le., use of copula + not constructions) was higher than that (36%) of 
copula deletion (i.e., use of zero copula + not constructions). 
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These features of Taka's negative constructions (especially the 
dominant use of unanalyzed don't and some traces of no/not + verb 
structures for main verb negation) place him in the mid mesolang range 
of the Japanese-English negation continuum (Stauble, 1984, p. 341). 
However, he also retains basilang or lower mesolang negation charac
teristics such as 100 percent use of can't as negated modals. His 
interlanguage also has signs of upper mesolang, which largely consist 
in the relatively low percentage of copula deletion. 

Summary of Taka' s Interlanguage Negation: The major findings of 
the nonnative analysis are as follows: (a) no + phrase constructions = 
96% (SOC), 100% (TLU); (b) not + phrase constructions = 100% 
(SOC), 100% (TLU); (c) don't = 97% (SOC), 55% (TLU); (d) isn't = 
57% (SOC), 67% (TLU); and (e) can' t= 100% (SOC), 56% (TLU). As 
represented by the use of don't and can't in past tense contexts in the 
data, the leamer's interlanguage negation is best characterized by the 
lack of past-marking. Taka positioned the negator (e.g., not) immedi
ately before the verb phrase 100% of the time, which confinns An
dersen's (1990, p. 79) hypothesis which states that for propositional 
negation the negator, regardless of the fonn, will be placed immediately 
before the verb phrase. Further, consistent with another hypothesis of 
Andersen (1990, p. 79) that the position of the negator will usually be 
the same from beginning to very advanced stages of acquisition of 
negation (i.e., no real interlanguage development is hypothesized for 
position of the negator), the learner followed the general "negator + 
negated constituent" rule for position for both propositional and con
stituent negation 1 00% of the time. The main findings which have 
resulted in placing Taka in the mid mesolang stage of the negation 
continuum are: (a) predominant use of unanalyzed don't, (b) small 
amount of no/not + verb constructions, and (c) establishment of not + 
phrases. 7 

3.2. Time Reference 

The hypotheses to be considered in this section in answering the 
research question "How does the speaker (S) establish, maintain, 
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clarify, or re-establish time reference?" are as follows (Andersen, 1990, 
pp.66-70): 

HYPOTHESIS 1: The S will establish/maintain/clarify time refer
ence with time and place adverbials. 

HYPOTHESIS 2: The S and the interviewer will understand the 
time reference intended, although not explicitly stated, because 
of shared and/or previously established infonnation. 

HYPOTHESIS 3: The S will begin an episode with a clear reference 
to a particular time frame and then let that beginning reference 
cover the entire episode. 

Results of Qualitative Analysis: The qualitative analysis is based on 
three representative episodes taken from the transcript containing 
primarily anterior, primarily non anterior, and frequent switches be
tween anterior and nonanterior temporal references. 

In Episode 1, Taka (T) is explaining to the interviewer (I) how he 
came to Los Angeles from Spokane. In the middle of the passage, Taka 
establishes the anterior time reference by beginning the clause with but 
but with no explicit time adverbial (which would be "those days") 
following it. But the use of but clearly marks the switch from present 
(which is denoted by time adverb now) to past time frame in this context 
even though take has no explicit morphology. This example suggests 
that the S will establish/switch time reference with such contrast 
markers as but on the assumption that the interviewer can understand 
the intended time reference from the discourse context. This could 
alternatively be viewed as a subhypothesis of Hypothesis 2 listed above 
(in this case, the time frame of take long time can be inferred from the 
previously established infonnation, i.e., Quite a distance.). 

Episode 1: 
I: When you moved from Spokane to Los Angeles, you drove a car 

down here? 
T: No. I ah no no I take a bus. Bus yeah. Quite a distance. But bus 

running day and night you know. I think ah I think about - are 
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there how many hour - about fifteen twenty hour I think. I 
remember right. Now the different you know. But take long time. 

I: Oh so you never bought a car until you were here in Los Angeles? 
T: No. No, my son, first son, he drove car from Spokane to here. 

Yeah. But ah I am not come to - not drive a my car. I had a car 
alright, give to my son. You see? I - I use bus. Yes. 

The following episode, in which Taka is talking about his hobby of 
writing poems and stories, contains primarily nonanterior (Le., present) 
time reference. This example demonstrates that the learner establishes 
anterior temporal reference with the use of two time adverbials (Le., 
couple years ago and when! was young) within the continuing nonan
terior time frame during the episode (Hypothesis 1). Thus the verbs get 
and like can be assumed to denote the anterior time reference even 
though they lack explicit morphology to encode the switch from present 
to past time frame. 

Episode 2: 
I : Did you write poems every year? 

T: Pretty near yeah. Every year something. I'm a writer too. Japa
nese writing for story. Love story too. 

I: Oh yeah? 
T: Can't you imagine? [Laughter] Couple years ago I get a first prize 

for love story. [Laughter] That's not kidding. 
I: Wow! How many stories have you written? 

T: Well I don't know how much. I can't figure out. Thatsa when! was 
young, I like - I like that you know. So I like read it, I like write 
it. Don't know how much. Yeah. 

In Episode 3, the infonnant is talking about weeding he did after rice 
plantation in Japan during World War II. He first switches from anterior 
(past) to nonanterior (present), which is indicated by the use of time 
adverbials now and nowadays. He then switches from present to past 
reference, which is marked by the time adverbial when! was there, and 
again switches from past to present temporal reference with the use of 
now. This shows that the time adverbials play an important role in 
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establishing the time reference (Hypothesis 1) in the absence of correct 
morphological markings (e.g., use of don't for anterior reference and 
killed for present reference). The speaker then re-establishes the ante
rior time reference by saying That's hard work, that is, by stating the in
formation already shared or previously established earlier in the inter
view (Hypothesis 2). This sentence, at the same time, has the function 
of forming the time frame for the following clauses (Hypothesis 3); thus 
the verbs such as is and cultivate can be assumed to belong to the same 
anterior time frame even though they have incorrect or no morphologi
cal markings (Hypothesis 3). He goes on to explain how hard they 
worked during the war, and then switches from anterior to present time 
reference, which is clearly marked by the temporal change marker but 
and the time adverb now. We can also see that he repeats time adverbs 
(now, nowadays, and nowaday) to maintain the nonanterior (present) 
temporal frame through the end of the episode. 

Episode 3: 
T: So after planted ready, then we gonna fighting for weeds. But now 

nowadays they use for thatsa anti-weeds poison. You see, thatsa 
when! was there, they don't have that kind of medicine. But now 
is use - use for anti-weeds. Pull 'em up pull 'em up anti-weeds. 
They killed weeds you know . Yeah. That's hard work. Plantation 
is pretty hard work. Right after, don't give us much chance. Right 
away for, cultivate for field. 

I: Every day? 
T: Yeah. Every day. No Sunday. No holiday. Nothing. 
I: Oh! [Laughter] 

T: Yeah. Sun rising and sun down. Butnow the different though. You 
know now the different. Too much ah.improvement nowadays. 
Yeah. They are use machineries and ah weeds-killer big help 
nowaday. Yeah. You know nowaday Japan is farmer hard to get 
married. Because young girl don't want to marry for farmer. 
Reason why working too hard. Yeah. 

In sum, the above-presented examples illustrate that the informant's 
primary means of establishing a specific time frame within the dis-
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course is the use of time adverbials typically at the beginning of a clause 
(Hypothesis 1). Among the time adverbials used in the data, now and 
them days (i.e., those days) were most frequently employed especially 
to immediately contrast two clauses with anterior vs. non anterior time 
reference with but being supplied between the two clauses as a contrast 
marker in most cases. 

3.3. Characteristic Features in Taka's Interlanguage Constructions 

Several features were found to be characteristic of the informant 
Taka's interlanguage constructions. The in-depth analysis of this paper, 
however, will focus on topicalization, which appeared most frequently 
and therefore, was most characteristic of the informant's interlanguage 
data. The analysis will be done in terms of transfer from Japanese 
syntax, more specifically, in terms of the functions of two particles in 
Japanese, i.e., wa and gao For a full account of wa vs. ga in Japanese, 
see Kuno (1973, pp. 38-61). 

Topicalization Constructions in Taka's Interlanguage: The Japa
nese "wa and ga constructions" appeared as transfer in Taka's English 
interlanguage in the form of three constructions: (a) an NP immediately 
followed by a present tense copula (Le., is, are, or am ), (b) constructions 
equivalent to English left-dislocation constructions with resumptive 
pronouns, and (c) other topicalization constructions without topic
marking copulas or resumptive pronouns. All of the (a) constructions 
and most of the (c) constructions are nonnative-like, whereas the (b) 
structures are native-like. Some of the informant's interlanguage con
structions which fall into these categories are presented below as 
illustrative examples for analysis in terms of the functions of the 
Japanese particles wa and gao 

NP + Copula Constructions: One of the notable features of Taka's 
interlanguage is the nonnative-like use of a present tense copula (i.e., is, 
are, or am) immediately after an NP as a topic marker, which is 
considered to correspond to the Japanese topic-marking particle wa.8 

When these NP + copula constructions were used in the interview as 
topicalization ([ +TOPIC]) constructions, that is, to present a topic (wa 
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[+topicD or to show contrast (wa [+contrast]), the copula was usually 
followed by a short pause or a pause filler ah (phonetically [a]) and both 
the topic NP and the topic marker copula were generally pronounced 
with relatively strong stress. This suggests that his usage of NP + copula 
constructions has an emphatic function. These constructions occurred 
only in wa contexts; never did they appear in ga contexts. Further, the 
topic NPs in these constructions tend to be generic (e.g.,field, straw, 
cow, Japan), which also seems consistent with Japanese speakers' 
interlanguage data provided by previous researchers (e.g., Walters, 
1984). 

For example, Taka, when asked about the size of rice fields when he 
was farming in Japan during World War II, answers as follows, using 
is as a topic marker (note that the topic field is old information and the 
comment not big provides new information): 

1. I: How big a field? 
T:We-ll ~ ah not big. Each farmer about - about - oh dono (= every) 

farmer about ah about two acres. 

In the following utterances the learner presents Japan as a topic 
which is followed by the topic marker copula is, and then uses now is 
to contrast the present time and those days with regard to technological 
development: 

2. Japan is ah now - now is ah rich country in the world, but them days, oh, can't 
afford for no machine nothing. 

In the following example, Taka begins his answer with straw is when 
asked what he used to do with rice straws after threshing them up in 
Japan during World War II: 

3. Straw is ah - straw is keep for a fertilizer. 

Furthermore, in the example below, he uses this is to explain further 
the rainy season in Japan: 

4. Start May, June, about two month day and night, raining day and night. 
This is rice need lots of water. 

Generally the informant's use of this is and that is, which occurred 
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more frequently,9 was for additional explanations of what he had just 
said. This can be considered to occur as a result of transfer from 
topicalization involving demonstrative pronouns such as kore "this," 
sore "it," and are "that" in Japanese. 

Left-dislocation Constructions: Another noticeable feature of Taka 's 
interlanguage is his native-like use of left-dislocation clauses, which 
are topicalization constructions with sentence-initial topics and re
sumptive pronouns (cf. Radford, 1988, pp. 530-533). The left-disloca
tions appeared dominantly in wa contexts; however, unlike the NP + 
copula constructions, they also appeared in ga [ +exhaustive] as well as 
ga [+descriptive] contexts although only in a couple of cases.tO Each 
clause-initial left-dislocated NP was usually followed by a short pause 
so as to be distinguished from the comment portion. 

In the example given below, Taka first confirms that the interviewer 
knows Dr. Seto. He then presents it as a topic (which is now old 
information) and makes a comment about that topic (which is new 
information) in the left-dislocation clause with the resumptive pronoun 
he as its subject: 

5. T: You know Dr. Seta? 
I: Yes. 
T: Dr. Seto, he know very well my friend Suzuki, Bob Suzuki. 

The following left-dislocation clause has the resumptive pronoun it 
as its object. It also corresponds to the wa [+topic] construction in 
Japanese: 

6. So Japanese book, mostly I read it many many over. 

In the following case, the left-dislocated topic NP has the feature 
[ +contrast]; the learner is comparing teaching of English by J apanese
born Japanese with that by American-born Japanese as to its effective
ness: 

7. But Japanese-born Japanese-born Japanese teach for English, that's preuy 
difficulty. 

Other Topicalization Constructions: The informant's other topical i-
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zation constructions appeared in the form of "topic + comment" 
structures without a topic marker copula or a resumptive pronoun. 

Examples of the learner's use of such topic-comment constructions 
which correspond to the wa ([ +topic] or [+contrast]) constructions in 
Japanese are listed below: 11 

8. Northridge College, vice president is Japanese. 

9. And Sundays, service. 

10. Japanese nappa, seed up. But ah tomato cucumber, buy nurseries. 

Summary of Taka' s Use ofTopicalization Constructions: In sum-
mary, the three types of constructions the learner employed for topicali
zation in his English interlanguage are the following: (a) use of a copula 
[+present] as a topic marker immediately after an NP, (b) left-disloca
tion clauses with resumptive pronouns, and (c) other topic-comment 
constructions without topic marker copulas orresumptive pronouns. Of 
these, his nonnative-like use of a copula as a topic marker is especially 
interesting. The fact that only the present tense copula is selected for 
marking the topic could be attributed to its simplicity, frequency, and 
acquisition order, that is, copulas are generally acquired early (cf. An
dersen, 1978). Or at least it suggests that the present tense copula is per
ceptually close to the Japanese topic marker wa. As suggested above, 
one possible answer to the question of when such NP + copula 
constructions, instead of other topicalizations, are used is that they are 
employed for emphasis and with generic NPs. However, to what extent 
these features are shared with other Japanese speakers' English inter
language and to what extent they are idiosyncratic to this single learner 
should be examined further. 

It seems evident that the infonnant has in his mind the particles, 
especially wa, which dominate the basic structures of modern Japanese. 
There are even three cases where the particle wa appeared in his inter
language as topic markers, further evidence of transfer from Japanese 
syntax in Taka's interlanguage. For example: 

11. And Japan car wa after - after came to the California. 
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Other Characteristic Features in Taka's Interlanguage: Some of 
the other notable features in the infonnant' s English interlanguage are 
given below with brief explanations. 

Ellipsis of Subjects: Taka deleted subject pronouns, especially first
person pronouns (i.e., I and we) and meaningless fonnal it in some 
contexts. This phenomenon could also be explained in terms of transfer 
from the pro-drop characteristics of Japanese, in which subjects do not 
have to be repeated provided that they are recoverable from the 
discourse context (cf. Hinds, 1983, pp. 49-50; Kuno, 1978, pp. 103-
123). Examples of such subject deletion are listed below: 

12. Have to buy big big store in Los Angeles. 
13. First come in America, anti-Japanese movement too pretty strong. 
14. Can't buy for land. Can't buy for house. 

TransferjromJapanese Word Order: One aspect of Taka's interlan
guage which has exhibited transfer from Japanese word order is the 
predominant use of time expressions before verbs and at clause-initial 
positions. Examples of his preverbal use of time adverbials follow: 

15. But most of them two month grow this high. 
16. Yeah five month grow up. 

Others: Other characteristic features observed in Taka's interlan
guage include frequent use of you know at clause-final positions, thatsa 
as pause fillers and yeah/yes in response to the interviewer's backchan
nel signals, frequent use of coordinating conjunction (andlbut) con
structions, and use of alright at clause-final positions as an indicator of 
affinnation of the clause. 

4. Conclusion 

This article has examined the English interlanguage of the native 
Japanese speaker Taka from three perspectives: (a) negation, (b) time 
reference, and (c) topicalization. Nonnative and quantitative analyses 
were done with his interlanguage negation, which have placed this 
learner in the mid mesolang range of Stauble's (1984) Japanese
English negation continuum. Qualitative analysis of time reference has 
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shown that this mid-mesolang speaker, as has been demonstrated by 
previous studies with basilang speakers (e.g., Schumann, 1987), relies 
primarily on pragmatic devices such as time adverbials (e.g., now) and 
implicit reference to be inferred from the discourse context in express
ing temporality rather than accomplishing temporal marking by verb 
phrase morphology. The learner's interlanguage topicalizations, which 
have been argued to occur as a result of transfer from the "wa 
constructions" in the Japanese language, took the form of three major 
syntactic constructions: (a) NP + copula constructions, (b) left-disloca
tion clauses, and (c) other "topic + comment" constructions with no 
copulas being supplied between the topic and the comment portions or 
without resumptive pronouns. While his use of topicalization construc
tions has been illustrated with examples from the data, in what contexts 
or situations a specific type of topicalization is selected to be used, and 
to what extent these features are generalizable to other Japanese 
speakers' English interlanguage merit further investigation. 

In sum, the findings of the present case study suggest that the two 
major forces which have guided this Japanese speaker in constructing 
his English interlanguage system as an issei Japanese American are 
native language transfer and simplification (cf. Andersen, 1983a, 1989; 
Schumann, 1982). The dominant force of Ll transfer can be best seen 
in his use of topicalization constructions which reflect high-frequency 
occurrence of the "wa constructions" in Japanese. Simplification in 
terms of the fully-developed adult native English can be best exemplified 
by his reliance on pragmatic devices (i.e., time adverbials and discourse 
context) in the absence of verb phrase morphology to express tempo
rality in the interlanguage discourse. Interestingly and importantly, 
however, such simplification has been observed effective as well as 
efficient enough not to interfere with communication at all. 

Afterword: Taka as a Gardener 

Oh yes. Hard work, but good-very good for health. Outside, 
fresh airs you know. And then work only kind in- indepen
independent like you know. Some-some owners. says "want to 
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do that. Do this. Do this home. Take some of 'em." They are 
watching pretty close you know. Open the window like that, 
watching. That's no good. Mostly womans do that stuff. Yeah 
yeah. But ah mostly maybe watch-watch us for ah first-first of 
one or two month. They know-they know how I'm-I'm 
working. They trust once, they don't see much. Yeah yeah. I think 
a pretty good job though. Gardemer. But nowadays all Mexican 
take Japanese-fellow Japanese. Used to be Japanese. Whole 
ninety percent Japanese gardener. But now-now I think about
Japanese getting old you know. And young Japanese like you ah, 
more study, more education, get more high job. And after-after 
us, Mexican take us-take Japanese job. Nowaday yes. 

I would like to thank Roger Andersen and John Schumann for their 
valuable comments and suggestions. I am also grateful to Toshie 
Setoguchi and Virtue Ishihara/or their help with the data collectionfor 
this study. 

Kazuko Matsumoto is currently a Ph.D. student in applied linguistics 
at UCLA. Her major research interests are in classroom-based L2 
research, ESL writing, GB syntax, and cognition in second language 
acquisition. 

Notes 

lThe Japanese who immigrated to the U.S. in the early 1900s are usually called 
issei (first-generation) Japanese Americans. Like most issei Japanese, the informant 
Taka emigrated to the U.S. to join his pioneer parents (this is what they call yobiyose). 
He reports that in the course of acquiring L2 English through interacting with native 
speakers, he experienced great hardship, especially in the midst of anti-Japanese 
movements and racism prevalent on the mainland (cf. Takaki, 1989). Most of the issei 
Japanese are presently in their mid- or late-eighties or early nineties. The less 
acculturated Japanese have had contact only with other Japanese living within a 
Japanese community and therefore can speak very little English (for example, Taka's 
85-year-old wife speaks almost no English). 

2A clause consists of a main verb (with or without any auxiliary) and elements that 
logically relate to it (e.g., subject, object, time adverbial). A clause fragment is defined 
as an independent clause-like construction which contains fewer than the total number 
of elements normally found in a clause, usually because of ellipsis. The transcription 
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of Taka 's interlanguage talk during the 95-minute interview contained a total of 1 ,693 
such basic units. 

3In coding double negative constructions (e.g., we don't have no fertilizer), which 
are a norm among working-class people (Andersen, personal communication), each 
of the propositional negations (e.g., don' I) and the negative quantifiers (e.g., no 
fertilizer) were coded individually. 

4The anlerior (anterior to the time of speaking) reference generally refers to pasl 
time reference, whereas the nonanlerior reference includes presenl,/Ulure, irrealis 
(i.e., situations or events that have no real time reference because they have not been 
realized) and generic (Le., segments of discourse that are essentially timeless and true 
at any time, whether in an anterior time frame or a current one) (Andersen, 1990, pp. 
65-66). 

sRQ2a is phrased in terms of native speakers' norm, whereas RQ2b is phrased in 
terms independent (Le., "autonomous") from the target English norm. Although this 
paper adopted "normative" instead of "autonomous" analysis of negation, largely 
because of its convenience, I believe, following Andersen (1983b), that it is best to 
describe interlanguage in its own tenns without forcing it into a target standard 
English framework. That is, interlanguage of nonnative speakers should be best seen 
on its own, and should not be treated as "inferior" to standard native English. 

6The form don is used here to refer to an "unanalyzed don' I," which the learner uses 
without knowing or analyzing that don' I consists of "do + no I. " 

7In a total of 57 simple verb negation contexts stative verbs (SVs) were negated 
75% of the time, whereas action verbs (AVs) were negated 25% of the time. In 5 not 
nol + V constructions, Taka negated A Vs (e.g.,finish, come) 80% of the time. In 52 
don' lldoesn' I + V constructions, Taka negated SV s (e.g., know, have) 81 % of the time. 
This exhibits the leamer's distinct tendency to negate SVs with don' I and to negate 
AVs with no and nOI. 

SIn the retrospective interview it was confirmed that the informant's use of NP + 
copula is equivalent in meaning to NP + wa in Japanese. Also, previous studies report 
similar results with Japanese speakers of L2 English acquired naturally (see An
dersen, 1984, pp. 86-87; Heubner, 1983; Walters, 1984). 

91n the interview data lhal is and lhal is ah and their contracted forms lhal's and 
lhalsa frequently appeared as topicalization constructions or pause fillers or combi
nations of both (actually in Japanese discourse "demonstrative pronoun (kore, sore, 
are) + wa" constructions often have dual functions: as pause fillers and as topics). 
However, this paper considers only the non-contracted fonns as occurrences of 
topicalization. 

tCYJ'he data show that left-dislocation constructions were used to express discourse 
functions involving three types of information flow: (a) OLD -> NEW for wa 
[+topic]; (b) NEW -> NEW for ga [+descriptive]; and (c) NEW -> OLD for ga 
[+exhaustive]. 

Itlt seems that most of Taka's interlanguage topicalizations of this type have been 
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produced as a result of transfer from the "gap less" topic constructions in Japanese, 
which have been analyzed in some previous studies (e.g., Shibatani, 1990) as 
involving a "base-generated," not "derived," topic. 
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JALT Journal, Vol. 13, No 2 (November 1991) 

Reyiews 
ASPECTS OF LANGUAGE TEACHING. H. G. Widdowson. 
Oxford: Oxford University Press, 1990. Pp. 213. Y3,400 

Widdowson is quite specific about the target audience for this book: "those 
who take the profession of language teaching seriously." It is obvious from 
the text that he is addressing teachers themselves, rather than researchers, for 
it is teachers who must ultimately mediate between theory and practice, and 
it is the nature of this mediation which is the principal theme of the book. His 
purpose, also, is explicitly given as the provocation of critical thinking with 
regard to the various aspects of language teaching. However, there is also a 
hidden agenda, which aims to shape rather than to provoke opinion. 

Before considering whether the target audience and purported aims of the 
text have been truly met, let us look at the structure of the book, which evolved 
from disparate papers written over the past five years or so. This background 
has left its traces, yet it is not irksomely repetitive. Some of its freshness has 
been lost as other writers are now covering similar ground (see Nurian, 1989; 
Richards, 1990). Much of what is said here serves to draw together and 
comment upon Widdowson's previous published works, which are fre
quently cited. Those familiar with his ideas will be interested to see the 
standpoint he has reached in this recent work. 

The book is in three parts, entitled "The Theory and Practice of Language 
Teaching," "Aspects of Language," and "Aspects of Teaching." Each con
sists of three or four chapters developing the topic. In the first part of the book 
Widdowson argues for a continuing teacher education which promotes a view 
of teaching as "a research activity whereby experimental techniques of 
instruction are designed to correspond with hypothetical principles of peda
gogy, with provision made for mutual adjustment so as to bring validity of 
principle into as close an alignment as possible with the utility of classrooms 
and technique" (p. 3). In other words, teachers should research their own 
classrooms and techniques. Admitting that this is a tall order for busy 
teachers, Widdowson has argued his point with examples of many cases 
where the work of SLA researchers and other applied linguists has been 
inappropriately or unquestioningly adopted as a basis for classroom practice, 
because teachers have not been used to evaluating new theories. (Krashen 
once again comes under heavy attack, perhaps unnecessarily after ten years 
of almost universal censure). He proposes that teachers should use the work 
of researchers not to infonn their practical teaching directly so much as to 
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infonn their own research in order to appraise and apply new theories as and 
when suitable for their unique situation. A theoretical model for this system
atic appraisal and application is suggested and the implications for pre- and 
in-selVice teacher education are discussed. His thinking here is similar to 
other current writers, such as Richards (1990). 

The second part reviews different approaches to describing the nature of 
language and puts forward vi~ws on the relative importance of grammar and 
lexis, schematic and systematic knowledge. What is covered here relates 
directly to the third part of the book, which looks at the pedagogical 
implications of the need to teach students both the semantic medium and the 
pragmatic mediation of language. Widdowson argues that in the past these 
have been viewed as conflicting, in the fonn of the structural and communi
cative approaches respectively, whereas they need to be seen as complemen
tary. He suggests that a task-based pedagogy would synthesize the ap
proaches and gives some examples of how this could be realized. In the final 
chapter he examines the roles of teachers and learners and asserts the need for 
a teacher to remain in authoritative control of the learning process. 

So, does this book reach its intended audience and fulfill its aims? To 
answer the latter question first, yes, it does raise questions and provoke critical 
thought. The book is primarily a theoretical rather than a practical one. The 
examples of practical realizations of Widdowson's ideas in the final section 
are not wholly convincing, but he claims that he does not wish or expect to 
provide answers which would not be subject to the critical appraisal he 
outlined in the first part of the book. Really it is in the arguments and the 
questions raised, rather than the answers, that the true strength and impor
tance of the book lies. The book is very broad in scope and, in addition to the 
major ideas, there are nuggets of wisdom on various aspects of language 
teaching for the reader to come across with delight or exasperation. In 
particular there are some essential distinctions drawn which clarify certain 
matters wonderfully. For example, authoritarian vs. authoritative (p. 5, p. 58), 
eclectic vs. haphazard (p. 50), enseignant vs. professeur (p. 184). Certainly, 
I feel there is enough food for thought provided here to keep me puzzling over 
and inquiring into aspects of language teaching for some time to come. 
Presumably this was Widdowson's intention, and thus my reaction implies a 
fair degree of success. 

At the same time, the book reads not only as a plea to language teachers 
and applied linguists to think more critically about the relation of research to 
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practice but also as a plea against specific practices. Here is the "hidden 
agenda." There are several main tenets under attack, most of which could be 
described as central to the idea of communicative language teaching, all of 
which are popular. Disapprobation falls on authentic materials, humanistic 
techniques, leaming language through using language, student autonomy, 
and even some fonns of "action research." While many may not agree with 
him on these matters, his objections are well-argued and have validity in 
regard to his stated aim. They serve to fuel his main proposition: that serious 
teaching should be founded on classroom research, evaluation, and the 
development of sound, reasoned pedagogical principles upon which to base 
our methodology . Ifwe are to employ our favorite techniques, it is only proper 

. that we should subject them to professional scrutiny. 

With regard to the first question, however, I have some doubts. Regretta
bly, the book is probably destined to be read by academics and those teachers 
already devoting some time to academic pursuits, such as studying for an 
M.A. (And I would recommend this book most strongly to anyone in such a 
position.) However, there are many excellent, enthusiastic, busy teachers 
"who take the profession of language teaching seriously" who will probably 
not have the time or th~ inclination to read it. Basically, the book does not 
make comfortable reading, either in the sense of being easy to read or of being 
familiar in concept. Widdowson's precise, eloquent use of language is, even 
in its perfection, rather too scholarly in tone to appeal easily to tired teachers 
(see the quotation in paragraph 3). It demands total concentration; little could 
be gleaned by a casual reader. Moreover, the book itself looks forbiddingly 
dense and academic. Sub-headings do signpost the key points, but they are 
insufficient to really aid digestion of the text. 

In conclusion, the broad scope and the quality of the reasoned arguments 
of this book make it an important work. It will not have the readership it should 
have among practicing teachers, which would give it the greatest impact. 
However, as with many works of this nature, it is likely that the ideas will be 
re-presented in a simpler fonn by another academic with a more popular style, 
thus making it influential by a circuitous route. 

Reviewed by Anne Hill, British Council, Kyoto. 
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FLUENCY AND ACCURACY. Hector Hammerly. Clevedon: 
Multilingual Matters, 1991. Pp. 208 + viii. 

Hammerly 's discussion of fluency and accuracy in this book does not move 
much beyond describing Ufluency" as speaking confidently, rapidly, and 
smoothly, but not necessarily grammatically (pp. 12, 15), and "accuracy" as 
controlling "the code" (p. 12). The book's name on the title page is more 
appropriate to his argument: Fluency and Accuracy: Toward Balance in 
Language Teaching and Language Learning. This confusion of titles may 
indicate that the book was put together hastily. Other parts of the book as well 
show need for critical editing. 

This book is Hammerly' s prescription for how languages should be taught 
and learned. He aims to appeal primarily to those North American foreign 
language teachers of French, German, and Spanish who distrust immersion 
programs and Krashen's second language theories. With this book, Ham
merly offers them a new science of language teaching: "languistics." 

The book has four major parts: "Language Learning in the Classroom" 
(Chapters 1-5), "New Views on Familiar Topics" (Chapters 6-10, "Proposals 
and Suggestions" (Chapters 11-15), and "Broader Implications" (Chapter 
16). Hammerly makes several points, two of which are basic: (a) using a 
theory of "natural" first language learning to develop methods of second or 
foreign classroom language teaching is difficult, particularly when students 
are immersed in a form of the language that is not a native-speaker or standard 
fonn; (b) second (or "local") language and foreign (or "remote") language 
situations are fundamentally different, and may require different theories of 
learning and different methods of teaching. Hammerly's central thesis is a 
tenable one: "balanced results in SL teaching are possible only when a 
beginning and intermediate emphasis on linguistic accuracy gradually shifts 
to an advanced emphasis on communicative fluency with accuracy built in" 
(p.55). 

Hammerly refers primarily to Indo-European languages, and to North 
American and northern European settings of language instruction in which 
students share a common native language and study a common foreign 
("remote") language. He argues for a more language-based approach that is 
heavily based on insight from the student'S native language, and that involves 
a tightly controlled and systematically structured, bottom-up type of instruc
tion that gradually shifts attention from form to meaning. One of Hammcrly's 
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major assumptions is that "if accurate output is a goal, then managed input is 
essential" (p. 73). Laudable as these aims may be, there are many reasons why 
the book cannot be recommended. 

Early in the book, Hammerly joins together "communicative," "acquisi
tionist," and "naturalist" theories into one "CAN megatheory" (p. 2). Later, 
in a typically convoluted sentence, he accuses those who follow the megathe
ory's leaders of "faddism," "trendism," and "bandwagonism," and explains 
that such behavior is "especially damaging to academically immature fields 
like SL teaching, learning, and use-which I prefer to call by a more 
convenient one-word name, 'languistics'" (p. 15). 

Having thus introduced the new "science" (p. 16) of languistics, and its 
"principled eclecticism" (p. 18), Hammerly describes, in decidedly unscientific 
terms, negative aspects of CAN megatheory. ESP is one example: 

SLs for Specific Purposes: People who just need to understand 
and use second language in a few contexts, who don't mind 
"butchering" it and the consequences this may entail, and who 
accept the idea that they are probably ruining forever their 
chances of speaking the language well may wish to take a quick 
course in that language "for specific purposes." (p. 22) 

While Hammerly coins many new tenns to help "languists" pursue the 
science of languistics, he ignores established linguistics and applied linguis
tics tenninology. He disparages the language spoken in the second language 
classroom as "deviant"-a "classroom pidgin" which becomes "ingrained." 
Established usage restricts "pidgin" to a grammatically limited language used 
by speakers with no common language-not the "remote" language situation 
that Hammerly claims to address (p. 40). He uses the applied linguistics tenn 
"interlanguage" in such contexts as "error-laden interlanguage," "faulty 
interlanguage rules," and "inaccurate terminal interlanguage." For two dec
ades, applied linguists have accepted and used SeUnker's (1972) definition of 
interlanguage as a systematically evolving and rule-governed system (with
out necessarily agreeing with Selinker that this is how second languages are 
acquired). Hammerly redefines it as "a faulty mixture of SL rules and 
overgeneralizations, and interlingual intrusions and inhibitions" (p. 72). 

Languistics opposes CAN megatheory and supports grammatical correct
ness. But beyond that, it is difficult to pinpoint the principles that unify this 
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new science. Hammerly repeatedly explains that "what is 'in' and what is' out' 
in languistics should be based on the soundness of the idea rather than its 
newness or source (e.g., p. 17). But where are the sound ideas oflanguistics, 
and what is the essence of Hammerly's theory? He writes: 

Neither the approach nor its elements need to conform to any 
given theory, whether from particular languists or from any of the 
feeder disciplines outside languistics-linguistics, psychology, 
education, or whatever. This is what I mean by balanced prin
cipled SL teaching. (p. 57) 

As ifhe senses that the above explanation may not be adequate, Hammerly 
turns to the teaching and learning of pronunciation to provide an example of 
how "principled balanced teaching obliges us to aim at quality learning in all 
aspects of SL competence" (p. 59). He writes that "developing excellent 
pronunciation is a matter of forming habits. Good habits are not difficult to 
develop if care is taken to behave correctly and consistently from the start" 
(p. 60). This sounds rather familiar, although Skinner is not in the bibliogra
phy, and behaviorism is not in the index. 

Hammerly sometimes incorrectly attributes positions to others and then 
cleverly refutes them. When it serves his purpose, he characterizes "Chomskyan 
linguistics" as being opposed to contrastive analysis (p. 62); later, in order "to 
be fair" to Chomsky, he tells us that Chomsky never claimed that his theories 
could be usefully applied to language teaching (p. 182). Hammerly does not 
cite the classic contrastive analyses of Moulton (1965) and Stockwell and 
Bowen (1962), even though they describe the same European languages he 
does, and deal with some of the same issues Hammerly discusses, in the 
version of contrastive analysis that he proposes in "New Views on Familiar 
Topics." 

After referring to "SLA theory as developed by Krashen and many others" 
(p. 6), Hammerly informs us that "SLA proponents consider the native 
language of the second language learner unimportant" (p. 7). Yet native 
language has usually had an explicit position in SLA theory (e.g., Dulay, Burt, 
& Krashen, 1982, pp. 6, 96-118). 

Hammerly introduces-without identifying the source-a "Minimal Inter
ference Hypothesis" (MIH) so that he may then criticize "evidence support
ing the MIH" (pp. 64-65). After "carefully checking the data published in 
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several of these studies," Hammerly finds that the evidence is "tainted"
without citing the studies. In order to disprove the "MIH," he cites and 
describes only two studies, one of which is a "pilot study" by a master's degree 
student at his university that is unpublished and unavailable. 

Hammerly may ignore published and available ESL research because he 
distrusts it: 

ESL research is basically unreliable even for the ESL classroom, 
and the conclusions based on it shouldn't be extrapolated to the 
remote SL classroom. SL acquisition research cannot justifiedly 
[sic] be extrapolated to any classroom SL teaching and learning. 
Yet much of the "new paradigm" in SL teaching is based on such 
unjustified extrapolations. And if we value at all the concept of 
grammaticality, we must conclude that this paradigm doesn't 
work. (p. 40) 

Perhaps Hammerly deserves credit for questioning a dominant paradigm 
and the research it is based on, but he has not expressed his criticisms 
professionally. Neither has he introduced his new science of languistics, or 
the research he bases it on, thoughtfully and convincingly. CAN megatheo
reticians and second language researchers are unlikely to feel a need to 
respond to these accusations. 

Reviewed by Tim Riney, International Christian University. 
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JALT Journal, Vol. 13, No 2 (November 1991) 

SCRIPTS, PLANS, GOALS, AND UNDERSTANDING. Roger C. 
Schank and Robert P. Abelson. Hillsdale, NJ: Lawrence Erlbaum, 
1977. 248 pages. 

Why is it that our students have so much trouble comprehending the 
meaning of an English text or learning new vocabulary? Many of our 
colleagues have been working on this problem and a variety of partial 
answers have appeared. Most of them, however, seem flawed in one 
way or another, and many are contradicted by the available evidence or 
common sense. Not all the serious work on this problem, however, is 
being done by applied linguists. Scientists working in the field of 
cognitive science, the intersection of psychology, artificial intelligence, 
and linguistics, are actively developing practical theories to explain the 
processes of understanding and learning. 

Cognitive scientists are now attempting to make computers under
stand natural language. Much of their work is based on the concept of 
scripts, schema (schemata in the plural form) in the TESOL jargon. 
Since beginning their work in 1971, they have developed an extensive 
literature, most of which is found in the computer section of a library, 
not the applied linguistics section. 

The book under consideration her is a cognitive science classic that 
is still being listed in the bibliography of almost every new book in the 
field. Also, it has stood the test of time and is still being quoted. If we 
turn our attention from cognitive science to teaching, we find that 
scripts are now mentioned in almost every discussion on understand
ing, especially in relation to teaching reading. Teaching methods are 
being developed which explicitly address scripts. 

The idea of scripts, or schemata, is easy to understand. In the 
following commonly used example, the information that is not explic
itly stated is easily filled in by the reader after referring to our internal 
representation of what happens in a restaurant, our "restaurant" schema. 

[1] Mary entered the restaurant. Later she paid and left. 

Reference to our schema tells us that Mary sat at a table or counter, 
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looked at a menu and ordered, then someone prepared and brought her 
food, and finally she received the bill, which she paid before leaving. 
There are also many other details that our schema tells us are probably 
true. For example, Mary probably ate the food and left a tip, and the 
menu and food were probably brought to Mary by a waiter or waitress. 

Obviously this concept of schemata is very powerful and well 
deserves the attention that it has been getting. However, schemata are 
not sufficient to understand texts like the following: 

[2] Mary wanted a drink. She called to John in the kitchen. 

[3] Mike wanted to go to the movies. He couldn't, so he watched TV. 

[4] Joe is Bill's boss. Bill is late for work. What will Joe do? 

Text [2] requires the understanding of Mary's plan. Her plan or ex
pectation is that John will respond to her request by bringing her some 
water. In text [3] we must understand that Mike's goal is to amuse 
himself to be able to accept TV as a substitute for the movies. In text [4] 
there is a theme which describes the relationship between bosses and 
employees that contains background information allowing us to predict 
the plans and goals, and thus the actions, of the participants. 

Additionally, there is the problem of how memory is organized. It is 
obvious that the system of hierarchically stored vocabulary items 
envisioned by many linguists is incomplete. Most verbs and abstract 
nouns defy this sort of characterization. 

A quick read of Scripts, Plans, Goals, and Understanding (SPGU) 
will introduce a new perspective to your thinking about these problems. 
The authors, Schank from social psychology and Abelson from artificial 
intelligence, present the interim results of their study of the nature of 
knowledge and how this knowledge is used-in other words, "cogni
tive science" or the theory of knowledge systems. They feel the book 
is about artificial intelligence, psychology, and linguistics, without 
conforming to the conventions of any of these fields. They also say that 
they are not sure exactly what audience they are writing for, but that they 
have often omitted or simplified the technical arguments. The book was 
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first published in 1977, but it is still in print and the contents have not 
become outdated. In fact, a more recent book of which Abelson is an 
editor (Galambos, Ableson, & Black, 1986) provides further theoretical 
and experimental justifications for the positions taken in SPGU. 

The book is conceptually organized into three sections. The first 
section, which is the majority of the book, consists of seven chapters in 
which the authors develop their system of notation and define their 
terminology for describing scripts, plans, and goals. The second section 
is a single chapter describing the computer programs that were written 
to test the theory. The final section consists of a single chapter on how 
scripts are acquired. 

The first section, except for the two introductory chapters, will 
probably be of only limited interest to most readers. There is a detailed 
discussion of the terminology which can be used for marking a text for 
analysis or use by a computer. However, these chapters do contain 
analyses of sample sentences and texts which will provide food for 
thought for even the most knowledgeable native speaker. 

The second section describes four computer programs which were 
written to test the theory described in the first section. SAM (Script 
Applier Mechanism) understands stories by creating a longer version of 
the story in which all of the omitted items from the script are included. 
The authors state that they have written similar programs which have 
successfully translated English into Chinese, Russian, Dutch, and 
Spanish. After describing SAM in some detail, the authors present an 
annotated printout of a computer's output while SAM was analyzing a 
short story. 

The second program is FRUMP (Fast Reading Understanding and 
Memory Program), a script based program for skimming newspaper 
articles. Depending upon the type of article, FRUMP searches for the 
facts that it expects the article to contain. Again, a description and 
computer printout are provided. 

The third program is TALESPIN, which makes up stories by asking 
the operator to answer questions about the key elements from the scripts 
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the program contains. A detailed description of the interaction between 
an operator and T ALES PIN is included. 

The final program is PAM (Plan Applier Mechanism), which is 
similar to SAM but uses plans instead of scripts. 

The final section will be particularly stimulating for most teachers 
and applied linguists. The .authors provide a short case study demon
strating the acquisition of scripts and plans by Hana, the child of one of 
the authors. A variety of transcripts are offered. The earliest, at age one 
year and nine months, shows Hana associating groups of vocabulary 
items with single episodes. Through questioning and having her tell 
stories, the development of Hana' s understanding is followed past her 
fourth birthday. The authors summarize their findings as follows: 

[T]he pattern of learning would seem to be that first, definitions 
of objects are learned as episodes. Then, scripts are learned to 
connect events. Finally, scripts are organized by goal structures 
that are used to make sense of the need for them. (p. 227) 

They also say that episodes are made up of sequences of actions and 
that there are two principles at work: (a) "memory concepts are strongly 
identified with and related to the first time they were encountered," and 
"episodic memory for Hana is grouped contextually" (p. 226). My own 
research (Adamson, 1976) supports this. When asked to sort vocabu
lary items into groups, lower level second language students use an 
episodic grouping strategy, but more fluent students group grammati
cally . My study paralleled a study of native speaking children (Anglin, 
1970) that had found that younger children used episodic strategies, but 
adults used grammatical strategies. A large body of experimental 
evidence further supports the authors' position, but this is not the place 
to review it. Anyone interested will find this book and Galambos et al. 
(1986) good starting points. 

Once we accept this description of the development of scripts, we 
must rethink the whole process of language learning and teaching. Both 
the presentation to the students and their manipulative practice would 
seem to require changes. 
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Most scripts are different across cultures. The restaurant script 
mentioned above will be quite different depending on the country in 
which the restaurant is located. For example, tipping is not required in 
a Japanese restaurant; however, you are brought a damp cloth with 
which to wipe your hands before eating, and you may have to remove 
your shoes before sitting at ~ table. The Japanese restaurant mayor may 
not have chairs and silverware, and the cash register may be a wooden 
box with a soroban (Japanese abacus). Therefore, it could be mislead
ing for Japanese students to use their own internal scripts for the under
standing of English scripts. The same would apply to plans or goals. 
Memorizing lists of one-to-one translations should also be ineffective 
in the long run, since the translations will probably be associated with 
different episodes and scripts. However, students in many classrooms 
do precisely this. The result, as we all know, is a country full of students 
who believe that English is just a complicated way of writing Japanese. 

Although the details of how to do it are by no means obvious, we 
apparently need to find ways to create English-like scripts in our 
students and then to attach English words, phrases, and finally sen
tences and full texts directly to these scripts. I hope that some of you 
readers have been sufficiently stimulated by this review to read the book 
and then to discover new ways to apply these ideas to your teaching. 

Reviewed by Charles E. Adamson, Shizuoka Institute of Science and 
Technology. 

References 

Adamson, Charles E. (1976). An experimental investigation of aspects of the 
semantic space of ESL students. Unpublished research project in M.A. program 
at Goddard College, Plainfield, VT. 

Anglin, Jeremy M. (1970). The growth of word meaning. Cambridge, MA: MIT. . 
Galambos, James A., Abelson, RobenP., & Black,John B. (Eds.). (1986) . Knowledge 

structures. Hillsdale, NJ: Erlbaum. 

183 



One Inconvenient Location to Serve You! 

The English Resource 
The English Resource, 2-3-2 Sagamldal, Sagamlhara-shl 

Phone 0427-44-8898 Fax 0427-44-8897 

45 minutes from Tokyo on the Odakyu line 



., Cambridge ELT: 
ELf the professional choice 

A New Edition 

English Phonetics and Phonology 
A practical course 
Second Edition 
Peter Roach 
This is a complete basic course in English phonetics 
and phonology. It bridges the gap between simple 
pronunciation handbooks and technical phonetics 
and phonology textbooks. The new edition takes 
into account recent developments in the teaching of 
phonology and a number of improvements have 
been made in response to feedback from users 
worldwide. Information previously contained in a 
separate Tutor's Book has been incorporated into 
this single volume. The cassettes are unchanged. 

The end of each chapter contains: 

• notes giving information on further reading 
• discussion of difficult issues and (where appropriate) suggestions to 

teachers 
• some practical exercises to test understanding of the material in the 

chapter 

From a review of English Phonetics and Phonology: 
' ... a highly readable, authoritative and ... teachable course ... as 
a self-contained pronunciation course it has no rival ... the 
tapes are immaculately produced.' EFL Gazette 

Components: Book Set of 2 cassettes 

Available from September 1991 
English Pronouncing Dictionary 
Daniel Jones 
The most authoritative, best-known guide to English pronunciation. 

For further infonnation on all Cambridge ELT publications, please contact: 
Steve Maginn, United Publishers Services Ltd., Kenkyu-sha Building, 
9 Kanda Surugadai 2-chome, Chiyoda-ku. CAMBRIDGE YliNERSIIX PHESS 
Tokyo 101. Tel: (03) 3295 5875 



JALT Journal, Vol. 13, No.2 (November 1991) 

Information for Contributors 

EDITORIAL POLICY 

J ALT Journal welcomes practical and theoretical articles concerned with 
foreign language teaching and learning in Japanese, Asian, and international con
texts. Areas of specific interest are 

1. curriculum and teaching methods 
2. classroom centered research 
3. cross-cultural studies 
4. teacher training 
5. language learning and acquisition 
6. overviews of research and practice in related fields. 

The editors encourage submission of full-length articles, short articles and reports, 
reviews, and comments on earlier JALT Journal writings (for the "Point to Point" 
section). Articles should be written with a general audience oflanguage educators in 
mind. Statistical techniques and unfamiliar terms should be explained or defined. 

GUIDELINES 
Style 

JALT Journal uses the Publication Manual of the American Psychological 
Association (available from the Order Department, A.P.A., 1200 17th St. N.W., 
Washington, D.C.). Consult recent copies of JALT Journal or TESOL Quarterly for 
examples of documentation and reference lists. This is a strict requirement. Also, 
remember to give precise page numbers of cited work in both the text and reference 
list. 

Format 
No more than 20 pages, including reference list, typed on A4 or 8.5" X 11" paper, 

and double-spaced. Writers must supply camera-ready diagrams or figures (if any) 
before fmal publication. 

Materials to be Submitted 
• Three copies of the manuscript 
• Abstract (less than 200 words) 
• Japanese translation of title and abstract if possible 
• Running head title (l to 4 words) 
• Biographical sketch(es) (no more than 50 words) 

186 



Evaluation Procedure 
Manuscripts are subject to blind review by two readers. The author's name and 

references that identify the author should appear only on the cover sheet. Evaluation 
is usually completed within two months. 

Restrictions 
Papers sent to JALT Journal should not have been previously published, nor 

should they be under consideration for publication elsewhere. We regret that your 
manuscripts cannot be returned. 

Address for Manuscripts and Inquiries 

Mr. Malcolm J. Benson 
JALT Journal Co-Editor 
Hiroshima Shudo University 
1717 Ohtsuka, Numata-cho 
Asaminami-ku, Hiroshima 731-31 

Reviews and Address for Reviews 

We invite submissions of reviews of all books, tests, teaching systems, and other 
substantial publications in the field of language education. A list of publications 
which have been sent to JALT for review is published monthly in The Language 
Teacher. Contact the reviews editor for guidelines and send all review materials to 
the following address: 

JALT Journal Reviews Editor 
J AL T Central Office 
Shamboru Dai-2 Kawasaki #305 
1-3-17 Kaizuka. Kawasaki-ku 
Kawasaki-shi 210 

Address for Inquiries about Advertising 

Advertising 
J AL T Central Office 
Shamboru Dai-2 Kawasaki #305 
1-3-17 Kaizuka. Kawasaki-ku 
Kawasaki-shi 210 
Tel: 044-145-9753 
Fax: 044-145-9754 

187 



The Modern 
Language 
Journal 

Founded: 1916 
Editor: David P. Benseler 

Dept. of German 
Ohio State University 
Columbus. OH 43210 

... is recognized throughout the world as the outstanding foreign 
language / pedagogical research journal in the United States. This 
popular journal was founded in 1916 by the National Federation 
of Modern Language Teachers Associations. Topics covered in 
M LJ include teaching strategies, bilingualism, applied linguistics, 
teaching of literature, study abroad, innovative foreign language 
programs, and developments in curriculum, teaching materials, 
and testing and evaluation. 

ISSN 0026-7902 

Published quarterly at The University of Wisconsin Press 

Subscribe now, or recommend a subscription to your library. 
A detailed brochure will be sent upon request. 

RATES 
Individuals: $17.50/ yr. 
(must prepay) 
Institutions: $35/ yr. 
Foreign subscribers add $8/ yr. 
for regular postage, or $20/ yr. 
for Airmail delivery. 

REPLY TO 
Journal Division 
The University of Wisconsin 

Press 
114 North Murray Street 
Madison, Wisconsin 53715 
USA 
(608) 262-4952 



Anthony S. Mollica 
Editor 

Linguistic and pedagogical arti
cles, book reviews, current adver
tisements and other material of 
interest to teachers of French, Eng
lish, German, Italian and Spanish, 
as second languages at all levels of 
instruction as well as to teachers 
of Heritage languages. 

Subscription rates: 
c Individual $25.00 Sustaining $ 50.00 C 

C Institutions $35.00 Patrons $100.00 C 

(U.S.A. and Overseas 
Subscriptions in U.S. Funds) 

Canada's Voice in Language Teaching and Learning 

Founded in 1944. 
Published regularly in October, January, March and May. Occasionally. a 
special supplementary issue is also published. 
Cheques or money orders payable to The Canadian Modern Language 
Reviewl La Review canadienne des langues vivantes should be sent to -
Managing Editor, CMLR/RCLV. 237 Hellems Avenue. Weiland, Ontario 
L3B 3B8 (Canada). 
Sample copy of the journal will be sent on request. 

------------------------------~ 
Enclosed please find my cheque or money order for $ for a 
one-year subscription to The Canadian Modern Language Review/La Revue 
canadienne des langues vivantes (CMLR/RCLV). 237 Hellems Avenue, 
Welland, Ontario L3B 3B8 (Canada). 

Please begin my subscription with the October 0, January 0, March 0, 
May 0 issue. 

please print 

Name:-----------------------------------------
Address: _______________________________________________ _ 

Cit y: __________________________________ Prov./State: ______ _ 

Postal/Zip Code: ____________________________________ _ 

Signature: _______________________________________ __ 

Date: ----------------------------------------------
Please return this portion with your payment. Thank you. 



A JOURNAL OF LANGUAGE TEACHING AND RESEARCH IN SOUTHEAST ASIA 

The RELC Journal: A Journal of Language Teaching and Research in 
Southeast Asia is one of the professional publications of the Southeast Asian 
Ministers of Education Organization (SEAMEO) Regional Language Centre 
(RELC) which is located in Singapore. The main purpose of the journal 
is to disseminate information and ideas on theories, research, methods and 
materials related to language learning and teaching. Articles covering a wide 
range of topics in applied linguistics appear in its pages semiannually in 
June and December. Special features include information on current research 
projects in Southeast Asia, book reviews and review articles on topics related 
to language teaching. In its thirteen years of publication, the journal has 
reached a wide audience in eighty countries and has been rated as one of 
the leading journals in applied linguistics throughout the world. Scholars 
of recognized stature have used it as a means of presenting their findings 
and obtaining feedback on important issues in language and linguistics. 

GUQOlEILQ"ES 
A companion publication, Guidelines, provides language teachers with 
practical and innovative techniques to enliven and enriCh teaching in the 
language classroom. Each issue focuses on a particular theme. 

The Journal and Guidelines are published twice a year and a subscription 
may begin with the June or December issue. The annual subscription is 
US$9.00 for each title. Individual copies may be purchased at US$6.00. 

Please send your order to The Publications Officer 
SEAMEO Regional Language Centre 
RELC Building 
30 Orange Grove Road 
Singapore 1025 
REPUBLIC OF SINGAPORE 



CROSS CURRENTS 
AN INTERNATIONAL JOURNAL OF 

LANGUAGE TEACHING AND CROSS-CULTURAL COMMUNICATION 

Edi tor: Thomas Claylon, The Language Institute or Japan. Odnwara. Japan 

Cross ClIrrellls is a biannual publication of the Language Institute of Japan (UOJ) 
which provides a forum for the inlcrdisciplinary exchange of ideas within the areas of 
cross·cultural communica tion and language skill acquisition and instruction. OUf goal 
al Cross Currellfs is 10 act as a medium through which international ESL/EFL issues, 
theories, and methodologies can be made available to our Japanese audience, and also 
through which Japanese ESLIEFLcontributions-increasingly vibrant, innovative, and 
influential---can be disseminated to our international colleagues. 

Cross Currellls has se rved a d iverse inte rnational readership continuously since 1972. 

A Selection of Recent Articles a~d Essays: 

Alan Maley (UK), Courses or Resources 
Subhash Jain (India), Arriving at the 

Himalayan Range 
Thomas Claylon (Japan), Politics and the 

Mod~rn English Language 
John Staczek (USA), Professionalism and 

the Degree in TESOL 
Robert O'Neill (U K), What Did Isadora 

Duncan and Einstein Have in Common? 
John Swales (USA), Teacher-Researcher: 

Personal Reflect ions 

SUIISCRII'1'I0NS 

Inside J apan t 
Outside Ja pan-Individual t ill 

Outside Ja pan-Institution t ill 

Single Issue 

¥ I,300 

us $8.00 

1 Year 

¥2,600 

US $15.00 

US $19.50 

t S~ci .. l rates aV3ilabic for JALT members. Please use the postal order foml in 

ill Subscriptions may be ordered through your local bookseller or directly from I 

Odawll~, Kllnagawa ~50, J.:lp~n . Checks mU~I.be payable to Crass CII:remsl 
on a US bank. For IImn31 1, mclude an additIOnal US 53.00 for a smgle/ 
subscript ion, and US $12.00 for a two·year subscrip tion. Back issues !I ' 
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ACTIONARY!. the fun di ct ion ary has combined the most tedio us tas k 
of memorizing vocabulary with the visual media. It is a 6 "olume se t, 
30 minutes each. wilh a bas ic theme running through each volume, 
levelling up in difficult y with each ,'olume. Dynamics are emphas ized 
through the usc of locat ion film shot in Seatt le, stud io and a nim at ion 
as well as segment lengths, rhyt hili a nd a va riety of music. 

• Phonics practi ce espec ially with vowe ls a nd vowel combina tions. 
• Vol.4.5.6 include a Quiz. which allows the viewer to pa rticipate . 
• Many oflhe words arc spokcn in a situation so th at the student can 

ha"e a better grasp of the meaning of the word a nd how they ca n 
be used . 

THE VIDEO DICTIONARY 

writtell and directed by 
YOKO NARA HASH 1 

(MlS) 

I \ 

ACTIONARY! 
·507 compulsory words required for Junior High School 

by the Educational Board. 
• A lext accompanies each vo lume which follows the order 

of words shown. 

¥ 70,040.- (including l ax) 

OMy J):IY 
OFricnds 
O Cily 
OTiOlt Ind I'l acts 
o Fnlings 
GAcCh'il itS 

VIDEO (HiFi stereo: co lor 30 min. each) 6 vols. + TEXT 7 vols. 

263-1 TsurulII3, Machida-shi. Tokyo 194 WALKERS COM PANY INC. T EL.(0427)99-3393 
2-3-6 Ginza. Chuo-ku, Tokyo 104 OKURA & CO., LTD. / E.D.S. OKURA TEL.(03)J564-6191 


