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In this Issue

Articles

The main section of this issue contains five articles, each of which ad-
dresses issues of attitude, perception, and belief, though of course focus-
ing on quite different topics. The three feature articles in English empha-
size teacher experience in preuniversity instructional settings, while the
two Japanese-language articles explore aspects of student motivation and
attitude. First, Yuko Goto Butler considers the widespread—if theoreti-
cally dubious—practice of preferring, and hiring, native speakers as the
best people to teach language, regardless of their training, expertise, or
professional experience. Next, Keiko Sakui’s study looks at obstacles to
classroom management that stem from the mandated introduction of com-
municative language activities into the traditional Japanese classroom.
Third, Tanaka Hiroaki and Hiromori Tomohito explore the question
of how intrinsic motivation can be enhanced among Japanese language
learners. In the next article, drawing on JSL e-mails, Fujita Yuuko dis-
cusses an approach to understanding language learners through attitude
constructs. Finally, Yuka Kurihara and Keiko Samimy report on how
teachers’ beliefs and practices are influenced by participation in overseas
training programes.

Interview

Deryn P. Verity interviews James P. Lantolf, a leading sociocultural theo-
rist and Vygotskyian scholar.

Reviews

In this issue we have seven book reviews. In the first one, Justin Char-
lebois reports on a book that examines the challenges female Japanese
professors face in U.S. university classrooms. Next, Michael Thomas re-
ports on a timely edited volume on language learning and study abroad
programs. The third review, by Gregory P. Glasgow, is on another edited
volume that reports on interlanguage pragmatics research conducted
in institutional settings. Next, Christian Perry reports on an addition to
the Michigan Series on Teaching Multilingual Writers which addresses
the complementary nature of reading and writing in language learning.
In our fifth review, Nicolas A. Gromik examines an edited volume on
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CALL research methods. Next, Stella Yamazaki and Tatsuroh Yamazaki
report on a book on Graeco-Latin roots and their influence on English.
Finally, Jests Garcia Laborda reports on an introductory text in the field
of Psycholinguistics.

From the Editors

This issue of the JALT Journal sees some long—term volunteers leaving.
We must say goodbye to Carolyn Ashizawa, a long-time proofreader and
Deryn Verity, Associate Editor. Speaking for JALT, I want to thank you
both for the time and energy you have so faithfully donated. I have asked
Deryn to write the rest of this issue’s From the Editors:

—Steve Cornwell

The world of print journalism is changing everywhere, as the Web and
telecommunications reduce the news cycle to a matter of minutes. People
today hardly read books, much less newspapers. Blogs, websites, RSS
feeds, and podcasts have become the norm; ink on paper seems almost
quaint. But even as the ivory tower must come to grips with the choices
and challenges of electronic publication, it may be good to recognize the
benefits of the slower, more ruminative world of the academic journal.
Working on the JALT Journal gives us the invaluable chance to get to
know, one by one and text by text, people in the research community all
over Japan. We are repeatedly impressed both by the quality of the arti-
cles that are submitted to the Journal, and the dedication and diligence
shown by our reviewers. Good writing takes time, and here at the JJ we
have the luxury of not having to keep up with the breakneck speed of the
outside world. Our work demands patience rather than haste, accuracy
rather than action. To the occasional frustration of our authors, our pub-
lication cycle is relatively long, as J] reviewers invest a lot of time into
every manuscript they look at. The mentoring that we can thus provide
to aspiring, and experienced, writers is impressive. There is true dialogue
among writers, editors, reviewers, and readers.

As a Vygotskian, I am committed to seeing development as inherently
dialogical. As an editor, I am grateful for being included in this dialogue
over the past three years. My understanding of language-related research
in Japan has grown enormously, thanks to insights of colleagues from all
over the country—writers, reviewers, fellow editors, proofreaders, and,
especially, my Editor-in-Chief, Steve Cornwell. It has been a true pleasure
to make this small contribution to language teaching, research, profes-
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sional development, teacher education, and the maintenance of a truly
collegial community.

We will close by offering a special thanks to all the editorial board
members, additional readers, proofreaders, and other volunteers who
help make the JALT Journal what it is. We cannot thank you enough.

—Deryn P. Verity

Upcoming Conferences

A more complete listing is available on the JALT Forums’ conference
board at: <forums.jalt.org/index.php?board=3.0>

The 6th Annual JALT Pan-SIG Conference 2007: Second Language Ac-
quisition: Theory and Pedagogy
Tohoku Bunka Gakuen University, Sendai
May 12-13, 2007
If you read this in time and hurry, you still may have time to make time
to attend this conference.

College and University Educators SIG Mini-Conference: Promoting
Life-long Learning

Sugiyama Jogakuen University

June 23-24, 2007

Symposium on Second Language Writing: Second Language Writing
in the Pacific Rim

Nagoya Gakuin University, Nagoya

September 15-17, 2007

This is a great opportunity to attend this biennial conference, which is
usually held at Purdue University in the U.S.

The Independent Learning Association 2007 Japan Conference: Explor-
ing Theory, Enhancing Practice: Autonomy across the Disciplines
Kanda University of International Studies
October 5-9, 2007

For an introduction to the ideas of one of the keynote speakers at this
conference, see the interview with James P. Lantolf in this issue.
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The 33rd International JALT Conference: Challenging Assumptions:
Looking In, Looking Out
National Olympics Memorial Youth Center, Tokyo
November 22-25, 2007
If you are interested in professional development, networking, and/or
just having a good time interacting with other teachers, you will not
want to miss this conference.



Articles

Factors associated with the notion that native
speakers are the ideal language teachers: An
examination of elementary school teachers in

Japan

Yuko Goto Butler
University of Pennsylvania

Recently, there have been a number of studies focusing on the qualifications of
native and nonnative language teachers. The notion that native speakers consti-
tute the ideal language teachers appears to be widespread among teachers and
students. This concept has been particularly influential in English teaching, al-
though its validity has been questioned. This study aims to identify perceptional
factors that are most likely to be associated with the notion held among many
nonnative English-speaking teachers in East Asia that native English speakers are
the ideal language teachers. This study focuses on Japanese elementary school
teachers who have been asked to introduce English activities in their classes.
Based on a detailed questionnaire, completed by 112 Japanese elementary school
teachers, a number of perceptional factors were identified. These include: (a) their
self-assessed English proficiency levels, (b) their attitudes towards nonstandard
forms of English, and (c) their sense of pride in their own language and cultural
heritage.

ME, XM T4 7, /2 F T4 TOHAOEEICHET 2#mN <IN TNn5,
FATAT c AE—A—NHEBHOBHFEMTH D ENIE 2T, BEFCHEOM TIA<
BBELTNWDEDE, ZOBEZIT, FFEREICEEEMILTERZENWDNDSY, TOR
YHEIFEEHI N TWD, KBIFFEIL, EEEHZADETOTD ) > - 321 T4 THEHORM
T, EOLDBBAERN, AT 47 « A=A —D OB LM TH D ETIHE %
CHRECDNW TN SO E /M2 ZEE2HNE L TWD, AR TIE, ARERE 21T

JALT Journal, Vol. 29, No. 1, May, 2007
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ST LB ARDNFREE 2 r— AL L TED BTz, 1122 D/NFRREFRITREA
LTH5o%7 > —MAEOHEID (1) HEHEICLDHEELIOL X)L, (2) 2%
D= RTIRARWEEICHT 25EE, 3) HSOEHE (HAHE) Syiicad s
T4 RO3DDERN, XA T4 7 « AE—H—DNHEOEFRAMTH D ENIEZITH:
RDNTWB I ENDNo T,

Through English activities, what we need to teach to our students
is how much fun communication is. ALTs (Assistant Language Teach-
ers, namely native English speakers in this context) are so much better
at explaining things to our students than we are. They are good at
talking. Because they are masters of dialogue under the Socrates
tradition. . . they are good at talking, communicating. . . unlike us
Japanese. That's why students can learn that communication is
fun through communicating with ALTs. (A male 6th grade teacher,
Japan, July 2003, original in Japanese, italics added by author)

There has been a heated debate over the relative qualifications of na-
tive speakers (NS) and nonnative speakers (NNS) as language teachers.
Many observers feel that the notion that NSs are ideal as language teach-
ers has had a substantial influence on English teaching pedagogy and the
recruitment of teachers (Braine, 1999; Cook, 1999). At the same time, as
we will see below, the validity of this notion, both linguistically and peda-
gogically, has been questioned in recent studies. Phillipson (1992) sees the
notion that NSs are “ideal teachers” or “better qualified” than nonnative
teachers as false, and has labeled this notion the “native speaker fallacy”
(pp. 193-194). The present study aims to examine if this notion exists
among elementary school teachers in an English-as-a-foreign-language
(EFL) context and to identify what perceptional factors are most likely to
be associated with these notions.

The idea that native speakers are ideal language teachers

The validity of the idea that NSs are the ideal language teachers has
been challenged in applied linguistics literature. Linguistically, it is not
clear what constitutes a “native speaker” in the first place. Chomsky’s
(1965) notion of a native speaker, namely, an “ideal speaker-listener, in a
completely homogeneous speech community, who knows its language
perfectly” (p. 3), is considered as being at “the heart of the discourse that
promotes the superiority of the native speaker teachers” (Canagarajah,
1999, p. 78). However, such an idealized abstraction does not reflect re-
ality (Braine, 2004). Davies (2003) defines NSs as those who acquire a
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given language in childhood, have intuitive knowledge about the lan-
guage, have control over the language, and have a special ability to use
the language creatively. But he considers the identification of NSs as es-
sentially a matter of self-description. Kachru and Nelson (1996) see the
labeling of individuals as NSs and NNSs as problematic in and of itself,
because such labeling is inevitably value laden and subject to individual
attitudes towards what these concepts mean. According to Brutt-Griffler
and Samimy (2002), the construct of nativeness itself is “a non-elective
socially constructed identity rather than a linguistic category” (p. 100).

While Medgyes (2001) considers NSs and NNSs to be mutually exclu-
sive entities (“two different species” according to Medgyes [p. 434]), the
dichotomy of NSs and NNSs also has been the subject of criticism. Cook
(1999, 2005), for example, indicates that L2 users are qualitatively differ-
ent from monolingual L1 users in their knowledge and processing of L1
and L2, and that they should be considered as multicompetent language
users in their own right “rather than as deficient native speakers” (1999,
p- 185). Rampton (1990) argues that nativeness is neither static nor inher-
ited, and suggests that one should focus on understanding the concepts
of language expertise and language loyalty instead of nativeness. Recent
studies on NS-NNS interaction also have indicated that expertise is con-
text dependent and is subject to change at any minute during the course
of interaction (Hosoda, 2006; Kurhila, 2001, 2004).

The notion that NSs are the ideal language teachers has also been
questioned from a pedagogical point of view. Widdowson (1994) argues
that NS teachers have an advantage in the “context of language use” but
not necessarily in the “context of language learning” (p. 387). Medgyes
(1992), while maintaining that NS teachers have an advantage because of
their high proficiency in the target language, argues that NNS teachers
also have an advantage in serving as a good learning model. He also ar-
gues that NNS teachers, in addition to speaking the learners’ L1, are able
to share the difficulties they experienced and their learning strategies
with learners. Liu (1999) finds that the advantages and disadvantages of
NS and NNS teachers are complex and context dependent. Furthermore,
Astor (2000) argues that there are no scientific grounds to distinguish NS
and NNS language teachers; instead he argues that differences among
language teachers exist in their levels of professionalism (defined as the
possession of knowledge of pedagogy, methodology, and psycho-/ap-
plied linguistics), but not in their nativeness.

Despite the lack of linguistic and pedagogic evidence needed to vali-
date the notion that NSs are the ideal language teachers, the native model
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has “remained firmly entrenched in language teaching and SLA research”
(Cook, 1999, p. 188). The term native speakers, despite the ambiguities in its
meaning, as discussed in the literature, is widely used in daily discourse
in relation to teachers’ qualifications. We often find references to native
speakers in media, advertisements (such as for conversational English
schools), job descriptions, and various other types of documents in many
regions (Cook, 2005). And indeed, a number of reports have indicated
cases where teachers and learners themselves are beholden to the notion
that NSs are ideal language teachers (e.g., Amin, 1997; Tang, 1997). This
also has been found to be the case among learners’ parents (Takada, 2000)
and administrators of English language programs (Mahboob, Uhrig,
Newman, & Hartford, 2004).

However, support for the notion that native speakers possess an advan-
tage as language teachers appears to differ among students and teachers
depending on the learning/teaching context. Mahboob (2004), for exam-
ple, did not find a strong preference for NS teachers among college-level
ESL students. Mahboob suggests that students’ preferences towards NS
teachers may possibly differ depending on instructional settings (ESL
vs. EFL). Llurda and Huguet (2003) compared teachers’ perceptions at
the elementary school and secondary school levels in Spain. They found
different preferences among teachers within the EFL setting they exam-
ined. Elementary school teachers showed a stronger preference towards
having NSs rather than NNSs as language teachers when compared with
secondary school teachers. Such dissimilarities in preferences may be due
to differences in program goals, teachers’ own proficiency levels, the level
of proficiency needed to teach in a given context, and a number of other
attitudinal factors towards the target language and language teaching.

The present study, therefore, aims to identify those perceptional vari-
ables that are related to the belief held among many teachers that NSs
are the ideal language teachers. The study will examine the impact of
variables such as the perceived goals of instruction, perceived profi-
ciency, and various attitudinal factors. The present study focuses on a
specific case in an EFL instructional setting: namely, the case of Japanese
elementary school teachers who have recently been asked to introduce
English activities in their classrooms.

English Teaching as a foreign language at the elementary school level

A growing number of countries, including East Asian countries such
as China, South Korea, Japan, and Taiwan, have recently begun intro-
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ducing English at the elementary school level in various forms. Such
East Asian nations have been teaching English as a foreign language for
a number of years (at the secondary level and beyond), but historically
English has never been a major means of communication within their
societies. As English has continued to grow in importance as a language
of international communication, governments in East Asia have come to
see English language education as an important factor in meeting their
political, economic, and societal goals. This recognition recently led vari-
ous East Asian states to introduce English at the elementary school level
in order to improve the English proficiency of their citizens in general
and their oral communication skills in particular.

In 2002 the government of Japan began to allow local governments
and individual schools to introduce “Foreign Language Activities” at
their discretion as part of the broader goal of developing international
understanding. The Ministry of Education, Culture, Sport, Science, and
Technology (referred to as MEXT hereafter) indicated that as of 2004, 92%
of elementary schools had already introduced some form of foreign lan-
guage activities and that these had been conducted almost exclusively in
English (MEXT, 2005). However, the type of English instruction and the
number of hours varies significantly from school to school. The Japanese
government currently does not offer standardized curricula, approved
textbooks or materials, or comprehensive in-service teacher training to
those teachers who are supposed to be responsible for conducting English
activities.! Elementary school teachers are overwhelmingly homeroom
teachers; they have been teaching multiple subjects and although they
were asked to conduct English activities, they are not English language
teachers by training. At some schools, Japanese teachers of English (JTEs)
assist in teaching English activities. Japanese teachers of English include
individuals who hold a teaching certificate in English at the secondary
school level as well as individuals who have simply expressed an inter-
est in teaching English at elementary schools and who are hired by local
governments or individual schools to serve in various capacities. Many
of the JTEs are novices when it comes to teaching English to elementary
school students, and the number of qualified teachers still remains very
low (Butler, 2005).

Native English speakers in English education in Japan

In order to assist elementary school teachers who are new to the
English teaching profession, East Asian governments, including Japan,
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have made plans to invite or are currently inviting a large number of
native speakers to assist with teaching in elementary school classrooms.
However, the purpose of hiring NSs and the benefits they might bring to
English language education at the elementary school level in East Asian
countries have yet to be clearly delineated. The qualifications that NSs
must possess in order to be hired as English teachers also have yet to be
clearly specified (Butler, 2005, in press—a).

Despite the lack of clear understanding regarding the role of NSs in
English education at the elementary school level, the Japanese government
plans to dramatically increase the number of NS teachers in classrooms in
Japan. The Minister of Education stated in a July 2002 speech that his goal
was to have one out of three English activities and lessons at the elemen-
tary school level taught by NSs of English, among schools that include
English in the curriculum (MEXT, 2002a). According to a questionnaire
about NSs that was distributed by MEXT to 350 elementary school vice
principals in 2001, 84.5% of the respondents said they wished to increase
the number of NSs at the elementary school level (MEXT, 2001a).

Japanese elementary schools that have chosen to introduce English
into their curricula are aggressively recruiting NSs. It is estimated that
as of 2004, 60% to 70% of such elementary schools were working with
NSs in various capacities (MEXT, 2005). NSs are recruited at both the
local government level as well as the national level. In addition, there
are many private agencies that specialize in the placement of NSs, and
such agencies also send NSs to schools upon request from local govern-
ments and/or individual schools. English-speaking individuals from
local communities also may be invited to conduct English activities at
certain schools. At the national level, the Japan Exchange and Teaching
(JET) program is a government-organized program that has been recruit-
ing foreign personnel to work in Japan as Assistant Language Teachers
(ALTs) since 1987 (McConnell, 2000). The JET program has an annual
budget of approximately U.S. $500 million and has begun sending some
of its participants to elementary schools as well as to secondary schools.

The qualifications that such NSs hold, however, appear to vary greatly
with respect to their education, teaching experience, and motivation for
becoming teachers. Even among the ALTs in the JET program, which may
well incorporate the most systematic recruitment of NSs in Japan, only
3% to 10% of the participants in the past few years were reported to have
teaching certificates of any sort, not to mention TESOL certificates (Benoit,
2003). The demand for NSs has been increasing faster than the availabil-
ity of qualified candidates, leading one selector for the JET program to
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express his concern that the program ends up “getting some people with
no talent for teaching and little real interest in Japan” (Stoffman, 1997).

Japanese elementary school teachers in general wish to work with
NSs and MEXT encourages elementary school teachers to team teach
English with NSs (MEXT, 2001b). However, it has also been reported that
NSs’ lack of pedagogical qualifications and limited knowledge of the host
culture and educational system could be a source of misunderstanding
between NSs and local NNS teachers, thereby creating difficulties in
working together (Kan, 2002). Homeroom teachers that work with NSs
have often been observed to be either marginalized in the classroom or
overly dependent on NSs during English activities (Butler, 2005; Matsu-
kawa, 2001).

In observing six team teaching classes with Japanese homeroom teach-
ers and NSs, Aline and Hosoda (2006) identified four roles that home-
room teachers play during team teaching. These are: (a) “bystander,” (b)
“translator,” (c) “co-learners of English,” and (d) “co-teacher” (Aline &
Hosoda, 2006, p. 5). While the patterns of interaction between homeroom
teachers and NSs appear to be nonstatic and complicated, more atten-
tion needs to be paid to the ways in which Japanese homeroom teachers
interact with NSs while conducting team teaching with NSs in order to
improve their teaching, as the authors have suggested.

Not only Japanese teachers but also NSs themselves have reported
some difficulties in effectively teaching English in Japan under the current
system. This has been said to be partially due to their limited Japanese
proficiency as well as Japanese teachers’ limited English proficiency. An-
other factor that has been mentioned is insufficient cultural training and
social guidance for NSs working in Japan. Some former JET participants
have requested that the government change the program to recruit only
those who have relevant teaching certificates or to ensure that partici-
pants receive sufficient training in English teaching methodology along
with Japanese language lessons upon arrival in Japan (CLAIR, 2005).

Given these circumstances, concern has been expressed over the extent
to which NSs should be invited to teach in elementary school classrooms
in Japan as well as over how best to utilize the resources they provide.
Concerns also have been voiced regarding whether NNS elementary
school teachers in Japan have sufficient English proficiency and knowl-
edge of English teaching pedagogy to conduct English activities (Butler,
2004).
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Research Questions

The research questions addressed in the present study are as follows:
(Q1) Do Japanese elementary school teachers who conduct English activi-
ties believe that English is best taught by NSs?, and (Q2) What are the
perceptional factors that are related to such beliefs (or lack thereof)?

One could expect Japanese elementary school teachers may be be-
holden to some degree to the notion that NSs are the ideal language
teachers, even though the research community has questioned the valid-
ity of such a notion. In Japan, as in many other parts of the world, the
term native speaker often appears in daily discourse in relation to teachers’
qualifications. For example, a document sent by MEXT to elementary
school teachers stated, “The ALT, as a native speaker, is a source of authen-
tic English” (MEXT, 2001b, p. 137; italics added by the author). This is but
one example of the messages that Japanese teachers receive in the course
of their professional communications as well as through the broader me-
dia’s use of such terms.

Since the notion of NSs is often associated with “ownership of the lan-
guage” (Amin, 1997; Higgins, 2003; Norton, 1997), one may hypothesize
that teachers’ proficiency levels in the target language and their attitudes
towards the target language and culture (as well as their attitudes to-
wards their own language and culture) may be associated with the notion
that English is best taught by NSs. One may also hypothesize that the
role of NSs may vary depending on how high teachers set their goals for
English language education in a particular context.

In previous research, questions concerning the notion that “native
speakers are ideal teachers” have been operationalized differently: Al-
though they may carry slightly different connotations, “NSs are better
qualified as language teachers,” “NSs are better language teachers,” and
“NSs had better be hired as language teachers rather than NNSs” have
been utilized. Phillipson (1993) also used “NSs are the ideal teachers” and
“NSs are better qualified than NNSs” interchangeably. The present study
framed its questions around the notion of “At elementary schools, Eng-
lish is best taught by NSs” because this way of addressing the NS/NNS
issue has more direct relevance to current English education policy at the
elementary school level in Japan.
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Participants

Three questionnaires were distributed to elementary school teachers
at two teacher training programs organized by private institutions in
Tokyo and at a conference on elementary school English in Japan. All
of these events were held in the summer of 2002. Since Japan had not
yet officially introduced English as a required academic subject at the
elementary school level, the data were collected from teachers who are
working at schools that had chosen on their own to introduce English
activities on a regular basis under the current system. In other words, the
present data should not be assumed to be representative of all elementary
school teachers in Japan. Rather, the sample consists of Japanese teachers
who already have conducted English activities in various forms at their
schools in urban areas.

Out of the 160 questionnaires distributed, 112 were returned, yielding
a response rate of 65.9%. The majority of the participants were homeroom
teachers, though responses from Japanese teachers of English (11.6% of
the participants) were also included in the data. The majority of the teach-
ers were female (77.7%) and 45.5% were in their 40s (with the rest being in
their 20s and 30s). The frequency with which they taught English or con-
ducted other English classroom activities was as follows: 28.6% of them
taught a 40-minute lesson once per week or a 20-minute lesson twice per
week; 20.5% taught a 40-minute lesson or an equivalent amount twice
per week; 15.2% taught a 40-minute lesson twice per month; and the
rest taught a 40-minute lesson either once a month or less. Reflecting the
growing trend of inviting NSs to work with elementary school teachers in
Japan, the overwhelming majority of teachers (80% in the present study)
had worked with NSs, although the frequency and the ways in which
they worked with NSs varied.

Instruments

The teachers were asked to respond anonymously to three question-
naires: (a) a self-evaluation of their own English proficiency levels; (b) a
questionnaire on the perceived short-term and long-term goals of English
education in Japan; and (c) a questionnaire on their attitudes towards
English language and culture, Japanese language and culture, and Eng-
lish education. All of the items on all of the questionnaires were written
in Japanese (see Appendix A). The translation from English to Japanese
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was conducted by the researcher, and back-translation was conducted by
a Japanese-speaking research assistant in order to ensure the accuracy of
the original translation.

(Questionnaire 1) Self-evaluation of English proficiency

The first questionnaire employed items from the Stanford Foreign Lan-
guage Oral Skills Evaluation Matrix (FLOSEM) (Padilla, Sung, & Aninao,
1997) in order to obtain information on the teachers’ self-rated English
proficiency levels. Using FLOSEM, the teachers were asked to rate their
own oral proficiency in five domains (listening comprehension, oral flu-
ency, vocabulary in speech, pronunciation, and grammar in speech) by
responding to prompts based on a scale from 1 to 6, with 1 indicating a
very low level of proficiency and 6 indicating the highest level. The teach-
ers who participated in this study were given the full rubric for FLOSEM.
For more detailed information about FLOSEM, please see Padilla, et al.,
(1997) and Butler (2004).

Since FLOSEM was designed to measure oral proficiency only, items
for reading and writing were added by the author, using scales equivalent
to those employed in FLOSEM. The teachers were also asked to indicate
the minimum levels that they thought were necessary in order to conduct
English activities in their schools, again using FLOSEM. Three variables
used in the present study were taken from this questionnaire: namely, the
teachers’ self-rated current English proficiency levels (Perceived Current
Proficiency); the perceived minimum levels of proficiency that the teach-
ers thought were necessary in order to conduct English activities (Desired
Proficiency); and the gaps between the two proficiencies (Perceived Gap).

(Questionnaire 2) The goals of English education

The second questionnaire examined the teachers’ attitudes toward
the perceived goals of English language education, namely, the degree of
importance teachers attached to achieving different goals established in
local curricula in English language education in Japan. Two types of goals
were examined: the questionnaire-solicited responses on 12 potential
goals of English activities at the elementary school level (Short-term Goals)
and 9 potential goals related to English attainment among Japanese high
school graduates (Long-term Goals).

A number of elementary school reports were referred to when con-
structing the items for the Short-term Goals and the goals set by MEXT in
its “Strategic Plan to cultivate ‘Japanese with English abilities”” (MEXT,
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2002b) were considered when constructing the items for the Long-term
Goals. The goals of the Strategic Plan are that average high school gradu-
ates should reach the 2nd or pre-2nd level of the STEP (Society for Testing
English Proficiency) test. The first item (to acquire native-like pronuncia-
tion) was not indicated in any of the school reports nor in the MEXT plan,
but since Japanese learners tend to place very high value on studying
certain types of native speakers’ English (Tanabe, 2003), this item was
included in the present study.

The teachers were asked to respond to each item using a 7-point scale
(where 1 indicated “not appropriate,” 4 indicated “50% of the students
should achieve this goal,” and 7 indicated “all students should achieve
this goal.” The items in this questionnaire on goals can be found in Ap-
pendix B.

(Questionnaire 3) Attitudes toward English/Japanese language and
culture

The third and final questionnaire consisted of 18 items that were de-
signed to investigate teachers’ attitudes towards English and Japanese
language and culture, as well as towards English education in general.
Although there are a number of studies which have investigated learners’
attitudes towards language learning and motivation, including LoCas-
tro’s (2001) study of Japanese college students, do not appear to be in
any other formal assessments of attitudes among foreign language teach-
ers at the elementary school level. Therefore, while the author reviewed
items that were designed to assess learners’ attitudes in previous studies,
the items used in the present study were constructed specifically for this
study in order to be more relevant to elementary school teachers.

Two items were based on the items included in LoCastro (2001),
though the wording was changed for clarity. One of the two items re-
ferred to a native speaker and the other referred to English education at
elementary schools. The first item, “If it were possible, I would prefer to
have been born an English speaker” (the original form in LoCastro), was
changed to “If I were born again, I would rather have English as my first
language,” in order to make the item better imply that the responders
do not have English as their first language while keeping the question as
close to the original as possible. The second item, “It will cause problems
if English is introduced into primary schools,” was changed to “It is good
to introduce English at the elementary school level.”



18 JALT JOURNAL

Again, the teachers were asked to indicate the degree to which they
agreed with each statement using a 7-point scale (where 1 indicated
“strongly disagree,” 4 indicated “neither disagree nor agree,” and 7 in-
dicated “strongly agree”). In addition to these 18 attitudinal questions,
the teachers were asked to indicate the degree to which they agreed with
the statement that English (or English Activities) at the elementary school
level is best taught by a native speaker of English, using the same 7-point
scale. The items in the questionnaire on attitudes can be found in Table 5
in the Results section as well as in Appendix C.

Results
Q1: Teachers’ responses to the idea that English is best taught by NSs

The teachers were asked to indicate the degree to which they agreed
with the idea that English is best taught by NSs at elementary schools
(this item is referred to as the “NS Item” hereinafter). The results are indi-
cated in Table 1 below. In the group of Japanese elementary school teach-
ers tested herein, approximately 60% supported this statement to some
extent, while 13% of them somewhat disagreed. One in four teachers
indicated that they “neither agreed nor disagreed” with this statement.

Table 1. Frequencies of responses to the idea that English is best
taught by native speakers at elementary schools (N = 111).

Strongly Neither agree nor Strongly agree
disagree disagree
Scale 1 2 3 4 5 6 7
Frequency 1 5 9 30 23 25 18

(9%) (45%) (8.0%) (26.8%) (205%) (22.3%) (16.1%)
Note. Missing =1 (.9%); Mean = 4.95; SD = 1.43

Q2: Perceptional factors related to the notion that English is best taught
by NSs

Perceptional factors that were likely to be related to the notion that
English is best taught by NSs were investigated in four steps. First, de-
scriptive statistics were examined based on the results of questionnaire
1 (Self-evaluation of English proficiency) and questionnaire 2 (The goals of
English education). The results are shown in Tables 2 and 3 respectively.
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Part of the data shown was reported in Butler (2004).

Table 2. Teachers’ self-evaluated English proficiencies

(on a 6-point scale)

19

Current Desired Gaps (Current

proficiency proficiency —Desired)
Average 2.67 (1.07) 3.76 (.82) -1.10 (1.19)
Listening 3.14 (1.26) 4.22 (1.01) -1.07 (1.41)
Oral fluency 2.53(1.18) 3.66 (.93) -1.12 (1.33)
Oral vocabulary 2.27 (1.15) 3.47 (.96) -1.19 (1.27)
Pronunciation 2.65 (1.36) 3.86 (1.04) -1.20 (1.50)
Oral grammar 2.50 (1.09) 3.92 (.96) -1.40 (1.23)
Reading 3.12 (1.08) 3.85 (.86) -72 (1.18)
Writing 2.51 (1.08) 3.34 (.94) -.82 (1.22)

Note. The standard deviations are indicated in parentheses.

Table 3. Short-term and long-term goals of English education

perceived by the teachers

SHORT-TERM GOALS M SD  Skewness
11) To become interested in English-speaking cultures 5.44 1.44 -0.11
and people

2) To be able to listen to and understand greetingsand 5.31 1.41 -0.83
standard expressions in English

12) To increase interest in foreigners in the community 5.31 1.52 -0.93
and in world affairs in general

4) To be able to greet and say some standard expres- 4.98 1.5 -0.46
sions

3) To be able to listen to and understand simple sto- 4.36  1.55 -0.26
ries

5) To be able to carry on a simple conversation in 3.53 1.79 0.19
English

6) To sound out English words accurately (i.e., acquire 2.96 1.76 0.48

basic decoding skills in English)
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7) To be able to read and comprehend some wordsand 2.87  1.64 0.52
phrases

8) To be able to read and comprehend simple short 2.37 1.5 0.95
stories

1) To be able to acquire native-like pronunciation 2.05 1.66 1.39
9) To be able to spell some words and phrases 198 1.25 1.1
10) To be able to write simple short stories 1.62 1.03 1.54

LONG-TERM GOALS

2) To listen to and comprehend basic daily conversa- 4.86 1.26 -0.59
tion

3) To carry on basic daily conversations 453 1.19 -0.37
5) To read and comprehend simple/informal email 4.14 1.36 -0.11
messages

6) To chat on the Internet or to exchange simple/infor- 3.82 1.3 0.07
mal email messages

7) To read English newspapers and comprehend much 2.84 1.29 0.29
of them

4) To acquire sufficient oral communicative skills in 2.72 1.2 0.17
order to conduct business and other professional

meetings without much difficulty

1) To acquire native-like pronunciation 2.6 1.39 0.38
8) To negotiate competitively in business or other pro- 2.51 1.25 0.38
fessional matters by email

9) To acquire sufficient writing skills to write opinion 2.12  1.11 0.72
letters to English newspapers or magazines

Note. Teachers were asked to rate the goals above on a scale from 1 to 7,
where:

1 = Not appropriate

2 = Approximately 10-15 % of students should achieve this goal

3 = 30-35% of students should achieve this goal

4 = 50% of students should achieve this goal

5 = 65-70% of students should achieve this goal

6 = 80-85% of students should achieve this goal

7 =100% of students should achieve this goal

The coefficient-alpha reliability for Perceived Current Proficiency, Desired
Proficiency, and Perceived Gaps was .97, .94, and .96, respectively. Aggre-
gated scores (i.e., mean scores) were computed for each variable. As Table
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2 indicates, the average scores for Current Proficiency ranged from 3.1 to
2.5. These roughly correspond to the intermediate levels in productive
skills (speaking and writing) and the advanced levels in receptive skills
(listening and reading) as set forth by the ACTFL (American Council on
the Teaching of Foreign Languages) guidelines, which describe five levels
in listening and reading (novice, intermediate, advanced, superior, and
distinguished) and four levels in speaking and writing (novice, interme-
diate, advanced, and superior) (ACTFL, n.d.). Approximately 85 percent
(85.3%) of the teachers indicated that they felt their current proficiency
level did not reach the minimum level needed to conduct English activi-
ties. Accordingly, the average Perceived Gap between Current and Desired
Proficiency was negative 1.20 in the oral domain.

In questionnaire 2, the coefficient-alpha reliability for Short-term Goals
and Long-term Goals was .91 and .91, respectively. Again, aggregated
scores were computed for each of the potential goals and were used in
the analyses below. As can be seen in Table 3, the teachers thought that
enhancing cultural understanding (items 11 and 12) and basic oral skills
(items 2, 3, and 4) are important Short-term Goals. For Long-term Goals,
they saw basic conversational skills (items 2 and 3) as well as basic read-
ing skills (item 5) as being important goals to achieve.

Second, a factor analysis was performed on the responses to the 18 at-
titudinal questions in questionnaire 3 in order to identify the underlying
dimensions of the ratings. Before conducting the factor analysis, the Kai-
ser-Meyer-Olkin (KMO) measure for sampling adequacy was employed.
This measure is a statistic which indicates the proportion of variance in the
variables that might be caused by underlying factors. The measure ranges
from 0 to 1, with higher values indicating the variables have a greater pro-
portion of shared variance. In the present study, KMO was .60, suggesting
adequate commonality to conduct a factor analysis (Sharma, 1996).

Principal Axis Factoring (PAF), followed by Varimax rotation, yielded
seven factors, which accounted for 68% of the variance. The rotated factor
patterns are indicated in Table 4. Table 5 categorizes each item accord-
ing to the seven factors: Factor 1, Admiration towards English language
and English speakers; Factor 2, Support for the early introduction of
English; Factor 3, Merit of learning English for Japanese students; Factor
4, Pride in their own language and culture; Factor 5, Concerns regarding
the spread of English; Factor 6, Negative attitudes towards nonstandard
English; and Factor 7, Support for instruction through the medium of
English only. Aggregated scores for factors 1 to 7 were used to perform
additional analyses.
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Table 4. Rotated Factor Matrix

Item # Factor1 Factor2 Factor3 Factor4 Factor5 Factor6 Factor?7

14 74 .10 -.01 -.03 .10 18 -.10
13 .73 -.02 17 -12 -.03 -11 .28
5 71 .01 12 17 -15 .06 -17
6 .59 a2 24 19 21 -14 17
2 12 .88 .16 .00 -.07 -.05 17
1 .08 .88 13 .06 -10 -.02 -.10
8 a2 -.56 .06 27 .56 -15 .08
17 .03 17 73 .02 -25 .02 .04
10 18 .02 72 .07 21 -15 .02
11 .37 .16 .65 15 .09 .20 -22
9 -.04 .01 -13 .83 .19 -.04 .10

.33 -17 .25 .66 -.09 -14 -.08
12 -.01 13 21 .63 -13 31 -12
16 .00 -.07 -.03 -.05 .80 -10 -.05
15 .01 -.08 .02 .03 .65 31 -.06
4 -.06 -19 15 -.06 .03 .75 .10
3 16 21 -27 .14 .06 73 .10
18 .02 .03 -.05 -.01 -.09 17 .92

Table 5. Factor analysis on items tested in the attitudinal section
of the questionnaire

Factors M SD Skewness
Factor 1: Admiration towards English language and English 3.74 91 -.56
speakers

If I were born again, I would rather have English as my 3.88 145  -.16
first language

I like the sounds of the English language better than 3.62 1.05  -57
those of the Japanese language

The English language is more logical and analytical than 4.06 1.34  -47
the Japanese language

English speakers are more logical and analytical than 3.45 1.35  -47
Japanese speakers

Factor 2: Support for the early introduction of English 526 .93 -.36

It is good to introduce English at the elementary school 5.17 1.38  -.60
level
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We should increase the number of hours for English at 593 1.10 -1.66
the elementary school level

Early introduction of English may lower a student's 2.91 1.34 21
Japanese identity (negatively correlated)

Factor 3: Merit of learning English for Japanese students 451 92 -1.27
By learning English, students can become more aware of 4.95 1.31 -.88
their own language and culture

English can be a better tool for Japanese students to de- 3.67 1.12 -43
velop logical/ analytical thinking than Japanese

The structure and writing system of the English language 4.92 1.22  -.87
is more suitable for IT (information technology) commu-

nication than Japanese

Factor 4: Pride in their own language and culture 4.77 .79 -.52
The Japanese language is the most beautiful language in 4.54 1.26  -21
the world

More people outside of Japan should learn the Japanese 3.49 .98 -.16
language

Japanese students should be more proud of their lan- 5.82 .99 -.94
guage and culture

Factor 5: Concerns regarding the spread of English 2.84 1.14 .38
The early introduction of English may negatively affect 2.96 1.36 31
students’ Japanese learning (including reading and writ-

ing)

I'm afraid that English will eventually take over the Japa- 2.72 1.37 .59
nese language in Japan

Factor 6: Negative attitudes towards nonstandard English 4.68 .98 -.07
Once students have a certain accent in English, it is al- 4.04 1.29 .04
most impossible to correct/change it

At the elementary school level, schools should strictly 5.32 1.17  -71
teach students so-called “standard English” (“standard

English” is defined as a certain type of English that is

spoken by educated native speakers of English, such as

that spoken by BBC and ABC news anchors)

Factor 7: Support for instruction through the medium of Eng- 416 137  -28
lish only

English language instruction should be conducted only 4.16 1.37  -28

through English

Note. Factor loading: > .4
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The third step in the analysis performed herein entailed using Pearson
Correlation Coefficients to examine the relationship between the teachers’
responses to the NS Item and the following measures: the three variables
related to the teachers’ English proficiency levels from questionnaire 1;
the two variables related to the teachers” perceived goals of English edu-
cation from questionnaire 2; and the seven factors identified in question-
naire 3 above. The correlations are shown in Table 6.

Table 6. Correlations of variables

1 2 3 4 5 6 7 8 9 10 11 12

1. NS Item

2.CP -45"

3.DP -06 217

4. Gaps -35" 76" -48"

5.Factorl -06 .10 .11 .04

6.Factor2 -26" 20 .03 .16 .13

7.Factor3 -13 14 .08 .09 377 41*

8.Factor4 22* -05 .08 -11 .16 -05 .24*

9.Factor5 .12 -19 .07 -21* -06 -33* -03 .09

10. Factor 6 48" -16 .16 -24* 05 -07 .05 .14 13

11. Factor7 12 19 25 .01 o 09 -07 -02 -07 19

12. Short- -10 .16 33 -19 18 14 17 31 -05 -05 .03

term Goals

13. Long- .02 12 A% -10 217 .02 12 20 -07 .03 .07 A8**
term Goals

Note. ™ p <.05, ** p <.01 CP=Current Proficiency; DP=Desired Proficiency

Negative correlations with the NS Item were found between Perceived
Current Proficiency, Perceived Gaps, and Factor 2 (Support for the early in-
troduction of English). Positive correlations were found between Factor 4
(Pride in their own language and culture) and Factor 6 (Negative attitudes
towards nonstandard English). Namely, teachers who perceived their cur-
rent English proficiency to be lower, and teachers who perceived wider
gaps between their current English proficiency level and the minimum
level needed, tended to support the NS Item more. In addition, teachers
who showed less support for the early introduction of English tended to
think that English was best taught by NSs. In addition, teachers who took
greater pride in Japanese language and culture tended to show stronger
support for the NS Item. Finally, teachers who indicated stronger nega-
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tive attitudes towards nonstandard forms of English tended to believe
that English is best taught by NSs. Other perceptional factors such as “ad-
miration towards English,” “the merit of learning English for Japanese
students,” “concerns regarding the spread of English,” and “support for
monolingual instructional policy” did not show significant relationships
with the NS Item. Neither the Short-term Goals nor the Long-term Goals
showed significant correlations with the NS Item.

In the fourth and final step of the analysis, a multiple regression was
employed to examine the extent to which the independent variables
(Perceived and Desired Proficiencies, the 7 factors discussed above, and
Short-term and Long-term Goals) predicted belief in the idea that English
is best taught by NSs, when correlations among the variables are taken
into account. Prior to employing the multiple regression analysis, as-
sumptions of independency, normality, homoscedasticity, and linearity
were examined; scatterplots of residuals against predicted values were
drawn in order to test the first three assumptions, and these were met.
The possibility of multicollinearity among the independent variables was
also a concern and was therefore evaluated. Not surprisingly, when all of
the independent variables were entered into an equation, a collinearity
diagnostic test (Variance Inflation Factor, or VIF) showed high values for
Current Proficiency and Perceived Gap. The Variance Inflation Factor is a
means of detecting the existence of multicollinearity. VIFs “measure how
much the variances of the estimated regression coefficients are inflated
as compared to when the independent variables are not linearly related”
(Neter, Wasserman, & Kutner, 1990, p. 408). Typically, if a computed VIF
value exceeds 10, it is considered as being a sign of severe multicolline-
arity. Therefore, Perceived Gap (the highest VIF) was eliminated and the
rest of the variables were reentered into the equation. The VIF values
became reasonably low. The results are shown in Table 7. Factor 6 (Nega-
tive attitudes towards nonstandard English) showed the highest degree
of predictive value (positive), followed by Perceived Current Proficiency
(negative) and Factor 4 (Pride in their own language and culture).

Discussion and Conclusion

Approximately 60% of the Japanese elementary school teachers who
were conducting English activities in the present study somewhat agreed
with the idea that English is best taught by NSs at the elementary school
level. This study suggests that this belief was associated with (a) the
teachers’ perceived English proficiency levels, (b) their attitudes towards
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Table 7. Summary of simultaneous regression analysis for variables
predicting teachers’ responses to the NS Item

Variable B SEB B
Perceived Current Proficiency -46 13 -33*
Desired Proficiency -11 A8 -.06

Factor 1 (Admiration towards the English lan- -.06 .14 -.04
guage and English speakers)

Factor 2 (Support for the early introduction of -21 .16 -.13
English)

Factor 3 (Merit of learning English for Japanese -.09 .17 -.06
students)

Factor 4 (Pride in their own language and culture) .50 .18 .25
Factor 5 (Concerns regarding the spread of Eng- -.03 .11  -.03
lish)

Factor 6 (Negative attitudes towards nonstandard .53 .13 .36**
English)

Factor 7 (Support for instruction through the me- .12 .09 .11

dium of English only)
Short-term Goals 13 14 -.09
Long-term Goals .01 15 01

Note. * p <.05, ** p <.01. R? = .42 B indicates raw (nonstandardized) regres-
sion coefficients and f indicates standardized regression coefficients

nonstandard forms of English, and (c) their own sense of pride in their
language and cultural heritage.

The teachers who rated their English proficiency lower tended to sup-
port the idea that English is best taught by NSs at the elementary school
level. The ACTFL Guidelines suggest that foreign language teachers
(referring primarily to teachers at the secondary and college levels) need
to have the “advanced plus” level in listening, speaking, and reading
and the “advanced” level in writing (ACTFL, 1988). Since a self-evalua-
tion measure was employed in the present study, it is difficult to obtain
an objective sense of what the teachers’ proficiency levels actually are.
Moreover, it remains unclear as to what the minimum proficiency level
needed for teaching a foreign language at the elementary school level
is. However, the average perceived levels of English proficiency among
the elementary school teachers who participated in the present study ap-
pear to be far from sufficient for teaching English (or conducting English
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activities). The teachers themselves identified gaps between their current
proficiency and the minimum level of proficiency needed to conduct
English activities. Such perceived gaps may in turn lead to feelings of
insecurity or lack of confidence in teaching.

The current English language education policy in Japan strongly em-
phasizes oral communication in English language instruction. A strategic
plan (the “Action Plan to Cultivate Japanese with English abilities”)
was proposed by MEXT in 2003 and contains a number of strategies for
improving Japanese citizens” English abilities in general and their oral
communication abilities in particular. The introduction of English ac-
tivities at the elementary school level is one such strategy (MEXT, 2003).
Although MEXT has stated that the primary purpose of English activities
at the elementary school level is to enhance children’s international un-
derstanding through English conversation, the current policy essentially
asks English teachers to have “sufficient” oral communicative proficiency
and pedagogical skills to conduct oral communicative activities in Eng-
lish. In fact, MEXT (2003) has indicated its support for a number of plans
designed to ensure a high level of proficiency among individuals who
conduct English activities in Japan. These plans include placing ALTs
and secondary school English teachers in elementary schools, placing
local residents with high English proficiency in elementary schools as re-
sources, and providing select elementary school teachers with intensive
teacher training.

In such a policy climate, as Seidlhofer (1999) has pointed out, com-
municative competency is often considered to be one of the leading
qualifications for teaching language. Elementary school teachers who feel
they lack proficiency may not be confident in teaching English to young
learners. They therefore may believe that NSs’” communicative compe-
tency can compensate for their own lack of proficiency, and may believe
that NSs are better suited for the job.

There is no doubt that Japanese elementary school teachers urgently
need help to improve their English proficiency and/or develop more
confidence in their proficiency. This is particularly true given the fact
that a growing number of local governments have been granted status
as “Special Zones for Structural Reforms” as part of the central govern-
ment’s structural deregulation policy and have begun teaching English as
an academic subject at the elementary school level. One has to remember
that the overwhelming majority of elementary school teachers in Japan
currently are not English teaching specialists by training. Moreover,
comprehensive in-service training has not yet been available for these



28 JALT JOURNAL

teachers. The current policy encourages elementary school teachers to
incorporate team-teaching with NSs to some extent in their instruction.
However, conducting team-teaching itself may not compensate for ele-
mentary school teachers’ lack of sufficient proficiency and / or confidence,
and it is increasingly apparent that teachers need systematic assistance in
order to improve their English proficiency.

It is also important to identify the minimum level of proficiency that
is necessary to teach English at elementary schools. As Nunan (2003) sug-
gests, native-like proficiency may not be necessary for elementary school
teachers. Importantly, while helping teachers improve their proficiency,
teacher training also should increase awareness of the fact that compe-
tency in the language is only one of many important qualifications for
successful language teaching.

With regards to the second factor noted above, teachers’ negative at-
titudes towards nonstandard English were also found to be associated
with the notion that English is best taught by NSs. In the present study,
in order to try to control the teachers’ notion of what exactly standard
English refers to, standard English was defined as the type of English that
is spoken by educated native speakers of English, such as that spoken by
BBC and ABC news anchors. Although this definition is common among
the general public, one may argue that it offers a narrow view of standard
English.

There is a substantial amount of discussion regarding standard
English, and what it refers to is still unclear. Some researchers, such as
Lippi-Green (1997), go so far as to argue that standard English is a myth.
Regardless of whether standard English refers to certain types of exist-
ing varieties of English or is merely a myth, Japanese English language
education essentially promoted British English before World War II and
has promoted American English as the standard to be learned since after
World War II. Professors specializing in British and American literature
have often wielded influence over decisions regarding English language
education policies. English teachers at the secondary school level and
up typically have majored in either British or American literature at col-
lege in Japan (Suzuki, 1999). According to Suzuki (1999), these English
teachers have been advocates of certain varieties of English (what Suzuki
calls “native English”) as the model to be emulated at school; namely,
they have argued for teaching the types of English that emanate from
“the Centre” (Phillipson, 1992) or “the Inner Circle” (Kachru & Nelson,
1996). Many Japanese also have developed subjective criteria to judge
their own and others’ fluency (or disfluency) in English as well to judge
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the deviation of pronunciation from what they perceive to be standard
English (Tanabe, 2003).

The Japanese government’s preference towards certain varieties of
English from Centre regions can be seen in the JET Program. In 2001, 5,676
new ALTs were recruited; 2,526 of them were from the USA, 1,233 from
the UK, 95 from Canada, 364 were from Australia, and 368 from New
Zealand, collectively comprising 96% of the new ALTs (MEXT, 2002c).
The remaining 4% includes individuals who teach foreign languages
other than English such as Korean, Chinese, French, and German, as well
as individuals who teach English. More recently, there have been some
efforts to invite more individuals from non-Centre regions to work as
English teachers (Ministry of Internal Affairs and Communication, 2004);
however, the number of such individuals remains very small.

At the elementary school level, native speakers with more diverse Eng-
lish backgrounds appear to have been hired by some local governments
and schools, though no statistics are available to confirm this observa-
tion (Butler, in press-b). At this point, it also is not clear how Japanese
elementary school teachers define native English speakers. An important
topic for further research would be to investigate more thoroughly what
teachers actually perceive to constitute a native speaker. In any case, as
long as teachers are beholden to the idea that the English their students
are exposed to should sound a certain way, it will be difficult for them to
gain confidence in their own English, and they may be inclined to depend
on native speakers.

Lastly, teachers’ sense of pride in their own language and cultural
heritage was also found to be associated with the idea that English is
best taught by NSs. This seems in some ways to be counterintuitive at
first glance. However, it may be the case that teachers who demonstrated
greater pride in Japanese language and culture in this study also felt that
native speakers “own” not only their language but also their culture; this
in turn could lead them to believe that native speakers are better teachers
for their own languages, including English.

The present study was designed to serve as a first step in understand-
ing the perceptional factors that are related to the notion that English is
best taught by NSs. Although this study sheds some light on the factors
associated with this notion, it is limited in that it takes a largely unitary
approach in terms of defining and examining the notion. A number of
important issues remain to be investigated. For example, as we have seen
itis not clear how English NSs are defined by the NNS elementary school
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teachers. How might such definitions affect NNS teachers’ perceptions
towards NS/NNS teacher qualifications? How do teachers’ perceptions
influence their teaching practices in various settings, including in team-
teaching contexts? How do local NNS teachers perceive other NNS teach-
ers who are teaching in Japan (e.g., Chinese teachers of English who teach
in Japan)? The role of non-Japanese NNS teachers as well as NS teachers
might be of particular interest in light of the current goals of English ac-
tivities at elementary schools in Japan, namely, enhancing international
understanding through English conversation. Another question that
remains is how teachers’ perceptions might influence students’ learning.
While the present study employed only quantitative methods, integrat-
ing both quantitative analyses with in-depth qualitative analyses based
on interviews and classroom observations could greatly enhance our un-
derstanding of these questions. As it focused on a relatively specific object
of study, namely, NNS elementary school teachers in Japan who already
teach English or conduct English activities, it is unclear to what extent
the present study’s findings can be applied to other teaching contexts.
Although the limitations of this study and its applicability must be kept
in mind, it is hoped that the present study will encourage further investi-
gation of NS/NNS teachers’ qualifications in various teaching contexts in
order to develop our understanding of this topic and to ultimately foster
a better educational environment for students and teachers alike.
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Notes

1. On March 27, 2006, the Subpanel on Foreign Languages within MEXT’s
Central Council for Education (CCE) recommended that English be
mandatory for upper grade students (MEXT, 2006), though the CCE did
not specify any timeline for implementing this policy recommendation.
In the meantime, as part of the current administration’s “localization”
policy, a growing number of local governments have received permission
from the central government to become “Special Zones for Structural Re-
form in Education.” As such, more and more local elementary schools
have started offering English instruction as a subject, deviating from the
National Curriculum as set forth in the National Course of Study.

2. For example, the descriptions of Level 1 and Level 6 in the Listening
Comprehension domain are as follows: “I can understand a limited
number of high frequency words and common conversational, fixed ex-
pressions such as ‘How are you?” or ‘My name is. . .”” (Level 1) and “I can
understand everything at normal speed like a native speaker” (Level 7).
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Appendix B

Short-term and Long-term Goals of English Education Questionnaire

Short-term goals

1.
2.

o Uk W

N

10.
11.
12.

To be able to acquire native-like pronunciation

To be able to listen to and understand greetings and standard
expressions in English

To be able to listen to and understand simple stories
To be able to greet and say some standard expressions
To be able to carry on a simple conversation in English

To sound out English words accurately (i.e., acquiring basic decod-
ing skills in English)

To be able to read and comprehend some words and phrases
To be able to read and comprehend simple short stories

To be able to spell some words and phrases

To be able to write simple short stories

To become interested in English-speaking cultures and people

To increase interest in foreigners in the community and world
affairs in general

Long-term goals

1.
2.
3.

To acquire native-like pronunciation
To listen to and comprehend basic daily conversation

To carry on basic daily conversations
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4.

10.

To acquire sufficient oral communicative skills in order to conduct
business and other professional meetings without much difficulty

To read and comprehend simple/informal email messages

To chat on the Internet or to exchange simple/informal email mes-
sages

To read English newspapers and comprehend much of them

To negotiate competitively in business or other professional matters
by email

To acquire sufficient writing skills to write opinion letters to English
newspapers or magazines

Appendix C
The Goals of English Education

We should increase the number of hours for English at the elemen-
tary school level.

It is good to introduce English at the elementary school level.

At the elementary school level, schools should strictly teach stu-
dents so-called “standard English” (“standard English” is defined
as a certain type of English that is spoken by educated native speak-
ers of English, such as that spoken by BBC and ABC news anchors).

Once students have a certain accent in English, it is almost impos-
sible to correct/change it.

The English language is more logical and analytical than the
Japanese language.

English speakers are more logical and analytical than Japanese
speakers.

More people outside of Japan should learn the Japanese language.

Early introduction of English may lower a student’s Japanese
identity (negatively correlated).

The Japanese language is the most beautiful language in the world.

English can be a better tool for Japanese students to develop logi-
cal/analytical thinking than Japanese.
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11.

12.

13.

14.

15.

16.

17.

18.

JALT JOURNAL

The structure and writing system of the English language is more
suitable for IT (information technology) communication than
Japanese.

Japanese students should be more proud of their language and
culture.

I like the sounds of the English language better than those of the
Japanese language.

If I were born again, I would rather have English as my first lan-
guage.

I'm afraid that English will eventually take over the Japanese
language in Japan.

The early introduction of English may negatively affect students’
Japanese learning (including reading and writing).

By learning English, students can become more aware of their own
language and culture.

English language instruction should be conducted only through
English.



Classroom management in Japanese EFL
classrooms
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The problems of classroom management in many academic subjects are an impor-
tant area of research in general education in many countries (Doyle, 1990; Jones,
1996; Kagan, 1992; Tauber, 1999). Compared to the level of interest in the field
of general education, not enough attention is paid to classroom management is-
sues in language classrooms, and in particular there is little empirical research on
classroom management in English as a Foreign Language (EFL) in Japan. To fill
the gap, this study will report on: a) classroom management difficulties that arise
in Japanese EFL classrooms when teachers try to teach English communicatively,
b) how teachers conceptualize and attempt to deal with these problems, and c)
what strategies can be offered to alleviate these problems.

HENCBITLHEEE I EOEICBNWTHERERRFETH D, ZOT—NIZDNWTI
NETE < DIFEBITHNTEZ 7MY (Doyle, 1990; Jones, 1996; Kagan, 1992; Tauber, 1999).
ERHEOH TRELEMENEEAETON TNENEE > THEL, HADKEHE
HRTEETSITEOPENLDITEDN S, Kiid, ) FFEEZII 27— a P OFE
ELTHREL LD ET 2 EITIIATEERENEHL <22 &, b) BRI IOL SR
HECHEI L ZHE EOXDITHLL TWD DN, o RNBHFHBEZLEDL S 2bD
M IS BRI DWTEMBFEDHRIG 2T o 72,

Classroom Management

Classroom management has been an important area of discussion and
research in general education for quite some time. Researchers claim that,
in order to achieve effective instruction, teachers need to possess two types
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of knowledge: knowledge of subject matter and knowledge of classroom
management (Kagan, 1992). Doyle (1986) uses the term hidden curriculum to
portray the importance of classroom management, arguing that the school
curriculum consists not only of an academic curriculum but also of a hidden
agenda of classroom management. Classroom management tends not to be
foregrounded in discussions of curricular issues, but it plays a significant
role in ensuring learning, because the classroom is a setting for complex
interactions and negotiations among teacher and students. It is also where
different factors, such as learner motivation, student interests, or different
levels of competence, are at work. It is this complexity that makes smooth
classroom management so challenging (Doyle, 1986).

Basing his conclusions on the results of a meta-analysis of education
research, Jones (1996) claims that teachers see classroom management
as one of the most important aspects of their work. Research based on
teachers’ interviews further suggests that when classroom management
becomes difficult, it can be a cause of teacher burnout and loss of self-
esteem (Brouwers & Tomic, 2000). Classroom management might be
considered to pertain only to disciplinary issues, but most researchers
define it in broader terms, including the planning of instruction, the man-
agement of learners, the process of decision-making by teachers, and the
construction and maintenance of teacher-student relationships (Doyle,
1986; Fenwick, 1998; Jones & Vesilind, 1995). Doyle (1990) argues that
classroom management is a means to ensure “order” in classrooms:

To say a classroom is orderly, then, means that students are
cooperating in the program of action defined by the activity
a teacher is attempting to use. Misbehaviour, in turn, is any
action by students that threatens to disrupt the activity flow
or pull the class toward an alternative program of action.
(p. 115)

Following this broad definition of classroom management, the focus of
this paper will not rest solely upon what constitutes bad behaviour, but
will rather expand to include teacher reactions to, and understanding of,
such behaviour.

Classroom Management and English Education in Japan
Classroom management issues are recognized as a serious educational
and societal problem in Japan; however, there is very little empirical re-
search available that addresses these issues. This section will report on
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one of the few studies available on this topic in general education. The
focus will then be narrowed to examine the current state of EFL educa-
tion in Japan. Japanese teachers of English have to satisfy two academic
goals: preparing students for grammar-skewed entrance examinations
and fostering communicative skills. How they struggle to carry out and
balance these two goals will be described.

Classroom Management Problems in Japan

In spite of society’s awareness of classroom management problems,
and the fact that books on “how to solve management issues” are avail-
able to teachers (Kawamura, 1999; 2000), few empirical studies have been
conducted in Japanese contexts (Kato, 2001; Ran, 2001). One of the few is
a survey study that collected data from 203 primary school teachers, 109
middle school teachers, and 54 high school teachers across all subjects ex-
ploring the teachers’ perceptions of classroom management (Wakazono,
2001). Overall 25% of the respondents experienced some type of class-
room management problem, with the middle school teachers reporting
the highest rate (32.1%).

The participants were allowed to choose multiple responses and the
results listed several phenomena that characterise classroom manage-
ment difficulties. They include: a) students walking in and out of the
classroom (74%), b) students not stopping talking (62.2%), c) students not
listening to the teacher’s instruction(s) or advice (59%), d) students sud-
denly screaming or throwing things (55.7%), and, e) students not sitting
down when the class begins (28.7%).

The results also reveal teachers’ perceptions of possible causes of
management problems. These are a) an increase in the number of chil-
dren who are not disciplined by their parents at home (77%), b) a decline
in the quality of education at home (71.9%), c) a decline in the quality
of teachers (51.1%), and d) children’s psychological problems and stress
(45.1%). The study reveals that teachers are confused and do not have
clear ideas as to how to improve the situation. When asked for possible
remedial procedures, the need for smaller class sizes was the only sug-
gestion mentioned by a considerable number of teachers (24.6%).

English Education System in Japan

Alarge proportion of English teaching at the secondary school level is
done through grammar-translation methods (Gorsuch, 1998). However,
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as a result of the influence of recent language acquisition theories that
have been developed mainly in Western countries, and also as a result of
an increasing interest in Japan of encouraging children to communicate
in English, teaching styles which incorporate some principles of com-
municative language teaching (CLT) have gradually gained entry into
Japanese secondary English classrooms (Sakui, 2004).

Attempts to alter English education in Japan towards a more com-
municative approach began about twenty years ago. In 1986, the govern-
ment started the Japan Exchange and Teaching (JET) Program, in which
Japanese secondary school students receive occasional lessons with a na-
tive speaker English teacher who team teaches with a Japanese teacher.
The exposure to these native speaker teachers is, however, still minimal
and the system is not free from criticism (McConnell, 2000), especially
concerning the lack of training for the native speaker English teachers
and the lack of collaboration between them and the Japanese teachers.
More recently the Japanese national level curriculum guide issued by the
government states that fostering communicative abilities in English is the
primary goal of English education (Monbukagakusho, 1999).

Given this background it is easy to see why Japanese teachers of Eng-
lish feel they are caught in a dilemma to try to ensure two separate types
of instruction (Mulvey, 1999; Sakui, 2004). The teachers feel responsible
for preparing students for grammar-skewed entrance examinations, and
at the same time they feel pressured to teach English communicatively in
order to satisfy the new guidelines. While the teachers face the challenge
of meeting two separate instructional goals, they also have to deal with
an increasing number of classroom management problems.

The Study

In order to investigate teachers in a specific cultural context, all the
participants chosen for this research were members of a self-study group
consisting of 30 Japanese teachers of English. The organization usually
met on weekends and was run by the teachers themselves, with senior
members giving training to younger members of the organization. Occa-
sionally they invited outside speakers to talk about further education for
teachers, with a concentration on knowledge about language education
and second language acquisition. Sato (1994) and Shimahara (1998) point
out that there are many such self-initiated study groups among Japanese
teachers. Indeed, Sato claims that more than 53% of Japanese teachers be-
long to one or another of these types of groups in order to receive further
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training from their peers. Sato herself participated in such a group, which
met once a month on weekends from 2 p.m. to 9 p.m. This is very similar
to the group that I observed. The main data for this report comes from
a year-long ethnographic study of three metropolitan-area teachers who
participated in my study group: Ms. Kase, Ms. Hamada, and Ms. Tsuda.
(All the names of people and institutions in this study are pseudonyms to
protect the teachers” and students’ privacy.)

At the time of the study, Ms. Kase was in her early 40s and had been
a public junior high school teacher for 19 years. She was single and lived
at home with her family. Her school was located in a blue-collar, low-in-
come neighbourhood. Ms. Tsuda was in her late 30s and had been a high
school English teacher for 15 years. She was also single, and had recently
entered a Master’s program in TESOL at a satellite school of an American
university. Ms. Hamada had turned 30 years old, and had just married
another school teacher. She had been teaching English at the junior high
school level for eight years.

Starting in April 2001, I conducted participant observations and in-
terviews with Ms. Kase and Ms. Tsuda for one academic year, and with
Ms. Hamada for 6 months. (Since Ms. Hamada had some difficulty in
managing her class during that time, she terminated participation after 6
months.) I visited each school once a week, and usually observed two to
three 50-minute class periods per day. In addition, between August 2000
and March 2002, I conducted interviews (lasting two hours on average)
with 15 other teachers in this self-study group, whose classes I could not
observe. These teachers were selected following “purposeful sampling”
principles (Patton, 1990, p. 169), meaning that types of participants were
selected to include as wide a range of factors as possible that could influ-
ence teachers’ beliefs and practices. The three main participants were all
female and did not have any children. For the 15 additional selected in-
terviewees, I included male participants, teachers with shorter or longer
teaching experience, and teachers who had children.

All the interviews were conducted in Japanese, audiotaped, tran-
scribed, and translated into English. In order to preserve the nuance of
these teachers’ voices, I translated their utterances as closely as possible,
which at times did not necessarily meet standard English language rules.
I collected and analysed data by adopting an inductive process, follow-
ing the procedures commonly employed in “grounded theory” studies
(Strauss & Corbin, 1998). Adopting a “funnel” approach typical of quali-
tative research, I initially went into the research field with a very broad
research interest: teachers’ beliefs and practices. At the beginning of the
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study I did not have specific research topics in mind. Therefore, my initial
observation notes were filled with whatever I could see and hear in the
schools, and my interview questions were about the teachers’ experiences
and teaching beliefs in general. Over time, by reviewing these notes and
interview excerpts, I narrowed down my research interest to three topics
thatI decided to investigate further, one of which was classroom manage-
ment. The later stages of my observation focus and interview questions
were more specifically related to these topics. Since the research adopted
a qualitative methodology, the findings are not meant to be generalized,
but readers are encouraged to find resonance in what is described and
claimed.

Results

This section reports two main findings: a) the teachers’ struggle to
balance communicative language teaching and classroom management,
and b) a summary of how the teachers conceptualize and tackle the class-
room management problems that they face.

Balancing Communicative Language Teaching and
Classroom Management

Conducting communicative language teaching (CLT) whilst managing
their classroom was a challenging task for the teachers at times. During the
observations, many factors were identified as making classroom manage-
ment difficult, but CLT activities in particular seemed to make classroom
management more challenging than teacher-fronted instruction. The main
reasons for this were: a) the spatial arrangement of classrooms, b) changes
in students’ and teachers’ expected roles, and c) increased cognitive de-
mands on students. Each factor is explained in detail below.

Spatial Arrangement of Classrooms

Many CLT activities require a change in the physical positioning of
students and teachers. In teacher-fronted grammar instruction, students
are expected to sit in rows facing the front of the classroom, which ena-
bles the teacher to supervise the whole class as one group. In contrast,
CLT often made the spatial organisation of a classroom very complex.
Students were encouraged to walk around the classroom and in order to
carry out a task often left their seats to talk to their classmates. Obviously,
these tasks gave students far greater mobility and much more freedom
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in their choices of behaviours, which made classroom management
more challenging for the teacher. Even in the activities in which students
remained seated, they were often instructed to rearrange the desks and
chairs in order to form pairs and small groups. The difficulties inherent in
these seating patterns contrasted strongly with the ease of managing the
entire class as a whole group. In these pair and group work settings, six to
eight groups were formed with the students facing each other rather than
the teacher. The teacher was expected to manage these different groups
simultaneously. Based on my observations, the teachers sometimes had
difficulty in managing many groups at the same time. For example, if two
or three groups were not on task, the teacher needed to move around the
classroom and attend to these groups so that they could get back on track.
The teacher’s attention often seemed to be consumed in managing these
problematic groups and was not focused on academic matters, whereas
groups that were on task tended to be left alone and did not receive any
encouragement or monitoring of their performance.

Students’ and Teachers’ Expected Roles

Students’ expected roles and behaviours also changed during CLT
activities. In teacher-fronted grammar classes, a student’s ideal role was
as a silent and attentive listener, but in CLT students’ expected roles
changed dramatically: they were expected to not only be attentive listen-
ers but also active speakers. In grammar lessons students were trained
to be quiet; however, when the activities became more communicative,
the students were expected to be more active and to demonstrate their
knowledge and opinions vocally.

In CLT, students were held accountable for their performance to a
far greater extent than in traditional teacher-fronted grammar teach-
ing. In teacher-fronted teaching, instruction could proceed smoothly
even though there were some students who did not fully participate or
complete tasks. But in CLT, group or pair work formats heightened the
necessity for each student’s participation, so a small number of students
who were unwilling to participate could potentially halt or jeopardise
the instructional process. Teachers often need to reestablish and negotiate
students” new roles and expectations of CLT instruction. As teachers can
only now and then adopt communicatively oriented activities because
of curriculum and entrance examination pressures, the requirement to
incorporate CLT techniques into language classes has increased the dif-
ficulty of teaching in a Japanese EFL classroom. The sporadic use of CLT
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activities did not provide adequate time and training for the students
to learn new roles and behaviours. Furthermore, teachers often did not
effectively communicate the nature and expectations of these new roles
and behaviours. In other words, the students were expected to change
their roles and behaviours accordingly without any explicit training or
explanation from the teachers.

Cognitive Complexity of Activities

Another change that CLT often imposed was to increase the complex-
ity of activity procedures and their goals. In less cognitively demanding
activities, such as reading texts aloud, copying texts, and writing trans-
lated sentences in their notebooks, there was very little room for students
to misinterpret the instructional procedures. However, CLT activities
placed greater demands on the students to interpret the activity goals
and procedures. The following summary of a lesson from Ms. Kase’s
class illustrates how the instructional procedures during a CLT activity
increased the cognitive demands placed on students. The linguistic goal
of this lesson was the production and comprehension of the following
exchange (field note, November 6, 2001):

Q: Can you play soccer?
A:Yes,Ican / NoIcan't.

Students received the handout depicted in Figure 1:

play soccer | play the guitar | speak English run fast
Bruce 0 o X X
Kumi X X o X
Ken X X o o
Tom X X o X

Figure 1. Handout from Ms. Kase’s class.

The teacher instructed students to form groups of four by moving
their desks. Within each group, each student was expected to assume a
role (that is, one student becomes Bruce, one plays Kumi, and so on),
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which took some time for the students to understand. After each student
chose their role, one student from each group went to another group and
asked questions such as, “Can you play soccer?” and “Can you speak
English?” The purpose of this segment was for the students to match the
information on the handout with the responses from their classmates in
order to identify which role the respondent was playing. This added fur-
ther cognitive complexity because not only did the student have to select
a role from the four names on the handout, but she also had to guess the
role of her respondent from the exact same name list. In this example the
cognitive demands on the students to understand the activity procedure
seemed to exceed the complexity of the target language structure. The
class became chaotic because many students were very confused by the
procedures. Some students soon started complaining that they did not
know what to do and that they did not want to perform the task. In the
end, many students stopped participating in the activity altogether.

The three aspects of CLT described in this section—changing spatial
arrangements, different expected roles, and increased cognitive de-
mands—can come into conflict with the traditional organisational strat-
egies that teachers employ to ensure order. While teachers were aware
that establishing routines while using familiar activities and artefacts was
critical in managing a class successfully, teachers needed to depart from
these routines and institute new expectations and rules. Since CLT activi-
ties were not carried out uniformly in every lesson, and because each CLT
activity required slightly different role expectations, this placed demands
on both students and teachers to establish a new set of classroom norms.
One consequence of the difficulties of classroom management of CLT
activities is that, although some teachers said that they believe in the edu-
cational outcomes of CLT, in order to ensure classroom order they tended
to avoid these types of instructional activities and opted for grammar
teaching lessons instead.

Teachers’ Perceptions of Classroom Management Difficulties

All the teachers studied reported that they had either experienced
classroom management difficulties or that they knew some other teach-
ers who have had problems. They all agreed that classroom management
was not only a problem during CLT lessons, but that it was, in fact,
becoming more difficult for several reasons. This section reports on the
reasons the teachers give as to why classroom management is becoming
more difficult and what strategies they use to tackle problems.
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When I asked why classroom management is becoming increasingly
difficult the teachers reported that they could not identify any one single
cause. They expressed the belief that it is a complex societal issue that
involves teachers and parents, community members, and students. One
of the teachers said that the problem was a complex one because it could
happen even to an experienced teacher who had not had any previous
difficulties. While puzzled, the teachers offered several reasons why they
believed classroom management problems are becoming increasingly
serious. First, many teachers complained about class size, saying that 40
students in one class is too large a number to manage, and they had strong
opinions about the need for smaller classes. The teachers also mentioned
that large classes consist of many different types of problem students
who tend to cause management difficulties anyway. Teachers reported
that some students have trouble at home, making them emotionally and
psychologically unstable. Several teachers mentioned that this type of di-
versity among the student population was reflected in differences among
the communities where the students live. Teachers said students in some
school districts were easier to teach than others, reflecting the students’
and their parents’ socioeconomic status. For example, some students
come to school with the concept that no matter how boring schoolwork
might be, they need to sit and listen to the teacher, whereas other students
do not have this mindset. Some teachers clearly felt that there is very little
they can do to influence this factor.

In addition to the diversity of students’ backgrounds, some teach-
ers reported that students’ values and experiences outside schools have
changed in recent years. Ms. Kase reported that some students did not
have adequate perseverance and were easily discouraged. Ms. Tsuda
claimed that the traditional value of respect for schools and teachers
was quickly disappearing. She expressed this sentiment by saying that
a teacher used to be far more respected in a community and he or she
had more authority. However, nowadays parents express more contempt
for teachers, saying, “They are only schoolteachers.” Mrs. Tanaka also
mentioned that she perceived a gap between what students wanted and
what schools could offer. She claimed that there is an abundance of infor-
mation and resources about English language and foreign culture from
stimulating sources outside of school, such as recent movies, CDs, and
DVDs, while, in contrast, students receive fairly old-fashioned instruc-
tion in school, which usually relies on audiotapes.

Another aspect that some teachers reported was the intricacy of power
relations between a teacher and her students. Out of the 18 teachers I
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interviewed, 5 reported that they need to demonstrate their power and,
when they do so, they need to be persistent. Ms. Fukami said:

Students are aware that if they misbehave, the teacher will
point it out or scold them. We, teachers, need to have power
to make them feel that way. (Interview, March 26, 2002)

Similarly, Ms. Nagase reported the importance of teachers being firm
with students:

We should not compromise. When students ask, “Is it okay
to use Japanese?” we need to be persistent and say, “No. Not
now.” We need to be strong to say that. (Interview, March
20, 2002)

Some teachers also referred to the possibility of taking advantage
of peer pressure. Some teachers resorted to asking students for help in
classroom management. Ms. Kase said that there was a limit to what a
teacher alone could do to influence students and to prevent or eliminate
their misbehaviours. She said that the students’” power was sometimes
greater than the teacher’s:

If students do not agree with what we say, classroom man-
agement becomes difficult. The influential children in the
class have more power than teachers. If 10 students in the
class said, “Let’s skip this class” and leave the classroom, a
teacher can do nothing about it. . . I ask for and try to win
their sympathy and empathy. . . If they start to think that if
they did this and that, the teacher would feel bad, so they
should better stop. We need to win that kind of empathy
sometimes. (Interview, December 11, 2001)

As Ms. Kase mentioned, the distribution of power among children
clearly influences classroom dynamics. Ms. Sakamoto reported on the
importance of the individual student with whom she tries to negotiate
power:

I do not try to negotiate power with every student. If there
is one student who has power among students, the rest of
the students follow him or her in spite of their feelings. So
I need to establish a power relationship with this particular
student. (Interview, March 19, 2002)
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Ms. Sakamoto further mentioned that avoiding emotional conflicts
with students was important. She considered that building trust between
a teacher and students was one of the most important aspects of ensuring
effective classroom management. A teacher’s emotional outbursts risk
damaging the students’ trust in their teacher.

Discussion

The purpose of this paper is to describe the challenges of classroom
management that Japanese teachers of English experience in their work.
This study reveals that these teachers are teaching in a complicated sys-
tem where students are not necessarily always well behaved. I should
note that in the Japanese school system, I observed that regular classroom
teachers sometimes needed to attend to their students’ psychological
and emotional problems during breaks and after school. Also, Japanese
schools do not usually have recourse to administrative support, such as
sending problematic students to an administrator’s office, or implement-
ing punitive measures such as detention. Instead classroom teachers are
expected to handle most problems by themselves.

Similarly to the teachers surveyed by Wakazono (2001), the par-
ticipants in this study made observations about classroom management
issues from a wide variety of perspectives. They analysed classroom
management issues in terms of students’ socioeconomic backgrounds,
communities’ changing values towards teachers and schools, and dis-
crepancies in available English materials both in and outside classrooms.
The teachers further showed a sophisticated understanding of the power
negotiations between teachers and students. Many existing studies sug-
gest that the negotiation of power between teachers and students is an
important aspect of ensuring successful classroom management (Allen,
1986; Cothran & Ennis, 1997; Doyle, 1986; Tauber, 1999; Winograd, 2002).
Some of the participants in this study understand that power lies not only
in the hands of the seemingly powerful (the teacher), but also with the
seemingly powerless (the students). The teachers accepted the intricacy
of power relations in their classrooms and tried to adopt different strate-
gies to cope with them. However, the teachers in this study appeared to
have difficulties in objectively analyzing their own classroom teaching
practices from a classroom management perspective. Specifically, they
were less articulate in describing exactly in what ways CLT makes class-
room management challenging and what they could do to alleviate any
problems.
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Reconciling CLT and ensuring successful classroom management is
not only a problem for the participants in this study. Previous research in
education actually shows that cooperative and progressive teaching styles,
which CLT principles are based on, are not used frequently in classrooms
across different subjects. Wertsch (1998) argues that studies investigating
classroom discourse in different subjects at all levels show that teacher
talk takes about two thirds of the classroom time, and sometimes a large
portion of this talk is concerned with classroom management. Because
language education is geared towards communicatively-oriented teach-
ing, we could argue that language teachers are pressured to make their
instruction more communicative and more interactive than other subject
teachers, and this poses a greater challenge to them as they attempt to
balance this demand with the demands of managing a class.

Communicative forms of teaching might excel in fostering commu-
nicative abilities, but they tend to make classroom management more
difficult. Lefstein (2002) argues that management issues are incorporated
within traditional teacher-fronted teaching. Doyle (1990) argues that the
looser the structure of a lesson and the more mobile the students are,
the more possibility there is for students” “miseducative” behaviours to
occur. Doyle writes, “When students are required to interpret situations
and make decisions to accomplish tasks (such as during word problems
or essays), activity flow is frequently slow and bumpy. Managing higher-
order tasks requires exceptional management skills” (p. 116).

While advocating more progressive communicative language meth-
ods, classroom researchers into language teaching seem to have over-
looked the reality that this form of instruction makes classroom manage-
ment inherently difficult. Previous studies in language education also
make some reference to the fact that CLT makes classroom management
difficult in some teaching contexts (Lee, 1996; Lewis, 2002; Li, 1998; Sato
& Kleinsasser, 1999; Williams & Burden, 1997), yet there is little research
available dealing with classroom management as the central theme of the
investigation.

Implications of the Study and Recommendations to
Help Improve the Situation

Although it is impossible to offer quick remedies for this complex is-
sue, the present study identifies a number of areas in teacher education
in Japan that need to be addressed. It suggests the strong necessity to
establish better quality teacher education, which will provide a sound
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background in teaching methodology and classroom management
knowledge and strategies. The lack of such training in Japan is well docu-
mented (Lamie, 2000; Okano & Tsuchiya, 1999). Future teacher training
programmes urgently need to promote the view that classroom manage-
ment is an important part of teacher training, rather than the current
belief and practice that these are skills and strategies that teachers tend to
develop on their own throughout their professional careers (Winograd,
2005). The participants in this study are mostly experienced language
teachers who hold a deep understanding that teaching cannot be sepa-
rated from various societal factors. This type of knowledge would, no
doubt, serve as valuable information to preservice teachers.

The present study further points out that in addition to the need to
understand teaching from sociopolitical and cultural contexts, teachers
need to train themselves to reflect on their lessons from classroom man-
agement perspectives, examining carefully the link between classroom
management and the meeting of academic goals. In order to help teachers
develop the process of reflection, it would be useful for teachers, both in
preservice and inservice training, to have the opportunity to share dif-
ferent aspects of classroom management issues (Kawamura, 1999). One
way to pursue this is for teachers to read and listen to each other’s stories
and experiences and to reflect on their own teaching experiences (Schén,
1983). Through these reflective processes, teachers can personalize their
knowledge and acquire an awareness that some teaching methods re-
quire higher management skills and techniques than others. Classroom
management issues, however, cannot just be solved by acquiring a set of
skills and techniques; teachers need to understand the academic as well
as the social and cultural backgrounds of their students, and plan activ-
ity types with both academic and classroom management goals in mind.
The participants in this study belong to a self-study group, in which they
work to improve their own pronunciation and teaching methods. This
type of self-study group is common amongst Japanese teachers to further
develop their teaching skills. It is suggested that this type of safe and
trusting environment is well suited to the sharing and exploring of class-
room management issues.

In order to further facilitate this type of reflection, it would be useful
if teachers had some frameworks with which to conceptualize classroom
management so that they can analyze their own teaching practices. There
is some literature available which could provide valuable practical advice
for Japanese EFL teachers (for example, Brown, 1994; Lewis, 2002; Ur,
1996; Wright, 2005). Lewis (2002) is one author who recognizes that CLT
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poses classroom management difficulties and offers a useful framework
for analysis. She argues that a classroom has to be managed from three
perspectives: student motivation, external constraints, and a teacher’s
roles. By student motivation, she means student behaviours which reflect
motivation, or lack thereof, to engage in language learning activity. The
constraints include large class sizes, exam pressures, and ability differ-
ences among students. The teacher’s roles include overseeing multiple
groups instead of the whole class. In addition to Lewis’s three perspec-
tives, the current study proposes three slightly different, yet overlapping,
ways to examine classroom management: spatial arrangements, teacher-
student roles, and the cognitive complexity of an activity. Teachers should
be encouraged to find their own useful frameworks and apply them to
their own teaching contexts. These types of conceptualizations can help
teachers effectively examine the relationship between their own teaching
styles, pedagogical outcomes, and classroom management.

Conclusion

The present study has described various experiences of classroom
management among EFL teachers in Japan. The field of language teaching
in Japan has emphasized and stressed academic goals and curriculum,
but has failed to take into account one key educational issue: managing
classes. The problem of classroom management becomes particularly dif-
ficult when teachers are encouraged to incorporate CLT activities into
traditional teacher-fronted lessons. Culture-specific teacher training in
which teachers can share their experiences with other teachers and en-
gage in reflective process should be included in teacher training curricula.
The present study also points out that much more research is needed to
examine classroom management in language classrooms in the Japanese
context. These research studies should further explore the relationship
between classroom management and language teaching methodologies
in order to help the many teachers who are struggling to teach English in
changing circumstances.
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The effects of educational intervention
that enhances intrinsic motivation of L2
students

Hp e (Zah 05HE)
JE K R R4

BHREN (O0ABD LBV LE)
BIRRF

Although motivation in the area of L2 studies has attracted the interest of numer-
ous researchers, there have been very few studies conducted regarding factors
involved in bringing about motivation, or in other words, strategies that enhance
motivation. To address this gap, Noels and her coresearchers have used Self-De-
termination Theory (SDT), a well-developed motivation theory in psychology, to
examine factors behind the intrinsic motivation of L2 students (e.g., Noels, 2001;
Noels, Pelletier, Clément, & Vallerand, 2000).

SDT focuses on the source of human motivation and deals with the manner
in which the inclination and physiological/ psychological needs toward growth
innately possessed by human beings evolve or are attenuated as people interact
with surrounding sociocultural factors. In addition, this theory assumes the exist-
ence of three psychological needs (i.e., for autonomy, competence, and relatedness)
as prerequisites for enhancing student motivation. SDT hypothesizes that if these
psychological needs are met, intrinsic motivation will be enhanced; whereas, if
they are not met, intrinsic motivation will be undermined.
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The studies conducted by Noels et al., which examined factors behind L2 stu-
dents’ motivation, demonstrate to a certain extent the significance and potential
for invoking SDT in L2 motivation studies. However, their studies are limited to
an examination of the correlation between motivating factors (i.e., the three psy-
chological needs) and intrinsic motivation. Furthermore, the causal relationship
between these factors and motivation has not been established. In other words, is
intrinsic motivation really enhanced if psychological needs are satisfied?

Thus this study investigates whether or not it is possible to enhance intrinsic
motivation in Japanese EFL university students by introducing an educational
intervention that stimulates the three psychological needs put forth in SDT. We
decided to use the “Group Presentation Activity” (GP Activity; Tanaka, 2005) for
this purpose because this activity has the potential to stimulate the three needs si-
multaneously. Therefore, the purposes of this study are as follows: (a) to examine
whether the GP Activity enhances intrinsic motivation in Japanese EFL university
students, and (b) to examine which psychological need (the need for autonomy,
competence, or relatedness) plays the most significant role in students’ motiva-
tional development.

Seventy-eight university students (58 males and 20 females) who were en-
rolled in a second-year English language course participated in this study. The
students met once a week in a 90-minute class. The GP Activity was used with
them for five weeks. Prior to the beginning of the intervention, students were
given questionnaires about language learning motivation and the three psy-
chological needs. The same questionnaires were administered at the end of the
intervention. Changes in scores (i.e., the difference between pretest and posttest
scores) served as the measures of development of students” motivation. In addi-
tion, to investigate in detail the manner in which the three psychological needs
actin terms of enhancing motivation among students, we examined the data from
the perspectives of general tendency and individual differences.

The results showed that: (a) GP Activity had a significant positive effect on
students’ intrinsic motivation; and (b) from the perspective of general tendency,
satisfaction of the need for autonomy had a strong relationship with students’
motivational development. These two findings corresponded to previous studies
based on the SDT. On the other hand, a more detailed analysis focusing on indi-
vidual differences revealed that (c) the facilitating role of the three psychological
needs varied according to students’ motivational profiles. In short, while less mo-
tivated students seemed to benefit the most from the satisfaction of the need for
competence, students with a medium level of motivation required that both the
need for autonomy and competence be met for their motivational development.
This suggested that teachers who intend to enhance students’” motivation should
differentiate their teaching strategies depending on the motivational profiles of
their students.

AL TIE, HAAKRFPZAEDOFEEEZEZ TN T 2RNFNEED T Z2ED5 LT, JVI)Lb—
TTOTLE TF—a iE® (LLF, GPIGED MHEMNE S N ERF L. GPIGE
FEHED T EGRO 1 D Th2 HOWREMRICRILL TH Y, ST ERE L THESN
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% 3 DOLEMBR &2 97 R DITHERR - S N7z, REICHz o T, BEEERNIT
ADHIR THEMMME 21TV, SRR SMEAZOBURDN S 21T 572, BIZEDRERD
5, (1) GPIEENL, PR NIFONFENIE DT Z2EmDD L THRNZ 7228, (2)
SRR E LTI, BEIEOHSKRO R ANFERN T O 0 BR & BN RN S 2
L, Q) HEAZOBENSE, D TEADENICE > T, HRIYREENITNRRG
DLAREMEMN D B T &, AR I Nz, AMFOHEN S, FEEOHE DO TERITIE U
BENTZFTOBBENRD D EATRENTZ,

H, *HEOHE DT IRESRBEEMELZ>TWS, h - @EY
ROBEBRGTIX, #HICHT 28T DRV EENOBEHEE
FOMERHD, REFEHOBANSIE, BEDOTOREOMER
E, TOMRIEZITIE > TS, FEEEEOMIOURICB W TIE, aEH
I B O OME DR - FIEICDOWT, MEL OIS fTObR TV
(Dérnyei, 200la) . /272U, TERDEFHFFAEITBI2HEDTHIEIL, (1) B
WOF D, (2) BEDT & FEEREOBE O, (3) EEDTITE
B b A BN (Mx, FHRE, MoYEHERRE) EZ20REHOM
i, RO ONIFEAETHD, EOLDICHEEEELZHMED TS KL
NWONEWDS TEED T Z & D 5408 1I2BIT 558FIF & A EfTThbN TN
Vo TOXIBBURZEE S, AWML TIE, KPEWEEFEEONREWEK DT
EEDDBEEENNAZITY, TOMREMIET 5. &0 BKKITIE, %17
MM S G NHREFNA R ESE L L, KEFEEOHED T ZZRN
IZEDDHEICDONTHRET S, bL, HEPEHEOHEDINEEDFED
RN S M, HEICBT2FEREZED 2 L TEERERE &7
23T ThHD, £z, HERIIPHLAN S HE S N5 (K2 LR O BE S HE TH
FEY D T EE, IR TRBREINZHANALITEEH DL TEE S 200#H RS
ZEZEARRICT D, LN>T, AFER, BEBRGANOBAKNSIEEZ Tk
ST 2HEMERE, 250N, KDKEBREIED TR OMED L1257
MHEFEL DO & R DA TH S,

)

E-N=R
H R

D

FEHEOHEO T E2ED HI1E, A4 ORENEELKREZR7ZT (Ames,
1992; Deci & Ryan, 1985) o BIZIE, BEHDMZETHWDRE QBIRIEIZL, FEE
DEEITH T LMD AR ERZBEEEZ D, L0 BERITE, &/\ (1998)
LT, GEFLOBIREL DS 22— 3 PHLOBEIIED i INFE
HORFEFENOHE DT 2 &), BMNERESNERT I EARINTY
o
Eir, BEEAERT HIERITIE, [F A7) (task) , THEE (authority) |
(SRE - 7&GR)  (reward/recognize) , [27I)V—"71 (grouping) , T3]
(evaluation) , T[] (time) 7T2ENHYO (Epstein, 1988) , #AMIFZEOFTIN
SOEFEIFEEMETHILICE ST, PHEOHEDTZEDHLTENTES
(Maehr & Midgley, 1991) o« & AV ZHNIELS &, NS AT DG EZ¥EF I E
S THEYRL NINTERELZD, FEHHFEICE > THIRD 255EE 0 ANZD, #
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EHEDNFEERMITEB TEZHLDICTLRTZHIET, FEEORECELESIK &
INT&E % (Malone & Lepper, 1987)
LEDE DT, HEOSRRAENFEEOHED T ICEEEZEZA TV,

ZOEITEEOHTEEEOE DT 2 &0, MEFT 5 HEST 7 2y 71T

[EhHE D & &0 5 flE)  (motivational — strategies) EIFIEI, BFFERLE 2
BEERNELT S IEZMSERL BB DOTHRATEZ S OBELEZEDTND
(Dérnyei, 2001b; Williams & Burden, 1997) . UL22L, BRIZBWT, ZOXH7%
Jilg DEN T % FREWINTMGE U 725981388 TA 720y (Dérnyei, 1998, 2001b)
T, AMFETIE, DEPICBILSEE O TMmE AR L, FHFEORE
FHICHTL2HEDOTZ2 &0 2 HKERET D, LT, TOXI I EE
D ANZHERENNAZ —EHMICHZo TITY, MLz 8 HE2
EANEZEZRBICANTZHIEEND 2D0ENS, FO T ZE2ED 5 HIK
DINRERFT 5,

F CRE Pl & Feat A

D TICET BRI INE TR <IBESINTE LN, HEEFEE A~
DEED T ZED 5 HE 2 BEd 5356, BEREEM (Self-Determination
Theory; Deci & Ryan, 1985, 2002) EIFIEN2.LEZOMERMNE D DIFBHITI
%, LATNTIE, ZOMEmOBERE & 55525 1B T 2B D I SE I AR PG 2 5%
HT5ZE0FE, 5617, AEGHZELEE L AREWNRETIICONT,
JEIZ RS,

HOREMHR &, ABOBE DT OMRFICERZY TR DTG TH
D, T TIHEABNESICE > TW S REANOME R A B A LB R 3,
EDLDOIAETUEMBERE EO XD ITHAEM LRSS FE, HDHWETERT
Z0MENS ZREZRD D (Reeve, Deci, & Ryan, 2004) . ZDOHEHTIE,
AN OEED I NE L 2aiPetbE LT, 320 LLERBK]  (psychological
needs; LAF, 3#kR) oFEZEZHELTWS, 51, (1) THAEMOK
3K (the need for autonomy): H & DITEINEL D HCREM TH D, HOEMTEMZR
BlzWwEWSAKR, (2) THAREMEODOHAK] (the need for competence): T8 2% D
FIFH5HAGEPCHCORNEZHERT AHEEE/FEZNENSERKR, (3) Bk
PEDBRK | (the need for relatedness): J& D D Nt a & BHELEGRERS, MEF &
KRR EHEE R b e nwE WS ek, THSH, HEREHRTIE, N5 3
BORMDN 72 SN RER, NIWFERICEHE DI 50, FREICH L TH SEMBT
WWHDHE ISR EL TN D,

Dérnyei (1998) 13, ZEEEEEFICHBIT 2B D VIFFEIC B CIRE B 28 H 3
L2 EDRRITDNT, KDIRERITTNS, Thoid, (1) affryas
WMTHDD, SBEEOTHEZEZRFITES, (1) AFEGOREEICEN
DT EMIMEL TnD 720, BID T ORENEILEZRFITES, (3)
EIEMRTIRICE ST, HAmDOZYMEZRIETED, ThHd., ZN5OHEMN
5, EETIE, AEGRZIGEFEICB T 28EDTHIEICER L 2R H 1R
ZITHEIN TN S,

Bl 21X, Noels® DWFZE (Noels, 2001; Noels, Pelletier, Clément, & Vallerand,
2000) TiF, AEFEZFHICHL TR DEWAREEEF > TWa, H2WITHD
WEMBRELNGZ5NTND EBAIL TWEHHEHIR, KONFEMICEHHED
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BRI L0EBONRMEEDHEE, FHETLDDEFA %,

72121, Noels DWFEIE, A REEA H CIRER & B D1 & OB 2 ik
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THD, INSOEREHE DT ORRER, SEANIL, ARRECHCR
EREZEMZT LK T, ALK DTZ2mOLIENTZ2ONE DN
WEEN TRV, 22T, AFAETIE, HORCHmOVHLAN S, HahHEH
CHT 2D T Z2EO LM EREL, TOYRITDONTHET 5.

AP T BB DT & 58D D T

HEREMGHTIE, 2EFO 3k (B, Gk, BERE) 232
EIZEo T, HEDODNRENEE DT ZEDLIENTELEL TS, I TAH
T, 3ACRERIMGICH= IRt 2 FFOFEESREEHo —mE LT, 7L
—TTOT VLY T—a AEE)  (HP, 2005 BUF, GPIGHE) #igXd 5,
GPiEgh &1, FEENTIN—T T AL EWRNSEETT L F—ra %
FFOMEITH S, FEEHFL, FERENICRET—<2RD, TOT—<IZBEL
THOBEMINEZITY, FFEOREFRRBZIERL, REBICTLE > TF—2alz
9. LLAFTIE, CPIGBEIEABCREDBIHIZDONT, JEIZEXRS,

1, HEREEOBRREZHZTF—U—RELTIE, HS5OFEETHICHT
HEMLCENNEF 535 (Ryan, 1993) . £ T, GPIEEITIE, HRT—F
DFBRE, TI—TTORESHOUWE, FHEMOMERL EZ2FEEL GNT
5T LT, FHHEICHS OFEFEFH I T HHECEREMAH 5T 5, BEO%
L, PEHBEECMEEFEZITIRRT DI ETIRARL, FEENESE AT
HIolEEHEBEL, HOOHETECRINEZHEETLHILICH D,

2T, BREMOBREZMZTF—TU—RELTIE, HEMNRT 42— RNy
I INETF 55 (Blanck, Reis, & Jackson, 1984) . = ZC, GPIEEITIE, #hfin
5074 —RNwJIZ&oT, ZEEOARESCHEHNEEED D LD 7@
EMTEITO . BRI, FEFOODETEICHLT, Y132V E<EY
cN252%, HBDNWEIY AT O EEZFENCHETZRELT, HENHS
DFERBEITHEL, FENDEHEATVELERLEZENTED LD N
AZfT,

B3, BERMEOBRKREMZTF—T—REL T, fiF OB & OEER
NZEF5N2 (Baumeister & Leary, 1995) o 72720, #ETOHEAFEM D
TIE, #EEFRILNEEEZES, BWOFEEZHMITIED ZEIENTLUHAS
Tld7eWw, £I T, GPIREITIE, #MiFETII/2L, VI —TTHhdT 554
BREND ZEI2E-> T, BEBEosRoTREZBIET. HlA, FEEFITA
WIZH A L CEBTO T LY F—3 3 D ERESE 5 &0 S @ BHEICmn
STENTD, ZOLIHFHENIN—T TEEZLET IEEHL, VI —
TOEMEEESBHNEZIN TS (Dérnyei, 2001b)

PAEDZ EMNS, GPIEENIFEFED IBREZTZL, HEEELT, HH5DHE
FEFEEANONFENIE DT 2 Em0 5 el 2 OFEIRHTH D EE 1 515,
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HEMTT 5,
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FEM N ENL, FANLKRFHICHET 5 K% 2 F478% (B 1584, TF20%4)
T, FFESNITOEIC IPTHELR, 280054500 (EH37054) RETH->72, X
7z, AEWHNIFOTIC, WFEEICEMB2LERBROD 5B DIINWaN o7z,

BT &

GPIEE ZH D ANZHEREZ, SI2HOEEBERD S BEED 5 IHEE
o CEEL, HEFFWELT, FAEMESHEHON, 1ZLDD3MEE T IL—
FEHPLOT LY TF—2 a DHEHEOWIR, 4B ESEBZ LY TF—
TarEli, GPEEIEE D ANDHiZ T, HBEKICX28DT, 5N
SBRDOBPEEIT o/ FAEIZTRT, USFELHYL TWDIHAICL ST
froniz,

A

GPIEENIC B 2 RRMEMICIE, FCODOIAEMER VST, H1HEAT
i3, GPEBIZFT 2 V0V —T, BT N—TOREH, BRT—~, RERAKZR
E LTz ZI—TREDKRIE, BEiNGEEEFEHLTHET S/ —T &4k
ETZDTIRELS, FHEBG TN —TE2ELEDIHERINE, £z, &
TIN—TOREENEHDOIIN—TOWMO £LDHEITD LT, HENEEH
O¥PEFHEIL FO—)ILTH0 TR, FEFAGNT ) — T TEEARE
ZITNRTNREZED KD ITRE S N/,

B2HEATIE, PEEIRRMEZAARE TR EOLEREMERLZ. &
B3R I, FANTHEERDIED TN ERBZEER 2R 5 XD ITHRL
TWz, RERE, ROLERZS LI, REMEZDNDLPTELEDD K
DIHER LTz, BRICIE, NIT 57T - 5454 27 DEBEZZHIIBE
fIRICEEODEDITHRE Lz, /o, MRBREZAWEIDRDND ST NG
T, NS EZMBIICFIAT 2 XS5 ITHERLE. 51T, ZI—TEET
(&, BENIALREEH 2 TV, EEHEEECE S h2EX S L DI,
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LRRTRUIENSTTT - G454 2 TDEZEBHEIITSHI L, e, 7L
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[T would like to conclude by saying "] ,  [The point I wanted to make is ] 7% &) 73

WA INe. EOTIN—THBERMNICEEZEKZ D EIETERM o2
O, O DEFRITOD W TIIEERF RSN 23 TR S L D IR L =,
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TRTHZEIND T & THENEE D TMRESND &S B OREH RO
FIRE BT 2HAZRL TNS,

3. 3R DRLIBHERH R & RIED B B HE Dl R

M (SD) t (77)
AN : ,
. 3.83 5.06 1.23
F Rt (1.04) (1.03) (1.22) -8.84 000
o 3.58 472 114
Aett (1.02) 0.87) (1.25) -8.08 000
. 4.06 5.19 113
PRI (0.86) (0.85) (1.18) 841 000
F4. NFBEE DV OB & 38R D AHBIFREL
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PNIFE EbE O 22 B -
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B R ME DA ) 28" 37 33"
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KIZ, NFREEHEDITO ERICROEELGALERERET 572912, N
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DFEER, HREME (r = .14) PBRIE = .28) ITHANT, BEME (= 41) &
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NEEKRTEZZREG, NN DT 2EET 2 ETIIERENEDEER
wENERZLTWEAIREERH 2 EEZ 5N5,
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PSSR KDIT, COROFEED, GPIEBIORTR TIMRITHT 258
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M= 63, LT TM,, = 54D LRHZ®HRIEL TNWD%, KT 7HEZERALT
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BT D NFEENE D VT DRIEICEEE 5 X T=DEA 50, BT EDIBROF
REENRWEEDITO LR EOBEICER LZE 25, KREMEEEOFEEZIC
EoTIE, 3HROTXRTONNFEMENED T O EFICBEEL THBD, &g, A
A RREOFROABEDNFEWEHE DT O LFR EERICEEL Tz, &
D &S E Mk EAREEDOEMMET, NRENEIEOUNETEY, £2EKTE
HLARWHAEIE (PEEWEED I RAZIT5sN/=, 2720, T02DO08
IZBWTIE, BREOHRO TR DZRENEVWNL SN, DT HMENE
BHIZEST, MEBEELORIFBEHFRER O LIHIEEEETH> 2, —
¥, FHEEHERICBWTIE, TOLD AEmEIENFENEK D ITO LR ST s
N EBENR S NN o Tz, FEERIC, SEEEEICB W TS, BEREOBSCRDO TR
RENFEEHE DT O ERICIZIZEAEBEENR S N7z, T OFERIT,
BIRIE SN FEE DT O ERICHBNWT, ROTIERARLS, BERN%E 25
FTHDTHIETHIHCHRECHEHBORME -HTHHOTHD Fl A,
Deci & Ryan, 2002) .

INGOMREFEDDE, LFD3HIC5, 112, GPIEFIFAERW
NED 3R ZFHZL, NRENEE DT Z2E02@=0H-o7-, B2, #ALK
mhEERTRD &, 3BROFPTHRICHBEMEOKRZHZI ZET, 5
DOHNFEHEE D T2 @D 5 T ENTE/, B3I, FAEHIZEOEE D ITIRE
WIECT, WHRNEHE DT Z2EH 5 3HROBEIIHE > TWE, DFD, K
BREREIC &> THE, 3ACRO TR TOANTHEE DT O LFAICEETHD, R
2, HEMEHREOBRNEE TH S, PHIERIC &> TIEBERMED KR
WFZEAUENTEE DT O LA EREENR <, BAMEHREMEOSCRNERE
Tholze —FH, MEHHICE > TIXERENEETHD, BEFREIRIFEAE
BN/ <, BREMICE> TIZADBEEIZH B Z ENRI N,

AWFZEDFERICEED S HBARBIZOWTIE, BLFD 2 in%iFsns,
FTHCORTEHBTIIARNEIHE DI NS T2 ETEHREOSRN RS EE
HEZEZREZTELTVDY, AR TIEITNZXHRTIEENE SN, 272
U, AWZETIE, NFEMWEE DT OREICHEZ 52 2 ERICEAL T, Diah
SREAZSRSNL, ZOZENS, H2OMMMRKEEL T, HEEKIC
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IEWIREITIE, FEOZERLIESLS, LML, FOX2RFEEEFEDIK
DUINDHEE, BE-oTERRS, MEKENDNSHEREMNTEZET @
ENTVREIDENTHA S, L DEFENRLITESEREE T, FRMIC
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Influence of a writing course with
interpersonal interaction in L2:
Understanding learners’ attitudes through
Personal Attitude Construct (PAC) analysis

AT (AU Y5
B

This study documents attitude changes with respect to writing in Japanese as a
second language (L2) by using Personal Attitude Construct (PAC) analysis. The
study specifically focuses on attitude changes observed in an L2 writing course,
which included interpersonal interaction in the L2 via email and oral communi-
cation in person.

The participants in the study were three male learners of Japanese as an L2
from the United States enrolled in a short-term study abroad program at a uni-
versity in Tokyo. None of the participants had prior experience of study abroad
or extensive writing in Japanese. The L1 of the participants was English and their
L2 proficiency level was assessed as intermediate-low according to the placement
procedures at the given university.

The writing course in which the study was conducted had 11 students from
diverse L1 backgrounds from which three participants were recruited for the pur-
pose of the study. The class was 90 minutes long and met once a week (14 times
per semester). Volunteer Japanese assistants, who were recruited from Japanese
students at the same university, participated in the course to provide intercul-
tural and interpersonal interaction in the L2. The responsibilities of the volunteer
Japanese assistants included exchanging email as assigned in the course on a one-
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to-one basis and assisting the learners as they completed a small-group course
project.

The data were collected twice, during the first class meeting of the course
and right after the course ended. The Personal Attitude Construct (PAC) method
proposed by Naito (1993, 2002) was employed as the method of data collection.
The participants’ specific tasks included handwriting words or phrases that they
associated with “writing in Japanese,” rank ordering the associated items, and
comparing the subjective distance between two of the associated items. The data
were analyzed following the PAC analysis method (Naito, 1993; 2002) in order to
examine the influence that the writing course and the interactive activities with
L2 native speakers in the L2, had on participants’ attitudes toward writing in the
L2.

The results indicated a variety of changes in the participants’ attitudes to-
ward writing in Japanese. For example, one participant who had anxieties about
writing in Japanese gained a positive attitude and confidence. On the contrary,
another participant who was a very persistent student in the course and stated
that he was ready for the challenges of L2 writing at the beginning of the course
developed emotional distance toward writing in the L2. It can be speculated that
the involvement of the Japanese volunteer assistant in his learning processes
negatively affected his attitude toward his learning. The results also indicated
discrepancies between the PAC analysis results and the impressions and observa-
tions of the instructor regarding the participants” attitudes. Other sources of data
such as the students’ course evaluations or the participants’ course performance
did not signal such discrepancies.

These findings indicate that PAC analysis can provide unique and construc-
tive information on learners’ attitudes and attitude change which is not available
from conventional sources, such as instructors’ impressions, learners’ course per-
formance, and course evaluations. Thus, it is advisable that language educators
employ various sources of information on learners” psychological constructs and
changes in order for writing courses to be better tailored to individual learners.
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1DHDZ FA% =13 Tgrammar] . EX] . NFWZ) TR SN S, B#4EB
13, FEREME S SERE R SGETENN TS, BEEEEL <ES I SHENKET
HBIDEEESTEEMIRL, 2DV FAL—% [formal writing] &L7z. 2DHDY
FAY =X T . Tvocabl . [ldictionary] NHRR5. FD DL < OFITHETFNEF
THBHIN, HFEBITEREEZET THLZTOEEZATHD, HETEISHRTNSE
WO, ISHICHETIETFAMISH IRV KA EOEFLARITT S ENRM-
72D Uy BATIET IR DRGNS NVEF R H SN TN D720, L WRTF v
LoD T TBBLANERNZ, 2OV FTAI—DAA—VIF [BE] THh5, 3D
HDU S5A5 —%HRd % DId Thomework] . [E-maill . TK7Z6] THbH. EA—IL
IEDEETHD, HEIZHAFBOTELRANEATI ZENZ WD, ZOY TR
% —7% [casual writing] &L7, 4DHIE Murakami Haruki] . T45] . TR DVSRR
Lo i ER DT 72 TH D LB RCHFEBI, A RIZFERZR S THIEHNWSA
TOERDEIBRRZMNTHEHAL, A A-D % [FiF] L7,
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BB EBOR 3 D 2RI A— 13 (k] T B, BRIHRICAABEFBLT
WTRBBAME RIS 7278, T D1 A— S HIERICAIRIR 0, THAGTH] &
WS ERBAREEDIEN RS L,

EEADA A~V ZBNTZETS, Tvocab) KU THFAEBIE, HET< Bk
TR R EOR UL, AABTIRIEMN D 2 HHEBD, @D
EUTH AU 5750 [—] THBERNTE,

%
BeEAEBIXEHIR OFERER (K4) 2321207 .

0 7.59

|[——+ izt 7
N+ >4 1. 00
a + || Fﬂai} BE 2.89
8) - | | pen . 1.59
D+ EA—JL | 1.00
3+ || RfEs | 1.00
5 + | | CELWIE Y ELE | 427
6 + | | & | 1.00
9 + | | | _reading . | 6.47

-

compounds | #hz& | 7.59

M4 HEHEB THAGETES ITHT DA A= CAIR)

1DHDOY IA5—I13 MEXX] . TF5EA] . Tpen) THEREL S N5, FAEAEDRET
TR AIESUIR D THELSEHHAL, 2OV IAY—% [R¥] 4D 7. 2DH
DY IR —IF TEA=IV] 5 [reading] ETOLIHAMN S D, B EEBIFEEL W
ZEMFELFESELTIDOY IR —% [BLE] Emt L, mBEDIITAY—IF

lcompounds] DAHTH %, BFABIE, BXADELM AL ELDERZAAFTEDL
BIZ2HEBN, BEXOMEAZ LT EHMALEZ, TLTIDY FAY—D A A—
T [fiR] &Lz,

BEAEBIE M4 DEERIAA—T % L] &L EXDORETHEL N> 72n
RO ULMBNDRBH D, BRI EMTIS>EVHATEL DI led i moTz&
ATz, Fiz, BANIHARBTESZENHLTEDLLEL TWTHEDIFETIER
Moo, BRI ET/a o7z &Rz,

FEADBEWREAA—DIZDWTHHOLERSDDAELK TS, [K7ZH]
EREEELSBICWO BT TN FATAMCHAANDKIZEEHET,

lreading | 7 d 5 DIIEXL & ESBIUF ERMER D EEEZEZ DD THHEND,
lcompounds] 7% [—] THADIIEETHLNDLEHL WD TH 5,
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HepEBOZHEIORRE RS &, [+] &[] OFIEIE8: 3 THAA. [formal
writing] IZBWTEEENEW Tgrammar) . [ESC) ([+]) B TTFWZ) ([H]) &
FEODNTHD, SHITHPEBAHANEREL WO FELZHNTIDY I —Z7Y]
LTWeZ NS, HEBTELZILEZLDERITEL THWDHEHEMTES, [casual
writing] TIZEELEE3ALD NEF 2 [+] THLDITKH L, BEE4ALOD lvocab) 77

[-] THhB., EE5% [dictionary] IZBHEH T2 EEHNZN, 1 DDOEFIIMAEGD
BELEZDIECEDBEENMHEALDICHL., 1 DOFEEIIEAND DG GIEHZR
ABFNRTRE RN LS, AEMEE WS R TIHMENMIC /252 EEZ5N5, 2
YA A= [fiR] THBH I &, HEIHFEREROAMNH DT EMS, HEFETEH
LZEITHUTEMOEPEMNETINTNS Z ENFHAININS,

—J. 213 Tpen) & Tcompounds] 7% [—] THDMNWEEEIIS AL, THr LK<,
SERENTHEEWAA—DRN (+:—=7:2) . BPEBIIRAREDT —Y & H
OFER TBERR EVWS Vv IV OERELz, LN LEHIBEIZIGD, 7 FAA
— U IAT ANCOEfEI NN ol T THMFER DK, AE—H—&CD.
BRI ZRBIAA, B OIFAH DS FE LTz, T DRI A BDOIENEFS
N, VAT ANNSERIBZIBENZITENDHLDIT2D., BfREDFEER TRINN
NOH5NTzs ZORBRMSEERIA AT IR SN EHEZRTES,

FHIRIRELR T2 E, VIR —NA4DME 3 DITHA LTINS, FHEL T
2 DIZ2EMIRTD [casual writing] E2EHIER D [BELE] THO. A HIFTO [formal
writing] @ lTgrammar] & [E%E] @ S . Tvocabl (EDQHEEZMDH) 23, F /]
%O [#158] @ Tcompounds] (EDXIIURA B IZBLLIZERS N, B¥AEBD
X ZEEBEOERDOZBNRDSND, S HIFHRTO [FiE] WEHEO BEL
D] ITINE N, 72T [(B2E] b o722 &S, P EBIZO A A—UHEEICE
{bMMBHo7zEE A%, FHIRNTEERA A A—20 [fR] . B2 EBOH EBRMERD
AA=DN [ E] TH DD, FHRIITEEN A A= ELW] AERDA A—
PN Treading | DAL S VNI L2 TND T &, FHIRTITF S IER DA A—
DITHRELTWZ X2 VA RISA S D EFHEIEX DA A=JITMHEL TN S T &,
ISIC IR NEN=ZENS, BERELZBHO R EINERZE S Bl
BIBICED S EE RS, o, FHRIBTRO NS TRE] W, FHIRNIRZENS
INFINSTRNRFPEREZ TSI TSNS HELEL NIVDORANTH 72D
KU RRIIHABE TESBICT TNE Y IAT A MCHAADK N ET2 ST
W5, DED, HHDEETIR<EMIICE ENT THARBEZII ST HEENEE
{ELTW5, B2REBIR. BATENWIEEEDIDIBADMEND T EEEZ, (TH)
U, BRI LR8N S HARGB TESZEICH L TR ZRi>EBEA 6N 5,

HHEAECORR
e U]
M SR A AECO AR ORHERR TH D,
1DHOZ A= TODL D). 1] Tstraightforward] M55,

BWHAECIEH, HAFBTE<SE, E<XREEEFRHILMASENY LN >TL
5L, 2D FAY—% [honesty] DTz, 2DHIEZ T TNHL W »
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0 9.07

| + + + + + + + + + + PEEE
Nol__. v2&> 1.00
Do+ honesty 1.73
10) 0 | | _straightforward 7.85
2 - FMrLL [ 1.00
8 + | [ BLdd . [ 3.39
4+ . | intelligent |\ feeling 1.00
6 +|___| |_advantage | 4.85
9) - | | confusing | 2.00
14) - | | |_time consuming . 9.07
o+ . BHELAW | 1.00
10| . @&FALL } positive | 2.24
12) + | | colorful ) | 6.42
5 + | . freedom || expression | 2.00
1) + | | insulting| | 9.07

5 HFHEC THAETES ITHT DA A= D)

5 ltime consuming)] ETO6HHETH 5, BEECITANIIMHFTE ZEL
HEMBAL, 2OV FAH—% [feeling]l &Lz, TBBHLAWV) . TITFHL
W, Tcolorfull MBS 3DHD Y FJALY —IE TR TEIGITHEERNH D,

[positive] LIz, 4DHD Y FAH —13 Ifreedom] & Tinsulting] 2NSHLD.

(expression] IZREFRT B END, HFAECIH, HLZLBMAZEBETHI LIRS
FIREMED B 5%, HESHHNHNIEANZESNERBEL NI ENRBTES LR
7ze

5 DEEHAA—IIL [ACKEL] TH D, NIHkaaleaBEZ 50, HEIIE
W FTDEEBEERBITAHILETHEHENIEKRTH S,
FHHDOEWIILLTOBED TH S, [ODXIIFHAASNENW W EZ2RBIT5T

CIREETHETHDHZEEZERL, L 1FESEWDITEANES DD HNEE
RHTHILEEEKT S, [straightforward) 28 [0] THBZDIE, REIZE I LITEK
WHEEWENSH 272D TH D, [T ML IMEZADNBDIEE SRR EEAD
DINEHLNZ EZHET, Tintelligent) EIFELS ZEIFZDAPWNDITHIK TH 1% 7R
I ZETH Y, 23U ladvantage) IZD7RMNB7280, W3 [+] TH S, [confusing]
13 EDLIBINEFETEHIMNEEZEZTNHIRET. F<SZ & Mtime consuming] T
HB1D [—] THD, [BHLAN L ESABENBEL AT NEHAFNEE 720
2, BHBLAWNENENT EZEKT D, NITHLV SIFHARETEER, ¥
FRMLAZENENENITIESE T RN EEZEER TN, NTThln &
ERRAMLFOBATLE AR ZHUT NETHhLW ZE TRk [—] Tldk
< [0] THBEWD, [colorful) EIFFREICIFERLZTZNENHDH I EE, WANATRH
FTHEITEIEERBL TR, B2AECIEAAE TeolorfullZFH T L D122 0720 &
7z, [freedom) EIEFWWT EMFET, HIBENRNZ EE2/RLU. Tfreedom] 121

linsulting] 722 &E®EFEN D EFBAL . /2B linsulting ) ICBALTIE. AZEETS
SO LEELILBERBIOARTHY, TNOANDEEO—ETH 2720 [+] TH
HEHILIZ,
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0 7. 36

| + + +  PERf
1) 0| : feelings 1.00
2 0| | . to express general feelings 2.24
10) - | | _anger ) 4.75
8 - | ) mistakes | | negative 1.00
9 - | | frustration | ] phase . 1.36
N+ memor ies | 1.00
4 + | | ) heart positive | 2.89
6) + | |__. creative phase | 3.34
5) + | | _interesting . | 5.50
Do research | others | 7.36

M6 BEAEC THAETES ITHTDHIA— (AR)

1DH®DOZ A% —Id Tfeelings] . Tto express] . langer] MBS, B
ACIIHABETESE. HOOARYOEEEZZIOELTWDEHMLE,
langer] IZEB DO 1HITH D, ZZIT “happiness” WH D E/NT ANEN
b LRIz, TDY T AL —% [general feelings] & L7z, Imistakes] &
lfrustration] THERRSNB2DHD Y AL — D A—1d [negative phase]
THO . TEFHE-REZERT, 3DHOV FAY —1L Tmemories] M5
linteresting] D 4THHEMNSL S, 2551 [positive phase] TH D, JEFITHEZ P
TWRETHBEWD, JEDY TAY —IT Tresearch] DA TH %, #FHECHE,
lresearch) % [general feelings] &< TH % &R, [general feelings]
WEHDDEETHHDIZH L, lresearch) IFMADEEZRNTIETHLE
AL, A A—21F [others]) Th b, ZDMD Y TAY —FORAKRIZDNT,
[negative phase] & [positive phase] 7Y [general feelings] ZIRETHI L&, EDK
S1Z Tresearch] T BN M >TNDHF AN [positive phase] TH D, 737N 5780
A71 [negative phase] Tdb 5 L7z,

HHECREERDAA—T% [art] L. HAFETEHESZLIFRBETEIOBE
L BAWRESTHULWRB AETH 2720 81ER - ZHITH 5 Lk X7z, £
7o WEDNFU TOHAFR TEIGELEFB TEIHELTIIAYMIINEE->TL
B EMITMA T,

B

B ECOEMmOMERZ RS &, [honesty] IZREICEEICESIENEEES
THO, ZNA [positive] DIEFDLERIE [expression] DRELDEMIC D2
EEZS5ND, 2N [+] D%, [feeling] D& [+] & [—] MEEFILTNWSDH,
CIUIHAFETHENWTHD OHFHZRT DIIA R ETHOEBBICEN DY,
HUSKFHDPPDNDERTHLENWIEHRREBEZRL TND EEASND, HARE
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FEOBET NITMLWN ZEERBRTIN, TNERODBATLEATLINEE
ATNDEIAITH, ML ETNZEZRDBASEEEWIHIR T 2 RKIEAE R
A%, ZRERL L, BPEAECINECHANEHRTH L I LITMifEZEE, B0 D
BECREEZHICOHRENTICHRICRB TEL I LZHBEAL TN AT ENH N
2

— R ORNSIE, [+] &[] EHRLTWSZE (+:—=4:3)
HAAHHZ TR THEBTRIAL TSI EMNS, HABTES I EITH LU TLER
TSEEEEN B B EHEMEIT NS, [general feelings] & [others] . [negative phase] &

[positive phase] W ZNETNENNIR MR EIR>TNWD DI, LEERY 72 BERE
W& DMBNTA A=V INE I N2 20 TIERWNEEZ 5N S, 72720, [general
feelings] DEIEZEZK T IHHENY “happiness” Tl37x< langer] T 5 EMNE, HAGE
THLZIEITH T2 ECORIENEHZ 2.

FHRZELETSE, VIAY—HIERAC TH 20N HEEN WAL,

[+] DEIEBET%MN540%ITTHDALT WD, MIEBEHRE RS & BT
TR I EERETDHEVWSEKRT, W ATD [honesty] & [expression] A
%O [general feelings] IZHIRTH5EF A5, Lo, FHATD [feeling])
OEEMEETH S [T MLW . Tconfusing) . ltime consuming] 23 %
H# D [negative phase] IZ. HEMIHETH S [EWHT . Tintelligent] .

ladvantage] & [positive] 23222 D [positive phase] 178> TNAEEZHN5,
—., I [others] MBI, A A—UHEEICA(LMA S NS, BHACITEM
AIZ HASEE TeolorfulllFH T2 K227z Eib X, AR #2228 L TRE DA b
ZERLTND, CNUINAECH RO, BEOBEmRRBE 2B L4
COFMETHOEETHDEEAD. LML, BRIEIEITHEZECOERS XOITiT s
SIMm ol BEECIZHALE T AV AIORILDIFITBITL L LT DONT, EiRER
ERATHEL I EZ2FHmIHELTWEM, 7 IAT AN H S T E2R<E)
Do, FERNICEEEZREMICHBEL TEN I 2252</ho2kkdThb. ¥
*EACI Tresearch) DT A—2 % [others] &L, i ADEEZRLTIETH DL
BHLTW5, ZHUIHD DEE ([general feelings) ) TId7a<, &R HWTHIA
EOTOHEEZHI LIRS mEREDAA—TTH D EHRIND., B H4EC
IEEUDTHBZFIT Mmistakes) ITME I, BIEZHRICKRE TSN >72720

[frustration] %> langer] ZR&LC THD, T DFERHAE TH &I L TLHEBEE
BEINEENTZO TR BNMEZE RSN,

SRELNEE N

FHRNE3AED THAGE THS ) ZETHUTHEEMNAA—UNEFHE->TnS
bODERRIREBIZH >z, BHAEATHD DENIALZECDDBH L LD &N
DR/FFENH 0, BAEBIIEMO S PEMNZINT W, B ECIIMANDE B
EEDELFFBRWHEDERL, TOHRILERDBALSEEZIFER>TW .,
BENAA=NETHB>THDIR, CORENERFE THLOHAETE
L ZEITHRWIETREN D 2 FH INNRIN 7272 TH D ZAUTIIHATE OSCFITH L
THPEA BREEN TH o & BPECHHERTH LI EBED L EEX
515,
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—J5. B R TORBRIC LD 3SBITR D BAINEENRS N -, B2k
AlZZSAT AN ESINWBRZEL T ENTE, HAE TEL T EADBERNE D
L7z, ZRBEELZRS, SENAA—UNM< o/, B2 EBIIHRIFEERT
7 IALEBOMEE, 7 I AT ANNS A IR EZ T TRKREZ RIS ®
FEENS, HETHELWA A=Y Z2E DX, 2T LB Il
EHHN TN THEEERD, AARETELZLICH LU CLEERE 25 DX D10/
720 THUIHNERH SO ZERE, BUSOBEMBREHR W22 ECO R EMNFEH
UIsino7z7=20Th 2 EHEHI S, 7T A7 A N DB HNIE FAECO R % E )
7D TR WhEEZ 5N S,

BEPOHEIOBER TIIBFEBOALNR AT o7z, B AEBIRFI Y]
WL NIV DR NITHESTND Z EMSWENL 2R WEE TH T2, k&
AEO PR RN S RIFICENENTZ, — ., BREANIEITHE T TAD L—
RA=H—BIBEFEETH o770, BERIEFEADHARFETES I EITHLT I
FTHLW , TBIEABZENTERN], MOMANTNDS] ENDIA A=V & ST
LB oTc, P ECIIEERENISHEDEEALEHLTED, 122
MTOREN DI ENFEL L, BRAERTHY TAA—MNSEWIEHHZEZ, Ll
B ECIZE ST ZOFEITTERE DN HDTIE BN o7z,

KT o2 F RO ERMMIC LS —FHRHAE T, ZOFEIT4 BRI TF
3 8L ICE VMRS T Wz, Z D78, AfMIES OB EZOREZTT
132 FE ORLORIIEKONT, FEERET DI ERFOE T L TWzA]
REMEDNE VY, PACOH T E DRI /22 81Tk, FET OB D BIEE
RIHEIC LB —FHE TIZE VANV FEFEONHE MR Z IR,

728, PAC/H T & I ERESLEFITHWMISE Gk - 2%, 1996; L, 2001; 7%
- B XM, 1994) TlEEHERCHER HZEOMFEZZIZEEZEHLTY
77o R DOFEW FIZAARETHRL N TH-20, EICHAETHCONE
UL TWz, PACOI CIIFAER NI EFEAE OSENHEMIIRRIND D,
FAEHHFIIECONEZHIHAL DT, WHICDWTEHED ZEADRIUEHHFD
EUIRNWEDTH D, TOZEMNS, PACHTINERERE DB T, FEFHEDOEE
SREORENMNE L IENGE LB NFEZ O RECEE RS EICHAE THRWES
THMHAARETH D I EDVRENT=,

o)

ARWFFE T, HERNZENSINT S 12 OME IR ZEDHIZICPAC  (Personal
Attitude Construct : B ABIBEEREE) T a7V, HAGE TELS Z LI 258 EH
DAA—TDEALZE BT L, HEDFEFELNNDZEZSNI LT,

HAGEFHL NI D3HDFEEFZ. ARFETEZEITHL., AT E T
AA=DNETH>TWDHDDERIRIBIZH o720, 2HARIIRE TORERIC X
DENTNELDBANNERER Uz, BFEATEREEZ D, HENAA
— VMR 2oz, WHEAEBIIHEZD, BILTELWA A=Y 2 DI DI
770 ZHUTH L, ELBEHDM ENFE L N> EZ2AECITLOHERMZF DX DI
7ol HRNZAE LD DR 2B U/ E R EITEZEACBICIIED AL 5.
ATV, BE2ACITIZADZEZ 52 TWAlREENH 5, ZOXIREEHED
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NS, PO OBIERLERRIC LS —FRE TSN T ST LI
Wo PACHHTZTT 72 28I KD, HHF Ml 2 ANOBFEINEE o Tz 5817 Hidk
FROEEFEONE ORI HEED, FEOEOM EZ2BIFELZN,

TR I

EE#T (FUJITA Yuko) BIL KK AR TET SESE. EINIFTHAGE
BB 20064EI IR Z BT THE L HEU S, BIRSEM K R B0E B Ik i i,
HNINEFEEEICBIT R EE R,

1 Wi (2002) 1&, &7 IAY—N, £l RELTO+E—DILRITEHEE 2N
L3RS EE DFFE L 720, + &SP T2 IZ EERRIREEN RN L2 0R
TELTWD, £72, 0DLERXE WG EITIIEENEE L TERNEC DD
RIS REE) S THEBRREK OIS ELTHRARND ZENLNEL T
5,

2 NiE (2002) 1ZEEEEIC DWT, #oRBEEES D HAHHREED S 2N RICE B9
ELTWS, HEHEOHELIEZ1MS 7 THE TR, REO (127) 12D
FBMHR (4) I2DF2 0 OERNTIIE A ZE N D D08, A &bl 2 1)
Tl372<, F— AN TOFKEEEENZE R EFF DD TH %,
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The Impact of a U.S. teacher training
program on teaching beliefs and practices:
A case study of secondary school level
Japanese teachers of English

Yuka Kurihara

Ohio State University
Keiko K. Samimy
Ohio State University

This study examines the impact of a U. S. teacher training program on eight Japa-
nese English professionals’ teaching beliefs and practices after the completion of
the program. It also investigates the teachers” perspectives on how they resolve
tensions, if any, between their teaching beliefs, Japanese teaching contexts, and
new knowledge learned in the program. The data were collected mainly through
qualitative methods such as multiple interviews with teachers and through
document analysis. The results suggest that while the teachers considered the
training experiences to be positive, they faced difficulties in applying their new
knowledge in their own teaching contexts due to school, social, and cross-cultural
factors. Despite the challenges, the data also revealed that the teachers attempted
to negotiate the gap between expectations in these contexts and their teaching
beliefs. We conclude that in order to understand the impact of teacher education
programs, it is important to explore teachers’ perspectives on their learning to
teach.

RFHIL T, 7 AU HTBT D EREAEVHED, FHER A A ASGFEH B OfF &P
EDXIBHRESSTNIDONTIHDBMEERRELTERT S, 51T, #
E#%, MoMNEBEHRAEEL TOREER OAOEERE, PHETHEALZME. N5 OWH
THSNORHEZREBRL THWDINEIN, BBRL TWDRSIEENZEDL D ITHRL X
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SELTVBENIIDNTHHDOETHET 5, AUIFEIZT > ¥ Ea— &R (content
analysis) [ZX D EICHENT —F ZWEMT LTz, TOREE, BAHIIHHEE B EMITHEZ
TWDA, ERPHERREE, EE2HA L SUEREWREN S, PHE THIZ A Z IS
THLDNRHETHDEE L TNWD I ENGDoTe, LNL—HTIE, ZERRIESGEEEND
fF EANDIEBHBE L TORRLIITDAENE DI RN SEEZED TN S &85
LTWbZEbpnolk, BEWEDOHRZRMT SI21E. ZMENREHEEHDZD
ICHEREND T EE, EOXDITHATNDONEHSD ZEMEETH D EfbmwmDT 7.

eign Language (EFL) teachers who participate in teacher education

programs in an English speaking environment for their professional
growth and who intend to return to their native countries to teach (Liu,
1999; Nunan, 2003). In Japan, for example, to fulfill the goal of educa-
tional innovation in English curriculum at the secondary school level,
which is communicative-based teaching and learning, the Japanese Min-
istry of Education (MEXT) has provided Japanese Teachers of English
(JTEs) with a professional development opportunity to attend extended
overseas teacher training programs since 1988 (initially for six months
and then later for one year) (Lamie, 2001). In 2002, for example, 102 JTEs
participated in programs in Australia, Canada, New Zealand, the UK.,
and the U.S. (Council on International Educational Exchange [CIEE],
2003). Currently, new 2-month overseas training programs are expected
to begin and serve approximately 200 JTEs (CIEE, 2003).

Many second language (L2) educators assume that overseas teacher
education experiences offer EFL teachers great benefits by develop-
ing professional expertise, for example, in their overall communicative
competence and understanding of innovative teaching methods (McKay,
2000). However, few studies have examined what contributions overseas
programs actually make to teachers’ professional development. In addi-
tion, although a limited number of studies investigated the impact of the
overseas programs on teachers (e.g., Lamie, 2001; Pacek, 1996), studies
exploring EFL teachers’ teaching beliefs through their own voices are
scarce. To examine teacher beliefs is critical, as beliefs underlie decision-
making processes in both education programs and classroom practices
(e.g., Almarza, 1996; Richards, 1996). Furthermore, fewer studies explore
teachers’ perspectives on how they appropriate the pedagogical knowl-
edge learned and adapt it to their teaching settings in Japan. Upon their
return to the Japanese teaching context, teachers probably need to rethink
how to respond to the expectations of the local school culture and na-
tional educational policy.

I n recent years, there has been a growing number of English as a For-
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In this study, by highlighting teachers” perspectives, we examined how
overseas teacher training experiences influence Japanese EFL teachers’
beliefs and practices in relation to the social contexts of their teaching
practices.

Theoretical Background

L2 Teachers’ Learning to Teach

Abody of research in L2 teacher education discusses a shift of view on
how teachers learn to teach (e.g., Crandall, 2000; Freeman, 2002; Johnson,
2006; Roberts, 1998). The prescriptive view, which has long been influen-
tial in the field, considers teachers to be passive recipients of transmit-
ted knowledge rather than active participants in meaning construction
(Crandall, 2000). The goal of this view is for teachers to understand the
best practices and imitate them in their own teaching. Recently, however,
there has been a growing recognition that we need to learn more about
what teachers do and believe, since practitioners are the ultimate deci-
sion makers in classroom lessons (Freeman & Johnson, 1998).

This view, which we will refer to as the constructivist view of teaching,
represents a shift away from seeing teachers as part of an “input-output
system” (Roberts, 1998, p. 13). L2 scholars have started to conduct re-
search on teacher beliefs, cognitions, attitudes, and decision making proc-
esses (e.g., Freeman & Richards, 1996; Woods, 1996). In addition, recently,
drawing on sociocultural perspectives on learning, researchers have dis-
cussed the complexity involved in teachers’ classroom practices and their
learning to teach and revealed the influential impact of social settings on
their professional activities and beliefs (e.g., Freeman and Johnson, 1998;
Richards, 1998, Sato, 2002). Broadly, the sociocultural perspective, which
grows out of the original work of Vygotsky and his colleagues, empha-
sizes the social construction of learning and aims to understand human
cognitive development as embedded in social, cultural, and historical
conditions (Cole, 1985; Lantolf, 2000). The settings involved in teachers’
learning to teach are, for example, classrooms, schools, teacher education
programs, and any learning experiences as language learners. By focusing
on school contexts, Freeman and Johnson (1998) emphasize that teacher
education needs to take into consideration teachers’ understanding of the
activity of teaching and how teachers learn to find a satisfactory way of
addressing the conflicting expectations placed on them and embedded in
such social contexts. In addition, sociocultural perspectives on learning
do not assume that individual teachers passively immerse themselves in
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the given environment because of their goal-oriented actions (Lantolf,
2000). A sociocultural approach explores the process of appropriation—
how teachers apply the pedagogical tools and other resources available
to use in their specific teaching settings. This process is grounded in the
social contexts of training with and prior beliefs about EFL teaching and
learning, work, and interaction with which the teacher engages.

L2 Teacher Beliefs

Richards (1998) defines teacher beliefs as a primary source of teachers’
classroom practices, including “the information, attitudes, expectations,
theories, and assumptions about teaching and learning,” which they de-
velop over time (p. 66). Studies of teachers’ beliefs and cognitions reveal
the powerful role that prior knowledge and beliefs play in their profes-
sion.

For example, through interviews with ESL teachers in Hong Kong,
Richards (1996) found that teachers’ personal principles play a powerful
role in their decision making processes. Those principles derived from
the teachers’ professional and learning experiences include “learners’
involvement with their interests,” “teaching planning and attempt[ing]
to follow it,” and “maintenance of order and discipline” (pp. 287-291).

Almarza (1996) describes how foreign language student teachers’ pre-
training experience affects their learning in a teacher education program
and their teaching practices. In a longitudinal case study, Almarza docu-
ments four teachers’ different degrees of acceptance of a teaching method
presented in the program. Depending upon their beliefs and assumptions
about language teaching and learning acquired through the “apprentice-
ship of observation” which refers to early school experiences (Lortie,
1975, p. 61), each trainee reacted to the method in a different way as they
reconstructed it. For example, some teachers incorporated their pretrain-
ing knowledge into what they were learning and practicing, while others
implemented their new knowledge without much modification.

Similarly, Smith (1996) describes the pedagogical decisions made by
nine experienced ESL teachers working in Canadian institutions. Her
study focuses on the role that L2 theory, individual teacher beliefs, and
contextual factors play in teachers’ decision making in classes. The find-
ings reveal that teachers choose and adapt L2 theoretical ideas in ways
that are consistent with their personal beliefs about L2 teaching and
learning and their practical knowledge of the instructional context (e.g.,
course guidelines).
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These studies show the influential role that teachers’ existing knowl-
edge and beliefs play in their decision making processes in practice and
in their learning to teach in teacher education programs. In addition, they
argue for the need to recognize, examine, and challenge teacher beliefs in
the teacher education programs in order to better understand what and
how teacher education courses contribute to professional development
(Almarza, 1996).

In the following section, we will focus on studies which explore the
impact of overseas teacher training programs on Japanese EFL teachers.
Drawing on the constructionist and sociocultural theories discussed
above, we will discuss the areas to be further examined in the field.

Impact of Overseas Programs on Japanese Teachers of English

Studies examining teachers’ post-teacher-education experiences are
scarce (McKay, 2000; Samimy & Kurihara, 2006). However, a limited
number of studies do explore the impact of overseas teacher training
programs on EFL teachers, in particular, on their teaching beliefs and
practices.

Pacek (1996), for example, examined JTEs’ perceptions of their one-
year Japanese government-sponsored in-service teacher education pro-
grams in the U.K. The study placed special emphasis on the effects of the
program on their teaching practices in Japan. To evaluate the practical-
ity of the program, Pacek found via a questionnaire that 56 secondary
school teachers who had previously participated in the program gener-
ally perceived the program to be beneficial. However, they also reported
challenges in being able to apply the communicative-based teaching
presented in the program because of peer, student, and parental resist-
ance, and also difficulties related to the use of prescribed textbooks as
the teaching approach was inconsistent with the textbooks (p. 339). Pacek
concluded that trainers’ understanding and consideration of the partici-
pants’ culture and prior education in terms of teaching and learning are
crucial to making the program more compatible with JTEs” expectations
and educational traditions.

Similarly, Lamie (2001) examined the impact of a MEXT program
in the U. K. on JTEs’ teaching beliefs and practices. Unlike Pacek, who
relied on questionnaire data, Lamie employed multiple data methods
including questionnaires, interviews, and classroom observations. The
study investigated four teachers’ perceptions of change in their a) Eng-
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lish teaching methodology, b) teaching attitudes, and c) actual teaching
practices before and after the program. The findings suggest that in all
three areas participants’ teaching practices and attitudes shifted toward
more communicative-oriented teaching, even though the constraints they
faced (e.g., the pressure of university entrance examinations, large class
size) remained the same. More specifically, the observation data reveals
that teachers whose lessons had until then been grammar focused with a
high level of teacher control introduced more student-focused and mean-
ing-based practices (e.g., interactions between students, open-questions,
authentic materials, more English use).

These studies offer valuable information about teachers’ post-over-
seas-training experiences and expand our understanding of the appli-
cation of teacher knowledge to their native contexts. What seems to be
missing in these studies, however, is extensive examples of teachers’ own
voices and perspectives on their experiences of learning to teach: in par-
ticular, their teaching beliefs. As discussed before, research indicates that
teacher beliefs play a powerful role in their decision-making processes. In
addition, although the studies addressed several challenges that teachers
faced in the appropriation process, they have not explored how teachers
attempt to deal with such problems in relation to various social contexts.
We believe that to gain a better understanding of the impact of teacher
education programs, it is critical to examine not only their teaching prac-
tices and beliefs, but also how they reconcile those teaching beliefs with
the social expectations placed on them. In the present study, therefore, we
explored teachers’ perspectives on these issues by analyzing qualitative
data gathered through e-mail and telephone interviews.

Research Questions
The following were the guiding research questions of this study:

1. What are the understandings of Japanese English teachers regarding
the impact of overseas teacher education programs on their teaching
beliefs and practices?

2. How do the teachers attempt to resolve tensions, if any, between
their teaching beliefs, their native teaching contexts, and the peda-
gogical knowledge gained in an overseas training program?
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The Study
Settings

MEXT considers professional development of language teachers
necessary in order to achieve the level of student communication skills
proposed in the 1989 and 1999 Courses of Study guidelines (Ministry of
Education, Culture, Sports, Science, and Technology, [MEXT], 1989, 1999,
2002). As a result, MEXT has recently provided six- and 12-month gov-
ernment-sponsored overseas teacher-training programs for JTEs. These
programs especially aim at improving JTEs” English language abilities
and developing their teaching skills (Lamie, 2001; Wada, 2002).

This study focuses on a two-phase program held in the United States.
After a two-month intensive English language program at one university,
participants moved to a second university to attend a four-month train-
ing program in teaching methodology. The objectives of the four-month
program were a) to deepen the participants’ understanding of ESL/EFL
methodology, b) to continue to develop their English language skills, c) to
raise their awareness of U.S. culture and society, and d) to assist them in
exploring research interests in the field (Holschuh & Romstedt, 2001).

Participants

All participants in the study had taken part in a teacher training pro-
gram in the U.S. and were full-time EFL public school teachers at either
junior or senior high schools in Japan. To participate, they were either
chosen by the Board of Education in the prefecture where they were
working or applied for the program on their own. The main goals of the
program were to develop communication skills in English, to develop an
understanding of U.S. cultural and social customs, and to acquire ELT
methodological skills which they could use upon their return to Japan.
We invited this group of teachers to participate in the study because of
our familiarity with both them and the 4-month training program. We
had participated in study group meetings with them and had been guest
lecturers in one of the program courses.

The eight participants (six men, two women) came from all over Japan
and all but two taught at moderately to highly competitive university
preparatory high schools. Regarding their professional roles, three teach-
ers (whom we shall call Mr. Abe, Mr. Tanaka, and Mr. Mori-all names
used in this study are pseudonyms) were English department heads at
their respective schools. Other participants had various professional
responsibilities such as being English test developers at the prefectural
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and national levels (Ms. Kato and Mr. Mori) and/or researchers and
presenters at the prefectural level (Mr. Ota and Mr. Mori). During the
time the study lasted, two participants (Mr. Fujita and Mr. Ota) were each
transferred to new schools within their prefectures. According to them,
their new schools were even more competitive than their previous ones.
Table 1 provides a summary of the professional background of all eight
participants.

Table 1. Background of Participants

Participant Gender  Teaching  Area of Level of Participation
(pseudo- experience  school school determined by
nym) (Years)

Mr. Abe M 18 Urban  Senior high Board of
Education

Mr. Fujita M 5 Urban  Senior high  Self

Ms. Kato F 11 Rural Senior high  Board of
Education

Ms. Kudo F 13 Rural Junior high ~ Board of
Education

Mr. Mori M 15 Urban  Junior high  Self

Mr. Ota M 15 Rural Senior high ~ Self

Mr. Seki M 21 Rural Senior high  Board of
Education

Mr. Tanaka M 9 Rural Junior high  Board of
Education

Note. M=Male; F=Female

Data Collection and Analysis

Data collection lasted from February through September, 2002. In Feb-
ruary, eight JTEs who had attended the teacher training program were
invited to participate in the study; all accepted. Since all participants had
already returned home and resumed teaching, this study relied on e-mail
as the primary means of communication. Data collection and analysis
consisted of a questionnaire, interviews, and an analysis of written
documents (e.g., teachers’ research projects, final reports written by the
program coordinators). The questionnaire and the interview questions
were based in part upon similar studies in the literature of L2 teacher
education (e.g. Pacek, 1996).
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In March, we sent a questionnaire to all participants via e-mail attach-
ment. The questionnaire examined three areas: the participants’ profes-
sional background, the impact of the program on their teaching beliefs
and practices, and its impact on their professional settings (e.g., Do you
consider yourself to have effectively used the new expertise you gained in the
program?). After receiving their questionnaire responses, we conducted
two semistructured interviews and then additional less-structured inter-
views (2 to 5) with each participant. These interviews allowed us to better
understand the responses to the questionnaires and to hear teachers’ per-
spectives expressed in their own words. All interactions were conducted
in their first language, Japanese.

Data analysis in this study involved both inductive and deductive reason-
ing processes. Questionnaire data was analyzed by using descriptive statis-
tics such as frequency and percentage. For qualitative data (interviews and
open-ended questions in the questionnaire), we looked for salient patterns
and themes through the constant comparative method of comparing the par-
ticipants’ responses multiple times (Merriam, 1998). More specifically, we first
refined the codes, constructed tentative categories (e.g., purposes for teaching
EFL, effects of social factors on teachers’ practices, the pedagogical knowledge
gained during the program), and attempted to interpret each case with refer-
ence to our research questions (e.g., whether a teacher’s confidence gained in
the program has helped him or her continue to develop their English teach-
ing). By repeating this process of analysis, we were able to summarize general
themes, supporting the summaries with relevant quotes from the teachers,
while at the same time we searched for any disconfirming evidence.

Results

Perceptions of the Impact of the Program on Teacher Beliefs

In this section, we will discuss the findings of the study by examining
the questionnaire results and interview data. We first examined whether
or not the teachers thought that the program had helped them reshape
their beliefs about EFL teaching. A majority of participants responded
that the program had provided opportunities to reshape their teach-
ing beliefs. Specifically, they pointed out their raised awareness of the
importance of “teaching English as a tool for communication” and the
“need to develop communication skills” to fulfill their own or local com-
munity’s expectations of the English education (see Appendix A). A few
participants also stated that the program helped them “gain confidence”
in improving and conducting their English teaching practices.



108 JALT JourNAL

Follow-up interviews offered a more in-depth exploration of these re-
sults. Mr. Seki, for example, used to focus on vocabulary and grammar in
his reading class, but then an instructor in the training program pointed
out that there were too few content-related questions in his lessons and
worksheets. This discussion with the instructor allowed him to reflect on
his EFL teaching approach which he had developed over 20 years, and
eventually reshape it. As he expressed his new perspective on the goal of
teaching English:

I realized that teaching English is not to teach English lin-
guistics but to help students develop linguistic skills and
use them as a tool to communicate. (Mr. Seki, Interview:
2/26/2002)

This excerpt reveals that he had an opportunity to consider the nature of
reading as a result of participating in the program. In his current reading
class, he claimed that he was placing more emphasis on what messages
a textbook sends to readers by utilizing a variety of teaching strategies
learned in the program. Those strategies include paragraph reading, use
of discourse markers, and true-false questions in English (Mr. Seki, Inter-
view: 9/17/2002). He was also exploring how he could incorporate not
only reading comprehension but also students” opinions about the issues
described in the textbook.

As for the teachers’ English abilities, Mr. Abe, Mr. Mori, Mr. Seki, and
Mr. Tanaka expressed the need to develop additional skills in order to be
able to implement their ideal teaching practices and / or perform adminis-
trative work. Mr. Abe, for example, noted that to develop his own English
abilities was “an absolute requirement” to improve his classroom teach-
ing (Interview: 3/10/2002). Mr. Mori also emphasized the need to further
develop his four skills in English language to respond to various expecta-
tions the local Board of Education had for him (Interview: 8/18/2002).

Another theme that emerged was the development of the participants’
confidence as EFL teachers. Mr. Abe, for example, reported that at the time
the questionnaire data were collected, he had not been able to receive
enough support for English teaching innovation from his colleagues or
school because of the demands on time and curriculum associated with
university entrance examinations. However, he stated that, just the same,
the confidence that he gained during the program helped him continue
to attempt to improve his teaching. As he noted:
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My students seem to consider me to be a reliable English
teacher so far...When I have some complaints which are dif-
ficult to deal with, it may be due to my lack of effort. To be
able to achieve my ideal goals, even a little further, I want
to make an effort. I think it is the U.S. teacher education
program that has allowed me to have this positive attitude
toward English teaching. (Mr. Abe, Interview: 8/31/2002)

With the confidence developed through participation in the MEXT pro-
gram, he encouraged his students to actively interact with peers and
himself in both first and second languages in order for them to develop
a positive attitude toward communication. Mr. Ota also responded that
having opportunities to “theoretically validate his regular teaching prac-
tices developed over the past years” led him to have more confidence in
what he had done in the past and in his ability to do what he needs to do
in the future (Interview: 8/25/2002). Drawing on theories related to (L2)
teaching and learning (e.g., communicative competence, schema theory,
reading process) and also the Course of Study emphasizing the develop-
ment of students’ communicative ability, he continued to teach the four
skills by connecting the goals of his various EFL courses while using a
prescribed textbook and team teaching with a native assistant language
teacher.

Overall, as can be seen above, the program influenced teachers’ teach-
ing beliefs in a way they perceived to be positive. It should be noted,
however, that Mr. Seki and Mr. Abe voiced concerns regarding the diffi-
culties in actually changing teachers’ teaching philosophy and activities.
Mr. Seki, for example, added the following comments:

Although teachers tend to attribute the present problem-
atic English teaching situation to university entrance exams,
many teachers feel afraid of abandoning their own teaching
style. (Mr. Seki, Questionnaire: 2/26/2002)

This excerpt suggests that there are different perspectives on what
the goals of teaching English should be among colleagues in his school,
where some feel they should be “to teach English as a means of com-
munication” and others feel they should be “to teach English knowledge
as an object” (Mr. Seki, Interview: 5/12/2002). Both Mr. Seki and Mr. Abe
were concerned about this discrepancy, which seemed to affect their own
teaching practices.
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Perceptions of the Impact of the Program on Teaching Practices

To explore what pedagogical tools (including techniques, theories,
and insights) teachers adapted to their native settings, we examined what
they had to say about their use of the tools in class (see Appendix B). A
majority of the participants found the tools acquired during the program
beneficial in helping them deepen students’ understanding of the target
culture. Mr. Tanaka, for example, elaborated on this point in the interview
as follows:

I talk to my students as much as possible about the expe-
riences [in the U.S.], experiences which I cannot imagine
happening in [Japan]. . . . My students seem to have lots of
interest in them. I think that to provide students with these
various stories helps them raise their interest in the U.S,,
and also heightens their motivation to learn English. (Mr.
Tanaka, Interview: 6/2/2002)

In addition, half of the participants replied that they use the teaching
tools presented in the program in their classroom practices. For example,
Ms. Kato described that in her writing class she: a) encourages students
to write journals, b) tries not to put too much emphasis on grammatical
mistakes in students’ compositions while giving them feedback on the
content of their writing, ¢) utilizes pair work and the Internet, and d)
integrates listening and reading components into her writing class.

Moreover, four teachers stated that they place more emphasis on
developing students’” communication skills. Three participants also re-
sponded that they use more English in class. In the interviews, Mr. Mori
specifically explained his efforts to expose his students to English lan-
guage and also make his classroom more communicative:

I post notes written in English on the bulletin boards, hoping
that the students learn English out of them. In addition, when
I give instructions and explanations to them in class, I try to
use English on the level that students can understand. I also
create at least one opportunity for students to interact among
themselves in English. (Mr. Mori, Interview: 4/15/2002)

Overall, the participants seem to believe that the program had a posi-
tive impact on their daily teaching practices. In particular, the findings
suggest that the teachers felt that their teaching practices had become
more communicative.
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Difficulties in the Application of the Overseas Training Experiences

Despite the positive results that the teachers reported above, all the
participants noted obstacles which kept them from applying the peda-
gogical tools learned in the program. The constraints that the majority
of teachers pointed out were related to issues at the institutional and
broader societal level rather than at the personal and classroom levels
(see Appendix C).

The interview data also revealed the dilemmas that the teachers en-
countered. The most frequently mentioned constraint was the need to
prepare students for high school and university entrance examinations,
even though all participants admitted in the interviews that there has
been a gradual change in the content of the examinations to include com-
municative components. The following comment offered by one of the
teachers is representative of their voices on the issue:

Most of the students in my school have to deal with exams
which require only the memorization of English language
knowledge and which students simply having luck can pass.
Therefore, we naturally adjust the subject matter for the
preparation of the exams, particularly before my students
take them...We as practitioners need to raise our voices that
such exams are pointless. (Mr. Fujita, Interview: 3/17/2002)

The above excerpt suggests that the influence of entrance examinations
may be too great to allow the teachers to apply the knowledge learned in
the program to their practices. This seems to be especially true for junior
and senior high school third-year students, who take the examinations in
the last term of the school year.

Another major constraint reported by the teachers was large class size.
According to them, the average number of students in class was usually
between 36 and 42. In an interview, Mr. Tanaka, who taught 40 first-year
students in his class, explained the problem:

I often use pair work as the smallest unit to create interac-
tion in my class, but it is very inefficient. Students have
more opportunities to speak and listen to English than with
a teacher-centered style, but I have difficulties in checking
and following my students’ activities. (Mr. Tanaka, Inter-

view: 6/2/2002)
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Furthermore, many teachers considered “the differences in English
learning environments between the U.S. and Japan” to be another major
issue. This issue turned out to be a key theme to emerge from the inter-
view data and seemed to reflect the teachers’ uncertainty on how to best
use what they had learned overseas in their classrooms in Japan. Mr. Fu-
jita, for example, commented on the different expectations of “what good
learning is.” His students believe good learning is “to understand and to
record what the teacher explains,” but Mr. Fujita believes it is “to learn
through interaction with others,” a concept he learned in the program. As
he noted in the interview:

When I think whether my participation in the program can
be made use of for my future teaching, I need to deeply
consider the difference in teaching and learning [between
the U.S. and Japan] and to make a good balance between
what I want to teach and what students need. (Mr. Fujita,
Interview: 8/19/2002)

This excerpt reveals the challenge he encountered when attempting
to combine students’ expectations and his ideal teaching approach in his
classroom practices. Reflecting on her learning in the program and the
realities she faces, Ms. Kato also expressed struggles:

If there are more students who want to study English for
preparing for entrance exams than those who want to learn
it as a foreign language in a real sense, what sorts of teach-
ing should I provide them? That has puzzled me. (Ms. Kato,
Interview: 8/1/2002)

In the interviews, Mr. Seki also frequently pointed out the difference
in teaching situations between the two countries (e.g., numbers of stu-
dents in class and teachers with high English proficiency) and expressed
his opinion that there is “a need to make efforts to create something
new within the local environment” rather than to directly transfer the
pedagogical tools presented in the program into his teaching situation
(Interview: 9/17/2002).

Half of the participants also mentioned that “strong control over the
teaching content of English lessons and keeping pace with other classes”
made it hard for them to utilize their new knowledge. Mr. Seki, for exam-
ple, reported the difficulties individual teachers face in his school when
trying to teach something different from their colleagues:
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We are all required to use supplementary books with a pre-
scribed textbook to all grade-level students [to prepare stu-
dents for entrance examinations].... [If they change them,]
such innovators need to prepare themselves to meet with
opposition from other English teachers. (Mr. Seki, Question-
naire: 2/22/2002)

This excerpt suggests how greatly individual teachers’ decision making
could be affected by colleagues when working in an institution that has
the goal of preparing students for examinations.

Teachers’ Negotiations of Professional Demands

The interviews highlight the teachers’ perspectives on how they at-
tempt to deal with the various professional demands and expectations
described above. Two main themes which emerged are teachers as media-
tors who negotiate the gaps between the expectations of school, society,
self, and profession that arise (Seidlhofer, 1999) and teachers as “agents
of change” who improve English education inside and outside schools
(Brutte-Griffler & Samimy, 1999).

JTE’s Perspectives on Being Mediators

As suggested above, all participants described some degree of dif-
ficulty in applying their new expertise to their own teaching contexts.
Factors which influence their decision making include students’ expec-
tations and needs, colleagues’ demands, national policy, personal goals,
and individual professional experiences. The challenges that the teach-
ers faced, therefore, were not easy to solve on their own. However, four
teachers (Mr. Seki, Mr. Ota, Mr. Tanaka, and Ms. Kato) described how they
attempted to reconcile the conflicting realities they were dealing with.

Mr. Seki, for example, tried to combine what he learned about the
nature of communication in the U.S. training program with the rather dif-
ferent approach to it emphasized in current English education in Japan.
While not giving up on his responsibility to prepare students for entrance
exams, he tried to include more interactive components of language
learning in his classes as well. As he explained:

Communication [emphasized in the Course of Study] in-
volves not just being able to communicate daily conversa-
tion but developing academic reading and writing skills
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necessary for university education by using speaking and
listening components as a stimulus. Students should be able
to exchange information, their ideas, and opinions with one
another rather than say and listen to something simple. I
want to make efforts to make it happen. (Mr. Seki, Interview:
9/17/2002)

This excerpt illustrates how Mr. Seki attempted to meet both society’s de-
mand that language classes prepare students for social communication,
and institutional expectations that classes focus on exam preparation by
using the pedagogical tools available to him.

Mr. Ota, who was actively engaged in team teaching with ALTs, also
explained his perspective on an ideal teaching approach that deals with
both local and social demands:

So far there have been no specific teaching methodologies
which can inclusively and systematically prepare students
for university exams and also promote their positive atti-
tudes toward communication. To deal with this, we need to
focus on four skills within a [prescribed] text and to make
good use of team teaching to promote cross-cultural un-
derstanding and to get [students] familiar with the English
language. (Mr. Ota, Interview: 5/2/2002)

These teachers saw that integrating and developing students’ four
skills throughout their three years at senior high school is necessary to
reconcile the need to improve students’ oral communication skills with
the need to respond to local expectations of preparing students for uni-
versity examinations.

JTEs’ Sense of Responsibility for Improvement

Another theme which frequently emerged was the teachers’ sense of
responsibility to contribute to the English education at the classroom,
local, and institutional levels. The comments from three teachers, in par-
ticular, indicated their desire to and/or duty to play a role as “agents of
change” (Brutt-Griffler & Samimy, 1999). Mr. Ota, for example, after being
transferred to a high-ranked university preparatory school (Shingakko),
shared his hopes regarding the improvement of the English teaching in
his new school. As he noted:
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This is one of the best university preparatory high schools in
my prefecture, but every school could improve the English
teaching. If the teaching system in this school changes, all
schools in my prefecture would be affected to some extent.
With this great responsibility, I cannot help but be nervous.
I want to make progress little by little. (Mr. Ota, Interview:
8/25/2002)

To help with the process of change, he published a research project con-
ducted in the program and presented it to other JTEs both inside and
outside his school.

Mr. Abe also attempted to improve English teaching not only at the
classroom level, but also at the prefectural level. In the early through
middle stages of the study, Mr. Abe often described a lack of support
at his school for improving English teaching practices. At a later stage,
however, he appeared more positive. As he commented:

In my prefecture, if you try out more Communicative
Language Teaching at Shingakko, you need to be mentally
tough. However, the little confidence that I gained through
the program helps sustain my efforts to do that. (Mr. Abe,
Interview: 8/3/2002)

His efforts included organizing an annual conference for JTEs in his pre-
fecture. One way in which he showed his commitment to what he had
been taught overseas was by inviting one of his own trainers from the
U.S. to be a guest speaker at the conference in 2002.

Furthermore, Mr. Mori also expressed his sense of responsibility for
not only improving English education at his school but also “leading [his]
city and prefecture” (Interview: 8/11/2002). He explained that, after the
completion of the program, he inevitably started to feel a greater respon-
sibility because of requests by the local Board of Education to share his
expertise. These requests included conducting open classes and prepar-
ing publications and presentations of his research. One of the topics he
presented on was “how to develop and assess students’ communicative
abilities.”

Although all of these teachers expressed some difficulties in meeting
various demands, the data suggests that they developed a sense of re-
sponsibility for improving English education at various levels.
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Discussion

The results of the study indicate that participants generally perceived
the overseas teacher training experiences to be beneficial to their teaching
beliefs and practices. The participants reported that the overseas training
program had particularly strengthened their belief that English is fun-
damentally a means of communication. This result is consistent with the
results reported by Lamie (2000). Our study, however, identified teachers’
desire to develop their own communication skills in order to support their
ideal English teaching approach. It also documented the confidence they
gained as ELT professionals as a result of participating in the program.
The findings suggest that exploring teacher beliefs is critical to investigat-
ing what contributions training programs actually make (Almarza, 1996;
Smith, 1996; Freeman, 1996).

The findings of the study also suggest that the teachers perceived
some improvement in their ability to teach English more communica-
tively. In the interviews, participants specifically reported how they ap-
plied pedagogical tools learned in the overseas training program to their
own teaching contexts (e.g., incorporating their cultural experiences in
class, seeking more interaction among students.). These findings were
consistent with those of Lamie (2001) and Pacek (1996). In addition, the
difficulties that the teachers addressed in our study (e.g. social factors)
were also similar to the ones mentioned by both Lamie and Pacek. What
seems to be different between Lamie’s conclusions and those in our study
is that, where Lamie argues that the program’s impact on the teachers
“potentially outweighs the practical constraints [e.g., class size, university
entrance examinations] and, to an extent, the external influence [national
and school culture]” (p. 213), our interview data revealed teachers’ un-
certainty or concerns about their teaching practices, that make it difficult
to agree conclusively with Lamie. Our study confirms that there still are
institutional, national, and cross-cultural influences when it comes to the
process of applying locally the knowledge and insights gained. Those
include forces acting collectively on teachers at school for university
entrance examinations, communicative-based teaching promoted by the
government in relation to students’ needs, and socially and culturally
established expectations of what “good learning” is.

One unique aspect of this study is that the interview data revealed
how the teachers were dealing with various expectations such as student,
institutional, national, and social demands in relation to their own goals
for EFL teaching. Two major themes that emerged were teachers’ attempts
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to be “mediators” (Seidlhofer, 1999) and their development of a sense of
responsibility for being “agents of change” (Brutte-Griffler & Samimy,
1999). For example, they attempted to incorporate the English knowledge
necessary for entrance examinations into the nationally promoted com-
municative-oriented curriculum by making use of knowledge gained
during the program. The findings suggest that the process of trying to
incorporate new information and attitudes gained from overseas train-
ing into the home classroom is one that involves many kind of obstacles
and challenges. The ways the participants overcame these obstacles, or at
least faced them, indicate that each individual teacher’s choices involved
a “dialectical relationship” (Fairclough & Wodak, 1997, p. 258). On one
hand, a teacher’s practices were profoundly shaped by external social,
cultural, institutional, and interpersonal factors. On the other hand, his
or her personal beliefs and goals also shaped the teaching setting. It is
through this dialectical relationship that teachers modified and recon-
structed their knowledge about ELT.

Conclusion

In this study, we explored the impact of an overseas teacher educa-
tion program on Japanese EFL teachers after they returned to Japan. In
particular, the study examined the teachers’ perceptions of their teaching
beliefs and practices, the difficulty in applying pedagogical tools gained
during the program, and the way teachers dealt with the difficulty.

One important point emerging from the study is that teachers’ beliefs
need to be a part of any investigation into the contributions teacher edu-
cation programs make to their professional development. Our findings
suggest that teachers’ experiences of learning to teach are inextricably
interwoven with various social settings and that their teaching beliefs
are (re)shaped by professional, social, and cultural factors. Therefore,
for future research in teacher education, teacher beliefs need to be fully
explored in relation to the various social contexts in which “learning to
teach” occurs. To do so, teachers” EFL teaching and learning histories
developed over time must be examined to better understand the issue. In
addition, teachers’ voices need to be fully incorporated into the discus-
sion, since they have the potential to provide the most insight into beliefs
about EFL teaching and learning.

Another important point is that in the process of applying what they
learned, the teachers did not just passively teach in the way the local cul-
ture and the program expected. Rather, they worked to balance compet-
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ing demands such as the new national policy for communicative English
education, students’” and schools’ expectations regarding preparation for
entrance examinations, their desire to apply what they learned in the
MEXT program, and their own developing teaching beliefs. To accom-
modate these expectations, some teachers developed a sense of being
“mediators” (Seidlhofer, 1999) and “agents of change” (Brutt-Griffler &
Samimy, 1999). In order to construct effective teacher education programs,
it is critical to acknowledge the processes of accommodation, adaptation,
and negotiation that teachers go through. It is also critical to study how
they negotiate “the dynamics of these powerful environments” (Freeman
and Johnson, 1998, p. 409). How teacher education programs address
these issues and how programs can cultivate an EFL teacher’s role as
mediator need to be further investigated. To answer these questions, we
need to examine through classroom observations how teachers appropri-
ate their new pedagogical tools in their own teaching settings.

Finally, while this study suggests some implications for the research
on EFL teachers’ learning to teach, the small sample size and the pro-
gram'’s focus on Japanese teachers of English prevent the generalization
of the study’s findings. Therefore, we hope that this study will stimulate
further discussion and research on the contributions of overseas teacher
education programs on EFL professionals.
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Appendix A
JTEs’ Perceptions of the Effects of the Program on Their Teaching Beliefs
Teaching beliefs Frequency | Percent
Teaching English as a tool for communication 4 50.0
Need to develop teachers’ own communication 3 37.5
skills
Gaining confidence in teachers’ own practices 2 25.0
Need to develop students’ confidence in commu- 1 12.5
nicative ability
Need to take students’ needs into more considera- 1 12.5
tion
Better understanding students’” attitude toward 1 12.5
learning English
Need to have professional development opportu- 1 12.5
nities with colleagues
Importance to make effective use of ALTs 1 12.5
Difficulties to change teachers’ teaching behaviors 1 12.5
and beliefs
Importance of English education in Japan 1 12.5
Appendix B
JTEs’ Perceptions of the Use of Their Pedagogical Tools
Pedagogical Tools Frequency | Percent
Development of students’ understanding of the 6 75.0
target culture
More emphasis on students’” communication skills 50.0
Use of teaching methodology and skills learned in 50.0
the program
More opportunities to use English in the class- 3 37.5
room
More effective use of ALTs in the classroom 1 12.5
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Appendix C

JTEs’ Perceptions of Their Challenges
Source of Challenges Frequency | Percent
High school /university entrance examinations 7 87.5
Large class size 6 75.0
Differences in language learning environments 5 62.5
between the U.S. and Japan
Strong control over teaching content and pace 4 50.0
Teachers’” lack of confidence in communication 3 37.5
skills
Students’ limited English proficiency 2 25.0
Few discussions with colleagues 1 12.5
Ineffective use of ALTs 1 12.5
Contents of prescribed textbooks 1 12.5
Heavy workload 1 12.5
Lack of support from school 1 12.5
Gap(s) between goals of teaching English among 1 12.5
colleagues
Difficulties in showing the originality of individual 1 12.5
teachers
Teachers” own teaching styles developed over 1 12.5

years
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Exploring the Dialectic: An Interview with
James P. Lantolf
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ames Lantolf has become identified with the sociocultural approach
to second language acquisition, as developed from the original ideas
of Russian psychologist Lev Vygotsky (1896-1934) and others. His
troductory essays in Lantolf and Appel (1994) and Lantolf (2000) are
widely cited essential digests of the basic principles and concepts of this
theoretical paradigm. Professor Lantolf is Greer Professor in Language
Acquisition and Applied Linguistics; Director of the Center for Lan-
guage Acquisition; and Co-Director of CALPER (Center for Advanced
Language Proficiency Education and Research) at Pennsylvania State
University. Dr. Lantolf is also the founder of the Sociocultural Theory
and Second Language Learning Research Group, which began to meet
in 1993. His dozens of publications include three seminal volumes on
sociocultural theory: the two collections of articles mentioned above, and
a new book, Sociocultural Theory and the Genesis of Second Language
Development (2006, coauthor Steven L. Thorne) published by Oxford
University Press.
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JJ: When and how did you begin your shift away from mainstream SLA
(second language acquisition) thinking and research?

JPL: My interest in sociocultural theory (SCT) and Vygotsky began
about 1983, when I was on the faculty of the University of Delaware.
Up to that time in my career, I had no idea who Vygotsky was. At a dis-
sertation defense of one of my students, Bill Frawley, a colleague, asked
what I thought was a really interesting question about SLA from an SCT
perspective. It immediately piqued my interest, because it represented a
viewpoint on SLA that I had never thought of. Bill had been a student of
Jim Wertsch at Northwestern University. Jim Wertsch, of course, is one
of the individuals most responsible for introducing Vygotsky’s ideas
to the English-speaking world. Following the defense, Bill and I talked
further and then we decided to put together a seminar on SCT where we
would read along with our students some of the seminal writings of Vy-
gotsky and his colleagues, including Luria, Leontiev, Galperin, et cetera.

JJ: Two of your books are edited collections of SCT-themed papers, one
of them coedited with your wife, Gabriela Appel. Your new book was
written with a Penn State colleague, Dr. Steven Thorne. Is there a Vygot-
skyan subtext to these collaborations, a sense that the field needs as many
voices to speak for it as possible?

JPL: Collaboration is something that those of us working within SCT
have always valued even when we appear to be working alone. This was
behind my thinking when we started the SCT and L2 Learning Research
Group back in 1993. The idea was to bring together scholars (practicing
academics and graduate students) interested in SCT and SLA in a col-
laborative setting where we would help each other think through our
various projects. I didn’t think the group would survive more than a year
or two, but we just had our 13th meeting at the University of Massachu-
setts, Amherst, and next year we will meet at the University of Arizona.
So, yes, the idea of collaboration, which was at the heart of Vygotsky’s
own work as he met with his colleagues regularly as they developed their
thinking, has become an integral part of the way SCTers do business.

JJ: You have been an advocate for the neo-Vygotskyan paradigm for more
than 20 years now. How firmly established do you feel it has become?
Does SCT see itself as still being outside the mainstream?

JPL: It depends on which mainstream we are talking about. Within Anglo-
American psychology, the theory is clearly not part of the mainstream. It
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is barely on the radar screen. It is no accident that Mike Cole and Jim
Werstch are not in departments of psychology, but in communication
and education, respectively. To my knowledge, the only two leading
Vygotsky scholars in psychology departments in North America are Jan
Valsinser, at Clark University, and Anna Stestenko, at City University of
New York.

Within education departments, on the other hand, I believe there is
a great deal of interest in Vygotsky’s ideas, certainly more than was the
case 20 years ago, when Piaget was the dominant figure. Within SLA,
SCT has become an accepted part of the research landscape. This is seen
in the number of dissertations written in many parts of the world; the
number of publications in the leading journals that have an SCT focus; the
fact that many of the handbooks in SLA and applied linguistics include
a chapter on SCT; and the number of conference presentations, includ-
ing keynote and plenary addresses, that take an SCT perspective. So, I
think the mainstream has widened in general education and in applied
linguistics, but psychology, at least the Anglo-American variety, is still
not particularly interested in the theory.

JJ: Vygotskyan theory is enjoying what could be called a “boom” here in
Japan, but many teachers find it a difficult subject to get a foothold on.
Is your new book a good starting point for someone who is new to the
theory?

JPL: While the book should be useful for someone new to the theory, it is
not a work that one can read through quickly and end with a complete
understanding of the theory. I think it will need to be read more than
once. But this is because of the nature of the theory itself.

The motivation behind the book is this: while many scholars working
in SLA have shown an interest in SCT, they have not, unfortunately, taken
the time to read Vygotsky, Luria, Leontiev, and the others who laid the
foundation of the theory, as well as important modern scholars such as
Wertsch, Michael Cole, and Vera John-Steiner, to name a few. Instead,
they have interpreted Vygotsky through the writings that I, and my col-
leagues, have published in L2 research venues. Consequently, they do not
have a full picture of what Vygotsky’s theorizing is all about.

As a result, some people have stated in print that Vygotsky’s is a
sociolinguistic theory, which it most definitely is not, at least not in the
standard interpretation of sociolinguistics. Others have claimed that it is
a psychological theory that doesn’t have a theory of language. To some



126 JALT JourNAL

extent this is the case, though if you read Vygotsky closely, you discover
that he indeed espouses a theory of language (this is a project that I am
currently working on). Others have asserted that, as appealing as the
theory is, you still need the metaphor of the “autonomous knower” to ac-
count for SLA, because not everything is in the environment (e.g., how do
you explain the common assumption of learners that the past tense of eat
is *eated instead of ate?). Thus, the thinking goes, you still need cognitive
theory [Ed.: a theory that posits cognition being located in the individual
mind] to explain SLA.

What people don’t understand is that SCT is a cognitive theory—it
argues that the source of cognition is social activity. So our 2006 book was
written with all of this in mind. We precede each SCT-SLA chapter with
a chapter that discusses the relevant theoretical construct in the hopes
that this will provide the necessary background for a reader to appreciate
what the SLA research is saying.

JJ: If cognition is social, where does that leave concepts such as learner
autonomy, self-directed learning, and individual variation?

JPL: Autonomy does not mean autistic. The key point is that individuals
are not the starting point but rather the result of development. Human
individuals emerge from the dialectical relationship between what is
biologically endowed and what is socially / culturally inherited. A physi-
cally autonomous entity is still a socially organized and historically con-
structed individual. Biology provides us with such processes as memory,
attention, and consciousness of things around us. This we share with our
primate cousins. Culture provides the means through which we come
to gain intentional control over our biological endowment. As Vygotsky
said, humans, through culture, are able to control rather than be control-
led by our brains. This control gives us the ability to inhibit immediate
reactions to stimuli from the world, which in turn allows us the option of
planning how to respond to the stimuli.

When an animal feels hunger it sets out immediately to seek food.
Humans experiencing the same feeling can decide to delay the seeking of
food, to build an appropriate weapon, or to coordinate a hunt with other
individuals. The capacity to plan symbolically is the primary way we are
able to control our biological abilities. Symbols are created by cultures. As
Marx put it, the spider builds a web by instinct, while the architect first
builds a house symbolically on paper (or on a computer). Among other
things, this reduces the risk of getting it wrong when the real building is
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constructed. So, human cognition—understood as the ability to exercise
voluntary and intentional control over our biological brains—comes from
culture, which creates the symbols that we use to exercise this control.

JJ: I think that many readers here in Japan will be particularly interested
in the chapters on SCT-based pedagogies, Dynamic Assessment (DA)
and Systemic-Theoretical Instruction (STI). Pedagogy is where a com-
plex theoretical construct like the Zone of Proximal Development (ZPD)
makes practical sense.

JPL: I think it is a mistake to turn straight to the pedagogy chapters with-
out a full appreciation of what they are arguing for. The result is likely to
be what I'have called a “technologization” of the pedagogy, whereby DA
or STl is reduced to a set of techniques to follow rather than a completely
new approach to understanding the relationship between teacher, learn-
ers, and the object of study.

JJ: How do the two teaching methods differ?

JPL: DA and STI illuminate different aspects of the same theory of
pedagogy as grounded in Vygotsky’s general theory. The most important
aspect of STI, which perhaps doesn’t come out as forcefully as it should
in the book, is that instruction in any field has the responsibility of pre-
senting learners with the very best knowledge on a given object of study
available at the time. The object cannot be compromised for the sake of
ease of understanding.

On the other hand, pedagogy based on appropriate forms of media-
tion (DA) must be flexible enough to help learners at any level develop
toward full understanding of, and control over, the object of study. Even
though we wrote the book only a short while ago, our thinking on STI and
DA has changed considerably as a result of carrying out further research
and having taught two graduate seminars on these topics. If we were to
do a new edition of the book, I think we would integrate STI and DA into
a single chapter and show how the two concepts can work more closely
in promoting development. [Working papers discussing these pedago-
gies can be downloaded from the CALPER website: <http://calper.
la.psu.edu>.]

JJ: Your misgivings about concepts being removed from their theoretical
context seem well-founded. Many references to SCT concepts in articles
and presentations seem deracinated.
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JPL: This is very frustrating. This has been one of the problems we have
had to confront almost from the beginning of our efforts. People find
various bits and pieces of the theory appealing and then they proceed to
work with these bits and pieces independent of the full theory. The classic
example is the ZPD, which is perhaps one of the most misunderstood
and misused constructs of the entire theory. To extricate the ZPD from
Vygotsky’s writings on development, mediation, activity, sense, sign, et
cetera, undermines the construct itself.

Having said this, I think it is a good thing to extend theoretical con-
structs and concepts, including the ZPD. Vygotsky himself did not write
a lot about the ZPD and after more than 80 years you would think we
would have come to a deeper understanding of what the ZPD is about
than we have.

However, I don’t think this gives one license to interpret the original
concept in any way one pleases. To extend, and even to modify, a concept,
requires an understanding of what the original notion of the concept was.
This, in my view, hasn’t happened. What is often passed off as the ZPD
(including the notion of scaffolding) is a genuine distortion of how Vy-
gotsky understood development as a mediated process.

JJ: If you were asked to put Vygotsky’s main theoretical contribution into
a single phrase, what would you say?

JPL: His true insight was that there is an inseparable and organic connec-
tion, between individuals and their social circumstances, that is the source
of thinking. This connection, in mainstream psychology and linguistics,
including SLA, has in many ways been severed, resulting in a dichot-
omized psychology, much in the way the language under Saussure’s
influence was dichotomized—separated from its speakers.

JJ: How has your thinking on Vygotsky evolved since you first entered
the field?

JPL: Vera John-Steiner once said to me that reading Vygotsky was like
traveling through a long tunnel. Only after being in the tunnel for years
and years can one begin to see the light at its end. This is precisely what
my experience of Vygotsky has been. When one first reads Vygotsky, one
thinks it is understandable, almost a common sense way of thinking about
the connection between mind and society. But until you read between the
lines and realize that what Vygotsky was proposing was a profound new
ontology of what it means to be human, you don’t really understand his
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work. If you were to look at my set of his collected writings you would
see evidence of my different readings of him in what is underlined and
what is commented on in the marginalia.

This is a long-winded way of getting to my answer—the single most
important notion to be discovered in Vygotsky is his dialectical perspective
on human consciousness. Until this notion emerges in your thinking, you
are left with a collection of concepts (the ZPD, private speech, mediation,
activity, sense, meaning, etc.).

SLA is still functioning under a set of dichotomies that I think have
prevented us from fully understanding the nature of language learning
and teaching. These include competence/performance, learning/acqui-
sition, input/output, learning/use, individual/social, explicit/implicit
knowledge, teaching/assessment, teacher-centered/learner-centered
pedagogy, et cetera. At the moment I am carrying out what is likely to be
an extended project on what SLA would look like from a dialectical rather
than a dichotic perspective.

JJ: Could you unpack the term dialectical? How does it differ from con-
textual or interrelated? If something is done in dialogue, does that make it
dialectical?

JPL: To function dialectically means to be able to hold in one cognitive
space notions that on the surface appear to be contrary (learning/devel-
opment, implicit/explicit knowledge, input/output, etc.) and to come to
understand how these seeming contraries fit together as necessary com-
ponents of the object of study.

Dialogue and context are events and spaces. What matters is the qual-
ity of what happens in these events and spaces. A dialogue for instance
can be antagonistic rather than dialectical. A dialogue can also be coop-
erative and even collaborative without being dialectical.

A dialectical view of the world, going back to Spinoza, for instance,
understands the world as inherently integrated, including especially
events and activities that on the surface appear to be contrary. The di-
chotic/dualistic viewpoint breaks this natural nexus whereby the whole
is shattered and with it the very nature of what one is trying to under-
stand and or participate in. So, to argue for the independence of learn-
ing and development, as is done in a classic Piagetian perspective, loses
sight of the possibility that learning and development are components of
a unity: one builds upon the other in a potentially unending cycle. The
same can be said about the relationship between the individual and the
social, learning and assessment, et cetera.
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The dialectic is at the heart of what we know as human society. The
reason people hang together in societies is because we are different from
each other and therefore we need and rely on each other. If we were all
the same, there would be no society.

James Lantolf is to speak at the upcoming Independent Learning Asso-
ciation’s conference Exploring Theory, Enhancing Practice: Autonomy across
the Disciplines, to be held October 5-8, 2007, at Kanda University of Inter-
national Studies in Chiba, where he will give a plenary address on the
topic “Autonomy and Sociocultural Theory.”
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Japanese Female Professors in the United States: A
Comparative Study in Conflict Resolution and Intercultural
Communication. Masako Hamada. Lewiston, NY: The
Edwin Mellen Press, 2006. i +266 pp.

Reviewed by
Justin Charlebois
Aichi Shukutoku University

One result of globalization is an increasing interest in other cultures
and languages. Educators residing abroad are quasi-cultural ambas-
sadors who not only teach the formal aspects of language but also the
pragmatic and cultural. These educators in turn often face a plethora of
cultural obstacles in the course of their residence abroad.

This book, based on Hamada’s doctoral dissertation, is the first of its
kind. It discusses the various challenges Japanese female professors are
faced with in university classrooms in the United States. Hamada focuses
on the strategies these women use when dealing with academic conflicts
and misunderstandings. In relation to this, she is also interested in how
length of residence in the United States affects the use of these strategies.
In order to investigate this she combined a written survey questionnaire
(partially multiple-choice and partially open-ended questions) with
open-ended, in-depth guided telephone interviews.

The first part of the book is dedicated to a comprehensive literature
review of gender and Japanese culture. Her multidimensional analysis
of the challenges facing Japanese women transcends gender and incor-
porates other factors which can affect communication. These factors are
rooted in cultural differences such as conflict avoidance and the preser-
vation of harmony, face-saving, omoiyari (empathy), enryo (self-restraint),
and high context communication. While she illustrates that these fac-
tors do affect communication between Japanese female professors and
American students, it is a safe assumption that they would also influence
intercultural encounters on a more general level as well.

Hamada highlights five styles that her participants used to handle con-
flicts. These are avoiding, compromising, dominating, integrating, and
obliging. The integrating style was the most prevalent way of handling
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conflict. This style is characterized by solving an issue with a student. It is
also characteristic of a Western approach to handling conflict.

As their length of residence in the United States increased, her partici-
pants more frequently utilized the dominant style and less frequently the
obliging one. The dominant style is characterized by firmness in pursuing
a given position when dealing with a student. Hamada is careful to cite
age and increasing experience as contributing factors to the preference for
this style besides the obvious “Americanization” of her participants. The
obliging style, on the other hand, involves accommodation to students’
wishes, and may more accurately characterize a Japanese communica-
tive style. However, in interactions between superiors (i.e., teachers) and
subordinates (i.e., students) this is not always the case in Japan.

Finally, Hamada cites the problems precipitating conflict which were
mentioned most often in the survey. These are students complaining about
grades, not showing respect for professors, classroom behavior (e. g., eat-
ing and drinking during class), attempting to negotiate with the professor
to change the curriculum, cheating, the language proficiency of the pro-
fessors, students’ lack of preparation, and differences in communication
styles. This section of the book is apparently intended to assist Japanese
educators with their transition to United States academic culture.

This book is very well written and thus accessible to a wide audi-
ence. It includes both quantitative and qualitative analyses which fur-
ther strengthen the author’s claims. Statistical analyses are thoroughly
explained so that even a novice can easily interpret the results.

Hamada’s book is useful for anyone interested in intercultural educa-
tion. Expatriate educators in Japan may benefit from knowledge of the
various issues facing their counterparts residing abroad.

While Japanese professors in the United States may be the intended
readership for this book, any educator involved in instructing pragmatic
and cultural aspects of language will find this volume to be a valuable re-
source. In addition, Japanese learners of English who plan to live or work
in North America would benefit from an awareness of the importance of
the integrating style of conflict management in United States culture. At
the same time, it is crucial for these students to learn that in many West-
ern cultures silence is not golden and success depends upon one’s ability
to articulate his or her opinions. The adage “the nail that sticks out gets
hammered down” translates to “the squeaky wheel gets the grease” in
many Western cultures. Hamada eloquently highlights these and many
other issues facing those involved in intercultural interactions.
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Language Learners in Study Abroad Contexts. Margaret
A. DuFon and Eton Churchill (Eds.). Clevedon, Buffalo,
Toronto: Multilingual Matters, 2006. xii + 329 pp.

Reviewed by
Michael Thomas
Nagoya University of Commerce and Business

While study abroad programs continue to be extremely popular with
learners and teachers around the world, research on second language
acquisition in study abroad (SA) contexts is still in an early phase of
its development. The popular belief that SA programs lead to gains in
competence is one of the few generalizations that can perhaps be sup-
ported. SA researchers are now expanding their analytical focus to com-
parative studies and the demonstrably different experiences of learners
even within the same study programs and host contexts. On the whole,
existing studies provide a series of contradictory findings, depending on
learner age, gender, type of study program, language proficiency, relation-
ship with host families, or personality of the learners themselves. These
individual and program variables indicate that the process of language
acquisition in SA contexts is often far from consistent and unilinear, and
presents a series of complex challenges for researchers in the field to map
effectively.

Language Learners in Study Abroad Contexts is a welcome addition to
the research literature on the subject, offering 10 chapters that combine
both theoretical and practical considerations of the major themes. Col-
lecting contributions from nine different authors familiar with SA pro-
grams in Japan, Indonesia, Germany, Australia, and the USA, the book’s
four sections range across a number of areas, from research on gains in
linguistic skills, learner motivation, and learner strategies and anxiety to
the sociolinguistic and metacognitive knowledge required if SA learners
are to be successful (Paige, Cohen, & Shively, 2004).

Chapter 1, Evolving Threads in Study Abroad Research, serves as an
introduction to the volume as a whole, providing an overview of exist-
ing research studies while describing a number of new developments
that have occurred over the last 10 years. Research is becoming increas-
ingly analytical, focusing on issues concerning literacy and register, and
moving from general proficiency to more detailed studies of grammar,
pronunciation, and prosodic language features. Comparative studies
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of at-home (AH) and SA programs have emerged, with more attention
given to individual learning differences. Lately, following the social turn
in SLA, a concern with researching the variables shaping the host context
has developed, though these have been limited to only a few languages
and programs to date.

Chapters 2 and 3 belong to Part 1 of the book subtitled The Acquisition
of Pragmatic Competence During Study Abroad. Both chapters explore
issues in pragmatics, primarily in relation to strategies for taking leave
in Indonesian (Chapter 2), or the conventions governing the use of social
address (Sie/du) in German (Chapter 3). Both contributions confirm pre-
vious research (Barron, 2003), supporting the notion that the conscious
awareness of input is extremely important for the acquisition of second
language pragmatic knowledge.

In Part 2, Chapters 4, 5, and 6 examine the theme of Interaction and
Socialization at the Host Dinner Table, focusing on study abroad contexts
in Indonesia and Japan. Issues explored include the socialization of taste
in a second-language culture, the expression of folk beliefs in dinnertime
conversations with host families, and the acquisition of linguistic and
cultural norms in a homestay setting. The main implications arising from
the studies supported the notion of a homestay environment as an “op-
portunity space” to learn the cultural aspects of language, the dynamics
of which are not normally available to learners in traditional pedagogical
contexts.

The two chapters in Part 3 entitled, From Home to School in the Study
Abroad Environment, explore the negotiations that occur between the
homestay environment and that of a formal teaching context such as a
high school. Research findings from the studies in this section focus on
the wide variety of performance often found in SA learning environments
as compared with study at home.

In the final part of the book, The Influence of Individual and Program
Variables on SLA, Chapters 9 and 10 discuss issues of learner motiva-
tion and attitudes, social networks, and learner strategies. The chapters
provide an appropriate closure for the studies contained in the rest of the
book by foregrounding the need to focus on the complex relationship
between learners’ motivation and the development of appropriate sup-
port structures and social networks in an SA context.

Language Learners in Study Abroad Contexts is a valuable contribution to
an emerging field, where initiatives have largely been based on an intui-
tive belief rather than sound research. The three papers that address SA
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issues related to Japanese learners will be of particular value to teachers,
academics, and coordinators involved in SA programs in Japan. The book
should also provide some much needed theoretical input for existing
practitioners in the field. It also could act as a reference point for future
enquiry by SLA researchers looking for a still emerging disciplinary area
that is conducive to original work.
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Interlanguage Pragmatics: Exploring Institutional Talk.
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Mahwah, NJ: Lawrence Erlbaum Associates. 2005. 230 pp.

Reviewed By

Gregory P. Glasgow
MA in TESOL Graduate Program
Teachers College, Columbia University, Japan

Behind the walls of variousinstitutions there existunique waysin which
discourse unfolds. These forms of talk have attracted the interest of many
scholars, according to Wasson (2000), for example, who acknowledges
that there has been “a growing concern with the question of how everyday
talk is embedded in institutionalized structures of power” (p. 457). The
analysis of how language functions in specific institutional contexts is the
subject of Interlanguage Pragmatics: Exploring Institutional Talk, edited by
Kathleen Bardovi-Harlig and Beverley Hartford, two principal figures in
the fields of pragmatics and second language acquisition.

The book piques the reader’s interest from the beginning by outlining
the benefits of such research. Bardovi-Harlig and Hartford’s introduction
and the first chapter, Institutional Discourse and Interlanguage
Pragmatics, explain the benefits of studying institutional talk in terms



136 JALT JourNAL

of “three primary requirements” (p. 31): comparability, interactivity, and
consequentiality. The two editors contend that institutional discourse is
comparable since institutions may share the same features within and
across them. They also propose that it is interactive in the sense that two
people or more are necessary for discourse to occur, and consequential
since such talk is situated in situations that have specific objectives.

One group of institutions examined was universities (a university
tutor center and a university physics classroom) and secondary schools.
In Chapter 2, Writing Center Interaction: Institutional Discourse and
the Role of Peer Tutors, Jessica Williams compares native speaker (NS)
and nonnative speaker (NNS) interactions with NS writing tutors,
discovering salient differences in turn construction and organization of
discourse. She discloses that social distance between tutor and student
varies, with NNS students seeking more tutor assistance and NS students
expecting to operate more on an equal footing. In Chapter 3, Lynda Yates’
Negotiating an Institutional Identity: Individual Differences in NS and
NNS Teacher Directives, the variation of mitigated teacher directives
uttered by Australian and Chinese teacher trainees in the secondary school
system yields interesting data on how such directive forms correlate
with nationality, gender, and individual style. University interaction is
the focus of Chapter 5 in which Catherine Evans Davies and Andrea
Tyler’s Discourse Strategies in the Context of Crosscultural Institutional
Talk: Uncovering Interlanguage Pragmatics in the University Classroom
examines an incident where a Korean teaching assistant (TA) confronts an
American student caught cheating. In this study, Davies and Tyler refer
to a unique form of discourse formed by the Korean TA that is referred to
as a “third place,” or, in other words, discourse not specifically governed
by sole transfer of L1 pragmatic competence into L2 discourse situations.
The unique nature of this form of discourse shows that “broad, sweeping
notions” (Watts, 2003, p. 101) of culture may tend to view NNS language
users in a unidimensional manner and neglect to consider other dynamic
forces affecting L2 language use in specific contexts.

Other institutions and milieus that were researched were employment
centers, hotels, social service, and doctor-patient contexts. In the job
placement center in Chapter 4, Before, During, and After the Event:
Getting the Job (or Not) in an Employment Interview, Julie Kerekes
examines external factors (language ability, background, and others)
that affected the outcomes of gatekeeping encounters with temporary
industrial job applicants. In Chapter 6, English for Specific Purposes
(ESP) and Interlanguage Pragmatics (ILP), Elaine Tarone asserts that
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ESP research can inform ILP researchers about the way that second
language learners use pragmatic functions in the real world. However,
Tarone cautions against leaning too much towards an NS versus NNS
distinction here, as it tends to be overemphasized; instead, the expert
versus novice paradigm is better served to inform the ESP framework.
Finally, Tara Leigh Gibbs, in the following chapter, Using Moves in the
Opening Sequence to Identify Callers in Institutional Settings, takes into
consideration NNS hotel housekeeping trainees’ successes and failures
in learning how to perform specific genres of calls known as “call-ins”
to request pick-ups of items or furniture in hotel rooms. Gibbs exposes
how such genres have their own conventions, which would need to be
effectively taught to novices.

The information obtained from studies like these can benefit those
who would like to practically apply such findings in a pedagogical
context, particularly for L2 speakers who are novices in such settings. The
studies here provide a wide range of approaches to studying institutional
discourse reinforcing the message that multivariate approaches lend
themselves to more rich, varied, and interesting data. The challenge is,
however, to get permission to conduct the research. Several guidelines
are listed in the Practical Considerations section, and Bardovi-Harlig
and Hartford avoid sounding overly optimistic by practically addressing
issues surrounding gaining permission to conduct such studies. To
those who would emulate the book’s contributors, they advise patience,
persistence, and the effective use of social networks, among others, as key
ways to ensure success.

Overall, this book is a valuable addition to the area of interlanguage
pragmatics where it is hoped it will influence similar researchers to follow
in the same path, broadening the scope of such research in the future.
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Connecting Reading & Writing in Second Language Writing
Instruction. Alan Hirvela. Ann Arbor, MI: The University
of Michigan Press, 2004. xiii + 210 pp.

Reviewed by
Christian Perry
Hokusei Gakuen University

Part of the Michigan Series on Teaching Multilingual Writers, this
book addresses an issue which deserves greater recognition: the com-
plementary nature of reading and writing in language learning. Many
instructors, lacking insight into how these two skills relate, teach them
piecemeal. The goal of the book is to address this unnecessary division
so that teachers and their students realize the benefits of aligning reading
and writing activities.

The book resembles others in the series in terms of length and struc-
ture. Each of the five chapters is divided into numerous subtopics and
each concludes with a set of Questions for Reflection and Discussion. The
first chapter, Overview of Reading-Writing Connections, recounts how
researchers have come to recognize the essential link between reading
and writing and how they have worked to bridge the gap that has existed
historically between the teaching of the two. The least interesting of the
chapters, it reads like a dry series of book reviews accompanied by laun-
dry lists of bullet points and clusters of references to associated research.
While there is a certain logic to beginning with relevant background
material, this initial chapter could discourage the reader from plowing
forward to more compelling material.

Fortunately, after the first chapter, the book begins to fulfill the promise
of its title by incorporating pragmatic concerns into the discussion. Chapter
2 presents reader-response theory, according to which meaning does not lie
buried in the text like a fossil waiting to be unearthed: it is composed by
the reader through interaction with the text. Reader-response theory frees
the reader from the burden of deciphering the author’s intended meaning,.
Because their voice has a status equal to or superior to that of the text, read-
ers (L2 learners in particular) can focus on developing their own insights
instead of worrying whether they have understood the text in the right
way. A further benefit of reader-response theory is that it recasts reading
as an active, productive process instead of the passive, receptive one that it
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has long been presented as in language classrooms.

Chapter 3 and 4 examine, respectively, writing as an avenue to reading
and vice versa. A teacher of limited experience with writing pedagogy
would find Chapters 3 and 4 especially valuable. The author advocates
injecting writing into the reading classroom, and reading into the writing
classroom, on the premise that practice in one skill generally leads to pro-
ficiency gains in the other. For example, texts for reading classes can serve
as models for writing assignments. Furthermore, problems manifested in
one skill may have roots in the other (e.g., a student’s apparent writing
difficulties may in fact be the consequence of reading struggles). Teachers
can address such weakness via the complementary skill. As Hirvela ex-
plains, “Writing before, during, or after reading enables a reader to make
sense of her or his reading, which in turn strengthens the quality of the
reading and contributes to the development of L2 reading skills” (pp.
73-4).

With emphasis on classroom application, Chapter 5 describes five dif-
ferent models of reading-writing pedagogy (computer-mediated, litera-
ture / response-based, collaborative, content-based, and sequential) and
discusses choosing texts and tasks for each. Inclusion of the computer-
mediated model underscores one of the book’s key points: reading and
writing can no longer be considered solely in terms of the conventional
printed page. The growing use of computers by students inside and out-
side the classroom means that teachers must consider the ramifications
of “electronic literacy” (p. 142). As for the other four models, their con-
cepts will be familiar to veteran teachers, who should read with an eye
toward synthesizing from all five models the features relevant to their
classrooms.

One flaw needs mentioning: as the book progresses, the writing be-
comes marred by an increasing wordiness. The careful wording of the
introduction and first chapter gives way to rambling prose that makes
straightforward ideas needlessly tangled. The final chapter is rife with
phrasing that could be trimmed without sacrificing clarity. Though
wordiness is not out of character for academic texts, it is ironic that a
book on reading and writing pedagogy should fall short as a model of
concise prose.

This drawback aside, the work has value: the author offers compelling
evidence for linking reading and writing and makes good suggestions for
classroom activities. The book’s ideal readership would be experienced
teachers seeking a broader perspective on reading and writing.
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CALL Research Perspectives. Joy L. Egbert and Gina Mikel
Petrie (Eds.). Mahwah, NJ: Lawrence Erlbaum Associates,
2005. xi + 204 pp.

Reviewed by
Nicolas A. Gromik
Tohoku University

Egbert and Petrie have edited a comprehensive and concise text which
provides a review of the most pertinent research methods and their inter-
pretation by experts in the field of Computer Assisted Language Learn-
ing (CALL).

CALL Research Perspectives is invaluable for researchers from all fields,
for as many of the contributors assert, research is no longer the dominion
of one theoretical framework. Rather it is the symbiosis of many in order
to illuminate the complex aspect of language learning and skills develop-
ment, as well as the effect of intrapersonal variables, and the sociocul-
tural, economical, political, and historical forces which create the world
as we perceive it both physically and virtually.

CALL Research Perspectives is organized into three sections: an intro-
duction, the research perspectives, and a conclusion. The introduction
offers an overview of CALL research, which Egbert still finds lacking a
“coherent understanding” (p. 3). Therefore Egbert proposes a definition
of CALL which places at its center language learning. She concludes that
no matter who undertakes research, the methodology must be rigor-
ous. Next, an article by Huh and Hu suggests how research rigor can
be achieved. To set a criterion for research they review a wide range of
articles and research to highlight the weaknesses of previous research
and to emphasize that research should have strong theoretical support
based on valid objectives and research design.

The main part of the book, Research Perspectives, is a collection of
articles from leading CALL researchers. Meskill opens this section by
explaining that metaphors can help define how we observe and describe
what we understand as we establish perspectives of CALL. Warschauer
examines the relationship between a sociocultural perspective and CALL
from the point of view of the Vygotskian “concept of mediation” (p. 41).
Many researchers will be familiar with the Zone of Proximal Development
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(ZPD), but fewer are aware of the concept of mediation. The concept is
equally important for as Warschauer explains, CALL is not simply about
the technological contribution towards language learning; it must also be
concerned with how learners and technology interact in order to bring
about learning development. Investigating interactionist SLA theory and
its contribution to language acquisition through and around technology
and communities of learners, Chapelle reflects on the meaning of interac-
tion by questioning how authentic communication fits within CALL and
SLA.

Hauck reviews research on the concepts of metacognitive knowledge and
metacognitive strategies. Referring to Flavell, Wenden, and other prominent
authors on the issue of metacognition, Hauck details how these meta-
cognitive elements assist language learners to develop an understanding
of their capabilities and the learning process. Mohan and Luo explain
how Systemic Functional Linguistics examines learners’ use of the target
language to construct and infer meaning from everyday communication.
Due to the extent to which computers are now being used to construct
all aspects of communication, Systemic Functional Linguistics is one
approach that is helpful in examining how CALL and learner discourse
objectives intertwine.

Commenting on visuality, Petrie observes that learners have come to
develop skills to create a variety of visually enhanced documents. Petrie
comments that visuality can be both a complement and a distractor dur-
ing language learning acquisition. Yet such an approach can bring stu-
dents to a deeper understanding of the semantic and semiotic features of
communication.

Researching authentic language in Computer-Mediated Communica-
tion can be problematic, according to Crystal (2001). Nonetheless, Loth-
erington comments that due to constant online social lexical evolution,
chat-based learning requires further investigation—notably in the area of
language authenticity. Jackson and Delehanty’s (1996) coaching guide to
bringing the Chicago Bulls to multiple wins has defined the terms zone
and flow. Egbert applies the flow metaphor to suggest that the right mix
of tasks, skills, psychological states, and language objectives can bring
learners to immerse themselves in the act of learning for the joy of learn-
ing. Very little research investigates flow, and Egbert’s contribution shows
how flow data collection is not such an easy task.

Considering culture, Brander posits, is vital when considering CALL
and online education. Not only do students have a right to protect their
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own culture from external bias structures; they also have a right to
understand how to build bridges between their conceptualization and
experiences with cultural identities. Yang explains how Situated Learn-
ing (Lave & Wenger, 1990) can be integrated into a CALL environment.
Whether it is in the class or on the net, students become part of communi-
ties from which “learning takes place as an act of membership” (p. 159).
Yutdhana informs readers that Design-Based Research (DBR) first emerged
as a concept in 2002, when Hoadley “describe[d] work combining soft-
ware design and research in education” (p. 170). Yutdhana provides some
examples to demonstrate that researchers can benefit from DBR, because
as a research method it analyzes the effect of designing learning environ-
ments on developing learning theories. This contribution concludes that
although DBR can lead researchers to develop “richer” understandings
of CALL environments, DBR does need consistent, long-term investment
in order to bear results (p. 176).

As the last contributor to the research perspective section, Raby begins
her review of User-Centered Ergonomic Approach to CALL Research with an
anecdotal observation of one of her students who had decided to use a
piece of grammar-learning software to develop her idiomatic compre-
hension level. Ergonomics aims to evaluate the reasons subjects act and
perform the way they do during their working activities (p. 180). This is a
novel angle from which to observe student behavior as it places CALL in
the position of a working environment rather than a learning milieu. Raby
concludes that by positioning CALL as a working environment research-
ers might need a variety of theories to observe “learning and teaching
not only as performance but also as psychological and social processes
[which] call for many dimensions to be taken into account” (p. 187).

In the conclusion Petrie observes that CALL Research Perspective is not
intended to be “a comprehensive atlas. Rather . . . [it] is a developing
map” from which to establish working paths in the CALL field (p. 194).
Vygotsky’s sociocultural theory is the common thread which ties the con-
tributions together. That is to say, the contributors provide some evidence
that students have much to gain from computer-based activities, which
encourage them to autonomously investigate their language and techno-
logical abilities. Thus each contribution not only reviews CALL research
in depth, but also offers invaluable future directions towards creating
learning environments that are more conducive to student-centered
learning activities. In addition, CALL Research Perspectives’ consistent for-
mat makes it an accessible read for both novice and advanced researchers
interested in research methodology and CALL.
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The Greek & Latin Roots of English. 3rd ed. Tamara M.
Green. Lanham, MD: Rowman & Littlefield, 2003. xvi +
235 pp.

Reviewed by
Stella Yamazaki and Tatsuroh Yamazaki
Hosei University

As the preface to this book informs us, more than 60% of all English
words are derived from Latin and Greek. The number rises to 90% in the
areas of science and technology. The study of Graeco-Latin roots is as
valuable to science majors as to English majors, be they native speakers
or foreign language learners, and is an interesting and time-efficient way
to enlarge one’s vocabulary across a wide range of disciplines.

The Greek and Latin Roots of English was originally written as class ma-
terial by Tamara Green, professor and chair of the Classics Department
at CUNY-Hunter College, for a course on Latin-Greek etymology offered
jointly to mainstream classics majors and advanced ESL students. Green’s
resulting text is a fascinating and highly readable account of the linguistic
origins of many English words. The reader does not need a background
in Latin-Greek studies, but this certainly would be an advantage.

The 18-chapter text is presented thematically with separate units on
the structure of the Latin and Greek languages followed by sections on
professional disciplines including politics, medicine, and literature, and
concluding with information on the history and cultures of Greece and
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Rome, as well as Latin expressions still used in English. Except for a
short, introductory lesson on food, most chapters include an extended
reading and a word bank containing Latin and Greek words, their Eng-
lish meanings, and one example for each of a derived word in English.
Exercises follow giving cumulative practice with additional words de-
rived from these roots. Rather than presenting Greek and Latin roots in
separate sections or one by one with long lists of derived words, Green
deliberately chose this integrated, topical approach to preserve a sense of
the richness and complexity of the English language, which has absorbed
so many words of foreign origin. The text ends with separate appendices
of the Latin and Greek words appearing within the chapters. A teacher’s
manual is also available.

Native speakers interested in etymology will find this book a feast for
the intellect. It is packed full of interesting facts. For example, few read-
ers will know that the word ketchup comes from Chinese. Native readers
will delight in discovering the Latin and Greek origins of a profusion
of familiar and unfamiliar words, particularly those coming from Latin
through French. Thought-provoking chapters on the linguistic structure
of Latin and Greek deserve several readings. This is a book to be read
through once for basic understanding and then kept to be used regularly
as a reference work.

The very thing which makes this book intriguing to native speakers,
however, may discourage its use with the EFL students we have in Ja-
pan. The presentation of roots with single-word English examples is not
meant for readers with a small number of Graeco-Latin-derived words in
their repertoires. The book’s complex thematic presentation would surely
frustrate many students who are accustomed to memorizing long lists of
words for short-term recall on tests. Finally, the explanations of Latin and
Greek structure are written for learners having extensive experience with
grammar study in English-speaking countries.

The above caveats, however, should in no way dissuade native Eng-
lish teachers from reading this book. With the current shift in Japanese
universities away from English conversation classes and toward content
courses, academic reading, and TOEFL study, it behooves college-level
EFL instructors to broaden their understanding of Graeco-Latin etymol-
ogy so that they can confidently impart this knowledge to their students
and help expand their vocabularies. This book is a great place to start.
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An Introduction to Psycholinguistics (2nd Edition). Danny
D. Steinberg & Natalia V. Sciarini. 2006. Harlow, UK:
Pearson Longman. xvii + pp. 306.

Reviewed by
Jests Garcia Laborda
Universidad Politecnica de Valencia (Spain)

Psycholinguistics is a difficult field of study because of its continuous
development due to ongoing research. Often the terminology is rather in-
comprehensible to nonspecialists, so some linguistics students and even
teachers may lack the knowledge to understand its different branches.
That is why books called introductory need to be accessible to novice
readers. They should contain a comprehensive updated bibliography
and, whenever possible, an ample glossary. An Introduction to Psycholin-
guistics has accomplished the first two, but lacks the glossary, which is a
drawback. This is a book that offers a simple and complete approach to
different aspects of the relationships between psycholinguistics and first
and second language learning (acquisition).

The book has three main parts: a) first language learning, b) second
language learning, and c) “language, mind, and brain” which is centred
on aspects of culture, natural grammar, and the function of thought and
the brain in language development. The writers have succeeded in sim-
plifying the language and ideas presented throughout the book so that
they are accessible to all readers regardless of their previous knowledge
of the topics.

There are, however, three challenging assumptions in the preface that
may be difficult to achieve or may lead to the wrong impression that they
are mainstream views in the field. The first is the idea that this volume
can “bring the reader to the highest level of understanding of the topics”
(p. xiii). Because of the positive simplicity of this introductory book, it
may be difficult to reach a high level of understanding of controversial
and highly specialized topics. The second assumption is the labelling of
Natural Grammar as “a new theory of grammar.” Discussing in detail
whether Natural Grammar is new is beyond the scope of this review;
however, itis partially assumed in older theories, some of which were for-
mulated by Krashen 30 years ago, or introduced in the “natural speech”
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methods (Direct Method or Total Physical Response) (p. 150) even longer
ago. The last interesting assumption that teaching methodologies should
focus on learners may be hard to achieve as teachers have their own ways
of thinking and doing, and it is difficult for them to change their style, be-
liefs, and attitudes. However, it is in the teachers’ interest to try to change
and be open and flexible in their daily work by listening more to their
students’ needs than to their own ideas.

One innovative section focuses on the mental processes that lead to
communication (understanding and expression) in sign language. Even
the most nonspecialized psycholinguistics books fail to include this be-
cause it is quite a controversial topic and specialists tend to believe it is
not of much use to the general public.

I also found it very useful for the JALT readership that special atten-
tion was paid to Japanese and Chinese research in the teaching and acqui-
sition of kana and kanji in writing, speaking, and even psycholinguistic
disorders like aphasia.

Overall, Steinberg and Sciarini have accomplished a brief but in-
formative book which should have a significant place in the field of
psycholinguistics, especially in Asia. Readers will find An Introduction
to Psycholinguistics informative, reader friendly, and more than anything
else, useful and well balanced.
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