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In this issue 

Articles 
English questions on japanese university entrance examinations -are 

examined by Akihiro .to to determine whether they are reliable and 
valid measures of examinees' language proficiency. Results are mixed, 
indicating a need to develop a reliable external criterion listening test in 
addition to studies of larger populations. 

A study by James Sick compares the listening comprehension ability 
of graduates of junior high schools which frequently employed native
speakers as assistant language teachers (AL Ts) with graduates of pro
grams that employed them less frequently or not at all. It was found that 
scores varied significantly among graduates of high, average, and low 
AL T utilization programs. 

Questionnaires aimed at tapping Chinese and japanese students' atti
tudes and motivational levels are examined by Bill Teweles. Differ
ences were found between the student groups. In addition, positive 
attitudes toward the target language (English) indicated in the initial 
sUlVey were not necessarily supported by a conunitment to actually use 
the language, especially on the part of the japanese respondents. 

A two-part questionnaire regarding acceptable classroom behavior, 
as perceived by native-speaking EFL teachers in japan is examined by 
Catherine L. Sasaki. Results confirm a mismatch between NS-teacher 
preferences and japanese college-student behavior and point to a need 
for both parties to work towards minimizing the classroom-culture gap. 

Teresa Pica reviews theory and research on the role of negotiation 
in second language (L2) learning, with application to the communica
tive classroom. Findings indicate that when learners and interlocutors 
engage in negotiation to resolve communication difficulties they signal 
and respond in ways that facilitate the process of L2 learning. 

In an article in japanese, Satoshi Miyazaki and Jun Pirotta
Maruyama examine the interactive contact situations experienced by 
JSL learners. Results reveal that learners consciously applied and ac
quired social strategies while in Japan and tended to become more 
intercultural as their learning proceeds; however, these gains were not 
necessarily maintained after leaving. 

Research Forum 
Two papers appear in this issue. First, pragmatic use of rudeness in 

five situations in which anger was expected is investigated by Mitsuyo 
Toya and Mary Kodis in their study of 10 native speakers of English 
and 10 native speakers of japanese. Then, Adrienne Nicosia and Lynn 



Stein evaluate the roles of teachers and students in academic writing 
conferences, or tutorials, in an English for Academic Purposes (EAP) 
program. 

Perspectives 
In the first article, Janet Anderson-Hsieh discusses the importance 

of suprasegmentals and the effectiveness of electronic visual feedback 
(EVF) for their instruction, explaining the specific ways that EVF can be 
used to teach suprasegmentals to Japanese learners of English. In the 
second article, Kiwamu Izumi presents a preliminary report on the 
teaching of sociolinguistic knowledge in a high school EFL class and 
suggests how non-native-speaking (NNS) high school teachers can over
come problems they face in teaching this knowledge to Japanese learn
ers. 

Reviews 
Seven books are revi~wed in this issue. Kaye M. Dunn, Wllliam 

Corr, Milan Davidovic, Thomas L. S~ons, Tim Knight, David 
Cozy, and Wm. Thomas Hill review texts on curriculum innovation, 
the language used about poverty, becoming a successful language leamer, 
language awareness, mUltiple intelligences, multilingualism, and con
trastive rhetoric in L2 writing. 

From the Editors 

With this issue, theJALT Journal welcomes several members to the 
EditoIial Advisory Board. Christine Pearson Casanave, Dale Griffee, 
Patrick R. Rosenkjar, and Deryn Verity have taken on the task of 
reviewing manuscripts for JALT Journal. In addition, William Acton, 
Noel Houck, and Brad Visgatis will be reviewing manuscripts as 
Additional Readers. Their willingness to volunteer their services to JALT 
is deeply appreciated. 
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Articles 

Testing English Tests: 
A Language Proficiency Perspective 

Akihiro Ito 
Hiroshima Universi~y 

This study examines whether English questions on Japanese university entrance 
examinations are reliable and valid measures of examinees' language proficiency. 
The following tests were administered to 100 college freshmen: a narration
based, 700-word level, 70-item, open-ended Cloze Test; a test from the National 
Center for University Entrance Examination (NCUEE-Test) with the additional 
paper-pencil Pronunciation Tests; three grammar tests (At Bt C); TOEFL Listening 
Comprehension Test. Results indicate the NCUEE-Test is a fairly reliable and 
somewhat valid testing device to measure students' English proficiency. The 
grammar tests had a tendency not to be reliable and valid measures of students' 
proficiency, though the Grammar Test C showed moderate reliability and 
correlation with the Cloze Test. The Pronunciation Test in the NCUEE-Test is not 
a reliable measure of the students' listening ability. The need to develop a 
reliable external criterion listening test and to replicate the same kind of research 
llsing a larger sample of participants is also discussed. 
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E
nglish tests are widely used for screening students in university 
entrance examinations in japan. However, since some regard the 
tests as immutable and limited empirical research on the reliability 

and validity of English questions has been conducted, the conclusions 
from the research tend to be speculative. I would therefore like to shed 
some light on the reliability and validity of English questions used for 
university entrance examinations, and to provide data for further 
improvement in the quality of the questions. 

The types of English entrance examinations may be divided into the 
following three categories: (a) the test of the National Center for Univer
sity Entrance Examination (NCUEE-Test), (b) the second screening by 
the national university entrance examinations, and (c) private university 
entrance examinations. 

Proble~ with English Tests in University Entrance Examinations 

In this section, the problems with the NCUEE-Test, the second screen
ing tests for national university entrance examinations, and the private 
university entrance examinations will be clarified and the Group of 
Hypotheses will be set up for the investigation. 

Concerns about the NCUEE-Test: In orqer to enter a national university 
in japan, examinees must take two examinations: the NCUEE-Test and 
the second screening test at their prospective university. 

In 1979, the Kyotsa [chiji (Preliminary Standard College Entrance 
Examination: PSCEE) was introduced by the japanese Ministry of Edu
cation" Science, and Culture to japanese universities as an entrance ex
amination. The purpose of the PSCEE was to measure applicants' basic 
achievement levels in various subjects. In 1989, the university examina
tion system changed and the PSCEE was altered to a different type of 
test: the NCUEE-Test. However, the contents remained virtually the same 
as those of the PSCEE. The NCUEE-Test is a CCa first stage exam, some
wh~t analogous to the College Board SAT, in that many universities 
subscribe to it" (Brown & Yamashita, 1995, p. 12). 

There seem to be fewer problems with the reliability and validity of 
English tests in the PSCEE and the NCUEE-Test in comparison with other 
English tests. Historically speaking, several researchers have proposed 
improvement in the validity and reliability of the NCUEE-Test. Kiyomura 
(1989, p. 245) argues, as a result of his inquiry, that the English questions 
in the NCUEE-Test are relatively valid for measuring students' achievement 
level. He found a moderate correlation (r"" 0.330 to 0.620) between the 
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examinees' scores in the NCUEE-Test and those scores appearing in the 
records from their high schools. In addition, Yanai, Maekawa, and Ikeda 
( 1989) report constantly high reliability coefficients of English tests (r = 
0.940 to 0.956) in the PSCEE from 1979 to 1984. 

However, there is one very serious problem with the test. Although 
fifteen years have passed since the PSCEE/NCUEE-Test was frrst used, a 
listening test has not been administered. The lack of the listening test 
and the problems with the use of paper-pencil pronunciation tests as 
alternative measures have been widely and heatedly discussed (Ishii, 
1981; Kim, 1981; Kuniyoshi, 1981; Masukawa, 1981; H. Suzuki, 1981; 
Kashima, Tanaka, Tanabe, & Nakamura, 1983; ahtomo, 1983; Shiozawa, 
1983; Ibe, 1983; S. Suzuki, 1985; Ikeura, 1990; T. Takahashi, 1990; 
Wakabayashi & Negishi, 1990a, 1990b, 1991, 1994). 

I t seems that most researchers and university personnel are concerned 
with three issues. First, that the pronunciation test in the first section of 
the PSCEE or NCUEE-Test is not a reliable or valid measure of examin
ees' listening and pronunciation abilities. Second, that though it is very 
expensive to acquire the supplies needed to conduct a listening test 
nation-wide, a listening test is a "must" to produce a more valid PSCEE 
CNCUEE-Test) CH. Suzuki, 1981, pp. 23-25). Third, even though the Min
istry of Education, Science, and Culture (989) implemented auraVoral 
guidelines in 1994 and has tried to enhance high school students' listen
ing skills in Oral Communication B, the English tests in the NCUEE-Test 
have not changed to retlect the new direction toward emphasizing aural 
skills. In short, as Brown and Yamashita 0995, p. 28) say, there is a 
contradiction between what is tested in the NCUEE-Test and what the 
Ministty of Education promotes in its curriculum. 

It is hoped, therefore, that the NCUEE-Test will institute the use of a 
listening component as soon as possible to increase the validity of the 
tests, just as the STEP (Tile Society for Testing English Proficiency) test 
has already done (Shimizu, 1989, p.11S). 

In sum, a debate has been entertained regarding the lack of listening 
components in the NCUEE-Test, but the issue has remained unresolved 
because of various factors, including expense. 

Concerns a hOllt the second screening tests/or national university entrance 
examinations: In contrast to the NCUEE-Test, the national university 
second screening tests are still of the translation type, though some 
researchers (Wakabayashi & Negishi, 1994) argue that translation cannot 
be a reliable and valid measure of examinees' English proficiency. Brown 
and Yamashita (1995) point out that translation items in university entrance 
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examinations are "out of date because translation was abandoned years 
ago in ESL instruction" (p. 28). In addition, the test called Sogo Mondai 
(General Questions) has been criticized by Utsunomiya (1985) and 
Wakabayashi and Negishi (1990a, 1990b, 1991, 1994). For this paper, 
however, research on the second screening tests for national university 
entrance examinations was not be conducted. This is because it is quite 
difficult to get information about the scoring criteria for these tests from 
each university. This research paper targets the objective tests, such as 
the NCUEE-Test and grammar tests used in private university entrance 
examinations. 

Concerns about the private university entrance examinations: The 
concerns about the English questions on private university entrance 
examinations are divided into the following two categories. First, in 
some examinations there are several types of questions, such as grammar 
tests, which seem to measure examinees' knowledge about intricate 
grammatical rules (Wakabayashi & Negishi, 1990a, 1990b, 1991, 1994) 
not language proficiency as a whole. Second, a large number of questions 
are too difficult for the examinees, who are mainly third-year high school 
students (Negishi, 1990). 

The hypotheses: From the above, the following three Groups of 
Hypotheses (GH) were developed. 

GH 1: The reliability of the NCUEE-Test will be high. There will be a 
moderate correlation between the external criterion test, the Cloze 
Test, and the NCUEE-Test. 

GH 2: The reliability of the Pronunciation Test will be low. There will be 
correlation, albeit low, between the external criterion listening 
test, the TOEFL Listening Test, and the Pronunciation Test. 

GH 3: The reliability of grammar tests used in private· university entrance 
examinations will be low. There will be correlation, again low, 
between the scores of grammar tests and that of the Cloze Test. 

The Study 

As the purpose of this study was to investigate the reliability and 
validity of English questions on Japanese university entrance examina
tions, my goals were: 1) to determine if the English questions in the 
Japanese university entrance examinations, such as the NCUEE-Test, the 
paper-pencil Pronunciation Test, and the grammar tests, are reliable and 
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valid measures of students' language proficiency, and 2) to examine the 
three groups of hypotheses set up in the introduction. 

Method 

Suhjects: The experimental sample (n :: 100) was taken from the first
year students who were enrolled in an undergraduate class in general 
English at Aichi University of Education in Japan. Most of them were 
eighteen years old. They were predominantly male. All of them would 
have taken more than six years of formal English courses prior to this 
study. They were majoring in a scientific field. The sample was thus 
homogeneous with regard to nationality, language background, 
educational level, and age. It is noteworthy that the participants were 
cooperative and showed a great deal of interest in the research. 

Instruments: The following instruments were used in this experiment: 

1. A 70-item open-ended Cloze Test (Appendix). The participants were 
allowed 30 minutes for completion. 

2. A 50-item TOEFL Listening Comprehension Test (Steinberg, 1987, 
pp. 75-89). It took 25 minutes to finish this listening test. 

3. English questions used in university entrance examinations. 
a. A 58-item NCUEE-Test; 1991, the second version. 
b. A 20-item Pronunciation Test; 1989 & 1992. The Pronuncia

tion Test was administered with the NCUEE-Test. The Pro
nunciation Tests in NCUEE-Tests are basically divided into 
three types. In this study, the paper-pencil pronunciation test 
where participants are required to distinguish the segmental 
phonenles was used. Sixty minutes were allowed to complete 
3a & 3b. 

c. 16-itenl grammar tests A, B, and C: 1991, 1992, & 1993. The 
participants were allowed 25 minutes for completion. 

Grammar Test categorization: TIle types of the granunar tests used in this 
study are divided into two categories, Gmmmar Test A type and Granunar 
Test C type, following Wakabayashi & Negishi (1990a, 1990b, 1991). 
Granunar Test A, called Goi Hoju Mandai, is a fill-in-the-blank-with-an
appropriate word composition test, whereas Grammar C, Seijo Montiai, is 
a placing-the-words-in-order composition test. TIle Grammar Test B consists 
of two parts, both t1ll-in-the-blank and placing-the-words-in-order. 

E.'\~amjJles (~lthe Grammar Tests: In Grammar Test A examinees are 
required to fill in the blanks by selecting one of four given words. 
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Example A: The two players faced each other ( ) the chessboard in the 
final match. 

(A) along (B) to (C) toward (D) across 

In Grammar Test B the examinees are asked to fill in the blanks by 
selecting one of four given words in first half. 
Example B 1: They could not __ the expense of sending their 
daughter to college. 

A. give B. afford C. spoil D. spend 

I n the second half, the examinees are required to place given words in 
their correct order and to mark the number of words which are put in 
the second and fourth blanks, following a Japanese translation as a key. 

Example B2: Kono shosetsu no sakusha wa daredato omoimasuka (in 
Japanese). 

Who ( ) ( 1 ) ( ) ( 2 ) ( ) ( ) of the novel? 
lA. is B. do C. the D. you E. think F. author] 
(1. CA 2. CF 3. DA 4. DC 5. EA) 

In Grammar Test C, first the examinees are required to place given 
words in the correct order to produce meaningful sentences, using a 
Japanese translation as a key. However, one of the words essential to 
make a meaningful sentence is intentionally eliminated. Then the 
examinees must select an appropriate word from the given word list to 
complete the sentence. 

Example C: Karewa nisan nichi de shinu desho (in Japanese). 
(he, few, will, die, days, a) 
A. maybe B. after C. in D. later 

The NCUEE-Test, the additional Pronunciation Tests, Grammar Tests 
A, B, and C, and their answers were sampled from the Daigaku Nyusbi 
(University Entrance Exams) Series (1994). The grammar tests were se
lected from three different university tests published in the series. 

Procedure 

Cloze Test construction & scoring metbod: In order to examine the 
concurrent validity of the NCUEE-Test and gramnlar tests in question, a 
carefully constructed Cloze Test was used as an external criterion test. 
The Cloze Test was produced on the basis of the results of recent research 
on doze test construction: 1) the selection of appropriate texts (Nishida, 
1986, 1987; Mochizuki, 1984, 1994; Y. Takahashi, 1984, 1988); 2) word
level (Mochizuki, 1992); 3) the essential number of questions and scoring 
methods (Sciarone & Schood, 1989); and 4) the deletion frequency of 
words (Alderson, 1979; Nishida, 1985). The doze passage was adapted 
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from a low intermediate reader (700 word level) for Japanese high school 
students by Ishiguro & Tucker (1989). The passage selected, "Wang's 
story," a relatively neutral, narrative topic, contained 457 words. Its 
readability level was about 8th grade level as measured by the Flesch
Kincaid readability formula by using computer program Grammatik W 
(1988). The Cloze Test itself was created by deleting every 6th word for 
a total of 70 blanks. Two sentences were left intact: one was at the 
beginning of the passage and one at the end to provide complete context. 
Sciarone & Schoor! (1989) say that a doze test of about 75 items should 
be scored with the contextually acceptable method to maintain a 
satisfactory reliability (r> .80). Then the Cloze Test was scored by me 
based on the contextually acceptable word method with the help of a 
British native speaker of English. 

Reliability and concurrent validity of the Cloze Test: In order to examine 
the concurrent validity of the Cloze Test itself, the correlation between the 
scores of the 100-item TOEFL Practice Test (40 items structure & written 
expression, 60 items reading comprehension) (Steinberg, 1987), and the 
Cloze Test was measured in a pilot study. In the pilot study, the participants 
were 100 sophomore students enrolled in general English at Aichi University 
of Education in Japan. They were all Japanese speakers and majoring in 
Japanese language education or art education. Most of them were eighteen 
years old. The ratio between male and female was almost 1 to 1. 

In the pilot study and the main study the split-half method was used 
to calculate the reliability of the tests. The use of the split-half method in 
the calculation of the reliability of doze tests is still controversial be
cause the method basically is designed for estimating the reliability co
efficient of tests in which each item is independent. Brown (983), 
however, shows that the lack of independence between items was not a 
problem for the internal consistency estimates on doze tests. So I felt 
that the split-half method was permissible for estimating the reliability 
of doze tests. In the split-half method, I scored the odd and even num
bered items separately and examined the correlation between two halves. 
After the val~e for r was measured, each value for r was corrected for 
the reduction to half-test length using the Spearman-Brown prophecy 
formula (rxx ':;;: 2rhhJl +r'II). 

Results of the Pilot Study 

High reliability of the tests and the moderate correlation coefficient 
between them (r:;;: 0.489, p < 0.01) and the correlation coefficient cor-
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Table 1: Reliability Coeffidents by Spearman-Brown Split-Half Method 
(n = 100) 

Tests 

Cloze Test 

TOEFL 

r 

0.840 

0.781 

Mean(M) Full Score 

33.450 

31.720 

70 

100 

SO 

7.815 

8.128 

reeted for attenuation in the Cloze Test is: r = 0.604, P < 0.01 were 
found. In this regard, the Cloze Test had a relatively high reliability 
coeffident (r c: 0.840) and moderate correlation (r = 0.489) with a reli
able discrete-point test such as TOEFV (Table 1). 

The final decision on the Cloze Test: The author then made a fmal decision 
to employ the Cloze Test as an external criterion test for measuring 
participants' language profidency in this investigation. This is because 
the reliability of the Cloze Test exceeded the critical threshold level of 
0.80 (r = 0.840) and the test correlated with the reliable discrete-point 
test, TOEFL, at close to 0.5 (r= 0.489,p < 0.01). The correlation corrected 
for attenuation in the Cloze Test was more than 0.5 (r = 0.604, P < 0.01).1 

The reliability and concurrent validity of the TOEFL Listening Test: The 
TOEFL Listening Comprehension Test was used as another external 
criterion test for measuring the concurrent validity of the Pronundation 
Test. The author did not conduct a study on the concurrent validity of 
the TOEa. Listening Test. The reason for this is that the test has been 
utilized in real TOEFL testing sessions, and we can therefore conclude 
that the test might be reliable and valid enough to be an external criterion 
listening test. 

Scoring procedure for the other tests: After all the tests except the Cloze Test 
were administered, the test papers were exchanged between students and 
scored under my direction. After the test papers were collected, they were 
reviewed by. me before the statistical calculations were performed. 

Results of Study 

Table 2 shows the reliability coefficients of the tests. The reliability 
coeffidents of the Cloze Test (r c: 0.853), slightly higher than in the pilot 
study, and the NCUEE-Test (r= 0.817) are high. The three grammar tests 
are placed in the order of reliability coeffidents from highest to lowest: 
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Table 2: Reliability Coefficients by Spearman-Brown Split-Half Method 
(n=100) 

Tests r Mean(M) Full Score SO 

Cloze Test 0.853 32.850 70 7.697 
NCUEE-Test 0.817 34.920 58 8.013 
Grammar Test A 0.099 9.190 16 1.948 
Grammar Test B 0.436 7.930 16 2.483 
Grammar Test C 0.570 7.810 16 2.497 
TOEFL 

Listening Test 0.398 13.060 50 3.484 . 
Pronunciation Test 0.208 8.350 20 2.355 

C (r = 0.570); B (r = 0.436); A (r:;: 0.099). The differences in mean scores 
among the three granunar tests show that the mean score of the Gram
mar Test A is the highest (M = 9.190), and the mean scores of the other 
two Grammar Test Band C are almost the same (M = 7.930; M = 7.810). 
Though it is clear that the participants performed better in Grammar 
Test A than in grammar tests Band C in terms of the mean scores, the 
reliability of Grammar Test A is the lowest among the three. The reliabil
ity coefficients of the TOEFL Listening Comprehension Test (r = 0.398) 
and the Pronunciation Test (r = 0.208) are low. 

Table 3 displays the correlation coefficients between the Cloze Test 
and NCUEE-Test and grammar tests. There were moderate correlations 
between the Cloze Test and the NCUEE-Test and Grammar Test C and 
low correlations between the Cloze Test and grammar tests A and B. 
The three gramlnar tests are placed in the order of the correlation coef
tlcients from highest to lowest: C (r= 0.441); A (r e 0.346); B (r= 0.323). 
Grammar Test C shows the highest reliability and correlation among the 

Table 3: Correlation between Cloze Test and the NCUEE-Test 
and the Grammar Tests (n""100) 

Tests r p 

Cloze Test and NCUEE-Test 0.462 <0.01 
Cloze Test and Grammar Test A 0.346 <0.01 
Cloze Test and Grammar Test B 0.323 <0.01 
Cloze Test and Grammar Test C 0.441 <0.01 
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grammar tests. Finally, no significant correlation was found between the 
TOEFL Listening Comprehension Test and the Pronunciation Test in this 
study (r = -.078, P = n.s.). 

Discussion 

The results were then examined according to the three Groups of 
Hypotheses (GH) presented above. 

GH 1, of a high reliability for the NCUEE-Test (r g 0.817) and moder
ate correlation (r = 0.462, p < 0.01) between the Cloze Test and NCUEE
Test, was supported. Therefore, the NCUEE-Test is a fairly reliable and 
somewhat valid measure of examinees' English proficiency. 

GH 2, of low reliability for the Pronunciation Test (r c 0.208), was 
supported. However,' that part of GH 2 which posited correlation, al
beit low, between TOEFL Listening Test and the Pronunciation Test 
was not supported because there was negative correlation, although 
not Significant, between the two tests (r c -0.078, n.s.). The lack of 
correlation may be due to the fact that the ability to distinguish among 
segmental phonemes in the Pronunciation Test cannot cover the wide 
range of listening abilities which the TOEFL Listening Test tries to ex
amine. The TOEFL Listening Test consists of three parts. In order to get 
a high score on the TOEFL Listening Test the examinees must under
stand 1) the meaning of sentences spoken, 2) the actual discourse be
tween two speakers, and 3) lectures in a classroom setting. 

However, the problem is the reliability of the external criterion lis
tening test: the TOEFL Listening Test reliability is low (r c 0.398), a 
finding which calls for further research on the matter. Therefore, whether 
or not the Pronunciation Test might be eliminated remained unresolved 
because of the low reliability of the two tests. I will assume that a more 
reliable external criterion listening test could be found or tailored through 
in-depth item-test correlation analysis in future research. 

GH 3, concerning the low reliability of the grammar tests, was sup
ported in only Grammar Test A (r = 0.099). The reliability of Grammar 
Tests B (r = 0.436) and C (r = 0.570) was moderate. The low correlation 
between the Cloze Test and the Grammar Tests was supported as far as 
Grammar Tests A and B were concerned. There was a moderate corre
lation between the Cloze Test and Grammar Test C (r= 0.441, p < 0.01). 
I~ this study, however, it cannot be easily concluded that the Grammar 
Test C has far-reaching potential for becoming a reliable and valid gram
mar test. This is because in the three Grammar Tests different sentence 
structures and vocabulary are used. In the future, research on the effect 
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of test type or test format should be conducted in order to examine 
what kind of test types or test formats are appropriate to measure lan
guage learners' proficiency and the relationship with learners' profi
ciency levels in conditions in which the variable is limited to only test 
type or test format. 

In addition, I mllst say that the lack of correlation in many places in 
the study may be due to the following three factors: 1) lack of reliability 
in the measures in general, and/or 2) lack of reliability with my specific 
group of students, and/or 3) restrictions in the range of ability that I 
sampled in the investigation. Tests are not simply reliable and valid in 
and of themselves. They are reliable and valid for specific types of 
students and specific ranges of ability (Brown 1983, 1996). Future re
search should be conducted, again under more controlled conditions, 
with a larger sample of participants with their proficiency levels taken 
into consideration. 

Conclusion and Remaining Issues 

In this study, I investigated the English questions used in university 
entrance examinations to determine if they are reliable and valid mea
sures of examinees' English proficiency. The data indicated that, first, 
the NCUEE-Test is, to some degree, an appropriate measure of examin
ees' English proficiency in terms of reliability and validity. Second, there 
was no signitkant correlation between the TOEFL Listening Test and 
the Pronunciation Test. However, since both of the two tests showed 
low reliability, more research on this matter should be conducted in 
order to claritY whether the Pronunciation Test is or is not a valid mea
sure of examinees' listening ability, measuring the correlation with a 
more reliable external criterion listening test. Third, test designers should 
try to produce more valid and reliable grammar tests. Further research is 
also needed to identitY what kind of grammar tests have the potential of 
being reliable and valid testing devices. Moreover, this kind of research 
should be carried out again with a larger sample of participants, again 
with participants' proficiency level taken into consideration. 
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Note 

1. Klein-Braley and Raatz (1984) propose the criteria to judge the quality of the 
C-Test. In their six C-Test construction axioms, they say that a valid C-Test 
should correlate with a reliable discrete-point test at 0.5 or higher. Since C
Tests are one of the modified versions of doze tests, 1 applied Klein-Braley 
and Raatz's idea for judging the concurrent validity of the Cloze Test in this 
study. 
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Appendix: ClozeTest 

One day Wang lost his way while he was gathering wool. He wan
dered in the woods ( 01 ) hours, but could not find ( 02 ) path to lead 
him home. (03) came and Wang was tired (04) very hungry. When he 
passed ( 05 ) big rock, he thought he ( 06 ) human voices. He walked 
around ( 07 ) rock and found a cave. ( 08 ) voices came from the cave. 
( 09 ) was almost dusk, but when ( 1 0 ) entered the cave, he noticed 
( 1 1 ) was light and comfortable inside. ( 1 2 ) walked deeper into the 
cave ( 13 ) he came to a room at ( 14) end. Light and fresh air ( 15) from 
the ceiling. 

Two men ( 16 ) sitting before a chess board. ( 17 ) were playing 
chess, chatting merrily. ( 18) neither talked to Wang nor ( 19) looked at 
him, but went ( 20 ) on playing. Now and then (21 ) drank from their 
cups which ( 22 ) held in their hands. Since ( 23 ) was so hungry and 
thirsty, (24) asked for a Sip. For (25) first time they looked at (26) and 
smiled, otlering him the (27) kind of a cup. Although (28) did not talk 
to hitu, ( 29 ) invited him to drink by gesture. ( 30 ) drink was fragrant 
and ( 31 ) as sweet as honey. Wang ( 32 ) he had finished it all, ( 33 ) 
strangely enough, the cup was refilled ( 34 ) he noticed it. 

Wang (35) no longer hungry nor thirsty (36) he drank from the cup. 
He ( 37 ) sat down beside the two ( 38 ) and watched their chess game. 
( 39 ) two men continued playing chess, ( 40 ) chatting and laughing. 
The ganle (41 ) so exciting that Wang became (42) in it. It took some 
( 43 ) before it was over. Maybe ( 44 ) hour or more had passed, ( 45 ) 
thought. He had spent too ( 46 ) time in the cave, and ( 47 ) good-bye to 
the chess ( 48) who gave him a bag ( 49) a souvenir. 

After he came out of ( 50 ) cave, he could fmd his ( 51 ) home easily. 
However, when ( 52 ) entered his home village and (53) some people 
on the road, ( 54 ) did not know any of ( 55 ). They were all strangers. 
He ( 56) the place where his old (57) was, but·there was nothing ( 58) 
a few decayed poles and ( 59 ). He did not understand what (60 ) 
happened, and looked around for (61 ) neighbors' houses. They were 
all (62) from what he used to (63 ). The people living there were (64) 
strangers too. being at a ( 65 ) for what to do, he ( 66 ) the bag that the 
chess ( 67 ) had given him. Out came ( E?8 ) stream of smoke, and 
in ( 69 ) minute, his hair had turned ( 70) and he found himself an old 
man. What does this story remind you of ? 
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Recently, most secondary schools in Japan have been employing native speakers 
as assistant language teachers (ALTs) in their English programs. However, the 
frequency of such classes may vary from school to school. In spite of the resources 
invested in this program, little empirical research has been done that directly 
tests its effectiveness. This paper reports an empirical study which compared 
the listening comprehension ability of graduates of junior high schools which 
frequently employed ALTs with graduates of programs that employed them less 
frequently or not at all. It was found that mean scores on a listening test varied 
signifkantly among graduates of high, average, and low ALT utilization programs. 
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S
ince 1987, most junior and senior high schools in]apan have begun 
using native speakers as assistant language teachers (ALTs) in EFL 
classrooms. While the practice has now achieved a wide degree of 

acceptance, it has not been without its critics (cf. Inoue, 1992). Do 
language programs which make frequent use of ALTs offer any advantages 
over those which do not? Do they, for instance, produce better speakers 
or better listeners? ConSidering the resources that have been invested in 
these programs, there is little empirical research that directly addresses 
this question. 
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In the high school where I teach, all first-year students are required 
to take Oral Communication B, a class which is team-taught by a native
speaking teacher and a Japanese teacher of English GTE) using English 
as the primary language of instruction and classroom communication. 
Entering students, though otherwise a very homogeneous group, differ 
in their ability to understand spoken English. This can be observed in 
their responses to instructions and direct questions during classroom 
activities, as well as their performance on the listening portions of mid
term and final examinations. At a teachers' meeting, it was suggested 
that this variation was due to students' previous exposure to native 
speakers: Some had attended junior high schools which made frequent 
use of ALTs, while others had had few or even no classes with an ALT in 
junior high school. While it seemed dubious that the amount of expo
sure to ALTs could be the whole story, the school does draw its students 
from a large number of junior high schools. Perhaps those schools whose 
language programs stress the inclusion of AL Ts differ in a number of 
ways which ultimately produce better listeners. 

The inclusion of native speakers as ALTs in secondary schools is 
largely a result of the Ministry of Education's efforts to promote a more 
communicative approach to foreign language teaching. Though goals 
are not always stated in educational terms, in general they include 
exposing students to native speech and accent, increasing student mo
tivation by providing opportunities to listen to and interact with native 
speake~, enhancing cultural awareness, and inducing]TEs to improve 
their own spoken communication skills. ALTs in Tokyo public schools 
are rec~ited from a variety of sources. Some are resident foreigners 
hired directly by local school boards. Others are recruited abroad as 
part of the Japan Exchange Teaching (JET) program, a joint project by 
three Japanese government ministries with the goal of promoting inter
nationalization at the local level (CLAIR, 1996) and assigned to schools 
by a joint council. Due to diverse backgrounds, ALTs probably vary in 
training, experience, and commitment to education. In addition, there 
seems to be no official guidelines specifying how they should be used. 
While their role no doubt varies from classroom to classroom, there are 
indications that the presence of ALTs is often accompanied by more 
spoken input, authentic texts, and communicative activities (Garant, 
1992; Yukawa, 1992). 

According to Minoru Wada, a former curriculum specialist at the Min
istry of Education, junior high schools vary in the degree to which they 
employ AL Ts for logistical and economic reasons, and there are not 
enough ALTs to assign one to each school, even if every school wanted 
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one (Cominos, 1992). It seems that in some cases schools with strong 
language programs are given preference in ALT assignments (Kageura, 
1992). In general, ALT assignments falls into one of three categories. In 
the "one shot," or occasional-visit system, ALTs make irregular visits, 
usually once or twice per year, to each school in a local district. In the 
regular-visit system, ALTs are assigned to more than one school, but 
make regular and more frequent visits, usually once a month. In the 
base-school system, a school has its own ALT(s) who teach regular 
classes, generally once a week or twice a month. There are also indica
tions that AL T utilization may vary within a single school as the question 
of when and how to use an AL T is left to individual teachers who call on 
ALTs' services when and if they desire them (Iwami, 1992). 

There are thus reasons to expect variance in both how often ALTS are 
used as well as how they are used. This study examines the relationship 
between the degree to which junior high schools include AL Ts in their 
classrooms and their students' listening comprehension ability upon gradu
ation. Since there are so many variables in the way ALTs can be utilized, 
not to mention factors that could lead a school or teacher to seek their 
services, causal variables cannot be inferred. Rather, it will be assumed 
from the beginning that progmms making frequent use of AL Ts vary from 
those that do not in myriad ways, any or all of which might contribute to 
the development of better listening skills. The research questions are: 

1. Do junior high schools in the Tokyo area vary in the degree to which 
they incorporate AL Ts in their language programs, and if so 

2. Do graduates of programs making frequent use of ALTs have bener 
listening comprehension than graduates from programs making av
erage or infrequent use of ALTs? 

The Study 

Suhjects 
The subjects were 192 first-year high school students in an all boys 

private high school in Japan. The school is affiliated with a well known 
university, and the students are high academic achievers: usually plac
ing around the 95th percentile on academic aptitude tests administered 
by jukus (privately nm examination preparation schools), In all, they 
had been drawn from 154 junior high schools, primarily public, in the 
Tokyo area. Approximately one-third were admitted to the high school 
through direct recommendation from the junior high schools, and two-
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thirds after passing a rigorous entrance examination which did not in
clude a listening test. 

Materials 
Data for this study were drawn from two sources: a survey in which 

subjects were asked to report the frequency of classes with an AL T 
during each of their three years of junior high school, and a set of 11 
listening proficiency items which were included on the first mid-term 
examination of the Oral Communication B class. 

ALT Frequency Survey: The ALT frequency survey was written in Japanese 
and administered during a regular class period, under the direction of a 
Japanese teacher. For each of their three years of junior high school, subjects 
were asked to select one of five categories which best described the 
frequency of classes with an ALT. For the analysis, each category was 
assigned a numerical score. The five categories and their scores were: 

1) none at all (0 points) 
2) a few times a year (1 point) 
3) once a month (2 points) 
4) twice a month (3 points) 
5) once a week or more (4 points) 

In addition, subjects were asked to report time spent living abroad and! 
or any English instruction from a native speakers they may have received 
outside of school, such as at a juku or conversation school. As I wanted to 
examine only the effect of AL Ts in the regular school system, subjects who 
reported extracurricular instruction with a native speakers, or who had 
lived abroad for more than three months, were eliminated from the study. 
This reduced the total number of subjects to 183. 

Listening Comprehension Test: Each subject was given a listening 
comprehension score based on the 11 proficiency items which were 
part of the first mid-term examination in Oral Communication B. As 
this study was carried out in a functioning EFL class, some compromises 
were necessary. We were unable to devote a full class period to a 
listening proficiency test. It was also considered undesirable to make 
their first high school listening test discouragingly difficult. Thus, 11 
listening proficiency items were prepared and inserted in what was 
otherwise a criterion-referenced achievement test. The proficiency items, 
chosen because they had been used in previous tests with similar students 
and were known to have good item discrimination values, involved 
selecting an abstract figure from among four choices after listening to a 
dialogue discussing it (see Heaton, 1988, p. 73 for a prototype). 
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Descriptive statistics for the listening comprehension test are given in 
Table 1. It should !)e noted that when the scores were plotted and 
examined. a ceiling effect could be observed, with about 26% of the 
subjects receiving a perfect score. Also, reliability was low (Cronbach 
alpha = .63), probably due to the small number of items. 

Table 1: Listening Test Descriptive Statistics 

Variable 11 K Melill SD Minimum Maximum 

Value 183 11 82.0010 17.1% 27.3% 100% 

Reliability <Cronbach alpha) a = .63 

The mid-term test was administered after four classroom hours of 
Oral Communication B. These four hours of instruction could be signifi
cant as in a few cases, they constitute more exposure to a native speak
ers than subjects received during all three years of junior high school. 

Alla~vses 
Results of the survey were tabulated for differences in how frequently 

the various junior high schools had utilized ALTs. Next, a total fre
quency score was computed for each subject by totaling his points for 
three years of study. Total scores ranged from zero (no classes with an 
ALT during junior high schaaD, to twelve (once a week or more during 
each of three years). Subjects were then divided into three groups based 
on their total scores, identifying the junior high school programs as 
having high, average, or low utilization of ALTs. A mean score on the 
listening comprehension test was calculated for each group, and a one
way ANOVA used to test for differences among the groups. Since the 
majority of subjects fell into the average ALT utilization group, an addi
tional analysis was done which focussed on students from high utiliza
tion versus low: utilization programs: A two-way chi-square analysis 
was lIsed to see if the frequency of "good listeners," those scoring 90% 
or above on the listening test, versus "poor listeners," those scoring 
below 65% on the listening test, differed Significantly between subjects 
from high and low utilization programs. Null hypotheses of no differ
ence between group means or frequency of good listeners/bad listen-
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ers were adopted and a significance level of alpha < .05, one direc
tional was accepted for the study. 

Results 

Responses to the AL T frequency survey are summarized in Table 2. As 
can be seen, most subjects (about 6(}O/O) reported having classes with AL Ts 
a few times a year for each of their three years, indicating that most public 
junior high schools have only occasional visits. There were sizable minori-

Table 2: Responses to ALT Frequency Survey 

Frequency of Classes using an ALT 1st-year 2nd-year 

none at all 11% 7% 
a few times per year 63% 600/& 
once a month 11% 14% 
twice a month 8% 11% 
once a week or more 7% 8% 

Total (n '" 183) 100% 100% 

Table 3: Distribution of total frequency scores 
and division of subjects into utilization groups 

Total score 

12 
11 
10 
9 
8 
7 
6 

n 

9 
1 
0 

11 
6 
3 

16 

ALT Utilization Groups 

High Utilization Programs 
n'" 46 

3rd-year 

14% 
55% 
15% 
9% 
7% 

100% 

5 
4 

11 
10 

Average Utilization Programs 
n::: 110 

3 

2 
1 
0 

89 

18 
5 
4 

Low Utilization Programs 
n:: 27 



SICK 205 

ties, however, with very high or very low utilization of ALTs. Ifs also worth 
noting that the number of schools offering no classes with an ALT in
creased slightly during the third year, perhaps due to an increased focus 
on grammar as students prepared for high school entnulce examinations. 

The distribution of total ALT frequency scores is shown in Table 3. 
The most common score was three (n = 89), which could indicate occa
sional visits during each of three years, but could also result from other 
combinations; for instance, occasional visits during the frrst year, once a 
month during. the second, and no meetings during the third year. Scores 
of three, four, or five accounted for about sixty percent of the subjects 
and were deSignated as "average utilization" programs. A score of six or 
more, which would indicate that the school probably had a base school 
Ai T, was deSignated high utilization, and below three, a low utilization 
program. The distribution of these three groups is also shown. 

The mean listening test scores for the high, average, and low utilization 
groups are given in Table 4. The means varied from 87 to 73 percent, in 
the expected order. Table Sgives the results of the one-way ANOVA Since 
the overall F value was S.61 (p < O.OOS), post hoc comparisons were per
fomled using the Scheffe procedure. The high utilization and low utiliza
tion groups, as well as the average utilization and low utilization groups, 
were found to be Significantly different at the .OS level (Table 6). 

Table 4: Mean Scores of ALT Utilization Groups 

Group n Mean SD SE Minimum 

High 46 86.6% 14.0 2.1 45.5% 
Average 110 82.2% 16.5 1.6 27.7% 

Low 27 73.1% 20.9 4.0 27.3% 

Total 183 

Table S: Results of One-Way Analysis of Variance 

Between Groups 
Within Groups 

Total 

df 

2 
180 

182 

SS 

3118.8 
50017.7 

53136.7 

MS 

1559.4 
277.9 

F 

5.61 

Maximum 

1oo.00Al 
100.0% 
100.0% 

p 

.004 
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Table 6: Multiple Range Test: Scheffe Procedure 

Score Group High Average Low 

86.0% High 
82.2% Average 
73.1% Low 

• p < 0.05 level 

Finally, while the analysis of variance indicates a relationship between 
AL T programs and listening proficiency, the actual effect on individuals is 
somewhat obscured. Do language programs that make frequent use of 
ALTs really produce more good listeners and fewer poor listeners? Table 7 
shows the relative frequencies of good versus poor listeners in the high 
versus low utilization groups. A chi-square analysis was used to test for 
differences. Since the expected frequencies in two cells fell below 10, 
Yates' correction formula was applied. The results, chi square ::I 6.05, df = 
1, indicate a significant difference atp < 0.05. Differences between ob
served and expected frequencies were greatest in the number of failing 
students, in both the high and low exposure groups. This may be partly 
due to the ceiling effect on the listening test. That is, the test was more 
effective at discriminating between low scorers and average scorers than it 
was at discriminating between high scorers and average scorers. 

Table 7: Frequencies of good listeners versus poor listeners 
in high and low utilization groups 

High utilization 
Low utilization 

Good listeners 

26 
9 

chi sq. oz 6.05, df = 1, P < 0.05 

Discussion 

Poor listeners 

3 
8 

The analyses allow us to reject the null hypothesis that there is no 
correlation between the degree to which junior high schools use AL Ts 
and their graduates' listening proficiency. There are a few caveats, how-
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ever. First, the homogeneity of the group calls into question the 
generalizability of the results. The subjects were all male, motivated, 
high achievers, and very test-wise. The results could be quite different 
for a group with different attributes. Second, since there was no follow
up test it is not clear whether the subjects' head start in listening was 
momentary or long lasting. 

This study did not attempt to determine specifically what it is about 
these programs that creates better listeners. Rather, it was assumed from 
the beginning that programs making frequent use of AL Ts may differ in 
a variety of ways that contribute to better listening. It is, however, worth 
speculating on what some of those differences might be. 

Perhaps the most obvious possibility is that ALTs provide more spo
ken comprehensible input. Since speaking English is what they do best, 
lesson plans often have ALTs speak to students about themselves, their 
countries, their reactions to Japan, etc. Moreover, ALTs at base schools 
probably establish routines, such as leading certain classroom activities. 
The input they provide in those circumstances could be more compre
hensible because it is contextual and familiar. 

Another possibility is that AL Ts in the classroom increase learner moti
vation. Survey data often report favorable attitudes by learners to ALT 
classes (Miyashita, 1994). Having an opportunity to listen to or speak with 
a native speakers may induce learners to focus their study on understand
ing English as opposed to memorizing material for the next exam. It may 
also trigger other behaviors such as listening to English radio broadcasts, 
watching English videos, and writing to a foreign pen-pal. 

The inclusion of ALTs in a program may lead JTEs to experiment with 
new teaching methods, although the converse may also be true. The 
literature suggests that JTEs have looked for creative ways to utilize 
AL Ts as part of regular lessons, have developed communicative lessons 
as su pplements to regular instruction, and, in some instances, have 
adopted communicative coursebooks published from outside Japan 
(Iwami, 1992; Kawamura & Sloss, 1992). Schools with a base ALT may 
be more likely to incorporate full-fledged courses in communicative 
English. They may also go to the trouble of incorporating a listening 
component in nlid-term and final exa~. Communicative methods may 
filter out to non-ALT classes as well-focussed listening exercises in a 
reading lesson or communicatively oriented grammar tasks, for example. 

Finally, Wada remarked that he felt the most significant achievement of 
the JET program was its effect on JTEs (Cominos, 1992). With widespread 
inclusion of native speakers in the education system, more)TEs have come 
to regard communication in English as central to their work. Schools with 
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high utilization programs may have]TEs who perceive the need for prac
tical, communicative skills, and their regular contact with native speakers 
provides them with opportunities for self-improvement. Daily use of En
glish may then induce them to use it more in the classrpom, or to try to 
motivate their students to seek opportunities to use English. 

Though listening comprehension is only one aspect of language, it 
must be regarded as especially important, as it is an essential part of 
communicative competence. Indeed, it is hard to imagine any meaning
ful discourse without it. If the goal of foreign language education in 
J a pan is to shift toward using English as a means of international com
munication, developing listening skills is essential. Nevertheless, the 
chief concern of most JTEs and their students is passing entrance ex
ams, and as Iwami (1992, p. 21) points out, the norm in most secondary 
schools is still examiriation-oriented instruction with emphasis on gram
mar, reading, and translation. 

Aside I from the fact that many universities now include listening sec
tions in their entrance exams (Brown and Yamashita, 1995), there are 
grounds to argue that listening comprehension need not be acquired at 
the expense of grammatical knowledge or other examination-oriented 
skills. Ellis (1995) cites a series of studies on comprehension-based 
methods which demonstrate this (Le. Winitz, 1981; Asher, Kusudo & de 
la Torre, 1974; Doughty, 1991). Comprehension methods typically give 
learners lots of spoken or written input with expansions and clarifica
tions, and nonverbal tasks to demonstrate that they have understood. 
Studies comparing comprehension methods with methods that rely more 
on explicit instruction or controlled practice found that learners using a 
comprehension approach did better on tests of reading and listening 
comprehension (as one would expect), while doing just as well on 
tests of speaking, writing, and grammar. Though this study can make no 
claims regarding the effect of AL T utilization on grammar or other skills, 
past research indicates that the high utilization group's greater listening 
proficiency could well have been achieved in conjunction with rather 
than at the expense of other kinds of knowledge. Further research could 
investigate whether AL T utilization has any effect, positive or negative, 
on exam skills or other aspects of language proficiency. 

Listening, as comprehensible input, plays a central role in most cur
rent theories of second language acquisition (i.e., Krashen, 1981; Long, 
1985, Ellis 1994). While not all regard it as a causal factor, most at least 
view it as a necessary condition for developing an implicit knowledge 
of the target language. Morley (1984) notes how the role of listening in 
the classroom has evolved over the past four decades from listening as 
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a means to teach speaking (providing a model for imitation as in the 
alldiolingllal method), to listening as a skill in its own right (listening 
comprehension tasks >, to listening as a means to learn a language (com
prehension methods>. ALTs are likely used for all of the these purposes, 
but it seems reasonable to speculate that graduates who can demon
strate greater listening skills have experienced more of the latter two, 
and have thus come from a more acquisition inducing environment 
than is found in other language classrooms. 

Whether ALTs are "doing something," or are just "a part of some
thing." their presence seems to correlate with a desirable result. It is the 
author's hope that this finding will induce school systems that are un
der-utilizing ALTs to reconsider, and, if administrators, JTEs, parents, 
students. and least not ALTs themselves are not already doing so, to 
take these positions seriously. 
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Motivational Differences Between Chinese 
and}apanese Learners of English as a 
Foreign Language 

Bill Teweles 
Long Beach (CA) Ci~y College 

As part of a longitudinal study conducted at Hunan University, China and 
Okayam:l University, Japan, questionnaires aimed at tapping attitudes and 
motivation~11 levels of (WO groups of 20 freshmen and sophomores at e.lch 
university Cil = 80) were administered. A slight inclination toward "instrumental" 
indicators was shown by Chinese learners, while a preference for "integrative" 
indicators was shown by Japanese learners. A follow-up questionnaire showed 
that (he generally positive attitudes toward the target language (English) indicated 
in the initial survey were not necessarily supported by a commitment to actually 
use the language, especially on the part of the Japanese respondents. This parallels 
Benson's (991) findings. The rather unimpressive correlation between levels of 
motivation and pertormance on wrinen tests, especially when compared to the 
higher correlation shown on a standardized grammar test (Part II of the CELD, 
also invites clUlion against overstating the role of motivation when assessing 
proficiency in writing and related skills. 
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A 
one-year "matched group" study conducted at Hunan University, 

a large national university in Changsha, Hunan Province, People's 
Republic of China and Okayama (National) University in Okayama 

City, Japan revealed a significant difference betwe~n the levels of 
"instrumental" as opposed to "integrative" motivation reported by two 
groups of freshmen and sophomores at both universities. I Based on the 
first of a pair of attitudinal questionnaires (See Appendix 0, a slight 
leaning toward "instnlmental" motivation was shown by the Mandarin
speaking freshmen and sophomores, with their japanese-speaking 
counterparts being more inclined toward "integrative" motivational 
indicators. Nevertheless, when a follow-up "motivational intensity scale," 
based on the one designed by Gardner and Lambert (972), is taken 
into consideration, a more negative or distant attitude toward English is 
shown, particularly on the part of the japanese freshmen and sophomores. 
This seems to confirm findings by Benson 0990, who in surveying 
over 300 freshmen in the same region of japan, found that "personal" 
motivation was a more appropriate way to gauge interest in and 
application to the L2 (in this case, English). Further statistical analysis 
showed a weak-ta-moderate correlation between motivation level and 
proficiency level as shown on a battery of tests taken by all groups of 
EFL learners. The overall result largely corroborates findings by Oller, 
Hudson, and Liu (977) and Chihara and Oller (978), which showed a 
stronger positive correlation between attitudes and performance by 
Chinese students (in an ESL setting) than by a larger group of japanese 
adults studying EFL at a private language school. The different 
directionalities shown in the combined motivational surveys also suggest 
that the importance of a positive attitude toward the target language (or 
TL-speaking community) is not as important as the presence of a strong 
commitment to practice and will to actually use the language in question. 

The Study 

Suhjects 
Two groups of 10 freshmen in separate sections of an English class in 

the Department of Liberal Arts at Hunan University taking English as a 
departmental requirement were surveyed (n = 20). Of the 20, there 
were 18 females and two males. A second group of 20 sophomores 
taking English as a required course in the same department, 13 females 
and seven males, was also surveyed (n = 20). 

Two groups of 10 freshmen taking English as a general graduation 
requirement in the Department of Liberal Sciences at Okayama Univer-
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sity were tested (1l = 20). Of these 20, there were 11 females and nine 
males. A second group of 20 sophomores taking English as a general 
requirement in the Department of Education at the same school was 
made up of 18 females and two males (n = 20). 

Procedures 
Freshmen and sophomores. at Hunan and Okayama universitieswho 

had indicated on a consent agreement that they would participate in a 
comparative study and be willing to take a series of written tests were 
asked on the second day of testing to complete a two-part "Attitudinal 
Questionnaire" (Appendix 1). One purpose of tIus was to get an indica
tion, via 5-point Likelt scale, whether students were "instrumentally" or 
"integratively" motivated.! Eight of the 10 statements (evenly divided 
between "instnullental" and "integrative"-type assessments of English) 
on this first questionnaire were drawn from Gardner and Lambert (1972) 
and were worth a total of 40 pOints. An additional yes/no question (#7) 
asked if the student was mainly taking English in order to gain college 
course credit. A final open question (#10) gave students a chance to 
elaborate on any of the responses given or offer other personal reasons 
for learning English. A second questionnaire (Appendix 2) made up of 
six additional yes/no questions was included as a follow-up to the frrst 
questionnaire. 

Questions on this "motivational intensity scale," based on a longer 
version in Gardner and Lambert (972), were more closely directed to 
the individual English language learner, and were designed to indicate 
how "active" or "personally conunitted" a particular learner was to the 
target language (Le. outside the classroom). Worth a single point each, 
the tally of "yes" and "no" responses on the second questionnaire was 
also intended as a check on initial aSSignment of students to a "HIGH" 

(averaging above 70%) or "I.OW" (below the 70% benchmark) motivation 
level. As the point scales and response mechanisms differ on the two 
questionnaires, "motivational intensity" will subsequently be referred to 
as "motivation level" in determining the effects of motivation on the 
students' overall proficiency scores. 

Results and Discussion 

A sample question on the first Attitudinal Questionnaire that 52 of the 80 
students polled at both universities responded to showed that 30 students 
at Hunan University, 93.75% of respondents, agreed that English should 
be required in high school, while 17 (85%) of the Okayama University 
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students who responded agreed. Given the particular weight of English 
in determining who gets admitted to universities in both countries, it is 
not surprising that a solid majority responded favorably on this question. 
A second question on the first attitudinal questionnaire, which also did 
not figure in the overall motivational score, asked whether the student 
was "taking English mainly to gain course credit." Looking at the 
breakdown of responses given by the 40 students in each of the profiled 
groups, there was a considerably greater attitudinal difference shown 
here than for the previous question on the importance of English in the 
high school curriculum. 

Table 1: Question 7 "I am taking English mainly to gain college 
. course credit." 

Group Yes No Total N 

Okayama Univ. Sophomores 15 5 75% Yes n:;:: 20 

Okayama Univ. Freshmen 12 8 60% Yes n = 20 
Hunan Univ. Sophomores 0 20 1000Al No n = 20 
Hunan Univ. Freshmen 0 19- 95% No n = 19 

-Note: One freshman at Hunan University did not respond. 

It is noteworthy that while 67.5% of the Japanese students responded 
"negative.1y" to this question (a "yes" answer indicating that they were 
mainly taking English to get course credit and might not bother to take 
it otherwise), all of the Chinese students replied "affirmatively." The 
unanimity of the Chinese students on this question underlines the posi
tive response they showed on the first (eight question) attitudinal ques
tionnaire. Hunan University students compiled an average of 33.45 
instrumental motivation points out of 40, or 83.63%, and an iI)tegrative 
mean score of 32.85 out of 40, or 82.13%. That nearly three-fourths of 
the Okayama University students indicated having little academic inter
est in English aside from its satisfying a graduation requirement seems 
to compromise the generally high mean scores they produced on the 
first attitudinal questionnaire. On this, Okayama University students av
eraged 29.95 instrumental motivation points of out of 40, or 74.88%, and 
had an integrative mean score of 31.65 out of 40, or 79.13%. 

In spite of the fact that an abbreviated version of Gardner and Lambert's 
(1972) Attitude and Motivational Index was used, it is noteworthy, but 
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not surprising that Japanese students tended to score higher on integra
tive indicators. Berwick and Ross (989) and Benson (1991) both elabo
rated on the considerable decline in "instmmental" interest (particularly 
in freshman learners of English) once the college entrance examination 
was in the past. Responses to a "Supplementary Questionnaire" (Ap
pendix j) taken by a class of 29 juniors at Kyoto University of Foreign 
Studies in Spring, 1994, also support Benson's view that a more "per
sonal" motivation begins to take hold of the Japanese undergraduate 
once "instrumemal motivation" has nm its course. Here, an equally fa
vorable view of English to that held by 23 sophomore respondents at 
Hunan University in various skill areas was shown. Scores ranged from 
a high mean score of 4.1724 (on a nve-point Likert scale) on pronuncia
tion to a "low" of 3.1724 on vocabulary. While not designed to directly 
tap into considerations of instrumental and integrative motivation, the 
questionnaire \vas able to elicit both positive and negative views toward 
the target language and culture as well as the following examples of 
"persona) motivation." 

Q 1 \Vhar topics do you feel comfortable using English to talk about? 
"liobby, friendship, (and) relationship between men and 
women." "Music, family, myself." 

Q 3 What do you like most about English as a second language? 
"It's my dream to go abroad and speak with foreigner." "It's 
more informal than my native language!' "I can be another 
person and freely express myself." "It allows you to communi
cate with people from countries other than English-speaking 
countries," 

Q 6 \Xlhat do you like most about English-speaking people? 
"Their speech ... is great, with some jokes which draws the 
audience within." 

Other responses indicated a decidedly mixed anitude toward the subject 
language and culture. 

Q 6 What do you like most about English-speaking people? 
"They are friendly and kind." 

Q 7 What dp you dislike most about them? 
"They are insensitive, generally, I think." 

As Tables 2, 3, 4. and 5 reveal, all eight groups of freshmen and 
sophomores at Okayama and Hunan Universities showed relatively high 
levels of motivation (i.e. scored 70 percent or higher on the combined 
motivational assessments). The motivational assessments below provide 
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Instrumental and Integrative mean scores for each of the four groups of 
freshmen and sophomores at both schools. 

Table 2: Response of Freshman Groups at Okayama University 

Group 

One (n = 10) 
Two (n = 10) 
Total (n "" 20) 

High/Low Motivation Instrumental M 

8/2 
6/4 

15.3 
14.0 
14.7 

Integrative M 

15.6 
14.6 
15.1 

Table 3: Response of Sophomore Groups at Okayama University 

Group 

One (n = 10) 
Two (n = 10) 
Total (n ,.. 20) 

High/Low Motivation Instrumental M 

7/3 
9/1 

14.5 
16.0 
15.25 

Integrative M 

16.4 
16.4 
16.4 

Table 4: Response of Freshman Groups at Hunan University 

Group 

One (n "" 10) 
Two (n;: 10) 
Total (n '" 20) 

High/Low Motivation Instrumental M 

10/0 
9/1 

17.6 
16.5 
17.05 

Integrative M 

17.3 
16.1 
16.7 

Table 5: Response of Sophomore Groups at Hunan University 

Group 

One (11'" 10) 
Two (n:;;: 10) 
Total (n ;: 20) 

High/Low Motivation Instrumental M 

10/0 
9/1 

17.1 
15.7 
16.4 

Integrative M 

17.0 
15.3 
16.15 
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Table 6: Motivation (MOT) and Proficiency (PRO) Correlations 

Freshmen 

Test Type Test No. MOT PRO MOT PRO 

Mull. Choice #2 .441 .814 .195 .662 
#5 .421 .791 .177 .626 
:;8 .503 .821 .253 .674 

Cloze #3 .350 .698 .122 .488 
#6 .499 .805 .249 .649 
.:t9 .569 .808 .324 .652 

Translation #4 .308 .679 .095 .462 
#7 .364 .737 .133 .542 

Sophomores 

Test Type Test No MOT PRO MOT PRO 

Mult. Choice #2 .255 .866 .065 .751 
#5 .181 .801 .035 .641 
#8 .279 .848 .078 .719 

Cloze #3 .267 .782 .071 .611 
#6 .316 .624 .100 .389 
#9 .270 .614 .073 .377 

Translation #4 .394 .874 .156 .764 
#7 .356 .825 .127 .680 

Due to some expected "glossing" of responses on the questions de
signed to elicit "instfillllental" and "integrative" motivation (Le. the "ap
proval motive" Oller [1981J noted that often colors self-reported attitudes), 
a six-point "Motivational Intensity Scale" was given in conjunction with 
the 40-point attitudinal questionnaire. Freshmen and sophomores at both 
schools were asked questions which highlighted the extent to which 
they sought to actively apply the target language. Notably, there were 
directiollal differences between the response patterns for half of the 
sophomores and for one-third of the freshmen from both universities on 
these questions. Responses on this portion of the Attitudinal Question
naire for the sophomores and freshmen profiled from each school ap
pear in Appendix 4. 

That a majority of students at both universities (75% at Okayama and 
95% at Hunan) showed "high motivation" was borne out in a 3 x 3 cycle 



218 JALT JOURNAL 

Table 7: One-factor ANOVA on Motivational Scores for Both Groups 

Instrumental Scores for Freshmen Instrumental Scores for Sophomores 

LI n M SD SE LI n M SD SE 

Japanese 20 14.7 2.203 .493 Japanese 20 15.25 2.197 .491 
Mandarin 20 17.05· 2.259 .505 Mandarin 20 16.4 2.28 .51 

(F-Test 11.095, .p < .05) (F-Test 2.637, P = .1126) 

Integrative Scores for Freshmen Integrative Scores for Sophomores 

LI n M SD SE LI n M SD SE 

Japanese 20 15.1 1.944 .435 Japanese 20 16.4 1.903 .426 
Mandarin 20 16.7· 2.06 .465 Mandarin 20 16.15· 2.134 .477 

(F-Test 6.317, .p < .05) (F-Test .153, p = .698) 

of testing conducted over the following ten weeks of classes, tests that 
had no direct bearing on these students' immediate coursework. In the 
end, however, correlations between motivation level and performance 
on three types (multiple-choice, cloze, and translation) of tests designed 
to assess development in interlanguage syntax were not particularly 
strong-these ranged from lows of .308 and .364 for freshmen on Trans
lation (from Mandarin or Japanese into English) to a high of .503 and 
.569 for a pair of multiple-choice and doze tests. For sophomores, cor
relations ranged from a low of .181 on the second multiple-choice test 
to a high of .394 on the first translation. Meanwhile, the levels of corre
lation between scores on a standard grammatical proficiency test (Part II 
of the CELT), given just prior to the test battery, were considerably 
higher, ranging from a low of .614 for sophomores on the last multiple
choice test to a high of .874 on the first translation.3 

Table 6 shows correlation coefficients for Motivation Level, Proficiency 
Level, and scores on eight tests (three multiple choice-type, T#2, T#5, and 
T#8, three cloze-type, T#3, T#6, and T#9, and two translation-type T#4 and 
T#7) for the combined freshman and sophomore groups at both universi
ties. (StatView 512, 1988, was used to calculate all correlation coefficients.) 

Based on an analysis of variance (ANOVA) that was conducted on 
the two sets of forty instrumental and integrative motivation scores, and 
that set up the first language Oapanese or Mandarin) of the learner as an 
"X" variable, the statistical breakdown shown in Table 7 was derived. 
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Table 8: Two-factor ANOVA on Motivational Score (Y\) 
and Motivational Level (Y) 

Motivation Scores for Freshmen (n=40) 

Source df 

1.1 
Sex (B) 

AB 1 
Error .16 

55 M5 

110.063 110.063 
8.758 8.758 
3.756 3.756 

757.909 21.053 

AB I ncidence Table on Y 1 / Motivation Score 

Gender 

L. Japanese 
Ll Mandarin 

Totals 

Male 

11= 11 / M=29.091 
11=2 / M=34.5 

11=13/ M=29.923 

Female 

1/=9 / M=31.222 
11= 18 / M=34.944 
n=27/ M=33.704 

Motivation Level for Freshmen (n=40) 

Source df 

Ll 
Gender (B) 

AB 1 
Error 36 

55 

2625.751 
117.753 
557.165 

16647.302 

M5 

2625.751 
117.753 
557.165 
462.425 

AB Incidence Table on Y l / Motivation Level 

Gender 

1.1 Japanese 
Ll Mandarin 

Totals 

Male 

11=11 :' 42.427%. 
1/= 2 / 75%. 

1/=1.3 / 47.438% 

Female 

1/= 9 / ':;7.422% 
11= 18 / 69.45%) 

11=27 I 65,441% 

F-Test p value 

5.228 .0282-
.416 .523 
.178 .6753 

Totals 

1'1=20 1 M=30.05 
1'1=201 M=34.9 

n=40 1 M=32.475 

F-Test p value 

5.678 .0226-
.255 .6169 

1.205 .2796 

Totals 

n=20 1 49.175% 
17=20/70.005% 
11=40/59.59% 

Note that while a significant difference is not recorded for both sets 
of scores at the sophomore level, the Hunan University students scored 
higher on "instrumental" indicators and the Japanese sophomores scored 
higher on "integrative" indicalors, which is consistent with the results 
posted by the freshmen groups at both universities. 
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Table 9: Two-factor ANOVA on Motivational Score (Y
I
) 

and Motivational Level (YJ.) 

Motivation Scores for Sophomores (n=40) 

Source df 55 M5 

LI 1 30.382 30.382 
Gender (B) 1 70.195 70.195 

AB 1 2.144 2.144 
Error 36 439.791 12.216 

AB Incidence Table on Y I / Motivation Score 

Gender 

L, Japanese 
L, Mandarin 

Totals 

Male 

n=2 / M=27.5 
n=7 / M""30.571 
n=9 / M=29.BB9 

Female 

n=18 / M=31.833 
n""13 / M=33.615 
n=27 / M=32.581 

Motivation Level for Sophomores (n=40) 

Source df 55 M5 

LI 1 507.632 507.632 
Gender (B) 1 505.666 505.666 

AB 1 780.268 780.268 
Error 36 19114.764 530.966 

AB Incidence Table on Y
1 

/ Motivation Level 

Gender 

L, Japanese 
L. Mandarin 

Totals 

Male 

11=2/66.66% 
11=7 / 64.27% 
n=9/64.8% 

Female 

11=18/44.45% 
11=13 / 66.66% 
11=31 / 53.77% 

F-Test p value 

2.487 .1235 
5.746 .0218* 

.176 .6777 

Totals 

n=20 / M=31.4 
n=20 / M;;:32.5 

n=40 / M=31.975 

F-Test p value 

.956 .3347 

.952 .3356 
1.47 .2333 

Totals 

11=20 / 46.67% 
11=20 / 65.83% 
n=40 / 56.25% 

In order to assess the interaction between the two assessments de
vised to determine motivational score (via the 40-point "instnlmental" 
and "integrative" attitudinal survey) and level (via the 6-point "motiva
tional intensity scale"), a 2-way ANOVA using first language (LI) and 
gender of learner as "X" variables shows LIto be a significant factor for 
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freshman respondents at the 95% probability level e) on both motiva
tional assessments. 

Using the same two "X" variables (ll and gender) to assess sopho
more performance on the respective motivational assessments, only 
learner's gender showed a significant effect on motivational scores. It 
should be noted that mean scores are directionally higher for the Hunan 
sophomores throughout, intensity level only being higher for one "group" 
of two Okayama University males. 

A two-factor ANOVA with first language and gender set up as "X" 
variables, which includes both motivational assessments and proficiency 
level (the score on Part II of the CELT being set up as a third "Y" vari
able), yields the following, more decisive result. 

Conclusions and Implications 

The above results indicate that general verbal ability, as measured by 
performance on a standard (stmcture-based) test such as the CELT, shows 
a consistently higher correlation with performance on a variety of profi
ciency tests (covering skills in reading comprehension, vocabulary, syntax 
and writing) than a motivational assessment. These results, which suggest 
that a standard proficiency test can point to performance on a variety of 
skill-based tests with nearly 80% accuracy, are, however, decidedly tenta
tive. SLxteen questions and 40 Japanese and Chinese freshmen and sopho
mores are too limited a sampling to provide an accurate measure of how 
great a f~lctor attitudes and motivation are in such complex and diverse 
EFl contexts. Nonetheless, the f1ndings recall those of Chihara and Oller 
(978), who also tested groups of adult EFL learners in Japan. Noting the 
lack of correlation of affective variables and attained proficiency as shown 
on both standard achievement tests and cloze tests in that research study, 
Ixuticularly when compared with the higher correlations found in a related 
earlier study that focused on Chinese learners in an ESL setting, Oller's 
(1981) skepticism about using attitudinal assessments as key indicators of 
proficiency in a second language is well-tounded. 

It should also be noted that the battery of tests conducted in this re
search was primarily designed to assess characteristics of Interlanguage 
Syntax for speakers of Mandarin and Japanese, and not to comment on the 
relationship between aflective variables and second language proficiency 
per se. That freshmen and sophomores who were majoring in Liberal Arts 
and taking English at Hunan University would outs core their Japanese 
counterparts in the Colleges of Liberal Science and Education at Okayama 
University was hypothesized a priori due to increased emphasis on En-
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Table 10: Two-factor ANOVA on MOT Score (Y)), 
MOT Level (Y2) and PRO Level (Y3) 

Freshmen (n=40) 

Source df SS MS 

L, 1 5352.592 5352.592 
Gender (B) 1 14.893 14.893 

AB 1 2.179 2.179 
Error 36 4095.162 113.754 

(·significant at 95% level) 

AB Incidence Table on Y 3 / Proficiency Level 

Gender 

L1 Japanese 
L1 Mandarin 

Totals 

Male 

n=ll / 55.303 
n=2 /86.5 

n=13/60.103 

Sophomores (n:::40) 

Source df 

L, 1 
Gender (B)l 
AB 1 
Error 36 

2432.068 
206.557 
144.021 

2645.069 

(·significant at 95% level) 

SS 

2432.068 
206.557 
144.021 
73.474 

Female 

n=9/52.981 
n=18/85.463 
n=27 / 74.636 

MS 

33.101 
2.811 
1.96 

AB Incidence Table on Y 3 / Proficiency Level 

Gender 

L1 Japanese 
Ll Mandarin 

Totals 

Male 

n=2 / 71.0 
n=7 / 87.429 
n=9 / 83.778 

Female 

n=18 / 59.389 
n=13 / 86.385 
n=31 /70.71 

F-Test p value 

47.054 .0001· 
.131 .7196 
.019 .8907 

Totals 

n=20 / 54.258 
n""20 / 85.567 
n=40 / 69.912 

F-Test p value 

.0001-

.1023 

.1701 

Totals 

n=20 /60.55 
n=20 / 86.75 
n=40 / 73.65 

glish at the former school and other factors such as "transfer of training" 
and predicted extent of "first language transfer" (Selinker, 1972). For all 
intents and PUlPOSes, though, as the four groups of students were matched 
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for age and nlunber of years of instruction in English, and had comparably 
restricted access to the target language, and its speakers, no pre-assump
tions were made as to the learners' particular attitudes toward or motiva
tion for learning English. 

Motivational and test-taking skill factors aside, the disparity in mean 
scores can also be partially explained by the different academic empha
sis that is placed on English at both universities. While 8 units of English 
is a general graduation requirement for all liberal arts (and most sci
ence) students at Okayama University, English assumes a more special
ized role at Hunan University. For example, English courses are often 
offered in connection with specific occupational needs; i.e., "Business 
English," along with special classes designed for tour guides and inter
preters. future language teachers, etc. Beyond the inevitable Level 1/11 
sequencing that characterizes the Okayama University general foreign 
language curriculum, Hunan University's foreign language program of
fers a fairly integrated curriculum that emphasizes all four skills. The 
long tradition of grammar/translation-based instruction which Scovel 
(983), Zhuang (984), and others have noted as characteristic of for
eign language instruction in China is gradually changing. With the opening 
of its doors to other cultures and purveyors of different ideas about 
language learning, non-native speaking instructors in China are better 
able to emphasize communicative aspects of the target language and 
development in practical skill areas. Japan is also trying to diversify its 
foreign language methodology, but the heavy dosage of juken eigo (En
glish for testing purposes) and associated grammar/translation-centered 
instmction that most secondary students get during their formative years 
has made the switch to a more communicative approach difficult. 

If the results of the present study may be considered indicative of trends 
in major Japanese and Chinese cities, then, it is clear that in many respects 
Hunan University is meeting the "instrumental" designs of its young adult 
constituency more satisfactorily than Okayama .University is meeting the 
"personal needs" of its snldent population. Future success in foreign lan
guage training in Japan may well depend on relapping the "instrumental 
motivation" that Gardner and Lambert (1972) noted in their study on ESL 
in the Philippines and that Fu (975), Kachm (977), Shaw (1983), and 
Young (1987) saw as pivotal in other EFL contexts in Asia. That English is 
seen in both Japan and China as a critical link to external knowledge and 
advanced technology, as well as a window onto the modern world of art 
and science, is well established. This feeling that English is also a necessity 
for wider communication in today's world is no doubt, too, the closest 
thing to a consensus that exists between the two cultures vis-a-vis English 
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language instruction. In this regard, a remark made by a freshman infor
mant from Okayama University on the second attitudinal questionnaire 
may be considered exemplary: 

"Genzal no kokusat shakat no. naka de httsuyoo to sarete tru kara. " 
[English] has become a necessity in today's modem [lit. intemationalJ society. 

Whether such compelling expressions of interest can be actuated in 
practice remains to be seen, however. At present, this researcher can 
only suggest that Japan. take a serious look over its shoulder and exam
ine a bit more closely what some other members of the Asian commu
nity are doing with English before proceeding further with "language 
reform" in the next century. Further contrastive assessments and exten
sive research are clearly in order to determine how China or other 
Asian neighbors might be instrumental in helping Japan shape a better 
balanced approach to foreign language learning. 
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Notes 
1. Students were matched according to age, level at university, and number of 

years they had studied English in public school (allowing for up to a year of 
private instruction). That both Changsha and Okayama are regional capitals 
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and have relatively few native English-speaking residents was also taken 
into consideration in selecting freshman and sophomore students from Hunan 
and Okayama National Universities as participants in the study. 

2. Brown (1987) and Macnamara (1973), among others, have questioned the 
wisdom of trying to bend such a multifaceted concept as motivation into 
neat binary distinctions. While the two basic types of motivation are fairly 
straightforward and stem from separate sources (i.e., having to go abroad 
because the head office is sending you there on business as opposed to 
heading there because you feel compelled to learn more about the people), 
it is more difficult to distinguish between them in other areas. For example, 
if one were to agree with the statement that English is an important tool for 
intercultural communication, this may reflect both a global view and one 
that has significant meaning to the individual. 

3. Authorization to use CELT for proficiency test purposes granted by McGraw
Hill, Inc. 
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Appendix 1: Attitudinal Questionnaire 
CIRo.E ONE of the followirIg words to describe how you feel about each of the 
following: 
EXAMPLE: English should be a required course in high school. 

Sl'RONGLY AGREE / AGREE / NOT SURE / DISAGREE / STRONGLY DISAGREE 

1. English is very useful in the workplace or in most job situations these days. 
Sl'RONGLY AGREE / AGREE / NOT SURE / DISAGREE / STRONGLY DISAGREE 

2. English helps you make a variety of friends more easily. 
Sl'RONGLY AGREE / AGREE / NOT SURE / DISAGREE / STRONGLY DISAGREE 

3. A truly educated person should be able to read or understand written or 
spoken English. 

Sl'RONGLY AGREE / AGREE / NOT SURE / DISAGREE / STRONGLY DISAGREE 

4. English is very useful for helping us to gain knowledge about life in other 
countries or to better understand life in other countries. 

Sl'RONGLY AGREE / AGREE / NOT SURE / DISAGREE / STRONGLY DISAGREE 

5. Knowing at least one foreign language is desirable for social recognition or 
gaining higher social status. 

Sl'RONGLY AGREE / AGREE / NOT SURE / DISAGREE / STRONGLY DISAGREE 

6. English is necessary if one wishes to travel abroad"or live in another country. 
STRONGLY AGREE / AGREE / NOT SURE / DISAGREE / Sl'RONGLY DISAGREE 

7. I am taking English mainly to gain college course credit. 
YES/NO 

8. English is important in order to understand Western thought. 
Sl'RONGLY AGREE / AGREE / NOT SURE / DISAGREE / STRONGLY DISAGREE 

9. English is necessary in order for us to become truly "internationally minded" 
or a "world citizen." 

~pNGLY" AGREE / AGREE /.~NOT SURE / DISAGREE / STRONGLY DISAGREE 

10. Other personal reason(s) for learning English: 
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Appendix 2: Motivational Intensity Scale 

INSTRtJcnONS: CIncl.E "YE.s" OR "NO" as you feel appropriate in each case. 

YES I NO 1. Do you plan to conUnue learning or to use English after you 
graduate from college? 

YES I NO 

YI!.<i I NO 
YES I NO 

YES I "NO 

YES I NO 

2. Do you spend more than the minimum time on most of your 
English class (homework) assignments? 

3, Do you make use of the English language outside of school? 
4. Do you ever practice English outside of class; for example, 

attempt to converse with native speakers of English? 
5. Is improving your English important to you aside from getting 

a good mark in school? 
6, If English were not (required as) a school subject, would you 

take time to learn it? 

Appendix 3: Supplementary Questionnaire 

Please answer as many of the following questions as you can about using English 
as a Second (or Foreign) Language 
(1) What kinds of topics do you feel comfortable using English to talk about? 

(2) What subjects do you prefer NOT to use English to discuss? 
(3) What do you like most about English as a second language? 
(4) What do you dislike most about English? 
(5) Rate the following aspects of English by circling one description for (A) to 
(F) 

(A) The sound system (or pronunciation) of English 
VERY MUCH LIKE LIKE NEUTRAL DISLIKE VERY MOOt DISLIKE 

(B) The system of word formation (or morphology) of English 
VERY MUCH UKE UKE NEUTRAL DlSUKE VERY MUCH DISUKE 

(C) TIle broadness of the vocabulary (or word choice) available in English 
VERY MUCH UKE UKE NElJI'HAL DISI.IKE VERY MUCH DISUKE 

(D) The grammatical system (or syntactic structure) of English 
VERY MUCH llKE LIKE NEUrRAL DISLIKE VERY Muat DISLIKE 

(E) The logicality (or semantic sense) of English 
VERY MUCH UKE UKE NEUTRAL DlSUKE VERY MUCH DISLIKE 

(F) The various cultural aspects of English-speaking peoples 
VERY MUCH UKE UKE NEUTRAL DISUKE VERY MUCH DISUKE 

(6) What do you like most about English-speaking people or their cultures? 
(7) What do you dislike most about them? 
(8) How would you rate yourself on a scale of 1 (total non-proficiency) to 10 
(total proficiency or superfluency) in terms of understanding the English language? 
(CIRCLE ONE) 1 2 3 4 5 6 7 8 9 10 
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Appendix 4: Responses to Attitudinal Questionaire 

Sophomores Yes No No Resp. Total 
Q 1: Do you plan to continue learning or to use English after you graduate from college? 

Hunan Univ. 18 1 1 90% yes 
Okayama Univ. 14 5 1 70% yes 

Q 2: Do you spend more than the minimum time on most of your English class 
(homework) assignments? 

Hunan Univ. 6 13 1 65% no 
Okayama Univ. 9 11 0 55% no 

Q 3: Do you make use of the English language outside of school? 
Hunan Univ. 6 13 1 65% no 
Okayama Univ. 11 9 0 55% yes 

Q 4: Do you ever practice English outside of class/attempt to converse with native 
speakers? 

Hunan Univ. 10 9 1 50% yes 
Okayama Univ. 2 18 0 900/0 no 

Q 5: Is improving your English important to you aside from getting a good mark in 
school? 

Hunan Univ. 18 1 1 90% yes 
Okayama Univ. 17 3 0 85% yes 

Q 6: If English were not a required subject, would you take time to learn it? 
Hunan Univ. 17 2 1 85% yes 
Okayama Univ. 8 11 55% no 
Total Hunan 75 39 65.8% yes 
TotalOkayama 61 57 51.7% yes 

-Note: Does not include 6 no responses. 
Freshmen Yes No No Resp. Total 
Ql Hunan Univ. 20 0 0 100% yes 

Okayama Univ. 14 6 0 70% yes 
Q2 Hunan Univ. 7 12 1 60% no 

Okayama Univ. 13 7 0 65% yes 
Q3 Hunan Univ. 6 14 0 70% no 

Okayama Univ. 19 0 95% no 
Q4 Hunan Univ. 12 8 0 60% yes 

Okayama Univ. 2 18 0 90% no 
Q5 Hunan Univ. 19 1 0 95% yes 

Okayama Univ. 16 4 0 80% yes 
Q6 Hunan Univ. 19 1 0 95% yes 

Okayama Univ. 13 6 1 65% yes 
Total Hunan 83 36 69.75% yes 
Total Okayama 59 60 69.75% yes 

--Note: Does not include 1 no response. 
Combined Total 

Hunan 158 75 67.81%t yes 
Okayama 120 117 50.633%tt yes 

tNote: Does not include 7 no responses. 
ttNote: Does not include 3 no responses. 
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The objective of this study was to learn more about the classroom-culture gap in 
EFL classes taught by native speakers (NS) in Japan. A two-part questionnaire 
was completed by 81 NSs teaching at Japanese colleges. On the first part, a list 
of 25 descriptions of student behavior, respondents marked the frequency level 
at which they prefer (TPret) students engaging in each behavior and the frequency 
level at which they perceive (TPerc) each behavior occurring in their college
level EFL classes. The second part invited respondents to supply additional 
descriptions of undesired and desired behaviors. A multivariate significant 
difference (p < .0001) was found between TPref and TPerc. A paired t-test 
yielded a significant difference (p < .002) between preferred and perceived 
frequencies on 24 of the items. Correlation analysis indicated teaching experience 
had a significant effect (p < .05) on one item of preference and three items of 
perception. Responses from the second part of the questionnaire underscore a 
preference for positive classroom participation behaviors. These results, while 
confirming a mismatch between NS-teacher preferences and Japanese college
student behavior, point to a need for both parties to work towards minimizing 
the classroom-culture gap. 
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C
lassroom environments, regardless of where they are in the world, 
exist as a physically defined space in which a teacher provides 
instruction to students. People tend to think all classrooms are 

like the ones they have experienced. Close examination of classrooms 
in different cultures, however, reveal that they are not alike. Moreover, 
cultural values and social rules heavily influence the conduct of teachers 
and students in them (Andersen & Powell, 1991). Therefore, it is not 
surprising to observe miscommunication and communication breakdown 
when students and teachers of different cultural backgrounds bring their 
expectations and codes of conduct into the classroom. Archer (1986) 
uses the term "culture bump" for awkward situations which evolve when 
one's culturally-rooted expectations are not met by people of a different 
culture. "Confused encounters" is what Thorp (1991) calls difficulties in 
interaction stemming from an incompatibility in expectations between 
student and staff of different cultures. 

EFL courses in Japanese higher education often have the basic condi
tion for such encounters: a native speaker (NS) teaching monocultural 
classes of Japanese students. Both NS and Japanese teachers have rec
ognized difficulties arising from a gap between teacher-held expecta
tions and student participation patterns in EFL classes. Shimazu (1984) 
describes NS teacher behaviors which make Japanese students feel un
comfortable and student behaviors which frustrate the NS teacher. Thorp 
(1991) explains how she accommodated her teaching style to Japanese 
students. Hansen (1986) describes language teachers in Japanese uni
versities as having "discouraged personalities" because frustration with 
student iJ?difference squelches their initial enthusiasm for teaching. "The 
inertia of student indifference would stifle Sisyphus himself, to say noth
ing of the well-intentioned mortal" (Hansen, 1986, p. 154). 

There is substantial reason to suspect that Japanese student behav
iors will deviate from the preferences and expectations held by NS teach
ers. Research shows that the Japanese communicative style and related 
norms widely differ from those in the West (e.g., Barnlund, 1989; Naotsuka 
& Sakamoto, 1981; Neustupny, 1989). Those norms are cultivated and 
rei.¢orced in the classroom. In Western societies, for example, eloquence 
is highly valued. Students are guided and encouraged in school to de
velop skills in verbal analysis, argument, self-disclosure, and self-ex
pression. Verbal expression is less valued in Japan. Western verbal skills 
would present a threat to harmonic interpersonal and grou p relations, 
which are highly valued (Barnlund, 1989). As a result, Japanese schools 
cultivate intuition, respect, and avoidance of words or acts that might 
bother others. Rarely are teachers questioned or challenged, and oppor-
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tunities for discussion, debate, or argument are infrequent. In order not 
to disturb class harmony, students are reluctant to state personal opin
ions, engage in logical argument, or make sharp distinctions between 
"yes" and "no" (Neustupny, 1989). 

There is a need to know about sources of mismatch between stu
dents and teachers. Thorp (991) warns that teachers are likely to judge 
students negatively when the students' styles of interaction do not match 
their own, regardless of whose culture dominates the classroom. Nega
tive consequences for both student and teacher are apt to escalate if 
ga ps in expectation and behavior are not bridged. 

The purpose of the present investigation is two-fold. One objective is 
to better understand what NS teachers value in student behavior. The 
other is to learn to what degree teachers perceive students engaging in 
the behaviors they value. Thus, the research question for the present 
study is: Is the behavior of college students in EFL classes in japan 
consistent with the preferences of their NS teachers? A survey polling NS 
teachers on their preferences and perceptions of student behavior is 
expected to reveal they do not coincide. 

A secondary interest here is whether preferences and perceptions are 
influenced by length of teaching experience in japan and, specifically, 
teaching at Japanese colleges. Relationships are expected to be found 
between these factors. 

The Study 

Method 
Suhjects: A questionnaire was completed by 81 randomly selected NS 

teachers of EFL classes in Japanese colleges. The respondents consisted 
of 49 males and 25 females (7 did not indicate gender) from the follow
II1g countries: U.S. (n = 61), U.K. (n = 9), Canada (n .,. 6), New Zealand 
I 11 = 3), and Ireland (n = 2). Length of teaching experience in japanese 
colleges ranged from 0.5 to 32 years; less than 5 years (n = 35), 5 to 10 
years (n = 27), and over 10 years (n :;:: 18). The youngest respondents 
were in their twenties (n :;:: 2). The majority of respondents were in their 
thirties (n = 37) and forties (11 :;;: 33). Five were in their ftfties and three 
were over 60 years of age. 

All 81 teachers conducted classes in oral communication at the time 
of the survey. Less than half of them were teaching reading, writing, or 
listening skill classes, and about one-third taught specialized skills and! 
or content courses. 
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Due to missing values (unanswered items), which were 1.1% of the 
data, only nine out of the 25 survey items had a complete set of responses. 
Zeroes indicating "not applicable" accounted for 2.7% of the data. 

Procedure: A list of 25 brief descriptions of behavior was presented in 
question form, e.g., "Do your students volunteer to answer your 
questions?" The respondents were instructed to rate how frequently they 
perceived each behavior occurring in their Japanese college-level EFL 
classes (TPerc), and how frequently they preferred the occurrence of 
each behavior in those classes (TPreO. A 5-point scale ranging from (1) 
Never to (5) Always was used. Respondents marked (0) when a behavior 
was not applicable to their classes. 

The 25 items were arbitrarily derived from the writer's teaching experi
ence in Japan and feedback from NS colleagues. In order to gain a fuller 
understanding of teacher preferences, respondents were requested to sup
ply additional descriptions of desired and undesired student behaviors. 

Results 

The Cronbach alpha formula 1 was used to measure internal reliabil
ity of the survey items. For this calculation, each missing value was 
substituted with the mean for its item. "Not applicable" responses were 
included. The resulting alpha value was .70. 

Means for TPerc and TPref frequencies are shown in Table 1. The 
least occurring behavior was "make clear needs in classroom" (M := 

1.86). The behavior perceived to occur most frequently was "wait to be 
called on before speaking" (M:= 4.20). "Over 15 minutes tardy" was the 
least preferred behavior (M = 1.48) while "do assigned homework" was 
the most preferred (M = 4.83). 

A multivariate analysis of variance (MANOVA) was performed on the 
TPerc and TPref data. Zeroes and missing values were replaced with the 
mean for their items. Pillais, Hotellings and Wilks (PHW) indicated a 
multivariate significant difference at p < .0001; therefore, a univariate 
follow-up t-test was done. 

Twenty-five paired t-tests were used to compare means of TPref and 
TPerc. A Bonferoni adjustment to the alpha level of .05 was made to 
avoid Type II errors. The resulting alpha value of .002 was determined 
by dividing .05 by 25. TPref and TPerc were found to be significantly 
different (p < .0001) on 23 of the 25 items. There was no significant 
difference found on Item 15, "mimic what the teacher says or does" (p < 
.003). Item 21, "show nonverbal signs of not understanding," was sig-
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Table 1: Means for TPerc and TPref 

Student Behavior n TPerc TPref 

1) Volunteer to answer teacher's questions 79 2.19 4.55 
2) Readily volunteer to share opinions 76 1.91 4.41 
3) Seek clarification from teacher 80 2.35 4.73 

4) Verbally indicate not understanding 81 2.31 4.61 
5) Wait to be ca~led on before speaking 79 4.20 2.36 
6) Listen quietly when teacher speaks 79 3.87 4.48 

7) Listen quietly to classmates 78 3.28 4.76 
8) Do assigned homework 78 3.54 4.83 
9) Over 15 minutes tardy 73 2.41 1.48 

10) Speak audibly in English 79 3.33 4.81 
11) Respond to teacher without 77 3.05 4.23 

consulting others first 
12) Take risks, are unafraid to make mistakes 79 2.51 4.50 

13) Try to use English as much as possible 78 2.56 4.73 
14) Ask teacher for help 80 2.74 4.38 
15) Mimic what teacher says or does 71 2.36 2.83 

16) Avoid sitting in front rows 68 3.49 1.80 
17) Resist working with students 72 2.61 1.63 

other than friends 
18) Respond to teacher spontaneously 75 2.53 4.38 

19) More comfortable with structured tasks 63 3.68 2.68 
than loosely structured ones 

20) Relaxed when teacher monitors 74 3.41 4.33 

21) Show nonverbal signs of not 79 3.15 3.62 
understanding 

22) Make needs in classroom clear 78 1.86 4.37 
23) Rely more on classmates for 76 3.41 2.42 

instruction than teacher 
24) Initiate interaction with teacher in English 80 2.71 4.40 

25) Early finishers extend in-class practice 73 2.10 4.38 
activities 
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Table 2: Results on t-test for Pairs of TPerc and TPref 

Student Behavior Mean df t 
diff 

1) Volunteer to answer teacher's questions 2.35 78 21.08 * 
2) Readily volunteer to share opinions 2.47 75 24.32 * 
3) Seek clarification from teacher 2.37 79 23.83 * 

4) Verbally indicate not understanding 2.30 80 21.36 * 
5) Wait to be called on before speaking 1.75 78 13.39 * 
6) Listen quietly when teacher speaks .61 78 6.56 * 

7) Listen quietly to classmates 1.47 77 13.15 * 
8) Do assigned homework 1.29 77 15.09 * 
9) Over 15 minutes tardy .96 72 8.38 * 

10) Speak aUdibly in English 1.47 78 15.18 * 
11) Respond to teacher without consulting 1.18 76 8.07 * 

others first 
12) Take risks, are unafraid to make mistakes 2.00 78 18.25 * 

13) Try to use English as much as possible 2.15 77 17.20* 
14) Ask teacher for help 1.64 79 14.16 * 
15) Mimic what teacher says or does .46 70 3.10 (p<.003) 

16) Avoid Sitting in front rows 1.69 67 8.79 * 
17) Resist working with students other 1.03 71 7.42* 

than friends 
18) Respond to teacher spontaneously 1.84 74 16.61 • 

19) More comfortable with structured .90 62 6.12 * 
tasks than loosely structured ones 

20) Relaxed when teacher monitors .92 73 8.47 * 

21) Show nonverbal signs of not understanding .49 78 3.43 (p<.001) 
22) Make needs in classroom clear 2.51 77 21.06 * 
23) Rely more on classmates for instruction .97 75 7.50 * 

than teacher 

24) Initiate interaction with teacher in English 1.67 79 15.32 * 
25) Early fmishers extend in-class 2.29 72 17.58 * 

practice activities 

*P< .0001 
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nificant at the .001 level. Pairs for which there was either no response, 
or a response of "0" (not applicable) were not included in the t analysis. 
This is why there are differing degrees of freedom (dO for the 25 items. 

Several respondents did not answer Items 15 and 19 as reflected in the 
low df in Table 2. Confusion over the meaning of those behavior descrip
tions was a contributing factor. A tew respondents noted that they were 
not sure if "mitnic" in Item 15 was intended to mean imitation of native 
speech as language skill practice, or ridicule of the teacher. On Item 19, 
which had the highest number of "0" responses for TPref (n = 15), a few 
teachers were not sure 'what was meant by "structured activities." 

Correlation analysis yielded significant results (p < .05) between years 
of teaching at Japanese colleges and TPerc 6 (p = .046), TPerc 16 (p = 
.033), and TPref 21 (p = .OLj4). Also found was a significant correlation 
between years of teaching in Japan and TPerc 21 (p = .02). Due to the 
positively skewed distributions of both length of experience factors, 
caution is warranted in concluding there is a causal relationship be
tween the variables found significantly correlated. 

Of the respondents, 43 gave descriptions of undesirable behaviors 
and they are summarized in Table 3. Sleeping in class was by far the 
most frequently mentioned (11 = 20). 

Table .1: Undesirable Behaviors 

n Behavior descriptions 

20 Sleeping 
9 Doing homework lor other classes or homework which should have 

been completed for lhe present class 
7 Speaking Japanese during practice time for speaking English 
7 Copying homework. answers on tests 
3 Not listening, (alking with classmates when the teacher is talking 
3 Reading comic books. magazines 
3 Nor doing homework 
2 Not bringing paper, pencil, dictionaries to class 
2 Coeds doing makeup and grooming themselves and others 

Thirty respondents provided descriptions of desirable classroom be
haviors. They are summarized and categorized in Table 4. Teachers 
indicated a desire for students to initiate interaction with the teacher and 
with other classmates, display a good sense of humor, behave coopera
tively with the teacher, and be polite and/or respectful to the teacher. 
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Table 4: Desirable Behaviors Categorized 

n Behavior descriptions 

Interacting With the Teacher 
2 a) talk to teacher after lesson 
1 b) ask teacher's opinion 
1 c) include teacher in group work when (s)he stops to monitor 
2 d) suggest new or different class activities 
2 e) dare to disagree with the teacher or text and give sound reasons 

for opinions 
1 f) look at teacher when (s)he is talking 

Interacting With Classmates 

1 a) initiate conversation in English 
1 b) show support for classmates 
1 c) willingly work in groups 

General Classroom Behavior 

5 a) behave politely 
2 b) smile, laugh 
2 c) try to follow directions 
1 d) put energy into speaking tasks 
1 e) show feelings 
5 f) try to use humor 
1 g) react verbally or nonverbally 

Discussion and Conclusions 
This study provides evidence that a classroom-culture gap exists 

between japanese college students and NS teachers. The results of the 
survey clearly indicate the behavior of college students in EFL classes 
in japan is not consistent with the preferences of their NS teachers. The 
MANOVA and paired t-test results indicate NS teachers' preferences are 
not being met in college-level EFL classes in japan. This stimulates a 
broad concern over the influence this gap may have on the climate of 
the classroom, the interaction between teachers and students, and the 
achievement of pedagogic goals. 

Contrary to what was expected, correlation analysis show that pre
ferred and perceived frequencies were not affected by length of teach
ing experience in japan, or at japanese colleges. Only four of a total of 
100 correlations were found to be significant. The possibility that these 
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results were due to chance cannot be excluded. Future studies which 
control experience factors are needed before any speculation can be 
made about a causal relationship. 

Descriptions of undesired behaviors in Table 3 and the results of 
TPerc indicate that teachers perceive a high frequency of what Wadden 
and McGovern (991) would call "negative class participation" behav
iors. Such behaviors, both passive and active, hinder, if not disrupt, 
classroom learning. For pedagogical purposes alone, behaviors of this 
type should be minimized, if not eradicated. 

Descriptions of desired behaviors in Table 4 and the results of TPref 
suggest NS teachers would like students to engage in positive classroom 
participation behaviors. From the limited number of responses obtained, it 
appears that NS teachers prefer interaction with and among students. Two
way communication between teacher and students seems to be favored 
over one-way communication from teacher to students, and active learn
ing preferred to passive. These preferences do not coincide with the pas
sive nature of classrooms which japanese students are accustomed to. 

In a sense, this study has exposed the roots of a classroom-culture 
gap. NS teachers prefer behaviors valued in their cultures, while japa
nese students follow their cultural code of classroom conduct. What 
should be done to close the gap? Teachers who are sensitive to the 
students' culture have demonstrated ways to accommodate their teach
ing behavior, in spite of their preferences. Is it unrealistic to ask students 
to do likewise when the classroom is in their culture? 

Assuming the classroom-culture gap between japanese students and 
NS-teachers can be closed, the critical question is: Who is responsible 
for bridging it? The position of this paper is that it is the responsibility of 
both students and teacher. Allwright (1984), while maintaining that les
sons cannot occur without interaction, stresses that successful lessons 
involve successful management of classroom interaction in which both 
teachers and students are "managers of learning." Furthermore, he pro
poses that students can increase their chances of getting better instruc
tion by taking responsibility in the "co-production" of lessons and 
effectively doing their part to manage interaction in the classroom. 

Just as NS teachers should be sensitive to cultural factors operating 
on the behavior of their students, students need to be aware of cultural 
influences on the interaction style of NS teachers. There is a need for 
students to understand that NS teachers are more than teachers: They 
are cultural beings. If NS teachers make their expectations and prefer
ences of classroom interaction clear, and help students see the cultural 
roots attached to them, students may be more willing to adjust their 
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style of interaction to meet the preferences of their teacher. As they 
work towards closing the classroom-culture gap, students will likely 
find their communicative competence enhanced by increased sociocul
tural competence in the target language. 
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The Essential Role of Negotiation in the 
Communicative Classroom 

Teresa Pica 
University of Pennsylvania 

This paper reviews theory and research on the role of negotiation in second 
language (L2) learning, with application to the communicative classroom. What 
is shown with respect to L2 learning is that when learners and interlocutors 
engage in negotiation to resolve impasses in their communication, they signal 
and respond in ways that enhance their comprehension of input, provide them 
with feedback on form and meaning, assist their production of modified output, 
and thereby facilitate the process of L2 learning. 
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D
ebates, discussions, and disagreements about how best to teach 
languages, always with us, are alive and well throughout the 
discourse on language education. I say alive and well because I 

believe the diversity and range we represent in our views is good for 
everyone concerned-teachers, researchers, and students alike. It is what 
brings us to conferences, conventions, and colloquia, and what compels 
us to keep up with the journals. Debates about language teaching have 
also sustained a liveliness and curiosity that spans universities, schools 
and private language institutes and cuts across contexts in the U.S., 
Japan, and world-wide. 

For some, the debate centers on whether to keep the language curricu
lum focused on literary scholarship or grammar study, or to re-direct and 
restructure it toward the more functional and communicative aspects of 
everyday social interaction. Yet, for others, who have moved from litera
ture or granuuar focused curricula to a more communicative approach, 
but have been disappointed with the results, the debate is over whether a 
return to text appreciation and grammar practice is in order. 
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From another camp, educational theorists and policy makers, who 
often debate more among themselves than with their field-based col
leagues, are advocating a "best of both worlds" approach, which em
phasizes communication, and uses communication tasks to talk about 
texts, though not always literal]' ones, and to focus on grammar, though 
seldom through drilled production. There has been increased effort on 
that front through the work of Loschky and Bley-Vroman (1990). Many 
of the studies have been carried out in Japan (Ellis, Tanaka & Yamazaki, 
1994; Fotos & Ellis, 1993; Nobuyoshi & Ellis, 1993; Ushimura, 1992). 
However, what I have found is that creating valid and effective gram
mar-based communication tasks requires a great deal of ingenuity and 
has in itself presented an ovelWhelming task for resea~chers. 

Issues surrounding the contributions of communication to language 
learning are thus central to our current debates about language class
rooms and curricula. It is within the context of these issues that discus
sion can occur about the communicative classroom and the essential 
role of negotiation therein. For several years now, there has been an 
increasing acknowledgment of language learning for communication 
and an increasing application of this notion to the classroom (cf. Brumfit 
&Johnson, 1979; Rivers, 1981; Savignon, 1972, 1983; Widdowson, 1978; 
Yalden, 1983). We have come to acknowledge that many people study 
a language so that they can use it in communication. 

But where controversy continues to remain is over whether there 
should be an emphasiS on language learning through communication 
as well. Although a number of innovative classroom experiences have 
come out .of such communication-centered programs of language study 
(DiPietro, 1987; Prabhu, 1987), many educators who endorsed commu
nication as a goal have remained undecided as to whether communica
tion is also the process by which this goal is best achieved. Such 
controversy was raised early on in the field of language pedagogy 
(Bru mfit , 1980; Valdman, 1980; Higgs & Clifford, 1982) from both theo
retical and observational points of view. Recent research has made it all 
too clear that communication activities are important, but not sufficient, 
if learners are to master L2 form (cf. Day & Shapson, 1991; Harley, 1989; 
Iightbown & Spada, 1990, 1993; White, Spada, Iightbown & Ranta, 1992). 

Our uncertainty about the role of communication in language learning 
is characterized by our questions. We ask whether we might be pushing 
students too soon into getting their messages across, no matter how im
precise their grammar might be. We question whether we are spending so 
much time on providing them with meaningful, comprehensible input that 
we are limiting their access to the grammatical structures they need for 
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competent language use (Swain, 1985), We wonder whether we are trying 
so hard to replicate what goes on outside the classroom while we are still 
in fact inside the classroom, that we are turning out students who can 
understand and convey the basic content of a message, but find it impos
sible to go beyond these mdiments (Pica, 1992a). 

As we turn for answers to research that has been carried out on the 
communicative classroom, largely from immersion programs for chil
dren and adolescents in Canada and the United States, even the most 
committed communicative teachers among us must acknowledge some 
justification for the current concerns in our field. Researchers have found 
that immersion students' comprehension is good and they are often 
quite fluent, but their accuracy lags behind, particularly when they try to 
produce complex stmctures or draw from complex systems-verb tense 
and aspect, for example (Plann, 1977; Swain, 1985; Ughtbown & Spada, 
1993), Students who are in communication-oriented, but not necessarily 
immersion programs, have also been found to have similar imprecisions 
(Wong-Fillmore, 1992). 

Excerpts from typical communicative activities shed some light on 
this problem. In excerpt (1), a class of students is working with its 
teacher on a decision-making task about which one of a list of parents 
has the qualifications to adopt a child. In (2), we find a group of four 
students working on a similar task, deciding on which one of five pa
tients should be given the heart available for transplant. These excerpts 
are typical of the many hundreds that have been examined ,over the 
past few years in studies on classroom language learning. (See Chaudron, 
1988 for a review of representative studies.) 

(1) English Native Speaker (NS) 
Teacher 

all right how about the fourth 
f~l1nily? 

now I must remind YOll about 
the seriousness of our job ... 
Guillermo 

Five English as a Second Language (L2) 
Learners (nos. 1,2,3,4,5) 

1: I know is a good relation one man 
and two women 

laughter 
2: yes I know is your wife too and your 
sister the application my wife and my 
sister 
3: no 
1: no, the male is not married to neither 
of the womens 
2: OK 
4: maybe there are three family persons 
there 
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OK any comments about this 
this third family? this fourth 
family of three? 

JALT JOURNAL 

3: three company 
2: is good I think is more than the last 
family 

5: I think is very important family 
because they are one president of an 
oil company 
1: but no no is maybe they are rich or 
they are a lot of money 

(Pica, 1993, p.457) 

(2) English L2learner English L21earner English 12 learner English L2 learner 

I think they 
Elena-
I think he isn't 
old,and he isn't 
young 

is singer 
but is sing in 
the Metropolitan 

but what? .. I think
I don't know is 
very difficult but I 
think is Elena 
Rodriguez too 
because she is very 
young 

Opera OK go go to urn 

urn no? 
the second 
maybe OK Elena 
singer in the 
Metropolitan 
Opera 

this- no
everybody ok? 

look look in your 
family 

OK 

(Pica, 1993, p. 
458) 

What is seen in (1) and (2) is that the emphasis placed on facilitating 
and insuring communication during discussion, in decision-making, and 
problem solving, has left little room for work on language itself, or on 
the cognitive and social processes considered important for language 
learning. There was a great deal of communication, but the students' 
numerous inaccuracies in syntax, pronunciation, and lexical choice went 
unchecked by the teacher and by the students themselves. 
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Although arguments have been made that such experiences are suffi
cient evidence for the need to rid the classroom of conununicative ap
proaches, it is important to note that studies on other types of classroom 
environments have shown that all approaches have their shortcomings. 
For example, in many classrooms, students can be found to engage suc
cessfully in pronunciation drills and sentence practice, with considerable 
accuracy, but with little application beyond the present moment. In other 
classrooms in which a priority is placed on accuracy of form over conunu
nication of meaning, students have reported feeling pressured to offer a 
public performance that leaves them anxious, embarrassed, and hope
lessly competitive. Diary studies have been all too revealing in this area 
(cf. Bailey, 1983; Bailey & Oshner, 1983; Matsumoto, 1987). 

Ultimately, what has come to be acknowledged is that no method 
guarantees standard language competence or language learning confi
dence. Furthermore, it is important to acknowledge that no method 
should be held totally responsible for classroom outcomes, either fail
ures or successes. As Skehan's (989) exhaustive review and analysis 
have shown, numerous factors come into play, including the leamer's 
own attitude, aptitude, motivation, developmental readiness, and, per
haps most serious of all, time spent on language learning and use. 

Yet, we must acknowledge that students are learning quite a bit of 
language in communicative classrooms. Studies by Spada 0986, 1987) 
and Montgomery and Eisenstein (986) attest to that. As classroom sur
veys reveal, students whose previous classroom experience has cen
tered around drill and practice or grammar-translation, but are now in 
C0I11111unicative classrooms, report a greater sense of relaxation and con
fidence about their language studies (Boyd-Kletzander, in preparation). 

So communicative classrooms are working. They are just not doing 
everything we would like them to do. We would like them to provide an 
environment in which using the L2 for communication becomes both 
the learner's goal and the learner's process for reaching that goal. But 
how can this be accomplished? Right now, we look toward conununica
tion activities in which, for example, students extend invitations to par
ties, make complaints about products, deliberate the possible solutions 
to a problem, or brainstorm the answers to a reading assignment. Some
limes we make available samples of actual discourse as models for ap
propriate use. The goals of these activities are consistent with important 
communicative functions and have strong motivational appeal. How
ever, the kinds of actual communication that students use in order to 
carry out these activities do not appear to engage them in the kinds of 
communication they need to advance the learning process. 
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Research on L2 acquisition would seem to suggest it is time for meth
odologists to move on-to concentrate on identifying and assisting the 
cognitive and social processes needed for language learning. We may 
not desire another bandwagon, but if there is such a thing as a commu
nicative bandwagon, I do believe it could use a tune-up, a tune-up 
which is implemented, at least in part, with a good dose of negotiation. 
For what research has shown is that processes related to the compre
hension, feedback, and production needs of language learners are pos
sible during uninterrupted communication, but that it is during negotiation 
that these needs are much more likely to be served. 

Theoretical Background on Negotiation as a Construct in L2 Learning 

Negotiation is communication, but it goes much deeper than the fluent, 
unbroken sequences of message exchange which characterize the usual 
concept of conununication. In fact, it is when the even flow of conununi
cation is broken, or is on the verge of breaking down due to the lack of 
comprehensibility in a message, that we see negotiation arise. When inter
locutors negotiate, they engage in any or all of the following activities: 1) 

they anticipate possible communication breakdowns, as they ask clarifica
tion questions and check each other's comprehension, 2) they identify 
communication breakdowns for each other, and 3) they repair them through 
signals and reformulations. If we aim for conununication in a classroom, 
but do not build in a need to anticipate, identify, or repair breakdowns, 
not only is negotiation unnecessary, but processes relevant and helpful for 
language learning are unlikely to occur. 

Most language learning scholars and researchers who write on negotia
tion trace their roots to ethnomethodology and conversational analysis, 
particularly Garfinkel (1967), where the term was used to refer to the 
ongoing process by which interlocutors structured their social relation
ships through interaction, taking turns at talking and communicating mean
ing to each other. This ethnomethodological perspective on negotiation as 
a social process has contributed substantially to studies on interaction, 
interactional modification, and repairs as a means for L2 learners to access 
L2 input and produce and modify their interlanguage output (d. Doughty 
& Pica, 1986; Gass & Varonis, 1984, 1985, 1989; Goldstein & Conrad, 1990; 
Hatch, 1978a, 1978b; Long, 1980, 1981, 1983, 1985; Pica, 1987a, 1987b; 
Pica, Doughty & Young, 1986; Pica, Young & Doughty, 1987; Schwartz, 
1980; Varonis & Gass, 1982, 1985a, 1985b; Day 1986). 

Interest in negotiation among L2 researchers also grew out of earlier 
work on a special register for NS-NNS interaction known as "foreigner 
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talk." The challenge to examine the properties of foreigner talk for evi
dence of L2 learning processes was articulated by Hatch (1978a, 1978b), 
who argued that research on learner discourse could yield not only insight 
about social aspects of speech to learners, but also about linguistic and 
cognitive features of the L2 learning process. To do this, Hatch told re
searchers that they needed to reverse their assumption that the nature of 
the learning process was one in which L2 structure learning led to the 
leamer's communicative use of the L2. Instead, their work should focus on 
how the learning of L2 stl11cture ell%ed olll qf conununicative use. 

With the studies of Long 0980, 1981), the empirical work needed to 
address Hatch's challenge was undertaken. Long (1980) described and 
quantified features of negotiation in the social discourse of NNSs and 
their NS interlocutors, ancl identified negotiation as a process which 
included requests for clarification and confirmation of message mean
ing ancl checks on message comprehensibility. These features, which he 
referred to as interactional modifications, served to identify negotiation 
as a type of communication highly suited to L2 learners' needs and 
requirements in the learning process. The studies that have followed 
further described negotiation as a social process and connected it to 
linguistic and cognitive processes of L2 learning. Such connections may 
be observed in excerpts C~) to (5), taken from conununication tasks in 
which NSs and learners of English took turns describing a picture for 
the other either to draw or to select from a group of pictures. Some of 
the communication went smoothly, with mutual understanding about 
the pictures. Descriptive information was conveyed successfully and 
when information was sought, questions were responded to fluently 
and quickly. At other times their communication triggered negotiation 
about the meaning of the information conveyed or sought about the 
picture. As interlocutors, they expressed their lack of understanding 
through a variety of signals, shown in italics below. Responses to other's 
signals are shown sans serif. These signals for lack of understanding 
and responses to signals are what characterize the negotiation process. 

( 3) English NS English L2 Learner 

it's :l rectangular bench rectanMular? 
yeah it's in the shape of a 
rectangle with um you know 

:1 rectangle has two long sides 
and two short sides 

re-rectangle it's it's like a square 
recta11Mle? 
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except you you flatten it out square except 
uh a rectangle is a square uhuh 
except a square has four equal yes 
sides a rectangle has two sides 
that are much longer and two 
sides that are much shorter OK (Pica, 1993, p. 437, 1994, p. 513) 

(4) English NS 

the windows are dozed 
the windows have what? 
crossed? I'm not sure what 

English L2 Leamer 

crozed 

you're saying there windows are closed 
oh the windows are dosed oh 
OK sorry (Pica, 1994, p. 514) 

(5) English L2 Leamer 

Where do you put the three 
floor house three floor 
right and middle 
in across the circle circle 

three floors 

English L2 Learner 

three floor em I put it at the urn right 
and middle 
yes close the cir cir the circuit 
yes 
OK urn three floors 
yes (Pica, 1992b, p. 225) 

As these selections reveal, negotiation engages learners in communi
cation at a deeper level than the even flow of exchanges that was seen 
in (1) and (2). During negotiation, the overall message meaning re
mains, as both givers and receivers modify and manipulate the form in 
which the message is encoded, until its meaning can be conveyed. 

Theoretical Support for Negotiation in language Learning 

As theories about L2 learning have proliferated, the early theoretical 
claims of Hatch and Long about the role of communication in language 
learning, and about the importance of negotiation in particular, have con
tinued to hold importance. Although the field of language learning has 
been grounded in descriptive studies a theoretical picture is emerging of 
the complex process of learning a language. Some of its main components 
and claims have dealt with what learners need in order to be successful in 
learning. These needs, described below, are 1) to access L2 input that is 
meaningful and comprehensible in its message, and modified to draw 
attention to its form; 2) to be given feedback on the comprehensibility and 
accuracy of their messages, and 3) to modify their production of output 
toward greater comprehensibility, complexity, and accuracy. 
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Leanzers' Input Needs 
TIle tlrst component of the language learning process, often overlooked 

or taken for granted, has to do with giving learners suffident access to a 
language to serve as input for their structural, lexical, and phonological 
development. The learners' need for such input data is fundamental to 
almost any theory of language learning, although theories differ dramati
cally with respect to how much is needed and whether and how it needs 
to be organized to facilitate learning. As such, theories that are nativist in 
orientation view input as a triggering device for setting and resetting innate 
mental stnlctures with which the learner is genetically endowed (d. Cook, 
1988; White, 1988, 1991). Other theories view input within the context of 
the active learner who uses input to test hypotheses about the fonn-mean
ing relationships in the L2 under study (Faerch & Kasper, 1987) or to sort 
cues and weigh evidence (MacWhinney, 1987). 

The second and perhaps most widely acknowledged theoretical need 
in language learning is for comprehensible input. Comprehensible input 
is believed to assist learning in two ways. One way is by freeing learn
ers' attention to focus on language form. In the view of Krashen (1980, 
1983, 1985) if learners can understand the meaning encoded in L2 in
put, they can induce those forms in the input that are slightly beyond 
their current level of language development. Another way in which 
comprehensible input is believed to assist learning is by drawing the 
learner's attentiori to the forms which have to be manipulated in order 
to make the input comprehensible, a reverse sequence to the one pro
posed by Krashen. Learners first segment and sort out the forms that 
encode the input, then work on comprehending its meaning. There is 
now a fair amount of evidence to support the view that negotiation 
assists comprehension, both indirectly (Chaudron, 1983, 1985; Kelch, 
1985; Long, 1985) on speech modification and comprehension, and di
rectly (Pica, 1991; Pica, Doughty & Young, 1986; Pica, Young & Doughty, 
1987). There is also evidence for the role of the process of comprehen
sion itself in English L2 language learning (Doughty, 1988, 1992) and 
Japanese as a foreign language (FL) (Loschky, 1989, 1994). 

Research has shown that learners are best aided in their access to, 
and comprehension of language by what Sharwood Smith (1991) has 
called enhanced input. This construct consists of samples of the L2 or 
FL modified to make the linguistic forms and features more salient and 
easier for learners to process and to engage them in the focus on form. 
Such experiences are now believed to be critical to important learning 
processes (cf. Rutherford & Sharwood Smith, 1985; Schmidt & Frota 
1986; Schmidt, 1990; Long, 1990). 
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Enhanced input helps learners with forms that are difficult to recog
nize because they are unstressed in the stream of speech, or because of 
similarity to forms in the flfst language, are easily misgeneralized. White 
(991), for example, investigating the learning of adverb placement rules 
in English and French, found that despite the overlaps among these 
rules, there were a few differences which, unless pointed out, were 
difficult for learners to notice. 

Given what theory and research has indicated, how might negotiation 
provide learners with the kinds of input they need? Excerpt (3) above is 
illustrative. Here, the learner asked about rectangular and rectangle as 
well as square except. In response to all three of these Signals, the NS 
described the features of a rectangle, attending to its meaning. In addition, 
when responding to the signal square except~ the NS took what the learner 
apparently perceived as a single word and segmented this into two forms. 
In effect, the NS took back his initial input and then pulled it apart, analyz
ing it for the learner. This was not done in the way a linguist or classroom 
teacher might, but in a way which appeared to invite attention to its form 
and meaning, and to help the learner understand it. 

The scope of quality and enhanced input that negotiation can pro
vide is seen in (6) and (7): 

English NS English L2 learner 

(6) is the rest of the tree pointed? tree? 
is it pointed on top? the tree? 

(7) the door has hinges 
like hinges hold it together 

(Pica, 1992a) 

hinges? I don't know what that means. 
uhuh (Pica, 1993, p. 440) 

In (6), the learner asked about tree. Tree then was used in a new 
form-right dislocation-in the NS response. The NS also gave informa
tion about the meaning of pointed. It had to do with the top of the tree. 
In (7), the analysis seems to be mainly on meaning: The NS added hold 
it together in response to the learner's query about hinges. But in doing 
this, the NS also segmented hinges and moved it from its original posi
tion as object of has to the subject position in the phrase hinges hold it 
together. Negotiation gave the learner information about the meaning of 
hinges as well as its structural possibilities. 

(8) English NS 

do you all have a chance to give 
your complaints to school? do 

English L2 learner 



you know what feedback is? 
do you know feedback? 
you know the word? 
you can talk about the program 
not being very good you can 
talk about that 

251 

feedback is? 

no 

yeah we have to do an evaluation? do 
an evaluation and write a report to 
school (Chen, 1992) 

In (8), the learner asked aboutfeedhack is as though it was a specific 
lexical item, unknown to her. Through negotiation, however, she dis
covered that feedhack 1~'i contained in a noun phrase whose meanings 
she already knew. 

Learners themselves also supply each other with input that is en
hanced for meaning ancl form. Although this input is not always target
like, what we are finding in current research on learner-to-Iearner 
interaction is that negotiation results in learners' analysis of this L2 input 
and its breakdown into short phrases rather than lengthy, complex sen
tences (Pica, Lincoln-Porter, Paninos & Linnell, 1995, 1996). This proce
dure makes learner input a good deal more accurate than Inight be 
expected, and can be seen above in (5) where the learner was able to 
modify three/loor to three./loors, as well as in (9) below: 

(9) Eng) ish L2 Learner 

some guy . . . one guy . . . some 
guy ent- opened the door and 
lIh he make a greet 
greet ... hi 
that is all 

English L2 learner 

~reel? 

ab ~reelill~ 
OK (Pica, 1992a) 

In (9), negotiation helped the learner und~rstand the meaning of 
make {/ greet, as it brought him to segment greet from this initial verb 
phrase and incorporate it into the more target-like greeting. On balance, 
the responses of negotiation have been found to give learners a good 
deal of enh~mced input for meaning of words about which they inquire 
and stnlCtures of utterances they can not process, both separately and in 
conjunction with each other. 

Learllers' Need/or Feedhack 
Another type of input and an important theoretical contributor to language 
learning comes in the form of feedback, which is sometimes referred to as 
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negative input. Negative input is considered important for language learning 
because it provides metalinguistic information on the clarity, accuracy, 
and/or comprehensibility of the learners' own production and helps them 
notice forms in their interlanguage that are not consistept with standard 
varieties of the L2, but are difficult to detect during the even flow of social 
conmlUnication (cf. Schachter, 1983, 1984, 1986, 1991). 

Empirically, the valuable contributions of negative input have been 
revealed (cf. Lightbown & Spada, 1990; White, Spada, Lightbown & 
Ranta, 1992). Examples. of negotiation providing negative input were 
shown in earlier excerpts, particularly by the NSs in (4) and (6), and by 
the learners themselves in (5) and (9) as they signaled about the clarity 
and comprehensibility of learners' messages and repronounced, restated, 
and rephrased them. In (10) as the NS signal offered the learner an L2 
version of his original utterance. 

(0) English L2 Learner 

and tree with stick 
yes 

English NS 

you mean the trees have branches? 
(Pica, 1994, p. 515) 

The NS version of the learner's utterance focused on differences in 
both form and meaning by segmenting tree from the leamer's utterance, 
making it the subject of his sentence, modifying it with the plural -s 
morpheme, and substituting branches for sticks. Further examples are 
seen in (11) and (12) as the NS repronounced bik and supplied another 
form of draw for the learner: 

(11) English NS 

big? 

(12) 

English L2 Leamer 
this country like bik 
yeah (Pica, 1993, p. 440; 1994, p. 514) 

I be easy to do on a piece of paper but 
I didn't know how drew so we are very 
confused 

to draw? yeah 
(Pica, Holliday, Lewis & Morgenthaler, 1989, p. 89; Pica, 1994, p. 514) 

On the other hand, negotiation led to the NS instruction on pronun
ciation of flower in the more lengthy exchange shown in (13). 

(3) English NS 

is what? 

English L2 Learner 

and left tree is a [flo:wer] 
[f1o:wer] 



1I Wbllf? 
yeab !l.el fbe book 
oh a HaUer 

tlaU: 
urn WblilS (Il~ 
[f ... o ... ] 

a [f1o:wer] [0] 
[flower] 
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flaUer oh pronunciation is very difficult 
flaUer 
eh?jlower 

[aU] 
(Pica, 1993, pp. 449-450; 1996, p. 13) 

When input is modified to draw attention to structure and meaning, 
to assist comprehensibility and provide feedback, it appears to provide 
good data for language learning. As the above excerpts indicate, nego
tiation makes a considerable contribution toward meeting these many 
input needs. 

Learners' Need fo Modifl' Output 
One additional theoretical condition relates to learners' output needs. 

According to Swain's (1985) comprehensible output hypothesis, learn
ers need opportunities to produce the language, but not in the usual 
form of the practice associated with production in the language class
room. Learners' modification of output is viewed as a vehicle for them 
to manipulate their interlanguage granunar in creative and complex ways 
that are often more consistent with standard varieties of the L2, through 
modeling their interlocutor, or better yet, by trying to rephrase initially 
unclear messages. Examples of each during negotiation were shown in 
(5), where one learner was able to produce an appropriate plural con
stnlction while engaged in negotiation with another learner, and in (4), 
where the NS requested clarification of crozed by repeating most of the 
initial message, but inserting what where he couldn't understand it. The 
learner was also given crossed to compare with closed. The learner 
responded by modifying his output, segmenting windows from the ini
tial utterance as he incorporated the repronounced version of closed. 
This modified message was one the NS understood. 
Similar episodes can be seen in (14), in which one learner signaled a 
problem about the use of discuss by modifying it as discussion, then 
incorporated discu • .,:.~ioll into the other learner's response, and (15), in 
which the learner modified his pronunciation in response to a NS signal. 

( 14) English L2 Learner 

No disclIss 
hmmn we don't have xxx 
the last discllssion activity 

English L2 Learner 

what? discuss? discusston? 
we don't have to what? 

(Pica, 1992a) 
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(15) English NS English L2 Learner 

you have what? 
around the house we have glass 
uh grass, plants and grass 

(Pica et al., 1996, p. 62) 

Finally, in (16), taken from another conversation between two learn
ers, one modified her initially unclear output by supplying a descriptor: 

(16) English U Leamer English L2 Leamer 
do you go to dinner tomorrow? I'm not sure 
you go, you should go with me you go? 
I want I think it's free free? 
because there is nothing they 
don't tell the cost uhuh 
so maybe it's free I think (Chang, 1992) 

Summary: Meeting Learners' Needs through Negotiation 

What are the contributions of negotiation to learner needs? The input 
that comes via negotiation can be enhanced to help learners focus on 
phonological, lexical, and syntactic forms and features, to comprehend 
the messages that these forms encode, and to gain feedback on the 
form and comprehensibility of their own attempts at production. Nego
tiation also provides opportunities for learners to produce output. Such 
output is not the usual rote repetition of traditional language lessons or 
even the fluent, unmonitored communication of the communicative class
room. Instead, negotiation stimulates learners to produce output in which 
they can respond to feedback on their comprehensibility and to analyze 
and break apart the language of their message into meaningful seg
ments, and thereby to attempt to produce forms and structures that may 
be a little beyond the complexity or accuracy of those used initially. 

Negotiation and the Communicative Classroom: 
Concerns, Reservations, and Possibilities 

What must be acknowledged is that despite the many potential con
tributions of negotiation to the communicative classroom, what occurs 
during negotiation has been documented and described predominantly, 
but not exclusively, in work on L2, rather than FL learning, and in quasi
experimental studies designed to address classroom variables, but imple
mented outside the spontaneity of classroom life. 



P,Ot 2SS 

Of course, there has been some excellent work on both L2 and FL 
classrooms as exemplified in the thorough review of Chaudron (988) 
and highlighted among chapters of Day (986) and van Patten and Lee 
(1990). However, I believe that the reason so much of what we know 
about negotiation and language learning has come from research on L2 
learners in studies implemented outside the classroom is because nego
tiation has been found to be a rare commodity in classrooms, even 
those with an emphasis on communicative language teaching (cf. Long 
& Sato, 1983; Pica & Long, 1986). 

I t is not easy to make negotiation an integral component of class
room life. It should also be noted that despite these many contributions 
of negotiation to the communicative classroom it only plays one role. It 
is not a panacea, nor should it be perceived as another bandwagon. 
Language learning remains a complex, somewhat baffling process; as 
such, it can never be assisted or explained by anyone learning experi
ence, even one as helpful as negotiation. 

Aside from this general caveat, there are three additional areas to 
take into consideration to bring negotiation to the communicative class
room: applicability, feasibility, and desirability. 

Applicability of Negotiation to the Communicative Classroom 

Negotiation works difJerently, being more effective in some aspects of 
language learning and COl1Ullunication than others. The kind of negotia
tion that best meets learner needs appears to depend on the learner's L2 
developmental level. Hesults of research to date suggest that negotiation 
might be most helpful in the intermediate stages of learning. Although 
beginning learners do enter into negotiation, they appear more likely to 
clo so as input consumers than output providers. As illustrated in (17), this 
is probably due to lack of linguistic resources for output modification. 

What typically happens when the beginning learner produces an 
unclear utterance is that the NS signals by repeating or reformulating the 
utterance. The beginner needed to respond only with a form of yes. 

( 17) English NS 

011 tbeji'01lf? 
ill tbe./i·ont q/tbe door? 
Ibere is a small step. yes? 

English L2 Learner 
I think on the front is a small stone 
yeah oh doors 
yeah 
oh yes (Pica, 1996, p. 11) 

Advanced learners, on the other hand, often make self-repairs of 
what they perceive to be a lack of clarity. When negotiation does occur, 
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it is less about clarity and comprehensibility and more about opinion 
and interpretation. 

Further, negotiation seems to work most readily on lexical items and 
larger syntactic units, such as sentence constituents. Although learners' 
negotiation over choice of grammatical structure or inflection has been 
observed, there is seldom an impressive amount over such elements on 
the various comnlunication tasks studied. Even when asked to tell sto
ries or sequence events and explain procedures, learners and interlocu
tors do not negotiate much over time and aspect marking, giving more 
attention to the people in their pictures and stories-what they looked 
like, their shapes, sizes, and so forth-than to what these individuals 
were doing. This leads them to segment and move larger units of syn
tax, sentence constituents, for example, but little else by way of these 
linguistic elements. This does not mean that learners and interlocutors 
caunot negotiate over time and aspect, but that in or out of classrooms, 
communities, or research contexts, many of the communication activi
ties in which learners participate require little conscious attention to 
these areas of grammar. 

A third issue of applicability has to do with the focus of negotiation on 
the comprehensibility of message form rather than on the accuracy of 
form in the message during communication. Learners and their interlocu
tors often fmd strategies for comnlUnicating messages through negotiation, 
but not necessarily in ways that are consistent with a standard version of 
the L2. This has been shown quite clearly in research by Sato (1986), 
which provides numerous examples of two young learners relying on 
their NS interlocutor to best articulate their message-through confirnla
tion questions and reformulations. She also found that when the learners 
took the lead in the negotiation, they used little morphosyntax to express 
time and location, and communicated these notions instead through lexi
cal paraphrase, adverbs, and formulas. Thus a statement such as, Last year 
I played basketball at my school might be uttered as Last year I play basket
bal/ my schoo!' Although such a strategy allowed these learners to interact 
successfully, it brought them little advancement in their gramnlatical de
velopment during the 10 months of the study. 

Further, features of language used in communication are often im
perceptible, impossible for learners to negotiate over or attend to at all. 
This is why, as noted earlier, researchers have had success in helping 
learners acquire another language by actually giving them enhanced 
input directly, highlighting relatively imperceptible linguistic units, com
plex niles, or features that are difficult to differentiate from those in 
their first language (Whi~e, Spada, Lightbown & Ranta 1990). 
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Finally, we have found in our research that negotiation seldom assists 
all language learning conditions at the same time. For example, negotia
tion signals that are simple, open questions such as What? or buh? or 
statements such as I don't understand provide an excellent opportunity for 
learners to modify their output. However, these signals cany no explidt 
infornlation on the L2 that can serve as data for learning. On the other 
hand, signals which re-code a learner's utterance into more target-like 
fonus provide useful data and even feedback, but limit opportunities for 
learners themselves to nlodify their output (d. Pica, 1992a, 1992b; Pica et 
aI., 1989; Pica, Lewis & Holliday, 1990; Pica, Holliday, Lewis, Berducci, &: 
Newman, 1991). For example, in (11) above, the NS provided a more 
target-like pronundation of the learner's bik, while in (18), the NS modi
fied the learner's dog is urn right hand of girl by inserting definite articles. 

(18) English NS 

the dog Is at the right hand 
ofthegtrl? 

English L2 Leamer 

dog is urn right hand of girl 

yes (Pica, 1992a) 

Both of these signal types offered potential data for L2 learning. But 
rather than repeat or modify their original utterances, the learners sim
ply acknowledged the signal as encoding the meaning intended. Thus, 
signals given to learners during negotiation are useful to different de
grees, and there is considerable variation in the learning opportunities 
that negotiation can offer. 

To add one encouraging note, however, we are rmding that these 
limits on the signal-response pattern may be more common when learners 
communicate with NS speakers than with other learners. In recent re
search (Pica et al., 1995, 1996), we identified a different pattern when 
learners conU11unicate with other learners, as seen in (19), in which one 
learner's response of dark and entrance is two steps were characterized 
respectively by lexical and syntactic modifications of his own initial 
output rather than affirmations of the other leamer's model. Thus learn
ers are engaged in mutual modification of lexis and syntax, and not 
simply in saying yes to the other's modification. 

(19) English L2 Leamer 

roof is very black 
dark 
two stone steps 
entrance is two steps 

English J;.2 Learner 

black? 
dark yeah hrnrnn 
yeah steps Is a entrance? 
yeah yeah two steps 

(Pica, 1993, p. 452) 
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Feasibility of Negotiation to the Communicative Classroom 

A second caveat for negotiation in the communicative classroom has 
to do with its feasibility in the classroom or almost any public context. 
Negotiation is often an optional aspect of communication. No matter 
how carefully we structure a class with negotiation-rich activities, we 
cannot count on negotiation to happen even under the most communi
cative of circumstances. It doesn't occur when topics and referents are 
so mutually familiar that learners and interlocutors are confronted with 
few impasses in their communication over which they can negotiate, or 
topics and referents are so unfamiliar that there is little communication 
at all (Long, 1980, 1981, 1983; Pica, 1987a). 

When familiarity with a topic is unevenly distributed, the interlocutor 
who is unfamiliar may feel reluctant to initiate negotiation for fear of 
creating further social distance. This is not uncommon in a classroom 
context, as shown in (20), where, despite the teacher's many compre
hension checks, the students are relatively uncooperative. 

(20) Teacher Students 
do you understand all that? silence 
you wrote sneezes right? yes 
ok the rest of the words are pretty 
easy if if a person happened to 
sneeze-you know-do you 
know what happened means? silence 
something happened it occurs 
it takes place so if a person if it 
happened that a person sneezed? 
do you understand this? silence 
nobody's saying anything yes 
hmn you understood it and you 
got it right. Ok read the next one. (Pica, 1993, p. 450) 

Further limiting the amount of negotiation that can occur during 
communication is the possibility that when learners interact with NSs 
famiiiar with the features of the learner's interlanguage, the NSs have 
little need to ask for clarification. This deprives the learners of negotia
tion that can provide feedback on their interlanguage or opportunities 
for them to modify their production toward comprehensibility. The 
element of familiarity can make classrooms particularly unfavorable 
contexts for negotiation, and those of us who have taught in compa
rable educational settings in the same country for years are especially 
vulnerable. 
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Desirability of Negotiation in the Communicative Classroom 

Finally, there are caveats about negotiation with respect to its desir
ability for com1l1unication in that negotiation can be so prevalent that it 
gets in the way of communication. As Aston (1986) and others have 
shown, a steady stream of clarification questions, when asked by either 
interlocutor, can be a source of frustration in attempts to move a conver
sation fOlward. Such moves can also lead learners to feigned or mis
guided comprehension (Hawkins, 1985). Further, Porter (1986) has shown 
that L2 learners often use negotiation moves that are too explicit, direct, 
and generally sOciolinguistically inappropriate in form for the contexts 
in which they are seeking clarity of input. 

These studies suggest that negotiation is not harmful to language 
learning, but that both the quantity and quality of negotiation require 
fine-tuning. It is in the communicative classroom that I believe we are in 
a pOSition to fine-tune negotiation so that it can work effectively to 
assist our students. All things considered, negotiation is too relevant to 
the L2 learning process to be deemed undesirable. What may be unac
ceptable in everyday social interaction seems perfectly suitable if we 
think of the claSSrOO1l1 as a place for learning language through negotia
tion rather than a place for practicing communication in an L2. 

Toward Negotiation in the Communicative Classroom 

How can we provide conditions for negotiation in the classroom? This 
question can best be answered in light of what research has revealed 
about the conditions under which negotiation can best occur. First, 
research has shown that negotiation becomes part of the discourse when 
interlocutors have mutual recognition and concern for each other's 
objectives. Both participants must be aware of the objectives of the 
interaction, and must be willing to work toward mutual attainment 
(Doughty & Pica, 1986j Gass & Varonis, 1984, 1985, 1989j Varonis & 
Gass, 1982, 1985a, 1985bj Pica, Kanagy & Falodun, 1993). Even simple 
assigrunents such as explaining a picture for a partner to replicate, pooling 
clues to solve a mystery, or sharing details in order to assemble a picture 
have been shown to be effective because they require that learners and 
interlocutors take each other'S needs into account at the outset of the 
communication and to respond to these as they arise. 
In contrast, 1110re reflective tasks involving debates, decisions, and 
problem-solving can, and often do, inspire little negotiation. What 
typically happens is that one learner dominates the debate, makes the 
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decision, or solves the problem while the other, less assertive learners 
listen. This can be seen in the modest plant-the-garden task of (21) and 
(22) and the more serious adoption and heart transplant tasks of (1) 
and (2). As (21) reveals, even when the teacher participates in a 
negotiation-oriented task, othe"rs in the class have opportunities to 
participate in learning processes. 

(21) English L2 Leamer 

(22) 

the flower is a bowl' is uh left 
side on the bottom and has blue 
color eh dark blue color and 
the middle of this dark blue 
color you can see light blue 
color 

light blue color 
triangle 
and what else do you want to 
know? 

is the normal position up on 
the left on bottom ... of 
the board 

no at the bottom 

top 

Learner 1 Leamer 2 

the stem is 
yellow and it 
has two 
two leaves? 
one dark green 
the other blue 
and it is on the 
top 

uhuh 
right side mmm 
position? vertical 
corner? corner? 
ahha normal 
position the other 

Other Classroom Participants 

triangles? 
triangles? 
triangles? 
triangle 
which pOSition? vertical 

is on the left? normal position? 

left is in- in tbe middle ... in tbe toP? in 
the middle down left at the bottom? 
bottom or toP? up or down? where is it 
please? 
top top (Pica, 1993, p. 456) 

Learner 3 Learner 4 

normal vertical? 



one is I don't 
know like uh this 
how you call this 
square? square? just off the 

corner? 
yes square just 
on the corner 
yes ok 

squtr? 

261 

yeah quadratic 

(Pica, 1993, pp. 455-457) 

Tllis last point here seem especially importapt to bear in mind as we 
structure our classes toward conununication. Even the most provocative 
content cannot promote negotiation if learners do not share a stake in 
the objectives of the task assigned. Further, even beginning learners can 
be involved in negotiation if they can be given simple content to work 
with and still be drawn toward negotiation to complete a task. 

Another way in which negotiation is promoted or impeded is through 
the kinds of questions asked. What studies have shown is that negotia
tion is promoted by questions which signal a lack of understanding on 
the part of the question poser. The classroom staple of evaluation ques
tions whereby teachers ask learners to display what teachers know al
ready needs to be replaced by signaling questions which seek clarification 
of what has been said. 

In addition, there need to be opportunities for both teachers and 
students to ask such questions. When asked by teachers, these signal
ing questions provide feedback to learners on their production and 
provide thenl with opportunities to modify output. When asked by 
learners, these questions provide them with access toward input they 
need to understand. 

Finally, research has shown that the affective environment conducive 
to negotiation is one in which face-threatening moves are kept to a 
nlinitnum Ccf. Bailey & Oshner, 1983). These studies imply that negotia
tion occurs in an environment in which displays of incomprehension do 
not reveal the weaknesses of learners, but rather reveal their strength as 
workers completing a task in which they play a pivotal role. Learners 
must be able to feel they need to seek help because it is the task which 
is difficult not because it is they who are weak. 

An inlportant aspect of the communicative classroom, therefore, is that 
whatever activities take place therein must help learners feel like learners. 
One way to accomplish this is through providing learners with the oppor
tunity to negotiate-to ask questions, to seek assistance, and to seek help 
when others cannot be understood. This requires an environment which is 
guided by projects and tasks whose completion depends on all partici-
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pants. Developing such a social context poses many challenges. Yet, the 
more we strive toward conununication with collaboration, the more possi
bilities will arise for teachers and learners to work together, and to nurture 
and sustain the language learning process. 

Acknowledgments 
An earlier version of this paper was presented at the Third Annual Second 
Language/Foreign Language Conference, Purdue University, Indiana, 
March, 1993. 

I wish to thank my two anonymous reviewers for their generous com
ments and suggestions, all of which were extremely helpful to me in re
vising my original manuscript, and Bnlce Evans for his careful editing 
qf the manuscript. 

Teresa Pica is an Associate Professor at the University of Pennsylvania, 
Philadelphia, where she teaches courses and carries out research on 
second language acquisition, approaches to language teaching, and 
classroom discourse. She is also an academic advisor to Kyoritsu Women's 
University, Tokyo. In 1989 and 1992 she was a guest lecturer at Temple 
University, Japan. 

References 
Aston, G. (986). Trouble shooting in interaction with learners: The more the 

merrier? Applted Llnguisttcs, 7, 128-143. 
Bailey, K. (983). Competitiveness and anxiety in adult second language learn

ing: Looking at and through the diary studies. In H. Seliger & M. Long 
(Eds.), Classroom oriented research in second lallRllaRe acquisition (pp. 
67-103). Rowley, MA: Newbury House. 

Bailey, K., & Oshner, R. (1983). A methodological review of the diary studies: 
Windmill tilting or social science? In K. Bailey, M. Long, & S. Peck (Eds.), 
Second language acqulsitton studies (pp. 188-198). Rowley, MA: Newbury 
House. 

Boyd-Kletzander, R. [In preparation, 19961. Empowering students in ESL class
rooms. Unpublished doctoral dissertation, in preparation, University of Penn
sylvania, Philadelphia. 

Bnimfit, C. (980). From defining to designing: Communicative specifications 
versus communicative methodology in foreign language teaching. Studies 
in Second Language Acqulsitton, 3(1), 9. 

Brumfit, C., & Johnson, K. (Eds.). (1979). The communicative approacb in 
language teaching. Oxford: Oxford University Press. 

Chaudron, C. (983). Simplification of input: Topic reinstatements and their 
effect on L2 learners' recognition and recall. TESOL Quarterly, 17(4),437-
58. 



PICA 263 

Chaudron, C. (985). Intake: On models and methods for discovering learners' 
processing of input. Studies in Second Language Acquisition, 7, 1-14. 

Chaudron, C. (988). Second language classrooms: Research on teaching and 
learning. New York: Cambridge University Press. 

Chen, H. (1992). Untitled term paper: EDUC 670, Second Language Acquisi
tion. Unpublished manuscript, University of Pennsylvania, Philadephia .. 

Cook, V. J. (1988). Chomsky's universal grammar: An introduction. Oxford: 
Basic Blackwell. 

Day, E., & Sh.lpson, S. (1991). Integrating formal and functional approaches to 
language teaching in French immersion: An experimental approach. lan
guage Learning 41(1), 25-58. 

Day, R. (ed.). (1986). Talking 10 learn: Conversation In second language ac
quisttion. Rowley, MA: Newbury House. 

DiPietro, R (1987). Strategic interaction: Learning languages through scenarios. 
Cambridge: Cambridge University Press. 

Doughty, C. (988). An empirical study ojrelativizatlon In English as a second 
language. Unpublished doctoral dissertation, University of Pennsylvania, 
Philadelphia. 

Doughty, C. (1992). Second language instruction does make a difference: Evi
dence from an empirical study of SL relativization. Studies In Second lan
guage Acquistf1on, 13, 431-70 

Doughty, C., & Pica, T. (1986) "Information gap" tasks: An aid to second lan
guage acquisition? TESOL Quarterly, 20(2), 305-325. 

Ellis, R, Tanaka, Y., & Yamazaki, A. (1994). Classroom interaction, compre
hension and the acquisition of L2 word meaning. Language learning, 44(3), 
449-491. 

Faerch, C., & Kasper, G. (1987). The role of comprehension in second lan
guage acquisition. Applied Linguistics, 8, 256-74. 

Fotos, S., & Ellis, R (1993). Communicating about grammar: A tasked-based 
approach. 7ESOL Quarterly, 25(4), 605-628. 

Garfinkel, H. (967). Studies in ethnomethodology. Englewood Cliffs, Nl: 
Prentice- Hall. 

Gass, S., & Varonis, E. (1984). The effect of familiarity on the comprehensibil
ity of non-native speech. Language Learning, 34, 65-89. 

Gass, S., & Varonis, E. (1985). Task variation and NNS/NNS negotiation of 
meaning. In S. Gass and C. Madden (Eds.), Input in second language acqUi
sition (pp. 149-161). Rowley, MA: Newbury House. 

Gass, S., & Varonis, E. (1989). Incorporated repairs in NNS discourse. In M. 
Eisenstein (Ed.), The dynamiC tnterlanguage (pp. 71-86). New York: Ple
num. 

Goldstein, L., & Conrad, S. (1990). Student input and negotiation of meaning 
in ESL writing conferences. TESOL Quarterly, 24, 443-59. 

Hatch, E. (1978a). Acquisition of syntax in a second language. In J. Richards 
(Ed.), Understanding second and joreign language learning (pp. 34-70). 
Rowley, MA: Newbury House. 



264 JALT JOURNAL 

Hatch, E. (1978b). Discourse analysis and second language acquisition. In E. 
Hatch (Ed.), Second language acqutsifton: A book of readings (pp. 401-
435). Rowley, MA: Newbury House. 

Higgs, T., & Clifford, R. (1982). The push toward communication. In T. Higgs 
(Ed.), CUrriculum, competence, (lnd the foreign language teacher (pp. 57-
89). Skokie, IL: National Textbook Co. 

Krashen, S. (1980). Second language acquisition and second language learn
ing. Oxford: Pergamon Press. 

Krashen, S. (1983). Newmark's ignorance hypothesis and current second lan
guage acquisition theory. In S. Gass & L. Selinker (Eds.), Language tranifer 
in language learning (pp. 135-156). Rowley, MA: Newbury House. 

Krashen, S. (1985). The Input hypothesis: Issues and implications. London: 
Longman. 

Lightbown , P., & Spada, N. (1990). Focus-on-form and corrective feedback in 
communicative language teaching: Effects on second language learning. 
Studies in Second Language Acquisifton, 12(4), 429-448. 

Lightbown, P., & Spada, N. (1993). How languages are learned. Oxford: Ox
ford University Press. 

Long, M. (1980). Input, Interaction, and second language acquisition. Unpub
lished doctoral dissertation, University of California at Los Angeles. 

Long, M. (1981). Input, interaction, and second language acquisition. In H. 
Winitz (Ed.), Native language and foreign language acquisttton (pp. 259-
278, 379). New York: Annals of the New York Academy of Sciences. 

Long, M. (1983). Linguistic and conversational adjustments to non-native speak
ers. Studies In Second Language AcqUisition, 5, 177-194. 

Long, M. (1985). Input and second language acquisition theory. In S. Gass & C. 
Madden (Eds.), Input in second language acquisition (pp. 377-393). Rowley, 
MA: Newbury House. 

Long, M. (1990). The least a second language acquisition theory needs to 
explain. TESOL Quarterly, 24(4), 649-666. 

Long, M., & Sato, C. (1983). Classroom foreigner talk discourse: Forms and 
functions of teachers' questions. In H. Seliger & M. Long (Eds.), Classroom 
oriented research in second language acquisition (pp. 268-85). Rowley, MA: 
Newbury House. 

Loschky, L. (1989). Negotiated Interaction: The roles of task and culture. Un
published master's theSiS, University of Hawaii. 

Loschky, L. (1994). Comprehensible input and second language acquisition: 
What's the relationship? Studies in Second Language Acquisition, 16(3), 303-
324. 

Loschky, L., & Bley-Vroman, R. (1990). Creating structure-based tasks for sec
ond language development. University of Hawai'i Working Papers in ESL, 
9, 161-212. 

Mac\Vhinney, B. (1987). The competition model. In B. MacWhinney (Ed.), 
MechaniSms oflanguage acquisition (pp. 249-308). Princeton, NJ: Erlbaum. 

Matsumoto, K. (1987). Diary studies of second language acquisition: A critical 



PICA 265 

overview. JALT Journal, 9, 17-34. 
Montgomery, C., & Eisenstein, M. (1986). Real reality revisited: An experimen

tal communicative course in ESL. TESOL Quarterly, 19,317-33. 
Nobuyoshi, J. & Ellis, R. (993). Focused communication tasks and second 

language acquisition. Engllsb Language TeacbingJournal, 47(3), 203-210. 
Pica, T. (1987a). Second language acquisition, social interaction, and the class

room. Applted Linguistics, 7, 1-25. 
Pica, T. (1987b). Interlanguage adjustments as an outcome of NS-NNS negoti

ated interaction. Language Learning, 38, 45-73. 
Pica, T. (991). Classroom interaction, participation, and comprehension: Re

defining relationships. System, 19, 437-452. 
Pica, T. 0992a). Second language learning tbrougb interaction and tbe nego

tiation of conditions, processes, and outcomes. Paper presented at first Pa
cific Second Language Research Forum, Sydney, NSW, Australia. 

Pica, T. (1992b). The textual outcomes of native speaker-non-nativ~ speaker 
negotiation. In C. Kramsch & S. McConnell-Ginet (Eds.), Text and context: 
Cross- dtscipltnary perspectives on language study (pp.198-237.). lexing
ton, MA: D.C. Heath and Co. 

Pica, T. (993). Communication with second language learners: What does it 
reveal about the social and linguistic processes of second language learn
ing? In J. Alatis (Ed.), Language, communication, and social meaning (pp. 
434-464). Washington, DC: Georgetown University Press. 

Pica, T. (1994). Research on negotiation: What does it reveal about second
language learning conditions, processes, and outcomes? Language learn
ing, 44, 493- 527. 

Pica, T. (1996). Do second language learners need negotiation? lRAL, 34(1), 1-
21. 

Pica, T., & Doughty, C. (1985a). The role of group work in classroom language 
acquisition. Studies in Second Language Acqutsttion, 7, 233-248. 

Pica, T., & Doughty, C. (1985b). Input and interaction in the communicative 
language classroom: Teacher-fronted vs. group activities. In S. Gass & C. 
Madden (Eds.), Input in second language acqutsttion (pp.115-132). Rowley, 
MA: Newbury House. 

Pica, T., Doughty, C., & Young, R. (1986). Making input comprehensible: Do 
interactional modifications help? m R,~iew of Applied Linguistics, 72, 1-25. 

Pica, T., Holliday, L., Lewis, N., Berclucci, D., & Newman, J. (1991). Language 
learning through interaction: What role does gender play? Studies in Second 
Language Acqulsttton, 13, 343-377. 

Pica, T., Holliday, L., Lewis, N., & Morgenthaler, L. (1989). Comprehensible 
output as an outcome of linguistic demands on the learner. Studies in Sec
ond Language Acquisition, 1, 163-90. 

Pica, T., Kanagy, R., & Falodun, J. (1993). Choosing and using communication 
tasks for second language research and instruction. In G. Crookes & S. Gass 
(Eds.), Tasks and second language learning (pp. 9-34). Clevedon, UK: Mul
tilingual Matters. 



266 JALT JOURNAL 

Pica, T., Lewis, N., & Holliday, L (1990). NS-NNS negotiation: An equal oppor
tunity for speech modification? Paper presented to annual TESOL Conven
tion, San Francisco, March, 1990. 

Pica, T., Lincoln-Porter, F., Paninos, D., & Linnell,}. (1995). Can second lan
guage learners be a resource for their U learning? Oilly their researcher 
knows for sure. Working Papers In Educational Llngutsttcs, 11(1), 1-36. 
University of Pennsylvania. 

Pica, T., Lincoln-Porter, F., Paninos, D., & Linnell, J. (1996). Learner-learner 
interaction as a resource for language learning. TESOL Quarterly, 30(1), 59-
84. 

Pica, T., & Long, M. (1986). The classroom linguistic and conversational per
formance of experienced and inexperienced ESL teachers. In R. Day 
(ed.),Talktng to learn: Conversation In second language acqutstNon (pp. 
85-98). Rowley, MA: Newbury House. 

Pica, T., Young, R., & Doughty, C. (1987). The impact of interaction on com
prehension. TESOL Quarterly, 21(4), 737-758. 

Plann, S. (19n). Acquiring a second language in an immersion situation. In H. 
Brown & R. Crymes (Eds.), On TESOL 77 (pp. 213-223). Washington, DC: 
TESOL. 

Porter, P. (1986). How learners talk to each other: Input and interaction in task
centered discussions. In R. Day (Ed.), Talking to learn: Conversation In 
second language acqutsttlon (pp. 200-222). Rowley, MA: Newbury House. 

Prabhu, N.S. (1987). Second language pedagogy. Oxford: Oxford University 
Press. 

Rivers, W. (1981). Teacbtngforetgn language sktlls. Chicago: University of Chi
cago Press. 

Rutherford, W., & Sharwood Smith, M. (1985). Consciousness-raising and uni
versal grammar. In W. Rutherford & M. Sharwood Smith (Eds.), Grammar 
and second language learning (pp. 107-116). Rowley, MA: Newbury House. 

Sato, C. (1986). Conversation and interlanguage development: Rethinking the 
connection. In R. Day (Ed.), Talking to learn: Conversatton In second lan
guage acqutsttton (pp. 23-45). Rowley, MA: Newbury House. 

Savignon, S. (1972). Communtcative competence: An experiment Inforetgn 
language teacblng. Philadelphia: Center for Curriculum Development. 

Savignon, S. (1983). Communicative competence: Tbeory and classroom prac
tice. Reading, MA: Addison-Wesley Publishing Co. 

Schachter, J. (1983). Nutritional needs of language learners. In M. Clarke & J. 
Handscombe (Eds.), On TESOL 82: Pactftc perspectives on language learn
ing and teaching (pp. 175-89). Washington, DC: TESOL. 

Schachter,}. (1984). A universal input condition. In W. Rutherford (Ed.), Unt
versals and second language acqutsltlon (pp. 167-183). Amsterdam: John 
Benjamins. 

Schachter, J. (1986). Three approaches to the study of input. Language learn
Ing, 36, 211-26. 

Schachter, J. (1991). Corrective feedback in historical perspective. Second Lan-



267 

guage Research, 7(2), 89-102. 
Schmidt, R. (1990). The role of consciousness in second language acquisition. 

Applied Linguistics, 11 (2), 129-158. 
Schmidt, R., & Frota, S. (1986). Developing basic conversational ability in a 

second language: A case study of an adult learner of Portuguese. In R.' Day 
(Ed.), Talking to learn: Conversation in second language acquisition (pp. 
239-326). Rowley, MA: Newbury House. 

Schwartz, J. (1980). The negotiation for meaning: Repair in conversations be
tween second language learners of English. In D. Larsen-Freeman (Ed.), 
Dt..licourse analysis in second language acquisition research (pp. 138-153). 
Rowley, MA: Newbury House. 

Sharwood Smith, M. (1991). Speaking to many minds: On the relevance of 
different types of language information for the U learner. Second Language 
Research, 7(2), 118- 132. 

Skehan, P. (1989). IndiVidual differences In language learning. London: Ed
ward Arnold. 

Spada, N. (986). The interaction between types of content and type of in
struction: Some effects on the L2 proficiency of adult learners. Studies in 
Second Language Acquisition, 8, 88-199. 

Spada, N. (1987). Relationships between instructional differences and learning 
outcomes: A process-product study of communicative language teaching. 
Appl1ed Linguistics, 8, 137-161. 

Swain, M. (1985). Communicative competence: Some roles of comprehensible 
input and comprehensible output in its development. In S. Gass & C. Mad
den (Eds.), Input in second language acquisition (pp. 236-244). Rowley, 
MA: Newbury House. 

Ushimura, A. (1992). EFL learners talking to each other: Task types and the 
quality of output. JALT Journal. 14(1), 53-66. 

Valdman, A. (1980). Communicative ability and syllabus design for global for
eign language courses. Studies in Second Language Acquisition, 3(1), 81-
96. 

van Patten, B., & Lee, J. (Eds.). (990). Second language acquisttton-foretgn 
language learning. Clevedon, UK: Multilingual Matters. 

Varonis, E., & Gass, S. (1982). The comprehensibility of non-native speech. 
Studies in Second Language Acquisition, 4, 41-52. 

Varonis, E., & Gass, S. 0985a). Miscommunication in native/non-native con
versation. Language in SOCiety, 14, 327-43. 

Varonis, E. & Gass, S. (1985b). Non-native/non-native conversations: A model 
for the negotiation of meaning. Applied Linguistics, 6,71-90. 

White, L. (988). 'Against comprehensible input: The input hypothesis and the 
development of second language competence. Appl1ed Linguistics, 9, 89-
110. 

White,1. (1991). Adverb placement in second language acquisition: Some ef
fects of positive and negative evidence in the classroom. Second Language 
Research, 7(2), 133-161. 



268 JALT JOURNAL 

White, L., Spada, N., Lightbown, P.M., & Ranta, L (1992). Input enhancement 
and L2 question formation. Applied Llngutstlcs, 12(4),416-432. 

Widdowson, H. (1978). Teaching language as communication. Oxford: Ox
ford University Press. 

Wong-Fillmore, L. (1992). Learning a language from learners. In C. KrarIl$ch & 
S. McConnell-Ginet (Eels.), Text and context: Cross-dtsctpltnary perspectives 
on language study (pp. 46-66). Lexington, MA: D.C. Heath and Co. 

Yalden, J. (1983). The communicative syllabus: Evolution, deSign, and Imple
mentation. Oxford: Pergamon. 

(Received January 26, 1996; revised June 12, 1996) 



~~~-Y~~3~~w®~re~~*~~,~ 
V-:B_~®_M~~~~~~G~ 

eflfG!I!WJ 
.::cT~.=z..*~ 

eO':J~~llJi$ 

JLfff..*~ 

!T-1Wa(1).{ :--?-'j"? ~ 3 :--:WiID (fiM~mD n;"IH~;-Q~ •• fi:lfe.n~. BftiA 
~~'WJJI!t.... r.Qm~~J!I!T:O~jJ (~'.W;'ffA J.77~-) (1)M!mt~~~;-:oo ffit..."'B* 
iJHf(ff~:Jf;tQ:lb1.g. . .:. 5 t...1tii~fi'i;-'iTmj!fctl"?"'C'< Q1:cb-3 50 *m~'i. II 
~~M:WIfii(1)~ .. tfc# 5 ~~'8':a-A J. 77~·-(1)~Jf.I(1)~ .. ~~t±~A J. 77~-~tJ1,e,'fc. 
H~ 2 n~~1:IlWjff. t...1t·-~pfU)(1).IfJi~m~1:cbQo ft:ffr(1)l1*. t±~A J. 77~-(1)mm 
t.t. ~i" t... t F:1*1:(1)lfIf=lfWJnfHcJt~HtT. tr t...-3~p.;-Q':' ~n;b~"?1to .:.nt.t • .{ 
:-- 9 -7? ~ 3 :--(1)?.{ 7'(1)I~iUJ!"~ ~ liJ~n;cbQ(1)1:fitl"'n~ ~MU~1:~ Qo *1t~II. 
'i. '~~Ivc!:(1)~;:Wl:tffC. t:f*1:~.bn"'C''''tt*i~A J.77~-niUttili~n-r. MMfCfIQ 
mn~~.o .:. ~ n~bn~"? tto 

The interactive contact situations experienced by japanese language learners 
tend to become more intercultural as their learning proceeds. It can be 
hypothesized that social strategies (Oxford, 1990) play an important role in 
order to make the most of real life interactions in intercultural contexts. Few 
attempts, however, have been made to empirically explore what types of social 
strategies are used when learners are immersed in such situations. This paper 
reports on a longitudinal study of the changes in the use of social strategies by 
nine Australian university students during and after stays in japan, and aims to 
examine previously unidentified issues of acqUisition and maintenance of 
language learning social strategies. 

The research was conducted over a one-year period in japan and Australia. 
The data included a questionnaire administered prior to the students' stays in 
japan, learning diaries maintained by students during and after their stays, and 
four follow-up interviews on the contents of the diaries, conducted every two 
months in Japan and six months after the students returned to Australia. The 
data were analyzed following Oxford's (1990) list of six types of social strategies: 
asking for clarification or verification, asking for correction, cooperating with 
peers, cooperating with proficient users of the L2, developing cultural 
understanding, and becoming aware of others' thoughts and feelings. 
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The data revealed that learners consciously applied and acquired social 
strategies while inJapan, confuming the assumption that learning inJapan helps 
JSL learners' use of social strategies. The length of stay and the use of strategies, 

. however, seem to negatively correlate. For example, one learner remarked during 
a follow-up interview that she tended to talk to the same people. It is suspected 
that Japanese NS become accustomed to the language used by JSL learners they 
frequently contact, and that in such cases learners do not reqUire use of social 
strategies for success in communication. It was also discovered that learners 
were not necessarily involved in a wider variety of activities to maintain their 
Japanese upon their return to Australia than they had been prior to visiting 
Japan. Most students reported that this was because they were busy preparing 
their dissertation and did not have many opportunities to use Japanese, which 
they said resulted in a loss of confidence and subsequent hesitation to interact 
with Japanese speakers in the local community. This suggests there is no guarantee 
social strategies learned in an L2 situation will be maintained when learners 
return to a FL environment. 

The number of subjects in this study is limited. As such, the findings are 
preliminary. However, we would like to suggest the following four items warrant 
further investigation: 1) Empirical research is needed to develop a more 
comprehensive list of social strategies; 2) The hypothesis of fossilization 
(Schumann, 1978) might be applied to the acquisition and maintenance of social 
strategies; 3) Interaction with host families may not always be a model for target 
language production, especially after the initial settling-in period; and 4) As 
language learning strategy training is thOUght to enhance autonomous learning, 
study of how this can be done effectively with learners prior to their going to 
the L2 environment is needed. 
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1. Learning Diary 

I used my Japanese yesterday 

Where? With whom? What for? Any problems 

2. Successful Interaction 

One thing I did well in Japanese yesterday was: 

Where? With whom? What for? Because 

3 . Weekly Self-evaluation 

How do you feel about: very good I quite good I not very I terrible 
(Circle the most appropriate) good 

How do you feel about your 
progress last week? 

If you circle 'very good' or 'quite good', please list the 5 activities YOU found 
most helpful last week: 

4. How to Cope with a Coming Event 

Do you feel you need to practise for the coming interaction with a Japanese? (e.g review 
of keigo, particle, pronunciation, non-verbal behaviour and so forth) 

Give details of the situation you will encounter with a Japanese in the near future and jot 
down some items (grammatical, communicative and cultural) you need to practise. 

I. will contact with a Japanese in the near future and I would like to practise fIrSt for 
the interaction. Details will be as follows. 

Where? With whom? What for? I need to practise: 
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Research Forum 

But I Don't Want to be Rude: 
On Learning How to Express Anger in the L2 

Mitsuyo Toya 
University of the Rukyus 

Mary Kodis 
Valley High School 

This research investigates pragmatic use of rudeness, focusing on use of rude 
expressions as a result of anger, and contrasting native and non-native expression 
of anger. Ten native speakers of English and 10 native speakers of Japanese 
with advanced English proficiency were presented with five situations in which 
anger was expected. During interviews, subjects were asked 1) how they would 
feel in each situation, 2) how they would or would not express their emotions 
verbally and/or non-verbally, and 3) why they would or would not express 
themselves in those ways. In general, NSs were more expressive, however, the 
difference in reactions was smaller than expected. Results confrrm that sources 
for learning rudeness are limited for NNSs and that the learners have little 
confidence in its use . 
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l
ust as pragmatic competence using politeness is a critical aspect for 
L2 acquisition, rudeness is another important target language aspect. 
Although it is not an area which has been much discussed or 

researched, Lakoff (1989), in her analysis of courtroom discourse, 
mentions intentional, systematic rudeness in her analysis of courtroom 
discourse in contrast to polite behavior and non-polite behavior. This 
definition of rudeness, the failure to convey politeness where expected, 
is further explained by Kasper (1990) as "being constituted by deviation 
from whatever counts as politic in a given context," and "confrontational 
and disruptive to social equilibrium" (p. 19). Kasper proposes further 
the distinction between "motivated" and "unmotivated" rudeness (1990, 
pp. 19-20). Unmotivated rudeness is mere lack of politeness where it is 
expected. Kasper claims that L2 learners, having different pragmatic 
norms in their L1 culture, would learn to minimize this kind of rudeness 
as they become more competent in the target language (TL). L2leamers 
would become familiar with the forms and eventually use them, just as L1 
children do when they become competent adults. Motivated rudeness falls 
into three categories: a lack of affect control, strategic rudeness, and ironic 
rudeness (Kasper, 1990, p.20). The first is very distinctive from the others 
in that it is not goal-oriented. The rudeness as a result of affect control is 
strongly associated with apparently rude speech acts, such as cursing and 
insults, often considered marks of anger. In contrast, strategic and ironic 
rudeness are employed with an expectation of certain outcomes. 

Of the three categories used by Kasper, we focus on the category of 
rudeness resulting from a lack of control, or anger, to determine whether 
L2 learn~rs can master two different norms of expressing emotions, 
especially Western and Oriental norms. First, there is the question of 
why people become angry and how the situations in which people feel 
angry differ. Stipek, Weiner, and Lei (1989, in Markus & Kitayama, 1991) 
report that Chinese showed a tendency to get angry at people who did 
something wrong to others, while Americans reported being angry more 
when they themselves were mistreated. Similarly, Japanese are less likely 
than Americans to experience anger when there is a close relationship 
(M~tsumoto, Kudoh, Scherer & Wallbott, 1988; Markus & Kitayama, 1991). 
Although we should not over-generalize the situations which can be the 
stimuli for anger, the psychology of anger, which is culturally bound, 
would be difficult to change even when the L2 is spoken, for learning 
an L2 does not necessarily mean that one feels angry in situations differ
ent from those of the L1 culture. 

Second, literature indicates that the expression of emotions has dif
ferent values in Oriental and Western cultures. Tavris (1984) refers to 
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the Japanese practice of emotional constraint, claiming that Iia Japanese 
who shows anger the Western way is admitting that he has lost control, 
therefore lost face," whereas in Western culture, the opposite is truej "a 
man may lose face if he does not show anger when it is appropriate and 
manly to do so" (p. 67). In Western society, "showing anger may simply 
mark the beginning of an exchange, perhaps to show that negotiator is 
serious" (Tavris, 1984, p. 67). In Japanese society, the overt expression 
of anger and verbal attack is interpreted as evidence of immaturity and 
childishness. Rude language is more commonly utilized by young chil
dren and teenagers as they are generally excused from adult norms, 
however, this kind of language would be employed less by the time 
adulthood is reached (Hoshino, 1989). 

Research findings on cultural views of "self' may explain the differ
ent viewpoints regarding the expression of anger. Markus and Kitayama 
(1991) claim that the Western view of self, the "independent self," seems 
to encourage a person to express anger, frustration, and pride more 
often than the Oriental view of "interdependent self," reasoning that 
those negative emotions are "ego-focused" rather than "other-focused" 
(pp. 235-239). They also point out that many interdependent cultures 
seem to have developed strategies by which people avoid expressing 
negative emotions (Markus & Kitayama, 1991). 

These values begin to be instilled during childhood. Miyake, Cam
pos, Kagan, and Bradshaw (1986) found that American mothers tend to 
have more verbal communication regarding emotions, whereas Japa
nese mothers use physical expressions rather than deal verbally with 
their children's emotions. They also reported that Japanese mothers in
frequently show anger to their children. Japanese mothers are illus
trated as "empathy trainers" in child-rearing, often interpreting the 
emotions of a third person, as well as their own, by saying things like: 
"Ms. Brown would be pleased with your nice behavioc," oc "I will get 
angry if you do stich a thing" (Clancy, 1986, pp. 232-235), in effect 
training them to guess the feelings of others in certain contexts. This 
attitude differs from American mothers who might immediately say "No!" 
showing anger and/or frustration, in order to stop undesirable behavior. 
This may imply that competent Japanese adults would feel they should 
not express emotions overtly as others can guess these suppressed emo
tions and behave accordingly. In contrast, American society expects 
people to express their emotions outwardly, viewing this as an impor
tant and effective conullunication strategy (d. Markus & Kitayama, 1991). 

Regarding how L2 learners can express anger, direct translation of swear 
words or insults is almost impossible. Hoshino (1989) points out that the 
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japanese language does not have a large vocabulary of swear words. His 
list of rude expressions in japanese (1989, pp. 114-115) shows that those 
which do exist differ from English swear words in that they seldom are 
related to Christianity or sexual connotations. Additionally, swear words 
often sound humorous when directly translated and lose much of their 
affective load (Cross, 1979). It is worth noting that the japanese express 
rudeness by discarding the respectful fonn and by employing male speech 
patterns, especially when the speaker is female (Hoshino, 1989). 

The Study 

Contrastive studies of Western (American) versus Oriental O'apanese) 
psychology illustrate the gap between these cultures' expression of emo
tion, clearly indicating expressing anger serves different functions. Based 
on Kasper's rudeness taxonomy (1990), we sought to determine whether 
the notion of rudeness could be explained as a lack of affect control, 
focusing on the expression of anger, to clarify the perceptive use of anger 
by English native speakers and japanese learners of English, and to inves
tigate the pragmalinguistic awareness of such rudeness. 

Method 

Subjects 
Subjects, 10 native speakers (NS) of English (5 males and 5 females) 

and 10 japanese learners (NNS) of English (5 males and 5 females), 
were graduate students at an American university at the time of data
collection, majoring in ESL, East-Asian Studies, or Public Health. Ages 
ranged from 24 to 51, with 75% of the participants falling between the 
age of 25 and 33. 

The NNSs length of stay in English speaking countries varied from 3 
months to approximately 10 years. TOEFL scores before admission to the 
graduate (master's level) programs for seven NNS ranged from 565 to 630, 
with a mean of 607.3. Scores for three subjects were unavailable as they 
had been exempted from TOEFL requirements prior to enrollment. 

Materials 
Based on literature (Madow, 1972; Markus & Kitayama, 1991; Tavris, 

1984) and the researchers' observations, five situations were prepared in 
order to eliot different degrees of anger (see Appendix). In Situation I, the 
target of anger is an inanimate object, a vending machine, whereas in the 



RBSEARCI / PORUM 283 

other situations it is a person. Situation 2, an encounter with a friend, was 
selected based on the idea that the intimacy of the relationship would lead 
to different outcomes in expressing anger between NSs and NNSs of En
glish. It was hypothesized that different patterns would be obtained in this 
context since Japanese seem to show lTIOre emotional control because of 
interdependence. Situation 3, an interaction with a stranger in a restaurant, 
supplied contrast with Situation 2. While Situations 1 to 3 might or might 
not have caused anger in respondents, Situation 4, a negative encounter 
between a cyclist and a driver, provided a context in which a person 
would feel intense shock and danger, and therefore would be more likely 
to express anger. While traffic anger, reported both in Madow (972) and 
Tavris (984), occurs in encounters between two cars or a car and a pedes
trian, a car and a cyclist was used as this was a common experience for 
subjects and included a second part which we hoped would increase the 
sense of mistreatment. Situation 5 was different from the others in that the 
stimulus of anger was not mistreatment of self but mistreatment of a stranger. 
Based on the findings of Stipek, Weiner, and Lei 0989, in Markus and 
Kitayama, 1991), it was hypothesized that NNS informants would show 
more anger than NSs in such a context. 

Procedures 
The subjects were individually interviewed by one of the researchers, 

a near NS of English and NS of Japanese. Subjects were shown each 
situation, written in English on index cards, and asked to tell how they 
would feel and how they would express these feelings. English was 
used as the primary language of communication. All interviews were 
audio recorded. 

An introspective interview followed for the NNS subjects. They were 
asked in Japanese about whether: 1) there was anything more to add, 
looking at all the situations; 2) they had had much exposure to NSs 
using swear words; and 3) whether they would use those words them
selves and why or why not. In addition, they were asked to give Japa
nese equivalents of English swear words they used. The recorded 
responses were transcribed and the Japanese sections translated into 
English. Responses were then coded onto flow charts for analysis. 

Results and Discussion 

Part 1: Control qf negative emotions 
Tables 1-6 show the coding of responses for each situation. Since 

interviews were open-ended, subjects could give more than one re-
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sponse. With Situation 1, NSs tended to be more physically expressive. 
Of the seven respondents who said they would kick or punch the vend
ing machine, five were NSs. Little difference was observed between 
male and female physical reactions. Physical express.ion was always 
accompanied by verbal expression. NSs also tended to be more verbal 
in their expression of anger. Six out of the nine respondents who would 
explicitly express anger using a curse word were NSs. Four male re
spondents (one NS, three NNSs) reported that they would experience 
no anger because getting angry would not achieve anything, while two 
NS respondents (one male, one female) felt no anger because the prob
lem with the vending machine was so common in their daily lives that 
they no longer reacted to it. 

Table 1: Response Results [Situation 1: Vending machine] 

Reactions NS (M, F) NNS (M, F) Total (M, F) 

kick, punch, or shake the machine S (2, 3) 2 (1, 1) 7 (3 ,4) 
explicitly expressing anger, saying 6 (3,3) 3 (1, 2) 9 (4, 5) 
something 

"God damn!" 1 (1,0) 0(0,0) 1 (1,0) 
"Shit!" 4 (2, 2) 1 (1, 0) 5 (3, 2) 
"Shoot!" 0(0,0) 1 (0, 1) 1 (0, 1) 
"Stupid machine!" 1 (0, 1) 1 (0, 1) 2 (0,2) 

not angry because no use 1 (1, 0) 3 (3, 0) 4 (4, 0) 
not angry because common problem 1 (0, 1) 1 (1,0) 2 (1, 1) 

[NS: n oa10 (5M, 5F); NNS: nc:r10 (SM, 5F); Total: n""20 (10M, 10F)] 

Situation 2, the birthday dinner fiasco, evoked the widest range of 
emotions of any of the situations and also the highest rate of subjects, 
17, feeling some anger. Three reported they would not feel angry but 
would feel disappointed. There was a hierarchy of negative emotions: 
"upset" < "irritated" < "angry" < "furious"/"pissed off." These were some
times qualified by "very" and "extremely." Other emotions such as dis
appointment, hurt, anxiety, and sadness were stages subjects passed 
through before or after getting angry or concomitant to the anger. Not 
all subjects had these feelings, however, and there was no indication 
that having them in any way increased the degree of anger felt. Two NS 
females opted for remaining silent and wait for an explanation while 17 
responded that they would ask for an explanation, with 10 implicitly 
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expressing anger by requesting testily "What happened?" tittle differ
ence between NSs and NNSs was observed. The responses indicated 
that the more intimate the relationship (e.g. "I would be more hurt if this 
were someone special.") or more habitual the behavior (e.g. "How could 
you do this again on my birthday?"), the more anger was felt. It was 
originally hypothesized that Japanese subjects would try to control their 
emotions to preserve an intimate relationship. This was not validated by 
the data as NSs and NNSs reacted similarly. 

Table 2: Response Results [Situation 2: Birthday] 

Reactions NS (M, F) NNS (M, F) Total (M, F) 

feel angry 9 (5,4) 8 (5,3) 17 (10,7) 
feel disa ppointed 1 (0, 1) 2 (0, 2) 3 (0, 3) 
ask for explanation 7 (5, 2) 10 (5, 5) 17 (10, 7) 
ask for the reason, 
showing their anger: 5 (3, 2) 5 (3, 2) 10 (6, 4) 

"What happened?" "What's wrong?" 
"Wh~lt's going on!?" 
"Why the hell didn't you call?" 1 (1,0) 0 1 (1,0) 

~lccuse "YOll didn't call!" 1 (0, 1) 2 (1, 1) 3 (1, 2) 
show the distrust (if forgotten) 2 (1, 1) 0 1 (1, 1) 

"I can't believe this'" 
use sarcasm: "We missed a nice 

birthday." 
"You decided not to call me'" 2 (0,2) 0 2 (0,2) 

hide the true feeling and ask 
laughingly: "What's wrong with you?" 0 1 (0, 1) 1 (0, 1) 

remain silent for an explanation 2 (0,2) 0 2 (0, 2) 
expect a word of apology 0 1 (1, 0) 1 (1, 0) 
anger subsided 1 (0, 1) 0 1 (0, 1) 
disappointed but forgive 0 1 (0, 1) 1 (0, 1) 

[NS: n"'lO (5M, 5F); NNS: n=10 (5M, 5F); Total: n::::20 (10M, 10F)] 

Situation 3, waiting in a restaurant for 30 minutes, gave some of the 
most unusual data in that NNS females were the most likely to express 
anger explicitly and NS females the most likely to feel no anger at all. 
Eight subjects, five NNSs (1 male, 4 female), would be verbally explicit 
about their anger. In contrast, four female NSs reported no anger. NNS 
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male respondents generally reacted calmly; asking to check the name 
list (one) or asking the reason politely (two). Other males reacted with 
impatience. Five males (2 NS and 3 NNS) said they would not wait 30 
minutes and would either approach the waiter after 15 minutes or just 
leave. Only one female, a NNS, mentioned that she would not wait. 
Although they did not report they would feel and/or show much frustra
tion, NSs seemed less hesitant than NNS counterparts in making contact 
with the waiter. Half of the NSs (3 males and 2 females) said they would 
mention the length of wait, compared to two NNS females. Three NSs 
reported that they would peremptorily request to be seated. 

Table 3: Response Results [Situation 3: Restaurant] 

Reactions NS (M, F) NNS (M, F) Total (M, F) 

explicitly express anger, frustration 3 (2, 1) 5 (1, 4) 8 (3,5) 
feel no anger 4 (0, 4) 1 0,0) 5 (1, 4) 
be firm, assertive 3 (2,1) 3 (1, 2) 6 (3,3) 
mention the waiting time directly 5 (3,2) 2 (0, 2) 7 (3, 4) 

to the waiter 
request to be seated 3 (2, 1) 0 3 (2, 1) 
ask why not seated 1 (0, 1) 2 (1, 1) 3 (1,2) 
ask [0 check the list 0(0,0) 20, 1) 2 (1, 1) 
ask how much longer the wait 20, 1) 1 (1,0) 3 (2, 1) 

would be 
complain among themselves 0(0,0) 1 (1,0) 1 0,0) 
ask politely 2 (0,2) 2 (2, 0) 4 (2,2) 
wait less than 30 minutes 2 (2, 0) 3 (2, 1) 5 (4, 1) 
just leave 2 (0, 2) 0 2 (0, 2) 
not waiter's fault 1 (0, 1) 1 (0, 1) 2 (0,2) 
waiter'S fault 0 2 (0, 2) 2 (0,2) 

[NS: n=10 (5M, 5F); NNS: n=10 (5M, 5F); Total: n=20 (10M, 10F)] 

A trend emerges for situation 3, highlighting differences between NS 
and NNS females. The NNSs were more likely to feel angry and to express 
themselves. A possible explanation for this is the different expectations in 
Japanese and American contexts. One NS female respondent mentioned 
that it was not the waiter's fault in spite of her frustration at having to wait. 
Two NSs said that they might just leave. In contrast, two NNS females 
justified their anger, mentioning that it was the waiter's fault. One said that 
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the waiter's attitude sounded "unprofessional." The Japanese respondents, 
except for one, seemed comfortable expressing anger because of the sta
tus ditlerence between customers and waiters in Japan. 

During the intelViews, situation 4 produced the highest usage of curses. 
For the tlrst part of the situation, four of the five subjects who would say 
sOlnething outloud were NSs. Yet only a male NNS in this category 
chose to express his anger by lIsing strong curses. The NSs varied in 
their verbal expressions, as shown in Table 4. Seven respondents (4 
NSs, 3 NNSs) fell into the category of feeling extremely angry but con
trolling it by swearing under their breath or silently. Six subjects said 
they would ignore the car because either they would not want trouble 
(1 NS-M, 1 NNS-M) or they would be too scared (1 NS-F, 3 NNS-F). One 
female NS said she would empathize with the driver because of her past 
experience as a driver. 

Table 4: Response Results [Situation 4: Car and Bicycle (1)] 

Reactions NS (M, F) NNS eM, F) Total eM, F) 

say something out loud (curse, 4 (2,2) 1 (1, 0) S (3,2) 
yell, scream, shout) 
"Puck you!" 0 1 (1,0) 1 (1,0) 
"Son of a bitch!" 1 (0, 1) 0 1 (0, 1) 
"You idiot! You jerk!" 1 (0, 1) 0 1 (0, 1) 
"What's your problem!?" 1 (1, 0) 0 1 (1,0) 
"Hey! You should drive better 1 (1, 0) 0 1 (1,0) 
(more carefully)!" 

physical reactions: chase the car, 1 0,0) 1 0, 0) 2 (2, 0) 
shake a fist, remember the license 
number 

extremely angry but do not swear 4 (2, 2) 3 (2, 1) 7 (4,3) 
out loud 

"Shit!" 1 (1, 0) 1 (1,0) 2 (2, 0) 
"(You) idiot!" 2 (1, 1) J. (0, 1) 3 (2, 1) 

"Shoot!" 0 1 (1,0) 1 (1, 0) 
"Shucks!" 0 1 (0, 1) 1 (0, 1) 
no mentioning on words to use 2 (1, 1) 0 2 (1, 1) 

ignore (feel fear/dangerous) 2 (1,1) 4 (1, 3) 6 (2,4) 
feel empathy 1 (0, 1) 0 1 (0, 1) 

no reaction because no use 0 3 (2, 1) 3 (2, 1) 

[NS: n=10 (SM, SP); NNS: n=10 (SM, SF); Total: n=20 (10M, 10F)] 
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All subjects' reactions changed for the second part of the situation, 
where the car driver cursed the cyclist before driving away. Generally, 
feelings escalated. Respondents who before did not express anger now 
became expressive. NS males tended to be explidt and ,use strong curse 
words. Four NNSs (2 males, 2 females) did not use swear words but 
opted for yelling expressions such as "Be careful!1l "Are you crazy?1l or 
"Watch out!1l One subject said she would sarcastically yell, "Thank yoU!1l 
For those who were already expressive, they continued in the same 
vein and perhaps added. a physical reaction such as shaking their fist or 
said they would take action and report the license plate number to the 
police. Three male subjects (2 NSs, 1 NNS) were expressive at first, but 
when confronted with overt anger said that they would now say noth
ing because it was too dangerous. The three female subjects who said 
they would not react because of fear in the first part kept the same 
response. This situation elidted an interesting contrast between the de
gree of anger felt and the reason given for why anger was controlled. 

Table 5: Response Results [Situation 4: Car and Bicycle (2)] 

Reactions NS (M, F) NNS (M, F) Total (M, F) 

sa y something outloudly 4 (3, 1) 4 (2, 2) 8 (S, 3) 
(curse, yeU, scream, shout) 

curse: "God damn!" "Ass-hole!" 3 (3, 0) 0 3 (3,0) 
"Shitl" "Fuck you" 
curse back: "Hell!" "Fuck you!" 

yell: "Be careful!" "Are you crazy?" 0(0,0) 3 (2, 1) 3 (2, 1) 
"Who do you think you are?" 
"Watch around!" "Drive more 
carefullyt" 

sarcastically yell: "Thank you!" 0 1 (0, 1) 1 (0, 1) 
shake flSt, chase the car 1 (1,0) 0 1 (1,0) 
report to the police 1 (0, 1) 1 (1,0) 2 (1, 1) 
shake fist after the danger is gone 1 (0, 1) 0 1 (0, 1) 
become less expressive 2 (2, 0) 1 (1,0) 3 (3, 0) 

because of fear/danger 
remain inexpressive 1 (0, 1) 2 (0, 2) 3 (0, 3) 
no reaction because no use 0 1 (1,0) 1 (1, 0) 
try to forget it 1 (1,0) 0 1 (1,0) 

[NS: n::lO (SM, SF)j NNS: n=10 (SM, SF)j Total: n=20 (lOM, 10F)] 
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Of all of the situations, Situation 5 provoked the least anger, with sub
jects more likely to feel uncomfortable. There was a tendency to respond 
that they would not say anything to the man on the bus. NS females were 
the most likely to express themselves when two criteria were fulfilled: 
physical proxlll1ity and age. That is, they had to be in close proximity to 
the man and he had to be c<?nsiderably younger before they would say 
anything. In addition, they said the lady who did not have a seat also had 
to be extremely old or having problems standing. Seven subjects would 
tell the man to give up his seat if these conditions were met (4 NS-F, 2 
NNS-M, 1 NS-M). The NNS females all reported they would say nothing. 
Two NNSs felt it was inappropriate to say anything because that would 
have been imposing their moral standards. Two NSs (1 male, 1 female) 
chose to express themselves physically by giving the man a dirty look or 
glancing at him meaningfully. 

There were common factors in all of the situations that the subjects 
felt influenced anger control which had to do with the circumstances 

Table 6: Response Results [Situation 5: Bus] 

Reactions NS (M, F) NNS (M, F) Total (M, F) 

have negative feelings 5 (2,3) 6 (2,4) 11 (4,7) 
feel upset/anglY 2 (1, 1) 2 (1, 1) 4 (2, 2) 
feel frustrated 0 1 (0, 1) 1 (0, 1) 
feel irritated 1 (0, 1) 0 1 (0, 1) 
feel uncomfortable/bad 0 3 (0, 3) 3(0,3) 
feel disturbed 1 (1, 0) 0 1 (1,0) 
feel sad 0 1 (0, 1) 1 (0, 1) 
think the guy is nlde 3 (0, 3) 3 (2, 1) 6 (2,4) 
think the guy is not well brought up 0 1 (1,0) 1 (1,0) 
physical expression (glaring) 2 (1, 1) 0 2 (1, 1) 

say nothing to the man 10 (5, 5) 10 (5, 5) 20 (10, 10) 
because no reason to impose 0 2 (1, 1) 2 (1, 1) 

one's moral to others 
because it's common 2 (2,0) 1 (0, 1) 3 (2, 1) 
tell (he man to give up his seat 5 (1, 4) 2 (2, 0) 7 (3,4) 

when the physical proximity and 
~lge are fulfilled 

wish if one had courage 0 1 (0, 1) 1 (0, 1) 

JNS: n;10 (5M, SF); NNS: n==10 (5M, SF); Total: n==20 (10M, 10F)] 
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inherent in the situation: social distance, justification, rationality, social 
norms, danger to self, and physical proximity. Social distance includes: 
age, status, sex, and degree of intimacy (Figure 1). 

For instance, in the birthday situation, subjects mentioned that they 
would be angrier if this were a close friend or somebody they were 
dating, while a few male subjects said they would feel no anger if it 
were a male friend who had stood them up. Age made a difference in 
the bus situationj subjects felt more comfortable telling someone younger 
than themselves to give up his seat. PhYSical proxinlity was also impor
tant, as the closer spatially the subjects were to the man, the more likely 
they were to express anger and the more justified they felt. Justification 
also explains the difference between NS and NNS responses in the res
taurant. The Japanese felt more justified in expressing their anger and 
reported that they would take action. In Situation 2, if the excuse was 
reasonable (e.g. "There was a car accident." or "The car broke down."), 
anger abated. Yet, with excuses such as "I forgot" or "I missed the bus," 
the anger escalated and overt expression of anger was considered justi
fied. In the bus situation, when subjects felt supported by social norms, 
Le., signs in the bus that mark seats for the elderly, they were more 
likely to tell the man to give up his seat. However, if subjects felt that in 
American society people just do not respect the elderly, they were more 
likely to say nothing. In the restaurant situation, the effect of the lack of 
social support was evident when one subject said that he would never 
complain in such a situation even if he had to wait two hours because 
that was just not done in a local restaurant. The factors of rationality and 
danger to self tended to discourage expression of anger. Some subjects 
said it was useless getting angry at a machine or to yell at a car that was 

Figure 1: Factors Common to All Situations 

Circumstances Within a Situation 

Social Justification Rationality Social 
norms distance 

age 
status 
opposite sex 
intimacy 

Danger 
to self 

Physical 
proximity 
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driving away, and thus justified having no reaction. Anger, for these 
subjects, was not seen so much as a venting process but as a way to 
communicate. If danger to themselves was perceived in expressing an
ger, subjects opted to remain silent. As four male subjects (2 NSs, 2 
NNSs) put it, "I would see how big the guy in the car was." 

Personality factors also played a role in how expressive subjects 
were. By personality factors we mean the subjects' personal experi
ence, severity of the offense, perceived evaluation by others, and mood 
(Figure 2). Personal experience had three effects. First, the subject may 
have become habituated to the situation so that less anger was felt. 
Additionally, personal experience could make the subject more 
empathetic. Those who recalled having been offenders in similar situ
ations put themselves in the place of the waiter, the driver, or the man 
on the bus and were less likely to feel anger justified. The third effect 

Figure 2: Factors Conmlon to All Situations 

Personality 

Personal Severity of Evaluation Mood of 

~ bYO~ 
habituated empathetic oversensitive refined dignified masculine 

occurred if subjects had experienced being similarly offended, subjects 
then were oveltly sensitive and more likely to feel angry, reacting with 
instant anger on recognizing the situation. 

Another factor was the severity of offense. Some subjects said that 
they did not care that much about celebrating their birthday, so they 
would not be too upset if someone was late. Perceived evaluation by 
others, i.e., how much subjects cared about how they appeared to the 
world, could prompt them to control or express anger. One woman said 
she would curse at the vending machine only if no one was around and 
one man said that he thought cursing undignified and would never do 
it. Yet, other men felt their maSCUlinity was questioned when the driver 
of the car cursed at them, so they felt they had to retaliate with curses. 
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Mood also made a difference as to whether subjects would express 
anger. One subject specifically stated that if she had had a good day she 
would be more likely to say something to the man on the bus. 
Part 2: Pragmatic awareness of swear words 

The introspective portion of the interview revealed important consid
erations for L2 learners in using swear words. Most NNSs reported that 
they were knowledgeable about English swear words. Those having 
longer stays in English speaking countries mentioned more exposure to 
NSs' use of rude language, while those who had stays of less than 1.5 
years claimed their input regarding swear words was limited to movies 
and 1V programs. Some of the subjects referred to the fact that L2 learn
ers, at least Japanese learners, do not get instructions in formal settings 
on the use of rude language. This validates the claims in Hoshino (989) 
and Rintell (984) that there has not been much instruction on expres
sion of emotions, swear words, or insults in L2 classrooms. Three men
tioned that they had picked up the words from exposure to their use in 
natural settings. Logically, people avoid being rude, thus this will result 
in litde input of this kind. Moreover, the responses of one subject, who 
had had the shortest stay, revealed that without prior knowledge of 
swear. words L2 learners did not even recognize dIem as "bad" words. 

Second, there was a great tendency to avoid using swear words among 
dIe NNSs. Although a rationale such as "I do not want to be looked [ad as 
uneducatedlt may be also true for NSs, most of the psychological rationales 
for not employing swear words seemed unique to L2 learners. There ap
peared to be considerable gap between knowledge of the defmition of 
swear words and the emotional load of such words. As some respondents 
put it, it is hard for them to feel the affective value of such words as they 
do not have emotional meaning for them (cf. Cross, 1979). Subjects re
ported that dley knew the swear words were "dirty" but they had little idea 
regarding the degree or typical use. Female subjects expressed concern 
over what swear words were appropriate for women because Japanese 
rudeness heavily corresponds to male/female language (cf. Hoshino, 1989). 

The lack. of confidence in the appropriate use of swear words and 
fear of miscommunication resulted in infrequent use of rude language 
for NNSs. One female subject mentioned a personal experience of hav
ing shocked and consequently being corrected by a NS friend when 
she carelessly employed the phrase, "Jesus Christ. It NNSs reported that 
it is difficult to master the use of L2 swear words and are aware that it 
is risky to practice them because, if they do, they are more likely to 
have trouble. Use may give NSs the wrong impression, though a NNS 
may feel nothing emotional towards the word employed. It should be 
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noted that these findings may not be applicable to all learners. One 
female subject claimed that she would have little hesitation in employ
ing English swear words and that she was interested in learning them. 

An interesting phenomenon was discovered during interviews. Four 
subjects answered tllat they would use English words such as "shoot" or 
"shucks" in order to show fmstration or anger. Interestingly, four infor
mants claimed that in situations where swear words would be used, En
glish words come out more easily man japanese. Subjects having longer 
stays, and consequently more exposure to input, seem to use swear words 
in English rather than japanese. Three subjects claimed tllat they would 
not use swear words in japanese and could not think of equivalent ex
amples for tlle English swe-dr words they knew. One male subject said tl1at 
japanese swear words were not as strong as tllose in English. 

Conclusion 

In spite of the small number of the subjects, tlle study highlighted some 
interesting trends between NSs and NNSs regarding expression of anger. 
Since this is still a little investigated area, our findings may be beneficial for 
Japanese learners of English and tlleir teachers. English NSs tended to be 
more expressive physically (Situation 1) and opted for using verbally stronger 
expressions (Situations 1, 2, and 4). In a tense situation (Situation 4) NSs 
repOlted tllat they would curse while NNSs tended to make less aggressive 
statements. Also, when social norms justify the anger (Situation 3), NNS 
females, who we had expected to be least expressive, had little hesitation 
in showing fmstration. The bus situation, which we hoped would appeal 
more to Ja panese subjects than to English NSs, revealed tllat the NS fe
males would be most likely to take action. 

Important factors which affected the choice of responses were also 
clarified. The introspective interviews revealed that, in general, L2 learn
ers avoid swear words and were having difficulty acquiring memo The 
acquisition of rude language appeared to be an extremely sensitive is
sue because of the possible danger and misunderstanding involved in 
using such expressions, of which NNSs were well aware. 

Several directions are suggested for further research. First, in order to 
statistically validate these findings regarding NS-NNS differences, a con
trolled, large scale research project is needed and reaction by less pro
tlcient learners needs to be investigated. Meanwhile, terms such as "swear 
words" and "bad words" must be more carefully defined because, even 
among NSs, what people regard as swear words andlor bad words 
varies. In addition, an examination of the sources from which NNSs 
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learn rude expressions warrants investigation. The current study vali
dated that rude language generally was not taught in L2 classrooms, 
with movies appearing to be the richest source. Therefore, a better un
derstanding of L2 learners' rude language use may be obtained by in
vestigating situations in movies using emotional, mde verbal expressions. 

Mitsuyo Toya, former director of the Yanamitsu English Language Instirute, 
Kumamoto, now teaches at the University of the Rukyus. In addition to 
the acquisition of L2 rudeness, her research interests include acquisition 
of vocabulary through listening. 

Mary Kodis teaches French at Valley High School, Albuquerque, New 
Mexico. She as been a French/ESL teacher at public schools in 
Albuquerque since 1982 and has studied in France and Hawaii. 
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Appenoix: Situations Used in Study 

Stluation 1: Vc.~ding machine (Accumulated anger toward an inanimate object) 
It's lunch time and you're very hungry. Your schedule is tight today and your 

next class will start in ten minutes. You try to get sandwiches from the vending 
machine but it doesn't accept your dollar bill. You try again, and now, the 
machine has "eaten" your moneyl TIle machine simply doesn't work nor give 
back your money. You don't have small ~hange nor any more dollar bills. 

Situation 2: Birthday (Accumulated anger to a close person) 
You're expecting a phone-call from someone very close to you (friend, some

one you're dating, etc.). You two planned to go to see a movie and have dinner 
together since it's your birthday today. It's 5:30 p.m. and the movie is supposed to 
start at 6:00 p.m. No phone-eall. It's 6:30 now. You try to catch hirn/her calling his/ 
her office. No luck. You fmally receive a call from this person after 8:00 p.m. 

Situation 3: Restaurant (Accumulated anger to a stranger) 
You and your friends are waiting to be seated in a popular (pretty casual) 

restaurant. It's dinner time and the place is very crowded. There are other people 
waiting beside your group. You've already signed your name on the waiting list. 
Before you signed, you asked a waiter how long it would take to get seats. He re
plied no longer than 5 minutes because he saw some people finishing their dishes. 
However, you realized that you've been waiting for more than 30 minutes now. 
You see the waiter coming closer to you but obviously, it's not for the seating. 

Situation 4: Car and Bicycle (Sudden shock and anger to a st:I1lllger) 
You're riding a bicycle on the road. You had to stop at the traffic lights and 

were waiting for the light to turn green. TIl en a car came from behind you. It 
also tried to stop, the car made a stop so close to you that it nearly hit you. You 
lost your balance and almost fell off the bike. When you recover your balance 
back, you see the car going off because the light has turned already. 

The driver was so rude that he cursed you as he drove off. 

Situation 5: Bus (Anger toward the mistreatment of a stranger) 
You're standing on the bus. The bus stopped at a bus stop and an old lady 

got on. You see her standing in front of a guy sitting and listening to music. It is 
obvious that he Cetn see her standing, yet the guy remains seated. Unfortunately, 
people around the guy are old too, and there seems to be no way that anyone 
other than this g~y will give a seat to the· old woman. However, the guy still 
does not give up his seat until he finally gets off. The old lady does not get the 
seelt, for she got off earlier than the guy. 
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T he term "writing conference" is subject to a variety of interpretations 
about its purpose, when and where it takes place, who is involved, 
and who is responsible for directing what qccurs. However, there 

is strong support for the idea that writing conferences, however they are 
defmed, have certain advantages over written feedback. Carnicelli states 
that "they [conferences] are a more effective means of feedback than are 
written comments because conferences allow students to express their 
opinions and needs" (cited in Goldstein & Conrad, 1990, p. 444). Zamel 
(1985) supports this and says that writing conferences provide an 
opportunity for both reader and ~riter to "discover the underlying 
nleaning and logic of what may appear to be an incoherent text" (p. 97). 

Furthermore, writing conferences provide interactive and communi
cative opportunities and challenges for students and teachers, as illus
trated by Zamel's (1985) statement that "we [teachers] should respond 
not so much to student writing but to student wri~ (p. 97). Harris and 
Silva (1993) perhaps express the totality of the tutorial process: 

We should recognize that along with different linguistic backgrounds, ESL . 
students have a diversity of concerns that can only be dealt with in the 
one-to-one setting where the focus of attention is on that particular student 
and his or her questions, concerns, cultural presuppositions, writing 
processes, language learning experiences, and conceptions of what writing 
in English is all about. (p. 525) 

Individual writing conferences must fit into the scheme of a writing 
course and balance the maximum advantage to the student with the reali
ties of course requirements, scheduling, and time constraints. In the En
glish Language Program (ELP) at International Christian University (lCU), 
Academic Writing comprises one of the three components of the Fresh
man Curriculum, the others being Content and Communicative Strategies. 
All students are placed into one of three instructional levels according to 
ability: Program A (intennediate), Program B (high intermediate), and Pro
gram C (advanced). Each program's Academic Writing course is designed 
to "develop students' writing and thinking abilities in English for university 
lev_el work" (ELP Staff Handbook, 1995, p. 25). An integral tool to develop 
these abilities is the writing CCtutorial," as writing conferences at ICU are 
called. The value the ELP places on this is reflected in the fact that all 
students have regularly scheduled tutorial periods. 

In the ELP, there is no single "curriculum" for how tutorials are con
ducted. Teachers have the flexibility, within the parameters of the course, 
to structure them as they choose. Both authors taught writing, one in 
Program A and the other in Program B. Informal writing-related discus-
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sions between the authors revealed significant differences in their concept 
of the goal of tutOrials, as well as their approach. This lead the authors to 
smvey wtiting literature with a view toward tutorial, which revealed that 
little attention has been paid to ESIJEFL writing conferences. Therefore, a 
study of the ICU tutorial represented an opportunity to clarify and recon
sider bOtll teachers' and students' approaches to tutorials. 

To address the teachers' view, the authors independently prepared a 
flowchart of the steps utilized in the writing process, beginning with the 
assignment of an essay, in order to clarify, whenever possible, their 
perception of students' and teachers' roles in tutorials and to explain 
why they did what they did in the writing process (Appendix n. To 
address the students' view, an eight question Student Questionnaire 
Regarding Tutorials was prepared (Appendix 2). 

The Study 

TutOrials as Viewed by the Authors 

Content and Academic Writing in the ElP: The ELP Freshman Curriculum 
consists of three conlponents: Content, Academic Writing, and 
Communicative Strategies. The Content and Academic Writing 
components are closely coordinated. In the spring term the first topic 
students encounter is flEducational Values," which teaches the Western 
concept of critical thinking. A content-related activity is Presentation 
and Discussion (P&D), required of all students at least once a term. This 
IS-minute activity consists of a five-minute presentation and a 1o-minute 
discussion. Students present their ideas about a topic related to the 
current content topiC and tllen lead a discussion about their topic based 
on questions they prepared. Teachers often use P&D to generate ideas 
which students may include in their essay (Horowitz & Stein, 1990). 

Students who enter the ELP typically have had little experience writ
ing academic essays in English. The development of written "logical" 
thought and expression represents a major challenge because of a lack 
of practice and familiarity with English rhetorical styles. Thus, the writ
ing program, which represents an amalgamation of four current writing 
paradigms, is totally new. The four paradigms are reflected in the fact 
that the writing curriculum is "content-based," students generate writing 
assignments based on the content they read; "process oriented," revi
sion is emphasized; "form-based, n organization of ideas is stressed; and 
flreader-based,1/ students consider tlleir audience and purpose (EIP Staff 
Handbook, 1995, pp. 25-26). 
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Writing assignments, generated from the content topics, are often per
suasive in structure. Students take a Clposition," or attitude toward their 
subject and, in a prescribed academic structure, support that position through 
discussion and presentation of examples. Thus, although there are com
mon elements throughout the writing curriculum s~ch as the basic aca
demic essay structure and the teaching and acquisition of paraphrasing 
and summarizing skills, writing teachers have the flexibility to tailor their 
teaching to fit student needs. The flowcharts of the writing process and the 
utilization of tutorials reflect the diversity of teaching approaches. 

Comments on Flowcharts: The flowcharts clearly indicate a "process 
approach" on the part of both teachers, as seen in the multiple (a 
nlinimum of three) drafts students wrote. Both teachers utilized: 

1. Brainstorming, a pre-writing activity to generate ideas in small groups 
or as a class. 

2. P&D 'at some point, as an additional means of generating ideas. 
3. Positive feedback. 
4. Peer read-arounds during class, where pairs or small groups of stu

dents read another student's essay, giving feedback on a specific 
element or elements. 

5. A focus on content and organization in the early-to-mid stages, only 
addressing grammar in the final stage. 

There are also significant differences between the two teachers regarding: 

1. Their approach to pre-writing. Teacher A devoted considerable time 
to it whereas Teacher B's utilized it only at the beginning of the 
process. 

2. The timing of tutorials within the writing process. Teacher A held 
tutorials soon after students submitted their first drafts. Teacher B 
held tutorials only after students had flfSt done in-class peer editing 
and revised the ftrst draft. . 

3. Their roles in tutorials. Teacher A provided immediate written feed
back before tutorials. The purpose of tutorials was to explain that feed
back and guide students towards an improved second draft. Much time 
in tutorials was spent by teacher and student discovering and discuss
ing the strengths and weaknesses of the essay's 'organization, thesis, 
and support. Teacher B's role was to answer questions which students 
had prepared in evaluating their essay. Tutorial time was spent clarify
ing those questions and empowering students to change those areas 
they saw as problematic. 
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4. Their approach to feedback, particularly in the early stage. Teacher 
A read students' first drafts, utilizing a checklist to provide feedback 
and give students a basis for seeing improvement. Teacher B re
quired students to complete an Organization Plan, which forced stu
dents to focus on the basic structure of an essay prior to writing it. 
Students received feedback through discussion of the Organization 
Plan with Teacher B. 

Thtorials as Viewed by Students 

Student Questionnaire 

Subjects: The subjects were 36 ELP freshmen in the authors' writing 
classes comprising one section eacll in Programs AlIntermediate (n<:z17) 
and B/High Intermediate (n=-19). 

Design: Subjects were given about twenty minutes in writing class, near 
the conclusion of the first term (Spring, 1994), to complete the 
questionnaire with open-ended responses. To encourage honest and 
critical responses, subjects were asked not to include their names. 

The first two of the eight questions focused on the actual tutorials 
students had experienced their first term. The next six questions fo
cused on students' concept of the "ideal" tutorial as it related to their 
and the teacher's role before, during, and after tutorials. Since the fust 
content topic presented the concept of critical thinking, questions which 
would stimulate students' critical thinking about the tutorial process 
were asked. (See Tables 1 to 8 for questions asked.) 

Analysis: In the first phase: 

1. A spreadsheet of tlle responses from the 36 questionnaires was com
piled. 

2. The data were examined separately by the authors and each ques
tic;>n was considered independently. 

3. The responses were grouped for similarities. In situations where stu
dents mentioned more than one idea in answer to a single question, 
these were separated into two or more categories. 

4. The authors met to integrate their analyses, negotiating when inter
pretations differed. 

S. For the responses to the questions, where three or more responses 
fell in to the same category, labels to identify those responses and 
tables were constructed. 
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6. Illustrative quotes were selected to clarify categories in some tables. 
Where one- or two-of-a-kind responses (not noted in tables) were 
seen as meaningful, illustrative quotes were chosen. 

In the second phase: 

7. Following discussion, the authors noted the reoccurrence of com
municative and affective concerns in subjects' responses. 

8. Responses related to communicative concerns and those related to 
affective concerns were identified separately by the authors. 

9. Authors met to integrate their analyses and negotiated when interpreta
tions of differed, When agreement was not reached, the response was 
not included in the data. Where two or more responses fell in to the 
same category, labels for the responses and tables were constructed. 

Results and Discussion 

The following abbreviations are used throughout discussion of the 
results: A and B indicate the subject'S program in the ELP, e.g. "BI2" 
refers to subject 12 of Program B students who respondedj T "'" teacher; 
S "" studentj Q = question, and tut .,. tutorial. Sample responses are 
presented as received. 

Most responses to Ql addressed two areas: progress with the draft 
writing process and learning to write academic English "correctly." Many 
Program A students mentioned teacher advice, examples and ideas, as
sistance with the thinking process, and help in overcoming writing dif
ficulties and writing blocks. Program B students mentioned such factors 

Table 1: Responses to Question 1: 
"What was helpful in your tutorials this tenn?" 

Response Program A Program B 

T -gave good advice 6 
T gave good example/ideas 4 
T explained mistakes, helped correct 4 
T helped S overcome writing difficulties, writing blocks 6 
T in general, helped S write improved next draft 3 
S's essay was compared to the required essay form 0 
Tht helped develop L2 oraVaural skills 1 
no response (blank) 0 

4 
2 
2 
3 
1 
7 
2 
o 
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as help with content, thesis statements, the relationship between thesis 
and ideas, the form of an "ideal" academic essay, and differences be
tween Japanese and English essays. 

Two areas of response to Ql were found to repeatedly occur in other 
questions. First, subjects voiced concern with the development of their 
L2 listening and conversational skills. Second, their comments reflected 
awareness of affective factors such as encouragement and praise, and 
their perception that tutorials provide an opportunity to receive more 
personalized attention. Because of the importance students placed on 
these two areas, each will be addressed separately below. 

Apart frol11 Program B student responses concerning grammar, vo
cabulmy, and punctuation, which may reflect a difference in teacher 
and student priorities, comments on Q2 focused on areas unrelated to 
writing. In particular, Program A and B students again saw their L2 
ability as impeding the helpfulness of tutorials. 

Table 2: Responses to Question 2: 
What was not helpful in your tutorials this term?" 

Response 

did not adequately address grammar, 
vocabulary, punctuation 

. S difficulty understanding English 
S diftkulty speaking in English 
Tut time is too short 
scheduled time is inconvenient 
were helpful/nothing not helpful 
no response (blank) 

Program A Program B 

1 4 

2 3 
2 2 
1 4 
1 2 
4 2 
4 3 

Table 3: Responses to Question 3: 
"In an ideal tutorial, what should the teacher's role be before a tutorial?" 

Response 

read/reread essay 
prepare feedback 
indicate weak points/mistakes 
no response (blank) 

Program A Program B 

7 5 
4 2 
3 0 
4 4 
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Most responses to Q3 addressed students' desire for teachers to read 
and reread essays and prepare feedback to discuss with students. In 
contrast, responses to Q4 fell into three categories: teacher assistance 
with the essay, teacher facilitating communication with the student, and 
teacher setting a comfortable tone during tutorial. As might be expected, 
students in both programs appeared to expect the teacher to play the 
role of corrector and "giver" of advice. It is interesting to note that two 
students· (whose responses are not included in Table 4) put themselves 
in the principal role an~ viewed the teacher as assisting them: 

A4: "Student often shapes his idea by talking with teacher. So 
please help shape the idea." 

B4: "Teacher'S let the student's make dear what is not sufficient 
and make dear why." 

Q5 responses were difficult to categorize, and the fact that one-third 
of the responses were left blank may indicate that the question was also 

Table 4: Responses to Question 4: 
"In an ideal tutorial, what should the teacher's role be during a tutoria!?" 

Response 

give advice/show examples, ideas
tell weak points of essay 
answer S questions 
speak slowly/simply/clearly 
try to understand student; listen 
be friendly/talk about non-class matters 
no response (blank) 

Program A Program B 

3 5 
3 2 
o 3 
4 3 
3 1 
4 1 
3 3 

Table 5: Responses to Question 5: 
"In an ideal tutOrial, what should the teacher's role be after a tutorial?" 

Response 

various suggestions 
responses include the word "nothing" 
no response (blank) 

Program A Program B 

4 8 
5 1 
5 8 
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difficult to interpret. Responses given included a variety of spedfic sug
gestions for the teacher. 1) Teachers should note the suggestions they 
made during the tutorial. 2) Teachers should check if the tutorial im
proved the paper. 3) Teachers should check if students understood the 
tutorial. 4) Teachers should check if students accepted the . advice and! 
or found it useful. In addition, six students wrote either that they did not 
know or that the teacher should do "nothing" after the tutorial. How
ever, the "nothing" response can be interpreted in at least two ways: as 
an absence of teacher responsibility, or as a call for the teacher to desist 
from further feedback. For example, Al5 wrote, "Nothing, even if stu
dent change his or her idea extremely." 

Students' perception of their role, Q6, fell into two main areas: pre
paring for the comnlunicative interaction with the teacher, and working 
through the various aspects of the writing process on their own. 

AI: "To think clearly and prepare to explain as much as possible. 
Or to prepare to ask teachers." 

B3: "Write essay completely as possible as I can. Think about it 
seriously and ask friends to read it and discuss about it with 
thenl. Make clearly what is my problems." 

Table 6: Responses to Question 6: 
"In an ideal tutorial, what should the student's role be before a tutorial?" 

Response Program A Program B 

prepare questions 9 12 
prepare to speak with T 4 2 
self correct 2 2 
think/rethink/analyze 3 0 
reread/review essay 3 1 
rewrite/finish essay 0 6 
no response (blank) 2 0 

Although many students saw their role during tutorial as listening to 
the teacher (Q7), a significant number made it clear that it was their 
responsibility to participate actively by asking questions. They also saw 
it as their responsibility to actively talk with teachers. 

A16: "We should be more agressive in tutorial. For example we 
should speak and question if we use a wrong structure or 
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word." 

B15: "Student's need consentration on the tutorial and to say their 
opinion and ideas as well as listen to teacher's advice." 

Answers to Q8 indicated that many students saw their role after as 
one of reviewing the tutorial advice and comments in order to work on 
their next draft. 

A5: "According to the teacher's advice and our thought about it, 
we try to make essay better." 

Table 7: Responses to Question 7: 
"In an ideal tutorial, what should the student's role be during a tutorial?" 

Response Program A Program B 

ask questions 6 6 
actively talk to T 6 6 
listen 3 7 
communicate well in L2 5 2 
no response (blank) 3 3 

Table 8: Responses to Question 8: 
"In an ideal tutOrial, what should the student's role be after a tutorial?" 

Response Program A Program B 

think about, review Tut 3 7 
work on next draft 9 8 
listen to tape 0 6 
no response (blank) 4 4 

Students clearly felt that tutorials were helpful and important, and 
showed a desire to receive advice, assistance, and correction, as well as 
a recognition that they should participate actively and do their "best" 
writing both before and after the tutorial. Questions about students' 
actual tutorial experience resulted in writing process-related responses. 
The questions about the ideal tutorial showed that students were both 



RH.\·/iA/iCII FWWM 307 

aware of and concerned with teacher-student communicative interac
tion, as weJl as affective factors related to tutorials. 

Student Concern with Communicative Interaction 
Fron1 COll11uents throughout, it is obvious that students viewed the 

tutorial as a dialogue between teacher and student, with all of the ad
vantages and difficulties that one-to-one conversation present. Students 
appeared aware of the helpful aspects of being able to talk through 
personal writing difficulties. Although both teachers asked students to 
prepare questions, many students saw themselves in the principal role 
explainer and/or defender of their writing and ideas. 

There was, of course, the experience of converSing with a NS teacher, 
one many first semester EFL university students find challenging. Al
though no response specifically mentioned the tutorial not being con
ducted in Ll, some students clearly indicated more enthusiasm for the 
L2 interaction practice opportunity than others. Of the 36 subjects, 11 
for Program A and 10 for Program B referred to L2 communication, with 
responses categorized into four areas: teacher listening (A-3, B-O), teacher 
speech (A-3, B3), student listening (A-7, B-6) , and student speech (A-6, 
B-3), Students showed a concern with dle speed of the teacher's speech 
and a desire for teachers to "try harder" to understand students. 

AS (Q4) wrote: "They [teachers] should speak slowly and easily 
to understand and they should guess what we want to say 
carefully." 

Even more than the need for teachers to speak more clearly or to listen 
intently, students commented on their own inadequacies in listening 
and speaking in the L2. 

B8 (Q2): "I can't hear English well yet, so sometimes I couldn't 
understand what teacher said .... " 

AIS (Q2): "I couldn't send my idea to teacher. perfectly. It is difficult 
and bored for me to do in English, even difficult in Japanese." 

Some students, however, noted their need to be more active speakers 
and listeners in tutorials. 

A3 CQ7): "We shouldn't be shy and talk to a teacher a lot of 
things." . 

Bl (Q7): "Should listen to teacher's remarks carefully and think 
abollt dlese remarks fully and necessarily declare opinions." 

Beyond miscolnmunication, one student's comment indicates a more serious 
effect of conll11unication difficulty, which crosses into the affective realm: 
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B19 (Q 3): "I cannot express my opinion or what I want to say 
properly, so I'm strained during tutorials and sometimes I 
don't want go to it for this. That is my problem but maybe 
that is also true of many people." 

Student Concern with Affective Factors 
The term "affective" is used here to refer to the atmosphere of the 

tutorial interchange and feelings engendered in that atmosphere. A num
ber of students saw the teacher as taking the lead role in setting a non
threatening and supportive atmosphere and tone, including the tone of 
feedback, before, during, and after the tutorial (Table 9). 

Table 9: 
Number of Students Expressing Concern with Affective Matters 

Response Program A Program B 

T should be friendly 2 1 
T should praise/encourage 5s o 2 
T should note/respect 5 personalities 2 0 

Conclusion and Recommendations 

Based on the number of students who voiced concern in the areas of 
conullunicative interaction and affective factors, it would seem that the 
more intimate experience of meeting a teacher one-to-one, or student 
pairs, that the tutorial offers sets in motion a whole set of expectations 
on the part of students, expectations which are not necessarily con
nected to revising the draft at hand. This conflict of expectations was 
perhaps the most revealing element of this pr9ject. In the authors' flow
charts, writing skills and the writing process are prominent. Students' 
tutorial hierarchy, on the other hand, shows communicative, interactive, 
and affective factors are closely intertwined with a desire to improve 
writing skills. Therefore, teachers who wish to address all of a student's 
needs should acknowledge these expectations by carefully considering 
~heir own tutorial process and tailoring it to reflect their awareness of 
stud~nts' expectations and concerns. 

As a result of this study, both authors re-evaluated and adjusted their 
approach to tutOrials, (see Appendix 3) making changes that generally 
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increase student responsibility and give them careful "checklists" to fol
low in essay preparation. Other changes include: student preparation of 
essay plans or outlines, followed by tutorials on these; adding a "get to 
know each other" tutorial with small groups of student; pre-teaching 
students what to expect in tutotrials through both "teaching" what to 
expect and demonstrating a tutorial tllrough a role play; teachers be
coming more active readers, approaching a hard-to-understand passages 
in several ways before saying an idea is incomprehensible; and, prepar
ing notes to follow-up during class writing tinle. 
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Appendix 1: Flowcharts of Writing and Tutorial Process 

Steps related to tutorials are in italics; Teacher A :::: intermediate level teacher, 
Teacher B c high intermediate teacher; Tut ct tutOrial, T ct teacher, S ~ student, 
P&D "" Presentation and Discussion activity, OP :;: organizational plan. 

TeacberA 

1. Pre-writing (ways to generate ideas to write about): two to four class periods 
are spent on: 
a. freewriting (in which Ss write random thoughts related to topic) 
b. brainstorming c. small group discussion d. making rough outlines 

2. T collects topics, thesis statements (main idea statement which reflects Ss 
position about topic), rough outlines. . 

3. Possibly more in-class pre-writing activities. 
4. Ss submit first drafts. 
S. T returns fust drafts with a T-designed checklist which includes a section on 

"strengths" and one called "advice." Papers are marked in margins with 
specified correction symbols. "Stars," which denote good points of the es
say, are plentiful. The feedback focus is on thesis, topic sentences, support
ing details, unity, and organization. 

6. In-c1ass read-around of essays (5s names are hidden to encourage objectiv
ity). 

7. Pairs of's are scheduled Into twenty minute blocks with 5 to 10 minutes In 
between because Tuts always run over. The two Ss come with first draft and 
checklist and outl1ne and ask questions regarding T's written feedback in 
order to prepare for writing the second draft The most frequent Tut activity Is 
discussing an outl1ne of tbe essay witb the S, especially In terms of the rela
tionship of thesis (main 1dea statement which reflects Ss posttion about topic) 
to supporNng Ideas. 

8. P&D: 'Ss give P&D on main points of their first draft to generate ideas for the 
second draft. Ss bring to class (and T collects) a tape with the talk they 
practiced, and index cards with an outline of their talk and the discussion 
questions they prepared. 

9. 5s submit second drafts. 
10. T returns second drafts with a second checklist so 5s can compare with first 

checklist to see how number of strengths increased. Essay contains a greater 
number of margin notes on word usage, spelling and grammar to guide Ss in 
"polisrung" the writing of the third (fmal) pre-draft. 

It. Ss submit third (flOat) essay. 
12. T returns fmal draft with a fmal checklist indicating strengths, and also points 

to watch for in the future. 
13. In-class read-around of final essays. 

TeacherB 

1. At the beginning of a new content topiC, T explains assignment and its 
requirements and suggests Ss keep upcoming assignment in mind as they 
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read content article .. When Ss have finished reading article, or just before, 
class brainstorms (generates ideas) for content-related topics. For home
work, Ss individually choose three possible topics and decide which one 
they are most interested in. 

2. In the next class, using the blackboard, Ss share their chosen topic with 
class. This is particularly helpful for those Ss having difficulty choosing a 
topic .. 

3. For homework, Ss review content reading and, from the reading and/or 
their own knowledge, brainstorm for two to three ideas they might discuss 
in their essay and examples to support them. They organize these ideas to 
prepare a P&D. 

4. P&D: 5s give P&D on their chosen topic in order to get feedback and input 
from peers to use in their essay. At the conclusion of the same class T 
reviews differences between oral presentations and written academic essays 
to help 5s write what they just said. 5s bring [0 class (and T collects): a tape 
with the talk they practiced and index cards with an outline of their talk and 
the discussion questions they prepared. 

5. For homework, 5s begin work on their Organization Plan (OP). The pur
pose of the OP is to encourage Ss to focus only on the basic framework of 
their essay: the thesis (main idea statement which reflects Ss position about 
topic), key words (important words first seen in the thesis which should 
reappear in some form in topic sentences), topic sentences for each sup
porting pOint, and two possible examples to illustrate each supporting point. 

6. Group Tuts are held during writing class with groups of six to etght Ss. T gives 
feedback on OP and must approve OP before Ss begin writing first draft. Ss 
write first draft for homework. 

7. First drafts are peer-edited in class for content and organization. Ss incorpo
rate those comments into the second draft. During class T circUlates and 
offers suggestions and comments. Tut appointments are assigned. 

8. One-on-one 10 minute Tuts are held on second drafts (Introduction and 
body or support section only). Prior to Tuts, Ss highlight thesis and circle key 
words In thests and toptc sentences. Ss must write a minimum of two content 
or organization-related quesltons 10 ask T. T skims essay for thesis, use of key 
words, overall organization, and support. T looks first for points to complt
mlJnt, as well as obviOUS problems, and answers Huestlons Ss prepared. Tuts 
are tape recorded. Ss are required to write a summary of taped comments 
but they make the final dectslon whether or not to Incorporate comments. Ss 
write third draft (including conclusion). 

9. In-chlSS peer edit of draft tllfee for mechanics (grammar, spelling, and punc
tuation) and any remaining content and/or organization problems. T acts as 
resource person during peer edit and scans in~lividual essays for problems 
of any type. 5s write draft four. 

10. In-class peer read-around of fourth (final) drafts. Readers mark minor (me
chanical) problems in pencil which writers can correct toward end of class. 
Each S writes one positive comment on back of essay so that writer has 
three to four complimentary remarks to read, in addition to T's. 
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11. Ss submit fourth (fmal) draft. T makes brief written comments, including one 
or more positive comments, and returns essays (in class or in mailboxes) 
with grade. Any S receiving a "0" grade is required to rewrite and resubmit, 
following an additional Tut with T. If there is available class time, T may 
hold mini-workshop on common errors Ss made in their essays. 

Appendix 2: Student Questionnaire and Sample Answers 

1. What was helpful in your tutorials this term? 
Student [rom Program A: "When I was confused by annoy of thinking de

tails, she gived hints It's very helpful. Tutorials help my listening progress, 
too." 

Student from Program B: "My idea of my essay was made fum by tutorials. 
Tutorials supplied information that I didn't find out I think recording 
tutorials to tapes is very useful." . 

2. What was not helpful in your tutorials this term? 
A: "Time is too short. n 

B: "Organization Form bothered me a little." 
3. In an Ideal tutorial, what should the teacher's role be before a tutorial? 

A: "Teacher should know what students question are." 
B: "Organize what they say to make tutorials efficiently. n 

4. In an Ideal tutOrial, what should the teacher's role be during a tutorial? 
A: ''Teacher should speak more slowly and use more writing paper that they 

explain on." 
B: "Advise to students in clear way. (Students are easy to understand.)" 

5. In an Ideal tutorial, what should the teacher's role be after a tutorial? 
A: "Teacher's role is doing tutorial again. n 

B: "Remember their saying to students." 
6. In an Ideal tutOrial, what should the student's role be before a tutorial? 

A: "We should think our questions and write our questions. n 

B: "Preparr,tg questions. Planning order of questions." 
7. In an Ideal tutorial, what should the student's role be during a tutorial? 

A: "Speak and question to teachers more active." 
B: "Having positive attitude that student's want to listen." 

8. In an Ideal tutOrial, what should the student's role be after a tutorial? 
A: "We must review. We must write another essay at once." 
B: "Organize teacher's advice efficiently in student's brains. " 
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Appendix 3: Recommendations for Tutorials 

Before tutorials 

313 

1. Define tutorial. Who will be involved? What is it? If there is flexibility in 
scheduling it, when can it be scheduled most advantageously-for teacher 
and students? Where will it take place? What is tts purpose? Create a flow
ch.trt of your own writing and tutorial process. 

2. Teachers' perceptions of their role affects the tone of comments as well as 
the atmosphere during the tutorial. Is this role one of a collaborator, an 
expert, or some other role? Are comments "suggestions" or "requirements"? 

3. Clarify the role of students. 
4. Teach students what they will experience during the tutorial through writ

ing, discussion, or a role play between the teacher and a "volunteer tutorial" 
student. Be explicit in clarifying and presenting expectations of students' 
role. 

During tutOrials 
5. Encourage students, verbally and non-verbally. Find points of strength, as 

well as areas needing improvement, in their writing. 
6. Make a strong effort to understand what a student says during a tutOrial, in 

addition to what the student writes. 
7. Adjust vocabulary and speaking speed to the students' level of ability. 
8. Be flexible in the pacing of the tutorial. In some cases students may need or 

want to set the pace, whereas in other cases the teacher may need to. 
9. Experiment with tape recording the tutorial to allow students the opportu

nity of listening to it again, outside the tutorial setting. 
10. Make notes for future reference of points discussed. 

After tutorials 
11. Follow-up, in some way, on one or more of the points raised during the 

tutorial. 
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Perspectives 

Teaching Suprasegmentals to Japanese 
Learners of English Through Electronic 
Visual Feedback 

Janet Anderson-Hsieh 
Iowa State University 

After discllssing the imporlance of suprasegmentals (stress, rhythm, and 
intonation) in communication and the effectiveness of electronic visual feedback 
(EVF) for their instntction, this paper explains the specific ways that EVF can 
be lIsed to teach suprasegmentals to japanese learners of English. Contrasts 
between English and japanese suprasegmentals are described and the difficulties 
that Japanese learners demonstrate with English stress and intonation resulting 
from these contrasts are discussed. Procedures and exercises for teaching stress 
and intonation are explained, and examples of EVF graphs are presented. 
Finally, the advantages and disadvantages of using EVF in japan are identified, 
and it is concluded that EVF is a powerful tool for raising Japanese learners' 
awareness of the important role of suprasegmentals in communication. 
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S 
uprasegmentals (stress, rhythm, and intonation) are critical in 
COIlUllunication because they provide the framework for utterances. 
They highlight the information the speaker regards as important, 

and they convey the speaker's intentions and emotional states (Bolinger, 
1986; Cruttenden, 1986; Kenworthy, 1987). It has therefore been argued 
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(Dalton & Seidlhofer, 1994; Dickerson, 1989; Gilbert, 1984; Kenworthy, 
1987; Wong, 1987) that ESL learners need to pay particular attention to 
suprasegmentals, perhaps even more than to segmentals. However, when 
listening to spoken discourse, learners so often focUs on individual lexical 
items that they tend to ignore the overriding melody and rhythm of 
utterances, and because they do not readily perceive these 
suprasegmentals, they tend to have difficulty produdng them. 

Electronic equipment exists which addresses this problem by provid
ing visual feedback on suprasegmentals in real time. As a student speaks 
into a microphone connected to the equipment, pitch and intensity
the physical correlates of suprasegmentals-are extracted from the speech 
Signal and displayed on a video screen while the student is speaking. A 
dual display presents the student's pitch and intensity contours on one 
half of the screen and those of a native speaker model on the other half, 
allowing comparisons to be made in timing, intonation, and stress. Sev
eral types of computer software and hardware with electronic visual 
feedback (EVF) capabilities for displaying suprasegmentals are now on 
the market. Among the most frequently used are the Visi-Pitch (1987) 
and the IBM Speech Viewer (Undated). 

Research has shown that EVF is an effective tool for teaching intona
tion to ESL learners, and in the last decade, EVF has been used in ESL 
programs throughout the United States for teaching various aspects of 
suprasegmentals <Anderson-Hsieh, 1992; 1994; Chun, 1989; Lane, Mitchell, 
Molholt, Pennington, Perdreau, Cessaris & Fischer, 1987; Molholt, 1988; 
Pennington, 1989). The purpose of this paper is to describe how EVF 
can be used to address the problems that Japanese learners of English 
have with English stress and intonation. First, suprasegmental differ
ences between Japanese and English will be discussed. Then an ap
proach to teaching word-level stress using EVF will be described. This 
will be followed by a description of how to use EVF to teach sentence 
stress and ifltonation. Finally, some general gwdelines will be presented, 
and recommendations will be made for using. EVF in Japan. 

Suprasegmental Differences Between Japanese and English 

Important differences exist between English and.]apanese in the way 
stress is realized in speech. In English, stressed syllables are highly 
marked, generally showing greater pitch movement, higher intensity 
(loudness), arid longer duration than unstressed syllables. Here, pitch 
and duration are the most important features in the perception of stress 
(Fry, 1957). In contrast, stress, or accent, in Japanese is less marked 
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because only pitch is used. Duration is used in japanese for lexical 
distinctions such as that between obasan, 14aunt," and obaasan , "grand
mother, II but it is not a feature of stress, as it is in English (Vance, 1987). 

Also, differences exist between japanese and English in the way pitch 
is used to mark stress in words. In polysyllabic English words spoken in 
isolation using final falling intonation, stress is marked on a non-initial 
stressed syllable by a jump up in pitch from the unstressed to the stressed 
syllable followed imnlediately by a fall. Tllis pattern is illustrated in the 
follOWing polysyllabic English words: 

(1) re . ception (2) ther' mometer (3) re . ceive 

Stress, or accent, is realized quite differently in japanese (Vance, 1987). 
Several patterns of non-initial stress in japanese words are presented 
below. The letter "L" above the syllable represents a low pitch or tone, 
and the letter "H" a high pitch or tone. 

(4) L H H 
Itaka ral 
"treasure" 

(5) L H H L 
/kaga ribV 
"bonfire" 

(6) L H H H (7) L H L 
/kamiso ri/ Iko karol 

14razor" "heart" 
(Vance, 1987, p .. 79-80) 

The first obselvation which can be made from these examples is that 
while a stressed syllable is always made with a high tone, unstressed 
syllables can be realized as either high or low tones, except for initial 
unstressed syllables and unstressed syllables occurring after the stressed 
syllable. In these two cases, stress is always realized as a low tone. 
Furthermore, if the last syllable of the word is stressed-assuming that 
the word is utterance-final-there is no fall from a hlgh tone to a low 
tone because there is no following unstressed syllable to which the 
pitch can step down or fall. Only in the pattern (7) above is a stressed 
syllable (a high tone), inlmediately preceded and followed by an un
stressed syllable (both realized as low tones). It is also important to note 
that in Japanese, some words such as sakana for I4fish" are not stressed 
at all. Thus, it can be seen that some very important differences exist in 
the way stress is realized through pitch in English and japanese. 

The differences between English and japanese in duration and pitch 
discussed above are at least in part responsible fqr some of the difficul
ties that japanese speakers have in pronouncing stressed syllables cor
rectly in English. The beginning or intermediate japanese learner tends 
not to sufficiently lengthen stressed syllables and may not always show 
a sufficient rise in pitch on the stressed syllable followed by a sufficient 
fall. The stressed syllables will therefore tend not to stand out as much 
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as they will for a native speaker of English, and this can adversely 
affect intelligibility. 

Teaching Word Level Stress 
When correcting for stress problems at the word level, the teacher 

can fust work with pairs of words which are identical except for their 
stress patterns. Such pairs can be found in noun and verb forms such as 
those in the following list: 

Noun 
digest 
project 
record 
subject 

Verb 
digest 
project 
record 
subject 

Using the EVF,the teacher speaks into the microphone, pronouncing 
one pair of words at a time. The dual display is used, with the teacher's 
pitch and intensity contours appearing in the upper half of the display 
and the student's appearing later in the lower half. 

To demonstrate the features of English stress on the EVF visual dis
play, the noun and verb forms of "digest" as spoken by a native speaker 
of English are presented in the EVF graph in Figure 1. The eqUipment 
that was used was the Visi-Pitch. The intensity <loudness) contour ap
pears in the upper half of the graph and the pitch contour appears in 
the lower half. The time, which is represented on the horizontal axis, is 

Figure 1. 

"cifgest" "digest" 

Pitch 

..... ...-----2.0 seconds----... ~~ 
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2.0 seconds. When comparing the same syllable in stressed and un
stressed position, it can be seen that the syllable in the stressed position 
is more intense, longer in duration, and higher in pitch than in the 
unstressed position. This is consistent with what was described in the 
discussion of English stress given above. 

After explaining these features of stressed syllables in English using 
the visual display as an example, the teacher then asks the student to 
speak the same two words into the microphone. The student's pitch 
and intensity contours appear on the screen just below the native speaker 
model. The teacher then asks the student to comment on any differ
ences s/he sees between the native speaker model and the display of 
the student's own speech. 

The EVF graph of a Japanese speaker (TOEFL 397) pronouncing the 
noun and verb forms of "digest" appears in Figure 2. When comparing 
this graph to the native speaker graph in Figure 1, it can be seen that, 
unlike the native speaker's forms, the student's forms show little differ
ence in loudness and duration between the stressed and unstressed 
forms of the same syllable. Also, although the pitch pattern for the noun 
is acceptable, the pitch pattern for the verb shows a failure to jump up 
sufficiently on the stressed syllable. 

After discussing the visual display with the student, the teacher then 
encourages the student to repeat the words again, striving for greater 
differentiation in length between stressed and unstressed syllables and 
higher pitch on the stressed syllables. It is important for the teacher to 
explain that an exact replication is not necessary, for even a native 

Figure 2. 

--_._------------------. 
; 

"digest" 
, ...... 

Intensity 

Pitch --- ----
... ~ .... ----2.0 seconds-----t~~ 
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speakers speech can vary somewhat from one repetition to the next. In 
fact, the teacher might even demonstrate this variation on the visual 
display and perhaps use other models of English to show that variation 
also exists among native speakers from different regiops. 

What is important, however, are the relative differences between the 
student's pronundation and the teacher's. Thus, the student must strive for 
longer stressed syllables, shorter unstressed ones, and a higher pitch on 
the stressed syllables, although the pitch need not show exactly the same 
degree of height as the ~eacher's. The student's goal should be to consis
tently show patterns that are closer to the native speaker model on several 
successive attempts before moving on to the other forms on the list. In the 
beginning, the teacher will have to make the decision as to whether the 
student has come close enough and should guide the student accordingly. 

Teaching Sentence-Level Stress and Intonation 

After the student shows some progress in using pitch, duration, and 
intensity correctly to mark stress in isolated words, the teacher can then 
move on to teaching stress and intonation at the ~ought-group level. A 
thought group is a phrase, a clause, or a sentence bordered by pauses 
on bOtll sides. In thought groups, one stressed syllable stands out "heads 
and shoulders" above all the other stressed syllables in the sentence .. 
This syllable, which is said to carry the main sentence stress (or accent), 
is marked by a more pronounced movement in pitch than is found on 
the other stressed syllables in the thought group. 

In unmarked or neutral English sentences, the main sentence stress 
falls on the stressed syllable of the last content word in the sentence. 
This is illustrated in the sentence below in which the word receiving 
main stress is presented in upper case letters. 

John said he would LEAVE. 

In marked sentences, however, the accent can fall just about any
where else, and the shift in stress is usually due to contrast, contradic
tion, or a shift in focus. In the marked sentence presented below, the 
sentence stress has shifted to the first word, and the sentence can be 
interpreted as contradiction. 

JOHN [not BilO said he would /eave. 

In teaching sentence-level stress, the teacher should present sentence pairs, 
SUdl as the above, for practice and the procedures and suggestions for model
ing and practice desaibecl under ''word-level stress" should be used. 
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The EVF graph in Figure 3, in which a 4.5 second time display is used, 
shows how the previous two sentences, as spoken by a native speaker of 
English, differ in their pitch, intensity, and duration patterns. The unmarked 
first sentence appears on the left-hand side and the marked second sen
tence appears on the right-hand side. When comparing the two sentences, 
especiaJly notable in the graph is the higher pitch and much longer dura
tion of ''john'' in the marked sentence and "leave" in the unmarked sen
tence. The fmal intonation pattern for both sentences is falling intonation, 
typically found in statements and information questions. 

The Japanese learner's versions of the same two sentences are pre
sented in Figure 4. When comparing the two sentences, it can be seen that 
their pitch and intensity patterns show little difference, even though the 
student reported that he thought he had succeeded in producing them 
ditJerently. The variation in syllable duration so noticeable in the native 
speaker's utterances in Figure 3 is much less noticeable in the Japanese 
learnet.Js syllable duration in Figure 4. Also, there is a failure to jump up 
sufficiently in pitch for tlle stressed word "leave" in the first sentence. Such 
"syllable-tinled" rhythm and failure to highlight stressed syllables suffi
ciently using pitch can render the student's speech more diffirult to under
stand. No doubt tlle intended message of the second sentence, contradiction 
or correction, would have been lost on the listener. The student must 
obviously learn to both lengthen sufficiently the syllable receiving the 
main stress and jump up in pitch sufficiently at the same time. 

After the student identifies these problems and can clearly see the 
difference between the native speaker model and his or her own speech, 

Figure 3. 

"'-" ---_._-_._-----------------------, 
, , ., .,.. ..... 

':John said he would LEAVE." "JOHN said he would leave. n 
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.... ~---------4.5 seconds~---------I.~ 
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Figure 4. 

"John said he would LEAVE." ':JOHN said he would leave." 

Intensity 
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Pitch 
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slhe should then begin repeating the sentences using EVF until more 
native-like patterns begin to appear. Then sets of sentences such as the 
follOwing can be used, in which the syllable receiving the main stress 
occurs in several different positions instead of in only two. 

John bought a new CAR (neutral sentence stress) 

John bought a NEW car (not a used one) 

John BOUGHr a new car (he didn't rent one) 

JOHN bought a new car (not Harry) 

Dialogues such as the following, which clearly demonstrate the im
portant link between meaning and intonation in English, can also be 
used quite effectively with EVF for practicing intonation. . 

A: I want some shoes. 
B: What kind of shoes? 
k The beautiful kind. 
B. Black' or brown? 
A. Neither. I'm tired of black and brown. 

B. I want red shoes. Shiny red shoes. (Gilbert, 1993, p. 88) 

In all of the above sentences, the basic intonation patterns are the 
same-they all show fmal falling intonation. Other intonation patterns, 
such as final rising intonation for expressing uncertainty and asking 
questions and the fall-short rise pattern for non-final intonation should 
also be introduced fairly early using both "canned dialogues" and ex-
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cerpts from prerecorded samples of spontaneous speech. 
Another type of problem which can be addressed through EVF is the 

Japanese learner's tendency to insert extra vowels in consonant clusters 
and after fmal consonants. This is due to the "katakana effect," the inser
tion of vowels in such environments in foreign borrowings. Although 
extra vowels did not appear in the speech of the intennediate Japanese 
learner which was illustrated in Figures 2 and 4 above, such tendendes 
are well known and have been documented in Anderson-Hsieh, Riney 
and Koehler (994). In that study, it was shown that vowel epenthesis 
(insertion) occurred 12.7% of the time in predicted phonetic environ
ments during a reading task for intermediate Japanese learners of En
glish and only 2.8% of the time for advanced learners. Such extra vowels 
are very easy to identify on the EVF display, where they appear as 
additional peaks on the intensity display. To correct this tendency, the 
student practices suppressing the extra vowel until the visual display no 
longer shows extra peaks of intensity. 

Some General Guidelines for Using EVF 

When using EVF, the teacher can work with students individually or 
in very small groups in which the students take turns using the equip
ment and observe and learn fronl others in the group while waiting 
their turn. It is very important to teach students to read the display quite 
early so that they can take responsibility for their own learning, discov
ering for themselves the differences between the representations of their 
own speech and those of the native speaker model. If a printer is avail
able, hard copies can be made of some of the EVF graphs, and the 
students can take them home as reminders of what they have worked 
on with EVF. 

In addition, the teacher must realize the limitations of EVF-that it is 
basically a tool for repetitive practice (Morley, . 1994)-and that for stu
dents to learn really well, they must also practice outside of class and 
begin to transfer what they are learning to communicative situations in 
their lives. Homework aSSignments should be given that require the 
students to monitor their speech and use the patterns they are working 
on with EVF communicatively. 

Furthemlore, in Japan and other EFL situations where native-speaker 
teachers may not always be available, the teacher can use tape-recorded 
speech of English speakers with EVF if necessary. Most types of EVF equip
ment should allow input from a tape recorder or other external source. 
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Conclusions 

This report has presented some suggestions for using EVF effec
tively with Japanese learners of English to improve, their stress and 
intonation patterns. Learners who have used EVF often report that they 
find it helpful for improving suprasegmentals, an element of speech 
production which they did not fully understand until they used EVF. 
They often say that they did not know how their stress and intonation 
patterns differed from ,native speech until they saw their utterances 
displayed on a screen and were able to compare them with those of a 
native speaker model in real time. Other advantages of EVF are an 
increase in student motivation and the convenience of EVF for explain
ing students' errors. The major disadvantage of EVF is that it may be 
too costly for some schools to afford and it is not convenient for use in 
large classes except perhaps for demonstration. However, that EVF is a 
powerf41 tool for raising Japanese language learners' awareness of 
suprasegmentals is indisputable. 
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Teaching Sociolinguistic Knowledge in 
Japanese High Schools 

Kiwamu Izumi 
Kiryu Girl's High School 

This paper presents a preliminary report on teaching sociolinguistic knowledge 
in an EFL class at a Japanese high school. The teaching approach is based on 
Ellis' (1991) consideration that creating awareness of rules should be an important 
goal in helping Japanese students acquire sociolinguistic competence. In teaching 
sociolinguistic knowledge, many non-native speaker (NNS) high school teachers 
face problems such as their own lack of knowledge, the existing curriculum 
requirements, the various teaching goals, student motivation, and evaluation 
procedures. However, this report suggests that such problems can be overcome 
and that students strongly benefit from the active teaching of sociolinguistic 
knowledge. 

*lif8Ji 13 *Q)IRi~--C::U~-g:m~t'(.J~.'S:~;t Q~~Q)tIli!i--C::i>Qo Ellis (1991) Q)if€Bf~fIt 
It'. I3*AQ)~Ef&Q)*t~~:m~t'(.J~:JJO)fif{ta-ijtHt·~d~Ji. m.RIJ-Q)$«-?~ ~1ff-c Q:' c!: 
iI~!lti!td! g.f,'J!-C::~o Ji-rtt c!: It'? 11ft"t"m11J~~~;t1to ~Fmmim#Q)iRit!eftfliliQ)~ < 
Ji. I~HtEittil~1C7.)-td!U~lt:m~t'(.Jtn.~'b1ttd!It'. Jl.fiQ)jJ!) ::\=-~7Af~$IJfJiI~~o. 

~#~~~.~-c::~o. ~~Q)~.-?~. ~~11~~~Q)OOaK.~~oo ~~~~~ 

~. =Q)~W~~~~Ql?K. =h~Q)~M~.m-c::to~.tl*.m.~~.a-M~ 
t'(.JK~~~=C!:-C::.~Q)~~ho~~~*tlt~ 

T he concept of communicative competence, first introduced by 
Hymes (971) and further developed by Canale and Swain (1980), 
has contributed to a fundamental shift in the aims and content of 

second language (L2) pedagogy away from an emphasis on mastering 
the formal properties of a language to an emphasis on learning how a 
language is used to realize meaning (Ellis, 1991). The importance of 
such communicative competence as one goal of English language 
instruction in Japanese high schools was made explicit through the 
establishment of three Oral Communication COC) courses in April, 1994 
under the direction of the Japanese Ministry of Education, Science and 
Culture CMonbusbo, 1989). 

Three years before OC started, Ellis (1991) suggested the need to teach 
communicative competence in Japanese EFL classrooms. He noted that 
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communicative competence consists of two aspects: linguistic knowledge 
and functional ability. Linguistic competence includes knowledge of for
mulas and rules, while functional competence entails sociolinguistic, dis
course, and strategic knowledge (p.108). Citing Beebe's research (Beebe & 
Takahashi, 1989; Beebe, Takahashi & Uliss-Weltz, 1990) on the type of 
sociolinguistic problems which many japanese learners of English face, 
such as miscommunication caused by indirectness when responding or by 
unspecified excuses when refusing, Ellis recommended that EFL teachers 
must promote the development of Sociolinguistic knowledge-how to use 
English in socially appropriate ways. Beebe (1995) has also argued that the 
social rules of speaking are part of the basics of second language acquisi
tion and need to be taught from the very beginning. 

Responding to these considerations, the following paper discusses 
some problems associated with implementing the teaching of 
sociolinguistic aspects of English communication in japanese high schools. 
It also presents. a preliminary report on teaching lessons designed to 
raise japanese high school students' sociolingustic awareness and ex
amines student reactions to the lessons. Several suggestions for teaching 
sociolinguistic competence in japanese high schools are also presented. 

Problems in Teaching Sociolinguistics 

Curriculum 
Unfortunately the sociolinguistic aspects of English language com

munication are not addressed by the present OC curriculum. The 
Monbusho's guidelines (1989) do not mention that OC should include 
the teaching of cultural knowledge necessary for communication. 

At present the OC courses consist of three different subjects: Oral 
communication A, B, and C (OC-A, OC-B, OC-C). OC-A basically fo
cuses on speaking in daily life situations. According to the official guide
lines, the objective of OC-A is: "To develop students' abilities to 
understaJ;ld a speaker's intentions and express their own ideas in spo
k~n English in everyday situations, and to foster a positive attitude to
ward communication in English (Monbusho, 1989, p. 32)1. Fllowing this 
objective, the guidelines (Monbusho, 1989) say that teachers should base 
their lessons around everyday situations in school, home and society (p. 
36)~ However, they do not indicate whether these situations are over
seas or in a Japanese school, at home, or in society. Goold, Carter and 
Madeley (1993a) question the validity of this situational approach of 
OC-A, asking: 
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How relevant are the everyday situations of Japanese high school students 
to the everyday situations they might encounter in English speaking 
countries? Do the guidelines consider these foreign situations? Are they 
intended to? (p. 5) 

Basically, OC-A textbooks present model dialogues on daily life top
ics without any specific cultural context. However, it is difficult to un
derstand the speakers intentions without some knowledge of the cultural 
and situation setting. 

The second course, OC -B, deals with listening. This course, too, has 
the saIne kind of objective: "To develop students' abilities to understand 
a speakers intentions, and to foster a positive attitude toward communi
cating in English.1t CMonbusho, 1989, p. 38)2. The OC-B textbooks give 
various types of listening exercises, but. again, no specific cultural knowl
edge is required to complete the tasks. 

The third course, OC-C, deals with several different types of commu
nication such as discussion, public speaking and debate. However, once 
again, consideration of cultural differences do not inform the treatment 
of discourse. Goold, Carter and Madeley (1993b) observe that such com
mon and important English language speech acts as interruption or as
serting one's opinions in discussion tend to be regarded negatively in 
japan and are ignored by the OC-C guidelines Cp.7). Obviously, the 
teaching of sociolinguistic competence has not been considered in the 
newly revised curriculunl of teaching English for japanese high schools. 

Teaching goals: In considering how communicative competence can 
be best taught in japanese high schools, Ellis (1991, pp. 110-111) poses 
three 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 knowl
edge? How can this be best achieved? 

3. To what extent is it necessary and possible to develop the learn
ers' control of their knowledge in the classroom? 

In addition to the distinction between linguistic and functional as
pects of language, Ellis' concept of communicative competence also 
distinguishes between the development of knowledge and the control 
of this knowledge. A learners knowledge of grammatical or sociolinguistic 
rules does not necessarily assure the ability to control the rules in actual 
language use. Thus, to answer the questions above, Ellis suggests that 
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the minimal goal of language teaching in japan should be to give learn
ers knowledge, rather than control, of both linguistic forms and 
sOciolinguistic rules of use. 

This proposal takes into account the particular language learning 
situation of most EFL students. They have little or no opportunity to use 
English outside the classroom, and there are practical restraints on teach
ing conditions, such as the limited class hours and the large class size. 
Thus, to give learners analyzed linguistic and sociolinguistic knowledge 
(i.e., knowledge of which the holder has conscious awareness) is more 
feasible than trying to create an appropriate situation for meaning-based 
practice of speaking skills. It is in this context that Ellis recommends 
problem-solving activities designed to raise learners' consciousness, rather 
than practice for achieving control. 

There seems to be little doubt that Ellis' (1991, 1992) comments 
regarding the development of control of sociolinguistic knowledge are 
appropriate for the japanese high school situation. It is impossible for 
japanese students to have an authentic learning situation in which to 
use and practice their SOciolinguistic knowledge. Such aspects of com
munication involve many complex psychological factors such as feel
ings of ethnic identity, solidarity, topic expertise, and the relative status 
of participants (Beebe, 1988). Clearly, the homogeneous japanese high 
school classroom is an almost impossible setting for simulating these 
factors to practice control. 

Another important distinction is between content-teaching goals and 
language-teaching goals. Ellis (1991) suggests that, by using English as a 
medium. for carrying out conSciousness-raising tasks in learning 
sociolinguistic knowledge, students can be given opportunities for com
municating in English (p. 125). However, as Sheen (1992) points out, it is 
difficult for high school students to do this because of their limited English 
ability and lack of exposure to meaning-focused input Thus, if high school 
teachers are to teach content effectively, it is easier to use the students' first 
language (L1) as the medium of teaching. The students will also fmd it 
more comfortable. In this way, teachers can teach sociolinguistic knowl
edge about English without using the target language at all. 

However, this report does not recommend that English language teach
ers should neglect the teaching of language for the sake of teaching 
content Instead, it is essential to find a balance between language teaching 
gqals and content teaching goals in teaching SOciolinguistic knowledge. 

The next sections examine different components of the teaching 
situation to determine how they might affect the teaching of 
sociolinguistic knowledge. 
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Motivation 
Motivation is an essential factor for successful language learning 

(Littlewood, 1984, p. 53). How high school students perceive the learning 
of sociolinguistic knowledge is, therefore, one of the primary issues in the 
itnplementation of this subject. The field of motivation in language learn
ing has been extensively investigated (Crookes & Schmidt, 1991; Domyei, 
1994a; Domyei, 1994b; Gardner & Tremblay, 1994a; Gardner & Tremblay, 
1994b; Oxford & Shearin, 1994; Oxford, 1994;). It has been determined 
that motivation consists of various components (Domyei, 1994a), such as 
a course-specific motivational component. This refers to motivational fac
tors which are related to the syllabus, the teaching materials, the teaching 
method, and the learning task. A key consideration here is the students' 
perception of the practicality of the lesson. Keller (1983) called this moti
vational factor "relevance," referring to how much stUdents feel that the 
lesson is linked to inlportant personal needs (Crookes & Schmidt, 1991). 
However, little research exists regarding Japanese high school students' 
motivation for learning Sociolinguistic knowledge. 

Teacher competence 
If language teachers are to teach SOCiolinguistic knowledge, ideally they 

should be trained in both linguistic and sociolinguistic fields. However, 
lack of training can be compensated for by reading teacher-training books 
on teaching culture (Damen, 1987), such as Seelye (1984) or Valdes (1986). 

Evaluation: Damen (1987) points out that testing cultural learning may 
be more difficult than testing language learning. Consequently, in 
exanlination-oriented Japanese classrooms, difficulties in testing 
sociolinguistic knowledge may make language teachers hesitate to even 
considering teaching the subject. 

A Preliminary Report on Teaching Sociolinguistic Knowledge 

This exploratory study addresses two research questions: 1) How do 
Japanese high school students perceive the learning of sociolinguistic 
knowledge? 2) What pedagogical suggestions can be made for the fu
ture implementation of the subject, in terms of teaching goals, teacher 
competence, evaluation, and curriculum requirements? 

Subjects 
Kiryu Girls' Senior High School is a Japanese public senior high school. 

An intact class of 45 second year English course students3 were ran-
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domly divided into two groups of 22 and 23 students respectively to 
reduce the treatment group size during administration of the 
sociolinguistic lessons. While one group of students received the 
sociolinguistic lesson, the other group received a regul~r oral communi
cation (OC) lesson in a separate classroom with a second teacher. Dur
ing the next class period, the two groups were switched. All sociolinguistic 
lessons were given by the author, who had also taught the students 
during the previous academic year. 

The average English level of the students was from Pre-Second Grade 
to Second Grade according to their STEP Test (Eiken)4 scores. The stu
dents had never received formal lessons in sociolinguistics, and the 
teacher had no formal teacher-training in sociolinguistics. 

Five sociolinguistic lessons were administered to the students through
out the Japanese school year, from April, 1992 to March, 1993. Each 
lesson took five periOds, giving a total instruction time of 25 SO-minute 
periods~ or nearly 21 hours. 

Data Collection and Analysis 
Data on the students' perceptions of the sociolinguistic lessons was 

collected through administration of a short, anonymous questionnaire. 
The questionnaire was given at the end of the school year, after all five 
lessons were completed. The questionnaire consisted of two English 
Likert scale items and a Japanese open-ended item. The flfSt Likert scale 
item asked students to rate each lesson on a six-point scale in terms of 
how well they liked the lesson, and the second asked the students to 
state how useful they felt each lesson was. These two items, which were 
completed for each Sociolinguistic lesson, are given below: 

Item 1. How did you like the lesson? 
1. I loved it. 2. I liked it. 3. I quite liked it. 
4. I didn't really like it. 5. I didn't like it. 6. I hated it. 

Item 2. How useful did you think the lesson was? 
1. Extremely useful 2. Very useful 
4. Not really useful 5. Not useful 

3. Quite useful 
6. Meaningless 

Item 1 was intended to determine the students' general feelings about 
the lesson procedure and content. Item 2 was to Qetermine the students 
perception of the usefulness of the lessons. Ratings 1, 2, and 3 were 
considered positive, while 4, 5, and 6 were considered negative. Be
sides these two structured items, the students were given an open-ended 
item in Japanese which asked them to freely write comments about the 
lessons, also in Japanese. 
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FOlty students returned their questionnaires; the other five were ab
sent when the questionnaire was given. Among the forty, thirty-three 
students wrote additional comments. The collected data wa~ first ana
lyzed according to the percentages of student response to Items 1 & 2. 
Then, the additional comments were coded into five categories deter
mined by the author, according to the nature of their content. The cat
egories were as follows: 1. The lessons were useful; 2. The lessons were 
interesting; 3. I wonder if I can use the knowledge in actual communi
cation; 4. I was not so interested; 5. Others. 

To estiInate the reliability of this evaluation instrument, Cronbach 
alpha procedures were used. The present study yielded an internal con
sistency of .86. 

The lesson plan 

Curriculum 
The subject in which the SOCiolinguistic lessons were taught was "For

eign Affairs, n which is a special subject for inclusion in the English 
course, as determined by the Monbusho (1989). However, the content is 
defined ambiguously in the Monbusho's guidelines (1989), and the ex
act methods and materials are completely left to the teachers (Izumi, 
1995). There is no textbook published for the subject, so this allows 
teachers to bring in a wide range of relevant material (Goto, 1993). 

Teaching material 
The textbook selected for the sociolinguistic lessons was The Culture 

Puzzle (levine, Baxter & McNulty, 1987). The materials used in the 
lessons were samples of realistic interactions in which cross-cultural 
lniscommunication occur. Although the materials and exercises mainly 
focused on the American style of communication, they also addressed 
general issues of cross-cultural communication. 

Contents of the lessons 
Each of the five lessons dealt with a separate topic. The topics dis

cussed were cross-cultural differences in ways of addressing people (les
son 1), complementing and responding (Lesson 2), verbal and nonverbal 
conullunication (Lesson 3), and conversation strategies (Lessons 4 & 5). 

Procedures 
As mentioned previously the lesson procedure was based on Ellis' 

proposal that teachers should give priority to developing sociolinguistic 
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knowledge. The basic steps in the lessons were: 

(1) Individual reading of an sample English dialogue which shows 
some form of miscommunication; then answering some ready
made comprehension questions about the dialogue provided 
in the text. 

(2) Brainstorming on the reasons for the miscommunication in pairs 
in japanese. The teacher wrote the students' ideas on the board 
in japanese and then categorized them as "reasons guessed 
from a cross-cultural perspective" and "reasons guessed from a 
universal view of people as human beings," categories which 
were created by the teacher. 

For example, one dialogue presented an interaction in which X re
fuses Y's compliments, and Y did not understand why. If the student's 
analysis was: "X is just being cynical, because X doesn't like Y, JJ this was 
categorized as a universal view of people, while the analysis "In X's 
culture not accepting compliments is considered polite" was put into 
the cross cultural category. The teacher wrote all reasons which were 
suggested to encourage the students to think freely and be open to 
multiple possibilities in interpreting dialogues between people from dif
ferent cultures. All feedback from the teacher was given in japanese. 

(3) Reading and filling in the blanks of an explanatory summary 
about the ineffective dialogue. The summary passage explained 
the reasons for the miscommunication and was taken from the 
textbook. However, in order to teach certain key vocabulary 
items, the teacher made the passage into a cloze test exercise. 

(4) Individually reading the revised dialogue from the textbook 
showing how the communication problem was solved. 

(5) Role-playing both dialogues. A pair was chosen to demonstrate 
the dialogues orally before the class. The pair was encouraged 
to give as authentic a performance as possible, with minimum 
dependence on the written dialogues. The listeners were ex
pected to observe the oral demonstrations without looking at 
the written dialogues. 

(6) Doing additional cross-cultural quizzes and exercis~ from the 
textbook. 

The quizzes and exercises required the students to analyze and dis
cuss the cultural information presented. Some of them stimulated stu
dents to be aware of their own cultural background. 
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Results 

The following two tables show the percentage of the students' re
sponses in each response category for the five socio-cultural lessons. 

Table 1: Student Responses for Item 1 (Like: 1-3/Dislike: 4-6) 

Reponse Category 1 2 3 4 5 6 

Lesson 1 10.0010 27.5% 42.5% 17.5% 2.5% O.OOAl 
2 7.5% 35.0% 37.5% 20.0% 0.0% 0.0% 
3 10.0% 40.0% 35.0% 15.00Al O.OOAl 0.0% 
4 17.50/0 47.5% 17.5% 15.00Al 2.5% O.OOh 
5 15.0% 42.5% 25.0% 12.5% 2.5% 2.5% 

Toral 12.00Al 38.5% 31.5% 16.0% 1.5% 0.5% 

n"" 40 

Table 2: Student Reponses for Item 2 (Useful: 1-3/Not Useful: 4-6) 

Reponse Cmegory 1 2 3 4 5 6 

Lesson 1 25.0% 27.5% 37.5% 7.5% 2.5% 0.0% 
2 30.0% 27.5% 35.00Al 7.5% 0.0% O.OOh 
3 32.5% 35.0% 22.5% 10.OOAl 0.0% O.OOAl 
4 60.00Al 20.0% 15.0% 2.5% 2.5% 0.0% 

5 52.5% 22.5% 22.5% 0.0% 0.0% 2.5% 
Total 38.0% 26.5% 28.5% 5.5% 1.0% 0.5% 

n = 40 

Table 1 shows that a higher percentage of students gave positive 
ratings on Item 1,82% for the total of 1-3; compared with only 18% in 
the total of 4-6. This suggests that the students liked the SOciolinguistic 
lessons. While .50.5% of them answered that they loved or liked the 
lessons (the total of 1 & 2), only 2 % of them clearly expressed dislike 
(the total of 5 & 6). Among the 47.5% students who gave ratings be
tween positive and negative (the total of 3 & 4), the positive response 
(31.5%) was about twice as much as the negative (16%). 

Table 2 shows an even more marked tendency toward a positive 
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view of the sOciolinguistic lessons, with 93% of the students' ratings 
positive (the total of 1-3) and only 7% negative (the total of 4-6). A total 
of 64.5% of the students answered that they thought the lessons were 
useful (1 & 2), while 1.5% did not agree with the pract~cal value of the 
lessons (5 & 6). Among the 34% of the students who gave ratings be
tween positive and negative C3 & 4), the positive response (28.5%) was 
more than five times greater the negative response (5.5%). 

Following analysis of the questionaire data, the students' comments 
about the lessons were translated into English by the author. Five types 
of responses were identified. 

Type 1: The lessons are useful. Twenty-four (60%) students mentioned 
the usefulness of the lessons. Typical comments were: "It 
was very useful to learn practical knowledge about cross
cultural communication problems." "If I went overseas with
out having these lessons, I would be sure to suffer from 
culture shock." "Really useful. This kind of lesson should be 
given not only to English course students, but also to the 
students in other courses." 

Type 2: The lessons were interesting. Seven (17.5%) students men
tioned that the lessons were interesting or enjoyable. 

Type 3: I wonder if I can use the knowledge in actual communica
tion. Two (5%) students expressed concern about their abil
ity to use the knowledge in actual situations. Some com
ments were: "I wanted to practice. Maybe the lessons were 
a little too theoretical, and I may not be able succeed in 
actual communication." "I think these kind of things can 
only be learned by being accustomed to them. However, 
what I learned in the lessons will be activated sometime in 
the future." 

Type 4: I was not so interested. Two (5%) students wrote that they 
wet:e not interested in the lessons. 

Type 5: Others. Three (7.5%) students wrote other types of com
ments: "The content was suitable for Foreign Affairs class." 
"I think that if we had also learned about other cultures in 
addition to the American culture it would have been more 
interesting. II "I couldn't understand some parts of the les
son, perhaps because of my lack of reading ability." 



PI:R.'i/)I:CI7V/~,) 337 

Discussion and Pedagogical Suggestions 

TIle majority of the high school students (93%) gave the sociolinguistic 
lessons positive ratings in terms of their usefulness (Table 2). Even though 
the lessons were focused on developing knowledge of cultural issues 
rather than on practice, many students considered them to be extremely 
useful (38%) or very useful (26.5%). Furthermore, most of the com
Inents (24 out of 33) written in response to the open-ended question 
referred to the usefulness of the sociolinguistic lessons. These results 
suggest that learning sociolinguistic knowledge is perceived as having 
practical value. As mentioned previously, this perception is an impor
tant factor in motivating students to learn the subject. 

On the other hand, two students expressed their concern about the 
effectiveness of the lessons in terms of actual usage. This suggests that 
it is also necessary for the teacher to clearly explain the reason for 
putting priority on the development of knowledge rather than on con
trol through practice. 

Most students (82%) liked the lessons (Table 1). In addition, seven 
students mentioned that the lessons were interesting or enjoyable in the 
additional comments. Such interest, defined as the individual's inherent 
cllliosity and desire to know more about the subject, is another important 
component of motivation (Crookes & Schmidt, 1991; Domyei, 1994a). Being 
allowed to use Japanese in discussion, and the teachers use of Japanese in 
his explanation may have also helped to create interest in the subject and 
make it easy to learn, thus enabling the students to enjoy the lessons. 

Regarding balancing the use of the Ll and the L2, using English for 
the receptive tasks and Japanese for the productive tasks may be a 
reasonable c01l1pronlise for achieving both language-teaching goals and 
content-teaching goals. The use of the learners' Ll by both the learners 
and the teacher at appropriate moments seems to be advisable in order 
to avoid ending up with only a superficial understanding of cultural 
problems, the content-teaching goal. 

Howeyer, there are also indications that the students are not satisfied 
if they do not use English communicatively. The questionnaire results 
suggest that Lessons 4 and 5, wllich required student output, were more 
popular than the other lessons. These two lessons included conversa
tion strategies in addition to cultural knowledge. Thus, it is suggested 
that teachers should not neglect language-teaching goals. Pursuing lan
guage teaching and content teaching goals together may result in in
creased benefits; the deepened knowledge of content will enhance the 
learning of language related to that content (Mohan, 1986). 
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As for teacher competence, it is recommended that high school teach
ers complete a basic course in sOciolinguistics before teaching this sub
ject. However, as this report indicates, carefully designed textbooks 
can compensate for the teacher'S lack of knowledge. Teachers can tell 
the students, "Let's learn together from the textbook," while still assert
ing their authority in teaching the linguistic aspects of the text. Also, if 
various teaching materials such as video programs or audio tapes are 
developed to supplement the textbooks, the teachers' burden can be 
greatly lessened. 

When grading students, I evaluated both their participation in class
room discussion and their performance on tests. The test questions in
cluded both sociolinguistic analysis of a sample dialogue and linguistic 
understanding of the text they had learned, focusing mainly on key 
vocabulary items. If the lessons are based on the teaching of knowl
edge, rather than control, it is relatively easy to make the type of objec
tive test questions which are familiar to Japanese high school teachers. 
On the other hand, if teachers are to test students' control of knowl
edge, they must make reliable oral tests. Such a reqUirement may put 
too much pressure on teachers and discourage tllem from teaching the 
subject. Teaching knowledge rather than control, therefore, seems to be 
advantageous in terms of evaluation as well as instruction. 

As a final consideration, it should be noted that the sociolinguistic 
lessons were taught within the relatively free curriculum of Foreign Af
fairS, a class which is open only to English course students. Before it is 
possible to teach sociolinguistic knowledge to all students participating 
in English language learning, it is necessary to wait for a more relevant 
and specific curriculum to be established through future revision of the 
Monbusho's course of English study. 

Conclusions 

If English language education in Japanese high schools seriously aims 
at raising stud~nts' communicative ability and international understand
ing, as the Monbusho (1989) states, it is necessary to pay more attention 
to the teaching of the sociolinguistic aspects of communication. I sug
gest that the Monbusho set up a new course within the OC series in 
which students can learn cross-cultural problems in communication. As 
fil:entioned, there are a number of issues which must be addressed in 
introducing this new subject. Therefore, more action researcll must be 
conducted to facilitate the introduction of this important aspect of En
glish fluency. 
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Kiwamu Izumi, M.A., TESOL, Columbia University, teaches English at 
Kiryu Girls' High School. His current interests are second language 
acquisition and global issues in language teaching. 

Notes 
1. The English translation is from Monbusbo, 1994, p. 110. The Japanese original 

of this quotation is: 
~m~Hm~m~~m~m.~.~~~~~.~~. ~~~_~~~~~9 

~~r.T~1J ~~ ? .!: .!: 'b ,~. fIt~froJ~::l ~ .:L =-07- v EI ~ ~rgJ -'5 ; .!: T Q 1l& 
J3£ t:Tt"C Qo 

2. The English translation is from Monbusbo, 1994, p. 111. The Japanese original 
of this quota,tion is: 

~~~~.~~~~~.~Q~1J~~?'!:.!:'bK.ffl~~K::l~.:L=o7-

~EI~~~~?.!:TQ~~~ff"CQo 

3. The English course, a special course offered at public senior high schools, 
requires students take more credits in English than general course students, 
in addition to subjects such as Foreign Affairs and Language Laboratory. 

4, The STEP (Society For Testing English Protlciency) Test is a standard, nation
wide English proficiency test authorized by the Monbusbo. By fall, 1992, 22 
of the 45 subjects had passed the Second Grade exam. By spring, 1993, 31 
h:ld passed. Based on this, the author estimated the subjects English level at 
the time of the study. 
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From Proftciency to Competencies: A Collaborative Approach to Curricu
lum Innovation. Youle Bonomly, Jeanette Dalton, and Chris Corbel. 
Sydney: National Centre for English Language Teaching and Reseai-ch, 
1994, 116 pp. 

Reviewed by 
KayeM. Dunn 

Toyama University of International Studies 

From Proficiency to Competency documents the process of curricu
lum change within Adult Migrant Education Services (AMES), a provider 
of English as a Second Language in Victoria, Australia. The volume, 
essentially a case study in which the authors were participant-observers, 
focuses a specific example of curriculum change and reports how it was 
experienced at all levels in a large language teaching organization. The 
authors regard the transition successful and wish to share the experi
ence. The book has two major goals: 1) to document the approach used 
in introducing a competency-based curriculum, the Certificate in Spo
ken and Written English (CSWE), and 2) to document the experiences of 
teachers partidpating in this shift from a profidency curriculum to the 
CSWE competency curriculum (p. 1). 

The book has two sections, each comprising three chapters. The first 
outlines the background and motives for the change, the second de
scribes the change process. An extensive appendix summarizes and 
categorizes staff interview data by the position of the interviewees. 

Chapter 1 introduces and outlines the rationale of the project, its 
goals, and the roles of the researcher/authors. The basic curriculum 
change was a collaborative shift from an autonomous proficiency-based 
curriculum to a more sharply-focused, externally driven competency
based curriculum. For their purposes. Bottomly. Dalton, and Corbel define 
curriculum as "the range of experience that learners have under the 
auspices of an educational organization" (p. 2). They further outline 
their data collection methods, based on an ethnographic approach in
volving formal interviews of volunteers from all levels of AMES (manag
ers, administrators, and teachers) and infonnaI observation. 
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In Chapter 2, the authors describe and analyze the position of AMES 
within the context of educational organizations in the state of Victoria. 
AMES, the main provider of English training for adult migrants in the state, 
gets its major funding from state and commonwealth departments. Hence 
the organization's responsiveness to changing government policies. At the 
same time, the variety of roles, tasks, and personnel within AMES shaped 
the organization's curriculum change project. A process of devolved and 
collaborative networking fit the AMES organizational culture by encourag
ing those in the implementation process to retain ownership of the change, 
and thus enhance the chances of success (p. 11-12). 

A second important background feature is the pre-innovation profi
ciency curriculum which used a twelve-unit scale to assess learners' 
overall language performance, to determine placement, and to deter
mine exit levels. This scale, and the ways it shaped teaching, helped 
create the pre-innovation climate of proficiency-oriented language teach
ing at AMES. 

In Chapter 3 the authors relate the decision to revise the curriculum 
to changes in the economy, the workplace, and society. In particular, a 
number of government reports on these changes made clear the need 
for competency-based language training. The authors discuss the ways 
these developments helped frame the shift to learning specific observ
able behaviors in language and literacy education and in the broader 
realm of post-secondary vocational training. National policy reinforced 
the linkage of language and literacy to employment, though without 
demonstrating the relationship or encompassing language theory. The 
subsequent policy and funding changes led to the curriculum changes. 
Teaching shifted from a needs-based, learner-centered, and essentially 
individually planned proficiency curriculum to the CSWE. AMES drew 
heavily on competency-based training and discourse methods to create 
the CSWE certificate (p. 21) and fill the need for nationally accredited 
competency-based curriculum without specifying learning processes. 

The authors briefly discuss the strengths and weakness of these de
velopments jn terms of English for Specific Purposes. Some researchers 
in .the project objected that narrowing the focus of language learning to 
specific observable outcomes failed to address the need for communi
cative competence, in the sense used by Widdowson. Further concerns 
were with focus on genre to the neglect of tasks. I felt that this discus
. sion could have been developed more and a critically informed discus
sion of the role of the state in the language learning included. 

Section 2 begins the discussion of the innovation process. In Chap
ter 4, the authors discuss the management and dissemination strategies 
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of the first stage of the innovation and present the support systems. 
They briefly discuss change theory in this context and use excerpts 
from interview data as a running response to and commentary on the 
innovation process. 

In Chapter 5, full implementation of the change is discussed. First, the 
authors consider two interacting factors in evaluating organizational 
change-the characteristics of the change as well as local characteristics
using their interview data. Responses varied based on the interviewee's 
position in AMES and degree of involvement in the development and 
implenlentation of the CSWE. In general, the higher the position and the 
greater dle involvement, the greater dle degree of ownership evidenced, 
particularly true when managers were compared to classroom teachers. A 
second set of questions focused on participants' understanding of the new 
curriculum and yielded sinlilar results. A final set of questions, dealing 
with implementing and assessing the CSWE, revealed the greatest confu
sion and resistance. Teacllers reported that overall their teaching methods 
rel11ained unchanged, though some found creative responses to the new 
restraints. These results lead the authors to discuss practical considerations 
in implementing new curricula. 

The final chapter assesses dle success and impact of the implementa
tion process. The instruments used to evaluate the interviews indicate a 
successful innovation Cp. 64-65). The authors attribute the success to the 
emphasis on collaboration and attitudes during the implementation pro
cess, as opposed to a focus on developing new skills and knowledge, 
an outcome consistent with other work on innovation strategies (Brindley 
& Hood, 1990). The final issue they adQress is the likelihood of the 
continuation and institutionalization of dle innovation. They conclude 
that it is likely, given dle commitment of AMES to the change, though 
are aware of countering pressures outside the organization. 

The book succeeds as a case study of the process of curriculum 
innovation. The discussion is coherent, and provides sufficient political 
and organizational background. The authors make good use of their 
interview <;lata to illustrate and support specific ethnographic points. 

My questions come in regard to what I consider as a premarure de
scription of the change as "successful. n First, AMES may be committed 
to the competency-based curriculum and its instrument, the CSWE, but 
dlere is no evidence that institutionalization will take place. Second, the 
authors' reliance on the narrow measures of Hall and Hord's Concern 
Theory blurs the difference between success and acceptance. Third, 
negative comments made by interviewees, particularly those lower on 
the organizational scale, while reported, are given short shrift in the 



344 JALT JOURNAL 

fmal assessment. And fourth, most relevant to practicing language teach
ers, the success of the competency-based curriculum and the CSWE 
goes unreported. 

Organizational change is a constant and bears scrut~ny. From Profi
ciency to Competencies has implications and lessons for all administra
tors and teachers facing such a change-in particular the importance of 
collaboration among participants at all levels. Bottomly, Dalton, and 
Corbel successfully impart $is lesson in their case study of curriculum 
innovation. 
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Text, DiScourse and Context: Representation of Poverty in Britain. Ulrike 
H. Meinhof and Kay Richardson (Eds.). London: Longman, 1994, vii 
+ 149 pp. 

Reviewed by 
William· Corr 

Osaka International University 

Text, Discourse and Context, an investigation into what language and 
images tell us about social reality, asks the question, "How do we repre
sent social life and give that life substance?" within the specific context 
of a post-industrial society with seemingly intractable social problems. 

Five contributors endeavor to answer this by taking a multidisciplinary 
approach from linguistic, anthropological, and sociological perspectives, 
concentrating on the discourse of poverty in Britain in the 1990s. The 
existence and character of poverty in Britain, as elsewhere in developed 
post-industrial societies, has become a politically-charged and contro
versial issue attracting intermittent but occasionally intense interest on 
the part c;>f the mass media. Poverty and perceptions of poverty are 
encountered by citizens at first hand (the beggar, the woebegone young 
homeless sleeping in shop doorways) or through the verbal and/or vi
sual representations of a media-rich society. The~ authors discuss how 
poverty is represented by the print and electronic media on the one 
hand and by "the poor" themselves on the other. 

Further, they consider the language used by television viewers to 
discuss the issue of poverty, interpretations inescapably being shaped 
by, if not conditioned by, the combination of prior understanding and 
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conceptualization and their exposure to verbaVvisual textual forms. Sig
nificantly, the book is illustrated throughout with examples of naturally 
occurring discourse taken from a corpus of texts, primarily from mass 
media sources. 

Text, Discourse and Context provides students of, and researchers 
into, language and linguistics with the opportunity to explore current 
social and sociopolitical issues, and illustrates a methodological frame
work permitting movement beyond the limitations of traditional and 
essentially rigid metllods of research. limitations of space preclude a 
review of all aspects of the text, hence the following emphasis on one 
contributor. 

Brian Street, probably best known as the author of Literacy in Tbeory 
and Practice (985), examines the international dimension of the repre
sentation of poverty in the U.K. and how it relates to the repres~ntation 
of poverty in the wider world of suffering in Rwanda, Somalia, Sudan 
and-closer to home-Bosnia. At a time when Romanian gypsy chil
dren are clainled to be successfully and lucratively begging in the car
riages of the London Underground with placards and mutely proffered 
ill-written cards mendaciously identifying them as Bosnian refugees, 
this is a timely and appropriate contribution. 

In "The international dimension," Street contrasts images of involun
tary starvation in Africa and elsewhere with images of homelessness 
and poverty in Britain, supposedly a prosperous post-industrial country. 
Set against the sporadic representation of visible urban homeless ness 
and poverty in the Britain of the 1990's, a ten-day period in April and 
May 1991 offered print and electronic media images of fleeing Kurds, a 
cyclone's aftermatll in Bangladesh, and an Ethiopian famine juxtaposed 
with no sense of irony with a debate over "fabricated" accounts of pov
erty in Britain. At roughly the same time, a labor union representing 
local government employees and health selVice workers ran a £500,000 
advertising campaign denouncing government policy; inevitably, a quartet 
of paid or volunteer models were used in the advertisements rather than 
genuine sufferers, a fact gleefully trumpeted and exploited by the reac
tionary tabloid press. 

The debate was loud and acrimonious but Ultimately sterile. In his es
say, Street uses the debate to make the point that a juxtaposition of text 
and context of tllis kind brings to the reader or viewer the framing mes
sage that the agendas within which poverty in the U.K. is debated are 
relatively insignificant beside these major international "catastrophes." Such 
juxtapositions take the concepts of disaster, catastrophe, and famine, not 
as independent phenomena to arouse horror and sympathy, and link them 
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with "poverty." This gives the terms a range and depth of reference sel
dom aroused within the parochial accounts of suffering and privation in 
Britain (and, arguably, within other post-industrial societies such as Japan, 
the U.S.A. and much of Western Europe.) 

The repetition or overdetermination evident in television and newspa
per images of poverty in the Third World can be interpreted as a sign not 
so much of the limited repertoire available to reporters as of a homogeniz
ing conceptualization of the 1bird World itself. They briskly corral together 
different places, times, and specific causes of poverty and fuse them with 
a few simple messages and texts--an updated version of the heroic novels 
of Empire which Street considered in The Savage in Literature (1975) and 
discussed further in "Reading the Novels of Empire: Race and Ideology in 
the Classic 'Tale of Adventure'" (1985). 

Also within this slim volume, Gunther Kress writes on "Text and 
Grammar as Explanation;" Ulrike Meinhof writes on television and the 
semiotics of poverty; Kay Richardson examines a particular television 
series "Breadline Britain," which focused on present-day poverty and 
deprivation in the United Kingdom. 

The remaining contributor, Roger Hewitt is best known for White 
Talk Black Talk: Inter-racial Friendship and Communication Amongst 
Adolescents (1986). His essay in this volume, "The beggar's blanket: 
public skepticism and the representation of poverty," has no specific 
relationship to race relations. Instead it concentrates on how street beg
gars and the homeless are regarded by themselves as well as by their 
fellow citizens. As in George OlWell's account of being down-and-out 
six decades ago, the conspicuously poor have a variety of views. Not all 
their views are self-sympathetic : " ... I know loads of people in London 
who beg, right. I know loads of them. They're all pulling eighty-ninety 
quid a day. It's ... I'm not joking. That's not poor" (p.129). Since this 
tape-recorded observation was made by an informant who had until 
recently been a ~ery poor street person himself, there is a certain plau
Sibility to the utterance. Rightly, however, Hewitt adds that this appar
ently adequate. income is hardly comparable to the dependable earning 
of two thousand pounds a month with a stable life-style. 

Those interested in language, linguistics, and semiotics will find this 
an absorbing, intriguing, and rewarding text of immense potential value 
to teachers of linguistics at upper-graduate levels. 
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How To Be A More Successful Language Learner: Toward Learner Au
tonomy, 2nd edition. Joan Rubin and Irene Thompson. Boston: Heinle 
& Heinle, 1994, vii + 120 pp. 

Reviewed by 
Milan Davidovic 

JAL T, Tokyo Chapter 

If you are "presently studying a foreign language or are planning to do 
so" Cp. vi) and see the need to develop, "a much clearer understanding 
about yourself as a language learner, the language learning process, how 
to set realistic goals, and how to find an environment that will help you 
realize these goals" Cp. 117) How to be a More Successful Language Learner 
is an excellent guide. Unfortunately, in keeping with its "how to" practical
ity, it lacks a dleoretical context on second language acquisition. 

The book has two parts. Part I, "Before You Begin," is for the person 
dlinking of studying a foreign language and emphasizes the role of the 
learner in the language learning process while introducing language 
acquisition and dle nature of language and conmlUnication. The authors 
begin with a discussion of learner characteristics such as age, foreign 
language aptitude, attitude, personality, learning style, and past experi
ences with foreign languages, then move dlrough a general description 
of the language learning process, including clarifying and setting objec
tives, planning language study, the communication process, and the 
nature of language, and finish with a discussion of types of language 
learriing resources. 

Part 2, "Once You Begin," concerns language learning in progress. It 
first argues for learners "taking charge" of their own learning, then dis
cusses the sorts of knowledge the learner brings to the language learn
ing task, and closes with guidance on assessing strategy use. The last 
four chapters discuss the nature of vocabulary and grammar, listening, 
reading, speaking, and writing skills, and present strategies for develop
ing those skills. 
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Throughout, Rubin and Thompson emphasize learner responsibility 
for and personal involvement in the learning process, and encourage 
learner exploration and experimentation. At the end, two appendices 
list major publishers of foreign language learning materials and organi-
zations concerned with foreign language learning. . 

The book succeeds in three ways. First, it promotes traits characteris
tic of ugood language learners." Successful language learners "have in
sight into their own learning styles and preferences ... take an active 
approach to the learning ~k ... [and] are willing to take risks" (Omaggio, 
1978, in Stevick, 1989, p. 19). In addition, learning behaviors of success
ful adult students in intensive language training have a "diversity of 
[target language] practice activities ... insight into and interest in one's 
own ways of taking and retaining information, and personal involve
ment in learning the language" (Wesche, 1979, in Wenden, 1991, p. 12). 
Based on studies into "personal and general learner factors" (Rubin, 
1975; Naiman, Frohlich, Stern, & Todesco, 1978), Ellis observes that 
"[t]he good language learner will ... possess suffident analytical skills to 
perceive, categorize, and store the linguistic features of the L2 ... [and] 
possess a strong reason for learning the L2" (1985, p. 122). Rubin and 
Thompson encourage all these traits. 

Guidance, the second strong point, is crudal in a book on language 
learning addressed to learners. On the one hand, as noted in classroom
based schemes for autonomy, "[m]any programmes, and most ESL teach
ers, claim to believe in autonomy, yet many of the same teachers regularly 
subvert that goal by excluding learners from dedsions about planning, 
padng, and evaluating classroom tasks" (Cotterall, 1995, p. 220). On the 
other hand, exhortation without guidance can undermine goals and 
force learners to "discover" the obvious. Teachers need to strike a bal
ance between the two extremes, giving learners a starting point while 
encouraging them to move beyond it. Rubin and Thompson achieve 
this balance by emphasizing at the outset learner responsibility for suc
cess, then providing guidance in the forms of background knowledge 
and practical tips. 

Third, in prOviding this guidance for learner development, Rubin and 
Thompson never lose sight of the learner's immediate task: learning the 
language. If we draw a parallel to teacher developme~t, the importance 
of this becomes clear. Allwright (1993) states that "[w]hat is surely (and 
sorely?) needed is a way, not of adding research to teachers' problems, 
out of fully integrating research into teachers' normal pedagogic prac
tices" (p. 125). These concerns resonate with Ho's (1995) critique of 
time-consuming reflective practices and Hayes' (1995) recognition that 
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teacher development needs to be elassroom-centered. Coming back to 
the book's target audience, Rubin and Thompson's advice centers on 
language learning itself, in much the same way that Allwright (992) 
centers research on teaching activity; it does not distract learners by 
involving them in copious diary keeping and self-categorization in terms 
of pre-determined learning styles, but focuses on what learners need to 
do to learn their target language. 

The book strikingly omits one area: learner interaction with other 
learners. Only a small section (p. 103) deals with learner interaction 
with other learners as a means of dealing with overcoming the problem 
of few opportunities to speak the target language. As a great deal of 
language learning takes place in formal group settings, be they teacher
led classroonlS or language clubs, and further, as modern communica
tive language teaching methods place great importance on group work, 
the absence of discussion on cooperative or collaborative learning, 
with suggestions on how learners might initiate it, leaves the volume 
incomplete. 

This omission is understandable in light of the role accorded native 
users of the target language. While the authors do not usually draw the 
reader's attention to the idea of emulating a native model, in the chap
ter on speaking a number of the problems and strategies explicitly or 
implicitly assume cOOllnunication with native users. This orientation is 
not a problem if the learning and target use situations are the same. 
Where they are different, however, the problems are also different, and 
have little to do with interaction between natives and non-natives and, 
as JALT Journal readers recognize, more to do with communication 
among non-natives coupled with tlle collaborative satisfaction of leam
ing needs. This parallels the contrast Widdowson (1984) makes be
tween teaching language for comnlunication and teaching language as 
communication. 

One point which may disappointjALT Journal readers is the book's 
focus on a U.S. audience. This is particularly apparent in the book's ap
pendices, which give no addresses of non-U.S. publishers or organizations 
involved in language education. Limiting the list to U.S. sources is, on the 
one hand, practical, as it sets clear limits on what is and is on included. On 
the otller hand, at least one source in each of the countries where the 
book is being marketed would increase the book's WIue. 

Anotller problem non-native readers of English may encounter is the 
level of language employed. The book is aimed at a U.S. native-English
speaking audience. Adapting it into other languages (e.g. Brown & Yoshida, 
1990) or a rendering it in simpler English would deal with this limitation. 
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Two areas of classroom practice supplement the book's focus on the 
individual learner. The first, in Chapter One, "You, The Language 
Leamer, n asks readers to consider previous foreign language learning 
experience. At the tertiary level in Japan, for example, most students 
have had at least six years of formal instruction in English. The varying 
levels of proficiency university and college teachers invariably encoun
ter when these learners arrive in their classrooms suggest that the stu
dents represent a wide variety of language learning experiences. Sharing 
these experiences and becoming more aware of them would be valu
able educationally, to learners themselves as well as to their teachers. 
The literature on experiential learning (cf. Boud, Keough, & Walker, 
1985; Boud, Cohen, & Walker, 1993) as well as books dealing more 
directly with teaching- and learning-to-leam (Gibbs, 1981) provide theo
retical and practical foundations for work in this direction. 

The second area of classroom work concerns the chapters dealing 
with learning strategies. Teaching the strategies directly from the book 
is possible. However, an equally valuable approach would extend the 
previous activity of examining one's own language learning history 
through evaluating past study strategies and techniques, hypothesizing 
what works best for oneself, and then testing those hypotheses. 

In addition to the book's use to the individualleamer and classroom 
practice, sections of the book could serve as bases for teacher training 
discussions of language, communication, and the language learning 
process. For this, the absence of references to theoretical work may be 
something of an unintended benefit. Exposing teachers to ideas with 
immediate surrender value before encountering the research and theory 
underlying them may provoke insights into why the ideas work the 
way they do. Such an introduction could help address the ubiquitous 
"theory vs. practice" rift. Further, the book's focus on learning rather 
than teaching could make the practice of learner-centered teaching 
more meaningful. Teaching, after all, exists for students to learn-put
ting language leariling first on the language teacher training agenda 
places the emphasis in the right place. 
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Critical Language Awareness. Norman Fairclough (Ed.). London: 
Longman, 1992. 343 pp. 

Reviewed by 
Tlffi Knight 

Ferris University 
Normal Fairclough introduces Critical Language Awareness by ex

plaining that "critical" language study "criticises mainstream language 
study for taking conventions and practices at face value, as objectS to be 
deSCribed, in a way wQich obscures their political and ideological in
vestment" (p.7). The essays included provide theoretical reasons and 
practical suggestions for challenging the language conventions and uses 
that most of us take for granted and for empowering students. 

Critical language study (CLS), also known as critical linguistics and 
critical discourse analysis, "starts from the premise that systems and uses 
of language are not neutral" and so seeks" ... to expose the political and 
ideologi~al background" (Carter, 1995, p. 29). CLS can take as its object 
texts and discourse, spoken and written. It relies heavily on Halliday's 
(1985) "systemic grammar" approach to text analysis, as Fairclough (1992) 
makes clear in another discussion of critica1linguistics. Critical language 
awareness (CLA) is the pedagogical aspect of the theoretically and criti
cally engaged CLS. 

Fairclough, an influential researcher and writer in this field, used his 
first major work (1989) to show educators the ways people use lan
guage to wield power in modern democratic societies. He stresses that 
political awareness goes hand in hand with language awareness, noting 
that, "CLA is, I believe, coming to be a prerequisite for effective demo
cratic citizenship, and should therefore be seen as an entitlement for 
citizens, especially children towards citizenship in the educational sys
tem" (p;3). 

CLA developed in Britain during a decade dominated politically and 
socially by Margaret Thatcher and a right wing Conservative govern
ment. The book reflects this background-both in its theoretical and 
pedagogical discussions, and in its research and case studies. If this 
background does not attract, do not let it put you off either. 
Critical Language Awareness will particularly interest teachers working 
in multicultural environments, and those teaching .reading and/or writ
ing. Fairclough notes "CLS sees itself as a resource for developing the 
consciousness of particularly those people who are dominated in a lin
guistic way" (pp. 9-10), a group including students in educational insti
tutions ranging from primary school to postgraduate university level, 
from Britain to Botswana. 
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Fairclough (p. 50, 1992) and other researchers (van Lier, 1995) freely 
acknowledge the influence of European social theorists such as Foucault 
and use these insights to discover' the ways educational establishments 
and everyday classroom interaction tend to control students. Throughout 
Critical Language Awareness the writers encourage educators to empower 
students within dle specific institution, in academic discourse, and in soci
ety at large. The writers seek to give people the awareness, confidence, 
and skills needed to challenge dle ways they are dominated linguistically, 
as well as economically, socially, and politically. 

Part I, "Language Awareness: Critical and Non-critical Approaches," 
consists of one essay by Fairclough, in which he develops the inadequa
cies of appropriateness models of language variation and discusses is
sues raised by recent British government sponsored reports on the 
teaclling of standard English in the UK. 

Part II, "Critical Language Awareness in Diverse Educational Con
tex£s," opens with the essay "Critical Literacy Awareness in the EFL Class
roonl" by Catherine Wallace. As a prominent advocate of critical reading, 
she sees it as a social process in which "our interpretations of texts are 
socially deternlined" (p.67). Too often, she says, foreign language teachers 
use texts widlout placing them in social and historical context. Teachers 
or administrators choose texts, she argues, "as either vehicles for lin
guistic structure, as general interest material usually of a fairly safe, 
bland kind or as functional survival material for some groups of L2 
learners" (pp. 61-62). This is not enough. An effective reader needs to 
be bodl an assertive reader in the way Widdowson (1984) proposed-· 
that is challenging dle propOSitional knowledge in texts-and by chal
lenging the ideological assumptions underlying the chosen text. Take 
pre-reading tasks. Wallace suggests a critical pre-reading task in which 
students consider why the topic was selected. She goes on to give an 
account of an EFL reading class she taught in London using a critical 
approach. There is enough detail to test the principles on other texts
dley may not always be applicable. 

In Chapter 4 Pete Sayers takes CLA into the community at large and 
discusses his role helping workers for a.black housing association learn 
to read critically in order to understand officialese. They then used their 
experience as readers to help them write clearer English. Chapters 5 
and 6 focus on academic writing. Romy Clark, in Chapter 5, makes the 
case for putting the "I" in academic writing to force writers to take 
responsibility for their own ideas "instead of masking their pOSition 
behind the pretense of objectivity widl impersonal language" (p.136). A 
university teacher and a student are dle joint authors of Chapter 6, ''Who's 
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Who in Academic Writing." Their essay focuses on the academic rela
tionship between teachers and students. Students can use CLA to per
ceive the link between academic reading and writing and extract from 
readings what is appropriate for them. This section should make us, as 
teachers, reflect on the way we set assignments. 

In Chapter 7 Mary Talbot analyzes an article in a teenage magazine to 
discover "how language helps construct women as 'feminine'" (p.174). 
It is a model of how we can use Halliday's functional grammar to exam
ine systematically the conventional ways language presupposes condi
tions and creates impressions. Talbot notes, "Looking at language critically 
is a way of 'denaturalising' it-questioning and 'making strange' con
ventions which usually seem perfectly natural to people who use them" 
(p.174). 

Michael Stubbs starts Part III, "Critical Language Awareness in Schools," 
with an essay on information technology and CLA, which sounds more 
exciting than this reviewer found it. Though not in the vanguard of 
information teclmology, I found nothing revealing or new in it. 

In Chapter 9, Malcolm McKenzie presents a CLA approach to "euphe
mism as idiom" in school reports. In lessons he taught in Botswana, he 
led his 16-year-olds, who had a mixture of LIs, to an understanding of 
what certain euphemisms meant. Students rewrote reports in a more 
direct way, their meanings becoming clearly, and often amusingly, re
vealed. Then the class discussed reasons why euphemisms were used, 
whereas they had initially thought them silly. The students "now had 
access to a form of discourse that was no longer strange and unfamiliar" 
(p.237) .. 

The core of Chapter 10, by Clark and Smith, retells how even 7-year
olds learned, while engaged in a story making actiVity, "to reflect upon 
their work and make decisions about where they would go next with it, 
at different stages of the book production" (p.24S). By being able to 
explain what they have done, not merely describe it, learners make "a 
significant step towards critical practice" (p.247). This supports the more 
general conteq.tion by McCarthy and Carter (1994) that teachers need to 
make use of their students' intellectual capabilities because a "more 
reflective language learner is a more effective language learner" (p.16S). 
Clark and Smith's account of eLA work in primary schools is sand
wiched between rather polemical statements of how things in education 
o~ght to be and of the need for teachers to "challenge the National 
Curriculum" (p.239). 

Chapter 11, case study, reports on a language awareness course taught 
in an English secondary school. The essay includes a useful general 
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background to 'language awareness' which could have come more help
fully earlier in the book. 

Chapter 12 focuses on bilingual children from immigrant families 
living in Britain. The writers warn those developing language aware
ness programs not to erode the vital resource of minority community 
languages. 

The book's final chapter, Part IV, "CLA: Perspectives for Emancipa
tion, /) is a call for eLA "to be turned into action" and to develop 
"emancipatory discourse" (p.30S). How should teachers incorporate ,this 
into the classroom? The authors, Roz Ivanic and Hilary Janks, offer this 
suggestion: 

We believe that eLA should underlie all language teaching and learning. It 
need not necessarily be the focus of all lessons but should regularly be 
foregrounded. In our view critical educators should help learners to identify 
situations in their own lives in which they currently feel dominated, and 
recognise the role language plays in this domination. Then they can discuss 
what might be done about it, and plan projects which can realistically 
contribute to change. This discussion can include the obstacles and 
constraints which deter people from emancipatory discourse, and the 
consequences of contestation. The learners' experience becomes the content 
of learning-a process which is itself empowering for the learners. (p.320) 

All this necessarily presupposes an awareness of the socio-political 
controls in society. 

A bold assU111ption runs through the core of this book centered on 
developing a reader's ability to recognise and challenge assumptions 
and presuppositions in texts, namely that "the main objective of school
ing ought to be: developing a critical awareness of the world, and of the 
possibilities for changing it" (p.242). Fairclough, in the introduction, 
states it explicitly: "I assume that the development of a critical aware
ness of the world, and of the possibilities for changing it, ought to be 
the main objective of all education, including language education" (p.7). 
This is open to debate. Many educators, especially in Asia, might not 
agree with this. In Fairclough's favour is that he states his assumption 
explicitly, so you do not need the decoding skills of CLS to be able to 
work it out. 

Reflecting on the book, it becomes clear that language is "loaded" 
and the ability to see through language is desirable. If critical language 
awareness can help students understand, for instance, the underlying 
difference between newspaper headlines such as "Nissan closes factory: 
Workers protest" and "Workers protest factory closure," then it will serve 
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them well. Critical Language Awareness is both thought-provoking and 
a useful resource for teachers wishing to put eLA into practice. 
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Multiple Intelligences in the Classroom. Thomas Armstrong. Alexandria, 
Virginia: Association for Supervision and Curriculum Development, 
1994. 185+ pages. $14.95. 

lReviewed by 
Thomas L. Simmons 

Nihon University 

As teachers, we see diversity in the classroom. We note how one 
approach works with some students and not with others. We see the 
differences in motivation and styles each student brings. Thomas 
Armstrong's Multiple Intelligences in the Classroom takes these intellec
tual and academic insights into classroom practice. 

In doing this, he builds on Gardner'S (1983) work in multiple intelli
gences (MO, 'in which he advanced the theory of multiple intelligences 
and challenged the inadequacies of the general theory of intelligence. 
Working from this concept, some investigators have looked into stu
dents' perceptions of and beliefs in their abilities and· needs in the 
motivational arena. Others emphasize the active role that effort has to 
play in language acquisition. Recognition of learners' differences and 
choices is a common theme. Students present complex attributes that 
cannot be pinned down to anyone approach or methodology-people 
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and their willingness as well as their capacity to learn are complex 
matters. 

However, while the theorists are hard at work uncovering the short
comings of current and past practice, classroom teachers need to know 
what they can do to benefit from this research. MI has seen a phenomenal 
growth in educational applications as well as research support. A remark
able characteristic is that MI provides for a coherent marriage of many 
methodologies now being practiced. In other words, teachers need not 
discard their current classroom activities, but may integrate these with 
others to construct a balanced approach to language education. Annstrong 
gives us a well delineated collection of illustrations, examples, models, 
figures, checklists, tables, inventories, and lists to accomplish this balance. 
Using this straightfOlward approach to MI, we can practice and refine the 
art of identifying and teadling to students' strengths and weaknesses while 
abandoning llinited approaclles that place teachers and students at a seri
ous disadvantage, inside the classroom and out. 

Chapter 1, on foundations and theory, prOvides a succinct introduction 
to traditional concepts and the historical development of MI theory. Here 
Armstrong delineates the seven intelligences propounded by Gardner (1983) 
from clinical observations. In Chapter 12, Armstrong further addresses the 
theoretical basis of the MI perspective of cognitive skills. 

Chapters 2, 3, and 10 deal with personal ~evelopment and assess
ment. Chapter 2 focuses on the teachers' attributes and contributions, 
providing an adult MI inventory to give teachers a personal perspective. 
By pointing out the teachers' intelligences, MI shows teachers how to 
adapt personal strengths to teaching. Chapter 3 describes students' in
telligences and provides an extensive checklist to use in getting stu
dents involved in assessing their strengths and tendencies. There are 
guidelines for developing students' portfolios that can be used in assess
ment and method and syllabus design. In Chapter 10, Armstrong ex
pands on assessment by providing a detailed list of alternative assessment 
methods, instruments and measures, including a practical guide to de
veloping anp compiling student portfolios. 

Chapters 4, 5,6, and 11 focus on the practice of a multi-modal ap
proach by delineating lnaterials for lessons, syllabus, and curriculum 
design. Drawing from students' social and physical environment, these 
four chapters provide a coherent framework of strategies and activities 
on which to build and from which to launch innovations. Append~ C 
expands this with exanlple lessons for various levels and subjects. Chapter 
11 specifically focuses on special education, describing how MI replaces 
the "deficit-oriented paradigm" in special education (p. ix). 
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Chapters 7 and 8 address classroom environment and management. 
Classroom issues are initially addressed with questions. We are then given 
a detailed description of activity centers. These serve the goal of making 
large classes manageable and incotpOrating the advantages of small classes. 
In the chapter on management, strategies for attention, transition, commu
nicating rules, forming groups, and coping with behavioral problems are 
provided that extend the environment set forth earlier. 

Chapters 9 and 13 address the school environment and compare MY 
to the traditional setting. In this way Armstrong illustrates how MI is 
providing a complete transition that can expand the existing programme 
and curriculum. Chapter 9 provides a description of the Key School, 
founded in Indianapolis, Indiana in 1984, which has been built com
pletely around the MI concept. Chapter 13 specifically explores MI 
applications in computer technology} cultural diversity, and career coun
seling. 

MI is not an alternative methodology or basis of evaluation. As a 
radical restructuring of educational philosophy, systems, methodology, 
and psychological precepts, it is a basic paradigm shift. Armstrong's 
approach to this is pragmatic. He highlights the "dysfunctional" pro
gram designs of formulaic teaching and one-size-fits-aU assessment. By 
developing the case for the interaction of inherited capacity and envi
ronmental influence 0995a, p. 203), Gardner strongly reinforced the 
teachers' role in education. Armstrong succinctly provides an introduc
tion. to the theoretical basis of MI (p. 11) and illustrates the teachers' 
role with examples from contemporary and historical figures and mod
ern teaching techniques. Since intelligence is considered to be the ca
pacity to do something rather than the expression itself, social influences 
may encourage the development of some intelligences and curtail oth
ers. Imagine Bach without access to an organ or Gandhi securing a 
teaching job in Britain. The point being that times and opportunities 
have a profound effect on potential. If educators and administrators are 
not cognisant of the ramifications of the MI Theory and their social 
context, they may overlook students' strengths, force them into politi
cally correct molds, and classify them by their weaknesses (p. 17). 

MI has profound implications for language education in Japan. 
Feldman (980) and postulated aystallising experiences that initiate or 
trigger an intelligence. Armstrong delineates its antithesis, the "paralys
ing experience" in which negative or aversive experiences lead to a 
disinclination to develop or use an intelligence. The resistance to learn
ing that so many language teachers see in their classrooms may repre
sent years of acquired aversion to a foreign language. 
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There are some problems with this book. In an MI environment, 
specialists, or brokers, selVe to assess the students' needs and the schools' 
programnting. Unfortunately, Armstrong describes these pivotal roles 
are only briefly in Chapter 9. Gardner, however, placed strong emphasis 
on the role of specialists who assess the students, and brokers who 
match students to curricula, styles, and learning opportunities in the 
COffi1llunity (1993, pp. 10-11). Armstrong treats this all too briefly, though 
he does implicitly describe the process of mastering these roles. 

Nor does Armstrong address administrative logistics and scheduling 
lintitations. Many language teachers in Japan, especially those engaged 
in part-tinle and temporary teaching, simply do not have enough time to 
gather 11laterial to build an MI syllabus, curriculum, or methodology. 
Such an approach also reqUires administrative support and a realistic 
workload. Adjunct teachers working at multiple work sites or on termi
nal contracts are seriously disadvantaged. Public school teachers work
ing with prescribed materials and syllabi and committed to long and 
frequent cOlllmittee meetings are locked out. In a small class or with 
manageable class loads tlus would hold more promise-otherwise the 
time required makes MI based approaches problematic. 

Environnlental restrictions aside, Armstrong balances emphasis on 
tlle teachers' potential and current practices with that of the students'. 
By providing a structured approach to enable teachers and students to 
begin their inquiries, this book selVes as a practical reference for the 
c1assroonl. Geared toward the lower grades, it is appropriate at this time 
in Japan when pilot programmes in foreign languages are being set up 
in elementary schools. It is also basic enough to be adapted for students 
in higher education. MI theory proposes a number of options by 
recognising the evidence for human diversity. Armstrong's work pro
vides us with a greater number of practical, c1assroot;I1 options for at
tending to this diversity. 

References 
Feldman, D. H. (980). Beyond universals in cogntNve development. Norwood, 

NJ: Ablex: 
Gardner, H. (1983). Frames of mind: The theory of multiple Intelligences. New 

York: Basic Books. 
Gardner, H. (993). Multiple Intelligences: The theory in practice. New York: 

Basic Books. 
Gardner, H. 0995a). Reflections on multiple intelligences: Myths and messages. 

Kappan, 77(3) 200-209. 



360 JALT JOURNAL 

Multilingualism. John Edwards. London: Routledge, 1994. 256 pp. 
Reviewed by 
David Cozy 

Shonan International Women~s Junior College 

In considering a book called Multilingualism, the first question one 
must ask is just what such a book should be about. Taking into account 
that, at least according to one defmition Edwards offers, "everyone is 
bilingual" (p. 55), one sees that there may be as many varieties of mul
tilingualism as there are people. The scope of a book intended to en
compass such a widespread and various phenomenon would be, to say 
the least, huge. The field is further broadened when one remembers 
that the causes and effects of multilingualism are not only individual, 
but also sodal and political. 

Each section of each chapter of Edwards' relatively slim volume could 
be, and in fact "has been, the subject of at least one book. Those with 
more than a passing interest in multilingualism will want to seek out 
those books. Fortunately, Edwards' ample references will allow them to 
do so. Interested non-specialists, however, will find Multilingualism to 
be a satisfying overview of this multidisciplinary field. 

Edwards begins by making what should be an obvious point: "To be 
bilingual or multilingual is ... a normal and unremarkable necessity for 
tlle majority in the world today" (p. 1). It is seldom, however, a neces
sity for people whose first languages have political clout. Those with 
first languages such as English can easily forget that most of the world 
doesn't enjoy the luxury, or suffer the poverty, of monolingual living. 
Having established that it is monolingualism, not multilingualism, which 
is the aberration, Edwards goes on, in Chapter 2, to point out that "mul
tilingualism is largely a practical affair, ... few people become or remain 
multilingual on a whim" (p. 34). Describing some of the circumstances 
under which multilingualism can be born, Edwards makes it clear that 
economics, politics, or a combination of the two are usually what drive 
people to adq a language to their repertoire. 

It is often, for example, for economic and political reasons that people 
leave their linguistic homelands for countries in which they will need an 
additional language to survive and succeed. Likewise,. territorial expan
sion, particularly in its colonial or imperial varieties, is likely to make it 
incumbent upon tlle subject people to adopt tlle language of their rul
ers. In addition, the eccentric boundaries imposed on parts of the world 
by the colonialists have forced, in countries like Nigeria, diverse lan
guage groups into political, and tllerefore, linguistic contact. In coun-
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tries such as Belgium, Canada, and Switzerland, federal arrangements 
exist which encourage the citizens of those nations to obtain some de
gree of competence in their fellow citizens' languages. 

In Chapter 3 Edwards moves brietly from the social to the individual 
in order to discuss the cognitive consequences of bilingualism. In his 
thorough and critical review of several studies on both sides of the issue 
he finds no support for the notion that bilingual competence has either 
positive or negative effects on linguistic or mental ability. 

How, then. to account for the contradictOlY findings of the studies he 
sUlveys? This question brings Edwards back to the social. He notes that 
"most positive findings come from studies of immersion children (where 
language attitudes are favorable), most negative ones from those 'sub
mersed' in second-language education (leading to so-called subtractive 
bilingualism)" (pp. 70-71). Thus, both the social attitudes toward the 
learners. and of the learners, appear to be of paramount importance. 

Paradoxically, the same language contact which is a necessary condi
tion for multilingualism also breeds language conflict, and the result of 
this conflict is often the decline or even death of a language. Edwards, 
like virtually all linguists. accepts that no language is in itself superior or 
inferior to any other language. How, then, to explain that some lan
guages thrive while others fall out of use? There is, as Edwards makes 
clear, no one cause for the decline of a language (p. 103), but the 
language conflicts he anatomizes such as those between English and 
Gaelic in Nova Scotia. and English and Irish in Ireland, affirm what 
common sense would suggest: languages with less political and eco
nomic strength and prestige never displace those with more. 

The language decline or loss that sometimes results from language 
contact is typically followed by attempts at revival. As Edwards notes, 
though, "the very existence of a revival effort is an indication of some 
ultimate or penultimate stage in linguistic history" (p. 121). Citing Nahir 
(1984). Edwards indicates that perhaps this explains why revival move
ments have almost always failed to "turn a language with few or no 
surviving speakers back into a normal means of communication." 

Edwards tempers this bleak view by pointing out that defining "re
vival" in a less idealistic fashion allows one to identify more successes. 
While Irish. for example is unlikely ever again to be the vernacular in 
much of Ireland. efforts to preserve it have resulted in increased access 
to Irish heritage as well as stimulating Irish literature and politics. Even 
as it has, in some sense, failed, then. the Irish movement has had its 
successes. and, as Edwards further consoles, "so long as some record of 
it exists. a language is not dead" (p. 118). 
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Language change-the decline and death of some languages, the as
cent of others-is an obvious and ongoing linguistic fact. Languages don't 
die, though, unless there is a viable replacement, so why should the wan
ing of a language be the source of such profound pain to its speakers? The 
answer is that language appears inextricably connected with ethnic and 
national pride, and as a cursory glance at history will bear out, tlus sort of 
pride, though perhaps irrational, is extremely powerful. 

Edwards, who deplores the rustorical "disembodied nature of nluch 
work in social sciences" Cp. 205), draws, in chapter 5, on examples from, 
among otllers, the ancient Greeks and Romans, to demonstrate that until 
quite recently nllers didn't much care what language their subjects spoke. 
The link between language and nation did not begin to be forged, at least 
in Europe, until the late 18th century and it was not finllly in place until a 
century after that. Once it was, though, it was easy for groups to see any 
diminution of their language as a threat to their identity. 

One way that people seek to defend their languages is to shield them 
from perceived impurities. These impurities can come from within in 
the form of, for example, a loosening of formerly sacrosanct gramillati
cal standards, or from without as borrowings from other languages. 
Prescriptivism, though long eschewed by professional linguists, is the 
shield most defenders of a language pick up when they perceive a 
threat of pollution. In the case of English, one need only witness that 
the columns of "language mavens" such as William Safire are a regular 
and popular feature in many newspapers. Though Edwards doesn't side 
with tlle mavens. he does take linguists to task for "refUSing to acknowl
edge the power and appeal of prescriptivism" Cp. 164). In doing so, 
linguists ignore the popular demand for some sort of linguistic standard 
and thus leave the field open. 

Throughout Jlu!tilingualism, Edwards prefers to present the range 
of positions on a given issue rather than arguing for anyone position. 
This is appropriate in a book which is intended as an overview, but 
still, one occaSionally yearns for a bit more rhetorical fire. Those yearn
ings are satisfied in chapter 7, where Edwards takes up the relationship 
between multilingualism and multiculturalism. particularly as it relates 
to education. Education is a topic which rouses Edwards to passion. 

He ridicules rhe sort of multicultural education programs which de
vote an hour or so a week to "ethnic show-and-tell" Cp. 188) and is no 
less critical of those which emphasize "empowering" minority students 
to the exclusion of all else. It would be a mistake to think, though, that 
he is an opponent of multicultural education. Rather, as he argued in 
an earlier book (Edwards, 1985), "all education worthy of the name is 
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multicultural." "Promoting multicultural awareness and tolerance must 
... become an inextricable part of the whole educational enterprise" (in 
Edwards. 1994. p. IR9). 

Later in the same chapter, discussing language and gender, he as
serts that "in Japanese where women say ohiya, onaka, and tahent for 
·water'. 'stomach' and 'eat' ... men say mizu, hara~ and kuu" (p. 199). 
Given Edwards' general proposition, that there are differences between 
men's and women's Japanese. is true it seems petty to point out that 
the assertion he uses in support of it is not: some women, for example, 
do say mizlI; some men do say taheru. It's worth noting, though, be
caw;e this small lapse does plant a seed of doubt about the generaliza
tions Edwards draws from languages such as Koasati, Chiquita, and 
Desano, with which few readers will be familiar. 

The only other quibble one might raise with is that he ignores what 
Steiner has identified as the fundamental question concerning multilin
gualism: "\XThy," as Steiner asks, "should human beings speak thou
sands of differenl, mutually incomprehensible, tongues" (1992, p. S1)? 
Given that klullilillglltllism is intended as an overview, and not prima
rily as a work of philosophy, this is easy to overlook. 

These small reservations are further eclipsed by the author's' com
mand of the many disciplines which must inform any serious study of 
multilingualism. This, coupled with the jargon-free precision with which 
he writes. make lHlIllililll!,lIalism an excellent overview of a complex 
field. 
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Contrastive Rhetoric: Cross-cultural Aspects of Second Language Writing. 
Ulla Connor. Cambridge & New York: Cambridge Univ. Press, 1996. 
201 pp. 

Reviewed by 
Wm. Thomas Hill 

Tsukuba University 

Ulla Connor's book is a must read as a definitive summal)' and intro
duction to the field of contrastive rhetoric. For students, researchers, 
and teachers of L2 writing, this text provides a necessal)' historical 
background, showing the various influences and practical needs which 
originally gave rise to contrastive rhetoric. 

Part One of the text seeks to define contrastive rhetoric while show
ing how and where it intersects with various related areas of study. 
Connor gives a basic sketch of a number of the rhetorical studies that 
have been done on several languages since Kaplan's pioneering work 
in 1966 and places these studies in the overall scheme of where the 
field is headed in the nineties. 

Part Two focuses on how contrastive rhetoric works together with 
other disciplines, focusing on rhetoric and composition, text linguistics, 
cultural anthropology, translation, and genre studies. In the chapter on 
rhetoric and composition, Connor discusses the influences of contras
tive rhetoric on four different approaches: approaches based on rhe
torical theories, the expressionist approach, the cognitive approach, 
and the social constmctivist approach. The next chapter discusses the 
relatively new area of text linguistics and shows how this area of study 
had helped to vitalize contrastive rhetoric. Central to the next chapter 
on cultural anthropology is the fact that more research is needed. Draw
ing from the early work of Kaplan and others on up to the present, 
Connor reminds us that some writing patterns seem to be culture spe
cific. But what this means on a practical level for the teacher in the 
classroom remains largely elusive, largely because we do not know 
enough about the underlying causes of these differences in writing 
style. In the following chapter on translation studies, after showing 
their similar origin to contrastive rhetoric, Connor shows that both deal 
with interlanguage transfer though in vel)' different ways. To my mind, 
the finest chapter is the final chapter of Part Two. Here, Connor looks 
at genre studies as it is applied to L2 teaching. This is an exciting and 
growing area still in need of research. She explores this area, in her 
own words, "in three domains: student writing at the primal)', second
ary, and college level; academic writing; and professional writing, a 
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category that includes political writing" (p. 126). 
Throughout, Connor continually pOints out specific areas that need 

further research. The final section of her book outlines the changing 
methods of research which have formed the outlying features of con
trastive rhetoric from its inception. From the early empirical analyses 
influenced by structural linguistics, contrastive rhetoric has drawn· in
creasingly from education, anthropology, and linguistics in order to meet 
the needs of this growing area of study. She then explores the most 
current methods of research that have come out of these various fields 
and suggests how they might be practically applied to contrastive rheto
ric. Overall, Connor achieves her ultimate objective in first, defining the 
field and showing its connections and debts to adjacent fields of study 
and second, leaving her target audience-graduate students, teachers, 
and readers-with numerous suggestions for practical applications as 
well as directions for further research. 
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