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Submissions
conclude with the reporter’s name. For spe-
cific guidelines contact the Chapter Reports
editor. Deadline: 15th of the month, 2 months
prior to publication.
地方支部会の会合での発表の報告です。長さは原稿用

紙2枚から４枚。原稿の冒頭に (a) 支部会名、(b) 発表

の題名、(c) 発表者名を明記し、(d) 発表がいつ行われ

たかが分かる表現を含めてください。また、(e) 文末に

報告執筆者名をお書きください。締切は、掲載をご希望

になる号の発行月の2カ月前の15日に Chapter Reports
編集者必着です。日本語の報告はChapter Reports日本

語編集者にお送りください。

Chapter Meetings. Chapters must follow the
precise format used in every issue of TLT (i.e.,
topic, speaker, date, time, place, fee, and other
information in order, followed by a brief, ob-
jective description of the event). Maps of new
locations can be printed upon consultation
with the column editor. Meetings that are
scheduled for the first week of the month
should be published in the previous month’s
issue. Announcements or requests for guide-
lines should be sent to the Chapter Meetings
editor. Deadline: 15th of the month, 2 months
prior to publication.
支部の会合のお知らせです。原稿の始めに支部名を明

記し、発表の題名、発表者名、日時、場所、参加費、問

い合わせ先の担当者名と電話番号・ファクス番号を箇条

書きしてください。最後に、簡単な発表の内容、発表者

の紹介を付け加えても結構です。地図を掲載したい方

は、Chapter Announcements 編集者にご相談くださ
い。第1週に会合を予定する場合は、前月号に掲載する

ことになりますので、ご注意ください。締切は、掲載を

ご希望になる号の発行月の2カ月前の15日に Chapter
Announcements 編集者必着です。

Bulletin Board. Calls for papers, participation
in/announcements of conferences, colloquia,
seminars, or research projects may be posted
in this column. E-mail or fax your announce-
ments of up to 150 words to the Bulletin Board
editor. Deadline: 15th of the month, 2 months
prior to publication.

j a l t以外の団体による催し物などのお知らせ、
jalt、あるいはそれ以外の団体による発表者、論文の募
集を無料で掲載します。jalt以外の団体による催し物の
お知らせには、参加費に関する情報を含めることはでき

ません。The Language Teacher 及び jaltは、この欄の広
告の内容を保証することはできません。お知らせの掲載

は、一つの催しにつき一回、300字以内とさせていただき

ます。締切は、掲載をご希望になる号の発行月の2カ月前

の15日に Bulletin Board 編集者必着です。その後、Con-
ference Calendar 欄に、毎月、短いお知らせを載せるこ
とはできます。ご希望の際は、Conference Calendar 編集
者にお申し出ください。

JIC/Positions. TLT encourages all prospective
employers to use this free service to locate the
most qualified language teachers in Japan.
Contact the Job Information Center editor for
an announcement form. Deadline for submit-
ting forms: 15th of the month two months
prior to publication. Publication does not indi-
cate endorsement of the institution by jalt. It
is the position of the jalt Executive Board
that no positions-wanted announcements will
be printed.
求人欄です。掲載したい方は、Job Information Cen-

ter/Positions 編集者にAnnouncement Form を請求し
てください。締切は、掲載をご希望になる号の発行月

の2カ月前の15日に Job Information Center/Posi-

tions 編集者必着です。The Language Teacher 及び jalt
は、この欄の広告の内容を保証することはできませ

ん。なお、求職広告不掲載が JALT Executive Board の方

The editors welcome submissions of materi-
als concerned with all aspects of language
teaching, particularly with relevance to Ja-
pan. All English language copy must be
typed, double spaced, on A4-sized paper,
with three centimetre margins. Manuscripts
should follow the American Psychological
Association (apa) style as it appears in The
Language Teacher. The editors reserve the right
to edit all copy for length, style, and clarity,
without prior notification to authors. Dead-
lines: as indicated below.
日本語記事の投稿要領：編集者は、外国語教育に関す

る、あらゆる話題の記事の投稿を歓迎します。原稿は、

なるべくA4版用紙を使用してください。ワープロ、原

稿用紙への手書きに関わりなく、頁数を打ち、段落の最

初は必ず１文字空け、１行27字、横書きでお願いいたし

ます。１頁の行数は、特に指定しませんが、行間はなる

べく広めにおとりください。

The Language Teacher は、American Psychological
Association (apa) のスタイルに従っています。日本語
記事の注・参考文献・引用などの書き方もこれに準じた

形式でお願いします。ご不明の点は、The Language

Teacher のバックナンバーの日本語記事をご参照くださ

るか、日本語編集者にお問い合わせください。

スペース等の都合でご希望に沿い兼ねる場合もありま

すので、ご了承ください。編集者は、編集の都合上、ご

投稿いただいた記事の一部を、著者に無断で変更した

り、削除したりすることがあります。

Feature Articles
English. Well written, well-documented ar-
ticles of up to 3,000 words in English. Pages
should be numbered, new paragraphs in-
dented, word count noted, and sub-headings
(bold-faced or italics) used throughout for the
convenience of readers. Three copies are re-
quired. The author’s name, affiliation,  and
contact details should appear on only one of
the copies. An abstract of up to 150 words,
biographical information of up to 100 words,
and any photographs, tables, or drawings
should appear on separate sheets of paper.
Send all three copies to Malcolm Swanson.
日本語論文です。400字詰原稿用紙20枚以内。左寄せで

題名を記し、その下に右寄せで著者名、改行して右寄せで

所属機関を明記してください。章、節に分け、太字または

斜体字でそれぞれ見出しをつけてください。図表・写真

は、本文の中には入れず、別紙にし、本文の挿入箇所に印

を付けてください。フロッピーをお送りいただく場合は、

別文書でお願いいたします。英語のタイトル、著者・所属

機関のローマ字表記、150ワード以内の英文要旨、100

ワード以内の著者の和文略歴を別紙にお書きください。原

本と原本のコピー２部、計３部を日本語編集者にお送りく

ださい。査読の後、採否を決定します。

Opinion & Perspectives. Pieces of up to 1,500
words must be informed and of current con-
cern to professionals in the language teaching
field. Send submissions to Bill Lee.
原稿用紙10～15枚以内。現在話題となっている事柄

への意見、問題提起などを掲載するコラムです。別紙
に、英語のタイトル、著者・所属機関のローマ字表記、
英文要旨を記入し、日本語編集者にお送りください。締
切は、掲載をご希望になる号の発行月の２カ月前の15日
必着です。

Interviews. If you are interested in interview-
ing a well known professional in the field,
please consult the editor first.
「有名人」へのインタビュー記事です。インタビュー

をされる前に日本語編集者にご相談ください。

Readers’ Views. Responses to articles or other
items in TLT are invited. Submissions of up to
500 words should be sent to the editor by the

15th of the month, 3 months prior to publica-
tion, to allow time to request a response to
appear in the same issue, if appropriate. TLT
will not publish anonymous correspondence
unless there is a compelling reason to do so,
and then only if the correspondent is known to
the editor.

The Language Teacher に掲載された記事などへの意
見をお寄せください。長さは1,000字以内、締切は、掲

載をご希望になる号の発行月の3カ月前の15日に日本語

編集者必着です。編集者が必要と判断した場合は、関係

者に、それに対する反論の執筆を依頼し、同じ号に両方

の意見を掲載します。

Conference Reports. If you will be attending
an international or regional conference and are
able to write a report of up to 1,500 words,
please contact the editor.
言語教育に関連する学会の国際大会等に参加す

る予定の方で、その報告を執筆したい方は、日本

語編集者にご相談ください。長さは原稿用紙8枚程

度です。

Departments
My Share. We invite up to 1,000 words on a
successful teaching technique or lesson plan
you have used. Readers should be able to rep-
licate your technique or lesson plan. Send sub-
missions to the “My Share” editor.
学習活動に関する実践的なアイディアの報告を載せるコ

ラムです。教育現場で幅広く利用できるもの、進歩的な言

語教育の原理を反映したものを優先的に採用します。絵な

ども入れることができますが、白黒で、著作権のないも

の、または文書による掲載許可があるものをお願いしま

す。別紙に、英語のタイトル、著者・所属機関のローマ字

表記、200ワード程度の英文要旨を記入し、My Share 編

集者にお送りください。締切は、掲載をご希望になる号の

発行月の２カ月前の15日必着です。

Book Reviews. We invite reviews of books and
other educational materials. We do not publish
unsolicited reviews. Contact the Publishers’ Re-
view Copies Liaison for submission guidelines
and the Book Reviews editor for permission to
review unlisted materials.
書評です。原則として、その本の書かれている言語で

書くことになっています。書評を書かれる場合は、Pub-
lishers Review Copies Liaison にご相談ください。ま
た、重複を避け、The Language Teacher に掲載するに
ふさわしい本であるかどうかを確認するため、事前に

UnderCover 編集者にお問い合わせください。

JALT News. All news pertaining to official jalt
organizational activities should be sent to the
jalt News editors. Deadline: 15th of the month,
2 months prior to publication.

jalt による催し物などのお知らせを掲載したい方
は、jalt News 編集者にご相談ください。締切は、
掲載をご希望になる号の発行月の2カ月前の15日に
JALT News 編集者必着です。

Of National SIGnificance. jalt-recognised Na-
tional Special Interest Groups may submit a
monthly report to the Of National SIGnificance
editor. Deadline: 15th of the month, 2 months
prior to publication.

jalt 公認の National Special Interest Group で、毎月
のお知らせを掲載したい方は、n-sigs 編集者にご相談く
ださい。締切は、掲載をご希望になる号の発行月の2カ

月前の15日に n-sigs 編集者必着です。

Chapter Reports. Each Chapter may submit a
monthly report of up to 400 words which
should (a) identify the chapter, (b) have a title—
usually the presentation title, (c) have a by-line
with the presenter’s name, (d) include the
month in which the presentation was given, (e)
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Dick Allwright
A Personal Introduction: Making Connections

It is very unusual to have an opportunity to try to whet
the appetite of prospective conference-goers like this.

It is also unusual for a conference theme to be so exactly
right for what I would most like to focus on myself at
JALT99. “Linking Research and the Classroom” sums
up the main focus of my current thinking, but, more
important, it also offers me the opportunity to make
explicit the highly productive connections I now see
between the apparently diverse strands of my research
thinking over the last three decades. The three strands of
my work that I wish to connect here are these: classroom
research, teacher development and teacher associ-
ationism, and learner autonomy. I hope to show that
they can be brought together helpfully under my gen-
eral title of “Understanding Classroom Language Learn-
ing and Teaching.” I also hope to show, through my
JALT99 presentations, how Exploratory Practice—a pro-
posal for the sustainable integration of research with
teaching, and (importantly) with learning—can help us
further develop our understandings of classroom lan-
guage learning and teaching.

Classroom Research
Classroom research came into my life early in the 1970s,
when it offered a welcome antidote to the large-scale
methodological comparison research of the 1960s, which
had failed to demonstrate convincingly the superiority of
any method over others. This general failure was largely
attributed to the experimenters’ apparent lack of concern
for what actually happened in the classroom when a new
method was introduced, as well as a lack of concern for
precisely how teachers interpreted whatever training they
had been given (see Allwright, 1988, especially chapter 1).
This necessarily left any outcomes strictly uninterpretable.
So classroom research, already developing fast as a tool for
teacher training, came in to fill in the picture, and naturally
focussed on teacher behavior. But I soon realized that I
would not be able to understand teacher behavior if I did
not also study learner behavior. So I moved to focus on the
behavior of learners, but still mostly on the details of the
relationship between learner and teacher behavior (see
Allwright, 1980). By 1984, however, I had moved on to two
more general issues: firstly, the apparently remarkably
indirect nature of the relationship between what classroom
language teachers teach and what classroom language
learners learn, and secondly, what role classroom interac-

Dick Allwright is a
senior lecturer in Applied

Linguistics at Lancaster
University, UK. His visit

to JALT is sponsored by
the British Council.

tion might play in helping us
understand such things (see
Allwright, 1984a, 1984b). Those
issues were subsequently stud-
ied by Assia Slimani for her 1987
Lancaster doctoral thesis. She es-
tablished just how difficult it was
to find a reliable link between
the teaching of particular lan-
guage items and the learning of
them. At the same time another
of my doctoral students, Safya
Cherchalli (1988), was investi-
gating Algerian secondary school
learners’ reactions to their text-
book. In the course of her work
she collected an extremely rich
gold mine of data about what it
was like to be a classroom language learner at that time, in
that school in Algeria in the mid-1980s. Particularly inter-
esting to me was her demonstration of how classroom life
might look radically different to you as a learner, depend-
ing on whether you are doing well or badly, not in absolute
terms, but in relation to the other people in the same
classroom. For example, high achieving students in a group
tended to leave lessons aware of what they had understood
and what they had not, and so were able to direct their
homework effort accordingly. The relatively low achiev-
ing students in the same group, however, would appar-
ently leave the classroom each day believing they had
understood everything, then find that they could not do
their homework. For them each lesson gave them the
illusion of understanding, and each bit of homework disil-
lusioned them rather quickly.

That finding is enough food for thought in itself, but I
must leave it to one side here, and merely note that after
Cherchalli’s work I was less interested in chasing what
did or did not get learned, whatever a teacher taught, and
more interested in the whole idea of life in the language
classroom, and what it was like to be there in this social
workplace for all the participants, teachers, and learners.

Teacher Development and Teacher Associationism
At the time Slimani and Cherchalli were doing their doc-
toral research, however, I was also heavily involved in
TESOL (as Research Committee Chair, then Executive

本稿は筆者のJALT99における講演の背景を説明するもので、特にクラスルームリサーチ、教員の研修及び相互協力、そして学習者の自律という3

つの分野における筆者の研究に言及している。これらの研究は、リサーチと教室を融合し、維持するための提案である、Exploratory Practiceに基

づいている。

JALT99 Main Speakers
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Board Member, then President). This brought teacher de-
velopment to my active consciousness, especially when
Yoby Guindo, President of MATE, the newly established
national language teacher association in Mali, asked me to
help him work out what contribution it could make, and
how, to the development of English language teachers
nationally in Mali. I had already been impressed by the
potential of small local groups of teachers as a vehicle for
professional development, through my contact with the
English Language Teaching Community in Bangalore,
South India (see Allwright, 1991). They had already made
an explicit connection between teacher associationism and
teacher development, with classroom research as the main
vehicle (see Naidu et al., 1992).

But, when I tried introducing classroom research as a
vehicle for teacher development, both in print (Allwright,
1991) and in practice, I was forced very quickly to conclude
that my standard model of academic research, which was
being advocated as a key component of Action Research
(see Nunan, 1992), was just not appropriate to the institu-
tional and classroom realities of the people I was working
with at that time—teachers of English in the Cultura Inglesa,
Rio de Janeiro (see Allwright & Lenzuen, 1997).

Learner Autonomy
At that time, I also had a third distinct strand to my applied
linguistic thinking—learner autonomy. Like most people
in the field at that time I saw learner autonomy both as a
vehicle for improving language learning achievement in
the short-term, and, following the Council of Europe in its
work under the heading of Language Learning for European
Citizenship (see Trim, 1988, p. 3; Huttunen, 1993, pp. 1-3), as
a vehicle for the long-term development of generations of
learners able to cope with the decision-making demands of
living in modern democratic states. So it was natural for me
to propose, on a visit to the Cultura Inglesa, that learner
autonomy should be one of the topics addressed in our
weekly discussions. I was immediately challenged to deal
with teacher autonomy as well, however, and that made a
connection which has proved very productive for me. I
could now see learner autonomy, with its impossible inter-
nal paradox of having to decide what right you have to
interfere with anyone else’s autonomy by trying to train
them to be autonomous, as another form of professional
development. This did not resolve the paradox, but it did
mean I could now apply my thinking about teacher devel-
opment and classroom research to my thinking about
development for learners, and look for ways of connecting
them fruitfully.

Making the Connection via Exploratory Practice
I was already disillusioned with academic classroom
research as a vehicle for teacher development, and the
problems it raised—placing intolerable burdens on al-
ready busy people—promised to be even more prob-
lematic for learners. But I still had faith in systematic
investigation as a key vehicle for development. So it
became abundantly clear to me that I needed to rethink

my own notion of classroom research and to develop
new ideas on classroom investigation, ideas that would
make practical sense for both teachers and learners. The
basic ideas came readily enough, because in my work I
was fortunate to be meeting groups of teachers regu-
larly, in the visits I made to the Cultura’s branches in Rio.
They showed me how extremely busy teachers could
nevertheless conduct valuable investigatory work in
their own classrooms, as an integral part of their peda-
gogy. We first called it Exploratory Teaching, then Explor-
atory Practice, when we realized the importance the
ideas held for learners as well as teachers . At JALT99 I
will set out its rationale in detail; my workshop will offer
participants a more direct, practical understanding of
Exploratory Practice in the language classroom.

For now, suffice it to say that Exploratory Practice is
founded on two basic principles: (a) The main aim is
understanding, rather than problem solving, princi-
pally, but not exclusively, because intelligent problem-
solving surely depends upon an adequate prior
understanding of the problem to be solved. (b) Any
work for understanding must not get in the way, but
must instead be a productive part of the pedagogy, for
learners as well as for teachers.
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Anna Uhl Chamot
 Learning Strategy Instruction in the English Classroom

How can English teachers accelerate the language
learning of their students? One way is to teach

students how to learn more effectively and efficiently.
Learning strategies are “procedures or techniques that
learners can use to facilitate a learning task” (Chamot,
Barnhardt, El-Dinary, & Robbins, 1999, p. 2). Learning
strategies instruction can help students of English be-
come better learners. In addition, skill in using learning
strategies assists students in becoming independent, con-
fident learners. Finally, students become more motivated
as they begin to understand the relationship between
their use of strategies and success in learning English.

Students need to develop an awareness of the learning
processes and strategies that lead to success. This aware-
ness of one’s own thinking processes is termed
metacognition or metacognitive awareness. Students who
reflect on their own thinking are more likely to engage in
metacognitive processes such as planning how to pro-
ceed with a learning task, monitoring their own perfor-
mance on an ongoing basis, finding solutions to problems
encountered, and evaluating themselves upon task
completion. These metacognitive activities may be diffi-
cult for students accustomed to having a teacher who
solves all their learning problems and is the sole judge of
their progress. Teachers need to encourage students to
rely more on themselves and less on the teacher.

Because learning strategies are mental processes with
few observable manifestations, teachers need to find ways
to make the strategies as concrete as possible. For example,
strategies such as applying one’s prior knowledge or mak-
ing inferences during reading cannot be observed, and
students may encounter some difficulty in understanding
and using these types of strategies. The following sugges-
tions can assist teachers in planning to make strategies
instruction more concrete:

1. Give each strategy a name and refer to it consistently
by the name selected. Table 1 provides a list of
strategy names and definitions.

2. Explain the purpose of the strategy and when to use it.

3. List strategies with definitions on a poster or write
strategies on laminated cards that can be posted on
the class bulletin board. Refer to the posted strate-
gies when they are taught and practiced.

4. Prepare student materials that include the name of
the strategy to be practiced and a brief explanation of
how to use the strategy.

The instructional sequence developed for the Cognitive
Academic Language Learning Approach (CALLA)
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(Chamot & O’Malley, 1994) has
provided a useful framework
for language learning strategies
teaching (see Chamot et al.,
1999). The sequence provides a
five-phase recursive cycle for
introducing, teaching, practic-
ing, evaluating, and applying
learning strategies. In this ap-
proach, highly explicit instruc-
tion in applying strategies to
learning tasks is gradually
faded so that students can be-
gin to assume greater responsi-
bility in selecting and applying
appropriate learning strategies.
The cycle repeats as new strate-
gies or new applications are
added to students’ strategic repertoires. The five phases
of the CALLA instructional sequence are as follows (see
also Chamot & O’Malley, 1994; Chamot et al., 1999):

Preparation. The purpose of this phase is to help students
identify the strategies they are already using and to de-
velop their metacognitive awareness of the relationship
between their own mental processes and effective learn-
ing. By identifying students’ prior knowledge about and
current use of learning strategies, teachers can diagnose the
needs of their students for learning strategies instruction.
Activities in the Preparation stage can include class discus-
sions about strategies used for recent learning tasks, group
or individual interviews about strategies used for particu-
lar tasks, think-aloud sessions in which students describe
their thought processes while they work on a task, ques-
tionnaires or checklists about strategies used, and diary
entries about individual approaches to language learning.

Presentation. This phase focuses on explaining and mod-
eling the learning strategy or strategies. The teacher com-
municates to students information about the characteristics,
usefulness, and applications of the strategy to be taught.
Perhaps the most powerful way in which to accomplish
this purpose is for the teacher to model his or her own
personal use of the strategy. For example, the teacher might
think aloud while reading a text displayed on the overhead
projector. Strategies the teacher might demonstrate while
reading could include making predictions based on the
title, using illustrations to recall prior knowledge of the
topic, selectively attending to headings and bold-faced
text, monitoring comprehension and making decisions
about how unfamiliar words, structures, or ideas should be
treated, and, finally, evaluating how successful he or she

学習ストラテジーは学生を上手な、独立した、やる気のある学習者とするのに役立つ。学習ストラテジーは、準備( 学生がすでに知っているストラ

テジーの確認)、提示(新しいストラテジーの提示と模範)、練習(学生による自然なタスクでの実際の使用)、評価(学生によるストラテジーの効果の評

価)、発展(学生によるストラテジーの様々なコンテクストでの応用)の4つの順で指導することができる。
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Learning strategies for Foreign Language Students

Organizational Planning: Setting a learning goal; planning how to
carry out a project, write a story, or solve a problem.

Predicting: Using parts of a text (such as illustrations, titles, head-
ings, organization) or a real life situation and your own back-
ground knowledge to anticipate what is likely to occur next.

Self-management: Seeking or arranging the conditions that help
you learn.

Activating Prior Knowledge: Using your background knowledge to
understand and learn something new, brainstorming relevant
words and ideas, making associations and analogies; writing
or telling what you know.

Monitoring: Being aware of how well a task is going, how well you
are understanding while listening or reading, or how well you
are expressing your ideas when speaking or writing.

Selective Attention: Focusing on specific aspects of a task, such as
locating patterns in a story, identifying key words or ideas,
listening to or scanning a text for particular information, or
observing relevant items or phenomena.

Using and Making Rules: Applying a rule (phonetic, grammatical,
linguistic, mathematical, scientific, or other) to understand a
text or complete a task; figuring out rules or patterns from
examples.

Note-taking: Writing down key information in verbal, graphic, or
numerical form, often as concept maps, spider maps, T-lists,
time lines, or other types of graphic organizers.

Imagery: Using mental or real pictures or other visual cues to
understand or remember information, or to solve a problem.

Cooperation: Working with classmates to complete a task or project,
demonstrate a process or product, share knowledge, solve
problems, give and receive feedback, and develop social skills.

Making Inferences: Using the context of an oral or written text and
your own background knowledge to guess at meanings of
unfamiliar words or ideas.

Substitution: Using a synonym, paraphrase, or circumlocution
when you want to express an idea and do not know the exact
word(s) you need.

Using Resources: Using reference materials (books, dictionaries,
encyclopedias, videos, exhibitions, performances, computer
programs and databases, the Internet, and so forth) to find
information or complete a task.

Classification: Grouping words, concepts, physical objects, num-
bers, or quantities according to their attributes; constructing
graphic organizers to show a classification.

Questioning for Clarification: Negotiating meaning by asking for
clarification, explanation, confirmation, rephrasing, or ex-
amples.

Summarizing: Making a mental, oral, or written summary of
something you listened to or read; retelling a story or other text
in your own words.

Self-assessment: Completing a task, then judging how well you
did, whether you reached your goal, and how effective your
learning strategies or problem-solving procedures were.

Adapted from: Chamot, A. U. (1996). Accelerating achievement with learning

strategies. Glenview, IL: Scott Foresman Addison Wesley.

has been in learning from the text. The
teacher can then ask students to recall the
strategies they observed, and the teacher
can further describe the strategies, provide
a specific name for each strategy, and ex-
plain when the strategy can be used most
effectively. This modeling helps students
visualize themselves working successfully
on a similar task.

Practice. In this phase, students have the
opportunity of practicing the learning
strategy with an authentic learning task.
The practice will frequently take place
during collaborative work with class-
mates. For example, a group of students
might read a story, then describe the im-
ages the story evoked in each, discuss
unfamiliar words encountered and infer
meanings through context cues, and take
turns summarizing the main points of the
story. Strategies can be practiced with any
language or content task, and can involve
any combination of language modalities.

Evaluation. The main purpose of this
phase is to provide students with oppor-
tunities to evaluate their own success in
using learning strategies, thus develop-
ing their metacognitive awareness of their
own learning processes. Activities that
develop students’ self-evaluation insights
include debriefing discussions after strat-
egies practice, learning logs in which stu-
dents record the results of their learning
strategies applications, checklists of strat-
egies used, and open-ended question-
naires in which students can express their
opinions about the usefulness of particu-
lar strategies.

Expansion. In this phase students make
personal decisions about the strategies
that they find most effective, apply these
strategies to new contexts in other classes
as well as in the English class, and devise
their own individual combinations and
interpretations of learning strategies. By
this stage, the goal of learning strategies
instruction has been achieved, for stu-
dents have become independently strate-
gic and are able to reflect on and regulate
their own learning. (For additional sug-
gestions and examples of learning strat-
egy activities, see Chamot et al., 1999.)

A feature of the CALLA instructional
sequence is that the needs and thoughts of
students are central to all instruction. The
sequence guides students towards increas-
ing levels of independence, fostering atti-
tudes of academic self-efficacy.
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Ongoing monitoring of students’ use of both instructed
and individually developed strategies is essential if
teachers are to scaffold their instruction successfully. In
scaffolded instruction, teachers begin with explicit in-
struction and gradually reduce prompts and cues to
students. In this way students begin to assume respon-
sibility for and regulation of their own learning. Indi-
vidual students may need greater or lesser amounts of
explicit strategies instruction, depending on the degree
to which they have developed strategies independently
of instruction. This is why teachers need to assess their
students’ ability to use the strategies independently and
transfer them to new tasks. When students are able to

use instructed strategies without prompting, they need
to explore new strategies, new applications, and new
opportunities for self-regulated learning. The quest for
self-regulated learning is—in common with all forms of
self-knowledge—a life-long endeavor, and even high
achieving adults can continue to develop their reper-
toire of effective learning strategies.
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Elizabeth Gatbonton

Recently, studies of  second
language acquisition (e.g.,
Lightbown & Spada, 1993) and
classroom instruction studies
(e.g., Chaudron, 1988) have
been among the most discussed
sources of information for a
solid knowledge base. But I am
focusing here on comparison
studies of novice and experi-
enced teachers, which abound
in general education (e.g.,
Fogarty, Wang, & Creek, 1983;
Magliaro & Borko, 1986), but
are only beginning to appear in
L2 teaching (e.g., Almarza, 1996;
Johnson, 1994; Richards, Ho, &
Giblin, 1996; Richards, Li, &

Any new insights that can potentially inform lan-
guage teacher education are welcome in our field

today. Since the late 80s, there have been calls to examine,
improve, and consolidate the knowledge base of teacher
education (Larsen-Freeman, 1990; Clark & Peterson, 1986;
Richards & Nunan, 1990; Richards, 1998). For years,
people saw this knowledge base largely as information
on how to help prospective teachers develop expertise in
their subject areas (the content of teaching). So they
focused largely on gathering the content necessary for
teachers in training to acquire the skills to teach their
subjects effectively.

Recently, however, teacher educators have realized that
knowing what to teach is only one of the many types of
knowledge that teachers bring into their teaching. They
also bring knowledge concerned with transforming con-
tent into teachable forms. Shulman (1986) suggests that not
all content can or need be taught and it takes special skills
to know what is teachable and how to package it so that
students can learn it (pedagogical content knowledge).
Teachers also possess beliefs and implicit theories about
teaching (Hollingsworth, 1989; Richards, 1998), formed
from their experience as students and from teacher training
or experience, which influence their classroom behaviour
(Breen, 1991; Johnson 1995; Van Patten, 1997).
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筆者は経験の浅いESL教師と熟練の教師の二つのグループの比較研究のいくつかを取り挙げ、それらの結果が二つのグループ間の違いを具体的に

示唆するだろうと説明する。また、様々な段階において見ることができるそのような教師間の相違は、経験の浅い教師の教育に対する知識の欠落に

よってもたらされている可能性があり、筆者はこのような知識の欠落を教員養成の場で改善できないかを吟味する。

Tang 1998). Nevertheless, I think these studies have
interesting implications for L2 teacher education.

Three Comparison Studies
My studies comparing novice and experienced teachers
were the natural offshoot of an earlier study I conducted
on experienced ESL teacher’s pedagogical knowledge

Investigating Novice and Experienced ESL Teacher
Differences: Implications for Teacher Training
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(Gatbonton 1999a), asking whether one could gain access
to teachers’ pedagogical knowledge by probing the
thoughts they claimed they had as they taught. The
participants were two sets of experienced teachers: Course
I teachers (n=3), and Course II (n=4). These groups taught
similar courses in English to adult students a year apart.
Each teacher had spent at least ten years teaching ESL,
five years in communicative language teaching. Novice
teachers co-taught Course II, but this study did not focus
on them.

I videotaped both sets of teachers teaching their les-
sons, then asked them to view a one hour-segment of
their first or second videotaped lesson and tape record
the thoughts they recalled having while teaching these
segments. I then conducted qualitative and quantitative
analyses on their recorded thoughts. (See Gatbonton
1999a for the full analytical procedure.)

The study confirmed that it is possible to gain access to
teachers’ knowledge through their revealed thoughts.
Each set of teachers independently reported a similar list
of 20 to 21 categories of pedagogical knowledge. Some
concerned students: for example, noting student reaction
and behaviour; knowing student personalities, likes, dis-
likes, backgrounds, etc. Others focused on teachers: know-
ing self, self-critique. Still others related to instructional
matters: comprehension check, decision-making, lan-
guage management, organizing group work, probing
previous knowledge, procedure check, progress check.
The rest focused on affective matters like creating rap-
port, planned acts like executing the lesson plan, and
others—for example, aids.

In a follow-up study (Gatbonton, 1999b) I took the data
of the second set of experienced teachers (Course II
Teachers) in Gatbonton (1999a) and compared them with
the data of novice teachers (n = 4) who co-taught the
course. These novice teachers had less than two years’
experience  beyond their teacher training program’s prac-
tice teaching, some with none or little.

The analysis revealed that the two groups were similar
in important ways. For example, the novice teachers
reported categories of pedagogical knowledge that
matched 20 of the categories reported by the experienced
teachers. Of these 20 categories, a subset of seven or eight
were also predominant for both experienced and novice
teachers.

But there were also striking differences. For example,
two categories—self-critique and note student reactions
& behaviour—appeared in the novice teachers’ predomi-
nant set but not in the experienced teachers’ predominant
set. In addition, the most frequently reported category for
the experienced teacher was language management: the
handling of (a) input, the language they wanted their
students to be exposed to in the learning activities; and (b)
output, the language the students produced. In contrast,
language management ranked only third for the novice
teachers. Their top category  was noting student reaction
and behaviour, suggesting that for them charting how
the students related to them was more important than

ensuring that they learned the language. This result is
consistent with the finding in general education that
novice teachers focus initially on their relationships with
the students and on the task of learning only in latter
stages (e.g., Calderhead, 1991).

Since novice and experienced teachers reported differ-
ences in the frequency and saliency of language manage-
ment thoughts, I decided to examine this category further
and conducted further content analysis on each of the
language management comments from the original study
(Gatbonton 1999c). The first aim was to discover what
specific strategies of input and output management the
teachers were thinking of as they taught. The second was
to find out whether the two sets of teachers differed in the
kinds of strategies they used and the frequency with
which they used them.

The results again revealed interesting similarities be-
tween the experienced and novice teachers: for example,
similar categories of input management strategies, rang-
ing from making sure that there was input to ensuring
that the amount was sufficient, to highlighting the input
so students can take note of it, and checking student
comprehension. They also reported the same categories
of output management strategies. These ranged from
simply noting that someone produced or did not pro-
duce language to creating situations to provoke the
production of certain utterances, to correcting them,
and so on.

However, the results also revealed interesting differ-
ences. Experienced teachers generally reported more
varied strategies per category of input and output man-
agement than did novice teachers. For example, in the
category of making sure there was input, experienced
teachers reported 14 different strategies (e.g., providing
input by manipulating the task, providing input through
reading, provoking the production of certain utterances
using props, eliciting) while novice teachers reported
only three.

Implications for teacher training
These results suggest that one can access concrete areas of
differences between experienced and novice teachers.
Although not all are relevant to teacher education, there
is a great deal of possibility that some are. One can
conceive of the development of teaching expertise as a
continuum, with novice teachers placed at earlier stages
and experienced teachers at latter stages. Some differ-
ences between teachers found at different stages may
reflect novice teachers’ gaps in knowledge. Can these
gaps be remedied by teacher training? For example,
further exploring the differences between novice and
experienced teachers’ use of language management may
reveal a role for teacher training. One can find out, for
example, whether and how teaching the different strate-
gies reported by experienced teachers but found missing
in novice teachers can affect the latter’s development.

Examining these areas, no doubt, requires painstak-
ing and careful research but the efforts will pay off. As
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mentioned earlier, any insights gained from these stud-
ies will inform the knowledge base of teacher education,
the building of which is a central task in teacher educa-
tion these days.
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脳神経学の研究者達は新しい学識分野を着々と広げていっている。そして、この新しい学識は語学教師にとって、応用言語学のどのような印刷物

よりも役立つものとなるであろう。本稿では、前帯状束皮質がエラーコレクションの中心地となっている可能性に焦点をあてている。

Mario Rinvolucri

For 25 years I have worked as a modern language
methodologist and now, suddenly, in mid-career, I

see a whole new horizon opening before me. For 25 years,
in the excellent company of people like Alan Maley,
Bernard Dufeu, Andrew Wright, Paul Davis, John Mor-
gan, Jean Marc Care, Herbert Puchta, Luke Prodromou,
Donald Freeman, Tessa Woodward, Seth Lindstromberg,
and Peter Grundy, I have beavered away at exercises that
have certainly made the language classroom much less
tedious than it was in the early 70s, a time when I greeted
the poverty-stricken bag of activities proposed by Robert
O’Neill (1971) in Kernels Intermediate with rapture—they
were so much better than what we had had before. We
now have available a powerful edifice of techniques to
use in the EFL classroom, and it is the methodologists
who have borrowed them, adapted them, and created
them. The fact that maybe not more than l0,000 of the
400,000 colleagues who teach EFL in China’s secondary
schools know anything about these techniques is a sad
one. The fact that you can do a Master’s in ELT in the US
or the UK and learn very little about the sizeable toolbox
now available is a sad fact, too. However, the knowledge
and experience are there and available in 200 or 300
teachers’ handbooks, from where they gradually filter
into the internationally produced course books.

The Snag in the Methodologists’ Work
Our main problem over the past 25 years is that we have
devised exercises with very little knowledge of how
people learn language. We have had to work with little
or no scientifically validated knowledge. We have had
to follow our hunches and work artistically. Having
devised an exercise we have been able to watch students
using the scenario in question and then been able to
think analytically about how the exercise appears to be
helping or not helping the learner. In this area, sadly, the
writings of most of the applied linguists have been of
little help.

The neurologists of the brain, people like A. Damasio
(1994), have recently started publishing material that
begins to describe how learning may take place, and
which areas of the human brain are involved. With the
growth of these neurological studies we are gradually
building up a physiological picture of how learning
happens. If this continues, then language methodologists
will have some basis for favoring Activity A over Activity
B in terms of the brain activity provoked by each.

Let me illustrate the way discoveries in neuroscience
can suddenly throw light onto an area of language teach-
ing where before what we did was little more than
psychological guessing.

Mario Rinvolucri is a
language teacher,

teacher trainer, and
writer for Pilgrims,
Ltd. in Canterbury,

UK. His visit to JALT
is sponsored by Pil-

grims and Cambridge
University Press.

 Neurological Frontiers
Correction as an Example of an
Area Illuminated by Neuro-
science
When I first came into teaching
35 years back, correction was not
an area of worry or concern. The
student made a mistake and I
said: “Not ‘teburu, ‘ Hiroi, say
‘table.’” Was that not what teach-
ers were there for?

The next step, for me, was to
observe students as I corrected
them and to wonder what they
were really doing with the correc-
tion. I began to notice that the
Hirois went on saying “table”
wrong, despite my best correc-
tion effort. I noticed that oceans of
scrupulous red ink did not much
improve my students’ writing.

After doing some psychologi-
cal reading and after working with some master teachers,
like Gattegno, I realized that the acceptability of correc-
tion, like the acceptability of any advice, depends on who
is giving it, when, and where. By looking at behavior
correction in the family, it has become clear that there is
a big difference between parental correction and sibling
correction, parallel to teacher and peer correction in the
classroom. This brought greater clarity into my thinking;
and, since then, I have devised a variety of parental
correction techniques and sibling ones.

When I began writing letters to students, I realized that
I did not want to correct the letters they sent me. It seemed
to run against the grain of the communication to give them
their letters back with marks all over them. As I corre-
sponded more with students, I realized how right my
instinctive refusal to correct had been. By not focusing on
the negative, I helped students open their wings and fly
across the page, take risks and try to say things they really
could not yet say. I then added principled zero correction to
parental correction and sibling correction.

All this thinking about correction up to this point had
been teacherish and psychological. I had only dealt with
correction from the outside, social correction. But what
about self-correction? Why do second language speakers
correct oral mistakes they make a second after making
them? How do they do this? Using some of the tools
offered by neuro linguistic programming (NLP), I set out
to find out how. I discovered that people are very differ-
ent in the way they self-correct, at least according to the
accounts they are able to give of the process. Here is one
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native English speaker’s reflections on this matter:

When I am speaking Russian or German and waiting
for a speaking turn in a conversation, I will suddenly
get an abstract picture of the shape of the grammar I
intend to use . . . When this happens my sentence
usually comes out correct . . . . My visual monitor
serves me well, when it is activated before I speak.
However, if it switches on while I am in mid sentence
and allows me to see I am making a mistake, then I go
to pieces . . . I pause and stumble . . . . This is a very bad
feeling. (As cited in Brown, 1999, pp. 39-41.)

This speaker seems to see grammar as a visual entity.
This is not always the case. Here another English speaker
describes what happens when she is speaking Spanish:

If I am in mid sentence and I make a mistake I am
aware of, I hear one of two voices in my head. One is
on the left side and it comes up from below, curls
round the left side of my head and then goes out in
front of me. This voice is kind, soft and low and it is
very easy to accept correction from it. The other
moves in a directionally similar way but on my right
side. It is harsh, loud and accusatory and I hate
accepting correction from it. I fear it. (As cited in
Brown, 1999, pp. 39-41)

Accurate, self-reported information about students’ in-
ner processes of self-correction is of immediate practical
use to the teacher. If I were teaching Russian  to the first
English speaker, it would never make sense to interrupt
his conversational flow to correct anything: Why imitate
the dysfunctional side of his inner monitor? If I were
teaching Spanish to the second English speaker, I could
do great harm by offering correction in a voice that
seemed loud or harsh to her.

Self-correction also fascinates the neurologists. They
want to know what exactly happens in the brain when
someone self-corrects. They have used brain scanning to
discover that during error correction there is intense
activity in a curve of gray matter just under the frontal
lobes, an area known as the anterior cingulate cortex, or
ACC. Researchers from Pittsburgh University report that
the ACC, when monitored with magnetic resonance im-
aging, seems to activate whenever its owner gets a simple
task wrong (Carter et al., 1990). In their experiment, the
subjects were asked to distinguish between different
letter sequences. As a language teacher, I am amazed to
learn that a discrete set of cells are activating the first
English speaker’s abstract pictures about Russian gram-
mar and setting off one or the other of the second English
speaker’s correctional voices. The anterior cingulate cor-
tex is the actual location of the internal process that
students have described to me in conscious words.

If only I were competent to read and evaluate what most
neurologists are producing, week by week, month by
month. Knowledge of what the brain does when we self-
correct, when we are corrected by a teacher, when we do
not notice our mistakes is central to how EFL teachers

should go about teaching. In my view, brain neurology
already has offered and will increasingly offer language
teachers answers to questions we have not yet had the wit
to ask but which, unknowingly, we need answers to.
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「読者の声」お便り募集

『The Language Teacher』では「読者の声」のコラムを新

設しました。誰もが参加できるフォーラムで、とりわけ、普段

発言の機会のない皆様からのお便りは大歓迎です。『The Lan-

guage Teacher』 の内容からJALT全般にわたる問題について、

読者からの簡潔で時宜を得た（あるいは普遍性のある) お便りを

お寄せください。記事に対するご意見のほか、編集者および特

定の著者に対するお手紙でも構いません。( 記事に対するご意見

は、必ず元の記事の問題を明記してください。長めのご意見は

従来通りReaders' ViewsまたはOpinions & Perspectivesのコ

ラム宛お送りください。)

編集上の必要からご連絡を差し上げる場合もありますので、

お便りには、お名前、ご住所、電話番号やEメールアドレスなど

のご連絡先も忘れずに。締切は、掲載をご希望になる号の発行

月の２ヵ月前の15日にEditor, Bill Lee (2頁参照)必着です。
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JALT99 Featured Speakers
H. Douglas Brown
Some Practical Thoughts
about Student-Sensitive

Critical Pedagogy

In recent years, the language teaching profession has
witnessed a stark increase in the number of articles,

chapters, books, and presentations on the “critical” na-
ture of language pedagogy. We language teachers and
teacher educators are reminded that we are all driven by
convictions about what this world should look like, how
its people should behave, how its governments should
control that behavior, and how its inhabitants should be
partners in the stewardship of the planet. We are told,
for example, we should “. . . embody in our teaching a
vision of a better and more humane life” (Giroux &
McLaren, 1989, p. xiii). Or, as Pennycook stated it, “the
crucial issue here is to turn classrooms into places where
the accepted canons of knowledge can be challenged
and questioned” (1994, p. 298).

However, critical language pedagogy brings with it the
reminder that learners of the English language must be free
to be themselves, think for themselves, behave intellectu-
ally without coercion from a powerful elite (Clarke, 1990),
cherish their beliefs and traditions and cultures without the
threat of forced change (Edge, 1996). In our classrooms,
where “the dynamics of power and domination . . . perme-
ate the fabric of classroom life” (Auerbach, 1995, p. 9), we
are alerted to a possible “covert political agenda [beneath
our] overt technical agenda” (Phillipson, 1992, p. 27).

Is there a middle ground? Can English language teach-
ers facilitate formation of classroom communities of learn-
ers who critically examine moral, ethical, and political
issues surrounding them, without pushing a personal
agenda? I would like to suggest four principles, along with
some examples, of engaging in critical pedagogy while
respecting the values and beliefs of our students.

Four Principles
When we focus on critical pedagogy, what first comes to
mind is a number of so-called hot topics that we can
address in our classrooms. Topics like non-violence, hu-
man rights, gender equality, racial or ethnic discrimina-
tion, health issues, environmental action, and political
activism are controversial, they are sensitive to students’
value systems, and they demand critical thinking. I would
like to suggest four principles for dealing with such topics:

1. Allow students to express themselves openly. (Be sen-
sitive to power relationships, encourage candid ex-
pression.)

2. Genuinely respect students’ points of view. (Validate
students’ points of view.)

3. Encourage both or many sides of an issue. (Embrace
all seriously-offered statements, opinions, and be-
liefs.)

4. Do not force students to think just like you. (Delay or
withhold your own opinion.)

Practical Examples
Consider the following examples of classroom activities
from around the world. Do they abide by the above
principles? Can your classroom replicate any of them?

In Brazil, a curriculum for children takes them on an
adventure trip searching for magic glasses which, they
discover, will enable them to see the world as it could be if
everyone respected it. The program teaches appreciation
for Native Indians of Brazil, their culture, stories, and
music; it teaches gender roles, animal rights, and environ-
mental stewardship. (Maria Rita Vieira)

In Japan, a classroom research project called “Dreams
and Dream Makers” had students choose a person who
“worked to make the world a more peaceful place.”
(Donna McInnis)

In Singapore, an activity called “Stamping out Insults,”
focused on why people insult others and helped students
to learn and use kind, affirming words as they disagreed
with one another. (George Jacobs)

From China, a teacher had students study oppression
and suppression of free speech in the former Soviet
Union, calling for critical analysis of the roots and rem-
edies of such denial of freedom. Without his espousing
any particular point of view, and under the guise of
offering criticism of another country’s practices, students
were led to comprehend alternative points of view.
(Anonymous by request)

In Armenia, a teacher had students share their grandpar-
ents’ experiences during the 1915 Armenian genocide
when more than 1.5 million Armenians were killed in
Turkey. Nearly every student had family members who
had been killed. Discussions focused on how ethnic groups
could overcome such catastrophes and learn to live to-
gether as cooperative, peaceful neighbors. (Nick Dimmitt)

A teacher in Israel told of a unit in which students had
to create an ethical marketing and advertising campaign
for a product. Cases of Colgate widening the mouth of
toothpaste tubes and of Revlon’s making the glass on nail
polish bottles a little thicker led students to face ethical
issues. (Stuart Carroll)

In Egypt, where the status of women is an integral part
of the culture, a teacher used an activity that culminated
in the students’ writing up a “bill of rights” for women in
Egypt. (Mona Grant Nashed)

Can you, in turn, engage in sensitive critical pedagogy
in your classrooms? What are some activities you can do
that would respect students’ points of view yet stir them
to a higher consciousness of their own role as agents of
change? The little differences here and there that you
make can add up to fulfilling visions of a better and more
humane world.
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Christopher N. Candlin
& Ken Keobke

Tasks, Materials, and
Classroom Contexts

Take a moment to imagine the ideal classroom con-
text. Teachers would have freedom to make choices

among a wide range of teaching and learning materials.
The learning materials they use would be closely geared
to the interests, ages and cultural expectations of their
learners. Teaching materials would reflect what we
know about the nature of language. The tasks included
would be directed at enhancing how learners learn, how
they could improve their language performance, and
how they could experience, interactively, what each
learner could contribute to a common learning purpose.

Classroom life is not like that. Instead, the norm is that
teachers are presented with a limited range of materials
and tasks, which may have no theoretical basis or may
embody contradictory theories of learning and teaching.
The room for exploring options for delivering instruction
is often limited and frustrating. In the face of such chal-
lenges, we ask ourselves, “What is to be done?”

First, we can try to work out the cognitive principles
underpinning the tasks and evaluate their effectiveness.
Second, we can examine how representative the content
and activities of the materials and tasks are to the con-
texts of teaching and learning in our desirable class-
room. Third, we can ask questions about the quality of
language exposure the materials provide. Finally, we

can question the overall framework of the materials and
the extent to which they support (as is often the case) less
well-equipped and less experienced teachers to do a
good job in difficult circumstances.

The issues facing such teachers working with such
materials in such classrooms have often been consid-
ered. In many studies, problems have been identified
that usually include questions of available time, appro-
priateness and relevance, teachability of content and
tasks, and attuning to learners’ levels of competence,
both linguistic and cognitive. But the central concerns of
our sessions revolve around how to address these issues
in a practical way that can benefit teachers and learners.
We need to consider how to develop strategies, systems,
and structures that can be used to evaluate learning
materials and their classroom contexts to allow teachers
to reflect intelligently on what they should use, adapt,
and discard. We need to develop materials that seek to
address at least some of those issues, including increas-
ing student autonomy to make them responsible for
their own learning beyond the walls of the classroom.

In approaching these issues, our concerns range from
the theoretically-based analysis of language, learning,
and classroom context to the development of effective
learning materials, both simple (to ensure usability) and
complex (to offer insight into the richness of language).
Our sessions at JALT99 will focus on evaluation and
design of materials as well as appraisal and delivery.
Above all, these sessions will address how we might
match what we do and the materials and resources we
use to the twin demands posed by theory and the con-
texts of teaching and learning English in a real world.

To achieve these goals, we plan to draw on our comple-
mentary experience of linguistics, social psychology,
and foreign language teaching pedagogy, to look closely
at how theories and research into task-based learning
have developed, how they can be adapted into class-
room practice, and how we can work out a set of viable
guidelines for both task design and materials develop-
ment. These guidelines need to take into account what
we know about language, learning, and how learners
navigate the discourses and activities of the classroom
and classroom materials. Above all, we are interested in
how apparently small changes in the way we teach and
how we organize learning can have quite dramatic
effects in enhancing learners’ opportunities to learn.

Planning is one thing, evaluating is another. There-
fore we are also interested in taking our ideas about
teacher action research in classrooms further so that we
may reflect on the teachability of materials and tasks
that enhance teachers’ own teaching capacities as well as
enhance learners’ learning.
理想の教室をイメージすることはその関係者すべてのチャレンジを認

識することである。教育・学習教材は利用できる時間、適切さと妥当

性、内容及びタスクの教えやすさ、そして言語的にも知識的にも学習者

の能力レベルにあわせることで適切なものとなる。筆者のセッションは

そのような教材の実用的な評価、デザイン、判断、及び使用法に焦点を

置いて進められる。

批判的言語教育学とは、教師が学生に様々な問題に対して批判的思考

を用いるよう促すものである。しかし同時に、学生は単に教師の観点を

身につけることを強要されるべきではない。本稿では繊細な批判的教育

を行うための４つの原則を、世界中からのアクティビティーの例ととも

に提供する。
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Andy Curtis
Connecting the Hand, the

Head, and the Heart:
Reflective Practice and Action

Research in the Classroom

The idea of creating connections is such an impor-
tant one, so fundamental, that we might wonder why

it needs to be stated so explicitly. One reason is, I think,
because of what I refer to as “the artificial and institu-
tionalized compartmentalization of knowledge.” Not,
admittedly, a very user-friendly phrase, it does not so
much trip off the tongue as it does trip, stumble, and fall
out. But it does capture the way in which, from our
earliest school days, different types of knowledge are
put into nice, neat, and clearly labeled boxes. That
happens partly due to real world constraints, such as the
need to create teaching timetables and schedules, which
give the impression that geography, history, art, first
languages, second languages, and so forth are separate
areas of knowledge.

So, we grow up with these boxes in our heads and then
get to colleges and universities, which reinforce this
view by encouraging us to specialize. I have lost count of
the number of times I have been told at job interviews
that I must “carve out a niche” for myself,  usually in
response to my interviewers seeing that I publish on, for
example, the use of networked writing labs in second
language environments, the management, or misman-
agement, of systemic educational change, and ap-
proaches to reflective practice. So, they ask, “What are
you—a computer or techno type, an educational policy
type, or a teacher development type?”
“All of them,” I would reply. This was
generally followed by some confusion and
the job being offered to someone “more
specialized.”

Having worked as a clinical biochemist
for many years, before becoming a design
technology secondary school teacher, be-
fore becoming an EAP instructor, before
becoming involved in language teacher
development, I held the notion of interdisciplinary ex-
ploration as a guiding principle long before I had ever
heard of words like “interdisciplinary.” And despite all
the discussion of interdisciplinary research and teach-
ing, the pressure to specialize, to take on a clear role, and
to publish in top journals (for “top” read “more theoreti-
cal”) discourages us from thinking of knowledge in
interconnected ways. We forget that all forms of knowl-
edge are connected to all other forms, that there is no one
single fact, idea, or opinion that is not related, in some
way, to all the others.

Are we teachers or researchers? The answer is “Yes!”
Of the many good attempts to define teaching, my
favorites are the ones about teaching being a series of
endless, moment-to-moment decisions made by the
teachers and learners in a particular teaching-learning
context. In the same way that we cannot really separate
one language skill or modality from another, in the same
way we cannot separate learning from teaching, we
cannot separate teaching from research.

“I am a teacher, not a researcher. If I had wanted to be
a researcher, I would have done a PhD.” I have heard
this often over the last ten years, and, on the face of it, it
seems like a reasonable position. I would certainly not
blame anyone for preferring not to go through the trials
and tribulations of completing several years of doctoral
study. But I think the response, “I’m a teacher, not a
researcher,” though understandable, says more about
the speaker’s perception of what it means to be a re-
searcher than of research itself.

Although some writers talk of research with a big R
versus research with a small r, my own view of class-
room-based research is that it might be best understood
through a re-reading of research as re-search. This small
wordplay highlights what I believe to be the main value
of classroom-based research: to enable us to view our
classrooms, our learners, and our professional selves
through fresh eyes; to see things that are there now that
perhaps were not before and vice versa. The term re-
search can still provoke negative reactions from people
who consider themselves classroom teachers. So, what I
would like to propose is that we drop the “r-word”, and
instead use something like CBE or CBPS. Education
does not, admittedly, need any more acronyms than it
already has, but CBE may help to avoid these under-
standably negative reactions, as it stands for “Class-
room-Based Enquiry” or “Exploration.” The alternative,
CBPS, stands for “Classroom-Based Problem (or Puzzle)

Solving.” The enquiry, exploration, and
problem- or puzzle-solving all relate to the
ways in which we can learn more about what
is and is not happening in our classrooms and
why. They allow us to step back, to create a
little distance, but enough to perhaps see
more.

If we want to have a clear view of some-
thing, especially of something so very com-
plex as classroom interaction, then being

right up close may well not be the best position. If we
accept that re-search means seeing more clearly through
looking with fresh eyes to gain a greater understanding,
then we can use research not only to connect our actions
and our beliefs, by seeing how close the relationship is to
begin with, but also use this insight to bring about any
changes which we might wish to make.
研究者としての教師という考えは新しいものではないが、実際の現場

ではこれはまれである。本稿ではその理由のいくつかを検討し、リサー

チの新しい解釈を提示、さらに現場教師が理論と実践をつなぐためにリ

サーチをどのように使えるかを説明する。

Featured Speakers: Curtis
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My interest in failed lessons, the subject of one of my
JALT99 presentations, Busted Lessons: When Bad Things
Happen to Good Teachers, arose from teachers’ classroom
experiences (including my own). I was talking with an
ESL teacher who related how a recent class she taught
was a “complete bust . . . everything went wrong.” I
commiserated and told her a similar event of my own.
This led me to investigate, and I learned that experi-
enced and inexperienced teachers handle busted les-
sons differently; that has implications for teacher
development.

The JALT99 workshop that I will offer on developing
comprehension questions grew out of my ELT reading
classrooms. I got tired of the repetitious comprehension
questions in the materials I was using. So, like most
teachers, I made up my own. Once I started, I read
articles on the nature of comprehension. Then, to save
myself from re-inventing the wheel, I developed a chart
that displayed levels of comprehension and types and
forms of questions.

My unhappiness with the commercial materials I
used in my reading classes also influenced my work in
developing ELT materials. Because the materials I used
were so trivial and boring for both my students and me,
I vowed that any materials that I developed would deal
with important and interesting concerns. So when Junko
Yamanaka and I wrote Impact Issues (1998) and Impact
Topics (1999), we included subjects such as capital pun-
ishment, spouse abuse, and infidelity.

My third confession is that I find developing
materials as satisfying, rewarding, and challeng-
ing as doing research. It is exciting to write a
compelling and comprehensive story on a real-life
topic such as sexual identity or stealing and then
make an activity that helps students examine and
express their beliefs on the topic.

I close with a declaration, not a fourth confes-
sion: I find the annual JALT conference a stimulat-
ing and well-balanced mixture of pedagogy,
research and theory. There is always something for

everyone interested in teaching, materials, and research.
I hope to see you there!
筆者は学説の重要性は強く信じているが、学術論文や本にはあまり興

味を引かれないことを白状せねばならない。また、研究者である教授と

いう立場にもかかわらず、英語教育を楽しみ、教材開発がリサーチと同

じくらい価値があり、興味をそそるものであると考えていることも白状

せねばならないだろう。
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Richard R. Day
Confessions

of a Featured Speaker

My first confession is that many academic articles
and books in our profession put me to sleep. There

are exceptions, but I find much of the scholarly output
boring and uninteresting.

However, I strongly believe in the importance of
theory in everything we do, including teaching, re-
search and materials development. Even though we
might not be aware of it, our professional lives rest
firmly on a theoretical foundation. Nothing is as impor-
tant as a good theory.

Is there a contradiction between my first confession
and my belief about the importance of theory? I do not
think so. It is not theoretical concerns that I reject but the
theoretical foci of much of what I find in scholarly books
and journals: issues not relevant to my major interest—
the teaching and learning of foreign languages in gen-
eral, or of English in particular.

To capture my attention, scholarly work has to have
teaching and learning as its theoretical focus. That means I
usually ignore articles, for example, that have a section
entitled “Implications for the Classroom.” Such sections
are generally tacked on to reports of investigations
that had little to do with teaching and learning and
have little to offer language teachers. The audience
for such writings is other scholars or researchers, not
language teachers.

That brings me to my second confession. I con-
fess to enjoy teaching English to speakers of other
languages. I really like it! Even though I have an
academic appointment in a university where a
premium is placed on research and publication, I
try to keep one foot firmly planted in the ELT
classroom.

Is there another contradiction lurking here? What does
teaching have to do with theory and research? I believe that
the classroom informs both theory and research. Theory
and research properly can have their origins in the class-
room. The dominant position is the opposite—that we
apply theory and the results of research to the classroom,
but I disagree. Important theoretical and research ques-
tions easily flow from our classrooms.

I believe that my scholarly activities reflect the centrality
of the classroom to theory and research. For example, my
work in extensive reading (e.g., Day & Bamford, 1998)
emerged from an elective reading course I taught in a
private Japanese high school. I felt something was missing
from the skills and drills approach and realized I wanted
my students to enjoy reading, to realize the benefits that
come from reading for reading’s sake. My search for ways
to this led me to extensive reading.

Featured Speakers: Day

The Bookworm
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Robert Homan &
Chris Poel

Cooperative Learning,
Motivation, and Expectations
Why Cooperative Learning?

Years ago, when we were young teachers, we found
that our students often did not perform well. In fact,

when we put the students into groups, they would
mostly just sit and do nothing, or they would work by
themselves. In other words, a group of four was actually
four individuals sharing a common space, but not their
thoughts and opinions. After countless attempts at ca-
joling, persuading, and threatening with bodily harm,
we came to the conclusion that students simply were not
interested in group work. Fortunately, we were intro-
duced to cooperative learning at that time.

What is Cooperative Learning?
“Cooperative learning restructures the traditional class-
room into small, carefully planned learning groups to
provide opportunities for all students to work together
and learn from each other” (Coelho, Winer, & Winn-Bell
Olsen, 1989, p. 3). In other words, cooperative learning,
at its simplest, is group work, but it differs significantly
from the traditional idea of group work in that each
student is responsible for an equal amount of material to
be learned and taught. While the learning aspect is
basically no different from many traditional activities,
the teaching aspect is what really sets cooperative learn-
ing apart. During the teaching component, students
must use summarizing and explaining strategies, which
result in increased interaction and communication. Fur-
thermore, if a discussion results in conflicting opinions,
the differences must be resolved to complete the task.
All of the above strategies result in increased group
social skills, as well as increased communication (Johnson
& Johnson, 1991, pp. 41-42).

How does It Improve Motivation?
“In a cooperative classroom, a student who tries hard,
attends class regularly, and helps others to learn is praised
and encouraged by group mates, much in contrast with the
situation in a traditional class” (Slavin, 1990, p. 14). This
phenomenon, called positive interdependence, makes co-
operative learning one of the better tools for increasing
students’ motivation. In addition, positive interdepen-
dence interacts with a second kind of motivation, indi-
vidual accountability. In effect, this is a type of negative
motivation where students feel they must do their best so
that the other group members are not let down. Thus, these
dual motivating factors work together to inspire the stu-

dents to work as a group, as opposed to four individuals
occupying the same space. (See Johnson & Johnson,
1991, 1994; and Kagan, 1992, for details about positive
interdependence and individual accountability.)

What Lies Beyond ?
While there is little doubt that cooperative learning will
improve students’ motivation in the classroom, it may
not be enough. In addition to training them in coopera-
tive group work, the teacher needs to consider the
materials they work with. If the level is below the
students’ intellectual capacity, they will chafe under
laboring to study something so trivial. The demotivating
factor of simplistic materials can seriously affect stu-
dents’ attitudes, canceling out the motivational gains
from cooperative learning.

Moreover, material selection is often influenced by
teacher expectations. If the teacher believes that the class
level is false-beginner, a textbook which supposedly
best suits false-beginners is chosen. However, is this
truly best for the students? Could it be that students are
demotivated because they have already studied syntac-
tic and lexical concepts far more advanced than those
presented in the typical oral English course?

Granted, many students do not have the lexical ability to
discuss challenging issues in the second language. How-
ever, teachers often tend to forget that they do have the
ability to discuss those topics in their first language. The
result is that we give students topics to discuss that are
oversimplified and, quite frankly, beneath their dignity.
Put yourself in the student’s place. You are taking challeng-
ing courses in your first language in such topics as econom-
ics, history, or social studies. You have just passed a test on
a difficult reading about the environment. Now, you are in
your English conversation class, and the topic of discussion
is visiting your grandmother or your favorite food. Are
these challenging topics? Are these topics that would
inspire you to try to communicate in the second language?

Undoubtedly, many teachers will say that their stu-
dents cannot even respond to something as simple as
“How are you today?” For those instructors, an alterna-
tive is to teach pragmatic language use. In other words,
make the students aware of how to communicate in a
given situation, what they can say to communicate
appropriately, and, most significantly, why it is impor-
tant to do so. This awareness will not only help the
students understand why it is important to study En-
glish, but will provide a solid foundation for the future.

Thus, teachers need to consider two important factors.
First, the organization of the group work tasks must be
such that students experience both the positive interdepen-
dence and individual accountability that make up such a
large part of cooperative learning. Secondly, teachers must
change their expectations of their students’ intellectual
capabilities by providing stimulating materials. When stu-
dents work effectively in cooperative groups and when
they discuss challenging topics, then they will leave class
with a true sense of accomplishment and satisfaction.

Featured Speakers: Homan & Poel
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Steve Mann
How Do You Respond?

Teacher Action, Discourse,
and Development

The JALT99 conference theme, “Teacher Action,
Teacher Belief: Connecting Research and the Class-

room” is an exciting one for me, perhaps because it sets
off so many resonances with my work at Aston Univer-
sity as module specialist for methodology. Classroom
methodology is determined by a teacher’s action and
beliefs, which often have an unconscious and reflexive
relationship. Part of my work involves enabling teachers
to see that teaching routines are a product of beliefs about
language learning and education and helping them to
begin a process of articulation.

Awareness and Action
Awareness and teacher development depend, then, in
the first instance, on connecting actions with correspond-
ing beliefs. As much of our teacher behaviour is routin-
ized (Altrichter et al., 1993), this can have two benefits: (a)
rediscovering what was once conscious but has now
become routine, and (b) seeing (for the first time) aspects
of teaching which have never been considered consciously.

It is clearly essential to connect teacher action with
teacher beliefs. What about the other connection inher-
ent in the conference theme? Read one way, “Connect-
ing research and the classroom” echoes the worrying
theory and practice distinction (academic theorists dis-
tinct from teachers) that results in “a hierarchy of kinds
of knowledge” (Schon, 1983, p. 36) and in the application
of theory to the classroom. Having reached the end of

the century (if not the rainbow), it is clear that TESOL
has now recognized the influence of action research on
classroom practice. If we are talking about connecting
teachers’ action research with other teachers’ action
research, let us increase these connections.

Teacher development is inhibited when teachers leave
the responsibility for research to others and adopt the
stance of consumers. Sustained teacher development
can only take place when teachers take responsibility for
their actions. Responsibility can sound heavy, but it is
the responsive part of responsibility that is important.
How do teachers respond to the needs of learners and to
the ideas of other teachers?

Personal Methodology and Action Research
My teaching and research work all start with a recognition
of the importance of the link between developing personal
methodology and action research. I am particularly inter-
ested in the ways teachers develop a sense of awareness
and of plausibility (Prabhu, 1990) for their teaching actions.
This growth in awareness may arise from individual think-
ing and reflection (learning from one’s own experience),
reading (learning from the experience of others), and inter-
action with other teachers.

Thinking and Groping
Evidence from working with teachers on the Aston master’s
program who are beginning a process of action research
suggests that developing connections between what
Wallace (1991, p. 14) calls “received knowledge and expe-
riential knowledge” is facilitated by specific tools for think-
ing and reflection. Mann (1997) suggests the complementary
use of focusing circles (Edge, 1992) and mind mapping
(Buzan, 1996) as two thinking techniques that have proved
helpful for teachers in establishing a focus for research.
However, for many teachers, beginning a process of small-
scale research is not a simple matter. Clearly time pressures
are a perennial block, but also research steps may not be
immediately clear. Barnes (1975, p. 13) says that in order to
“. . . frame the questions and answer them, we must grope
towards our invisible knowledge and bring it into sight.”
Recognition that it is teachers who have this “invisible
knowledge” and that action research is the best vehicle for
revealing it is the key to teacher development.

Connecting through Articulation
In addition to thinking and reflection, teachers benefit
from opportunities to talk out ideas with other teachers.
I have deliberately used the phrase “talk out,” because a
great deal of professional teacher talk does not create the
conditions for articulation: a process of making sense and
making things explicit.

I prioritize articulation because normal teacher dis-
course is characterized by argument and evaluation,
which are less conducive to the development of a teacher’s
sense of plausibility. O’Keefe (1977) established the dif-
ferent senses of making arguments and having arguments,
and this is a useful working distinction. Having the space

Featured Speakers: Mann & McCarthy

グループワークでの学習活動における学生の乏しい言語運用は教師にとっ

て不満のたねである。本稿では共同学習が対話の上達にいかに役立つかを、

まず共同学習を検討し、その利点を提示し、そして言語学習への意欲向上の

ためには生徒の知的能力を考慮すべきであることを論じながら説明する。
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to talk out or make an argument depends on resisting the
temptation to argue or continually evaluate.

Conclusion
My current research interest is primarily focused on the
exchanges teachers have in different generic teacher
meetings, and I believe we can experiment with the
discourse of our professional meetings to better support
the kind of articulations which feed and support action
research. I want to develop these ideas at JALT99. I look
forward to understanding your ideas too. As the Manic
Street Preachers say—This is my truth, tell me yours.
教師の養成は彼らの実践とその裏にある考え方を結び付けることで成

り立つものである。教師個々の教授法の認識はアクションリサーチを使

い、その教え方を調査することで深めることができる。このプロセスは

他の教師との交流の機会を増やすことや思考や内省を助ける特定の手段

を使うことで促進することができる。
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Michael McCarthy
Turning Numbers into

Thoughts:  Making Sense of
Language Corpora Technol-

ogy and Observing Language

In 1966, when I first became an English language
teacher, computers were in their infancy and were

only accessible to a few privileged scientists. Linguists
certainly had not yet been able to utilize their potential
for language study, even though in that very year, both
Halliday (1966) and Sinclair (1966) published forward-
looking papers which presaged much of the later re-
search into vocabulary that became possible once

linguists got their hands on decent, easy-to-use comput-
ers. At that time, observations of language were either
made from an anthropological viewpoint (that is to say
“out in the field,” with linguists living amongst and
observing linguistic communities, recording their lan-
guages with extensive field-notes and rather clumsy
portable tape-recorders), or simply from the linguist’s
intuition. Nowadays, computing power is cheap and
easy to use, digital tape-recorders and text-scanners
make data collection very straightforward, and publish-
ers are keen to invest in corpus projects, which they
believe will yield new and more powerful information
about language usage which can be used in language
study materials. The landscape, therefore, has shifted
irrevocably. Few would anymore doubt the value of
large corpora as a basis for the construction of dictionar-
ies, and it is not at all science fantasy to envisage corpora
of billions of words in the very near future, which might
inform course books, CD- and DVD-ROM packages,
and be available at the drop of a hat on the Internet. Yet
we should perhaps stop and ponder awhile on the
implications of our present-day abilities, both at the
theoretical and practical levels, for our now awesome
power at once opens new positive vistas and throws up
some potentially thorny issues.

The Evidence: Internal or External?
We are increasingly told by corpus linguists (myself
among them, see McCarthy 1998), that our intuitions are
not always as reliable as we might like to think they are
when it comes to deciding what we really do say and
write rather than what we think we say and write. Or
rather, in my own case, I would take the line that we are
perhaps better at intuiting written forms than spoken
ones. This is because we can usually reflect when we
write, and we can certainly stop reading and reflect on
any piece of writing with relative ease. Speech is differ-
ent: the vast majority of spoken words we produce drift
off into the air never to be heard again, and speech is
most typically face-to-face, or at least produced in real
time, with little opportunity to reflect. It is my conten-
tion, therefore, that when informants are asked to judge
the grammaticality of sentences, they “translate” them
into written texts and judge them against written norms.
Many sentences deemed ungrammatical in writing pass
completely unnoticed and unproblematically in even
the most educated speech. But the main point about
intuition is that it is internal; the evidence comes from
within the mind of the linguist or teacher. There is no
need to have recourse to the “world out there,” espe-
cially in the case of the native speaker, for he or she is
endowed with “competence,” that invisible underbelly
that “knows” its native language, even if the visible
manifestation, “performance,” is often wanting. What
flows from a trust in intuition is not only faith in the
power of internal evidence, but, almost necessarily,
faith that native speakers know better than others, that
the educated native speaker represents the highest au-
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thority in any dispute over usage. Where native speak-
ers are not on hand, grammars and dictionaries based on
the written evidence of the canon of great writers in any
culture can be called to give evidence.

Such a view of the world held water until linguists
began to get access to large spoken corpora. I am one
such privileged linguist. With my colleague, Ronald
Carter at the University of Nottingham, UK, I codirect
the CANCODE spoken corpus project, sponsored by
Cambridge University Press. The corpus consists of five
million words of conversations recorded in everyday
situations in the islands of Britain and Ireland. Cam-
bridge University Press, with whom the copyright re-
sides, have also generously given us access to their
massive, 100-million word Cambridge International
(written and spoken) Corpus (CIC), so that we can make
comparisons between speech and writing.

Among the many striking things about a spoken cor-
pus is the extremely wide range of tolerance and relaxed
use of forms that would often be considered problematic
in writing (Carter & McCarthy, 1995, 1997). Writers ori-
ent towards standard norms; speakers accommodate to
one another and to the moment. The spoken corpus is a
vast treasure, but it is one which throws up real chal-
lenges. What is more, the evidence is all external: it is
simply “text,” but that does not mean it is “objective” or
free from cultural and ideological problems.

Unlike the written evidence, the spoken corpus is not
based on a canon of the writings of the great and the
good in any culture; it is simply ordinary people talking
in ordinary ways in ordinary situations, and significant
ideological issues are raised by using a spoken corpus of

native speakers, such as CANCODE. If the range of
speakers is demographically representative, then pre-
dictably, widely different levels of competence (whether
linguistic or communicative) will be apparent among
the speakers in the corpus, just as is the case with
writing. The spoken corpus will include many speakers
who strike us as able, clear, communicative and expres-
sive; it will also include those who stumble, who make
a bad job of getting their meanings over, who display
eccentric usage, and so on. Many of the native speakers
in a corpus will be less proficient than many non-native
speakers known to us. The automatic claim of the native
speaker to represent the ideal target for the learner is
therefore held up to question. Seen from a communica-
tive point of view (and in many cases also from the point
of view of grammatical accuracy vis-á-vis standard gram-
mars), in the real world there are expert and inexpert
native speakers, and expert and inexpert non-native
speakers.

The ideological shift required is one that takes us from
the notion of the native speaker to the notion of the expert
and informed user, in the knowledge that both may be
rather difficult to define within our present sociocultural
frameworks. Identifying criteria for expert use of or
expert knowledge in a language like English in different
cultural contexts is an urgent one, and one which will be
necessary if we are to develop a notion of standard that is
not tied to old-world, written norms and simply per-
ceived as another manifestation of linguistic imperial-
ism. The alternative is probably unattainable: to assemble
a database that is truly representative of all the thousands
of types of spoken English that occur in thousands of
contexts around the world, 24 hours of every day.

Humanizing the Numbers Game
So far, I have asserted that corpora, especially spoken
ones, are powerful external evidence of how speech
communities and cultures communicate, and we need
to shift our ideological perspectives to value them fully
(a shift from reliance on intuition and from the elevation
of the native speaker as the source of authority). But how
should expert users of a language such as English,
amongst whom I include the native and non-native
speaker readers of this journal, in a practical sense,
approach corpus evidence when it is available?

As with so much research, a balance of the quantita-
tive and the qualitative is obviously desirable. “Quanti-
tative” here refers to the allure of numbers and statistics,
which computer software can generate with great ease
(see Figure 1). “Qualitative” in this case means human-
istic interpretation, plausible explanations of the data,
seeing through the numbers to the culture that pro-
duced them, and modeling the data for language teach-
ing in a way that is relevant for our purposes. Another
balance necessary to strike is that between language
teaching that is corpus-driven and that which is corpus-
informed. A corpus-driven approach is absolutely faith-
ful to the evidence of the corpus; a corpus-informed
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Table1. Top Twenty Word Forms, Spoken and Written

CIC Written

Rank Word     Occurrences

1 THE 56,153
2 OF 29,101
3 AND 27,194
4 TO 27,000
5 A 23,427
6 IN 18,464
7 I 11,869
8 IT 10,212
9 THAT 9,925
10 IS 9,906
11 FOR 9,808
12 WAS 8,470
13 YOU 8,076
14 ON 7,467
15 WITH 7,170
16 AS 7,086
17 BE 6,275
18 HE 5,975
19 AT 5,414
20 HAVE 5,241

CANCODE Spoken

Rank Word     Occurrences

1 THE 34,951
2 I 30,480
3 AND 28,023
4 YOU 27,306
5 TO 23,152
6 A 20,386
7 IT 18,317
8 THAT 17,896
9 OF 16,768
10 YEAH 13,653
11 IN 12,248
12 ER 10,968
13 MM 10,563
14 WAS 9,840
15 KNOW 8,740
16 IS 8,456
17 SO 8,391
18 IT’S 8,004
19 THEY 7,783
20 BUT 7,343
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approach takes insight from the corpus, but filters that
insight through common-sense language teaching prac-
tices. For instance, we might take a real vocabulary
collocation from the corpus, such as “have lunch” or
“have dinner,” note that it is much more frequent than
“have a car” or “have two sisters,” but nonetheless
prefer a usable, short, invented context for it in our
vocabulary teaching at elementary level, rather than
simply “throwing in” a real, and perhaps difficult-to-
contextualize utterance, unedited straight from the cor-
pus (see McCarthy & O’Dell, 1999).

Finally, briefly consider how an expert language user
might make sense of a small bunch of numbers. Table 1
shows the “top twenty” word forms from million-word
spoken and written samples of CANCODE and CIC
corpora.

Making sense of these numbers means not only account-
ing systematically for the presence or absence of certain
forms (such as explaining the high incidence of know in the
spoken list in terms of the interactive discourse marker you
know), but also appreciating the broader implications for
any spoken variety of any language, of the fact that a
spoken corpus focuses mostly round the words I and you
(note how much lower they rank in the written), and has a
very high proportion of vocabulary devoted to interactivity
(yeah, so, but, and the non-verbal tokens, er, and mm). And
these are only the first 20. Even from these rather semanti-
cally empty-looking words, significant qualitative insight
can be gained.

With a common-sense, corpus-informed approach,
we can achieve the following: (a) reliable external evi-
dence of usage that is not prey to the vagaries of intu-
ition; (b) a deeper understanding of differences between
speech and writing; (c) insights into the cultural values
that underpin language usage; (d) a resource for expert
users, whether native- or non-native speakers, to con-
sult and exploit in ways relevant to their needs; (e) a
database from which corpus-informed language teach-
ing materials and other resources can be generated.
現存する数々のコーパスは次第に拡大しており、言語教育におけるそ

の重要性はおそらく続くであろう。しかしながら、それらコーパス、特

に口語のコーパスが生み出すイデオロギーの問題は考慮されるべきであ

る。なかでも重大な問題として、外的証拠のステータス、ネイティブス

ピーカーの権威、そして専門家がコーパスの実証を解釈する時に取るア

プローチなどが挙げられるだろう。
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David Nunan
Speaking

in a Second Language

When someone asks, “Do you know another lan-
guage?” they generally mean “Can you speak the

language?” But what does it mean to say, “I can speak
another language?” To communicate the most rudimen-
tary idea, you need words, and you need to be able to
pronounce those words in an accent that other speakers
of the language can understand. However, being able to
produce isolated words only enables us to communicate
in the most rudimentary fashion using “point and grunt”
language of the “me Tarzan, you Jane” variety. In addi-
tion to being able to pronounce words comprehensibly,
we need to put them together in combinations that
enable us to convey the meaning we intend. And to do
that, we need to draw on the grammatical resources of
the language. Many utterances can contain identical
words, and yet carry very different meanings. “The dog
bit the man” is different from “The man bit the dog.”
“My brother, who is from New York, is visiting me” is
different from “My brother, who is visiting me, is from
New York.” The words are the same—it is the relation-
ship between the words, or the grammar, that is differ-
ent (Bygate, 1987; Nunan, 1999a).

And yet knowing sounds, words, and grammar is not
the whole story. In order to communicate attitudes and
feelings, in order not to offend other people, in order to
know when to speak and when to keep silent, when to
invite others to speak, and what topics are appropriate
for which particular occasion we need conversational
skills, cultural knowledge, and intercultural sensitivity.
All of these aspects of communication should find their
way into the speaking classroom.

In the most general terms, we have two main pur-
poses when we speak. The first of these is to get some-
thing (either goods or services), or to offer goods or
services to others. The second purpose is simply to
socialize. The first purpose results in transactional lan-
guage, the second in interpersonal language. Any given
interaction will usually consist of both transactional and
interactional language (for example, when the salesper-
son in a store says, “Have a nice day”).

In any given day, we do lots of different things through
language. Here is a partial list of the things I did today.
(From this list, you can probably tell quite a lot about
where I was and what I was doing.)

• Reconfirmed a flight reservation
• Socialized with friends who were going away
• Asked about the checkout time from my hotel
• Bought a CD
• Bought a gift for my daughter
• Called home
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This list is a selective and partial one. To recall and list
every single speaking task performed during the course
of a day would probably be impossible. In performing
these tasks, I used many different functions—describing
things, asking for clarification, making requests, dis-
agreeing politely, making suggestions, and expressing
preferences, to name just a few.

In developing courses and materials for teaching speak-
ing, it is important to think about the sorts of things that
learners are required to do with language, and then to
create tasks that present this language in meaningful
contexts. Common functions include the following:

• Identifying and describing people
• Introducing themselves and others
• Giving and accepting greetings
• Giving personal information
• Expressing degrees of certainty
• Asking for and offering help
• Asking where people are from
• Welcoming someone into a home
• Offering goods and services
• Accepting and refusing offers from others
• Asking for permission
• Asking about prices
• Expressing desires
• Making suggestions
• Asking for and identifying location of places
• Giving directions
• Describing procedures
• Describing routines and schedules
• Expressing obligation
• Ordering food and drink
• Asking about and describing likes and dislikes
• Inviting
• Making excuses
• Narrating a sequence of past events
• Making suggestions
• Voicing objections
• Saying what people and jobs are like
• Agreeing and disagreeing
• Expressing preferences

In order to use these functions, and to communicate ideas
and feelings effectively, learners need to be able to use
language creatively. A major challenge in the language
classroom is to move learners from reproductive to cre-
ative language tasks. A reproductive task is one in which
the student reproduces language provided by the teacher,
the textbook, or the tape. Reproductive tasks are designed
to give students mastery of form, meaning, and function
through exercises in which the learners manipulate and
practice the target language items. In most speaking courses,
most of the work that learners do involves reproductive
language work. The following task, while it is communica-
tive, is also essentially reproductive, because the learners
are practicing asking and answering questions that they
have been practicing through more controlled activities
earlier in the lesson such as “What does Bill like doing?” In

contrast with reproductive tasks, creative tasks are those
that require learners to come up with language for which
they have not been specifically cued. In other words, they
are asked to use words, phrases and grammatical struc-
tures that they have already learned, but to put these
together in new ways. When undertaking such tasks,
learners are recombining, in novel ways, forms, meanings
and functions that they mastered (or partially mastered)
when working on reproductive tasks. (For examples of
ways in which we can move learners from reproductive to
creative language use, see Nunan, 1999b.)

Developing total fluency in a wide range of situations in
another language is an immense undertaking that often
overwhelms the learner. Over time, learners become de-
moralized, their motivation falls, and this often results in
their leaving the course. This challenge can be addressed
by segmenting the learning process into achievable goals.
At the end of each lesson or unit of work, the student should
be able to do something that he or she could not do before
(or could not do as well).
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Chuck Sandy
The Teacher as Builder and

Architect

A building under construction cannot stand wholly
on its own. It requires additional support structures

to provide assistance and a safe working environment. In
the initial stages, a frame, or scaffold, is constructed
around the building to provide both this support and a
comfortable net of safety. As construction continues,
unforeseen weaknesses may be found which require
additional scaffolding. Likewise, a section of scaffolding
may need to be strengthened due to changes in the
building plan or because of the failure to see how the
addition of a new element weakens or calls into play a
seemingly unrelated part of the underlying structure.
Scaffolds are dynamic and are meant to be temporary
support structures, so on the other hand, as work
progresses and the building becomes more able to stand
on its own, sections of scaffolding are removed with the
implicit understanding that they can always be recon-
structed and put back into place if needed. Of course, one
of the final, most thrilling, and perhaps riskiest moments
in any construction project is that moment when the
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scaffolding is removed completely. Will the building
stand on its own? Will it function in all the ways it is
supposed to? Is there still small detail work which re-
mains to be done? Additional, perhaps unforeseen, work
may still be needed, and additional support structures
may be required even after the primary scaffolding is
removed. A building under construction is a work in
progress and can remain such until the day it requires no
more than maintenance to keep it whole and functioning.

In one of Vygotsky’s loveliest metaphors, instruction is
seen as scaffolded support and assistance, and the
teacher’s role is to provide graded tasks and interactions,
allowing students to accomplish activities beyond their
scope as independent learners (Vygotsky, 1962). In this
metaphor, learners are the buildings under construction,
and teachers are the builders and architects, the ones
who, with the help of learners, assess the scale and depth
of the building project and then work to design and
provide the necessary support activities, the scaffolding.
In scaffolded literacy instruction, for example, the read-
ing teacher gauges the difference between what compre-
hension activities students can perform independently
and what they can do with the teacher as guide; and then,
the teacher designs activities which offer just enough of
a scaffold for them to overcome this gap (Pearson &
Fielding, 1991). By scaffolding, the teacher controls the
aspects of the task “initially beyond the learner’s capabil-
ity, thus permitting him to concentrate upon and com-
plete only those elements that are within
his range of competence” (Wood, Bruner,
& Ross, 1976). Since scaffolds are dynamic
and temporary, they are gradually re-
moved as readers gain skill and fluency,
leaving them closer to full membership in
the literacy club of independent readers of
English.

All instruction is scaffolded assistance,
and teachers of whatever sort are build-
ers and architects who construct tasks
and experiences to provide support for
learners, the buildings under construc-
tion. In the case of the reading teacher, to go back to that
example, teachers may design prereading tasks dealing
with vocabulary or structural elements likely to cause
problems in an assigned text. Knowing that these things
would likely cause “structural failure,” the teacher builds
support structures for students, hoping that these will
allow learners to accomplish something they could not
manage wholly on their own—the reading of a text a bit
beyond their capability as independent readers. How-
ever, knowing that learners come into the classroom as
works in progress with perhaps the foundation already
in place, the teacher often chooses to design scaffolded
tasks which link this completed work with the work to
come. In the reading classroom, these tasks may take the
form of prereading discussion questions to activate
schema and build on real world knowledge or may be
activities which call to mind already known reading
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skills and text types. The scaffolding is constructed,
providing both support and a comfortable net of safety,
but then is removed, once readers complete the actual
reading task on their own.

If one learner can be seen as a building under construc-
tion, then a class full of learners can be seen as a city under
construction, one in which each building requires different
degrees of scaffolding and support. The moment readers
begin working with a text on their own, teachers may find
that some learners face difficulties others do not. Some of
the buildings in this city of readers may collapse com-
pletely, while others may lean dangerously to one side.
Some may experience moments of near collapse as they
read, while others may finish the task standing upright
without need of any scaffolding at all. It is this moment
which I find most interesting and challenging as a teacher.

Working simultaneously with an entire city of learners
in various stages of development requires the teacher to
have at hand a number of flexible scaffolded support
tasks which can be offered as needed. The teacher must
anticipate in advance not only which learners are likely to
collapse, but also in what ways. This, of course, requires
in-depth knowledge of the learners’ needs, strengths,
and weaknesses, as well as the experience to know just
when to take away, replace, or add support. Obviously,
this is not a simple thing, but the metaphor of scaffolding
helps us to see our role in the classroom in a way that goes
beyond the success or failure of a particular activity or

class session. It also helps up to see that
each student comes to us at a different
stage of development, requiring more or
less support.

As lovely as Vygotsky’s metaphor may
be, it falls apart in one essential way un-
less we understand that learners are intel-
ligent beings who are often aware of their
own strengths and weaknesses, motiva-
tions and needs. While instructors may be
the builders and architects of the class-
room, students share in their own devel-
opment as works in progress. In the

scaffolded reading classroom, for example, the students
are free to ask for particular kinds of support and addi-
tional input when they feel it is needed. Students are also
free to inform instructors when given support they feel
is unnecessary or materials they feel have little rel-
evance to their lives or development. Of course, this
provides a degree of messiness to the classroom, but it is
this central human element which makes the building
process so very interesting.
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salads. Similarly, most people will name sparrow, seagull,
and robin as prototypical of the bird species, but not penguin
(because it does not fly).

Prototypicality is a cognitive reality. Speakers have a
range of prototypicalities built into their minds, and this is
as true for linguistic structure as it is for lexical domains.
Taylor (1995) gives the example of the past tense, which has
three distinct uses: (a) to locate an event or state at a specific
time in the past, often accompanied by a time adverbial
such as yesterday or last week; (b) to sequence items with
reference to each other, as in fictional or historical narra-
tive; and (c) to denote counterfactuality, as in conditionals
(If I had time . . . ), expressions of wish or desire (I wish I
had time . . . ), and suppositions or suggestions (What if you
talked to him . . . ). The first of these uses is prototypical, and
is the meaning most people associate with the past tense.
The others are extensions of and from the prototype.

Taylor (1995, p. 197) suggests that “[linguistic] construc-
tions . . . need . . . to be regarded as prototype categories,
with some instantiations counting as better examples of the
construction than others.” It is these “better examples”
which are represented in the intuitions of speakers, not
only about their own first language, but also about the
language to be learned. A principled approach to the
description of textbook grammar could, therefore, start out
by teaching prototypical grammar items, and gradually
introduce less prototypical examples. In this way, the
teaching of grammar would tap into learners’ intuitions.

At JALT99, I hope to look at a number of grammatical
structures, and investigate how these relate to the intui-
tions of participants. We will see that such exploration
reveals some surprising facts about the grammar we know—
and the grammar we can teach.
フルーツの名前を一つ挙げろと言われれば、ほとんどの人はりんごや

バナナを挙げ、トマトとは答えない。厳密にはトマトはフルーツなのだ

が、原型的ではないのである。語彙と同様、言語構造にも原型理論の考

え方がある。文法を教えるときはそのような原型的なものから始め、学

習者の直感と予測を利用し、そして次第に、あまり原型的でない、しか

し自然である例を紹介すべきである。
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Terry Shortall
The Grammar Question

When I started to teach EFL in Brazil back in the
seventies, life was very simple. We used to teach

language as a series of structures, usually in the following
order: verb “to be,” present continuous, present simple,
past simple, and so on. Each class we would drill students
mercilessly on the structure of the day, using repetition,
substitution, and transformation. At the end of the class,
students would file out exhausted, and the teacher would
leave knowing that another structure had been conquered.
Of course, as students were not actually allowed to com-
municate in the target language—in case they made and
learned from their mistakes—we never actually knew if
any of these structures had been learned.

A dozen years later, when I was teaching in Japan, all
such certainty was gone. We were told there was a natural
order of acquisition that was impervious to instruction (see
e.g., Krashen, 1985). Grammar was no longer taught; in-
stead the teachers’ room had collections of games and
banks of information gap activities.

But grammar never really went away (Tonkyn, 1994),
and is to this day an important part of most syllabuses.
Teachers still teach grammar, and learners still expect it
(see e.g., Richards & Lockhart, 1994). A present-day sylla-
bus will be more eclectic, of course, and will usually have
various threads running through the course units: gram-
mar, functions, situations, lexis.

There is widespread recognition now that the teaching
of grammar is an important consciousness-raising device
(Rutherford, 1987), that it allows learners to notice gaps
between their interlanguage and the full target grammar,
and that it can accelerate the learning process. This is what
Ellis (1993) terms as the weak interface position: There is no
longer the expectation that what we teach is necessarily
what learners learn, but there is an acknowledgment that
explicit grammar instruction is beneficial. A strong inter-
face would be similar to that of the old structuralist school:
Learners would be expected to learn each discrete item of
grammar before moving on to the next.

Despite these changes in attitude, the grammar items in
most course books are similar to those found in classic
structural texts (Fries, 1952). There has been little attempt to
re-examine textbook grammar, although proposals for the
use of authentic materials (Little, 1989) have had some
influence on textbook design.

One area that has received little attention in ELT circles
is the possibility of applying ideas from cognitive grammar
(Langacker, 1987, 1991) and prototype theory (Rosch, 1975;
Taylor, 1995) to the description of grammar.

Most people, if asked to name a fruit, will come up with
apple, banana, or pear, but they are unlikely to suggest tomato
which, although technically a fruit, does not fit in with
prototypical notions of fruit because it is usually eaten with
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Susan Steinbach
Video Motivates

I look forward to participation in the JALT conference in Maebashi,
October 1999! It will be my first JALT conference, thanks to the

gracious sponsorship by the very active Video Special Interest
Group (SIG) in your organization, headed by Daniel Walsh, and the
CUE SIG. I come to Gunma with fresh eyes, curious to explore facets
of Japanese culture that I have experienced only from afar, working
with Japanese students for more than two decades in an IEP setting
at the University of California at Davis. I look forward to meeting
many of you.

I have seen Japan through the eyes of students from Sanno, Osaka
Jogakuin, Sugiyama University, ALC, Tokiwakai, Johbu, Interna-
tional Christian University, Tokyo University, and the Japanese
policemen and women of the National Police Academy. I have
taught ronin and star students, salarymen and housewives, shinjinrui
and the older generation. I have watched from afar as Japan went
through its bubble economy and now its recession. Japan has been
my teacher for many years.

I will be presenting a pre-conference workshop at JALT entitled
Culturally Speaking: Bowling, Basketball and Rugby. This workshop
uses a discourse analysis approach to intercultural communication.
Video is the perfect medium to capture variances in verbal and non-
verbal communication across cultures. I hit upon the idea of using
sports analogies to illustrate the distinct features of different com-
munication styles when reading Nancy Sakamoto’s and Reiko
Naotsuka’s (1982) groundbreaking work Polite Fictions: Why Japa-
nese and Americans Seem Rude to Each Other. Over the years, other
analogies have been put forth, but a comprehensive framework
looking at the major characteristics of communication style on a
global scale did not exist. In this workshop, I will use the bowling
analogy to capture the main features of the Asian pattern of com-
munication, basketball to capture the major features of the Ameri-
can English pattern of communication, and rugby to capture the
Arab, Russian, African and Latin style of communication.

Sociolinguist Deborah Tannen (1984, 1994) implies that we imagine
ourselves to behave a certain way when we talk, but filming or
recording actual conversations may reveal that we talk or interact in
ways we did not realize. To increase my students’ awareness of how
they speak, I have developed an assessment tool to evaluate their
conversational styles and compare their “scores” with others. I will
demonstrate this instrument in the workshop. In my search to create
a mechanism that produces a paradigm shift for students in their
understanding of the subtleties of communication style, I combine the
power of self-awareness with the power of video and the power of
analogies. If you are interested in video, sociolinguistics, or teaching
techniques for conversational fluency, this workshop is for you!

As Chair of the Video Interest Section of TESOL, I bring you
greetings from our membership. In March 1999, we celebrated our
10th anniversary at New York TESOL. I look forward to network-
ing with members of the JALT Video SIG, the CUE SIG, and others
who share a love of video and multimedia in the classroom.  Please
visit our web site at http://iac.snow.edu/faculty/dogden/vis/
to learn more about us.

The Seabright Group
Instructional Media

presents

• Fluent American English
video series

Come meet the author at
 JALT 99

pre-conference workshop
“Culturally Speaking: bowling,

basketball and rugby”

• Body Language:
An International View

(23 minute video)

• Voices of Experience:
Cross Cultural Adjustment

(38 minute video)

Visit our web site:

www.TheSeabrightGroup.com
or contact

The Seabright Group
216 F Street, Suite 25

Davis, CA  95616
USA

tel/fax: 530.759.0684
email:SeabrightG@davis.com

Susan Steinbach
creator of

My own interest in video has expanded
to the level of creating and producing five
videos for the intercultural-ELT classroom,
including the Fluent American English se-
ries (Steinbach, 1996a, 1996b) which serves
as the foundation material for my pre-
conference institute. Two other videos pre-
miered at TESOL New York: Body Language:
An International View (Steinbach, 1999a)
and Voices of Experience: Cross Cultural Ad-
justment (Steinbach, 1999b).

Featured Speaker: Steinbach



34 The Language Teacher 23:6



June 1999 35

Featured Speakers: Steinbach & Yoshida

We can look forward to a bright future in video as the
technology continues to develop and expand options for
the educational environment. I use video in the class-
room because it engages students emotionally and acti-
vates multiple learning channels for optimal language
acquisition. In my role as Multimedia Lab Director at the
University of California at Davis, Extension, I constantly
survey the market for videos and films appropriate for
language learners. At the beginning of each quarter, I
notice that students choose computer software programs
to start with. As the quarter goes on, these same students
turn to videos during their independent language learn-
ing class time. Why the switch? I believe it is because
videos engage them both intellectually and emotionally
and because videos allow them to relax from the stress of
ongoing language input in an intensive format. Students
come to class early in order to be able to select a video and
gain access to a closed captioned monitor before the
machines are snapped up by other students. Video moti-
vates. Its value as an educational tool is both irrefutable
and irresistible.
異文化間の様々なコミュニケーションスタイルに対する学生達の意識

に変革をもたらそうと、筆者は彼等の自己認識の力に、ビデオとアナロ

ジーの力を組み合わせた方法を用いるようになった。社会言語学、談話

分析、または会話の流暢さを上達させる教授方法などに興味がある方々

の筆者のワークショップへの参加を期待している。
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Kensaku Yoshida
A Problem of Identity

Japan is still a predominantly monolingual nation
with very little concern for the well-being and educa-

tion of bilingual Japanese or the non-Japanese speaking
population living in the country. In this paper, I will
discuss the problem of a bilingual’s identity from the
point of view of linguistic proficiency, using the results
of several studies conducted on Japanese.

Personal Experience
I went to the United States at the age of seven, moved to
Canada at the age of nine, and finally returned to Japan
at the age of thirteen. At the time, there were no ESL or
bilingual programs in New York, nor was there a Japa-
nese weekend school. When I returned to Japan, the
word kikokushijo (returnee) had not yet been invented.

When I first went to New York, I understood no
English, and when I returned to Japan six years later, I
had forgotten most of my Japanese. I could hardly even
write my name in hiragana—let alone in kanji . In the
United States and Canada, I did two and a half years of
second grade, a half year of third grade, skipped fifth
grade; and, back in Japan, I had to do second-year junior
high school twice (not much else you could do when you
were ranked number one from the bottom, with a one-
in-a-hundred chance of getting into senior high school).

The Problem of Identity
Like so many children who have lived abroad, espe-
cially during their formative years, I had problems with
my identity—was I Japanese or Canadian or American?
One of the biggest factors that made me wonder about
my identity was my linguistic ability. My Japanese was
at the level of a first or second grade elementary school
student. What I lacked was not only the knowledge of
the language, but also the knowledge of the meanings of
almost all of the proverbial and idiomatic expressions
that Japanese children learn in elementary school. I did
not have the cultural background necessary for under-
standing Japanese. At the same time, not having lived in
the US or Canada as a teenager, not only was my English
beginning to get rusty, but I could no longer keep up
with the lifestyle and ways of thinking of teenagers my
own age living in Canada.

Who was I? Where did I belong? I had great friends in
high school. They never ostracized me or made a fool of
me because of my grades or my Japanese. The culprit
was in me. I felt incomplete, I felt inferior. It took me a
long time to understand and accept the idea that a
bilingual is not a person who has two monolingual or
monocultural identities in one, but a person who has a
unique identity, which is not the same linguistically or
culturally as that of a monolingual or monocultural
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person of either culture, but has its basis in both lan-
guages and cultures.

Research on Japanese Bilinguals
Research on the so-called “returnees” revealed through
word association tests that the Japanese-English
bilinguals’ associative patterns differed both from those
of monolingual Japanese and from monolingual English
speakers as well (Yoshida, 1985, 1990). Furthermore, the
results of the Perceived Social Distance Questionnaire
(Acton, 1979) showed that the closer the bilinguals’
word association results were to those of monolingual
English speakers, the more affectively distant they felt,
implying that cognitive or linguistic adaptation does
not necessarily entail affective adaptation.

Tatsumi’s (1998) research showed that bilingual Japa-
nese used grammatical structures which showed influ-
ences from both Japanese and English. For example,
even when describing an event in Japanese, they used
more modifiers to describe the trajectory of action verbs
than Japanese monolinguals, thus implying that their
cognitive processes involved in viewing the world were
not necessarily the same as those of the monolingual
Japanese, even when Japanese is the common medium
of expression).

Furthermore, Nemoto’s (1986) research showed that
the returnees’ use of
Japanese honorifics dif-
fered significantly from
that of monolingual
Japanese, implying that
bilinguals’ perceptions
of human relationships
differs from those of
monolinguals.

Discussion and Conclu-
sion
Returnees and children
of immigrants, for the
most part, are children
who were thrown into a
foreign linguistic and
cultural environment,
not by choice, but be-
cause of inevitable cir-
cumstances arising from
family situations. Al-
though I was able to over-
come my difficulties with
the help of my optimistic
parents, I also had con-
scientious teachers and
understanding friends
who accepted me for
who I was. Not all re-
turnees or foreigners are
as fortunate.
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Educators, parents, and educational policy makers
need to have a better understanding of the fact that a
bilingual is not simply a person who is partly a member
of one linguistic group and partly a member of another,
but a unique person with an identity of his or her own.
日本の帰国子女の多くはアイデンティティーの問題を経験する。その

大きな原因の一つは言語的アイデンティティーにある。本稿では、バイ

リンガルが二つの単一言語・単一文化的なアイデンティティーをばらば

らに持っているのではなく、多言語・多文化的経験に基づいたユニーク

な統合的アイデンティティーを持っていることを述べる。バイリンガル

の特質を知ることは、日本における彼らの教育をよりよいものにするた

めにも必要不可欠なのである。
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Many schools in Japan sponsor overseas study programs
for their students. Unfortunately, little specific informa-
tion concerning the benefits of such programs, linguistic
or otherwise, has been reported. This paper presents the
results of a questionnaire that was administered to stu-
dents participating in a 4-week overseas study program.
The questionnaire, consisting of 54 items, focused on two
areas: 1) assessing the range of interactional situations
students had engaged in during their sojourn, and 2)
measuring changes in student self-confidence. A com-
parison of pre- and post-sojourn responses indicates that
both the range of interactional situations students engage
in and certain environmental aspects of the overseas site
itself influence the degree to which self-reported change
in confidence was observed. Results suggest that stu-
dents who participate in a home-stay program in an
urban environment receive the greatest benefit with re-
gard to increasing self-confidence.
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Helping Part-Time Teachers Help Themselves

Working Papers
edited by joseph tomei

institutions, time becomes a factor. But for anyone seri-
ous about finding a full-time place in the Japanese
university system, it’s a necessity.

Other notes
In the labor dispute at Kumamoto Kenritsu University (see
“Working Papers,” February 1999, p. 37) I am happy to
report that of the six teachers affected, three were moved to
more stable three year contracts as prefectural appointees
and two others were given one-year contract extensions
with the question of status left open for further negotia-
tions (one moved to another university). The upcoming
PALE Journal will be devoted to these developments.

Also, in my previous column (see “Working Papers,”
March, 1999, p. 31), I wrote ‘It was only with the passage
of the 1982 law that the tenuring of foreigners was even
permitted.’ Mike Fox noted that foreigners have always
been eligible for tenure at private universities, which is
true. The point I wanted to make was that the number of
foreigners on hiring committees is painfully small. While
private schools have had the ability to hire foreigners on
tenure, they have, sadly, followed the lead of public
institutions.

There are many part-time teachers out there, each
with different reasons for taking the part-time route.

Some are hoping for a full-time position, others prefer to
use their time to pursue other interests, while others still
don’t want the added responsibilities that full-time po-
sitions bring. While the title is a little presumptuous, it
shows my optimism that if a work force is not too
discontent with its lot, things go more smoothly. Thus,
this article first outlines how full-time teachers can help
part-time teachers, before examining how the latter
group can help themselves. On a personal level, this
column will set out my aims in this coming school year
for the part-timers at my school.

Given ever shrinking budgets and the exceedingly
Byzantine formulae used to calculate pay, it is
unsurprising that I think full-time teachers can do little
about the wage part-timers receive. However, action is
possible in other areas. First, if you are in charge of
scheduling, making a concise and clear package of nec-
essary documents, instructions, and examples for syl-
labi would make everyone’s life easier.

Second, help ensure that part-timers have full use of
university facilities. Access to library and computer
facilities, an e-mail account, and updates on happenings
in the department they teach in as well as the one closest
to their research interest all cost nothing to the school. If
the argument comes up that this has never been done
before, simply point out the percentage of part-timers
and show how facilitating contact with them can avoid
schedule conflicts and other problems.

One part-time teacher complained to me recently that
he had no access to research money. While acquiring
new funds for part-time teachers may be out of the
question, a full-time teacher or group of teachers may be
able (unofficially) to set aside a portion of their budget
for part-time teachers to request books for the library.

Of course, these steps require communication, which
is how part-time teachers can help themselves. It is
surprising how few part-time teachers seek out full-time
staff, foreign or Japanese, to discuss research and oppor-
tunities for publication. Part-time teachers can use not
only the institutional affiliation of the university where
they teach but may also—depending on the institu-
tion—be able to publish in the university’s in-house
journal or kiyo.

Another important place to make contacts is reading
circles or kenkyukai that Japanese teachers participate in.
They range from informal groups of six to eight teachers
discussing an article once a month, to larger groups of
up to 50 teachers with a more formal conference once or
twice a year.

All of this requires a little more committment than
arriving five minutes before class and leaving five min-
utes after, and for those teaching at five (or more!)
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A Chapter in Your Life

All JALT Chapters large and small are encouraged to submit a 900-950 word
report (in English and/or Japanese) about their rich and varied activities,
challenges, experiences, and successes. Also, please remember to make a
chapter poster again for JALT99 (more information to follow). This month,
as a special feature, the newly forming SIG, GALE, discusses its efforts to
gain a place among other special interest groups.

Gender Awareness in Language Education (GALE) Special
Interest Group (SIG) is JALT’s newest forming SIG. As
witnessed by the dramatic yearly increase on presentations
related to gender at JALT conferences, gender encompasses
a wide range of topics of interest to language educators and
students. We warmly invite all JALT members to join us in
the following goals:

1. To research gender and its implications for language
learning, teaching, and training, such as differences in
discourse styles, preferred teaching and learning styles,
interests, needs, motivation, aptitude, achievement, class-
room interactions, same-sex versus coeducational class-
rooms and same-sex vs. opposite-sex teaching, and social
identity.

2. To improve pedagogical practices, develop language
teaching materials, and provide a clearinghouse for materi-
als inclusive of gender and gender-related topics in FL
subject areas such as communication, history, literature,
linguistics, science, sociology, and cultural studies.

3. To raise awareness of workplace and human rights
issues related to gender for language professionals, such
as discrimination, harassment, and violence based on
gender and sexual-orientation, and discrimination on the
basis of marital or parental status, and to provide informa-
tion for countering such discrimination.

4. To increase networking opportunities among lan-
guage professionals interested in teaching, researching,
and/or discussing issues related to gender and language
education, such as biological sex, gender identity, gendered
language, sexual orientation, gender behavior, gender
roles, and gender socialization.

If you are interested in finding out more about GALE,
join us on Sunday, June 20 at our first mini-conference. In
cooperation with Women in Education and Language
Learning (WELL), an independent organization, we will
sponsor a day of workshops and discussions at the Daito
Kaikan of Daito Bunka University, near the North Exit of
Tobu Nerima Station in Tokyo. Over lunch (noon-1 p.m.),
we will discuss how we identify ourselves to others at
work and how this affects our work relations. From 1-4
p.m. we will continue with other workshops. An experi-
enced feminist trainer will give a three-hour assertiveness
training session in Japanese, aimed mainly at helping
foreign women in expressing themselves more assertively
at work in Japanese, but all are welcome. A concurrent
session is tentatively planned to introduce new research
challenging common stereotypes about the Bible and ho-
mosexuality. From 4:30-6:00 p.m. we will hear from a
panel of Japanese gay, lesbian and bisexual authors and
activists on their experiences with and efforts to combat
homophobia in schools, and gain ideas for making our
own classrooms safer places for sexual minorities. All
attending are invited to an informal dinner afterwards.

For information, please contact GALE Program Co-Chair,
Barbara Summerhawk; t: 0424-67-3809 (h), or GALE Co-
Coordinator, Cheiron McMahill; <cheiron@gpwu.ac.jp>.

You can also get a closer look at GALE at our presen-
tation at JALT99 in Maebashi, entitled, “Living and
Learning New Gender Approaches.” Four panel mem-
bers, including the facilitator, will share their unique
experience of functioning in dual roles as teacher and
student of foreign languages in different environments.
The facilitator will introduce the history of gender-
related education in Japanese universities, referring to
the development of Women’s Studies in particular. As a
Japan-born Korean, the next panelist will refer to her
research and personal experience to bring home the
necessity of teaching and learning an awareness of gen-
der. She will present a theoretical linguistic analysis of
conversation modes and problems faced by minorities.
The third panelist will introduce practical ways of teach-
ing about gender and sexuality. The fourth member will
present ideas on using translation as a tool for a better
understanding of gender in both English and Japanese.
The forum will conclude with a discussion between the
panel and the audience on how to create a safer, more
open and tolerant classroom environment that encour-
ages our full potential as human beings.

During the JALT98 conference in Omiya, the members
of GALE enjoyed a rousing good time at a dinner follow-
ing our general meeting. We are now planning to make
this an annual event. Please stop by our table for more
details at JALT99.

We welcome your participation in our e-mail list and
newsletter. To join the list, contact Paul Hilderbrandt;
<phiro@gol.com>. To contribute to the newsletter, pub-
lished in March, June, September and December, contact
Colleen Austin; t: 0762-80-1002 (w); <alice1@shift.ne.jp>.
The theme of our first issue was issues of power/empow-
erment in the ESL classroom. Regular forums are sched-
uled related to HIV education, teacher education, and
research and publishing. We especially seek ongoing sub-
missions reviewing and deconstructing some of the more
popular textbooks in the ESL classroom. As Colleen says,
“A close reading of any ESL text and a discussion of photos,
language and audio aids would be a good resource for all
of us. To continue on a positive note, please think about any
books you have found useful in your classrooms on the
issues of gender, class, race and sexuality.”

Finally, to join GALE, please send your dues by the JALT
postal transfer form in the Language Teacher, or contact
our treasurer, Barry Mateer; <barrym@gol.com>. For more
information on GALE, or to volunteer to help, contact Amy
Yamashiro; <amy@gol.com>.

edited by joyce cunningham & miyao mariko
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GALE（ジェンダーと語学教育）はJALTの一番新しい研究部会

で、最近教育の分野で注目を集めているさまざまな性別や性的な

iden t i tyや性方向などの教育と学習との関わりを探るグループであ

る。6月20日に午後1時から6時まで東京の東武練馬駅の近くの大東

会館でミニ大会を開催し、特に日本語でのフェミニストの

assertiveness trainingやゲイとレズビアンの日本の学校で抱えてい

る問題の発表などを行う予定。詳しいことは会長のミックメーヒ

ル・カイランまで。t: 0274-82-272(h); <cheiron@gpwu.ac.jp>
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My Share
edited by sandra j. smith & oishi harumi

Using Masks to Unmask “Shyness”
in Speaking a Foreign Language

David R. Mayer, Nanzan University

Shy character
In Shyness, Philip Zimbardo tells how his younger brother
George overcame his extreme shyness. Young Philip
surmised that George might feel more comfortable if he
thought others could not recognize him. His mother
made a mask out of a grocery bag and sent George to
school wearing the mask. Feeling unknown, George
gradually got used to school. When he repeated the
course the next year, George had gained enough confi-
dence to appear in the class play without the mask.

Shyness workshop
George’s story and other parts of Shyness became the
basis for discussions among third- and fourth-year En-
glish majors. The students learned the nature of shyness,
completed a questionnaire, and wrote a composition
either about shyness or about their difficulties in speak-
ing English. Later, for first-year students, I distilled the
workshop content into one exercise: wearing a mask.

Using masks in class
For homework, students make a mask that will cover
their face. In class, students put on the masks and move
about the room talking with several partners. After ten
minutes they return to their places and write a reflection
on how they felt wearing the mask and how this exercise
is connected with the speaking of English. Next, groups
of four share experiences. Finally, the teacher explains
the differences between cultural modesty, real shyness,
and natural hesitation. Most of the students come to
realize that they can speak English if they feel they are
unknown and are not being judged.

Risk taking
After the exercise, the next step is for students to be willing
to overcome their hesitation and begin taking language
risks, that is, to recognize when they hesitate to use English
and then decide on strategies for speaking in those situa-
tions, one by one, until they have confidence in each. For
instance, if they always wait for their partner to begin the
warm-up conversation, they should resolve to start the
conversations on Mondays. Their self-assigned homework
is to have a topic to begin Monday’s warm-up. The stu-
dents set simple speaking goals for themselves, decide the
steps to get there in an ascending series of risks, and then
do them until they become natural.

Shy by nature
Should some students feel that they are shy, that they
have difficulty speaking Japanese in public, they can be

told that it is fine to be reserved or
quiet, that it is good some people are
willing to listen to those who talk,
that it is peaceful when not everyone
is demanding something, and that
taking time to think before speaking

is beneficial. In other words, their shyness is quite ac-
ceptable unless it hinders them from doing something
good that they want to do.

Shyness vs. cultural modesty and natural hesitation
Most students are not shy, they are culturally modest or
have a natural hesitation to put their weak points for-
ward. Japanese students come from a cultural back-
ground that prizes indirectness and modest, self-effacing
statements. The culture favors those who are quiet, wait
their turns, and do not stick out, especially in a formal or
public situation. Hence to refrain from speaking of
oneself or one’s desires directly in front of others is not
a matter of shyness but of cultural modesty. Likewise,
no one likes to do something they feel they are weak in,
especially in front of others. This is a natural hesitation
that people overcome in their efforts to perfect their
skills.

Results: Still embarrassed
Each year there were some who felt it was childish or
otherwise embarrassing to wear the mask. They were
still keenly aware of themselves (their Japanese faces)
behind the mask. One wrote: “Everyone thinks that they
don’t feel shy when they put on masks. But I felt more
ashamed. I can’t change. I must cover mask over my
body, or I enter into a big box.” The mask did not help
these students hide their faces.

Miss facial communication
Others did not like the mask because they could not see
the facial expressions of their partners, nor could they
hear them very well. They could not communicate:
“When we talked to others, we didn’t know whether
they laugh or were angry. We didn’t have eye contact.
So, we communicated less than usual.” With the masks
on, they could not use their faces to express themselves:
“I think the face activities help me when I can’t tell
something by words.” These students had the problem
that the masks covered not only their Japanese faces but
also their English communication faces. Neither they
nor their partners could use their faces to help express
their feelings.

Felt relaxed
The majority felt it was fun, and they were surprised to
realize how relaxed they were in speaking English. It
was a new experience, and the classroom was more
lively with many interesting, colorful faces. They con-
centrated more on communicating, letting the words
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flow out, because they were no longer worried about
making an impression on others. Their Japanese faces
were not being judged.

“I often hesitate to speak English because I am afraid
of making mistakes and I forget the words I should
speak. But when I wore my mask I could speak English
more than before. To hide myself made me more aggres-
sive.”

“Since I didn’t recognize their new faces (masks), and
they didn’t recognize me either, I didn’t feel ashamed of
speaking English. Wearing the masks makes us confi-
dent.” The masks hid their embarrassed Japanese faces,
allowing the students to use their English faces freely.
Hiding the Japanese face liberated the English face.

Conclusion
Through the exercise of wearing a mask, the students
become more aware of their ways of expressing them-
selves in public. As a group they experience the di-

lemma of letting the mask free their English-speaking
faces at the expense of hiding their expressive Japanese
faces. Becoming aware of their affective barriers to En-
glish speaking is the first step toward taking the risks
involved in overcoming them.

References
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Variations on Go Fish: Making the Most of an Old
Game for the Language Classroom

James Fieser
Sunshine College, Tokyo School of Social Welfare and Business

Go Fish is a card game in which players try to collect all
of the cards of a set (e.g., four nines). Players take the
other players’ cards by asking them, for example, “Do
you have any nines?” The player asked must give any
nine or nines to the player who asked. If she does not
have a nine, she tells the player who asked to “go fish,”
i.e., to draw a card from the remaining cards in the deck
(with a chance to find the card he was looking for). The
player with the most sets at the end wins.

For almost any language item involving a question,
you can use Go Fish to give students structured practice
that is fun and relaxed.

Basics
First, in small groups, students need a deck of cards. By
replacing a regular deck of playing cards with cards
made from pieces of paper on which students can write,
you make the game a tool for practicing a target language.
To practice countable and uncountable nouns, for ex-
ample, a card that says “milk” prompts the question, “Do
you have any milk?” A card that says “apple” elicits “Do
you have any apples?”

Have the students make a deck with sets of three, and
give them only ten sets to work with. So with countable/
uncountable nouns, students create a deck with 5 sets of

countable nouns and 5 sets of un-
countable ones, each set made of
three identical cards, thus making a
deck of 30 total cards. With a group
of three to five students, the game
will take about 10 minutes.

To begin, shuffle the deck, then give each student
three cards. Yuko starts. She has two “milk” cards and
one “apple” card. She can only ask another player from
the cards she holds. She asks Noriko, “Do you have any
milk?” Noriko says, “No, I don’t have any milk. Go fish.”
Yuko draws a card from the deck, and the turn passes to
Hiroki, who has the other milk card. Grinning, he asks
Yuko, “Do you have any milk?” Yuko must give both her
milk cards to Hiroki, who now has the complete set and
can place it face up on the table where it cannot be taken.

The game continues in this way until there are no
more cards remaining in the deck and the last set is
collected. As long as cards remain in the deck, any
player whose hand becomes less than three cards must
draw a card from the deck. When no more cards remain
in the deck, the game continues as usual, except nobody
“goes fishing,” and students gradually have all their
cards stolen or they form complete sets.

Variations
Depending on the deck, a variety of questions can be
asked. For the deck we created above, for example, we
can ask, “Do you like milk?” If the student who was asked
has a milk card, it means he likes the item and so must
give it away; not having it means he does not like it, and

Quick Guide
Key Words: self-awareness, culture
Learner English Level: intermediate

Learner Maturity Level: Sr. High and older
Preparation Time: minimal

Activity Time: one 90-minute class

My Share
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the other player must go fish. “How much milk do you
have?” If the student has one milk card, she has a little
milk, and if she has two milk cards, she has a lot of milk.
The important point is you must decide what having or
not having a card means in the context of the questions
and the prompt cards you create.

Using the game to practice “do you have any ______?”
kinds of questions is the easiest because the students
actually have the card. But if you restrict the game to such
questions, the value of the game is limited. Almost any
kind of language can be practiced if it has a question.
Below are some examples. (Each question below repre-
sents only one set from a possible deck. For each ques-
tion, you would have to make nine other similar sets to
form a deck. The italicized words are the prompt words
you would have the students write on a card.)

Is the cat under the table?

Are you a teacher?

Are you from Japan?

Is there a convenience store in your neighborhood?

What does architect mean?

Can you play tennis?

How do you spell acupuncture?

Did you go to Kyoto last week?

Don’t you like natto?

Do you know what time it is? (card: What time is it?)

Another variation: change the rules completely. At the end
of the game, the person with the fewest sets wins. Instead of
collecting cards, students try to give them away. Yuko asks
Hiroki, “Would you like some milk?” Hiroki has a milk
card, and so he must answer, “yes, please,” at which Yuko
can get rid of her milk card or cards.

The answers you require students to use can be varied

too. Short answers are more natural to conversational flow,
but full answers are better for practicing verb tenses. And
sometimes I require the students to use clarification re-
quests as part of the game. For example, Yuko asks Hiroki,
“Could I have some milk, please?” He responds, “I’m
sorry, can you repeat that, please?” Yuko repeats the
question, and then Hiroki can respond as usual.

Finally, the game can even be used to practice open-
ended questions, such as “What are you going to do
tomorrow?” It is Yuko’s turn, and she has a card that
says “study English.” She motions to Hiroki, who then
has to start the exchange by asking, “What are you going
to do tomorrow?” Yuko says, “I’m going to study En-
glish. How about you?” If Hiroki has the same card, he
answers, “Me too,” and hands over the card, or if he does
not have it, he says, “Nothing special. Go fish.”

Conclusion
As a controlled practice activity, the game is good be-
cause students use both listening and speaking skills, in
an atmosphere that is fun. Students love taking cards
from others and hate having them stolen. It can be
played by all levels of students. I have played with
children as young as five. And the most advanced stu-
dents even like it, especially for language that is difficult
to get used to, such as embedded questions. It can be
played by as few as three people, and after the game and
rules are demonstrated, large classes of students can
play if they can be separated into smaller groups.

Quick Guide
Key Words: speaking, asking questions

Learner English Level: all
Learner Maturity Level: all
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Book Reviews
edited by katharine isbell & oda masaki

Journeys: Reading 1. Roni Lebauer. Prentice Hall Asia ELT,
1998. Student Book 1: pp.135. ¥1,980. ISBN 0-13-171448-1.
Teacher’s Edition 1: ¥3,600. ISBN: 0-13-409772- 6.

Journeys: Reading 1 is deceptive. At first look, the book
appears to be well designed and professional yet typical
and uninspiring. And by itself, it is. However, used in
tandem with the teacher’s manual, this textbook not only
has the potential of being a powerful tool for teaching
reading to students, but also of being a powerful tool for
helping language instructors learn how to execute effec-
tive lessons.

One of the primary features of Journeys: Reading 1 is that
it is designed to make conducting lessons easier for teach-
ers. Both the textbook as a whole and the bulk of the units
offer ample amounts of variety to help instructors keep
lessons well paced and stimulating. The author has orga-
nized the book into 20 topical units such as health issues
and shopping. A majority of the units include a warm-up,
a short reading section (50-100 words), a scanning activity,
and a long reading section (100 -150 words), ending with a
reading/word game. Discussion questions follow many of
the activities. Each of the components can be covered in 20
to 30 minutes, so instructors have at least 3 different major
activities to work with in a 90-minute lesson.

While the general format remains the same throughout
these units, the activities in each unit are slightly altered
from the previous unit so that students do not feel that they
are doing the same thing lesson after lesson. In some short-
reading sections, for instance, the students read several
opinions and are asked to connect pictures depicting the
opinion with the name of the person who said it, while in
others they might read a letter and correct the false state-
ments. Interspersed throughout the book are parables (four
in total, of about 400 words) which ask students to think
about and discuss their meanings. In short, both the quantity
and variety of activities make it easy to manage lessons
using this book.

The design of the units and activities make the textbook an
effective pedagogic tool for teaching language in general
and for teaching reading in particular. The key element in
this is the focus of the text on the meaning of the readings
rather than just on the language itself. It does this in several
ways. First, the reading sections are short and not too
difficult, so students do not become overwhelmed trying to
understand the language rather than the main point of the
readings. Secondly, vocabulary words with easy-to-under-
stand English definitions at the end of the reading sections
help students avoid getting stuck on unknown words.
Thirdly, the questions after the reading sections are se-
quenced, reinforcing the priority of understanding the mes-
sage in the reading and training students to infer the meaning
of more difficult details through an understanding of the
general context. Fourthly, pre- and post- reading questions
encourage students to focus on the topic.

The teacher’s manual, an indispensable component, is
what makes the text work. In addition to giving the an-
swers to questions asked in the textbook, it provides step-

by-step guidance on how to conduct lessons. Instructors
are given detailed instruction on how to do everything
from warm-ups to extended activities. In addition, by
using the manual, the instructor can add depth to both the
language activities and the topic. It suggests, for example,
specific ways to orient the students to the activity and
topic. It also directs instructors and learners to difficult or
possibly unknown expressions in the text so that students
are given a chance to learn language and are not left
wondering about certain parts of the text. Furthermore, the
manual suggests ways in which the instructor can engage
the students in the topics more deeply. In addition to
offering questions to make students think more about the
meaning, it provides an abundant amount of optional
activities that give students more opportunity to work
with the topic and language.

This book is intended for beginning-level students, and
for my students, first-year junior college students enrolled
in an English communication course, the book seemed to
be at the appropriate level. There is, however, a problem in
that it is designed more for multi-lingual TESL classes in
the U.S. than for EFL classes in Japan. While none of the
activities require that students be from different countries,
the book was clearly intended for such classes. Several of
the short reading sections, for instance, are written by
students with different nationalities. Moreover, the scan-
ning sections tended to emphasize points that would not
be particularly useful for people residing outside the U.S.
These sections, for example, featured such items as depart-
ment store sales, employment, and housing advertise-
ments from American newspapers. Despite this one
drawback, the many strengths of Journeys: Reading 1, along
with its supportive teacher’s manual, make it a textbook
that ought to be considered for beginning-level students.

Reviewed by David Shimizu,
Hiroshima Yasuda Women’s Junior College

Let’s Go: Starter. B. Hoskins, Ritsuko Nakata, & K. Frazier
with songs and chants by Carolyn Graham. New York:
Oxford University Press, 1998. Teacher’s Book: Pp. xii & 73.
¥3,080. ISBN: 0-19-435292-7. Cassette: ¥3,000. ISBN: 0-19-
435293-5. Students’ Book: ¥1,500. ISBN: 0-19-435290.

“Let’s Go is a six-level course designed for children
learning English for the first time” (Teachers’ Book, p. iv).
Starter is a new addition to the series and is designed to be
used with kindergarten-aged Japanese children who have
had no previous English instruction and do not yet read.
In addition to the Teacher’s Book and Student’s book,
Starter components include a student workbook, a set of
41 seven-by-ten inch teacher picture cards, 82 playing
card-sized student picture cards, and wall charts.

The Teacher’s Book describes the course, gives full
instructions on how to use the books and explains the
underlying philosophies and principles of the course.
The authors expand on the MAT method, which is the
core method of the series. According to the MAT (M-
model, A-action, T-talk) philosophy, the teacher presents
the language at a natural speed so the students can use the
language easily and eventually understand native speak-
ers. To do this, the teacher models the new language and
often combines it with actions to help comprehension.

Departments
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Then the students practice the language in drills and
games, often in pairs, most of which resemble real life.
After that, the students should be able to produce the new
language and talk to each other spontaneously in mean-
ingful ways. As yet I have not found this to happen. I
think that the students need more time and meaningful
experiences to feel comfortable about using the new
language. However, the method does give the students
time to speak English and to practice it in game situations,
which is good.

The text claims to be a pre-reading level text, so I would
expect that the emphasis would be on activities and speak-
ing. However, I found that a lot of time was needed for the
students to do reading and writing work. Only some of my
students were ready to write and they found the workbook
difficult. It was also expected that the students would
“learn the pre-reading skills of recognizing and printing
both capital and lower case alphabet letters, know the basic
sight words of English, and recognize the numbers in
numeral form” (Teacher’s Book, p. iv). This
seems to be a contradiction to the afore-
mentioned claim.

Each lesson plan is nicely presented in
the Teacher’s Book with suggestions for
extending the lesson. The Teacher’s Book is
clearly laid out, as are the Student Book and
the Workbook. Both the Teacher’s Book
and the Student’s Book have syllabus charts
which allow everybody to know what is to
be taught and when. This is useful for the
teacher and the parents. The pictures used
are colourful, simple, cheery, and support
the text. They are easy for the students to understand.

The cassette has some good chants on it, which the
students learned fairly quickly and enjoyed. However, it
was difficult for the students to learn a new chant each
lesson. Kindergarten level can include students who are
ready for fine hand skills and learning to read, but it can
also include students who aren’t. Thus, I found it better to
work with the material more slowly using additional
activities. Otherwise, the class was too structured and the
students became frustrated. I also discovered that even
with modelling the expected behaviour, the students found
it difficult to understand what they needed to do and it was
sometimes better to explain in Japanese.

Although some of the workbook exercises were a little
difficult to comprehend at first, the students enjoyed
colouring in the pictures. The students were able to show
their parents the work that they had been doing and they
had something to remind them of what they had learned.
In conclusion, this is a useful set for teachers and kinder-
garten-aged children if used with discretion. It would be a
good text for a language school to use, but for a teacher
with only one or two classes the cost of the set might be a
bit expensive.

Reviewed by Chris R. Williams,
Reitaku Mizunami Junior High School

Simply America, Simply Japan. Jim Knudsen. Tokyo:
Nan’un-do, 1997. Pp. vi + 55. ¥1,300. ISBN: 4-523-17308-7.

For those instructors who are interested in teaching a
reading course on comparative culture at the elementary

college level, Simply America, Simply Japan might prove
very useful. The twenty-four lessons in the textbook cover
such topics as school life, shopping, movie-going, dating,
university organization, work, and marriage. Each lesson
also includes comprehension, vocabulary, structure and
usage, and composition exercises.

The reading selections deal with a specific aspect of
American and Japanese culture as the author perceives it.
For the freshman non-English majors we teach, the short
passages were, for the most part, interesting and under-
standable. After reading each selection, our students en-
joyed discussing the similarities and differences between
American and Japanese culture and ways of thinking.
Through these discussions, the students came to realize
that there were not as many differences between the two
countries, especially among the younger generation, as the
author seems to think. They seemed to enjoy comparing
their individual points of view with those of the author.

According to the editors of this textbook, the aim of the
exercises is to help students improve their
English skills and use English as a means of
communication. The exercises are very easy
to do, and the students can review what they
have learned after each lesson. The ones on
structure and usage are particularly good
because they give the students additional
practice in using the various types of expres-
sions introduced in the readings.

There is, however, a drawback to this text-
book. Both of the teachers who used the
textbook, the nonnative-English speaker and
the native speaker of English, feel that the

textbook is written too informally to serve as a good model
for reading or writing; therefore, its use is not conducive to
the further development of those skills. The following
examples will give some idea of what we have in mind. In
Lesson 6, the author writes as follows:

Because of the crowds, movie-going in Japan can be an
exhausting experience. And frustrating, too. . . .

In Lesson 7, which is about dating, he explains that

Sometimes, the boy and girl go to a school dance
together. Or to a movie or bowling alley. Or, in the
summer, to the beach or swimming pool. . . .

The nonnative English speaker generally requires her
students to read and reread the text until they can under-
stand it in English. Since the students tend to memorize
what is before them, a well-written text is essential. The
native speaker of English sometimes requires her students
to write short summaries and/or comments on the selec-
tions in English. Leaving the text as it is, without correcting
it, makes it more difficult for the students to learn to write
the kind of English they need.

In conclusion, this textbook covers many interesting
topics, and the exercises are easy to use. However, we
both think that it would have been an even better text-
book if it had been written in the kind of English that
would be useful for the students to use as a model rather
than in the very colloquial style that was used.

Reviewed by Evelyn Yokota, Kunitachi College of Music
 and Atsuko Hane, Nihon University
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Recently Received &  JALT News

Recently Received

compiled by angela ota

The following items are available for review. Overseas
reviewers are welcome. Reviewers of all classroom related
books must test the materials in the classroom. An asterisk
indicates first notice. An exclamation mark indicates third
and final notice. All final notice items will be discarded
after the 30th of June. Please contact Publishers’ Reviews
Copies Liaison. Materials will be held for 2 weeks before
being sent to reviewers, and when requested by more than
1 reviewer will go to the reviewer with the most expertise
in the field. Please make reference to qualifications when
requesting materials. Publishers should send all materials
for review, both for students (text and all peripherals) and
for teachers, to Publishers’ Reviews Copies Liaison.

For Students
Business
Grant, D., & McLarty, R. (1998). Business basics: Personal cassettes (self

study cassettes, pocket book). Oxford: Oxford University Press.
Hollett, V. (1998). Business objectives: Personal cassettes (self study

cassettes, pocket book). Oxford: Oxford University Press.

Children’s Materials
Macfarlane, M., & Whitney, N. (1998). Open house: Come in (student’s,

workbook, cassette). Oxford: Oxford University Press.
Macfarlane, M., & Whitney, N. (1998). Open house: Step up (student’s,

workbook). Oxford: Oxford University Press.

Course Books
Bradley, S., Dyer, W., Hayman, J., Soars, J., & L. (1996). Intermediate

headway: Australia (student’s, teacher’s, cassette). Melbourne: Oxford
University Press.

Bradley, S., Dyer, W., Hayman, J., Soars, J., & L. (1997). Pre-intermediate
headway: Australia (student’s, teacher’s, cassette). Melbourne: Oxford
University Press.

*Grohe, W., & Root, C. (1996). Speaking globally: English in an interna-
tional context (student’s, cassette). New Jersey: Prentice Hall Regents.

Richards, J. (1999). Spingboard 2 (student’s, cassettes). Oxford: Oxford
University Press.

Soars, L., & J. (1998). Upper-intermediate new headway English course
(student’s, workbook, class cassettes). Oxford: Oxford University
Press.

Graded Readers
Dean, M. (1997). Factfiles: Flight (stage 1). Oxford: Oxford University

Press.
Hopkins, A., & Potter, J. (1997). Factfiles: Oxford (stage 2). Oxford:

Oxford University Press.
Kerr, L. (1998). Factfiles: Mission Apollo (stage 3). Oxford: Oxford Uni-

versity Press.
Vicary, T. (1997). Factfiles: Kings and queens of Britain (stage 1). Oxford:

Oxford University Press.

Reading
!Heron, E. (1998). Intensive care: The story of a nurse (abridged version).

Tokyo: Japanese Nursing Association Publishing Company.

Video
MacAndrew, R. (1998). Window on Britain (activity book, video guide,

video). Oxford: Oxford University Press.
Viney, P., & K. (1998). An English language teaching adaptation of Wallace

and Gromit: The Wrong Trousers (student’s, teacher’s, sample video).
Oxford: Oxford University Press.

For Teachers
Kramsch, C. (1998). Oxford introductions to language study: Language and

culture. Oxford: Oxford University Press.
Gender Awareness in Language Education
!Summerhawk, B., McMahill, C., & McDonald, D. (Eds.). (1998). Queer

Japan: Personal stories of Japanese lesbians, gays, bisexuals, and
transsexuals. Norwich: New Victoria Publishers.

JALT News
JALT99’s Visiting Asian Scholar

To promote excellence in foreign language teaching and
learning and to cooperate with other language associations,
JALT annually offers scholarships to teachers living in Asia.
Scholarships have previously been awarded to language
educators from Malaysia, The Philippines, Cambodia, Laos,
Vietnam, The People’s Republic of China, and Russia. In
1999, JALT reaches out to Indonesia.

Indonesia is the Highlight of 1999. The 1999 Asian Schol-
arship enables one scholar from Indonesia to share her
stories and EFL research with teachers in JALT chapters
around Japan, at SIG events, and at JALT99. All applicants
were asked to send their full resume, a covering letter
explaining their interest in the scholarship and their avail-
ability to speak at chapter-hosted events and at JALT99, and
a 5-minute tape outlining their goals of sharing language
teaching skills with others.

Introducing Christianty Nur of STBA University
JALT’s International Affairs Commitee and Program Com-
mittee are very pleased to introduce this year’s scholar,
Christianty Nur, MA in Applied Linguistics and Doctoral
Candidate of Sekolah Tinggi Bahasa Asing University,
Indonesia:

Hello, I’m Christianty Nur and I’m
from Padang, West Sumatra. My inter-
est in the English language began when
I was 8 years old. My father took my
older sister and me to Penang to study at
a local primary school. In no time at all I
was able to speak and to write in a
second language. Because I was still
young it was easy. I had a wonderful
time because I was exposed to new and different cultures:
Chinese, Malay and Indian.

Before returning home from Penang, I told my sister that
I wanted to teach English. She took me straight to the
principal’s house and told him I was ready to teach! At that
time I was just 18 years old. But the very next day I started to
teach primary school through grade six. Twice a week for 40
minutes. I wasn’t old enough to commute by motorcycle so
I rode a bicycle to school.

I later said to myself maybe I had chosen the wrong
profession. The pay was poor, and still is, and there are not
many facilities. But as I enjoyed teaching so much, I continue.
I now teach at university: speaking, pronunciation and En-
glish for office practice. With my knowledge and experience
of teaching in Indonesia I would like to share my stories with
other teachers. And to exchange ideas so we might develop
new ideas to try out with our students.

Thank you. Terima Kasih.

Christianty Nur also says she is looking forward to meeting
with her new colleagues in the chapters and at JALT99. She
has collaborated with teachers in Thailand, Vietnam, and the
Philippines, but she has never had the opportunity to share
or develop her research in Japan. She is currently writing an
article for The Language Teacher and, after meeting with
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Bulletin Board
edited by david dycus & kinugawa takao

Contributors to the Bulletin Board are requested by the column editor
to submit announcements written in a paragraph format and not in
abbreviated or outline form.

The Language Teacher Staff Recruitment

The Language Teacher needs English language proofread-
ers immediately. Qualified applicants will have JALT
membership, language teaching experience, Japanese
residency, fax, e-mail, and a computer that can process
Macintosh files. The position will require several hours of
concentrated work every month, listserv subscription,
and occasional meetings, on-line and face-to-face. If more
qualified candidates apply than we can accept, we will
consider them in order as further vacancies appear.

The Language Teacher’s supervised apprentice program
trains proofreaders in TLT style, format, and operations.
Apprentices begin by shadowing experienced proof-
readers, rotating from section to section of the magazine
until they become familiar with TLT’s operations as a
whole. They then assume proofreading tasks themselves.
Consequently, when annual or occasional staff vacancies
arise, the best qualified candidates tend to come from
current staff, and the result is often a succession of
vacancies filled and created in turn. Beginning this month,
our recruitment policy will reflect this reality: As a rule
TLT will recruit publicly for proofreaders and translators
only, giving senior proofreaders and translators first
priority as other staff positions become vacant.

Please submit a curriculum vitae and cover letter to
William Acton; JALT Publications Board Chair,
Nagaikegami 6410-1, Hirako-cho, Owariasahi-shi, Aichi-
ken 488-0872; <i44993g@nucc.cc.nagoya-u.ac.jp>.

Call for Participation: NLP Training Courses—NLP
(Neurolinguistic Programming Association and MetaMaps)
are proud to announce courses to be given in Nagoya and
Tokyo by Richard Bolstad and Margot Hamblett, Master
NLP and Hypnotherapy Trainers from New Zealand. In
Nagoya, at Nanzan University, they will offer a two-day
Introductory Course with bilingual interpretation from July
31 to Aug. l, followed by a four-day Educational Hypnosis
Course from Aug. 2-5. Participation in the Educational
Hypnosis Course is restricted to those who have completed
the Introductory Course or who have a NLP Practitioner
Certificate. In Tokyo, at Tokyo Jogakkan Junior College,
they will again offer a two-day Introductory Course from
Aug. 7-8, followed by the four-day Educational Hypnosis
Course from August 9-12. The same restictions noted above
apply to the Educational Hypnosis Course. For those want-
ing the NLP Practitioner certification, further training is
available August 14-19 and 21-26th. For more information in
Japanese contact: Momoko Adachi; t/f: 052-833-7968. For
information in English, contact: Linda Donan; t/f: 052-872-
5836; <donan@hum.nagoya-cu.ac.jp>; or Sean Conley; t:
0427-88-5004; <Sean.Conley@sit.edu>.

Call for Presentations: JALT Tokyo Metro Mini-Confer-
ence—The Tokyo Metro Chapters will hold a regional
mini-conference on Sunday, December 5, 1999 at
Komazawa University on the theme, “Classroom Prac-
tice: Forging New Directions.” Extensive computer facili-
ties (Windows/Mac) allow for several hands-on CALL
and Internet presentations simultaneously. Please note
that due dates differ according to presentation type. (a)
Due by July 15: Abstracts for papers, workshops, discus-
sions, and demonstrations on any aspect of language
teaching, for anonymous vetting. Abstracts should be no
longer than 250 words (English) or 1000 ji (Japanese). A
program summary of 50 words is also required, and
Japanese papers should have an English summary. Please
specify time blocks of 40, 80, 120 minutes and equipment/
computer needs. (b) Due by Sept. 25: Show & Tell submis-
sions (15 minutes) to explain your favorite classroom
technique, learning strategy, or language game. Include a
50-75 word summary with a descriptive title. Send sub-
missions by e-mail or on disk in RTF format and include
the following information: name, address, tel/fax/e-mail
contact information, presentation title, type of presenta-
tion, teaching level or intended audience (as applicable),
time block, equipment needed, abstract, summary and
biodata (25 words). Send to: David Brooks; JALT Tokyo
Mini-Conference, 1-13-27 Tamacho, Fuchu, Tokyo, 183-
0002; <dbrooks@tkb.att. ne.jp>; <http//home.att.ne.jp/
gold/db/tmmc>. Acceptance notification will be made
in September.

Call for Participation: LTRC 99—The Japan Language Test-
ing Association (JLTA) will host the 21st Language Testing
Research Colloquium (LTRC) at the Tsukuba International
Convention Center from Wednesday, July 28 through
Saturday, July 31, 1999. The theme of this year’s conference
is “The Social Responsibility of Language Testing in the
21st Century.” A panel discussion, symposia, research
papers, and poster sessions will be given by over 40 schol-
ars from around the world. Among the featured speakers
are: Alan Davies (University of Edinburgh), Elana Shohamy,
(Tel Aviv University), Bernard Spolsky (Bar-Ilan Univer-

teachers during her tour of Japan and attending JALT99, will
submit a report or article to the Conference Proceedings

Valuable Support from LIOJ and Intercom Press Inc.
JALT Associate Member LIOJ in Odawara provides expert
assistance in obtaining a visiting scholar’s visa. Another of
our very supportive associate members, IntercomPress in
Fukuoka,  has kindly sponsored a JR rail pass. The 1999
scholar will follow an energetic routing through six Kyushu
chapters including Kitakyushu City, the site of the Pan Asian
Conference in 2001. Homestays will be arranged and hotels
when more convenient. Participating chapters will provide
a stipend and in many cases an honorarium for speaking.

JALT Asian Scholarship in 2000
JALT invites candidates residing anywhere in Asia outside of
Japan to send in their resume, letter of intent, and a 5-minute
tape outlining what they hope to achieve as the JALT2000
Asian scholar. For further details, please contact David
McMurray, the International Affair Committee Chair, at JALT
Central Office (contact information on masthead page).
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sity), Tim McNamara (University of Melbourne), Ikuo
Amano (Center for National University Finance), Nancy
Cole (President, ETS), Hiroshi Ikeda (Educational Testing
Research Center, Japan Institute of Lifelong Learning),
Lyle Bachman (UCLA) and Charles Alderson (Lancaster
University). Contact the secretariat by e-mail at
<youichi@avis.ne.jp> or see the JLTA WWW site at <http:/
/www.avis.ne.jp/~youichi/JLTA.html> for more details.

Call for Papers: TLT Special Materials SIG Issue—A special
issue of The Language Teacher focusing on materials is sched-
uled for publication in March 2000. Almost every teacher is
involved with materials in some way, either by using mate-
rials, creating their own materials for the classroom, pub-
lishing materials themselves, or publishing materials
professionally. We especially invite submissions in either
English or Japanese of feature, opinion, and perspective
articles that provide a principled framework for materials
production. Please include an abstract, if possible with
translation. We are hoping for articles with a broad appeal,
ranging from materials for children to adults. Any materials
publishers with new textbooks or coursebooks (at any level)
for the 2000 academic year are invited to submit them for a
materials survey review. Current reviews of books related
to materials are also being sought for the reviews column.
Please submit materials and manuscripts by September 1,
1999: in English to Kent Hill; <kentonet@obirin.ac.jp>;
Hikone-so 202, Tokiwa-cho 3461-1, Machida-shi, Tokyo,
194-0213; t/f: 042-798-1599;  in Japanese to Hagino Hiroko,
5-26-31-101 Nakano, Nakano-ku, Tokyo 164-0001; tel/fax:
03-3319-0046; <hhagino@twics.com>.

Special Interest Group
News・�� !"#$%

edited by tom merner

One of the three newly approved SIGs, Gender Awareness
in Language Education, which was to appear in this col-
umn is featured in the Chapter In Your Life column along
with details of their Mini-Conference to be held in Tokyo
on June 20th.

There are three SIG sponsored events scheduled in June
as follows.
新たに承認された研究部会の一つで今月このコラムで紹介する予定と

なっていました、ジェンダーと語学教育研究部会は「Chapter In Your

L i f e 」にて6月2 0日に開かれる小会合の内容とともに紹介されていま

す。

6月に会合を開催する予定の研究部会は以下の３グループです。

CALL SIG <http://jaltcall.org>—The Basics of CALL, a
hands-on mini-workshop for (Jr. & Sr.) High School teach-
ers of English will be Saturday, June 12, 1999 at Tokyo
M e t r o p o l i t a n  I n s t i t u t e  o f  T e c h n o l o g y
<jwada@krlcal56.tmit.ac.jp>.
中学・高校レベルの英語教師を対象とした実践的ワークショップ

「The Basics of CALL」は、6月12日(土曜日)に東京総合技術教育セ

ンターで開催されます。

Teacher Education SIG <http://members.xoom.com/

jalt_teach/>—On June 19th and 20th we will be hosting a
two-day conference and workshop on “testing and as-
sessment for learners, teachers and trainers”  at the Kyoto
International Community House. Please note the change
of dates from earlier notices. For a copy of the call for
papers, registration material, or further information con-
tact Janina Tubby at <janina@gol.com>, or c/o Sumikin
Intercom. 7-28 Kitahama 4-chome, Chuo-ku, Osaka 541-
0041; t: 078-845-5768.
「学習者、教師、教師教育者のための試験と評価」と題したワー

クショップを6 月1 9 日、2 0 日の二日間に渡り、京都国際コミュニ

ティーハウスにおいて開催いたします。日程の変更がございましたこ

とご留意ください。詳しくは、Janina Tubby (連絡先は英文参照)ま

で。

CUE, J/SHS, TC, Video SIGs—Language Learning From
Cradle to College: Media and Methods. A mini-confer-
ence sponsored by the Teaching Children, Junior/Senior
High, College and University Educators and Video SIGs,
in cooperation with the Kansai area JALT chapters, with
concurrent sessions by speakers from all four SIGs will be
held at Osaka Bentencho YMCA WEXLE Center (8F) on
Sunday, June 13th from 10:00 to 3:30 (Sessions at 10:30,
11:30, 1:00 and 2:00). Admission is free.
大学語学教育、中学高校語学教育、児童語学教育、ビデオの各研

究部会、および関西地区JALT支部共催による会合、「ゆりかごから

大学までの語学教育；メディアと方略」が6月13日 (日曜日) 大阪弁天

町YMCA WEXLEセンター８階において10:00から3:30まで開催され

ます。入場無料。

Regular Announcements

Bilingual SIG—Please note that the URL for the Bilingual
SIG website has been changed to <http://www. kagawa-
jc.ac.jp/~steve_mc/jaltbsig/>.
バイリンガル研究部会のウエブサイトが上記URLに変更となりました。

Computer Assisted Language Learning SIG <http://
jaltcall.org>—Submissions are being accepted until July
31, for Recipes for Wired Teachers at <ryan@gol.com>. The
new CALL SIG book, Teachers, Learners, and Computers:
Exploring relationships in CALL, is now available. Visit the
CALL site for purchasing details and to find out about
SIG activities.
「Recipes for Wired Teachers」への投稿原稿を7月31日まで<ryan

@gol.com>において受け付けております。また、当部会出版物の購入
方法、会合につきましては部会ウエブサイトをご覧ください。

College and University Educators SIG <http://www. wild-
e.org/cue/>—The College and University Educators N-
SIG (CUE) would like to announce an ongoing CALL FOR
PAPERS in the following categories: Features Section,
Notes from the Chalkface (articles about successful class-
room techniques), What They’re All Talking About (re-
views of websites, books, etc.), My Two Cents (opinion
pieces). Beginning in 1999 there will be a “Reader’s Choice
Award” given at the end of each year to the article voted
“most interesting/informative” by CUE members. Con-
tact Bern Mulvey <mulvey@edu01.f-edu.fukui-u.ac.jp>
for more information.
大学外国語教育部会では、特集記事、成功した指導方略案、書

評、意見等会報掲載のための記事を募集します。また、今年より年末

に部会会員によって選ばれた最も興味深く、有益な記事には賞が贈ら

れます。詳細は、Bern Mulvey （連絡先は英文参照）まで。
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Material Writers SIG—If you are planning to self-publish
your teaching materials, by all means save yourself time,
trouble, and money by taking advantage of our ISBN
offer. For details contact Ian Gleadall <glead@biology.
is.tohoku.ac.jp>. For a sample copy of our newsletter,
contact Chris Poel <cjpoel@zb3.so-net.ne.jp>.
自作教材の自費出版をご計画の方は、ぜひ当部会のISBN御利用で

時間、労力、経費の節約を！詳細はIan Gleadall へ。又、当部会の会

報をご覧になりたい方はChris Poel へご連絡下さい（各氏への連絡先

は英文参照）。

Foreign Language Literacy SIG <http://www.aasa.ac.jp/
~dcdycus/>—The first newsletter of 1999 has been sent
out to listed members. If you think you should be on the
mailing list or if you want to join, contact us. The next
issue of our publication, LAC, is coming very soon. Watch
for it. Also, visit our homepage and sign up for our FL
Literacy discussion list.
1999年第一号の会報が登録会員に送付されました。受け取られて

いない会員の方、また、入会ご希望の方は当部会までご連絡くださ

い。次号「LAC」もまもなく発行されます。

For details of other SIGs which do not appear in this
month column, please refer to the websites below.
今月登場しなかった部会の詳細につきましては、以下各部会ウエブサ

イトをご覧ください。

Global Issues in Language Education SIG
<http://langue.hyper.chubu.ac.jp//jalt/nsig/
globalissues.ht>

Junior and Senior High School SIG
<http://www.esl.sakuragaoka.ac.jp/tsh/>

Professionalism, Administration, and Leadership in
Education SIG

<http://www.voicenet.co.jp/~davald/PALEJournals.html>
Testing and Evaluation SIG

<http://www.geocities.com/~newfields/test/index.html>
Video SIG

<http://members.tripod.com/~jalt_video/>

SIG Contact Information
Bilingualism-Chair: Peter Gray; t/f: 011-897-9891(h);

<pag@sapporo.email.ne.jp>
Computer-Assisted Language Learning-Coordinator: Bryn

Holmes; t: 05617-3-2111 ext 26306(w); f: 05617-5-2711(w);
<holmes@nucba.ac.jp>

College and University Educators-Coordinator: Alan
Mackenzie; t/f: 03-3757-7008(h); <asm@typhoon.co.jp>

Global Issues in Language Education-Coordinator and News-
letter Editor: Kip A. Cates; t/f: 0857-28-2428(h);
<kcates@fed.tottori-u.ac.jp>

Japanese as a Second Language-Coordinator: Haruhara
Kenichiro; t: 03-3694-9348(h); f:03-3694-3397(h);
<BXA02040@niftyserve.or.jp>; Coordinator: Nishitani Mari;
t: 042-580-8525(w); f: 042-580-9001(w); <mari@econ.hit-
u.ac.jp>

Junior and Senior High School-Coordinator: Barry Mateer; t:
044-933-8588(h); <barrym@gol.com>

Learner Development-Coordinator: Hugh Nicoll; t: 0985-20-
4788(w); f: 0985-20-4807(w); <hnicoll@miyazaki-mu.ac.jp>

Material Writers-Chair: James Swan; t/f: 0742-41-9576(w);
<swan@daibutsu.nara-u.ac.jp>

Professionalism, Administration, and Leadership in Edu-
cation- Membership Chair: Edward Haig; f: 052-805-3875
(w); <haig@nagoya-wu.ac.jp>

Teaching Children-Coordinator: Aleda Krause; t: 048-776-
0392; f: 048-776-7952; <aleda@gol.com> (English);
<elnishi@gol.com> (Japanese)

Teacher Education-Coordinator: Neil Cowie; t/f: 048-853-
4566(h); <cowie@crisscross.com>

Testing and Evaluation-Chair: Leo Yoffe; t/f: 027-233-
8696(h); <lyoffe@thunder.edu.gunma-u.ac.jp>

Video-Coordinator: Daniel Walsh; t: 0722-99-5127(h);
<walsh@hagoromo.ac.jp>

Affiliate SIGs
Foreign Language Literacy-Joint Coordinator (Communica-

tions): Charles Jannuzi; t/f: 0776-27-7102(h);
<jannuzi@ThePentagon.com>

Other Language Educators-Coordinator: Rudolf Reinelt; t/f:
089-927-6293(h); <reinelt@ll.ehime-u.ac.jp>

Gender Awareness in Language Education-Coordinator:
Cheiron McMahill; t: 0274-82-2723(h); f: 0270-65-9538(w);
<chei@tohgoku.or.jp>

Chapter Reports
edited by diane pelyk & shiotsu toshihiko

Chiba: January 1999—Authentic versus Simplified Language,
by Damian Lucantonio. This presentation was divided into
three sections. The first part dealt with the theoretical issues
that have emerged from research in systemic functional
linguistics. Specifically, the nature of spoken language was
examined, as well as the differences between spoken and
written language. The second part examined the differences
between authentic versus simplified spoken language. To
illustrate these differences, an authentic text and a simpli-
fied text were analyzed and their features discussed. The
authentic text involved a transcription of a conversation
occurring at an Australian ski resort. The simplified text was
taken from a popular commercial EFL textbook. The third
section dealt with the implications of using authentic versus
simplified language in the classroom. One alternative in-
volved using scenes from movies. While not totally authen-
tic, they are closer to the way people actually speak than
textbook versions. The presenter presents new vocabulary
with matching exercises and has students put sentences
together to make a conversation.

Chiba: March 1999—Taking Gay Issues Out of the Closet,
by Kathy Riley. The presenter began the workshop by
having participants sit around a table and examine photo-
copied pictures from Japanese newspapers, matching the
photos to the captions. This allowed participants to discuss
issues of stereotyping and prejudice. The speaker then
introduced a video called, “It’s Elementary,” used in teacher
training and aimed at elementary and junior high school
students in the United States. The video dealt with various
ways in which gays and lesbians are discussed, the reality
being they will be covered openly in the classroom or
inappropriately by name-calling children in playgrounds
and hallways. The focus was not on sex, but rather on
accepting differences between people. The dangers of
prejudice and stereotypes were also discussed in the film.
(Both reported by Bradley Moore)

Fukui: February 1999—English Education in Indonesia
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and Japan, by Maman Supriyanto. Supriyanto presented
the results of a new study comparing the different meth-
ods of reading instruction in Indonesia and Japan and
their effects on test scores. Study results showed that
although Indonesian teachers of English tended to use
more communicative approaches in teaching reading
comprehension, oral communication test scores of Indo-
nesian students were only slightly above those of their
Japanese counterparts. Supriyanto, assisted by special
guests Joko Nursanto and Ignatius Slamet, led a discus-
sion of the general differences in educational systems and
teaching methods in Indonesia and Japan and how these
differences could have affected the research results. (Re-
ported by Michelle Griffith)

Ibaraki: January 1999—Viva la Video, by Allison McPhee.
McPhee demonstrated many strategies that can be used
to exploit video in the classroom more fully. The first
strategies involved looking for contextual clues with the
sound lowered. One strategy used the students’ previous
knowledge. Students previewed a scene without sound,
then made guesses as to the context of a scene, including
type of situation, personalities, and particular objects.
Another strategy, mirroring, involved having students
focus on particular characters and how to mirror their
behaviour. The third strategy used split screens, having
the students watch only one half of the screen to imagine
what is happening on the other half.

McPhee then demonstrated how the video soundtrack
could be exploited. If students listen to a scene before
viewing it, they can learn vocabulary items and under-
stand contextual clues by focusing on dialogue and sound
effects. McPhee also mentioned strategies using question
and answer sheets with films and videotaping students
doing roleplays of scenes. (Reported by Neil Dunn)

Kitakyushu: February 1999—My Share, by Tsuchiya
Hiroyuki, Chris Carmen and Margaret Orleans. Tsuchiya
opened the evening with a ventriloquism display, using a
puppet to encourage student responses to his questions
and model popular song lyrics. The audience, acting as
students, were asked to fill in missing vocabulary and
grammatical structures from photocopied lyric handouts,
then sing the completed song.

Carmen taught us how to play a game he called, “Yes,
No, Maybe.” Groups try to predict a member’s response to
an ethical or social dilemma. Some controversial matters
called for justifying one’s answers and challenging the
views of others.

Orleans began with the game “Taboo” in which two
teams competed against the clock to help one of their
members guess a word by giving synonyms or other
lexical hints. She adapted the commercial game by having
students make their own word lists. According to Orleans,
this activity is useful for vocabulary expansion and reten-
tion. (Reported by Dave Pite)

Osaka: February 1999—Japanese Labor Laws and Foreign
Teachers, by Dennis Tesolat. Tesolat is the vice chair of the
General Union and has been involved in labor organizing
in Japan for several years. The General Union was founded
in 1991 with the goal of serving part-time and contract
workers excluded from other unions. By chance rather
than design, about 80% of its members are foreigners,
usually English teachers. The General Union serves non-

members who call with a problem but asks that they join
the union. About one third of the members are individuals
working at companies with no union branch.

Tesolat discussed the Labor Standards Law and Trade
Union Law as they apply to non-Japanese teachers. He said
that by law all employees working over twenty hours per
week should have a pension and health care plan. Employ-
ees are legally entitled to ten days of personal leave after six
months of work. The number of days off increases with
each year of work and applies to part-time workers as well.

Some upcoming changes in the law in 1999 will apply
to English teachers. For example, from this year, five-year
contracts are allowable. On the other hand, he noted that
in some ways working teachers were better off working
without a contract as this implies a more permanent
commitment by their company. Also, the law will change
to allow companies or schools to dispatch their teachers
to other places. This is currently illegal, although it is a
widespread practice. (Reported by Rebecca Calman)

Chapter Meetings
edited by tom merner

Regional Events
Kansai Region—Mini-Conference, Language Learning from

the Cradle to College. JALT Kansai chapters and SIGs for
Teaching Children, Junior and Senior High School Teach-
ing, College and University Educators, and Video are spon-
soring a joint mini-conference. The theme is Language Learning
from the Cradle to College. The all-day event will have multiple
presentations and workshops on language teaching, learn-
ing, and the use of media techniques in the classroom.
Sunday, June 13, 10:00 to 3:00; Benten-cho YMCA, 2-Bangai 8F,
ORC 200, Benten-cho; Look for further announcements in your
local chapter’s newsletter or special mailing.

Kyushu Region—Speaking of Speech, by Charles LeBeau.
These workshops cover both the content and the tech-
niques of teaching speech and debate to low-level learners.
Participants will experience a variety of fun activities
guaranteed to work in the classroom. In application, stu-
dents will develop fluency, communication skills, confi-
dence and a fondness for English. The basic skills of public
speaking and debate also support expression and compre-
hension in writing and reading. Attendance at this work-
shop will provide teachers with valuable techniques and
activities for their classes and for training students for
speech contests. All venues: JALT members free, one-day
members ¥500; more info: <http://kyushu.com/jalt/lebeau.html>

Fukuoka JALT—Saturday, June 5, 4:00-6:00; Aso Foreign Lan-
guage Travel College, Hakataekiminami 2-12-24.

Nagasaki JALT—Sunday, June 6, 1:30-4:30; Russell Kinenkan,
2nd floor (next to Kwassui Women’s College and Oranda Zaka,
1-50 Higashiyamatemachi, Nagasaki 850-8515).

Kitakyushu JALT—Tuesday, June 8, 7:00-9:00; Kitakyushu
International Conference Center, Rm 22, 1-1 Asano, Kokurakita-
ku, Kitakyushu.

Kumamoto JALT—Wednesday, June 9, 6:30-8:30; Kumamoto
Gakuen Daigaku Oe 2 chome, 5-1, Kumamoto.

Miyazaki JALT—Thursday, June 10, 6:00-8:30; Omiya High
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School, Hyakushunen Kinen Kaikan, 1-3-10 Jingu Higashi,
Miyazaki.

Kagoshima JALT—Saturday, June 12, 2:00-4:00; Kagoshima
University, Faculty of Education Building, Rm 101, 20-6,
Korimoto 1-chome, Kagoshima.

Chapter Events
Akita—Dave Ragan, Minnesota State University - Akita.

More detailed information on the presentation will be
available later. Saturday, June 26, 2:00-4:00; MSU-A.

Chiba—1. A Sound Foundation for the EFL Classroom, by
Gordon Sites, Aikoku Jr. & Sr. High School. The presenta-
tion will discuss ways of teaching the basics of the English
sound systems to Japanese first-year EFL students.—2. It’s
Better to Prepare Our Students for the Expected or the
Unexpected in Life, by John Raby, ELT Editor. This will be
a guided discussion to consider whether preparing stu-
dents for the unexpected is an improvement on preparing
then for the expected. Sunday, June 20, 11:00-1:00; Chiba
Community Center, 6F; one-day members ¥500.

Fukui—Motivating Japanese Students to be Active Commu-
nicators, by David Paul, David English House. By strength-
ening the students’ initial, natural curiosity and presenting
structures through student-friendly activities, we can train
students to be continuously active learners who are capable
of speaking, reading, and writing English at high levels. This
presentation will focus on entertaining games and songs
that enhance speaking, and stimulating activities for nurtur-
ing reading and writing. Sunday, June 13, 2:00-4:00; Fukui
International Activities Plaza, 2F; one-day members ¥1,000,
students ¥500.
次第に英語学習に対して消極的になりがちな日本の学生のもともと

持っていた英語に対する興味を強め、発話力、読解力、作文能力を育

ててレベルを高める、楽しく、刺激的なアクティビティーをD a v i d

Paul氏が紹介します。

Fukuoka—Speech and Debate: High Schools and Univer-
sities, by Charles LeBeau, author and trainer. See the
regional notice above for further details

Gunma—Speaking Activities in the EFL Classroom, by
Takahiko Hattori, Otsuma Women’s University. This pre-
sentation will introduce a variety of speaking activities
suitable for pairwork, groups, and large classes in Japan.
These include new ways of introducing oneself and meet-
ing others, giving a short speech in front of a small group,
and an information gap communicative activity which
inspires learners to talk and be creative. Sunday, June 20,
2:00-4:30; Nodai Niko High School, Takasaki; one-day members
¥1,000, students, ¥200.

Hamamatsu—Productive Pressures: Motivating Students
& Tired Teachers, by Don Maybin, Language Institute of
Japan. This workshop will show how “productive pres-
sures,” such as teams, points, and time limits, can be
incorporated in lesson plans. This hands-on workshop will
be of interest to teachers of large classes of apathetic
students, so come along and get involved!! Sunday, June 20,
1:00-4:00; HICE International Centre, Forte Bldg; free to all.

Hokkaido—Computers & Teaching the Four Skills in Lan-
guage Learning, by Bob Gettings & others. The speakers
will share some of the ways that they are using computers
and the Internet to teach the four skills in language learn-
ing. Individual home computers, school computer labs,
Local Area Networks (LAN), e-mail and the Internet, and

making your own software and homepages will be dem-
onstrated. Sunday, June 27, 1:30-4:00; Hokusei Women’s Jun-
ior College, Room C345, Minami 4 Nishi 7, Chuo-ku, Sapporo;
one-day members ¥1,000.
Bob Gettings他各氏が語学の４スキルをコンピューターやインター

ネットを使用して指導する方略を紹介します。個人の自宅や学校、

LANに接続されたコンピューター、電子メール、インターネット、ソ

フトウエアやホームページの作成等について講演します。

Ibaraki—Chapter Retreat. The Ibaraki Chapter will be hold-
ing a retreat on classroom research, classroom practice,
and sharing of teaching ideas and experiences June 26 and
27 at Daigo in Ibaraki Prefecture. The themes of the retreat
are still to be determined, along with the cost. A special
supplement will be mailed out to Ibaraki Chapter mem-
bers. For further information, Kunio Kobayashi; 029-271-
2873, <kunihiko@cc.ibaraki-ct.ac.jp> or Neil Dunn;
029-254-6230, <ndunn@call09.hum. ibaraki.ac.jp>
茨城支部では教室内研究、教室指導実践や指導案の交換等をテーマ

とした小会合を6月26日と27日に茨城県大子町で開催する予定です。

詳細や費用につきましては検討中のため、近日中に支部会員へご案内

をお送りします。

Kagoshima—Using Concordances from Small Corpora:
Video Transcripts and Newspapers, by Bill Pellowe, Presi-
dent, Fukuoka JALT. This workshop will introduce partici-
pants to CONC, a freeware concordancing program for
Macintosh. Practical applications of this software will con-
centrate on its ability to provide comprehensive, interactive
“indexes” of all the words in any particular text. Saturday,
June 26, 2:00-4:00; Shigakukan University Language Laboratory,
1904 Uchi, Hayato-cho, Aira-gun, Kagoshima-ken (0995-43-
1111); one-day members ¥500. Also, see regional notice above.
福岡支部会長の Bill Pellowe 氏が、文に含まれるすべての単語を理

解しやすくかつインタラクティブな索引に変換することが可能なマッ

キントッシュ用コンコーダンスソフト CONC を紹介します。

Kanazawa—Dreams Come True: Ideas for Teaching Pro-
nunciation in Senior High School Classes, by Kaiki Yukito,
Toyama Prefectural Takaoka Minami Sr. High School. This
“classroom report and workshop” will introduce partici-
pants to some ways of teaching English pronunciation to
Japanese students. The presenter will also deal with some
ways of enjoying reading aloud, oral interpretation, read-
ing, theater, etc. This practical presentation should hold
particular appeal for public school English teachers and
foreign Assistant English Teachers. Sunday, June 20; Shakai
Kyoiku Center (4F) 3-2-15 Honda-machi, Kanazawa; one-day
members ¥600.
富山県立高岡南高校の Kaiki Yukito 氏が、日本人学生への発音指

導方略を紹介するとともに、発声しての読書、通訳、読書、演劇等

様々な話題について講演します。

日本人英語教師パネラーが日本の小学校から大学までの英語教育に

関する質問に応じます。

Kobe—Kansai Mini-Conference: Language Learning from
the Cradle to College.  See the regional notice above for
further details

Kyoto—Testing and Assessment for Learners, Teachers, &
Trainers. A two-day investigation into new approaches,
issues and implications of current testing and assessment
methods for learners, teachers, and trainers at Kyoto Inter-
national Community House, Saturday, June 19 and Sunday,
June 20. Cosponsored by IATEFL, Teacher Trainers SIG, Teacher
Education SIG, Testing SIG and Kyoto JALT. For further infor-
mation: Janina Tubby 078-845-5768 or <janina@gol.com>
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Kansai Mini-Conference, Language Learning from the
Cradle to College. See the regional notice above for further
details

Matsuyama—Brainstorming. All are welcome to this brain-
storming session. Participants with similar teaching/learn-
ing interests (college/university, JHS/HS, language
school/children, other languages) will form groups and
discuss problems, challenges and ideas. A moderator in
each group will keep the discussion focused. Sunday, June
20, 2:30-4:30; Shinonome High School Kinenkan, 4f; one-day
members ¥1,000.

Miyazaki—Speech and Debate: High Schools and Univer-
sities, by Charles LeBeau, author and trainer. See the
regional notice above for further details.

Nagasaki—Speech and Debate: High Schools and Universi-
ties, by Charles LeBeau, author and trainer. See the re-
gional notice above for further details.

Nagoya—Student Videos & Perfect English Workshop, by
Elin Melchior, Komaki English Teaching Centre. Why are
student videos appropriate for all language classrooms?
What makes a good video project? What are the benefits?
Participants will produce their own video scripts at the
workshop. Feel free to bring your video camera. Sunday,
June 13, 1:30-4:00; Nagoya International Centre, 3F, Rm 1.

Nara—Bilingualism and International Families in Japan,
by Mary Goebel Noguchi, Ritsumeikan University.
Through her research in the field of bilingualism, the
presenter will try to give the audience a better understand-
ing of what it means to grow up with two languages, and
how parents and teachers can facilitate linguistic develop-
ment and emotional security in children growing up bilin-
gually. She will also discuss teaching bilingual children
who attend Japanese schools to read English at home.
Saturday, June 12, 2:00-5:00; Tezukayama College (Gakuenmae
Station); free to all.
立命館大学の Mary Goebel Noguchi 氏が、自身の研究を通して二

か国語を習得しながら育つ意味、そして、そのような子供の言語発達

や情緒安定に対して両親や教師がいかに手助けできるかについて講演

します。また、日本の学校に通う子供達への自宅での英語読書指導方

法も論じます。

Niigata —A Hidden Agenda: Motivation, Fun, and Learn-
ing, by=Aleda Krause, Coordinator, JALT’s Teaching Chil-
dren SIG. Motivating children by doing the things they like
to do in both their own and a foreign language is the point
of this presentation. The presenter will demonstrate nu-
merous games and activities that are fun and motivating,
yet practice specific learning points. Sunday, June 13, 1:00-
3:30; Niigata International Friendship Center 2F; one-day mem-
bers ¥1,000, students ¥500.

Omiya—The Shortest Poem in the World Teaches Vocabu-
lary, Pronunciation and Communication, by David
McMurray, Fukui Prefectural University. This workshop
shows how to introduce haiku. Everyone—elementary
school through adults—benefits from using haiku for pro-
nunciation, communication, vocabulary, and composition.
Students frustrated by grammar, but eager to share feelings,
are motivated by how a few words can express so much. Be
prepared to try writing original haiku. Sunday, June 20, 2:00-
5:00; Omiya Jack, 6F tatami room; one-day members ¥1,000.
JALT元会長、福井大学のデビット・マクマレー氏をむかえ英語の俳句

を使って会話・語彙・発音・作文に役立つ方法を教えていただきます。実

際に俳句を作りながら生徒のモチベーションを高める授業を体験します。

Osaka—Pair Discussions: Contextualizing Communica-
tion, by Barry Mateer, Nihon University’s Buzan Junior/
Senior High. This presentation will show how, with a few
frame sentences, students can initiate and monitor pair
discussion, constructing intended meaning from the lan-
guage offered up by their partner, and focusing on form,
meaning, and use, and thereby seek and provide the
language they need to clarify and elaborate their ideas and
negotiate the complexities of face-to-face interaction. Sun-
day, June 13, 1:30-3:30; YMCA Wexle, ORC 200-bangai 8F,
Benten-cho; one-day members ¥1,000. In addition, a 10:30-
12:30 presentation on video is tentatively planned as part of the
SIG mini-conference.

Kansai Mini-Conference—Language Learning from
the Cradle to College. See the regional notice for details.

Sendai—Teaching Pronunciation Communicatively, by
Russ McNally. This presentation will focus on how teach-
ers can teach pronunciation effectively, based on a modern
teaching approach which incorporates a variety of teach-
ing techniques. The approach that will be explained was
developed over a 3-year period, where a number of teach-
ing techniques were used and evaluated. The teaching
material used with this approach will also be discussed.
Sunday, June 13, 1:30-4:30; place to be announced; free to all.
３年に渡る各種指導法の採用と評価を通じて編み出された、いくつ

かの教授法を組み合わせて効果的に発音を指導する方略を使用する教

材とともに Russ McNally 氏が紹介します。

Shizuoka—Research Ideas, All Chapter Members. The
chapter will discuss possible future avenues of research
that could profitably be explored by all members. Please
come and join us! Sunday, June 20, 1:30-4:30; Shizuoka
Kyoikukaikan; free to all.

Tokyo—Discover EFL Debate!, by Charles LeBeau, David
Harrington, Michael Lubetsky, & John McLaughlin. EFL
debate still baffles the best of teachers, but it is here to stay.
The presenters will demonstrate activities and debates
from the new text Discover Debate. You will learn how to
debate, how to teach debate, and how to judge debate. You
will also discover how to make debate accessible to high
school, university, and adult learners. Sunday, June 20,
2:00-5:00; Sophia University, Yotsuya, Kioizaka Bldg, Rm 112;
one-day members: ¥500.
上記講演者各氏が、新テキスト「Discover Debate」からのアク

ティビティーやディベートを紹介します。ディベートの方法から指導

法、そして判定方法まで紹介し、高校から大学、成人学習者までディ

ベートの利用を講演します。

West Tokyo—Once Upon A Time, by Bonnie Yoneda, Osaka
Shoin Women’s College. Yoneda will lead a presentation
on exploring the culturally rich world of folk and fairy tales
in the classroom for comparing value systems and iden-
tity, building vocabulary, and constructing and retelling
stories. Sponsored jointly with Yokohama Chapter (see
more details below). The English Resource will provide a
display of ELT materials from various publishers. Sunday,
June 13, 1:30-4:00; LIOJ (Asia Center Odawara, 0465-22-
6131), Odawara (JR Tokaido or Odakyu, 5-min. taxi ride from
West Exit to “Ajia Senta”); one-day members ¥1,000.

Yokohama—Once Upon A Time, by Bonnie Yoneda, Osaka
Shoin Women’s College. See West Tokyo notice for more
information. Sunday, June 13, 1:30-4:00; Language Institute of
Japan (in Odawara: Take JR Tokaido or Odakyu Line to Odawara
Station; call Chapter Contacts for information on free minibus to
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beautiful LIOJ garden campus, meal); one-day members ¥1,000
(includes special refreshments.)

Yamagata—Authentic Balanced Materials for Low-Level
Learners, by Joyce Cunningham, Ibaraki University. This
workshop will centre around the prize-winning children’s
author, Robert Munsch. Participants will first be familiar-
ized with the authors delightful stories, then will read
them in groups and brainstorm how they might be used in
the classroom. Sunday, June 27, 1:30-4:00; Yamagata Kajo-
Kominkan (0236-43-2687); one-day members ¥700.

Chapter Contacts

People wishing to get in touch with chapters for information
can use the following list of contacts. Chapters wishing to
make alterations to their listed contact-person should send all
information to the editor: Tom Merner, t/f 045-822-6623 (w);
<tmt@nn.iij4u.or.jp>.

Akita: Suzuki Takeshi; t: 0184-22-1562;
<takeshis@mail.edinet.ne.jp>

Chiba: Bradley Moore; <bmoore@jiu.ac.jp>
Fukui: Maurice L. Splichal; t/f: 0776-66-6833;

<m.e.s.j@ma4.justnet.ne.jp>
Fukuoka: Kevin O’Leary; t: 0942-32-0101; f: 0942-22-2221;

<oleary@oleary.net>; web-site <http://kyushu.com/jalt/
events.html>

Gunma: Wayne Pennington; t/f; 027-283-8984;
<jk1w-pgtn@asahi-net.or.jp>

Hamamatsu: Brendan Lyons; t/f: 053-454-4649;
<bren@gol.com>

Himeji: William Balsamo; t: 0792-54-5711;
<balsamo@kenmei.ac.jp>

Hiroshima: Caroline Lloyd; t: 082-223-1292;
<cjz3@urban.ne.jp>

Hokkaido: Ken Hartmann; t/f: 011-584-7588;
<rm6k-htmn@asahi-net.or.jp>

Ibaraki: Neil Dunn; t: 029-254-6230;
<ndunn@call09.hum.ibaraki.ac.jp>

Iwate: Suzuki Izumi; t/f: 0196-35-6416;
<mfp@nnettown.or.jp>

Kagawa: Alex MacGregor; t/f: 087 851-3902;
<canstay@niji.or.jp>

Kagoshima: Sophia Shang; t: 0995-42-1732; <shang@kwc-
u.ac.jp>

Kanazawa: Bill Holden; t: 076-229-6140 (w), 229-5608 (h);
<holden@nsknet.or.jp>; website <http://www.jaist.ac.jp/
~mark/jalt.html>

Kitakyushu: Chris Carman; t: 093-603-1611 (w); 592-2883 (h);
<carman@med.uoeh-u.ac.jp>; website <http://
www.seafolk.ne.jp/kqjalt/>

Kobe: Brent Jones; t/f: 0797-31-2068;
<CXK05226@niftyserve.or.jp>

Kumamoto (Affiliate Chapter): Andrew Shaffer;
t: 096-339-1952; <andmirs@try-net.or.jp>

Kyoto: Ishikawa Katsumi; t: 075-581-3422; f: 593-6988
<vivid@mbox.kyoto-inet.or.jp>

Matsuyama: Tamai Satomi; t/f: 089-955-1030;
<stamai@a1.mbn.or.jp>

Miyazaki: Mike Guest; t: 0985-85-5369;
<michael@post1.miyazaki-med.ac.jp>

Nagasaki: Tim Allan; t: 095-824-6580; <allan@kwassui.ac.jp>;
Sarah Apedaile; t/f: 095-844-1024;
<sarah@bronze.ocn.ne.jp>

Nagoya: Claire Gelder; t: 052 781 0165; f: 052-781 4334
Nara: Larry Chin; t: 0745-73-5377; f: 0745-73-2453;

<lschin@gol.com>
Niigata: Robin Nagano; t/f: 0258-47-9810;

<robin@vos.nagaokaut.ac.jp>
Okayama: Judith Mikami; t/f: 086-696-0126;

<mikami@mx1.tiki.ne.jp>
Okinawa: John Dickson; t/f: 098-893-7557;

<dickson@southernx.ne.jp>
Omiya: Okada Chikahiko; t/f: 047-377-4695;

<chikarie@orange.plala.or.jp>; Mary Grove; t: 048-644-5400;
<grove@tuj.ac.jp>

Osaka: Nakamura Kimiko; t/f: 06-376-3741;
<kimiko@sun-inet.or.jp>

Sendai: John Wiltshier; t: 0225-88-3832;
<BXU01356@niftyserve.or.jp>

Shizuoka: Dean Williams; t: 0543-66-1459;
<deanw@iris.dti.ne.jp>

Shinshu: Mary Aruga; t: 0266-27-3894; <mmaruga@aol.com>
Tochigi: Jim Chambers; t/f: 028-627-1858;

<JiMiCham@aol.com>
Tokushima: Nora McKenna; t: 0886-41-4980(h); 0886-65-1300

ext. 2375(w); f: 0886-65-8037; <nora@shikoku-u.ac.jp>
Tokyo: Graham Bathgate; < grime@gol.com>; Suzuki Takako;

t/f: 0424-61-1460
Toyohashi: Laura Kusaka; t: 0532-88-2658;

<kusaka@vega.aichi-u.ac.jp>
West Tokyo: Kobayashi Etsuo; t: 042-366-2947;

<kobayasi@rikkyo.ac.jp>; website <http://home.att.ne.jp/
gold/db/wtcal.hmtl>

Yamagata: Sugawara Fumio; t/f: 0238-85-2468
Yamaguchi: Shima Yukiko; t: 0836-88-5421;

<yuki@cu.yama.sut.ac.jp>
Yokohama: Ron Thornton; t/f: 0467-31-2797;

<thornton@fin.ne.jp>

Conference Calendar
edited by lynne roecklein & kakutani tomoko

We welcome new listings. Please submit information in
Japanese or English to the respective editor by the 15th of
the month, at least three months ahead (four months for
overseas conferences). Thus, June 15th is the deadline for a
September  conference in Japan or a October conference
overseas, especially if the conference is early in the month.

Upcoming conferences
June 20, 1999—First Gender in Education and Language

Learning (GALE)/WELL Mini-Conference from 1-6 p.m.
at Daito Bunka U. Kaikan, Itabashi, Tokyo. With Women
in Education and Language Learning (WELL), GALE, a
forming SIG, presents discussion and workshops related
to gender issues, including an assertiveness training work-
shop in Japanese especially for non-native Japanese speak-
ers working in Japanese educational institutions and a
panel discussion by authors of Queer Japan, a book on
educating students about what it is like to be gay, lesbian
or bisexual in today’s Japan. Contact: Cheiron McMahill
at <cheiron@gpwu. ac.jp> or t: 0274-82-2723.

June 20-24, 1999—The New Educational Frontier: Teach-
ing and Learning in a Networked World, the 19th ICDE
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(International Council for Open and Distance Educa-
tion) World Conference on Open Learning and Dis-
tance Education in Vienna, Austria. Plenary speakers, 45
parallel sessions, 30 poster sessions, workshops and spe-
cial interest sub-meetings mark this year’s exploration of
these burgeoning modes of formal education. Informa-
tion extensive via <http://www.icde.org>.

July 13-17, 1998—WorldCALL: Call to Creativity at The
University of Melbourne, Australia, features keynote ad-
dresses, papers, symposia, workshops, demonstrations
and commercial displays aimed at promoting national and
international networks for CALL research and practice.
Presentations are organized into seven topical streams.
General information at <http://www.hlc.unimelb.edu.au/
worldcall/welcome.html#TOC> and a detailed list by
streams at <http://www.hlc.unimelb.edu.au/worldcall/
abstracts.html>. Inquiries: The Conference Secretariat,
Fauth Royale & Associates Pty Ltd; PO Box 895, North
Sydney, NSW 2060, Australia; t: 612-9954-4544; f: 612-
9954-4964 or <fauroy@ozemail.com.au>.

July 27-30, 1999—The Second International Conference on
Cognitive Science and 16th Annual Meeting of the Japa-
nese Cognitive Science Society (ICCS/JCSS99), held at the
International Conference Center, Waseda University, To-
kyo, Japan. Keynote speakers, three major symposia, and
several hundred papers and poster sessions from a wide
spectrum of areas, among them cognitive psychology and
anthropology, linguistics, neuroscience, and philosophy,
promise productive interdisciplinary challenges to cogni-
tive science research. See <http://www.sccs.chukyo-u.ac.jp/
ICCS99/cfpart.html> for  program. Inquiries: Hasida Koiti
at <iccs99org@etl.go.jp> or f: 81-(0)298-54-5930.

July 28-30, 1999—World Englishes and Asian Identities:
The 6th International Conference on World Englishes,
sponsored by the International Association of World
Englishes in Tsukuba, Japan. Half-day colloquia and
short papers will be given on many themes, among them
discourse strategies, collaborative research across the
Circles of English, pedagogy for English as an Interna-
tional Language (EIL), and power and identity issues. For
information, try <http://we.pdx.edu/conf.html#anchor
451323>, or contact Kimberley Brown, Associate Vice-
Provost for International Affairs, at <(kim@nh1.nh.pdx.
edu> or Department of Applied Linguistics, Portland
State University, PO Box 751, Portland, OR 97207-0751,
USA; t: 1-503-725-3566, f: 1-503-725-4139.

June 29-July 3, 1999—The Eighteenth International Humor
Conference at Holy Names College in Oakland, California,
USA. Plenaries, papers, posters, and symposia with psy-
chologists, anthropologists, playwrights, English educa-
tors, etc., will look at humor in relation to five topics, among
them cognition, creativity, and public and private discourse.
For information, e-mail <humor99@academ.hnc.edu>, see
<http://dimond.hnc. edu/events/humor99/> or contact
Martin D. Lampert, Conference Chair; Holy Names College,
3500 Mountain Blvd., Oakland, CA 94619-1699, USA; t: 1-
510-436-1699; f: 1-510-436-1199.

Calls For Papers or Posters (In order of deadlines)
June 30, 1999 (for December 7-9, 1999)—International Sym-

posium on Linguistic Politeness: Theoretical Ap-
proaches  and Intercul tural  Perspect ives  a t

Chulalongkorn University, Bangkok, Thailand. About
fifty researchers will share research results from both
western and non-western languages and cultures con-
cerning the relationship between politeness and such
issues as gender, genre, and indirectness. Extremely de-
tailed information as well as proposal and registration
forms at <http://pioneer.chula.ac.th/~hkrisada/Polite-
ness/index.html>. Otherwise, contact Krisadawan
Hongladarom; Department of Linguistics, Faculty of Arts,
Chulalongkorn University, Bangkok 10330, Thailand;
t: 66-2-218-4690; f: 66-2-218-4697; <hkrisada@chula.ac.th>.

Reminders
June 9-13, 1999—Digital Libraries for Humanities Scholar-

ship and Teaching, sponsored by the Association for Com-
puters and the Humanities and the Association for Literary
and Linguistic Computing, at the University of Virginia,
Charlottesville, Virginia, USA. (full entry 11/98 TLT)

June 13-16, 1999—Pragmatics and Negotiation (PRAGMA99),
an International Pragmatics Conference at Tel Aviv Uni-
versity and Hebrew University of Jerusalem. Contacts:
Pragma99, Faculty of Humanities, Tel  Aviv University, Tel
Aviv 69978, Israel; f: 972-3-6407839; <pragma99@-
post.tau.ac.il>, or Nomi Shir at <shir@bgumail.bgu.ac.il.>
(full entry 5/99 TLT)

June 19-20, 1999—Communication Theory Research and
Applications to Education at Hamamatsu University School
of Medicine. Contact: Eloise Hamatani; t: 0426-77-1111; f:
0427-84-9415; <eloise@gol.com>. (full entry 5/99 TLT)

June 19-20, 1999—Testing and Assessment for Learners,
Teachers and Trainers at Kyoto International Community
House, Kyoto, Japan. For details, contact Janina Tubby at (t)
078-845-5768 or <janina@gol.com>. (full entry 5/99 TLT)

June 21-July 30, l999—The Linguistic Society of America’s
1999 Linguistic Institute, this year at the University of
Illinois at Urbana-Champaign, Illinois, USA. For flavor and
details, go to <http://www.beckman.uiuc.edu/groups/
cs/ l ing ins t/genera l .h tml> .  Di rec t  contac t s :
<linginst@uiuc.edu>; 1999 Linguistic Institute, Linguistics
Department, UIUC, 4088 FLB, 707 S. Mathews, Urbana, IL
61801, USA. (full entry 5/99 TLT)

June 22-25, 1999—Second Language Teaching: Reading,
Writing and Discourse, at Hong Kong University of Science
and Technology (6/22-23) and Guangdong University of
Foreign Studies (6/24-25). More information at <http://
lc.ust.hk/~centre/conf99.html> or from Nick Noakes at
<lcnoakes@usthk.ust.hk>. (full entry 5/99 TLT)

Job Information Center/
Positions

edited by bettina begole & natsue duggan

Welcome again to the Job Information Center. All of us
have received our April supplements by now. Please note
that the contact information for both Bettina Begole and
Peter Balderston is incorrect in the supplement. The infor-
mation as it appears in The Language Teacher is the correct
information for Bettina. Peter Balderston is the contact
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person for JIC at the conference. His correct address is: 203
Akuhaitsu, 105-1 Iwanami, Susono-shi 410-1101.

There is a new website listed this month. It is designed
specifically for those looking for university work, or
changing positions within the university system. It is not a
list of jobs, but contains a lot of useful information for
applicants to universities.

Hyogo-ken—Kwansei Gakuin University’s Language Cen-
ter in Nishinomiya is seeking a full-time contract assistant
professor of English. Qualifications: PhD in TESOL or
applied linguistics; knowledge of Japanese culture and
language preferred. Duties: Teach eight classes of 90 min-
utes per week in an intensive English program to selected
university students and graduate students. Salary & Ben-
efits: 5,970,000 yen per year; research allowance; subsi-
dized furnished housing; two-year contract renewable for
an additional two years. Application Materials: Resume,
two letters of recommendation, maximum of three samples
of publications, copy of diploma, five to ten minute video-
taped segment of actual teaching; interview to be ar-
ranged. Deadline: June 30, 1999. Contact: Acting Director;
Kwansei Gakuin University, 1-1-155 Uegahara,
Nishinomiya, 663-8501; t: 0798-54-6131; f: 0798-51-0907;
<tkanzaki@kwansei.ac.jp>.

Tokyo-to—Two profitable, long-established language
schools in Tokyo are available separately or as a package.
Additional Information: t/f: 03-3770-6249 during busi-
ness hours;<shibuya@crisscross.com>.

Tokyo-to—Robin English School in Yokohama is looking
for a part-time English teacher. Qualifications: A sincere,
pleasant, helpful, friendly, and responsible teacher. Pref-
erence will be given to applicants living close to relevant
branch schools. Duties: Teach English conversation. Sal-
ary & Benefits: 3,000 yen for a one-hour class plus trans-
portation. Application Materials: Resume. Deadline: As
soon as possible. Contact: Mr. K. Hamazaki; Robin English
School, 2-4-1 Nagatsuda, Midori-ku, Yokohama 226-0027;
t/f: 045-985-4909.

Tokyo-to—The Department of Japanese at Daito Bunka Uni-
versity in Tokyo is seeking a part-time English teacher to
begin in April, 1999. Qualifications: MA or PhD in TEFL/
TESL is required, as well as native-speaker competency in
English, and university-level teaching experience. Duties:
Teach three courses on any one day from Monday through
Wednesday. The courses are an introductory course in
second language acquisition, a course in presentation skills,
discussion and/or debate, and a course in intermediate-
level writing which includes some basics in business writ-
ing. The first class begins at 9:00 and all classes are 90
minutes. Salary & Benefits: 26,000 to 30,000 yen per course
depending on teaching experience and education, and trans-
portation fee (maximum 4,000 yen per trip to school). Appli-
cation Materials: Resume, reference, one passport-size
photograph, photocopies of diploma, and a cover letter
including a short description of courses taught and how
they were taught. Deadline: Ongoing. Contact: Mr. Etsuo
Taguchi, 20-8 Mizohata-cho, Sakado-shi, Saitama-ken 350-
0274; t/f: 0492-81-8272; <etaguchi@sa2.so-net.or.jp>.

Tokyo-to—The English and business departments at Aoyama
Gakuin University are seeking part-time teachers to teach
conversation and writing courses at their Atsugi campus.

The campus is about 90 minutes from Shinjuku station on
the Odakyu Line, and classes are on Tuesdays, Thursdays,
and Fridays. Qualifications: Resident of Japan with an
MA in TEFL/TESL, English literature, applied linguistics,
or communications; minimum three years experience teach-
ing English at a university; alternately, a PhD and one year
university experience. Publications, experience in presen-
tations, and familiarity with e-mail are assets. Duties:
Classroom activities include teaching small group discus-
sion, journal writing, and book reports. Seeking teachers
who can collaborate with others on curriculum revision
project entailing several lunchtime meetings, and an orien-
tation in April. Salary & Benefits: Based on qualifications
and experience. Application Materials: Apply in writing,
with a self-addressed envelope, for an application form.
Deadline: Ongoing. Contact: “Part-timers,” English and
American Literature Department, Aoyama Gakuin Uni-
versity, 4-4-25 Shibuya, Shibuya-ku, Tokyo 150-8366. Short-
listed candidates will be contacted for interviews.

Web Corner
Information for those seeking university positions (not a job

list) at <www.voicenet.co.jp/~davald/univquestions.
html>.

You can receive the most recent JIC job listings by e-mail at
<begole@po.harenet.ne.jp>.

“ELT News” at <http://www.eltnews.com>.
“ J A L T  O n l i n e ”  h o m e p a g e  a t  < h t t p : / /

langue.hyper.chubu.ac.jp/jalt/index.html>. “Jobs” section
at <http://langue.hyper.chubu.ac.jp/jalt/features/
jobs.html>.

“Sophia Applied Linguistics Circle” (Japanese site) at <http:/
/www.asahi-net.or.jp/~jg8t-fjt/bulletin.htm>.

“Teaching English in Japan: A Guide to Getting a Job” at
<http://www.wizweb.com/~susan/mainpage.html>.

“ESL Job Center on the Web” at <http://www.pacificnet.
net/~sperling/jobcenter.html>.

“Ohayo Sensei” at <http://www.wco.com/~ohayo/>.
NACSIS (National Center for Science Information Systems)

career information at <http://nacwww.nacsis. ac.jp>.
“The Digital Education Information Network Job Centre” at

<http://www.go-ed.com/jobs/iatefl>.
“EFL in Asia” at <http://www.geocities.com/Tokyo/Flats/

7947/eflasia.htm>.
To list a position in The Language Teacher, please send the following
information by fax or e-mail: City and prefecture, name of institution,
title of position, whether full- or part-time, qualifications, duties, salary
and benefits, application materials, deadline, and contact information.
Faxes should be sent to Bettina Begole at 0857-87-0858; e-mail
<begole@po.harenet.ne. jp> so that it they are received before the 15th of
the month, two months before publication.

差別に関する
The Language Teacher Job Information Center の方針
私たちは、日本国の法規、国際法、一般的良識に従い、差別用語と雇

用差別に反対します。JIC/Positions コラムの求人広告は、原則とし

て、性別、年令、人種、宗教、出身国による条件は掲載しません。(例

えば、イギリス人、アメリカ人というよりは、ネイティブ並の語学力と

いう表現をお使いください。) これらの条件が法的に要求されているな

ど、やむをえない理由のある場合は、下記の用紙の「その他の条件」の

欄に、その理由とともにお書きください。編集者は、この方針にそぐわ

ない求人広告を編集したり、書き直しをお願いしたりする権利を留保し

ます。
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JALT（全国語学教育学会）について

　JALTは最新の言語理論に基づくよりよい教授法を提供し、日本における語学学習の向上と発展を図ることを目的とする学術団体です。1976年に設

立されたJALTは、海外も含めて4,000名以上の会員を擁しています。現在日本全国に38の支部（下記参照）を持ち、TESOL（英語教師協会）の加盟

団体、およびIATEFL（国際英語教育学会）の日本支部でもあります。

出版物：JALTは、語学教育の専門分野に関する記事、お知らせを掲載した月刊誌The Language Teacher、年２回発行のJALT Journal、JALT

Applied Materials（モノグラフシリーズ)、およびJALT年次大会会報を発行しています。

例会と大会：JALTの語学教育･語学学習に関する国際年次大会には、毎年2,000人が集まります。年次大会のプログラムは300の論文、ワークショップ、

コロキアム、ポスターセッション、出版社による展示、就職情報センター、そして懇親会で構成されています。支部例会は、各JALTの支部で毎月もし

くは隔月に１回行われています。分野別研究部会、N-SIGは、分野別の情報の普及活動を行っています。JALTはまた、テスティングや他のテーマにつ

いての研究会などの特別な行事を支援しています。

支部：現在、全国に38の支部と2つの準支部があります。（秋田、千葉、福井、福岡、群馬、浜松、姫路、広島、北海道、茨城、香川、鹿児島、金沢、

神戸、京都、松山、盛岡、長野、長崎、名古屋、奈良、新潟、岡山、沖縄、大宮、大阪、仙台、静岡、諏訪、栃木、徳島、東京、豊橋、西東京、山形、

山口、横浜、北九州、高知［準支部］、宮崎［準支部］）

分野別研究部会：バイリンガリズム、大学外国語教育、コンピュータ利用語学学習、グローバル問題、日本語教育、中学・高校外国語教育、ビデオ、

学習者ディベロプメント、教材開発、外国語教育政策とプロフェッショナリズム、教師教育、児童教育、試験と評価。

JALT の会員は一つにつき1,500円の会費で、複数の分野別研究会に参加することができます。

研究助成金：研究助成金についての応募は、8月16日までに、JALT語学教育学習研究助成金委員長まで申し出てください。研究助成金については、年

次大会で発表をします。

会員及び会費：個人会員（¥10,000): 最寄りの支部の会費も含まれています。学生会員（¥5,000): 学生証を持つ全日制の学生（専門学校生を含む）が

対象です。共同会員（¥17,000): 住居を共にする個人2名が対象です。但し、JALT出版物は1部だけ送付されます。団体会員(1名¥6,500): 勤務先が同

一の個人が５名以上集まった場合に限られます。JALT出版物は、5名ごとに1部送付されます。入会の申し込みは、The Laguage Teacher のとじ込

みの郵便振り替え用紙をご利用いただくか、国際郵便為替（不足金がないようにしてください）、小切手、為替を円立て(日本の銀行を利用してくださ

い)、ドル立て(アメリカの銀行を利用してください)、あるいはポンド立て（イギリスの銀行を利用してください)で、本部宛にお送りください。また、

例会での申し込みも随時受け付けています。

JALT事務局: 〒110-0016　東京都台東区台東 1-37-9 アーバンエッジビル５F

Tel. 03-3837-1630; fax. 03-3837-1631; <jalt@gol.com>

Membership Information
jalt is a professional organization dedicated to the improvement of language learning and teaching in Japan, a vehicle for the
exchange of new ideas and techniques, and a means of keeping abreast of new developments in a rapidly changing field. jalt,
formed in 1976, has an international membership of over 4,000. There are currently 37 jalt chapters and 2 affiliate chapters
throughout Japan (listed below). It is the Japan affiliate of International tesol (Teachers of English to Speakers of Other
Languages) and a branch of iatefl (International Association of Teachers of English as a Foreign Language).
Publications — jalt publishes The Language Teacher, a monthly magazine of articles and announcements on professional
concerns; the semi-annual JALT Journal; JALT Conference Proceedings (annual); and JALT Applied Materials (a monograph series).
Meetings and Conferences — The JALT International Conference on Language Teaching/Learning attracts some 2,000
participants annually. The program consists of over 300 papers, workshops, colloquia, and poster sessions, a publishers’
exhibition of some 1,000m2, an employment center, and social events. Local chapter meetings are held on a monthly or bi-
monthly basis in each jalt chapter, and National Special Interest Groups, n-sigs, disseminate information on areas of special
interest. jalt also sponsors special events, such as conferences on testing and other themes.
Chapters — Akita, Chiba, Fukui, Fukuoka, Gunma, Hamamatsu, Himeji, Hiroshima, Hokkaido, Ibaraki, Iwate, Kagawa,
Kagoshima, Kanazawa, Kitakyushu, Kobe, Kyoto, Matsuyama, Nagasaki, Nagoya, Nara, Niigata, Okayama, Okinawa, Omiya,
Osaka, Sendai, Shinshu, Shizuoka, Tochigi, Tokushima, Tokyo, Toyohashi, West Tokyo, Yamagata, Yamaguchi, Yokohama,
Kumamoto (affiliate), Miyazaki (affiliate).
N-SIGs — Bilingualism; College and University Educators; Computer-Assisted Language Learning; Global Issues in Language
Education; Japanese as a Second Language; Jr./Sr. High School; Learner Development; Materials Writers; Professionalism,
Administration, and Leadership in Education; Teacher Education;  Teaching Children; Testing and Evaluation; Video; Other
Language Educators (forming); Foreign Language Literacy (forming). jalt members can join as many n-sigs as they wish for
a fee of ¥1,500 per n-sig.
Awards for Research Grants and Development — Awarded annually. Applications must be made to the jalt Research Grants
Committee Chair by August 16. Awards are announced at the annual conference.
Membership — Regular Membership (¥10,000) includes membership in the nearest chapter. Student Memberships (¥5,000)
are available to full-time, undergraduate students with proper identification. Joint Memberships (¥17,000), available to two
individuals sharing the same mailing address, receive only one copy of each jalt publication. Group Memberships (¥6,500/
person) are available to five or more people employed by the same institution. One copy of each publication is provided for every
five members or fraction thereof. Applications may be made at any jalt meeting, by using the postal money transfer form (yubin
furikae) found in every issue of The Language Teacher, or by sending an International Postal Money Order (no check surcharge),
a check or money order in yen (on a Japanese bank), in dollars (on a U.S. bank), or in pounds (on a U.K. bank) to the Central Office.
Joint and Group Members must apply, renew, and pay membership fees together with the other members of their group.

Central Office
Urban Edge Building, 5th Floor, 1-37-9 Taito, Taito-ku, Tokyo 110-0016

tel: 03-3837-1630; fax: 03-3837-1631; <jalt@gol.com>
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