A TASTE OF JALT2009 EXCERPTS FROM THE PROCEEDINGS | 3

THE TEACKAIL LEARAING B

& »
; '
0

b .
® z
19 g
* oEER =1 - ovgow 35

CNET BERXICHLTEBLRENTORER, LKTHRANA
HDTEHLO>TNDEWDNT Ve, KRRIFLUTOEZASHICTSD
oI/, 1) BAANBERARENERLLRET 7AS O bE
RETD. FATATF I A—DBRVBEERNS T — 2) TOF
TN BEEDOWEDSLELEZDEMN. 3) MECLDEENTE
EHMRERECDIOTHE. MREBEFSBOBERORETHHE I HKE
HELRUKSBDHETRBNRATATRE—A—, ZNENM1D
DEFANEERREDERUACRBT TR O ERELL, BigA
HE1—ERBHAICKELL, TORR, Fo v h—RBEHRAEER
FSTo—ERVTEY, BRMEREICHETDIEERLT IR
FOEEIERMEBEZA LSETNSZEDPEREN, PHORZ
DEEICLOTUERENICRNICH L TITO NS REBR B ICLHIRENF
KIMRO T BBLETF v h—DOMBEDOLERDPRESN,

cademic journals often require authors

whose first language is not English to

have a native English speaker check their
submissions. For researchers in EFL contexts,
however, finding native speaker assistance can
be a challenge. Many must settle for English
teaching colleagues, unfamiliar with terminology
and conventions in the authors’ fields. These
teachers’ revisions may cause problems in word
choice (Swales, 1990) and lexical cohesion (Ven-
tola & Mauranen, 1991). These teachers, many of
them long-term expatriates, may also suffer from
attrition of their English skills (Porte, 1999). They
may only be able to correct obvious errors, such
as misused articles, leaving a paper with flaws in
content and wording (Shashok, 2001). However,
these obvious errors may not bother journal
editors, who care more about content than native
perfection (Flowerdew, 2001).

This study examined “native checks” done by
English teachers at Japanese universities. Specifi-
cally, we aimed to identify 1) revision strategies
employed by checkers when editing an English
nursing abstract; 2) points where checkers feel
that consultation with the author is required; 3)
the effect that revisions have on cohesion; and
4) checkers’ attitudes and approaches towards
editing.

Ten native checkers and
one English abstract

lan Willey & Kimie Tanimoto, Kagawa University

Methods

Several drafts of an English abstract written by

a Japanese nursing researcher and edited by

a native English speaker were first examined,
and a framework for coding revisions emerged,
consisting of nine revision strategies: addition;
deletion; substitution; reordering; rewriting, con-
solidation, and division of sentences; mechanical
revisions; and suggestion.

Five native speaker English instructors,
employed at Japanese universities (the “Uni”
group), agreed to participate. For comparison
of results, five native English speakers who had
never taught English at a Japanese university,
and whose profession was not English language
teaching (the “Non-Uni” group), were asked
to participate. Participants were given the
English abstract written by the Japanese nursing
researcher and asked to edit it by hand, circling
parts where consultation with the author seemed
necessary. Follow-up interviews with Uni check-
ers were then conducted.

Results
Revision strategies

Substitution of words/phrases was the strategy
most often employed by Uni and Non-Uni
checkers, followed by addition and deletion.
More complex revision strategies, such as
sentence consolidation and rewriting, were used
less often. This finding confirms the assertion
(Shashok, 2001) that checkers make mainly
lexico-grammatical revisions. Uni and Non-Uni
checkers made roughly the same number of
revisions overall. Interestingly, Non-Uni checkers
rewrote more than Uni checkers, and Non-Uni
checkers made no suggestions (revisions ending
in question marks). Overall, Non-Uni checkers
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were more similar in their choice of revision
strategies than Uni checkers.

Consultation circles and meta-comments

A coding framework for consultation circles

and meta-comments (comments and questions
written on the text) emerged in data analysis,
and consisted of seven categories: nursing lexical
terms; academic lexical terms; general lexical
terms; discourse-related features; genre-specific
features; and a combination of these categories.

Non-Uni checkers made more consultation
circles than Uni checkers. Nursing lexical items
were circled most often by checkers in both
groups. However, Non-Uni checkers made
the most circles around nursing lexical items.
Uni checkers made no circles around academic
lexical items; three such items were circled by
Non-Uni checkers.

Overall, Uni checkers wrote the most meta-
comments. For both groups, nursing lexical items
were the source of the most meta-comments.
However, genre-specific meta-comments were
written only by Uni checkers. Uni checkers also
wrote more discourse-related meta-comments.
Meta-comments related to mechanical concerns
were made more often by Non-Uni checkers.

Cohesion

Cohesive revisions were identified as those

in which a lexical item was substituted with
another for cohesive purposes. There were 63
such revisions. In all but one of them the lexical
referent of a word was clarified (e.g., “she” was
replaced by “the patient”). Overall, Non-Uni
checkers made the most cohesive changes.

Interviews

Four of the five Uni checkers indicated that
correspondence with an author is required.
Two interviewees displayed negative attitudes
towards editing, one was ambivalent, and two
were generally positive. Problems cited with
native checking included a lack of professional
courtesy from authors, and frustration caused
by unfamiliar terms and conventions; positive
aspects of editing included learning new things
and professional recognition.

Conclusion

This study challenges Ventola and Mauranen’s
(1991) finding that native checkers’ revisions can
damage cohesion. Participants showed a concern
for removing ambiguities. Interestingly, Non-Uni
checkers made the most cohesive changes. How-
ever, familiarity with academic writing may have
given Uni checkers an advantage over Non-Uni
checkers. Uni checkers made fewer consultation
circles, employed a greater variety of revision
strategies, and unlike Non-Uni checkers wrote
genre-related meta-comments.

The importance of author-checker interaction
was also confirmed by this study. A greater
awareness among Japanese researchers of the
challenges faced by native checkers is needed,
in order to better enable English teachers to
improve texts they are asked to edit.
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arents who come from different language

backgrounds generally view the ability to

speak more than one language beneficial
and wish to transmit their native languages to
their children (Takeuchi, 2009). Studies on one
parent-one language families have focused on
parental accounts of bilingual child-rearing.
Motivated and well-informed parents in
previous studies reported that they used
many techniques and resources to maximise
the likelihood of passing down their native
languages to their children (Dépke, 1992;
Lambert, 2008; Saunders, 1982, 1988; Takeuchi,
2006a, 2006b, 2009). These techniques include
initial information gathering and planning,
consistent language choice, frequent interaction
with the speakers of the community language,
trips to their homeland, audio-visual resources,
and enrolling their children in supplementary
community language classes. Nevertheless,
parental efforts do not always seem to result in
successful outcomes as originally hoped. Why
do some children cooperate with their parents in
terms of language choice initiatives, while others
do not?

Children may see their bilingual experiences
quite differently from what their parents or other
adults imagine them to be (Kanno, 2003) and
they may make their own decisions regarding
language choice. They may be happy to continue

Japanese-English bilingual
children’s perspective

Masae Takeuchi, Victoria University

what the family has been practising, but they
may react negatively in a bilingual situation.

A young child’s primary motivation to speak a
parent’s native language seems to come from
an extrinsic need, for communication and
emotional bonding with the parent (Taeschner,
1983). However, as children become older, the
intrinsic aspect, that is “wanting to learn the
community language’, also plays an important
role in the continuous use of the parent’s native
language. Children need to be interested in and
self-motivated to maintain their parent’s native
language. Thus, it is important to incorporate
the child’s own perspectives in dealing with two
languages and cultures in order to understand
one parent-one language families more
comprehensively.

This study examined the experiences of 10 chil-
dren (aged 6 - 13) learning Japanese and English
since birth in Australia. According to the 2006
Census by the Australian Bureau of Statistics,
more than three million people reported that
they speak a language other than English at
home (ABS, 2006). Japanese speakers are one
of the newest and smallest groups in Australia.
So far, there is little research on the profile of
children from Japanese-Australian families. The
major part of data for this study came from semi-
structured interviews with the children from
Japanese-Australian families. I focused on the
attitudes of the children towards the Japanese
language and culture, and compared this with
their actual use of Japanese. I also looked at
motivational factors likely to sustain the use of
the Japanese language for these children.

The interviews with the children showed
that there were differences with regard to their
attitudes and feelings towards the Japanese
language. The children whose Japanese mothers
made an explicit language contract in the family

THE LANGUAGE TEACHER: 34.5 ¢ September / October 2010 5



TLT » A Taste of JALT2009 * Excerpts from the Proceedings

and used Japanese regularly at home seemed

to have developed a clear understanding of the
role and value of the Japanese language in their
lives. The comments from the children indicated
the sensitivity of these children to their parents’
desire to pass down Japanese to them and these
children seem to have accepted the parents’
expectations regarding the development of their
Japanese. They also viewed Japanese literacy
development as part of their Japanese studies
and were happy to cooperate with their parents’
initiatives. The children reported that they would
continue to speak Japanese with their Japanese
parents, siblings, Japanese-speaking friends, and
relatives in Japan. They said that they were half
Japanese and half Australian, so it was natural
for them to speak both languages.

On the other hand, the children who no longer
spoke Japanese with their Japanese mothers
did not seem to identify the Japanese language
with the language of their relationship with their
Japanese mother. They did not speak Japanese to
their siblings, either. These children gave a lack of
proficiency in Japanese, vocabulary in particular,
as a reason not to speak Japanese with their
Japanese mothers. These children did not reject
the use of Japanese, but were unable to freely
express themselves in Japanese. The function of
the Japanese language was shifted to study, not
communication. Some children reacted negatively,
and struggled to continue Japanese study. Only
those who could see the benefit of Japanese as a
study subject at school were happy to continue.

The comments from the Japanese-Australian
children reinforce the importance of the
Japanese-only policy at home in relation to
children’s continuous use of Japanese. It is
important for the Japanese parents to maintain
a continuous use of Japanese with their children
and to ensure that Japanese is used among the
siblings. It is critical for the Japanese parents to
create and expand the need for the children to
speak Japanese.

References
ABS. (2006). Census of population and housing.
Canberra: Australian Bureau of Statistics.

Dopke, S. (1992). One parent, one language: An
interactional approach. Amsterdam: John Ben-
jamins.

Kanno, Y. (2003). Negotiating bilingual and
bicultural identities: Japanese returnees betwixt
two worlds. New Jersey: Lawrence Erlbaum
Associates.

Lambert, B. (2008). Family language transmission:
Actors, issues, outcomes. Bern: Peter Lang.

Saunders, G. (1982). Bilingual children: Guidance
for the family. Clevedon, UK: Multilingual
Matters.

Saunders, G. (1988). Bilingual children: From birth
to teens. Clevedon, UK: Multilingual Matters.

Taeschner, T. (1983). The sun is feminine. Berlin:
Springer-Verlag.

Takeuchi, M. (2006a). Raising children bilingually
through the ‘one parent-one language’ approach: A
case study of Japanese mothers in the Australian
context. Bern: Peter Lang.

Takeuchi, M. (2006b). The Japanese language
development of children through the ‘one-
parent-one language” approach in Melbourne.
Journal of Multilingual and Multicultural
Development 27 (4), 319-331.

Takeuchi, M. (2009). Japanese-English child-
rearing practices in Australia. In Stoke, A. (ed.)
JALT 2008 Conference Proceedings. Tokyo: JALT.

fulwela IALT
englivh Teaching ¢

ﬂﬂ_,eurch Gnnmmnc
2010

oH

Help Your Necighbor.

Help Yourrelf

Saturday, October 2, 2010
10:00 - 17:00 / Kyushu Sangyo University

6 THE LANGUAGE TEACHER Online » <jalt-publications.org/tlt>



A TASTE OF JALT2009 EXCERPTS FROM THE PROCEEDINGS | 7

THE TEACKALL LEARAING B

: BEROBER
AUy Y 3o

Y

ORERERE - 9ogo'Ww 3

Rachael Ruegg, Kanda
University of International
Studies

WRE PHEARTIE. SMELEPBHDr—FTILEEE TORBIC
DWTDTA— RNy IMBEZENTWNSN, T5—T4—RKN\v o (FE
ZICHUTIE®AET DI L) [CDNWTIE. SIMEBADERICEY., B
BEII5ZHLIICLTNS, SMBEDOFHKIEIIS—T1— RNy oEK
. FYDFEIIROEM o7z, WSIEDHDE=D. 2DDIIL—TI25
[Fonsz, —ZHEMH. B8, I5—T— KNy o ERDIIIN—TE —
EbBROBM 210N —TD2DTH 2, ZD2DDTIN—TE. EDLD
BEENIS—TA—BNYIERDTNDDNERRDI=HLEBE SN
12e EOIC. IZ—TA—RNYIDFATA T RBDIERICEATTEE
ERIFTOMNERARD =D, EERORVEERICTONDISAT1>
THRBROT =W tEnz, COFHERRIEIS—T— RNy IBE
EOBEBHEBIEITOICEN THDATREMER LIz, TRRBRETOH
RIFCORIEDPELVNEDTHAMNEMRTHDICHMIZEBONS,

number of studies have been conducted

to ascertain whether or not language

learners want teacher error feedback on
their writing. It is intuitive that some students
want teacher feedback and some do not, but very
little investigation has gone into which kinds of
students request feedback.

This pilot study aimed to investigate three
research questions: 1) When given a choice, is
the preference for feedback related to ability? 2)
When given a choice, is preference for feedback
related to how hardworking a student is? 3)
When feedback is given on single-draft writing
and students are not required to pay any attention
to it, does it make a difference to students” writing
ability as measured by a timed essay task?

Many studies have used questionnaires to find
out students’ preferences for feedback on their
writing (Hedgcock & Lefkowitz, 1994, 1996;

Lee, 2008; Leki, 1991). To my knowledge, no
study has ever ascertained student preferences
by actually having them request feedback for
the duration of a course. Students may feel that,
ideally, they would like to receive error feedback

Who wants feedback
and does it make any

difference?

and therefore answer in a questionnaire that
they would like to receive it. Realistically, many
factors may be taken into consideration before
actually requesting error feedback in class.
Therefore, this study may offer a more realistic
appraisal of how many students want error
feedback on their writing.

In this study 21 participants were given
feedback on the content of their weekly journal
writing but they were asked to decide whether
or not they wanted error feedback in addition.
Indirect error feedback was given to those who
requested it in the form of all grammatical and
lexical errors being underlined.

The journals from a period of 11 weeks were
collected and analysed. In total there were 26
students in the class. Of the 26 students, eight
requested error feedback on every journal entry,
13 never requested error feedback and the
remaining five varied. The five students who
varied in their request from week to week were
excluded from the study and the remaining 21
students and their journal entries were analysed.

The two groups were compared in terms of the
number of journal entries they submitted, the
length of their journal entries and their writing
ability at the beginning and the end of the aca-
demic year. In addition, the writing scores from
the beginning and the end of the academic year
were compared to determine whether content
and error feedback led to more improvement in
writing ability than content feedback alone.

Students who requested error feedback every
week submitted their journals significantly more
than those who never requested error feedback.
Those who requested error feedback every week
also wrote significantly longer journal entries
than those who never requested error feedback.

In terms of writing ability, the two groups
were roughly equal at the beginning of the
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academic year. There was also no significant
difference between the scores of the two groups
at the end of the academic year. However, the
vocabulary scores of students in the content and
error feedback group were higher than those

in the content only group, and this difference
approached significance, indicating that students
may have been more receptive to feedback on
issues such as word choice and word use than
they were to feedback on grammar. This was
also found by Ferris and Roberts (2001), who
analysed improvements in student writing as a
result of feedback.

This was a pilot study, comprising just 21
students in one class. As such, it is difficult to
draw strong conclusions. However, it seems that
the students who consistently requested error
feedback were more motivated than those who
never requested it. It also seems apparent that
error feedback did not have the effect of decreas-
ing students’ fluency. A full scale study would be
beneficial to verify these findings.

One year after the data had been collected, I
sent an email out to all eight students who con-
sistently requested error feedback, asking them
whether they had actually corrected the errors
marked in their journals. Of the five students
who replied, four said that they had always gone
through and corrected the errors after the journal
was returned to them. The other student stated
that although she did not correct the errors on
paper, she did go through them in her head.

It has been stated that if students are not
required to revise writing they will not pay
attention to feedback and therefore it is a waste
of time providing it (Ferris, 2002). For this
reason, it is often argued that error feedback is
only appropriate within a process approach to
writing. However, it appears that some students
spend time reviewing error feedback even when
they are not required to do so.

Rachael Ruegg is a Senior Lecturer at Kanda
University of International Studies and coordina-
tor of the Advanced Skills research group. Her
main research interests include assessment,
vocabulary, and writing. She can be contacted at
<rachaelruegg@gmail.com>
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asks have long served to provide the

context for investigating language acquisi-

tion processes for researchers, and have
also guided teachers in creating optimal learning
conditions in the language classroom (e.g.,
see Ellis, 2003; Pica, Kanagy, & Falodun 1993;
Robinson, 2001, 2007a; Skehan, 1999). Task-based
language teaching is largely consistent with
contemporary theories of language acquisition;
however, one problem for task-based instruction
and research has been the absence of a theoreti-
cally sound and operationally feasible taxonomy
of tasks on which to base decisions regarding
task sequencing.

Robinson (2001, 2005, 2007a, 2007b, 2010)
proposed a cognitively motivated solution to
this issue with the Cognition Hypothesis. The
Cognition Hypothesis asserts that tasks should
be sequenced non-linguistically for L2 learners
in an order of increasing cognitive complexity,
and that these sequences will promote rethinking
for speaking, interlanguage development and
automatic performance.

Task sequencing based

on the Cognition
Hypothesis

Robinson (2010) further proposes the SSARC
Model as a way to operationalize the gradual in-
creases in pedagogic task complexity in line with
the claims of the Cognition Hypothesis. SSARC
stands for stabilize, simplify, automatize, restructure,
and complexify. Each refers to the sequential stages
involved in the task-sequencing model, stabilize
and simplify being the first stage, automatize being
the second stage and restructure and complexify
being the third and final stage in the sequence.
Two basic principles underlie the model. The first
is a parsimony principle which states that task
sequencing should be based solely on cognitive
complexity factors. The second is a cumulative
principle, which posits that tasks should increase
in complexity, first on the resource-dispersing
dimension and second on the resource-directing
dimension. The resource-dispersing dimension
places performative / procedural demands on the
learner. These demands facilitate automatic access
to an already established interlanguage system.
On the other hand, the resource-directing dimen-
sion of task complexity puts cognitive/ conceptual
demands on the learner. These demands direct
learners’ attentional and memory resources to
aspects of the L2 system (see Appendix 1 in full
article). By adhering to these principles, a target
construction will follow three stages of develop-
ment which involve: (1) stabilization and simplifi-
cation while engaging in simple tasks; (2) automa-
tization by increasing the performative demands
of a task; and (3) restructure and complexification
by introducing complexity to the task.

Research Questions

The SSARC Model was initially designed for
large-scale syllabus design, involving the grad-
ual sequencing of tasks over long instructional
periods. However, this study attempts to inves-
tigate the short-term effects of task sequencing
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proposed by the model in line with the claims of
the Cognition Hypothesis. This study addresses
two research questions:

1. To what extent does the learner’s spoken
fluency change over the course of increas-
ingly cognitively complex tasks?

2. To what extent does the learner’s spoken
complexity change over the course of
increasingly cognitively complex tasks?

Methodology
The Learner

The participant in this case study was M., a
23-year-old Japanese female. She studied English
for a total of 14 years and majored in English at
university. Although M. had a lengthy period

of formal instruction in English, she had limited
opportunities to produce language in real
conversational settings. In this sense, we viewed
M. as being at a low intermediate level; she had a
lot of knowledge about English, but had difficul-
ties using it in communicative situations.

The Instructional Approach

An eight-week instructional course was designed
for M. and implemented based on the SSARC
Model. The above assumptions of the SSARC
Model were applied to a series of eight con-
nected communicative lessons in which a peda-
gogical task of describing a picture sequence
was broken down into several sub-tasks. The
tasks were sequenced according to the SSARC
Model using gradual increases in pedagogic
task complexity in line with the claims of the
Cognition Hypothesis. The set of tasks used in
this study revolved around picture descriptions/
story telling using popular Japanese animated
movie comic books. These tasks created the
context, need, and support for the learner to
communicate in English.

Results

The effects of the instruction were examined
using measures of speech fluency and complex-
ity. Complexity showed notable gains as a result
of engaging in cognitively complex tasks while
fluency remained largely unchanged. The results
were partially consistent with the claims of the

Cognition Hypothesis, providing support for the
task sequencing effects of the SSARC Model.

Conclusions

This study attempted to apply the principles

of the Cognition Hypothesis and the SSARC
Model to task design and investigated the
short-term effects of task sequencing proposed
by the model on M.’s speech production in
terms of fluency and complexity. This case study
demonstrates how a sequence of communica-
tive tasks can facilitate a systematic growth in
speech production and provides support for the
Cognition Hypothesis, the SSARC Model and
their implications for task-based syllabus design.
While the establishment of a sound taxonomy of
tasks is of primary importance, investigations of
its application to practice following the SSARC
Model would make significant contributions to
task-based pedagogy.
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or most Japanese university students, Exten-

sive Reading (ER) represents an entirely

new way of acquiring a language. This
paper presents and discusses data from an online
quiz and two online surveys used to assess how
well students in an ER program in a Japanese
university had grasped the methodological
value of ER. For many practitioners in Japan,
one of the main objectives of ER is to change the
attitudes of students towards language learning
and towards English. Our data show that giving
students explicit instruction in ER methodology
can lead to a change in study habits and attitudes
towards studying the language.

There are a number of arguments against
assessment in ER. It is possible that certain kinds
of assessment in ER, such as Comprehension

The measurement problem
in Extensive Reading:
Students’ attitudes

questions or the requirement to write summa-
ries, make no difference to the eventual gains in
acquisition, and may even be detrimental as they
demotivate students and eat into time that could
be used for reading (Mason & Krashen, 2004).
Several ER practitioners have noted the conflict
between the learner autonomy that ER encour-
ages and the institutional requirement to assess
students through testing (Brown, 2010). The least
compromising approach to this question must
surely be that of Kunihide Sakai, whose three
main ER precepts include the prescription “No
tests” (Sakai & Kanda, 2005, p. 8).

Nonetheless, it is also true that reading fluency
can be reliably measured, and in a successful
ER program using tests of fluency and reading
speed to present students with a numerical dem-
onstration of their progress can further enhance
students” motivation. Even without quantifiable
gains in reading skills, ER offers students the
chance to become more autonomous and, on an
emotional level, more immersed and involved in
their study of the language than has previously
been possible. But to be able to arrive at this kind
of experience, Japanese students especially need
to change their study habits and attitudes.

Method and results

An online quiz and a survey were conducted
in English to assess students’ knowledge of the
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method and rationale of ER. The quiz showed
that students had understood and remembered
the methodological principles presented in the
orientation sessions at the beginning of the
course. The survey revealed that most of the
students never used a dictionary when reading,
demonstrating that the teacher had been success-
ful in getting students to adopt one of the key
reading strategies—no dictionaries. Despite this
triumph, we found that a large proportion of the
students were still translating in their heads as
they read.

Another online survey was conducted to
investigate students’ attitudes towards our ER
program (Wakasugi, Sato, Niimura, Brierley &
Kunimune, 2009). We considered the responses
to the question: “What do you think are the
main reasons for doing ER?” The results showed
that, while many students view ER as a way
to improve their English, many also see it in
terms of attitude or methodology. The following
comment shows that there are students who
understand how ER represents an entirely differ-
ent pedagogy to that which they experienced in
high school.

FERTORBIMBTOIREL DD DDO T, FFITH
AR =RHER L SUEE WO T KO TR B A A DT8O
7B o7z, MREDH DA E TN ARSI L
T, HERISUROH TERER B, SGRIETNSZE R
WTO<HDTHDHEND, FiEEL TORFEZHFHER
TE2E/S, (We can change our relationship to
English, which until now has only been studied
to pass examinations. Specifically we learned
that English = vocabulary + grammar. When we
encounter practical English in a story, we can
rediscover English as a language in which words
have meanings in contexts and grammar is there
to connect them.)

Conclusion

As well as measuring students’ reading profi-
ciency, assessment of ER, we argue, should also
focus on whether the teacher has been successful
in changing the students’ approach to studying
language and the way they think about English.
In the Japanese EFL context, language is often
fragmented into testable components. ER, on the
other hand, seeks to put language back together
again and make it whole.

One of the fundamental problems we are
grappling with may simply be that before the
learner has genuinely read “extensively”, which
means to read hundreds of thousands, if not
millions, of words, there really isn’t very much
to measure, at least in terms of the kinds of skills
that, traditionally, proficiency tests are designed
to measure. And hence attitude is all we are left
with. On the other hand, though, we might also
argue that attitudes matter more than anything
else.
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ommunicative language teaching (CLT)

is based on the assumption that students

learn language most efficiently by using
it for authentic and meaningful communication
(Richards & Schmidt, 2002). While most language
teachers nowadays would probably claim to
employ CLT methodology in their classrooms,
Nunan (1987) has noted that interactions in CLT
classes are often not truly communicative and
stresses the need for teachers to “become the
prime agents of change through an increased
sensitivity to what is really happening in their
classes” (p. 144). Setting out to analyze my own
classroom interaction from a CLT perspective,
I conducted an action research project in which
I developed the Communicative Analysis of
Teacher Talk (CATT) observation instrument and
applied it to two recordings of my EFL classes.
On discovering that my teacher talk (TT) is at
times excessive and uncommunicative, I outlined
several interaction strategies aimed at reducing
my TT while maximizing its communicativeness.

Communicative teacher talk

Quantity

Previous research has shown that both first and
second language teachers tend to dominate
classroom discourse, speaking for approximate-
ly 60%, or two-thirds, of class time on average
(Chaudron, 1988). This is too high for a CLT
classroom. While Krashen (1981) asserted that

Exploring teacher talk:
Just listen to yourself

Jason Peppard, Yamagata University

comprehensible input is “the crucial and necessary
ingredient” (p. 9) for second language acquisi-
tion, Swain (1985) demonstrated that input alone
is insufficient for developing language produc-
tion skills and argued instead for the importance
of comprehensible output, noting that learners need
to pay more attention to meaning when produc-
ing language than for comprehension. In com-
municative EFL classes then, excessive TT should
be avoided (Nunan, 1991) and total TT should
not take up the majority of the class, as this will
not provide students with enough opportunity
for language production (Brown, 2001). On the
other hand, TT often provides EFL learners with
their only source of live target language input
(Nunan, 1991). It is therefore important, as a
teacher, to be aware of the amount of time that
you spend speaking in the classroom.

Quality

It is also important, within a CLT framework, to
be aware of the communicative quality of your
teacher talk. Communicative TT, as described by
Nunan (1987) and Thornbury (1996), is character-
ized by several main features:

e Referential questions: These are genuine
questions to which the teacher does not
know the answer.

e Content feedback: The teacher responds to
the content of student messages.

* Increased wait time for student answers:
Waiting three to four seconds, instead of just
one, has been shown to result in more student
responses, longer answers, and more student-
initiated questions (Thornbury, 1996).

e Student-initiated / controlled talk: This should
include the right for students to decide for
themselves whether or not they want to
participate in a discussion (Nunan, 1987).

THE LANGUAGE TEACHER: 34.5 ¢ September / October 2010 I 3



TLT » A Taste of JALT2009 * Excerpts from the Proceedings

* Negotiation-of-meaning exchanges: e.g..
requests for clarification and comprehension
checks.

In contrast, TT that is considered uncommuni-
cative consists of higher ratios of:

e Display questions: These are questions to
which the teacher already knows the answer
and are therefore not genuine questions.

e Form feedback: The teacher only responds to
the form of the student message, e.g., pointing
out/ correcting errors or praising correct form.

e Echoing of student responses: The teacher
repeats what a student has said for the rest
of the students.

* Predictable teacher-centered Initiation-
Response-Feedback sequences (see Sinclair &
Coulthard, 1992).

In other words, communicative TT aims to
reflect authentic and meaningful communication.
In real life situations, people generally do not ask
display questions or give form feedback. Ques-
tions are asked to get unknown information and
communication is an interactive process with all
parties involved collaborating to create meaning.

Communicative Analysis of Teacher Talk

The Communicative Analysis of Teacher Talk
(CATT) observation instrument was designed
specifically for this reflective study with cat-
egories based on the work of Nunan (1987) and
Thornbury (1996) pertaining to what makes TT
communicative or uncommunicative. I recorded
two of my eikaiwa classes, one beginner class and
one intermediate class, and applied the CATT

to simultaneously code and measure the length
of each teacher discourse move. Although my
amount of TT for both classes was below the 60%
average reported by Chaudron (1988) at 50%
and 52% respectively for the beginner class and
the low-intermediate class, I considered this to
be too high for a CLT classroom. Following this
observation and further analysis of the CATT
categories, I developed the following classroom
interaction strategies aimed at reducing overall
TT while maximizing its communicativeness:

* Follow display questions with referential
questions.

e Reduce form feedback and follow with
content feedback.

¢ Decrease lexicogrammatical explanations
and increase consciousness-raising examples.

e Decrease unnecessary repetition when com-
menting, giving directions, and answering
questions.

Conclusion

Although the CATT analysis was time consuming
and labour intensive, it proved to be invaluable

as a tool for teacher reflection and awareness.

This newfound awareness will no doubt lead to
improved classroom practice in the form of more
communicative TT. It is my hope, that by docu-
menting this action research, more teachers will
take the initiative to explore their own TT. Are the
interactions in your CLT classroom truly commu-
nicative? To find out, just listen to yourself.
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emorization plays an important role in

the Japanese educational system, espe-

cially during the high school years. The
objective of this paper is to discover what kind
of support Japanese students receive to store
and retrieve all the information that is presented
in the classroom and has to be memorized.
Given that the support received could be very
varied, we will focus exclusively on the practice
of mnemonics, a term of Greek derivation mean-
ing the art of developing memory. According to
Searleman and Herrmann it refers to “the use of
internal strategies or methods to make it easier
to encode, store, and / or retrieve information.”

Initially, twenty-five sophomore university
students took part anonymously in the inves-
tigation we conducted. However, four of them
were unable to participate until the end of the
project as they had not attended all the sessions.
The study included two tests in Japanese: The
first test was designed to learn how important
students perceive memorization to be and how
they memorize data; The second, carried out
six weeks later, was to evaluate the experi-
ence of learning in class various techniques to
retain information using different mnemonics:
keyword (using soundalikes), loci (using spatial
relationships), peg (associating words with
numbers) digit-consonant (substituting numbers
for consonants) and making up stories.

The results of the first test showed that 100%
of students believe that in order to pass a test
good memory is essential. 64% claim to use
some kind of technique or trick to retain infor-
mation in an easy way. The techniques that are

Use of mnemonics by
Japanese students

Maria Fernandez Alonso

most widely used are — and some of the students
use more than one technique — repetition (75%),
reading out loud (37.5%), studying right before
going to bed (12%) and others (6.25%) includ-
ing, using different colors, activating the new
vocabulary, mind maps, grouping words accord-
ing to their semantic fields and goroawase (using
plays on words).

In addition, 76% of the students acknowledge
having learnt some of the techniques mentioned
above at different stages, for example: 4% learnt
them at primary school, 28% at secondary school
and 44% at juku, the Japanese private school that
prepares students to pass university entrance
exams successfully. None of them learnt any
technique at university.

The techniques that our students learnt during
their school training are repetition (31%), reading
out loud (21%), writing (15%), goroawase (10.5%),
using gestures (10.5%) and others including
antonyms and studying before going to bed.

However, if we analyze the data individually,
that is, student-by-student, we will observe
that of those students who have learnt some
technique, 48% confess to not using them, 26%
use other techniques and only 26% use the
techniques they learnt. On the other hand, 50%
of the students who never learnt a technique
apply their own ones and the other 50% do not
use any at all.

In light of all these figures, the fact that 96% of
the participants express their interest in learning
new techniques to retain information in an easier
and friendlier way comes as no surprise.

After examining the results of the second test
we can conclude that all the students unani-
mously regarded the whole experience very
highly. 95% intend to use some of the mnemonics
they learnt in class and, moreover, 76.1% say
they will use more than one. Obviously, not all
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the methods were rated equally, the keyword
being the most valued (85.7%), followed by
making up stories (52.3%), the loci (38.09), the
digit-consonant (19.04%), and the peg (9.5%).

At the end of the second test students were
invited to write their impressions and feelings. The
most recurrent ones emphasize the usefulness of
mnemonics in varied fields and highlight a playful
component that makes them very attractive.

In summary, memorization of information
is very important in the Japanese educational
system, especially during the secondary school
years. It is in this period when most students
learn some kind of memory technique. Neverthe-
less, the majority of the learners do not seem to
be satisfied with the techniques they know and
are eager to learn new ones.

At first, we might think that Japanese students
will be reluctant to use mnemonics because of their
learning styles and the visualization that this sort
of method requires. However, the data collected in
this study reveal that this hypothesis may not be
correct. Although these results are not conclusive
they might indicate that extensive teaching of
mnemonics could be an answer to the students’
need to learn new techniques that help them store
information in a playful, creative and efficient way.

References

Belleza, F.S. (1982). Improve your memory skills.
Englewood Cliffs, New Jersey: Prentice-Hall, Inc.

Cornoldi, C. (1988). Why Study Mnemonics?
In M. Gruneberg, P. Morris, R. Sykes, & R.
Chichester (Eds.), Practical Aspects of Memory:
Current Research and Issues (Vol. 2, pp. 397-402).
Chichester: John Wiley & Sons.

Fukuzawa, R.I. (1996). The Path to Adulthood:
According to Japanese Middle Schools. In
T. Rohlen & G. Letendre (Eds.), Teaching and
Learning in Japan (pp. 295-320). New York:
Cambridge University Press.

Herrmann, D., Raybeck, D., & Michael, G. (2002).
Improving Memory and Study Skills: Advances in
Theory and Practice. Seattle: Hogrefe & Huber
Publishers.

Honey, P. & Mumford, A. (1986). The Manual
of Learning Styles. Maidenhead, Berkshire: P.
Honey, Ardingly House.

Lewis, C. (1995). Educating Hearts and Minds:
Reflections on Japanese Preschool and Elementary
Education. New York: Cambridge University
Press.

Martinez, 1. (2001). Nuevas Perspectivas en la
ensefianza-aprendizaje de ELE para japoneses: La
Concienciaciéon Formal. Universidad Compluten-
se de Madrid. PhD Dissertation.

Rey, F. (2000). La Ensefianza de Idiomas en Japon.
Kyoto, Japan: Kohro-sha.

Searleman, A., Herrman, D. (1994). Memory from
a Broader Perspective. Singapore: McGraw-Hill,
Inc.

Wray, H. (1999). Japanese and American Education:
Attitudes and Practices. Westport, Connecticut:
Bergin & Garvey.

Yates, F. (1966). The Art of Memory. Chicago:
Chicago University Press.

Real Academia Espariola (2003). Diccionario de
la lengua espafiola. 22a edicién. Retrieved from
<www.rae.es>

Consejo de Administraciones Locales para las
Relaciones Internacionales (2009). Retrieved
from <www.clair.orjp/tagengorev/es/j/ part.
pdf>

Maria Fernidndez Alonso has a BA in English
Linguistics and Literature from Deusto Uni-
versity (Bilbao, Spain) and an MA in Teaching
Spanish as a Foreign Language from Antonio

de Nebrija University (Madrid, Spain). She has
taught part-time at different universities in Japan
since 2001. Her research interests include the
influence of non-mother tongue languages in
learning Spanish as an L3, vocabulary acquisi-
tion and mnemonics.

On JALT2009: The Teaching Learning
Dialogue: An Active Mirror

The 2009 Conference Proceedings is now
available to JALT members online!

Over 80 papers offering information and
ideas to support and motivate you in your
learning, teaching, and research.
<www.jalt-publications.org/
proceedings/2009>

*Access the papers using the login information on page 1 of this TLT

I 6 THE LANGUAGE TEACHER Online » <jalt-publications.org/tlt>



A TASTE OF JALT2009:

EXCERPTS FROM THE PROCEEDINGS | I 7

THE TEAGWAIL LEARAINIG B,
ﬁ »
: :
0
# |
® 3
G §

* oRER L% - oW 3S

REE. KIREERF
Shuji Tsumura, Osaka
University of Commerce

TR FEEOERRLERZRY, FEEOHHRICLIER LR
DEBNERLSIETDHHDTH D, 4FHIRFES06RIC, [REFEFBIC
HUTEBHRERDZEAHDETNIE TNEREDLIBEETI N &
WOERBICHISEAZBMICKERLTHS, BEEZTFAIAZ
TV MTHRUSEEEME UL, RERE LIS, HEOFE - &
W\ HFEABCFTE. XTT—ODFE - RO EQBRXERIRER bIE
AL ENSOERICHT HEMEEL L THELUZSHEBORBMEZHAND
TEOMIEREIT o/, MM S/ONIHBER LT ANIECESE
SIbDRIMASHDBEEETRY, S50, KEFEN FE EE5hENDE
FEIERBLEIIN T FETIV—T) & TR - EBSMEND LB
W ERMEBLUR (BROTIL—T) ICH 1T THRZTTD. (EOTIL—T)

[CBENTE MM57EN . HREPEECDONTITIIAN BBbo&d
EELQF—TU—RT ATHEOREREDTNOPER I N/, DB,

RENADECTFMORT 7= (I T HFACDNTORIIL—TTH
"woRSNIZ,

D G, REFEDZENE FAEL 2R S 725 T
DM, BLDEENEETHEREEEL TN
L HHEFED RN, EHOEE L TIL, KiE
SR EDOEMNIDO2EBA. FHOLRKETATIE
2, EREHFNEIEFEEE I T 2 E AR R D R
BTLH—HTHHD TRV, BEAEENHEE
EBEADOMEHRTHAS, EBH5DFRERG TR REE
QA FEOREBIIHTHEHRELIVEENRODIIEZ
DENH BN, BAELBERNOWEITENFEL <R
W,
BAEELOERIZDOWT, 72& 2 13Dornyei (2001) 1.
D BEOHK. BREE. 8. BA 7. 2) AEY)R%
R HEOREREE (VI ATAL, L)L, BEREE
DODANEDOARLERZED) ., 3) HIEMmAk (LK L-REER
ELRRIMRBOARL) . 4)FE2EEICHNTHEE 2 HE
. 5)HE2E R ENMETHBIE. 6)MDIERES
BOF, 7)E2SEADNTHTHEENREE, 8)
TIN—T A )N—DHEE, 9)HEE, L0159 DDOEK
ML ERNZERHL TR, fidzohTh, HEICEDS
BEROEZENE>EDBRENEL TS, FFEIZ, Trang,
T. T. R, & Baldauf, R. B. (2007) I3 48D & sk LB K
ZRHL, ZN52NREMER SN BOERICELT
W5, ISICHSITRTEZ . HEBITH T 2E, LD
B & IR BR D RN, BB I DD DTN, %
FHEHBICEDLHO, FEHREICHRKRTIHD, 0D
ft& U, SAFEE RN B R ITRL AR D64 % % 5D, €D
FTHHEBICEDLERNELAERDISS TR THHIE
Z R UTz. fIZ% . Ushioda (1998) “°Muhonen, J. (2004)

BHRBREICOVWTOEMAE
A Qualitative Study on
Demotivating Factors

B, [BE INERELORAKERELTNEN, TAE
DRZA, BICHEENHILGEICHT2EHBENEED
BEBLTLHRITHEORRE B L TWEDITTIE
BN, EB BRKXOEBEEZ AW-EEB80OHRE
(2010) T3, MR- GEH DEE ) 2K /=& ST AR R
MM DT EMBNENDEERN =,

AL, FEEOBREEERZRD, FEEOR
BICEPERHEHOEVWERISETE2HDTH D, 4EH
WERHMOBERMNHBE T L2 ML T, AERIRFE
5064412, [3FEELHICH L TEBE LD ENRHHETN
R, FHUIEDIDREETITNIENIE IR T 5%
ZZEHBIZERLTHEW, MEETFANYAZ TN
TN UBEEEMEB Lz, TF AN I 00
ZIPOREIE. REOBHBEBR T —4 TH ELiRAY SRR
TUETED R L, DAREREEE RS> THHR
EOMTEDLRTHD, TFANYAZ I TN, f#
FABEE LFEA O EIRNS —EDTIVTU X AITHE-S
THHGEZ M T 2720, HIWREENEN GBI
W, 72720, B GEIIEROFENDNDITEET /20D, &
R EFIIZEE O ERICER RSN, T2, HEM
I, B DX B, WEEE ) B M. YT —
JDIFE N2 EDBRRKEMEHBHFAL, NS5O
BT d 2REE LTI U RFEEEDOREEEZ RS
=D IR E T o7 ZOEE, A EBGE M E -k
BE (R 2 FLIC BEAEIN IR D 53, T DEEEIC L= > TR E
X EICE E SN D, BIEDR O EEEILE<ICEED. B
HENFHNSDIZEEN /- EICHNZDOT, ZOME K Z
72 EEZ RO, BIEDME 2 55 D08 X [ &
NITRSTHERR-ERL TN,

IS, WEENHE, EE5MENIEIHFE | EEE Lz
TWN—TUFETIN—THETHRN - EB5MNEND LR |
EEZE LN )L —N T T B o728 25,
CENZT I —INTBNTIE, T b, TREDE
EIZDWTH T AW IR EHEESF—T—RT, 4k
TIZE DR R ED T NINFER I NIz, TiEH O H
WZDOWTIE, TIRENE SIS TERWIEHDFML T
DRAEDLIN, EEEH- TR, —F, [FEENDLIZ
TEZ|EACHML TWDEED L INEBZI AT
BIENRINoTz, T2 0 KRR ZEFHAESZEET
FRWED, EZRTHEE NS TED |ON, M TE
BINOHFE | IBOMIARHTH B, RTT—IIZHK T 47
BHIZDOWTHHE T ) —T THENRSN, [ RYT—2%
BRI L . XY= 28R4, HEDIFETH
BTEMBN|TEE, BRI =BT EAERBRLT
WRWREAIIHEEDBNTDH D | ZEN TNz,

L OBE I E K E B HER AN SEF N
HICERL-DOTHY, BALRFIEE 2N, 2NS
DOREEIZIEDOWIRICED &I, FEHFOHEITK
THOEBEEZDERIFELEEZHENIRo2E1EE

THE LANGUAGE TEACHER: 34.5 » September / October 2010 |



TLT » A Taste of JALT2009 * Excerpts from the Proceedings

WS, BRI B IO 7@t e DBEICE -S> TldiEs
AWERFDEETH S, £z, TNFETOERIEELERD
RS H BRSO LN RN o720, BEROHR M Z R

A BTSRRI S AR TH D, THLIH
FEIT RO TEAEDIFEP N LR IR DL THIFHS
NBHIEZED,

I 8 | A TASTE OF JALTZOO9 EXCERPTS FROM THE PROCEEDINGS

THE TEACKRAIL LEARAINS D

 BERCER

]
* ORELE - ovowW 3

Joseph Falout, Nihon University

Tim Murphey, Kanda University
of International Studies
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EDOETEE Y 5Critical Participatory Looping (CPL) WS #TLWF
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ritical Participatory Looping (CPL)

evolved into a multilayered research proc-

ess when we collected data and returned
it in tables back to participants, our students, for
commentary and analysis (Murphey & Falout, in
press). CPL helps researchers, teachers, and stu-
dents form mutual understandings by repeatedly
checking each other’s meaning-making. In other
words, this multilayered, iterative looping process
encourages the formation of co-constructed un-
derstandings through languaging in collaborative
dialogues. Furthermore, CPL allows participants
to be informed about their roles and the results
of their participation, and to refute, ameliorate,
or expand upon their research input. By sharing
opinions with their peers and teacher-researchers,
students activate a sense of agency and develop
their second language (L2) learning.

Loop it! Student

]
: Participatory Research

CPL resembles member checking, which is
commonly used in ethnographic studies to
increase the credibility of researcher representa-
tions of an individual participant’s values,
beliefs, past experiences, and future aspirations.
With member checking, researchers continually
double-check their understandings of what par-
ticipants said or meant in interviews, verifying
with the participants themselves the researcher’s
interpretations and conclusions about them
(Figure 1).

In education, it would be too labor intensive
for teachers to conduct individual member
checking for whole classes. Thus we invited
small groups of students to analyze the data
collaboratively (Figure 2). This variation of the
method could also result in better learning and
more engagement with the issues due to its
social nature. It offers students the possibility of
languaging with peers, co-constructing meaning
through externalizing ideas, improving their
cognitive processing and internalizing peers’
knowledge through assimilating their voices,
leading to attaining their own authoritative

P
&) —

P N

<

Tescher-Aasaarcher

Figure I: Member checking in ethnography
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voice. Languaging in the classroom also encour-
ages more nearpeer role modeling, the modeling
of others who are similar in many ways, thus
taking advantage of the strong, positive influ-
ences of peers.

";2 \
-]
v

/
o

Teacher-Assaarcher

Figure 2: Member checking with whole
classes

Figure 3. Critical Participatory Looping

In our studies using CPL, data were first
collected, analyzed, and represented in tables
by the teacher-researchers, the “first layer” data.
Then in class, the data tables were distributed to
small groups of students to analyze and com-
ment on, which became our “second layer” data.
For generating this second layer data, students at
first were told that their individual responses on
earlier surveys were included in these tables and
that their opinions or experiences were repre-
sented in these data. They were next requested to
analyze the data in a variety of ways, looking for
patterns and making preliminary conclusions.
For example, they checked whether the results
were surprising or whether or not it pertained
to them. And they discussed and wrote their
reactions and interpretations of how these data
might explain the attitudes, beliefs, and experi-
ences of students regarding L2 education. Com-
ments and analyses were collected from groups
or individuals either directly in class or later
from individuals’ notebooks that they turned

in. Thus, CPL “turns a survey-based positivist
instrument into a post-positivist dialectical activ-
ity” (Murphey & Falout, in press).

CPL procedures mirror Dewey’s experiential
learning. Dewey described an active classroom
where students create and follow through on
their own investigations, outside of the textbook,
through four phases of reflective thinking, which
are experience, describe, analyze, and take
intelligent action (Dewey, 1910). For example,
students in our studies experienced English
education in junior high school and high school,
they described it in our surveys, analyzed the
data given back, and took intelligent action by
proposing intelligent interpretations and giving
recommendations to students, teachers, and
administrators. We see no limits on how many
times data loops can be made (Figure 3).

In our proceedings paper we explain more

with (1) a description of CPL, (2) an overview

of two studies that used CPL, (3) CPL's parallels
to Dewey’s experiential learning and Lewin’s
action research, (4) some resonating perspectives
from sociocultural theory and critical applied lin-
guistics, (5) a listing of the advantages and limits
of CPL, and lastly (6) a report of attempting CPL
in our JALT2009 presentation with attendees.

CPL resonates with the educational theories of
experiential learning and critical pedagogy, and
it can transform educational environments. CPL
helps researchers, teachers, and students form
mutual understandings by repeatedly checking
each other’s meaning-making, co-constructing
our knowledge and practice of L2 education by
blending roles, languaging, and sharing opinions.
We believe learning and publishing students’
views about L2 education can transform theory
and practice in our field of study and the govern-
ance of students” own L2 education. Most impor-
tantly, inviting students to participate more fully
in research about them empowers them as agents
with more control over their lives.
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he teaching of second foreign languages

(i.e., languages besides English) at Japanese

universities currently seems to be in a
precarious state. In view of the fact that English is
the established global lingua franca, researchers
and observers in the field of Other-Language-Ed-
ucation (OLE) report that languages like French,
German, or Spanish are increasingly being viewed
as superfluous, a drain on resources, or indeed a
waste of time. This paper argues that second FLs
would not seem “useless” if they were taught
differently, namely in such a way as to provide
students with practical, real-world information in
addition to the usual focus on grammar, literature,
or culture. The author proposes that Content-
Based Instruction (CBI) provides an effective way
of accomplishing this goal and gives an example
of CBI in French. In addition to giving a brief
history and description of CBI, the author also
enumerates some of the many benefits that CBI
can have for learners, while also touching upon
some important challenges and issues to consider
in order to successfully implement CBI for OLE at
the university level.

Content-based

instruction for OLE: The

French forum

At the university level whether in a second or
foreign language context, there are three basic
models that CBI classes can follow, depending
on the resources available to teachers and /
or the particular needs of students: sheltered,
adjunct, and theme-based CBI. While all of these
three models share the same underlying goals
and principles, each has distinct features, with
sheltered CBI having academic content mastery,
rather than language, as the main goal, and the
adjunct model seeking an equal balance between
content and language. The theme-based model,
on the other hand, leans more toward language
learning, as opposed to content learning, as the
overriding pedagogical aim. It would be difficult
to get a content expert who is also a trained
language teacher to implement the sheltered
CBI class, and the adjunct model would require
intense collaboration between content and lan-
guage teachers. So the theme-based model seems
the most flexible and feasible to implement
for foreign language departments at Japanese
universities.

CBI provides a direct response to the principal
dilemma for OLE in Japan: that of the perceived
uselessness of studying languages beyond Eng-
lish. This negative perception, in the author’s
opinion, is in part the result of foreign language
departments’ usual stress on language (i.e.,
grammar), literature, and / or culture as the main
vehicles for language learning, topics that do not
necessarily translate readily into marketable skills
with real-world applications. There is, of course,
nothing wrong with studying literary texts or
talking about culture; they are important, and
there would certainly always be ample room to
incorporate aspects of these topics even within
a theme-based CBI approach such as the one
proposed in this paper. French, German, or Span-
ish classes, however, begin to seem pointless to
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Japanese university students when language,
literature, and culture are the only topics avail-
able, especially if they compare these classes to
English-language curricula, in which attractive
titles like English for Science and Technology,
English for Business Communication, English for
Engineers are regularly on offer in addition to the
usual conversation and writing classes.

The author used a CBI approach in French
with one student. This student already had some
knowledge of French, was quite motivated to
learn, and was quite fluent in English, thus able
to readily understand French/English cognates
as well as the general grammatical workings
of an Indo European from Romance language.
One topic of interest for the student was “French
cuisine,” so this was used as the general content
through which language would be practiced.
The theme of French cuisine was also linked with
“healthy eating.” This related topic proved very
fruitful for generating discussions and debates

TBL SIG

The JALT Task-Based Learning (TBL) SIG is

a new Special Interest Group aimed at
teachers who currently use, or are interested
in using, Task-Based approaches in the
classroom. The SIG will focus in particular

on issues related to Task-Based Language
teaching and leaming TBLT in the Asian EFL
context, where TBLT has yet to enter the
mainstream of language pedagogy. We
hope that the SIG will serve as a useful forum
for the exchange of practical teaching
ideas, theoretical discussion, and aca-
demic studies of TBLT issues. SIG activities will
include: (i) A biannual regular publication,
*On-Task”; (i) @ mailing list for members
and; (i) an annual conference. If you are
inferested in becoming a member and/or
playing an official role in the management
of the JALT TBLT SIG please contact Justin
Harris, SIG co-ordinator, at tbl@jalt.org. We
are also looking for written submissions, both
theoretical and practical, for the first edition
of our publication, “On-Task”, for which the
submission date is Nov. 30, 2010 (to be pub-
lished February/March, 2011). Submissions
should be sent to Julian Pigott, Publications
Chair Officer, at julianpigott@gmail.com.

not only about culture but also about practical,
real-world topics like exercise, nutrition, obesity,
and disease. It was clear that the student ap-
preciated the in-depth exploration of content and
language much more than when only language
learning had been stressed.

Like any method, however, CBI has its own
problems and challenges, not least a considerable
time and labor commitment on the part of teach-
ers and administrators. Nevertheless, the myriad
benefits that a CBI approach would provide
students (and by extension teachers and the
institution as a whole) would far outweigh these
problems and make the effort very rewarding.

Ernesto Hernandez is a Lecturer of English at
Kanazawa Institute of Technology in Ishikawa.
In addition to CBI, some of his other research in-
terests are multilingualism and student-centered
teaching.
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