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EDITORIAL

Patrick Buckheister

This issue is dedicated to the memory of Patrick Buck-
heister, a former editor of JALT Journal, who died last year. A
tribute to him appears in this issue, page 75.

International Communication
Learning English in Japan, Learning Japanese Overseas

The fact that Japan is now a major economic power in the
world is having consequences for language education both
outside and inside Japan.

Outside Japan, and particularly in the United States and
Europe, the learning and teaching of the Japanese language
has traditionally been a poor cousin (albeit a necessary first
step) to the study of Japanese history and literature. This
situation is now changing. Oxford University and the Uni-
versity of London’s School of Oriental and African Studies
are now' introducing listening tests and interviews into their
final (B.A.) examinations. Harvard University has, in the past
few years, developed an active and effective Japanese lan-
guage program under Prof. Tazuko Ajiro Monane who is
applying many of the techniques normally thought to be
exclusive to communicative English language teaching.

These changes reflect the desire of Japan’s major trading
partners, particularly the United States and Europe, to pro-
duce a body of competent communicators in Japanese in
the key areas of trade, business, finance and engineering. In
this issue of JALT Journal Hiroko Kataoka reports on an
investigation she undertook to determine if the students learn-
ing Japanese at universities in the United States were indeed
in these perceived areas of need, and if so, whether they
thought they would continue with Japanese studies.

But how do governments adjust to the need to provide
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speakers of Japanese? The supply of teachers is a major prob-
lem. It is not possible to retrain teachers of French (for exam-
ple) to become teachers of Japanese. In the United States
teachers are either ethnic Japanese, or Americans who have
returned from periods working in Japan; but there are clearly
not enough of them. Small teacher-training projects are start-
ing in the United States: Worthington (1988) reports that
the University of Michigan “hopes to alleviate its teacher
shortage with a three-year Japanese teacher training program
for 59 public school teachers.” He also reports ‘“‘a huge in-
crease” in students studying Japanese. According to him,
10,974 students in 195 high schools across the United States
are now studying Japanese. And there are a further 23,500
studying at college in 1986 — more than double the figure
for 1980.

The provision of Japanese language education in secondary
schools is, however, opportunistic rather than planned, and
this is also true of Britain. If there is a teacher who has some
knowledge of Japanese, and a sufficient number of students
who are keen, and an enthusiastic headmaster, it is possible to
study Japanese, and to take public exams in it.

At university and college level there is more evidence of
national planning. In Britain, for example, against the trend
of financial cut-backs in higher education, 41 new-blood posts
have been created in the areas of Oriental and African studies
specifically for vocational language training. Ten of these posts
are for the teaching of Japanese. In addition, four universities
have been designated centres of excellence for the teaching of
Japanese. These are Cambridge and Oxford Universities;
Sheffield University, which takes the Oxbridge students for
one year and gives them language training; and the School of
Oriental and African Studies of London University.

Within Japan there is increasing concern about the failure
of most students to learn to communicate in English during
their six years at high school. The main problem stems from
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the very narrow conception of what must be learnt to be a
successful user of English. In Japan, for most students, being
a successful user of English means being able to pass university
entrance exams. This involves knowledge of a grammar of’
English that few native speakers of English recognise, and
none use. As a result of these exams, teaching omits considera-
tions of situational and cultural appropriacy which are impor-
tant dimensions if the goal of teaching is to enable students
to communicate in English.

Four contributors to this issue address the problems of situ-
ational and cultural appropriacy from different perspectives.

Noriko Tanaka notes a failure of Japanese students overseas
to use informal language appropriately. As a result, they
project an image of themselves that is not flattering: they
appear socially inept and impolite. Shiozawa and Rives dis-
cuss, in terms of culture friction, the problems of a project
designed to increase high school students’ contact with real
English. Julian Edge suggests that, given the immense cultural
gap between the foreign teacher and Japanese high school
students, the best language model for Japanese students is
that of their Japanese teacher of English communicating in
English. John Ratliff argues for explicit teaching of cultural
awareness at university level using non-judgmental approaches.
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IN THIS ISSUE

Noriko Tanaka reports on a comparative study she con-
ducted in Australia on the ways in which Japanese speakers of
English differ from Australians in the way they make requests
to fellow students and lecturers. She notes that although
Japanese have a reputation for being polite, this politeness
is not reflected in the way they made their requests in English.
She argues that this failure was not just due to insufficient
command of the forms of the language, but also to a lack of
knowledge of what other elements were appropriate and in-
deed necessary accompaniments of the requesting act. She
traces the causes of these inadequacies back to the failure to
teach English for communication, and she makes recom-
mendations for the teaching of English in Japan.

Hiroko Kataoka reports on a survey of 185 students of
Japanese at three American universities. She investigates
whether or not the students learning Japanese represent the
fields (such as science, engineering and business) which are
generally perceived to be the most important for trade rela-
tions between Japan and the United States. She also investi-
gates student motivation and attrition rates for Japanese
courses. Her study will be of interest not only to those who
are involved in Japanese language teaching, but also to those
seeking to reform language education at university and college
level in order to meet national needs. This article was first
published in the Journal of the Association of Teachers of
Japanese, volume 20, number 2, November 1986. We are
grateful to the author and the editors for granting us permis-
sion to reprint.

Alan Hirvela, writing about his experiences in teaching
literature and language at university level in Hong Kong,
advocates the use of simplified literary texts alongside the
original versions. Among other advantages, this procedure puts
the more literary qualities of language into clear relief by com-
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paring passages from the original with their reduced and more
message-oriented simplified versions. He reports on his experi-
ences of using this technique with short stories.

Also in this issue

Point to Point

This is a new section which we intend to be a forum for
constructive comment on issues raised by articles which have
appeared in previous issues of the Journal.

It is inaugurated by two short articles. Julian Edge, follow-
ing up Nakayama (JALT Journal 8.2), argues that the appro-
priate language model for Japanese students of English is not
a native English speaker (a concept which is any case very
difficult to define), but the native (i.e. Japanese) teacher
communicating in English. He thus addresses the problem
which is fundamental to the situation discussed by Shiozawa
and Rives in their conference report.

John Fry examines the problems of Diary Studies which
were reviewed by Matsumoto (JALT Journal 9.1). He observes
that in such studies there are insurmountable problems of
validity in data gathering and in the reliability of data inter-
pretation. These problems, he concludes, limit the role diary
studies can therefore play in mainstream second language
acquisition research. Their limitations, however, become real
strengths when they are used in action research.

Conference Reports

The conference reports reflect both the variety of presen-
tations at the JALT conference at Waseda last year and the
variety of situations in which we all teach. Ratliff reports
on his research and teaching of intercultural communication
at a university, and includes timely reminders about non-
judgmental approaches (always hard to achieve) to learning
about other cultures. Shiozawa and Rives report on a dis-
cussion of the problems that both foreign teachers in junior
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and senior high schools and their Japanese colleagues have
in their dealings with one another. For high school students
and near-beginner students in general, Royal-Dawson explains
the value of fairy-stories and suggests ways in which they
might best be exploited. Thomas and Austin, who work with
adult students in an evening institute, show the value of four-
hour mini-projects, explain one in detail, and give a useful
list of other mini-projects that can be used with students of
different levels.

Book Reviews

David Wardell reviews a book on the language backgrounds
of students and the interference these backgrounds may cause
in the students’ learning. Brian Harrison reviews a text on
medical English which teaches language and skills necessary
for communicating with patients and colleagues.

Reference

Worthington, R. (1988, January 10). Japan speaking teens’ language.
Chicago Tribune, p. 17.

The editors would like to thank Kazuko Matsumoto, Gary
Buck, and Hideko Midorikawa for their help in the preparation
of this issue.
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Patrick Buckheister

Patrick Buckheister, Assistant Professor at Eastern Michigan
University and a former editor of JALT Journal, died on
August 13, 1987, at the age of 35 in Ypsilanti, Michigan.

Patrick Buckheister and his wife, Donna Brigman, who
survives him, became joint editors of JALT Journal in 1983.
During their tenure, which lasted two years, Patrick initiated
and oversaw the transition from an annual to a twice-yearly
publication. Through energetic lobbying and cajoling, he also
broadened the scope and representation of the editorial board,
and extended the range of professional contacts which are
vital for the continued survival of a journal such as this.

It was typical of Patrick’s energy and love for his work
that he took on this job while still in the process of writing
his doctoral thesis. He was a man whose work was a passion
for him. He gave many presentations and papers at JALT
meetings. His deep interest in linguistics, dating back to his
first degree at California State University at Fresno, and his
enthusiasm for classroom research, furthered by his Master’s
degree in TESOL from Teachers College, Columbia Univer-
sity, New York, were never absent for long from his thoughts
and conversation. He was not, however, a slave to his work;
amongst his many other interests was a love for aikido, a
discipline which he felt represented the best elements of
Japanese society. .

He earned the love and loyalty of his friends and the respect
of his colleagues with his direct, no-nonsense manner. He was
a man for whom life was too important to tolerate half-truths
and pretentiousness.

He spent two periods working in Japan, both in Nagoya;
first at Nagoya International College and then in the Nanzan
School system. For all who met him and worked with him, it
is difficult to believe that a man truly larger than life, who
contributed so much and who clearly had so much more to
contribute, is no longer with us. We extend our heartfelt
sympathies to Donna and their family. We shall not see his
like again.
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POLITENESS: SOME PROBLEMS
FOR JAPANESE SPEAKERS OF ENGLISH

Noriko Tanaka

Abstract

In this study, the politeness strategies of Australians and
Japanese speakers of English are compared in two tasks in-
volving polite requests. Four Australians and four Japanese
were *“‘video-taped™ making the requests. Their language and
the strategies they used are analyzed using the concepts of
face, notice and small-talk (Brown & Levinson, 1978).
Initial and final salutations and the language of the request
are also discussed. The Japanese speakers were more direct,
and did not appear to be as appropriately polite as the
Australians. The weaknesses in the performance of the Japa-
nese are traced to inadequacies in the teaching of English in
Japan. Some recommendations are made for the teaching of
English for communication in Japan.

Aim of the Study

Japanese people are often said to be polite, and many of
them believe it themselves. While this may be true on many
occasions, they may well fail to express the intended polite-
ness when speaking English. Expressing politeness is not easy
in a foreign language. The difficulty may be caused by a lack
of linguistic competence. For example, not knowing the
appropriate expression for a certain situation, a non-native
speaker might speak too abruptly and sound arrogant or im-
polite. Saying I want to go now instead of I have to go now
could surprise the other person. Another cause for the diffi-

Noriko Tanaka has an M.A. in English literature from Waseda Univer-
sity, an M.Ed. in TESOL from Temple University, and an M.A. in TESOL
from Canberra College of Advanced Education. She has taught English in
senior high schools in Japan for ten years.
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Politeness Problems

culty is the fact that politeness is expressed differently in
different cultures. The rules “as to when to speak, when not,
and as to what to talk about with whom, when, where, in
what manner” (Hymes, 1972, p. 277) in our native culture do
not necessarily work in different cultures. A Japanese person
who says I don’t think so as a reaction to a social compliment
such as You look gorgeous today! could puzzle or offend a
compliment giver who does not know it is a natural and
acceptable reaction in Japan. Problems could also result from
misconceptions about the culture in which the target language
is spoken. Those who think that English-speaking people have
complete freedom to express individual opinions, as quite a
few Japanese think, and thus say yes or no too clearly, could
be considered rude in many situations.

In order to avoid these kinds of problems, we Japanese
teachers of high school English must foster the use of English
appropriate to a given context and make students-practice
appropriate politeness strategies in social - interactions. Un-
fortunately English teachers in Japan have not been successful
in this respect. Grammatical knowledge has been too much of
a goal because entrance examinations for institutions of higher
education test such knowledge. As a result, the communicative
aspects of the language have been neglected. Even communica-
tive aspects which are taught do not necessarily lead to better
communication. For example, students are often taught that
I wonder if you could do. . .? is more formal and polite than
Can you do. . .? as a request, so many of them think it is the
safest form in every situation. However, the most formal
sentence is not always appropriate. On the contrary, being too
formal sometimes sounds strange, funny, or even rude. If one
asks a close friend at the table, I wonder if you could pass me
the sugar?, the friend would be puzzled about the overly
formal request. We should teach in what kind of situation each
form is appropriate.

It is time to make accurate use of polite language one of the
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important goals of English teaching in Japan. To attain this
purpose, some objective study is necessary to see how the cul-
tural patterns of English speakers and Japanese differ from
each other, and how English spoken by Japanese differs from
that of native speakers. If we know which differences cause
problems in social interaction, we can focus on the problem-
atic points in teaching English. The aim of this study is to
make a tentative exploration of these differences and to see
what we should teach so that our students will be able to
comimunicate with native speakers appropriately.

Face Theory

Brown and Levinson (1978) introduce the notion of face
into their theory of politeness. (The notion can be interpreted
as a concept similar to kao [face] in Japanese expressions like
kao o tateru [literally, set up face], which means to save face.)
They treat the notion of face as a basic want, and divide it
into two kinds:

Negative face: the desire of every “competent adult mem-
ber” of a culture that his or her actions be unimpeded by
others.

Positive face: the desire of every member of a culture that
his or her wants be desirable to at least some others.

(p. 67)

When we interact socially, we inevitably have sometimes to
act in ways which intrinsically threaten the face of ourselves or
other people. Brown and Levinson (1978, p. 65) call such
behavior a face-threatening act (FTA). For example, when we
make a request, we could threaten the other person’s face by
forcing him or her to accept an unpleasant responsibility. Or
we could threaten our own face because our request might be
rejected.

Factors which determine the seriousness of an FTA,
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according to Brown and Levinson, are three elements which
are to be found in both the speaker’s mind and that of the
hearer:

1) The social distance (D) of the speaker (S) and the hearer
(H).

2) The relative power (P) of S and H.

3) The absolute ranking (R) of impositions in the particular
culture. (1978, p. 79)

Strategies to save face are chosen according to the weighti-
ness of an FTA. For example, when we think that R is high (a
difficult request), and D and P are low (social parity between
S and H), we can use an expression such as Hey, Harry, I'm
awfully sorry to bother you. . .; while in the case of high P
value (H is superior) and low R (request not difficult), the
extreme case could be Excuse me, sir, I'm sorry to bother
you, but I wonder if you could just possibly do me a small
favour. . . (Brown and Levinson, 1978, p. 87).

The strategy is toward negative face or positive face. For
example, the greeting Hey, Harry shows the familiarity which
the S feels toward the H, which is considered positive polite-
ness (Brown and Levinson, 1978, p. 106). Apologizing before
introducing an FTA, I'm awfully sorry to bother you, indi-
cates S’s reluctance to bother H, which is negative politeness
(p. 134).

Method of Investigation

Politeness strategies can be used differently in different cul-
tures, and non-native speakers must know the differences in
cultural patterns to avoid misunderstandings. In order to inves-
tigate these differences in English and Japanese, and to con-
sider possible problems for learners of English, a preliminary
investigation was conducted. The number of subjects was small
(n = 8), and conclusions drawn from the results therefore are
tentative.
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Situations

Making a request:

1. Asking a lecturer to lend a book.

2. Asking a friend to lend a book.
These situations are likely to occur among students who are
studying in an English-speaking country, and involve a number
of politeness strategies necessary for such students. Theoretic-
ally, the differences of the social distance (D) and the relative
power (P) in these situations should make the weightiness of
an FTA different for situations 1 and 2, and the study ex-
pected to show the change of the weightiness influences the
politeness strategies.

Settings
The lecturer’s office for 1.
The lounge and the common room of a college, and the
kitchen of a dormitory for 2.
All the investigations were carried out in Canberra in Australia.

Subjects

Group 1: 4 Australian tertiary students at the Canberra Col-
lege of Advanced Education as informants for native
speakers of English.

Group 2: 4 Japanese tertiary students at the Canberra College
of Advanced Education as informants for non-native
speakers of English.

In order to create realistic tension or familiarity, the roles of

lecturer and friend were played, as far as it was possible, by

real lecturers who actually taught the subjects, and by real
friends who took the same tutorial or lived in the same dormi-
tory as the subjects.

Procedure

Each subject was given a scenario to read, which indicated
the situation, and was asked to play the role according to the
situation a few minutes later.
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Each act was video- and audio-tape recorded.
After situation 1, situation 2 was conducted in the same
way.

Scenario

Suppose you want to read a certain book, which, you think,
will be very helpful for your assignment. But it is not available
in the library or in the bookshop. Your friend has told you
that your lecturer [another friend of yours in situation 2] has
that book. So you will ask if you can borrow it. Please think
what and how you would say in an actual situation. Please
think of the name of the book.

Results

In order to analyze the data, the situation was divided into
five parts:

A) opening the conversation
B) notice and small talk

C) request

D) thanking

E) closing the conversation

We found that the Australian and the Japanese subjects dif-
fered in some significant ways in each part. In the following
paragraphs, the above five parts are examined in detail, and
general comments are made.

A) Opening the Conversation (Table 1)

1. Asking for permission: With the lecturer, the Japanese sub-
jects tended to ask for permission to enter the office or bother
the lecturer, using expressions such as “May I come in?” or
“Can I bother you. . .7”’; this was not seen in the behavior of
the Australian subjects.

2. Salutation formula: The Japanese subjects tended to use

86



Politeness Problems

Table 1: Opening the Conversation.

to a lecturer to a friend
ask for salutation address ask for salutation address
permission formula term permission formula term
Al F | - Hello first name || — Hi first name
How are you?
A2 M| - - first name || — G'day first name
How're ya?
A3 M| - - - - Hello. -
A4 F | — Hello first name || — Hi first name
J1 M| May | come in? Hello Mrs. - Hello first name
How are you?
J2 F | Can | botheryou | Good afterncon | Mrs. - Hello first name
you for a while? How do you do?
JB3 M| - Hello Mrs. — Hi"* first name
J4 F | May | come in? - - - - first name
A: Australian J: Japanese F: female M: male *The other person

said “Hi" first.
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expressions of the same level of formality with both their
lecturer and their friend (“Hello”’), while the Australian sub-
jects tended to vary the degree of formality according to the
other person’s rank (“Hello” to the lecturer, “Hi,” “G’day,”
“How’re ya” to the friend).

3. Address term: With the lecturer, the Japanese subjects used
a more formal term (“Mrs. + name”’) than the Australian sub-
jects (first name).

B) Notice and Small Talk

According to Brown and Levinson (1978, p. 108), notice is
a positive politeness strategy which shows the speaker’s inter-
est in the hearer by taking notice of some aspect of the hearer,
for example, by complimenting the hearer’s clothes. Small talk
is also a positive politeness strategy which shows the speaker’s
interest or friendship toward the hearer by talking about un-
related topics for some time (p. 122).

A clear contrast is seen in the results for situation 2 (asking
a friend). All the Australian subjects used notice, small talk,
or both with the friend. Notice or small talk used by the
Australian subjects played an important role in creating a
friendly atmosphere and in moving smoothly into the main
topic, the request.

On the other hand, the Japanese subjects used neither
notice nor small talk with the friend, and they began to make
the request just after the salutation, saying something like
“How are you? . . . Uh, would you do me a favor?”

C) Request (Table 2)

1. Reason: In comparison with the Japanese subjects, Aus-
tralian subjects tended to express the reason for the request
more concretely, sometimes telling the name of the places
where they looked for the book (‘I tried one just down in
Belconnen and a couple in Civic and, uh, still no luck”) or
presenting a certain figure (“It’s 40 dollars anyway. I couldn’t
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really afford it”). Lacking this kind of concrete expression,
the Japanese way of giving the reason is likely to sound less
persuasive to English-speaking people.

2. Information: The Australian subjects tended to use expres-
sions which showed some uncertainty about the information
that the hearer had the book (“My friend said she thought you
had it”; “Clare told me you might have it”; or “Someone said
that you might have that book”). This kind of device could
save the face of the person who gave the information and it
also gave an opportunity to the hearer to say that the informa-
tion was wrong and to decline the request.

On the other hand, no Japanese subject used devices like
these to show uncertainty, They tended to say something like
“My friend said you have the book,” which could sound as if
they were saying, “I have proof that you have the book. Lend
it tome.”

3. Request sentence: The expressions used by the Australian
subjects were more indirect and tentative than those used by
the Japanese subjects. The Australian subjects tended to use
“Do you think I could. . .?”, “I thought I might. ..”? and “I
was wondering if. . .” Half the Japanese subjects used “Can
I. . .,” which was not used by the Australians.

These results contradict the stereotypical images of English-
speaking people’s directness and Japanese people’s indirect-
ness. The language used by Australian subjects suggests that
such stereotypes could be false. English-speaking people are
not always so direct as some Japanese people think, but use
indirectness and tentativeness depending on the situation.

On the other hand, the language of Japanese subjects
suggests the complexity of the task of presenting a self while
speaking a foreign language. Indirect expressions often require
sophisticated linguistic ability and are difficult for non-native
speakers. In this case, Japanese who usually use indirect ex-
pressions in Japanese were likely to use too direct expressions
in English.
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Table 2: Request Sentence (+ consideration)

to a lecturer to a friend
request sentence consideration request sentence consideration
Al F Do you think | could - | was wondering if | -
borrow. . .? could have...
A2 M| | thought | might see if - I thought | might -
| could borrow . . . borrow. ..
A3 M| What | came to ask about was - | was wondering if | -
whether or not | could — could borrow. . .
borrow ...
A4 F | was wondering if | would - Would | please be able -
be able to borrow ... to borrow .. .?
Ji. M | am grateful if you lend ... - Would you please . . .? -
J2 F Can | borrow .. .? If you don‘t mind*|| Can | borrow . . .? if you don‘t
mind**
J3 M I’d like to borrow . . . if you are not Can | borrow .. .? If you don‘t
using it** use it
M f Can | borrow . . .? - | wondered if | could -
| will be grateful if you . . . borrow . ..
A: Australian J: Japanese *If .. .: before the request sentence
F: female M: male **1f . . .: after the request sentence
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4. Consideration: With the request sentence, the Japanese
often said something like “if you don’t mind” or “if you don’t
use it.” This tendency can be explained as a transfer of Japa-
nese expressions such as moshi yoroshikereba. No Australian
subjects used this kind of expression.

D) Thanking

1. Thank you formula: The Japanese subjects used more formal
expressions than the Australian subjects, and generally did

- not shift register according to the relationship with the other
person, while the Australian subjects shifted it within rather
informal expressions. For example, most of the Japanese sub-
jects used “Thank you very much’ both with the lecturer and
with the friend, while the Australian subjects tended to use
“Thanks a lot” with the lecturer and “Thanks” with the
friend.

2. Comment: Most of the Australian subjects made a promise
or said something to reconfirm the conditions of borrowing
the book, such as when to return it or how to treat it: “I’ll
bring it before 9:00”; “I'll take the utmost care”; “I’ll get in
touch with you in a few days’’; and so on. On the other hand,
only one Japanese subject said such things: “I'm sure I’ll
give it back in a week’ to the lecturer, and “I’ll give you back
after three days” to the friend.

E) Closing the Conversation

1. Reason for leaving: To the friend, half the Australian sub-
jects gave some reason for leaving, such as “I’m a bit late for
a lecture, so. . .,”” while no Japanese subject gave a reason.

2. Last utterance when leaving: To the friend, all the Aus-
tralian subjects used a salutation formula, such as “Bye” or
“See ya later,” while the Japanese subjects tended to use ex-
pressions of thanks such as “Thank you very much” for the
last utterance. '
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Implications of the Results for Teaching

Although this is a preliminary study and the investigation
has the previously mentioned limitations, the results show
that English spoken by Japanese learners is different from
that of native speakers in many respects. It is usually almost
impossible for non-native speakers to speak in exactly the
same ways as native speakers, and it may be unnecessary to
do so. However, it is important to know the cultural patterns
of the target language. Without that knowledge, non-native
speakers may give the wrong image of themselves and be mis-
understood. Considering the results of this research, it may be
said that Japanese people could be considered too formal, or
stilted, not friendly, and yet somehow abrupt and pushy. In
order to avoid being misunderstood like this, teachers of
English should know the difficult points for Japanese learners
of English and think how to teach each point.

The results of the investigation are summed up as follows:

1. Japanese learners of English tended to use negative polite-
ness strategies in some situations where native speakers were
not likely to use them (e.g. “May I come in?”’; “If you don’t
mind”).

2. Japanese learners of English did not use positive polite-
ness strategies in some situations where native speakers were
likely to use them (e.g. first name).

3. Japanese learners of English did not use explicit or
emphatic expressions in some siutations where native speakers
were likely to use them (e.g. reasons for the request).

4, Japanese learners of English did not use negative polite-
ness strategies in some situations where native speakers were
likely to use them (e.g. indirect request sentence).

5. Japanese learners of English could not shift the level of
formality or style according to the status of the other person
(e.g. salutation, thank you formula).

6. Japanese learners of English tended to use more formal
expressions than native speakers did (e.g. salutation, address
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term, thank you formula).

These results highlight some anticipated problems for non-
native speakers: results 1, 2 and 3 imply problems which are
caused by the transfer of the learners’ own cultural patterns
which are different from those of their target language. With-
out conscious learning, it is difficult for non-native speakers
to use cultural patterns different from their own. In other
words, in teaching, we should make students aware of the
cultural patterns of their target language.

Problems can occur even when students have similar cultural
patterns in their own culture. Such a case is seen in result 4.
In spite of the fact that Japanese people often use negative
politeness strategies such as tentative or indirect ways of
making a request, once they start speaking English their way
of making requests tends to become inappropriately direct.

One of the reasons for this tendency is their lack of lin-
guistic competence. Tentative or indirect ways of making a
request are often more difficult than direct ones, and non-
native speakers tend to avoid the former and use easier ones.
In order to make learners learn such difficult expressions, it is
necessary to make them accustomed to using them through
sufficient practice. ,

Result 4, not using an indirect request, may possibly be
caused by false stereotyping. Some Japanese people believe
that English-speaking people speak directly in any situation.
Such a belief can cause the Japanese to use inappropriately
direct expressions and, as a result, to be considered impolite.
It implies the importance of knowing the cultural patterns of
the target language through the observation of actual use, not
through a stereotyped image of the culture.

Result 5 implies that Japanese speakers of English lack the
range of expressions necessary to deal with various situations.
As there is not such a clear distinction of style in English as
desu~masu and non desu-masu styles in Japanese, it is difficult
for many Japanese to know that there are also stylistic distinc-
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tions in English. Some Japanese even believe that English is
an “egalitarian” language and there is no variation at all of
style according to the relationship a speaker has with the other
person. In fact, English-speaking people also shift expressions
to show either respect or familiarity toward the other person.
These misconceptions show how important it is for learners
to be aware of actual patterns of the target language.

As well as making students aware of such distinctions, it is
also important for teachers to help students acquire a variety
of expressions. Once students get accustomed to a certain
expression, they tend to use the same expression to anyone
and in any situation. In order to avoid this, a lot of practice
should be given to learners so that they can make themselves
familiar with various expressions and choose an appropriate
one according to the situation.

Among varieties of expression, the informal or intimate
style of language, appropriate in talking to a friend, is often
neglected in language teaching, as is implied also in result 6.
Generally speaking, non-native speakers who learn the lan-
guage mainly in class tend to use more formal expressions
than native speakers. In a sense, it is understandable and
even reasonable for language teaching to focus on a rela-
tively formal style of language. Given limited instruction
time, teachers tend to stress the formal or safer style of
language. However, as the writer has experienced herself, to
be appropriately informal is one of the most valuable things
for many language learners. It becomes important especially
when the learner stays in a country which uses the target
language.

Weaknesses in English Teaching in Japan

In the previous section, we have seen implications of our
results for teaching, which can be summarized into three main
points:
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1. We need to make students aware of the cultural patterns
of the target language.

2. We need to teach students a sufficient range of expres-
sions which could be used according to various situations:
more attention should be paid to informal expressions.

3. We need to give students enough practice time to acquire
the necessary communication patterns, especially those
which demand high linguistic competence.

“To make students aware of the cultural patterns of the
target language” does not imply making them use the target
language in exactly the same ways as native speakers. The
point is that they should know the difference between their
native and target cultural patterns in order to avoid being mis-
understood. This goal is not fulfilled by English teaching in
Japan. One reason is that Japanese teachers of English general-
ly have only limited opportunities to communicate with native
speakers and do not know the cultural patterns very well.
Materials also present some problems. The authorized text-
books do not give students enough access to natural communi-
cation patterns of native speakers. As the textbooks are
written or recorded especially for language learners, they
sometimes present overly formal or unnatural language which
is not actually used by native speakers.

The second point, “the need to teach a sufficient range
of expressions,” also raises some questions about English
teaching in Japan. First of all, the spoken language tends to be
neglected, especially at the tertiary level, where literature
and reading activities are still much favored. This is also true
at the secondary level, especially at prestigious schools, be-
cause entrance examinations pay little attention to spoken
language.

Gradually, more attention is being paid to English for
communication, and the present authorized textbooks try to
present grammatical points in context. However, even when
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language is contextualized, students cannot see clearly in what
kinds of situations the presented expression can be used appro-
priately, because of the lack of a contrastive situation. For
instance, even if students are presented with a request form
like Will you do. . ., please? in a quite appropriate context,
they will not be able to know in what other situations they
can use the same form appropriately, and what other forms
should be used in what other situations. Without that knowl-
edge and the knowledge of a variety of expressions, students
"will use Will you do. . ., please? in any request situation. The
result is that they could be too formal in one situation, and
could be impolite in another.

The third point, “the need to give students enough practice
time,” is crucial for teaching English in Japan. As Japanese
students have very little opportunity to use English outside
class, the classroom is a very important place to practice using
it, even though a classroom environment should be considered
quite different from everyday ones.

However, the present situation of Japanese schools is not
very favorable for this purpose. At present, English is taught
three times a week in most public junior high schools, and
even this is sometimes interrupted by various extra-curricular
activities. For most Japanese students, who begin to learn
English at junior high school, this is not nearly enough time to
practice and get accustomed to important expressions. An-
other factor which makes it difficult to give students enough
practice is class size. The average number of students in a class
is forty-five. This makes it difficult for teachers to know the
problems of individual students and to give practice appro-
priate to those problems. Teaching in a difficult situation,
with limited time, teachers tend to focus upon giving basic
‘grammatical knowledge to students, not on communicating
with them in English. Therefore, the interaction between the
teacher and the students tends to develop a fixed pattern:
the teacher explains and asks a question, a student answers it,
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and the teacher comments on the answer. Communication
between students is quite limited. Moreover, such interactions
are often carried on mainly in Japanese. In such a class,
students have very limited opportunity to use English to
express their own opinions or feelings. This situation prevents
students from improving their competence for communicating
in real situations.

Some Suggestions

What can Japanese high school teachers do to improve the
present situation in English teaching in Japan? First, we must
consider how we can make students aware of the cultural
patterns of the target language. Teachers need to know the
patterns themselves. Otherwise, they may mislead students
with their own biased information or false stereotypes. To
avoid this, teachers should have more opportunity to contact
the target language culture; that is, more attention should be
paid to teacher training, both in and outside Japan. Oppor-
tunities for Japanese teachers to contact native speakers are
increasing, thanks to the Japan Exchange and Teacher (JET)
program to employ native speakers as assistant instructors in
public secondary schools [see Shiozawa and Rives, elsewhere
in this issue]. However, opportunities to study abroad are
all too few for Japanese teachers. Living in the target language
culture and getting first-hand experience is often crucial to
understanding a culture well.

Other valuable sources of the cultural patterns of the lan-
guage are TV programs and films. Thanks to video tape record-
ers and bilingual television sets, we can record some English
TV programs or films to use as teaching materials in class.
Even if students cannot understand authentic materials very
well, students still profit from seeing them. Such materials
clearly show the situation and the behavior of the native
speakers, including gestures and facial expressions, which are
important elements of communication.
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Next, how can students be taught a range of expressions
sufficient to be varied according to the situation? In order to
teach appropriate expressions, notional-functional syllabuses,
such as those which Wilkins (1976) proposes, may be desir-
able. We should not adopt notional-functional syllabuses
thoughtlessly, as their contents often presuppose specific stu-
dents whose purposes in learning English are quite different
from those of Japanese students. However, we should examine
these syllabuses carefully and try to apply their concepts in
designing syllabuses for Japanese students.

Role-play is an effective teaching technique which furnishes
opportunities for students to practice expressions of polite-
ness. Students are given a certain problematic situation (e.g.
try to borrow a book from a very strict teacher; complain
about the noise of the piano practice of a neighbor’s child;
apologize for having broken a vase at a party in a friend’s
house; etc.) and a role in it, and a directive to try to solve the
problem. After having students play a role in one situation,
we can have them role-play a similar but slightly varied situa-
tion (e.g. try to borrow a book from a close friend instead of
a very strict teacher) and discuss how aspects of the com-
munication pattern, such as style or formality, are different
from that of the previous situation.

Although it may be impractical to draw from authentic
materials alone in creating textbooks, some introduction to
the actual use of English by native speakers will be helpful and
important to show students that there are many varieties of
English. It would be good to set aside some part in textbooks
for introducing more informal varieties of English, which
would broaden students’ views of the language.

In order to make students pay more attention to the actual
use of the language and the variety appropriate to a particular
situation, language tests should reflect attention paid to these
aspects in teaching. Testing often has a considerable effect
upon teaching and learning, and it is difficult to change the
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latter without changing the former. More listening comprehen-
sion and oral production tests should be introduced in entrance
examinations, classroom tests, and other outside tests. Present
“oral production tests,” which are often carried on in the form
of a question and answer about a short passage, or a speech
about a certain topic, do not assess competence in choosing
expressions which are appropriate according to the context.
Tests for assessing such competence shouid be introduced.
Cohen and Olshtain (1981) make some suggestions for such
tests.

Next, students need enough practice to acquire necessary
communication patterns. For this purpose, communication
patterns between teacher and students in class should be re-
considered. As mentioned earlier, interaction in class tends
to follow a fixed pattern. For example, a teacher usually asks
students a question whose answer the teacher already knows.
This kind of interaction seldom occurs in everyday life, and it
is not interesting enough to stimulate students and create
enjoyable conversation. Instead of asking ‘“practice for prac-
tice’s sake” questions, teachers should ask questions to obtain
unknown information from students. For example, in teaching
the form “would like,” teachers can ask questions about each
student’s plan for the evening, such as “What would you like
to do this evening, Mariko?”” Not only teachers but also stu-
dents should ask questions. As students are often curious to
know about their teacher’s private life, they will be willing to
ask about it, if given a chance. Student-student interaction,
as in pair work, should also be introduced more widely. Clark
(1983) says that the desire for communication is the strongest
motivation for children to acquire a language. This may well
be the case also for foreign language learners, which implies
that teachers should use actual communication as the format
for language lessons.

Because of the common pattern of fixed teacher-student
interactions in class, a teacher tends to play the role of cor-
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rector, commentator, or evaluator. The teacher in such a role
often makes students nervous or even frightened, which dis-
courages them from opening their mouths in class. In order
to encourage students to communicate, teachers should change
the role of “frightener’” into those of careful diagnostician,
interested listener, and reliable adviser. The teacher’s role will
approach this ideal if he or she is really interested in what each
student says in English, as well as how they say it, and if stu-
dents’ mistakes or inappropriate use of the language is regard-
ed as a process of acquiring appropriate use and as good data
for diagnosing the process, rather than as failure,

Teachers should have this open attitude not only toward
students but also toward themselves to a certain extent. Lan-
guage teachers who are not native speakers of the language
tend to think that it is shameful to make a mistake, Many
teachers find it especially nerve-racking to demonstrate their
English to their students in front of a native speaker. Of
course, it is good to speak grammatically, but it is unfortunate
if teachers are too afraid of making a mistake to use English
themselves. Japanese teachers cannot use English like native
speakers, but we should admit this fact and show students we
can communicate well enough, even if our English is not
perfect. Taking this risk in itself will encourage students to
communicate in English without being afraid of making mis-
takes. Once this mood has been established, Japanese teachers
of English should continue to express their opinions in English
and talk with students in English as much as possible.

The importance of physical conditions should not be over-
looked in our search to give students enough opportunities to
practice what they are learning. Present conditions — especial-
ly the time we can spend on English and the number of stu-
dents in a class —~ should be changed. More time should be
allotted to English in the school curriculum. The number of
students in a class should be at most twenty, so students will
have enough practice to improve their English competence.
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Conclusion

Japanese people are not furtive economic animals who talk
timidly and formally with frozen smiles upon their faces. They
are basically polite, considerate, and friendly people. It will be
highly regrettable if they cannot present their real selves to
people in different cultures only because they do not know
the appropriate use of the target language. Their lack of
knowledge and ability to use the language appropriately may
cause not only regret, but even sharp conflict.

This paper has attempted to analyze some differences be-
tween English spoken by Japanese learners and that by native
speakers and to identify possible problems for Japanese
learners of English. However, the study was limited in its
depth and scope. Many important aspects of communica-
tion which bear on politeness — such as intonation, pausing,
posture, and so on — have not been considered. It is unwise to
generalize the present results into strict rules, and the author
intends to undertake further research in the field. Still, the
results are suggestive of certain tendencies.

Based on the analysis, recommendations have been made for
improving English teaching in Japan:

1. More attention should be paid to teacher training both in
Japan and in English-speaking countries so that teachers can
know the actual use of English.

2. Authentic materials and video recordings should be used
more so that a sufficient range of expressions for natural com-
munication is presented to students.

3. The interaction between teachers and students, and the
teacher’s role in the class, should be reconsidered so that stu-
dents receive enough practice time to acquire necessary com-
munication patterns.

4, Both the time spent on English and the class size should
be changed so that more chances can be given to students to
express themselves in English.
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It is necessary to take these measures in order to teach
English for communication. We should both learn and teach
English as a way to express ourselves as we intend; we should
sound polite when we want to be polite.
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Abstract

One hundred and eighty-five Japanese-language students
at three universities in the United States were surveyed about
their major field of study, why they chose Japanese, and
their career expectations. Information was also collected
about whether they were taking Japanese as a required or as
an elective subject, and the attrition rate of the course.
Special attention was paid to students of engineering and
science and technology. The purpose was to discover if the
provision of Japanese language education was targeted at
“critical” fields of business, finance, and science and tech-
nology. The results, amongst other things, indicate that stu-
dents in the critical fields have work-load problems; that
increasing language requirements may drive students away
from Japanese to easier languages; that many students have
only vague ideas about why they study Japanese; and that
only 30% had concrete plans to visit Japan.

Interest in learning the Japanese language has grown in the
United States in recent years, as reflected in the steady in-
crease in Japanese language-learning activity. Nationwide
enrollments have expanded 40% between 1980 and 1983
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(Brod, 1985). This trend represents a qualitative shift in the
nature of Japanese language study as well as a quantitative
change. Traditionally, Japanese language offerings were limit-
ed to institutions that had Asian Studies programs; students
who enrolled in Japanese language courses were limited to
Asian Studies majors and social sciences and humanities majors
with specializations in Japan or East Asia. Japanese language
programs today, however, host students in other fields as well.
(See Kataoka, 1982, for one example.)

The trend probably reflects Japan’s rise to international
prominence in business, finance, science and technology,
making it the non-communist world’s second strongest econ-
omy. Japan’s success in competing with the United States has
prompted the concern in the U.S. that too few professionals
in critical fields possess Japanese language proficiency. In
addition to articles citing the importance of providing Ameri-
can business people with proficiency in Japanese (e.g. Kawade,
1981; Honig & Brod. n.d.. “Brokers Intensify,” 1982), a num-
ber of specially convened conferences have taken up the issue
of the need for Japanese language expertise in the sciences and
engineering, including the early 1984 House Subcommittee on
Science, Research and Technology hearings on the Availability
of Japanese Scientific and Technical Information (see also
Gillmor & Samuels, 1983 ; Morse & Samuels, 1985).

Despite these changes, those studying the Japanese language
still occupy a remarkably low percentage of all foreign lan-
guage enrollees — some 2% in 1983 (based on figures in Brod,
1985). There are problems in the system that must be identi-
fied if the number of effective Japanese language users in the
United States is to attain a level commensurate with the
importance of the U.S.-Japan relationship.

With these large-scale trends and problems in mind, I
decided to investigate the following corollary issues for the
language teaching profession:

1. Do the students in Japanese language courses currently represent
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the various fields in which Japanese is considered important?

. Do individual students’ motivations reflect the current Japan-
related concerns in the United States? That is, are students who
enroll in Japanese language courses aware that knowledge of
Japanese may enhance their career opportunities? If there are
considerations other than career, what are they?

. Although a need has been voiced for more specialists in various
fields who have knowledge of Japanese, no clear plan for in-
creased recruitment of students has emerged other than in-
creased language requirements (i.e., mandatory language study).
Does that policy offer an effective way of recruiting students
into Japanese courses?

. If those involved in such fields as business, technology, and the
sciences really want to be able to use Japanese for their work
purposes, their proficiency level has to be high. However, the
attrition rate in Japanese classes is between 80 and 90% in the
first two years of instruction (Lambert, 1983; Massey, 1977),
which limits the number of students who attain proficiency in
Japanese. What, then, are the reasons for attrition? Conversely,
why do students continue language study? Gaining proficiency
requires a number of years. At what stages in their college
careers do students start studying Japanese?

. Science and engineering are areas of growing concern, given not
only Japan’s advances in biotechnology and electronics, but
recent high-technology trade tensions as well. Engineering and
science majors have started studying Japanese, but their num-
bers nationwide appear to be quite small (Coleman & Samuels,
1985). What are the special characteristics of these students?
Does this group differ from those in other fields in terms of
their motivation for studying Japanese, their performance, and
their proficiency expectations? Are they more likely or less like-
ly to continue language study than students in other specialties?

In order to explore these issues, I conducted a survey
among students at three universities: the University of Michi-
gan (MI), the University of Florida (FL), and North Carolina
State University (NCS). I chose these universities because all
three are large state institutions, and yet they have completely
different backgrounds in terms of Asian Studies programs:
MI has an excellent East Asian Studies Department that is
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large and well established; FL has a rather new and small Asian
Studies program which is not as well known as the program at
MI; and NCS has neither an Asian Studies program nor estab-
lished Japan-related courses, but it does have a new Japanese
language program with offerings up to fifth year Japanese,
making it the largest in the southeast.

I prepared and sent copies of a self-administered question-
naire to MI, FL and NCS. The questionnaire was administered
at the three institutions during the last week of instruction in
the fall semester of 1983, among students who attended class
the day the questionnaire was distributed. The rate of return
was 74% for MI and 100% for FL and NCS. The total sample
size, was 185, of which MI represented 98, FL 33, and NCS 54.

The sample includes students from first to fourth year
Japanese levels at NCS, first to third year at MI (with one
fourth year independent study student), and first and second
year students at FL. (FL has only first and second year Japa-
nese language courses.)

1. Students’ Backgrounds: Who Studies Japanese?

The most striking feature of this sample is the diversity of
specialties that appeared: the 162 students with declared
majors represented 67 fields, from accounting to zoology.
Asian Studies, which used to be the main field among those
who studied Japanese, accounted for only 16% of the sample.
Students in humanities and social sciences (including Asian
Studies) accounted for 43% of the sample; thus more than half
of the students studying Japanese had majors other than the .
“traditional” fields for Japanese language study. Within the
“non-traditional” group, engineering and sciences supplied the
largest number of students: 25% of the entire sample came
from these fields. Students from business and economics
accounted for 13% of the sample — a rather small number,
considering that business Japanese is almost a key word in
today’s Japanese language education.
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This overall ratio of students in each field, however, was
not uniform among the three institutions. As Table 1 shows,
the number of students in humanities and social sciences
combined (including Asian Studies majors) was about one half
of the students at MI and FL, while it was only about one fifth
at NCS. Over 60% of the NCS students represented engineering
and sciences, compared to only 7% and 19% of MI and FL,
respectively. In addition, MI had quite a few students (16%)
who had not declared their majors yet. These differences

among the three institutions were statistically significant.

Table 1
Majors of Students Studying Japanese
Mi FL NCS Total
N % N % | N % N %
Asian Studies,
Humanities, & 51 |53 |16 |50 |10 |19 77 43
Social Sciences :
(Asian Studies 23 | 24 5] 16 0 0] 28 16)
(Humanities& | 0 | 59 | 11| 34| 10| 19| a9 | 27
Social Sciences
Economics & Business |12 (13 6 |19 5 |10 |23 13
Engineering &Sciences | 7 | 7 | 6 [19 |31 [61 |44 | 25
Other 26 |27 4 |12 S |10 |35 20
(Other &
Double Majors 1" 1 2 6 5] 10] 18 10)
(Undecided 15| 16 2 6 0 0] 17 10)
Total* 96 |100 | 32 |100 | St |100 [179 | 101

chi square = 60.64, p < 0.001
(#*Total percentage may exceed 100 due to

rounding.)

The large ratio of engineering and science majors studying
Japanese at NCS reflects overall enrollments in those majors;
approximately 70% of all students enrolled at NCS during the
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fall semester of 1983 were in engineering and sciences, com-
pared to 30% at FL and 25% at MI (figures which include
medical students at both institutions). Although Japanese
language courses draw students proportionately to the enroll-
ment pattern of the entire university at NCS, humanities and
social sciences majors at FL and MI were over-represented
in their Japanese language courses. This is probably due to
Asian Studies majors and minors that increase the percentage
of humanities and social science majors among Japanese lan-
guage students.

2. Motivations to Study Japanese
2.1 Analysis of Career-related Motives

Students were asked to select one item out of 14 as their
most likely reason for having started studying the Japanese
language. Appendix A presents the list of 14 alternatives. At
all three institutions, the item that received the largest vote
was “to enhance career opportunities,” 23% of the entire
sample.!

Table 2
Responses to Question, “Is Japanese language study
related to your career goal at all?”

Ml FL NCS -Total
N| %] N|%|N|%| N %
Yes S8 59| 18| 55 22| 43| 98 54
Maybe 31| 32 9|27 17| 33| 57| 31
No 9( 9| 6| 18| 12| 24} 27 15
Total 98 |100 | 33 |100 | 51 (100 |182 | 100

chi square = 6.81, not significant at p< 0.05

Elsewhere in the questionnaire, students were asked speci-
fically if they thought Japanese language study was related
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to their career goals. Table 2 shows that more than one half
of the students thought that their Japanese language study
was definitely related to their career goals; those who thought
it “may be’ related to their career goals accounted for almost
another one third of the sample. When the two responses
were combined, 85% of the entire sample (145 students) felt
that Japanese was related to their career goals at least to a
certain extent.

Table 3

Students’ Perceptions of the Ways in Which

Japanese Language Study Relates to Their Career Goals
(Absolute Numbers)

Mi FL |NCS |Total

I need Japanese as a research tool. 17 i 1 19
I want to be employed by a Japanese 0 2 1 3
employer.

| want to work in Japan. (!t does not

matter whether my employer is Japanese 19 2 12 33
ornot.)

Whoever my employer my be, | want a job

that requires the Japanese language as an 10 3 2 15
important skill.

Japanese skill may become handy as an 35 6l 21 72
addition to the training in my own field.

Other 3 0 0 3
Total 84| 24| 37| 145

* Restricted to those who answered "yes” or “maybe” to the question
of whether Japanese language study is related to career goals.

(Chi square test rejected due to expected frequencies <5in 9 of 18 cells.)

These students do not see the Japanese language as their
primary skill in the job market, however. Table 3 summarizes
the students’ responses when they were asked to indicate how
the Japanese language was related to their career goals. About
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one half (72 out of 145 students) checked ‘“Japanese knowl-
edge may become handy as an addition to the training in my
own field.” Almost another one fourth of the 145 students
indicated that they wanted to work in Japan.

Table 3 also displays some differences among the three
institutions in students’ answers regarding specific perceived
connections between Japanese and career goals. About one
fifth of the 84 MI students who thought Japanese was related
to their career goals said they needed Japanese as a research
tool, compared to only one student each at NCS and FL — an
understandable contrast, since 24% of the entire MI sample
were Asian Studies majors.

Although two thirds of the 24 FL students chose “Japanese
skill may become handy as an addition to the training in my
own field,” only two of the FL students indicated that they
wanted to work in Japan, compared to about a third of the 37
NCS students and almost a fourth of the 84 MI students in the
table. The large proportion of NCS students wanting to work
in Japan may be due to the fact that there are numerous
Japanese high-technology manufacturing operations in the
Research Triangle (an area bordered by the university), as
well as the N.C. Japan Center’s new honors internship pro-
gram, which sends selected students of the Japanese language
to work in companies in their own specialties in Japan.

2.2 Other Motives for Studying Japanese

The item that claimed the second most frequent response
overall among the 14 reasons given for beginning Japanese
study was “interested in Japanese culture.” In this instance
NCS differed from MI and FL. Although one fifth each of
the MI and FL students chose ‘interested in Japanese cul-
ture,” one fourth of the NCS students chose “linguistic
curiosity.”® “Interested in Japanese culture” was third-
ranked in frequency among the NCS students. About one
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tenth of the NCS students also chose the item “wanted to do
something different”: when the *“‘curiosity” and ‘“‘something
different” responses were combined, they accounted for 30%
of the NCS students — a proportion exceeding those choosing
the career-related answer. Only 10% of MI and FL students
chose either of these items.

The responses of almost a third of the NCS students, that
they started Japanese language study because of curiosity and
because they wanted to do something different, contrast with
the reasons that one normally anticipates for starting Japanese
language study; one expects something more specific (such as
academic or career goals), or a strong liking and interest in the
culture. The “curiosity/different” response may be especially
true in new programs and programs without supporting
Asian Studies offerings — hence the difference between NCS
and other institutions. The NCS response lends some support
to the observation that more and more students are taking
Japanese for vaguely articulated reasons (Kataoka, 1982).

Students’ intention to visit Japan, an underlying source of
interest in studying Japanese, may also have been influenced
by the presence and size of an Asian Studies program on
their campus. Over one third of the MI students had concrete
plans to go to Japan, compared to slightly over one quarter
of the FL students and less than one fifth of the NCS students.
(In the entire sample, about 30% of the students said that they
had concrete plans to go to Japan.) Moreover, half of the
NCS students were intending to go for career-related work,
whereas over half of the FL students and two fifths of the MI
students were going to go as students.

Despite the seeming lack of commitment in starting lan-
uage study with such vague motives, these responses had no
relation at all to performance. There were no statistically
significant differences in grades received (or anticipated) in
Japanese language courses by students when broken down by
their reasons for studying Japanese.
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3. Foreign Language Requirement —
What Does It Mean for Japanese?

Mandatory foreign language course requirements are a major
issue in foreign language education in the U.S, The President’s
Commission for Foreign Language and International Studies
(1979) recommended greater foreign language requirements;
the previously mentioned Congressional hearings on Japanese
scientific and technical information also contained a recom-
mendation to increase foreign language requirements in order
to expand the number of qualified Japanese language users
among scientists and engineers. The three-university study,
however, found no indication that compulsory foreign lan-
guage requirements had increased enrollments in Japanese
language courses, nor that they had kept students enrolled.
Other reasons had attracted students to Japanese language
courses rather than rules passed down to the students by the
administration.

Among the three institutions surveyed, only 3.5% of the
students chose the item “foreign language requirement” as
their most likely reason for choosing to study Japanese (out of
the 14 given possible reasons). The highest percentage of stu-
dents who chose that answer occurred at FL, with 9%. NCS
had no one choosing this item as the foremost reason for
starting Japanese language study.

In a different part of the questionnaire, students were asked
about the relationship between their foreign language require-
ments and Japanese language study. (The question and its
corollaries are reproduced in Appendix B.) It was found that
44% of all the students studying Japanese had no foreign
language requirement in their curricula at all; phrased other-
wise, nearly half of the students who were studying Japanese
did so on a completely voluntary basis.

In response to the same questionnaire item, the number
of students who had a foreign language requirement but who
were not using their Japanese language credits to fulfill it
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was an unexpectedly large 22% of the sample. This means
that two thirds of the entire sample were studying Japanese
regardless of their foreign language requirement. Furthermore,
about 21% of the students indicated that they would have
studied Japanese even if they had had no foreign language
requirement, although they were using credits earned in
Japanese to satisfy their foreign language requirement. This
leaves only 13% of the students who were studying Japanese
because of a foreign language requirement. Among them, only
four students (2% of the entire sample) said that they would
not have taken Japanese if there had been no foreign lan-
guage requirement, and 18 students (10% of the sample) said
that they might have taken Japanese without a foreign lan-
guage requirement but they were not sure.

One might argue that few students were studying Japanese
to fulfill their foreign language requirement because the
foreign language requirement policy was not strong enough;
if the rule were strengthened, more students would enroll in
Japanese language courses. There are indications, however,
that greater foreign language requirements would send stu-
dents to other foreign languages, especially those perceived
as easier to learn than Japanese.

I sampled NCS students from other foreign languages and
compared them with those studying Japanese at NCS. The
sample was taken randomly from French, Spanish, and German
courses during the spring semester of 1984, one semester after
the Japanese sample was collected. The sample was confined
to students in 101 and 201 courses for all four languages.
The subsample sizes were 47 for French, 47 for Spanish, and
27 for German. The questionnaire used for those languages was
exactly the same as the one used for the Japanese study.

Table 4 summarizes the responses of the students in the
four languages to the questions about language courses require-
ments. Mandatory minima are clearly not the reason for stu-
dents enrolling in Japanese. In addition, most of the students
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taking French and Spanish classes held majors within the
School of Humanities and Social Sciences, the only School
that had a foreign language requirement at NCS. (Two depart-
ments in another School require one year of language, but
that language must be German.)

The results of this modest comparison makes sense in terms
of the quality of the typical student’s strategy in response to
a requirement. Students who do not have much interest in
foreign language study but enroll merely because of a foreign
language requirement will not take a Japanese language course,
because they believe it to be much more difficult for them
than Spanish or French (which it is). This does not mean that
a foreign language requirement is useless; enforcing such a
requirement, however, will not increase enrollment in Japa-
nese language courses.

Table 4

Relationship between Language Study and Foreign Language
Requirement by Language Currently Studied at NCS
(Percentages)

French | German |Japanese | Spanish
N=47 N=27 N=48 N=47

“Requirement” chosen as
initial reason for studying
the language (separate
questionnaire item).

53% 15% 0% 40%

Using credit from this
course for requirement;
would/might not have 50% 33% 2% 55%
taken the course if no
requirement.

Using credit from this
course for requirement,

but would have taken this 33% 19% 1% 19%
course regardless.

No requirement/not using

this course for 17% 48% 87% 26%
requirement.

Total 100% 100% 100% 100%
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Some may think that more students from such fields as
engineering and sciences would start studying Japanese if
they were given a foreign language requirement, because they
would see the value of Japanese even if it were a littler harder
than Spanish. This, again, is unlikely because students from
such fields normally have very heavy study and lab schedules
that do not allow time for language study, which is also time-
consuming. If such students were required to take foreign
language courses, they, too, would probably enroll in lan-
guage courses that they believed to be easier in order to
protect their grade point average in their majors.

4. Attrition and Continuation

In order to analyze attrition through a one-time survey
instrument, students were asked whether they intended to
continue language study or not. Students were then asked
through a closed-ended series of questions what their reasons
were for continuing or discontinuing.

In the aggregate, a uniformly large percentage of students
across institutions and grade levels expressed the intention to
continue. Around 80% said that they intended to continue
Japanese study during the subsequent semester. There were
33 students who indicated that they would quit Japanese
language study the next term and provided one or more
reasons for their decision. (An additional four students replied
that they would discontinue but did not give reasons.) The
distribution of their reasons for quitting is presented in Table
5.

The survey results do not support the widespread belief
that most students discontinue Japanese because they do not
perform very well and get discouraged, or are afraid that
their Japanese grade will lower their overall GPA. Although
those who intended to continue earned or expected slightly
higher grades (3.32 where A=4) than those who didn’t (3.01),
there was no statistically significant difference in the earned
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or expected grade between those who intended to continue
and those who did not. When asked to choose and rank order
the given 11 possible reasons for discontinuing language
study, only two out of 33 who were discontinuing checked,
“I am not doing as well as I wanted to. Low grades in Japanese
hurt my GPA” as the most likely reason, and no one chose
“I am not doing as well as I expected to. I am not concerned
about my GPA, but I am discouraged” as the most likely
reason. (When the top three choices were combined, only
eight students out of the 33 who intended to discontinue

chose either of these items.)
Table 5

Reasons for Discontinuing Japanese Language Study

(Most Likely Reason Only)

%

Graduation/Transfer 7 21%

| am graduating this semester. 4

| am transferring to a different college. 3
Course Load/Conflict 15 46%

| have so many other courses to take that | 14

won't have time to study Japanese.

I have a time conflict--1 have to be taking my

major course during the time Japanese class 1

meets. ’
Poor Performance 2 6%

I am not doing as well as | wanted to. Low 2

grade in Japanese will hurt my GPA.
Achieved original goal. 2 6%
Fulfilled foreign language requirement. 1 3%
Other 6 18%
Total 33 100%
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These results do not automatically mean that poor perfor-
mance is unrelated to attrition, because this sample did not
include students who dropped out before the time of the
survey. The early weeks of the term witness considerable
attrition; at NCS eight students out of 46 dropped the course
during the first two weeks of the fall semester in 1983. Those
students — who were not sampled — may have enrolled with
an overly casual assessment of the difficulty of learning the
language and then quickly discontinued because of poor
performance.

Students are more likely to discontinue language study
because of competing demands from their major fields, which
are too demanding to allow the time and energy required for
good grades in Japanese. Those students may be performing
well, but feel that Japanese study takes up so much time that
continuing it interferes with their major courses. The item
that the largest number of discontinuing students (14 out of
33) checked was, “I would like to continue but I have so many
other courses to take that I won’t have time to study Japa-
nese.” If we combine the first three reasons given for discon-
tinuing, 22 students (two thirds) gave this reason. Two other
related answers (“I have a time conflict — I have to be taking
my major course during the time Japanese class meets™ and *I
have used up all my free elective credits’) were chosen as
one of the first three reasons by about a fourth of those who
intended to discontinue.

The demands of major course work probably account for
the high drop-out rate among engineering and science stu-
dents (about 30%, in contrast with the gverall percentage of
20), despite the fact that they constitute the best performers
in Japanese.

A lesser but nonetheless important reason for discontinuing
was either graduation from college or transfer to a different
institution. In the data collected, seven students checked one
of these items as the most likely reason for discontinuing.
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This source of attrition cannot be avoided as long as a large
percentage of students start studying Japanese in their junior
or senior year. In the survey sample, one third of the first
year classes were juniors and seniors. These students must have
begun studying Japanese either knowing that they would not
attain fluency, or thinking that they could attain fluency in
one or two years.

The 148 students who indicated that they intended to
continue Japanese study during the subsequent semester were
asked to choose and rank order their reasons for continuing
Japanese. Of these, 131 provided usable responses.

I grouped the responses into categories that represent ten
types of motives for continuing study: enjoyment; career
benefit; interest in culture; circumstantial reasons (Japanese
relatives, lived in Japan, etc.); academic major; foreign lan-
guage requirement; challenge; habit; past performance (good
grades); and other. The first three categories accounted for
about two thirds of the first-ranked reasons given (83 cases).
The most frequently given response fell under the category of
enjoyment; 36 students (over a fourth of all responses) indi-
cated that they were continuing language study because the
course was interesting or because they enjoyed the class.

The second and third most represented categories, respec-
tively, related to career concerns and interest in Japanese
culture. Almost a fourth of the continuing students (29 re-
spondents) indicated career reasons for continuing, and an-
other 18 cited an interest in Japanese culture. These categories
include a substantial number of students who arrived at these
motives for continuing after they had begun Japanese study.
Of the 29 who were continuing Japanese for career-related
reasons, 13 (almost half) had gained that awareness since
enrolling; of the 18 who were continuing for reasons of inter-
est in culture, six (a third) experienced an increased interest
in Japanese culture that was strong enough to become their
primary motive for continuing language study.
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The importance of career considerations for continuing
Japanese is underscored by the relationship between intention
to continue and the perception of a career connection with
the Japanese language study. A significantly greater proportion
of those students citing a relation between their career goals
and Japanese study were going to continue language study,
when compared with students claiming no relationship be-
tween language study and career plans: as Table 6 indicates,
students with no career connection in mind had twice the
proportion of drop-outs.

Table 6

Relationship between Japanese Language Students’
Perceptions of Career Value in Japanese and
Intentions Regarding Language Study Continuation

Intention
(N = 181)
Continue |Discontinue| Total
Language study relation to career 88% 12% 100%
plans seen (yes/maybe)
No relation seen (no) 74% 26% 100%

It has been shown that achievement is a big source of
motivation for higher achievement (e.g. Skinner, 1956;
Savignon, 1976), and Japanese language study is probably no
exception. Those students who said that they would continue
earned (or expected to earn) an average grade of 3.32, a truly
high average. However, our students do not necessarily con-
tinue because they are making good grades. As I noted earlier,
the mean grade of the continuing and discontinuing student
groups were statistically indistinguishable. Moreover, only
two students indicated that getting a good grade was the most
likely reason for their continuing. Obviously some other rea-
sons mentioned earlier — such as having an interesting, enjoy-
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able class, or the more practical reason of preparing oneself for
a better career — were more important to our students.

5. Engineering and Science Majors’ Special Characteristics

Since Japan-related programs in science and technology are
particularly important at NCS, I conducted some comparisons
between students in sciences and engineering and the other
students in the sample. (There were 44 students in science
and engineering fields and 135 in others, for a total of 179
students with known majors.) Engineering and science majors
were less likely than students in other fields to see career-
related benefits in their language study — a rather surprising
finding, given the recent publicity for Japan’s technical
achievements. To the question “Is Japanese language study.
related to your career goal at all?”’ nearly 30% of the engineer-
ing and science majors answered “no,” compared to 10% of
those in all other fields. Sixty-two percent of the other stu-
dents answered “yes” to this question, while only 35% of the
engineering and science majors did. (See Table 7.) These dif-
ferences were statistically significant.

Table 7

Comparison of Engineering and Science Majors’ Responses
with All Others to the Question, “Is Japanese language study
related to your career goal at all?”

Engineering All Total
& Science Others
N % N % N %
Yes 15 35 82 62 97 56
Maybe 16 37| 38 29 54 31
No 12 28 13 10 25 14
Total* 43 100 133 101 176 101

chi square = 12.54, p<0.01
(*Percentages may exceed 100 due to rounding.)
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Similarly, the ratio of engineering and science students who
chose to “enhance career opportunities” as their most likely
reason for starting Japanese language study was actually small-
er than the percentage for those in other fields (21% vs. 26%),
although the difference between the two groups was not
statistically significant.

The initial reasons of engineering and science students for
studying Japanese were as diverse as those for students in
other fields: the only dissimilarity of note was that engineer-
ing and science majors were more likely to indicate vague
reasons such as curiosity and wanting to do something differ-
ent (21% vs. 15% of other students). I interviewed a few NCS
students in engineering and science majors to further explore
their motivation for enrolling in Japanese language courses
and found that many of those students study Japanese for a
change of pace or for ‘“relaxation” — an attraction of language
study unheard of before science and technology students
started enrolling in Japanese courses! Such vague motivation
among science and engineering students appears not only in
their reasons for studying Japanese; they also had lower
motivational intensity as measured by a motivational intensity
scale patterned after Lambert and Gardner (1976). Three
items out of five in the scale showed significantly lower scores
for these students, as Table 8 shows.

In addition, science and engineering students’ achievement
expectations in all four skills (speaking, listening, reading and
writing) were lower than those of other students, both for
their recall of their grades when they started language study
and for the point in their course work when the survey was
conducted, These differences were statistically significant at
p <0.05.

Similarly, fewer of these students had concrete plans to go
to Japan (see Table 9) and, although the difference was not
statistically significant, their rate of intention to discontinue
was higher than other students’.
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Despite all these seemingly negative conditions, however,
the grades in Japanese that engineering and science majors
had earned (or, among first-year level students, expected to
earn) were the highest for any category of major (although
the differences were not statistically significant). This fact
supports the previous assertion that types of motivation or
reasons for studying Japanese are not related to performance.

Table 8 .
Differences between Engineering and Science Majors

and Other Students in Motivational Intensity Scale Items
(Agreement = 3; Range of +3 to -3)

Interpreptation:
Strong
Motivation =

Engineering | All
& Science | Others

If Japanese were not
taught in my college, |
would not bother
learningit.*

+0.61 -0.98 -»-3.0

Compared to other
students in my Japanese
class, | think | do less +0.05 +0.24 - -3.0
studying than most of
them.

I work harder on Japanese
than on any other course -0.81 +022]| » +3.0
in college.*

| actually think about
what | have learned in my
lapanese «class very
frequently.

+1.91 +1.76 > +30

After | finish college, | will
probably continue to + 1.51 +223] - +3.0
improve my Japanese.*

* Statistically significant difference at p <0.05.

122



Japanese Language Students

Table 9
Comparison of Plans for Japan Travel between
Science and Engineering Majors and All Other Students

Engineering All Total
& Science Others

N % N |% |N |%

" Py
Covpptenioseiviame” | o[ ]| s[5
- Yes (no concrete plan) 33 77| 82| 62| 115 | 66
No 4 9 2 2 6 3
Total 43 100 | 132 | 100 | 175 | 100

chi square = 12.07, p<0.01

These students in science and engineering majors were more
apt than others to study the language out of their own initia-
tive: 89% of the engineering and science majors were studying
Japanese either without any foreign language requirement or
without using the credits they had earned in Japanese to ful-
fill their requirement, compared to 57% of the other students.
(This difference was statistically significant at p < .001.)

The 27 science and engineering students who intended to
continue Japanese language study during the subsequent
semester were more likely than other students to cite their
enjoyment of the class as a reason for continuing. Over a third
of these science and engineering students gave as their first
reason for continuing the language a response falling in the
enjoyment category, in contrast to less than a fourth of all
the other students. The continuing science and engineering
students were also much more likely to gain a sense of benefit
to career goals from Japanese study after they had begun the
course; about one out of five (5/27) chose “I wasn’t aware
how important/useful Japanese might be for my career goals
when I started, but now I am” as their strongest reason for
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continuing, in contrast to only one out of 13 (8/102) among
all other majors.

Discusssion:
Implications for the Language Teaching Profession

The United States has much at stake in its relationship with
Japan, but the number of Americans with Japanese language
proficiency has yet to reach a size commensurate with such
importance — particularly in the most dynamic areas of con-
tact between the two countries: science, technology, and
commerce. American colleges and universities should respond
by recruiting more students into their Japanese language
programs, but this study suggests that such recruitment efforts
should be made more in the areas where people with ability
in Japanese are needed. As seen earlier, it is possible for a
Japanese language program to draw students in majors roughly
in proportion to overall enrollment figures, although enroll-
ment figures do not necessarily correlate with fields where
Japanese expertise is needed: today such people are sought
particularly in business and technical fields, but the ratio of
students in Japanese from these fields is still relatively low.
These recruitment activities should include information on
career-related benefits. Since many of the students who
started studying Japanese did so thinking it would enhance
their career opportunities, enrollment might increase accord-
ingly if more students were made aware of the fact that
Japanese is important — especially in business and technical
fields. This study casts doubt, however, on the proposal that
we augment Japanese enrollments through expanded foreign
language requirements.

Other implications of this study extend to our approach
to the classroom and to the content of our classes. We may
have to re-examine our own expectations of what our students
ought to “look like’’; we can no longer assume that most of
our students — and our most promising students at that — will
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be Asian Studies majors and related academic neophytes.
Some of our best students will have vague reasons for studying
Japanese. A sizable number will enroll without a firm hope
of even setting foot in Japan. Japanese is no longer the spe-
cialized commitment that it once was. Students now represent
a broad variety of fields, and they begin studying Japanese
at any point of their college career as if Japanese were no
different from any other course offerings. Nor is an Asian
Studies program necessary in order to have a respectably sized
language program, since the program can draw students from
a wide variety of departments.

This, in turn, means we should seriously consider modifying
the character of our Japanese language courses, particularly
in the lower levels, to accommodate students from various
backgrounds. We teachers ought to be aware that the most
important driving force for a large number of students is their
enjoyment of the class itself — something we all know, but
which somehow is easy to forget. Teaching our classes in the
best way we can and making them more enjoyable may be the
best way to maintain a high continuation rate.

Another implication of the study’s results is that we should
not demand unreasonably heavy work from our students,
especially when many of them represent fields which are al-
ready demanding. This does not mean we should grade stu-
dents too uncritically or let them get away with slipshod
performance; it simply means that we should not be unreason-
able in terms of speed or expect students to do all the work at
home when we could be utilizing class hours more effectively.
Since science and engineering students’ curricula do not allow
intensive language study, offering them non-intensive courses
or special intensive summer programs combined with main-
tenance courses during the school year would facilitate their
participation in learning Japanese. The better students in
critical fields such as commerce and technology should also
receive scholarship and fellowship aid as well as participate
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in special exchange programs to encourage their continued
Japanese language learning. Although the creation of such
new programs may appear to take place at a policy-making
level beyond most of us, we have a valuable role to play in
advocating, designing, and executing such programs.

Even with such important supporting programs in place,
we should be prepared to face attrition not only among poor
students but also among good students. When students having
very demanding majors like engineering or the sciences enter
our classes, many of them will find Japanese extremely time-
consuming and will not want to continue regardless of how
well they are doing in class or how hard we try to make class
enjoyable and interesting.

There is also a need for some teaching materials for those
students who may not go to Japan but who want or need to
use Japanese in the U.S. Although most of the students did
indicate in the questionnaire that they planned to go to Japan
at some time, only 30% of them had concrete plans. This
means that quite a few students will never go to Japan but
may have a chance to use Japanese in the U.S. Some such
situations should be introduced (for example, picking up
Japanese visitors at the airport or inviting Japanese people to
dinner) so that all the students may be encouraged to feel
closer to the language. Such materials can still incorporate a
lot of Japanese culture. At this point, some supplementary
materials made by indivdiual teachers may suffice.

In addition to exposing our Japanese language students to
illustrations of how Japanese can be a strong added skill for
future career goals, we should also introduce Japanese culture
to the students as much as we can in the context of the lan-
guage class. Some 15% of the students in this study decided
to continue Japanese language study because they became
more aware of its importance for career or because they be-
came more interested in Japanese culture after they began
studying the language. The importance of career-related
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motives for studying Japanese is also illustrated by the greater
tendency to continue Japanese language study among students
who see a career connection with the language.

The survey results presented here are exploratory, so the
implications and suggestions based on their analysis can be
no more conclusive. I do believe, however, that they offer
some insight into the challenges that face teachers of the
Japanese language and the hope of a dynamic and progressive
response to the changing nature of language students’ needs.

This article was first published in the Journal of the Association of
Teachers of Japanese, vol. 20, no. 2, November 1986. We are grateful to
the author and the editors for granting us permission to reprint.

Appendix A
Responses for Question Concerning Initial Reason
for Enrolling in Japanese

— related to my major

— enhance career opportunities

— have relatives and/or friends who speak Japanese
— foreign language requirement

— interested because I had lived in Japan

— my own cultural background, heritage

— retaining Japanese knowledge already gained

— preparation for trip to Japan

— linguistic curiosity

— challenge

— wanted to do something “different”

— other students told me they liked their Japanese class
— interested in Japanese culture

— other
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Appendix B
Questionnaire Item Concerning Individual Student’s
Foreign Language Requirements

Is there a foreign language requirement in your individual
academic program?

() no . _
( ) not applicable Please go to question 9.
() yes |

How many credits and courses are required?

credits; —_______ courses
Do yoti intend to use or have you used the credits
earned in your Japanese language course(s) to satisfy
your foreign language requirement?
( ) no + Please go to question 9.
() yes

If there had been no foreign language requirement

in your program, do you think:

( ) you would definitely not have taken Japa-
nese language initially.

( ) you might have taken Japanese, but you are
not sure.

( ) you would have taken Japanese regardless of
the requirement (your studying Japanese has
nothing to do with foreign language require-
ment).
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Notes

1. This figure is almost twice the 12% of students in Kataoka’s 1979
study of 402 students at 27 institutions throughout the U.S. who
wrote in an open-ended question that they had started studying Japa-
nese for career purposes.

2. The large proportion of students selecting “linguistic curiosity’’ prob-
ably reflects a flaw in the survey instrument rather than students’ lin-
guistic intellectual bent: the question did not offer a simple “curiosi-
ty” response alternative, so students chose “linguistic curiosity” as the
closest approximation, as later discussion with some of them revealed.
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INTEGRATING SIMPLIFIED AND ORIGINAL TEXTS

Alan Hirvela

Abstract

Among language teachers, the use of simplified texts is a
complicated matter. This is particularly true with respect to
literary texts. In examining simplified forms of literary texts,
serious questions arise about the relationship between lan-
guage and literature and the place of simplification within
that relationship. This article asserts that simplified texts are
of considerable value within the context of using literature
in language teaching. The main contention is that simplified
texts are a valuable teaching device when used on a compara-
tive basis with original literary texts. .

The history of literature as a tool in language teaching is a
long and complex affair punctuated by vigorous debates over
the appropriateness of literary texts in second language learn-
ing. Until the 1940s, as Stern (1983) notes, “The training of
language teachers in the university was oriented towards
literary scholarship and fostered a command of the language
as a practical skill” (p. 155). He goes on to explain that, “It
was not until the early years of World War II that linguistics
was recognized as an important, perhaps even as the most
important, component in a language teaching theory” (p. 156).
From that time onwards, linguistics in its many forms has
been the foundation on which teacher training, curriculum
planning, and course design have built. Meanwhile, the role
and status of literature as a tool in ESL teaching diminished

Alan Hirvela teaches language and literature courses in the English
Department at The Chinese University of Hong Kong. His primary re-
search interest is the use of literature in language teaching.
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steadily. In some cases, the reaction against literature was
so strong that literary texts and the study of literature disap-
peared entirely from ESL curriculums.
Widdowson (1984) identifies the crux of the case against
the use of literature in language teaching:
It can be argued that literature contributes nothing to the utilitari-
an objectives of language learning. The current obsession with
needs analysis and cost effective accounting which parades as

pedagogy lends weight to this argument. Literature has no practical
uses and so it is useless.

Recently, however, there are indications that literature is
quietly reclaiming a respected role in language teaching (Spack,
1985; Kramsch, 1985). This is an encouraging development,
especially for those who share Brumfit’s (1985) concern about
the “trivialization of language teaching” (p. xi), and in partic-
ular the reliance on ESL teaching materials that, while useful,
may lack substance and meaning.

On the other hand, while literature’s prospects seem to be
on a slight rise, the same cannot be said of simplification. As
Vincent (1986) states, in recent times “the basic idea of sim-
plifying literary, or any text, for the foreign reader has been
under review, if not attack” (p. 212).

Vincent, an advocate of simplified texts, provides a cogent
summary of the objections to such texts:

The essential feature of simplification is reduction, and this can

result in loss. The original book is shortened, the number of charac-

ters, situations, and events cut, the vocabulary restricted, and the
use of structures controlled. More significantly, perhaps, any un-
usual use of language — colloquialisms, idioms, metaphor, allusion

— tends to be ruthlessly expunged, and any ambiguity or uncertain-

ty in the text resolved. (Vincent, 1986, p. 211)

West (1950), another exponent of simplified texts, has
made the point that such texts, whatever their virtues, can
sometimes destroy a learner’s motivation by taking away the
essence of the original version and leaving in its place a flat,
hollow, uninspiring substitute.
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Anyone who has worked with simplified texts knows how
accurate these criticisms can be. As with the quality of original
texts, however, the quality of simplified texts varies consider-
ably. There is no fixed process for simplifying a text, nor is
the audience for such texts a completely unified body pos-
sessed of precisely the same language abilities. Though the
process of simplification is often done conforming to certain
strictly defined limits (number of words known by the target
group, in most cases), there is no guarantee that the end
result is satisfactory. Consequently, the scale and impact of
the drawbacks Vincent and West have pinpointed will differ
considerably according to the individual text under review
and the circumstances in which it is used. Clearly, though,
simplified texts are, by their very nature and purpose, subject
to certain limitations which understandably challenge their
effectiveness as language teaching aids.

At the same time, however, simplified texts have some
intrinsic virtues. The most obvious among these is the access-
ibility such a text provides for less sophisticated or developed
readers. Texts that would otherwise be too daunting to com-
prehend are made manageable through the stripped down
language and modified grammatical structures contained in
a simplified version. This, in turn, can produce a sense of
achievement in the struggling or unsophisticated reader.

Carter (1986) has written of the importance of finding a
‘way in’ to a text, and of appreciating the ‘literariness’ of the
language used by the author. Simplification, as will be dis-
cussed later, meets both these needs. Carter and Burton
(1982) have discussed the benefits of a text that is “slowed
down” through a careful approach to language, and here, again,
simplification provides a means for doing just that. That is,
the effect of a simplified text is much like that of a native
speaker of a language slowing down his speaking speed to
allow for the potential comprehension difficulties of the
second language listener. The “slowed down”’ language becomes
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more accessible through this process. In addition, Nash (1986)
has pointed out the advantages of paraphrasing — a form of
simplification — in terms of increased awareness of the special
qualities of the original language in the text.

In short, simplification can, under the right circumstances,
both provide greater insight into the language used in an
original text, and enhance a student’s ability to appreciate
literature in a second or foreign language.

Before examining the use of simplified texts in more detail,
it is necessary to draw attention to perhaps the greatest
obstacle to any serious discussion of simplification. This is the
problem of “either-or” thinking. All too often, teachers decide,
or simply assume, that they must use either an original or a
simplified form of a text. It is the contention of this article
that there is an effective and valuable middle ground between
the either and the or positions. That middle ground consists
of a comparative approach in which both the original and
simplified texts are used in concert with each other. This may
be called an integrated-simplification technique. The funda-
mental principle underlying this technique is that simplified
texts are used in conjunction with original texts through a
comparative process in which salient features of the original
work are highlighted by a close look at their alternative ver-
sions in the simplified text. By comparing the language, tech-
niques, and structures used in both versions, a window or
opening into the beauty and complexity of the language used
in the original text, or of the communicative properties of
the plain, direct language used in the simplified form, can be
created. Effective use of this opening can provide extensive
insight into language used in both a literary and/or a conven-
tional mode, depending on the aims of the course and the
teacher. Thus, simplified texts are integrated into the process
of studying language through literature.
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Simplification, Language, and Literature

Widdowson (1979) has described simplification as a ‘learn-
ing strategy.’ That is, simplification is not used merely to make
things easier for second language learners (though that is a
worthy goal in itself). Rather, whén applied more comprehen-
sively, simplification can be used in very concrete ways to
increase or sharpen students’ language awareness when it is
perceived as a tool in language teaching.

But what does simplification mean? To quote Widdowson
again: “I want to define simplification as the process whereby
a language user adjusts his language behaviour in the interests
of communicative effectiveness (Widdowson, 1979, p. 196).
Further, he says, “In language teaching, simplification usually
refers to a kind of intralingual translation whereby a piece of
discourse is reduced to a version written in the supposed inter-
language of the learner” (Widdowson, 1979, p. 185).

Simplification, then, is the product of a carefully con-
structed attempt to rearrange discourse so as to match the
linguistic needs and abilities of learners at a specific place in
their language development.

Carter has noted that “in the teaching of a foreign language,
opportunities should be sought for more extensive and in-
tegrated study of language and literature than is commonly
the case at present” (Carter, 1986, p. 110). Implicit in this
assertion is the notion that there is an intricate link between
language and literature as teaching aids. A closer look at that
link (which the integrated-simplification technique serves very
effectively) is in order.

According to Brumfit and Carter (1986, p. 15), “Literary
texts provide examples of language resources being used to
the full, and the reader is placed in an active role in working
with and making sense of this language.” Along the same
lines, Chapman points out that, “A work of literature is not
only an imaginative representation of life. It is also an auto-
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nomous linguistic structure, offering itself for scrutiny in
terms of verbal selection and ordering” (1982, p. 51).

McKay (1986, p. 191-192) reinforces this point: *“Literature
presents language in discourse in which the parameters of the
setting and role relationship are defined. Language that illus-
trates a particular register or dialect is embedded within a
social context, and thus there is a basis for determining why a
particular form is used. As such, literature is ideal for develop-
ing an awareness of language use.”

These remarks remind us that literature, with its specialized
and meticulously crafted use of language, is an abundantly
rich source for the study of a host of important linguistic ele-
ments contained in a literary text. The powerful, emotive
language used in such texts is there before us waiting to be
harvested, and our job as teachers is to find appropriate tools
for the harvesting. What is needed is an effective instrument
to make the harvesting possible.

By focusing on the language used in both an original and a
simplified literary text, then, we can help learners concentrate
on very specific uses and constructions within the carefully
controlled linguistic environment of literary expression.

To take this one step further, and to proceed to the use of
simplified texts, consider Widdowson:

.. . [T]he study of literature is an overtly comparative one, since

not otherwise can it be practised as an aspect of language learning

in a more general sense. This principle can be put into practise by
considering examples of literary discourse alongside conventional
uses of language to demonstrate the differences in the way the lan-

guage system is realized for communicative purposes. (Widdowson,
1975, p. 83)

Widdowson’s idea of looking at literary and conventional
language use side by side is where simplified texts fit into the
picture. Learners are simultaneously provided with passages
using the more sophisticated language of a literary text and the
modified equivalent of that language in the simplified text.
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With these two different versions placed next to each other in
the manner of slides being alternated beneath the magnifying
lens of a microscope, learners can easily and effectively move
in whatever direction the course or teacher dictates. If it is a
literature course, the language used in the original text can be
analyzed very usefully as literary expression by being jux-
taposed against an alternative non-literary version in the
simplified text. In this way the literariness of the language and
the literary functions such language performs can be high-
lighted and appreciated fully.

If language awareness is the goal of the course, the use of
strikingly different renderings of the same idea serves as an
excellent tool for language study. As Carter (1982, p. 11)
observes, “Literature is an example of language in use, and is a
context for language use. Studying the language of a literary
text as language can therefore enhance our appreciation of
aspects of the different systems of language organization.” Or,
as Littlewood (1986, p. 179) points out, “Literature now
becomes a vehicle for the learning of differences between lan-
guage varieties.” The original and simplified texts, when exam-
ined jointly, provide insight into these ‘systems of language
organization’ and ‘language varieties.’

An added value of the use of simplified texts is that it both
cements and illustrates the link between language and litera-
ture, a relationship that is useful and important to understand
in second language acquisition at more advanced levels. It
cements the link by showing, through the comparative process,
specifically how language is used at different levels to convey
meaning, feelings, images, etc. (i.e., the elements of literary
expression). It illustrates that link by providing us with con-
crete examples of the varied ways in which those elements can
be expressed. Thus, the comparison made possible by this
technique enables learners to penetrate into the deeper realms
of a literary text, where the real linguistic and literary trea-
sures are to be found.
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One potential difficulty must be noted here. Comparison
works best when the contexts being compared are, in some
sense, the same. If the subjects of the texts being compared
differ, learners are deprived of a meaningful or clearly stated
basis for the comparison, and the benefits of the exercise are
likely to be extremely limited. If the purpose of the compar-
ison is to make clear the differences between literary and
conventional discourse, students must have a solid and effec-
tive means by which to observe those differences. The use of
simplified, equivalent texts provides such a means for focused,
useful comparison. '

As a final comment on how the use of simplified texts
enriches the link between language and literature, we can
consider Moody’s perspective:

The English language, we know, is very rich in alternatives, and it is

well to ask ourselves in considering each of these why it is “so and

not otherwise.” Sometimes it is useful to consider what alternatives
could have been used, and whether any of them would have been

more suitable, Then we can begin to value the effect of the one
that the writer has actually used. (1968, pp. 22-23)

That is precisely what the use of simplified texts enables us
to do.

The Appropriate Use of Simplified Texts

The technique is simple, and yet it has quite a number of
exciting possibilities, depending upon the interests and creativ-
ity of the teacher.

Generally, the most useful way to apply this technique is to
compare systematically equivalent sentences and paragraphs
in the simplified and original texts. The focus of this side-by-
side type of comparison depends upon the aims of the teacher.
This can, of course, be done in class orally, and can stimulate
some very interesting and useful class discussion — with the
added benefit of allowing learners more opportunities to prac-
tice their spoken use of the language. This process can easily
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be expanded from its simplest level of teacher-class discussion
to group discussions, individual or group presentations, etc.

A more involved application is to ask students to do com-
parisons of textual passages, scenes, or whole texts in writing.
This can take the form of guided exercises where students
draft answers to very specific questions, or they can be asked
to write essays discussing whichever elements of the compar-
ison the teacher prefers.

Whatever application is used, it is vital to give careful
thought to the aims of the comparison prior to launching into
it. This is largely because of the varying quality of simplified
texts, discussed earlier. Some texts, for example, may be too
simplified for the purposes of the exercise. Since simplifi-
cation is often done with specific grades or levels of learners
in mind, the language and organization of the simplified text
must be examined carefully in advance so as to match the
needs of the learners using the technique. This, in turn, neces-
sitates a clear grasp of the abilities, and the weaknesses, of
the students in the course.

An effective analysis of the simplified text to be used
requires a corresponding understanding of the original text
selected for study. For instance, the themes of the original
must be examined thoroughly in order to appreciate their
representation in the simplified text. Furthermore, we must
ask: How archaic, symbolic, complicated, or idiomatic is the
language and/or the grammar of the original? Factors like
these are important because they provide insight into the
nature of the comparison to be made.

All the texts studied through this method in my course
have been short stories. This is partly because, as noted by
Moody (1971), Marckwardt (1978), and Hirvela and Boyle
(in press), short fiction tends to be the most popular literary
form among ESL students. Then, too, such texts require less
time for outside reading and preparation, an especially im-
portant point when the students must read both the original
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and simplified versions of the story. Short stories also tend
to be highly concentrated in terms of plot, number of char-
acters appearing in the story, and theme. This makes it much
easier for students to identify the essential literary features
of the text and thus enhances the process of comparison.

It should be pointed out that other literary forms are not
really amenable to either simplification or, consequently, to
this technique. True, a great many novels have been simpli-
fied, but so much so that there is little basis left for compar-
ison (it is possible, for instance, to see 200-plus page novels
reduced to several pages in the simplified or adapted form,
rendering any comparative process quite unreliable). Poetry,
by its very nature, cannot really be simplified within the same
literary form or genre. To be sure, poems are simplified
through paraphrasing in prose form; however, comparisons
of these vastly different representations of the text would be
difficult (though quite interesting for those willing to take on
the task). As for drama, the nature of this genre once again
makes simplification in any form a difficult, and perhaps un-
necessary, matter.

With whom should this technique be used? I believe that,
under the right circumstances (or rather in the hands of the
right teacher), the technique could be used with learners of
nearly any level of ability in the target language. This would
especially be the case if language awareness is the goal of the
exercise. For less proficient learners, comparing a tough
original text with a simplified version might be helpful in
terms of demonstrating the communicative properties of the
kind of language used in the simplified text. However, I
believe the kind of students I have worked with — upper inter-
mediate and advanced learners (on the university level) — are
the ideal group for a methodology of this type. For one thing,
their ability to comprehend both versions of the text creates
more room for comparison of the different forms of the story.
Also, students at this point in their development are in a much
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better position to express, verbally or in writing, what they are
discovering as they make their comparisons. Finally, such
students tend to be better versed in both literature and lan-
guage (their own, if not that of the target language), thus
broadening the scope of the comparative process. That is,
instead of focusing strictly on more visible linguistic differ-
ences between the texts, as would be the case with less profi-
cient learners, a teacher can examine more complex linguistic
functions or various relationships between language and
literature in the texts.

What are the specific purposes of this technique? What are
the students expected to gain from it?

Since I have used the technique in a combined language/
literature course, I have applied it toward increasing both
“literary awareness” and “language awareness.”

“Literary awareness” refers to recognizing and understand-
ing the literary elements of the text, such as characterization,
imagery, setting, scene, etc. These elements, which are not
normally found in other forms of discourse, are an important
part, collectively, of the deeper recesses of a language, in the
sense that language is used in very particular ways to express
them. Therefore, the language of the two texts is compared
to see how literary conventions are developed via linguistic
means. This method draws attention to these conventions, and
therefore increases students’ awareness of them.

This technique can work particularly well when using older
original texts featuring language, structures, and styles that are
not commonly found in contemporary literature. Such texts
allow for more space between the original and simplified
versions, and that gap is the source of considerable benefit to
students when explored properly. This is equally true whether
the comparison aims at increasing literary knowledge or lan-
guage awareness.
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Examples:
“The Gift of the Magi’’ and “The Country of the Blind”

An essential feature of O. Henry’s short story, “The Gift of
the Magi,” is the use of the Magi — figures from the Bible who
symbolize deep wisdom and understanding — to convey a
moral message about the importance of giving rather than
taking. The story itself describes the simple yet profoundly
moving sacrifices a young married couple make in order to buy
Christmas presents for each other,

The original ending of the story is written as follows:

The magi, as you know, were wise men — wonderfully wise men —

who brought gifts to the Babe in the manger. They invented the art

of giving Christmas presents. Being wise, their gifts were no doubt
wise ones, possibly bearing the privilege of exchange in case of
duplication. And here I have lamely related to you the uneventful

chronicle of two foolish children in a flat who most unwisely
sacrificed for each other the greatest treasures of their house. But

in a last word to the wise of these days let it be said that of all who

give gifts these two were the wisest. Of all who give and receive

gifts, such as they are the wisest. Everywhere they are the wisest.

They are the magi. (Porter, 1945)

O. Henry’s version is alternately subtle, humorous, didactic,
and personal in nature (note the use of the first person point
of view and the familiar way in which the audience is address-
ed). Linguistically and thematically, this ending is both com-
plicated and highly stylized, a combination that would render
it difficult for many second language readers to fully com-
prehend. However, an understanding of the techniques the
author has used can be very helpful for ESL learners. We there-
fore need to find a ‘way in’ to his text. A comparison with
two simplified endings of the story will enable us to do just
that. This is the ending in the Pocket Classics text:

The Magi were wise men who brought gifts to the Christ Child.

They were the first to give gifts at Christmas time. In a way, Della

and Jim were like the Magi. They sold their greatest treasures to
buy gifts for one another. It didn’t even matter that the presents
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were useless. For with the combs and watch chain, they gave each

other their love. And that was the wisest gift of all. (Porter, 1984)

This is a very modified version in which the lesson of the
story is still present, but in the form of a straightforward style
devoid of the charm, subtlety, and personal involvement of
the author/narrator in O. Henry’s text. A key difference
occurs in the reduced emphasis on the Magi, who serve as an
important image in O. Henry’s text. The absence of these
elements, and the effect their removal has on the reader’s
appreciation of the text, is something that can be examined
with considerable benefit in the ways described earlier in this
article. Conversely, the more direct, communicative use of
language in the simplified text can be studied for its own
virtues. Stripped of O. Henry’s literary style, the simplified
version relates the same essential message in a simpler, more
conversational style that students may well be encouraged to
emulate in their own writing.

The ending used in the Oxford Progressive English Readers
text provides a further basis for useful comparison because it
takes a very different approach to the process of simplifica-
tion. In this version all references to the Magi have been
removed. The title has been reduced to “The Gifts,” and the
story ends with the husband suggesting that he and his wife
put away their gifts and have supper. At no point in the story
is the message stated directly for the audience. How this
approach compares to those in the other two texts makes for
very interesting and profitable discussion. Is it the same story
after simplification? Is it a better story? In what ways has the
language changed from one text to another? Questions such
as these, which we can explore under the controlled conditions
provided by the text, enables us to take students to the heart
of language and literature study.

The beginning of this same story is also worth examining
for a closer look at the integrated-simplification technique.
Here is O. Henry’s version in the original text:
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One dollar and eighty-seven cents. That was all. And sixty cents
of it was in pennies. Pennies saved one and two at a time by bull-
dozing the grocer and the vegetable man and the butcher until
one’s cheeks burned with the silent imputation of parsimony that
such close dealing implied. Three times Della counted it. One dollar
and eighty-seven cents. And the next day would be Christmas.

(Porter, 1945)

O. Henry’s opening paragraph does more than just com-
municate essential information. In addition, we are given a
hint of the great dedication of Della, Jim’s wife. We sense the
paucity, but also the great value in non-material terms, of the
money she has managed to save. A meaningful but vexing
process whereby one scrimps and saves laboriously over a long
period of time in pursuit of a noble goal is revealed to us, add-
ing a rich texture to the bare facts of the story and suggesting
the deeper context and tone of the tale we are about to read.

That situation is changed completely when we look at the
simplified version in the Pocket Classics text:

Three times Della counted her money. One dollar and eighty-seven
cents! That was all. And tomorrow would be Christmas day.

This version concentrates solely on the facts — and only
some of them. What is missing is any sense of how hard Della
has worked to save the money, and how she suffered emotion-
ally as she struggled — against the grain of her kind, accepting
personality — to bully the merchants from whom she shopped
so as to save money for her husband’s Christmas gift. We have
no notion of where the money came from or how its collec-
tion reflects on Della herself. The underlying tensions and
meaning of the story are not even remotely hinted at.

This is not to say that the simplified version is bad. Rather,
it is useful for us because it is communicative instead of crea-
tive, and the gap between these two very different approaches
to communication can be of extreme value to teachers in
exploring the important linguistic and thematic contrasts
between the two passages. By studying that gap, we can
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show learners crucial differences between different types of
discourse.

To illustrate the technique a little further, let’s look at an
example from the classic H.G. Wells short story, “The Country
of the Blind.” The plot of this story is simple yet intriguing.
A mountaineer, Nunez, is cast by accident into a remote,
legendary valley where blindness has reigned among all the
citizens for several generations. The mountaineer, fully expect-
ing to dominate the villagers because of his eyesight, is instead
humiliated by them and, in the process, is taught vital lessons
about himself and life. Like “The Gift of the Magi,” the story
takes the form of a parable.

To use a story effectively with this technique, careful selec-
tion of passages is essential. To make maximum use of the
technique, passages that are linguistically valuable as well as
thematically interesting work best. The following sample from
“The Country of the Blind” was chosen on the basis of these
criteria. The passage concerns a crucial moment in the story
where Nunez, the mountaineer, tries to explain the full value
and beauty of eyesight to his blind fiance from the valley,
someone for whom he is prepared to have his eyes surgically
removed. But as he explains what would be lost through the
sacrifice of his eyes, his own mind is subtly turned against the
whole idea of the operation and of joining the society of the
blind people. The original version of this scene conveys the
shifting of his attitudes, and the existence of his poetic soul,
very movingly:

There are the beautiful things, the beautiful little things — the flow-

ers, the lichens among the rocks, the lightness and softness of a

piece of fur, the far sky with its drifting down of clouds, the sun-

sets and the stars. And there is you. For you alone it is good to
have sight, to see your sweet, serene face, your kindly lips, your
dear, beautiful hands folded together. . . It is these eyes of mine
you won, these eyes that hold me to you, that these idiots seek.

Instead, I must touch you, hear you, and never see you again. I
must come under that roof of rock and stone and darkness, that
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horrible roof under which your imagination disappears. . . No; you
would not have to do that? (Wells, 1967)

When we read Wells’ text, we are transported into the soul
of Nunez, and we see how deeply and lovingly he clings to
sight. At the beginning of the paragraph, Nunez is describing
the virtues of eyesight; by the end of the paragraph, he has
talked himself into holding onto his eyes. Furthermore, we see
his deep-rooted bitterness against the village leaders, who insist
upon the removal of his eyes, and we are thus moved into the
growing conflict within Nunez’s mind. Within that one para-
graph he is alternately a passionate, inspired lover and an
angry, possibly violent, rebel prepared to do battle against
those he resents.

This is how the same scene is described in the simplified
text provided in the Oxford Progressive English Readers series:
My world is sight. There are the beautiful things, the beautiful
little things — the flowers among the rocks, the sky with its moving
clouds, the sunsets and the stars. And there is you. It’s good to
have sight if only to see your beautiful face, and your dear, beauti-

ful hands. . . (Toyne, 1974)

This text, while very communicative and effective for the
less advanced reader, conveys none of the burning intensity of
Nunez’s passion or conflict, nor does it reveal the gradual but
forceful change in his attitude toward his situation. Further-
more, the lovely diction in the Wells passage is missing in the
simplified version.

A comparison of these passages will demonstrate the extra
dimensions possible in language when it is stretched to its
further limits. Through careful analysis of the two texts,
students can be shown that it is not merely the added descrip-
tive detail in Wells’ version that gives it the depth lacking in
the simplified text. Structure and diction have been used
together to communicate subtle changes in thought and feel-
ing within the character. Exploring how Wells did that, and
how the simplified text didn’t, will give students a greater
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sense of the linguistic and thematic flexibility possible in the
use of the language they are learning.

Evaluation

In general, my students have responded quite positively to
the approach. The fact that the simplified texts used have
been quite short and easy to read has meant that the student
work-load has not increased significantly, thus allowing stu-
dents to put considerable energy into the exercise. Further-
more, selective use of the approach seems important. Using
the approach for every story studied in the course is not a
good idea, as the students do find the approach fairly demand-
ing. Then, too, to only study texts on a comparative basis
casts the original texts in an unnatural light. Students have
responded best to the technique when it was used from time
to time, and for particularly difficult original texts. They have
indicated that answering questions in writing has proved very
helpful. They have also reported that texts studied in the
conventional manner are approached with greater attention
to detail (linguistic and literary) following the use of the
approach. That is, the approach helps them to examine other
original texts more actively or attentively.

Probably the most interesting response thus far has been to
an experiment in which the students used the approach in
contrasting ways with two O. Henry short stories, “The Last
Leaf” and “The Gift of the Magi.” The former story was read
in its original form first, followed by the simplified text. The
process was then reversed for the latter story. Upon complet-
ing the study of both stories, the students were asked to
state and discuss, in writing, which reading sequence they
preferred. Not surprisingly, most of the students indicated
that they preferred reading the simplified text first. This, as
expected, enabled them to enter the original text with a solid
working understanding of the story itself, and it allowed them
to pay immediate attention to specific linguistic and literary
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features that otherwise would have been noted only in a
subsequent reading, if at all. Comprehending the story was no
longer a concern; thus they were free to appreciate the many
structural elements of the original text. In short, they engaged
the original text in a more informed position. This, of course,
is precisely how ESL teachers hope their students will read
an original text in English.

However, although students preferred to read the simplified
text first, they liked the original text more. The convenience
afforded by the simplified text was greatly appreciated, but
the students recognized and reacted against the absence of
more interesting linguistic and literary features. Some charac-
terized the simplified text as “empty,” saying that it was use-
ful but devoid of substance. Seeing the simplified text in these
terms greatly enhanced their appreciation of the sophistication
contained in original literary texts. Hence, both their language
and literary awareness were enriched by this use of simplified
texts.

Taken together, these reactions suggest that this compara-
tive method should be used prudently and with very careful
attention as to which original texts should be studied in this
manner. Furthermore, assigning the simplified text first is the
most workable reading sequence from the students’ point of
view. However, I would urge that a more balanced approach
be used, with the two reading sequences being alternated.
Comparing very carefully selected portions of text is also
essential if the approach is to be really effective.

Conclusion

There are, of course, many ways in which second language
learners improve their ability to use that language, just as there
are many different stages in their language development. Our
task as language teachers is to help learners move from one
stage to another. To do that, we need to give them a specific
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sense of what lies ahead of them at the next level, so that they
know precisely what it is they are aiming to do, or to know,
next. The technique I have described, by allowing for com-
parisons of different levels of language use in very concrete
terms, offers learners vivid examples of where they are com-
ing from (simplified text) and where they are going (original
text). Through detailed study of equivalent passages presented
in alternate forms, we can gradually and carefully move them
to the next stage in their ability. We allow them to see for
themselves the next target in the climb up the acquisition lad-
der, and we give them a very useful tool in making that climb.

The many benefits of the integrated-simplification approach
are available, however, only when teachers make careful use
of the technique. This requires a clear understanding of:

(a) what the students are expected to learn through the
approach;

(b) the essence of, and the differences between, the ori-
ginal and simplified texts being used; and

(c) an appropriate setting for, or means for the applica-
tion of, the technique.

That is, which application of the approach will work best in
light of the needs of the learners using the approach? Teachers
must examine this question carefully to avoid entering into
the process of comparing blindly or haphazardly.
Simplification has its limitations, and they need to be
understood by advocates of its use as a language teaching aid.
However, simplified texts are, by their very nature, highly
communicative versions of more sophisticated texts, and as
such they have considerable value as teaching tools when used
in a carefully constructed relationship with an accompanying
original text. Sometimes they can be used to introduce, or to
prepare students for, a more difficult original text. At other
times they can be used to shed light on important features of
an original text through careful comparison of both texts.
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When used in these ways, and on the level appropriate for the
learners being taught, this combination of alternate texts is a
highly useful instrument in language teaching, whether the
focus is on second language literature study or language
awareness.
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POINT TO POINT

This is a new section which we intend to be a forum for constructive
comment on issues raised by articles which appear in JALT Journal. If
you wish to contribute comments, however short, please write to the
editors.

NATIVES, SPEAKERS, AND MODELS

Julian Edge

Abstract

The use in ELT of the terms “‘native speaker” and “non-
native speaker” needs to be rethought. The author argues
that the model for learners is the native teacher communi-
cating in the target language. The role of the foreign teacher
is to support that model in classroom interaction.

In August 1987, I was fortunate enough to be invited to
Tokyo by the British Council to teach on two seminars for
Japanese teachers of English in Junior and Senior High Schools.
Three things have been on my mind since I left. First, I was
very impressed by the enthusiasm and ability of the teachers
I worked with. Second, I was a little unsettled by some as-
pects of a native speaker/non-native speaker distinction that
I came across. Third, I thought that the short JALT Journal
article by Nakayama (1987) reviewing Smith’s (e.g. 1983)
philosophy of English as an International Language was a very
useful contribution to our thinking when we try to balance
the potential contributions to language teaching of the native
teacher in any country and the (usually foreign) native speaker

Julian Edge has taught English since 1969. He was awarded his Ph.D.
by Birmingham University in 1986 for a thesis concerning an application
of discourse analysis in teacher education. He now teaches on the M.A.
in Applied Linguistics for ELT at the University of Durham (School of
English, Elvet Riverside, Durham DH1 3JT, England).
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of the language being taught. In this short article, I also hope
to make a small contribution to the same topic. As my ac-
quaintance with Japan has been so brief, I shall draw on my
own experience elsewhere and leave readers to make their own
decisions about the relevance of what I have to say to their
own situations.

As Paikeday (1985) points out, the term native speaker is
frequently used but seldom defined. One relatively uncon-
troversial definition might be based on the accident of birth
and growing up; that is to say that a person is a native speaker
of the language that he or she learnt first as a mother tongue.
In fact, this is already problematical, because although many
of us grow up in monolingual societies, most of us do not.
Furthermore, many children learn first a language that is the
mother tongue of only one, or of neither of their parents, but
let us leave that aside.

There is another usage of native speaker which is often
confused with this first sense. This is the usage common in
linguistics meaning something like: “someone gifted with
special and often infallible grammatical insights” (Paikeday,
ibid., p. 1). Paikeday’s argument, which I would wish to sup-
port, is that this creature is in fact a type of linguistic unicorn,
well known in the myths and legends but impossible to relate
systematically to a group of living beings. This native speaker
is one of a set of idealised abstractions, along with the homo-
genous speech community and formal syntactic competence
which are found necessary by some theoretical linguists.
There is no reason for us to suppose that we can select people
according to an accident of birth and thereafter rely on their
grammatical insights. Conversely, there is no reason not to
trust the grammatical insights of someone who has reached an
appropriate level of ability in a language, whatever the acci-
dent of their birth. Let us, then, restrict the definition of
native speaker to its accident of birth sense and look further
at how the term is used in language teaching.
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In a country where a language does not play an established
social role, it is often said that a native speaker model is need-
ed. The argument is that as there is no established local variety
of the language, a standard model should be used in order to
increase the likelihood of international intelligibility. A fur-
ther refinement is to accept that although the model will be
that of a native speaker, the target which the local learners will
actually be asked to achieve may well deviate from this model.

There seems to be some logic in this in a linguistic sense,
but there is again a danger of a linguistic abstraction being con-
fused with actual people. When I stood in front of a class of
Turkish schoolchildren, there was clearly only a very restricted
sense in which I could act as a model for them in social,
cultural, emotional, or experiential terms, with regard either
to their past or their future. The person who could act as
such a model would be a Turkish teacher; and, if we believe
that reference to the social, cultural, and emotional experi-
ences, awareness, and aspirations of our pupils is important in
learning, then this is the ideal model.

As far as the linguistic model is concerned, there are two
points to consider. First, following the argument about learn-
ing models above, the best model for the students is not a
foreigner speaking his or her native language, but the native
teacher effectively communicating in a foreign language.
Second, the role of the foreign native speaker in such a situa-
tion is to partner and support the native teacher in his or her
communication. I should like to discuss these two points
further. '

Without going into detail about the various possible posi-
tions, I think that there is a consensus among language teach-
ers at the moment that there are times to concentrate on
encouraging fluency, and times to concentrate on encouraging
accuracy. If we really believe that, it needs to be demon-
strated in the way that native teachers view their own use of
the foreign language. Students are not insensitive; if they see
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that the teacher is embarrassed about making formal mistakes
in the language, then they will very well understand that it is
accuracy, above all else, that counts. Similarly, they will
understand that fluent communication is valued if they see
their teachers enjoy using the language, use whatever com-
munication strategies come to hand, and are as accurate as
they can — when they have time to concentrate on accuracy.
For teachers of a language foreign to themselves, as for learn-
ers, there are times to concentrate on accuracy and times to
concentrate on fluency. A teacher who is presenting an item
of structure to a class needs to concentrate on being accurate;
a teacher who is telling the class a story needs to concentrate
on telling that story in an exciting and involving way.

The appropriate language model, then, is the native teacher
enjoying the language and, wherever possible, being seen to
use the language to communicate with foreigners. This makes
enormous demands on the native teacher. One of the reasons
why teaching is such an exhausting trade is that we repeatedly
have to open ourselves up in front of large groups of people
in the knowledge that we might be challenged, criticised,
proved wrong, laughed at, talked about, disliked, or even
despised. That applies to all teachers. The threat to personal
security experienced by someone teaching ‘“‘communicative-
ly”’ a language which they themselves have learned at school
must be many times greater.

This leads us to the question of an appropriate role for
people involved in teaching their native language in someone
else’s country. In their partnership with the native teacher,
the essential element of that role is not to provide a model of
correctness but to support the native teacher’s attempt to
model communication with a foreigner. This is the relevance
of Smith’s (1986, p. 32) comment cited by Nakayama:

. . . [N]ative speakers need as much help as non-natives when using

English to interact internationally. There is no room for linguistic
chauvinism. (1987, p. 159)
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One hopes that anyone who has the education of school-
children in their hands will have had appropriate training and
be involved in their own development as teachers. As far as
the teaching of English is concerned, it seems more and more
important that this training and development should help us
escape from the essentially nationalistic world-view of native
speaker[non-native speaker and get us involved in furthering
an internationalist perspective in which users of English are
simply more or less accomplished communicators.
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DIARY STUDIES IN CLASSROOM SLA RESEARCH
PROBLEMS AND PROSPECTS

John Fry

Abstract

This short article is an appraisal of Diary Studies (DS) as
a research method. DS have a contribution to make to re-
search into second language acquisition (SLA)® but advo-
cates of DS occasionally omit discussion of problems in
deriving generalisable conclusions from them. In what fol-
lows therefore the author identifies three claims made for
DS and then goes on to discuss, in relation to these claims,
the problems of (a) gathering valid data; (b) interpreting the
data; and (c) deciding whether or not DS are a type of
non-interventional research. He ends by explaining two
ways in which DS can be beneficial despite their shortcom-
ings and one way (action research as distinct from main-
stream research) in which the shortcomings become positive
advantages.

Claims for Diary Studies

Various claims have been made for diary studies (DS). These
are:

Claim 1: that they serve to generate hypotheses about
classroom second language acquisition (SLA),

Claim 2: that they provide insights into learner variables
(i.e. learning strategies, and affective and psycho-
logical factors involved in learning),

Claim 3: that they can provide insights into the processes
of SLA itself.

In terms of illuminating the nature of SLA, these claims
become successively stronger (claim 3, of course, being the
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strongest). Also the stronger claims appear to assume the
weaker ones. It is clear that Matsumoto (1987) embraces all
three:
Each of the diary studies . . . contains unique and noteworthy in-
formation which contributes to our understanding of the processes
underlying second language learning and teaching in a formal class-
room setting. (p. 21)

Problems of Gathering Data

Terminology

Following Schumann (1977) and Bailey (1980), Matsumoto
(1987) distinguishes the terms introspective and non-introspec-
tive data. For them the term introspective is the term given to
data where the researcher and the diarist are the same person;
non-introspective where the researcher and diarist(s) are differ-
ent people. For others, including Cohen and Hosenfeld (1981),
Mann (1982) and Cohen (1983), introspective data is that
which is gathered from subjects while they carry out a task;
an example is the think aloud protocols used by Cohen (1983)
in gathering data on reading strategies. Retrospective data is
that which is collected after the event. I shall be using this
latter terminology. DS will be considered as examples of
retrospective data.

Introspective Data

Introspective data holds a far stronger claim than retrospec-
tive data to be capable of providing valid insights into SLA, as
it represents no additional load on long-term memory. Ap-
proaches to introspective data presuppose that learners have
a high degree of what Mann (1982) refers to as metacognitive
awareness, that is, they are able to accurately “observe the
contents of their minds and infer from this process in opera-
tion” (p. 89). In considering during-task verbal reports, Seliger
(1983) argues that although awareness of processes might be
available for a few seconds, it will be obscured by the task.

159



Diaries in Classroom Research

Reporting on how one is doing a task while doing it is a double
task. This obviously increases the cognitive load and is likely
also to affect the processes. Furthermore, learners can only
report what they are conscious of, the unconscious processes
remaining inaccessible. How can we be sure that when a
learner reports using strategy X it wholly represents what is
going on? Moreover, the nature of the task might itself sug-
gest the use of certain strategies, so that what is reported of
processes may in fact be inferred from the task, amounting
perhaps to what Seliger (1983) calls “post hoc guessing.”
What is most frustrating is that we can not assess the scale of
these problems from the data. We can not be sure just how
problematic they are. Nevertheless they remain as concerns
that must affect the status of the data and what it may be
taken as evidence of.

Seliger (1983) concludes of introspective verbal reports that
they can be useful generating hypotheses about learning (claim
1) and with regard to learner variables (claim 2), but nothing
direct can be expected regarding learning processes (claim 3).
Cohen (1983), though, admits that such data primarily reflects
attitudes to and strategies for learning (claim 2) rather than
conscious learning processes.

Retrospective Data

With retrospective data, all the problems of cognition in
introspective data are magnified by the lapse of time between
the event and the reporting of it. The longer this time is the
greater the load on memory capacity, and therefore the greater
the likelihood of a report being a piecemeal and edited ac-
count of the event. Perceptions change with time and people
are apt to forget. By its very nature, such data involves levels
of unconscious editing. What may have seemed salient during
the event is quite likely to differ from what is recorded as
salient later. The event will be summarised. It is therefore
difficult to see how DS can provide insights into the processes
of SLA. Claim 3 must therefore be untenable.
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Researcher Intervention

One argument advanced in favour of DS is that the diarist
can be free from research intervention, free to record his/her
perceptions without prompting, and that, further, the value of
DS lies in this freedom from constraints. However, even if
the researcher tries to eschew all intervention, waiting until
the diary is complete before looking at it, there are still prob-
lems that threaten the validity of the data.

Consistency, in terms of time (i.e. that the data is recorded
at a fixed time after the event, preferably as soon as possible)
and in terms of depth (i.e. the level of detail recorded) cannot
be ensured. Diary-keeping is time-consuming and initial en-
thusiasm may give way to fatigue. And lack of consistency will
diminish the potential usefulness of the data.

Even where researchers intend to limit the dangers of sub-
jects’ editing of data by remaining inexplicit about the goals
of their research, there is still the danger that subjects will try
to guess these intentions and provide what they think the
researcher is after or simply try to show themselves in a good
light. And, of course, editing is not necessarily conscious.

Another problem is that the act of recording aspects of
learning behaviour will raise consciousness of that behaviour
and may change it. For example, comparison of early and later
diary entries may reveal changes in the learners’ perceptions
of, say, reactions to peer correction or use of a particular
strategy for vocabulary acquisition. While this is of interest
as regards claims 1 and 2 (hypotheses about learning and
learner variables), it can yield nothing direct as regards learn-
ing processes (claim 3). This consciousness-raising aspect of
diary-keeping will be considered further in the later d1scuss10n-
of different research uses of diary data.

If the above problems exist when the researcher adopts a
stance of non-intervention, any degree of overt intervention,
such as periodic examining and discussion of a diary with a
subject, will increase them.
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They do not render claims 1 and 2 empty, but they do
indicate that DS data cannot be expected to yield any firm
statements. Rather they will produce tentative hypotheses
(claim 1) and interesting possibilities (claim 2).

Cohen (1983) argues that introspective data on SLA proc-
esses may be obtainable if subjects are trained (i.e. in meta-
cognitive awareness) to provide the required kinds of data. The
problem here is that the training is highly likely to affect both
task performance and the processes themselves. Mann (1982)
echoes this concern. In discussing the use of practice tasks to
refine subjects’ reporting, she warns that:

. . . subject training may bias the data towards the experimenter’s

desires and expectations, whereas no training may result in the loss

of potentially relevant information through the subject’s ignorance

of interesting features, limited metacognitive awareness or through
the subject’s discomfort and unease with the experimental task.

(p.91)

Problems of Interpretation

Perhaps the first question regarding the analysis of the data
is, as Mann (1982) says:

Do we approach the data with pre-defined categories or do we
allow the data to drive the analysis? (p. 95)

Clearly, if we are interested in the learners’ perceptions of
their learning, we would be wise to adopt the latter course.
Putting the data through a sieve of pre-established categories
risks forcing a particular interpretation onto the data and over-
looking points of possible interest. But how specific should
the categories that emerge be? The best course is probably to
accept a great number of specific ones, at least initially.
(Matsumoto [1987] notes that no less than 76 factors were
revealed in Brown’s studies [Brown, 1983, 1985b] referred
to in Matsumoto [1987, p. 24]). However, if the analysis is
to be genuinely useful as research, that is, replicable by other
researchers, later analysis may need to reduce these to a
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smaller number of more general and more generalisable cate-
gories or, alternatively, to focus upon only a sub-set of cate-
gories of particular interest.

Crucial to any analysis is that all instances ascribed to a
particular category do in fact share the same criterial features.
Categories must be formally defined otherwise they will lack
any explanatory power and real evaluation of the analysis
and possible. replication of it will be ruled out. But herein lies
the rub. Can the researcher be sure that a strategy or attitude
named more than once actually refers to the same thing?
There will be problems of definition, particularly with general
terms such as motivation. And what is one to make of general
comments in the data, that such-and-such is helpful or con-
fusing, when no supporting information is given? (Retrospec-
tive data tends to be full of these interesting yet vague state-
ments which incite a barrage of questions.)

. One can only try to be as rigorous and explicit in defining
categories as possible. One way is to “go to bed” with the
data, to become intimate with it before attempting any
categorisation of it, in the hope that categories will suggest
themselves. Matsumoto (1987) also suggests that several
researchers analyse the data independently before thrashing
out a consensus, a helpful though time-consuming approach.
A further possibility is to take the data back to the diarist
for clarification. However, this gathering of secondary data
would invite further editing of the primary data (i.e. it rep-
resents retrospections upon retrospections). It would need
to be done as soon after the event as possible and that would
mean during the period in which the diary was being kept.
This intervention, as noted above, would probably influence
later entries.

The Contribution of DS

DS have revealed nothing that directly contributes to our
understanding of SLA processes (claim 3 is untenable), al-
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though they have revealed a wealth of factors that have been
perceived by different learners to be important in the enhance-
ment of learning (i.e. claim 2). DS have indicated a great
number of learner variables. However, the participant studies
(as the researcher-as-diarist studies are sometimes referred to)
such as Bailey (1980) can only serve to inform us what a
particular learner in a particular learning context perceived
as being important. Lacking a clear framework of categories of
analysis they are impossible to compare. Comparison is also
precluded by the range of variables they exhibit as regards the
learning context. They therefore lack any explanatory power
as the data is not generalisable. As evidence they must be
viewed as idiosyncratic, anecdotal accounts (though nonethe-
less interesting).

Non-participant studies (i.e. involving subjects as diarists)
are likely to be more revealing, especially when involving
multiple subjects rather than case studies of single learners.
But the crucial feature must be frameworks of defined cate-
gories that will afford comparisons of studies and replication
on other groups of learners where certain variables of learning
context may be kept constant. Only then will DS begin to
have some explanatory power and without this power the
basis for claim 2 is weakened.

Claim 1 is the most tenable of the claims. DS data does
raise a great many questions and published DS have all pointed
to factors that may be important in language learning. Yet this
claim is also weakened unless analyses present defined cate-
gories on which hypotheses can be based. Unless what is
hypothesised can be tested quantitatively or is at least amen-
able to support or denial through other qualitative means, the
claim remains empty and without meaning. As Chaudron
(1986) says:

. . . if we argue that qualitative research serves to generate hypo-
theses, we must be concerned about the replicability and generaliz-
ability of the results. (p. 710)
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To its discredit there is a dearth of replication studies in SLA
research. To quote Chaudron (1986) again:

Despite many years of qualitative observational studies that should
have generated hypotheses about effective teaching and learning
behaviors, we have today only a small selection of classroom
process variables that can be agreed upon as potentially influential
for learning. (p. 711)

Diary Studies in the Research Paradigm

Is there therefore a place for the DS in mainstream class-
room SLA research, the foremost aim of which is to describe
and explain the nature and processes of SLA? The answer can
only be a very weak affirmative. The DS is a limited and ex-
ploratory tool which may serve to generate hypotheses about
learning behaviour and yield information on important learner
variables if, and only if, its findings are presented in a frame-
work that is generalisable and accessible to further investiga-
tion. However, the charge of lack of generalisability, often
made against DS, is perhaps more a reflection of the outcomes
of the published studies, still quite small in number, than of
inherent weaknesses of the research method itself.

Two Uses for DS

Owing to their exploratory nature, DS may be best used if
employed during the initial phase of a research project as a
means of throwing up variables to be investigated by other
means in a second phase. Alternatively, their use in combina-
tion with other research methods may also prove to be fruit-
ful. For example, learners and their teacher might be asked
to complete diary entries immediately after the event (i.e. the
lesson) followed by interviews to clarify the contents of those
entries using a video or audio recording of the event to serve
as a prompt. Thus the diary becomes one element of triangul-
ation, that is the gathering of data from three distinct sources
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that focus upon one event. Although there are some very
obvious practical problems involved here, the example is given
merely to indicate the possible integration of the DS with
other methods of research.

Action Research

There is a completely different and very powerful role for
diaries, their role in action research. The problems for the DS
in mainstream SLA research vanish when they are used in the
context of action research, which is research intended to solve
immediate problems in classrooms rather than to reveal any
general truths about learning. In a number of educational
contexts learners have been asked to keep diaries as a means
by which teachers can keep in touch with the learners’ per-
ceptions of their classroom experiences and as a basis for
discussion of problems and of remedial action by the teacher
(Hopkins, 1985). It is a powerful tool where learners come to
trust it as a form of on-going dialogue with their teacher. It
is intended to raise levels of consciousness about learning and
to lead to teacher-researcher intervention. Of course there
need not be any specific problems to be overcome. Diaries
may simply be used as a basis for heightening learners’ levels
of awareness of their learning. This is recognised by Matsu-
moto (1987):

Finally, the diary study is not only a research tool, but may also be
used for other practical purposes such as self-awareness, self-
evaluation, self-improvement, and orientation for other learners —
it can be of immediate use for diarist-learners as an aid to their
second language learning. (p. 26)
This is true, but one must ensure that the delineation between
action research and mainstream SLA research is clearly marked
as the DS’s strengths in the one become its weaknesses in the
other.
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Note

1. Classroom SLA here denotes learning in a classroom setting and
does not, therefore, imply any distinction between the terms acquisition
and learning. The use of procedures to statistically quantify data is the
basic feature delineating quantitative from qualitative research methods.
Quantitative data includes written or verbal reports from subjects as well
as unquantified analyses of transcript data. For detailed discussion see
Ochsner (1979), Long (1980), Chaudron (1986), and Henning (1986).

References

Bailey, K. M. (1980). An introspective analysis of an individual’s lan-
guage learning experience. In R. C. Scarcella & S. D. Krashen (Eds.),
Research in second language acquisition: Selected papers of the Los
Angeles second language acquisition research forum (pp. 58-65).
Rowley, MA: Newbury House.

Chaudron, C. (1986). The interaction of quantitative and qualitative ap-
proaches to research: A view of the second language classroom.
TESOL Quarterly, 20, 709-717.

Cohen, A. D. (1983). Researching second language learning strategies:
How do we get the information?, unpublished paper presented at the
annual TESOL convention, Toronto.

Cohen, A. D. & Hosenfeld, C. (1981). Some uses of mentalistic data in
second language research. Language Learning, 31,285-313.

Henning, G. (1986). Quantitative methods in language acquisition re-
search. TESOL Quarterly, 20, 701-708.

Hopkins, D. (1985). A teacher’s guide to classroom research. Open Uni-
versity Press, Milton Keynes.

Long, M. H. (1980). Inside the “black box”: Methodological issues in
classroom research on language learning. Language Learning, 30,1-42.

Mann, S. J. (1982). Verbal reports as data: A focus on retrospection. In
S. Dingwall & S. J. Mann (Eds.), Methods and problems in doing
applied linguistics research (pp. 87-104). University of Lancaster.

Matsumoto, K. (1987). Diary studies of second language acquisition: A
critical overview. JALT Journal, 9, 17-34.

Ochsner, R. (1979). A poetics of second-language acquisition. Language
Learning, 29, 53-80.

Schumann, F. M. & Schumann, J. H. (1977). Diary of a language learner:
An introspective study of second language learning. In H. D. Brown,
C. A. Yorio, & R. H. Crymes (Eds.), On TESOL ’77: Teaching and
learning English as a second language: Trends in research and practice
(pp. 241-249).

Seliger, H. W, (1983). The language learner as linguist: Of metaphors
and realities. Applied Linguistics, 4, 179-191.

167



RELCSOURNAL

A JOURNAL OF LANGUAGE TEACHING AND RESEARCH IN SOUTHEAST ASIA

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

GUIDELINES

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

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

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



JALT Journal, Vol. 9, No. 2, May 1988

CONFERENCE REPORTS

INTERCULTURAL COMMUNICATION AS AN
EFL TEACHING FORMAT: FURTHER REFLECTIONS

John M. Ratliff

What is Intercultural Communication?

Intercultural communication studies communication that
takes place between people from different cultures. It exam-
ines the new forms of human interaction that arise when
people with different sets of cultural assumptions try to work
together and play together. Such interactions don’t strictly
follow the set patterns of behavior of the native cultures of the
participants, but represent in a sense a “third” or ‘‘inter”
culture, with its own set of norms. As a result, the individual
must develop new strategies to operate in this new environ-
ment — the ones that have been successful in the mother cul-
ture often don’t work or are actually counterproductive
(Condon & Yousef, 1975).

An increasingly interdependent world economy, and the in-
creasingly international character of the scientific and educa-
tional communities, have radically increased the scale and
importance of intercultural communication. In response, a
new profession, intercultural training, has emerged. Intercul-
tural trainers specialize in advising organizations and indi-
viduals on how to function more comfortably and effectively
in an intercultural environment. Thus, like TESOL, inter-
cultural communication remains at its root an integrated
response to an eminently practical problem.

John Ratliff received his Ph.D. in communications and Japanese
studies from Columbia Pacific University. He is presently an instructor
of English at Ibaraki Christian College in Hitachi, where he is attempting
to master the Japanese language and become more culturally sensitive.
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Cultural Awareness

Becoming more interculturally sensitive begins with the
development of a greater awareness of the all-pervasive influ-
ence of culture on our behavior, beliefs, and perceptions. Our
culture largely determines our assumptive world, that is, the set
of basic premises that underlies our behavior, and this makes
it very difficult for us to view our cultural premises objectively.

Ethnocentrism, the belief that the values and norms of
one’s mother culture are “only common sense,” or at least
superior to any alternatives, is a widespread belief in all cul-
tures. Of course, the specific content of ethnocentrism varies
from culture to culture. For example, while Japanese ethno-
centrism typically emphasizes the absolute uniqueness of all
things Japanese, and posits an unbridgeable gap between Japan
and the rest of the world, American ethnocentrism tends to
take a pseudo-humanist form, proclaiming that all the people
of the world are the same: wanting what we already have in
America.

Interaction with people from other cultures does not
necessarily lead to reduction of ethnocentric or stereotyping
behavior. Indeed, history would prove that in general the
result is just the opposite: witness the English and the Irish,
black and white Americans, or the Japanese and the Koreans.
The development of cultural awareness doesn’t just happen —
it requires work.

Communication Style and Language Acquisition

For a variety of reasons, English has become the pre-eminent
language of the emerging world interculture. No one is more
aware of this than the Japanese, who view English as their
window on the world, the code through which they receive
communications from the outside, and in which they must
function in exchanges with other cultures.

However, when a Japanese student studies English with the
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goal of communicative competence, he or she is soon con-
fronted by problems not directly related to language, but
rooted in non-linguistic cultural assumptions about communi-
cation itself: communication style. Communication problems
that are perceived as having their roots in insufficient linguistic
skills are in fact often the result of conflicting assumptions
about the proper functions of language: what we’re trying to
express, the appropriate way to express it, attitudes toward
self and listener, and uses of silent and non-verbal communi-
cation.

Any student of a foreign language inevitably also confronts
communication style differences, but this problem is especial-
ly severe for Japanese students of English. It is difficult to
imagine two cultures with more dissimilar communication
styles than the Japanese and American. Research, as well as
everyday experience, gives much evidence for this. (See
Barnlund, 1975; Ramsey & Birk, 1983.)

The primary goal of verbal communication for Americans
is self-expression, trying to make one’s own position clear,
while for Japanese the central goal is to strengthen the sense of
group harmony. As a result, the ideal communication style in
English is usually direct, logical and to the point, while Japa-
nese is usually heavily qualified, often to the point of vague-
ness. At the same time, spontaneity is prized in American
English, while Japanese places the emphasis on propriety,
knowing the appropriate set phrase (aisatsu) to say in a given
situation.

Every teacher of English in Japan has had the experience
of responding to students’s search for the aisatsu in English,
something like: “How do you say gochiso-sama, or kampai, or
tadaima in English?” When the teacher responds with an
answer like: “Well, it depends on how you feel — any way you
like,” the initial response of students to this new-found lin-
guistic “freedom” is often panic and insecurity.

Another major contrast between Japanese and English is the
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sensitivity to status differences in communication. For foreign
students of Japanese, it often seems that affirmation of status
is the central focus of the Japanese language, with its count-
less levels of formality. By comparison, American communica-
tion style seems almost obsessively status denying. (Note
President Reagan’s habit of calling everybody by their first
name, thus “Ron and Yasu.”)

To illustrate, in English the second person pronoun thee
disappeared from daily speech in the 18th century as an
expression of a sociolinguistic leveling process that resulted
in only one all-purpose second person pronoun in modern
English, you. On the other hand, in modern Japanese there
are roughly a dozen second person pronouns in common use,
each expressing a subtle nuance of status consciousness. Be-
ing able to know when sochira-sama, anata, kimi, or omae
is most appropriate is something that can only be learned
through years of cultural immersion.

Finally, the two cultures radically differ on how much use
should be made of the verbal channel. Put simply, Americans
talk a lot more than Japanese in almost any situation. Ameri-
cans see the verbal channel as the proper medium for the
expression of opinions, emotions, humor, nuances of mean-
ing — words as the essential mode of communication. Japa-
nese pay much more attention to non-verbal forms of com-
munication: posture, uses of the eyes, costume, and, above
all, the uses of silence. This fundamental difference in the use
of language is perhaps the greatest impediment to successful
cross-cultural communication between Americans and Japa-
nese: in the absence of strenuous countermeasures on both
sides, the Americans routinely end up doing nearly all of the
talking.

Edward Hall (1977) provides a very useful model for build-
ing intellectual understanding of the systematic differences in
communication style and underlying assumptions about
human behavior that one encounters here. He characterizes
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cultures as having high context and low context orientations
to meaning. Cultures or people that look for meaning primari-
ly in the verbal code, in what is said (content over form: “the
message is more important than the messenger’’), are labeled
low context. High context cultures take meaning more from
the situation, overall environment or behavior (form over
content: “the messenger is more important than the message”).

Using this model, America can be seen as an extremely
low context culture, while Hall himself describes Japan as
being the archetypal high context society. For Westerners, this
model can be extremely useful in building an understanding
of Japanese culture. (Hall, 1977, chaps. 6, 7, & 8.)

Applying Hall’s model to intercultural interaction, we can
see that by its very nature the interculture tends to be low
context — the common assumptions necessary for highly con-
textualized communication simply do not exist. Misunder-
standing is so easy in intercultural communication that it
behooves one to make every attempt to be explicit and clear.
However, attempting to communicate in this way is often
not only difficult, but actually painful for most Japanese
people.

But if the high context nature of Japanesg culture makes
effective intercultural communication initially more difficult
for its members, it also makes the challenge of developing the
necessary skills an opportunity for personal growth and
intellectual and spiritual liberation that many individual
Japanese are searching for in their study of English. This is
one of the great challenges of TESOL in Japan.

Bringing Intercultural Communication into the Classroom

During the past academic year, the author has taught a
content course in intercultural communication to an inter-
mediate level English class of Japanese university students.
Unlike ESL students in America or other English-speaking
countries, whose lives are usually filled with intercultural
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encounters with native English speakers, most university EFL
students in Japan find intercultural communication largely
an abstraction. Their awareness of their own cultural assump-
tions is generally quite low, and they have usually experi-
enced Western culture primarily on the level of spectacle:
Hollywood movies, rock videos, and Disneyland.

Moreover, their experience in English class in junior high
and high school has usually been almost completely arid and
negative. Painfully aware of the fact that after at least six
years of English classes they are unable to communicate with
foreigners on even the simplest level, they tend to blame
themselves and generally have a very low estimate of their
own abilities as English students.

For such students an English class focusing on intercultural
communication and the development of cultural awareness
has the potential to radically alter their perceptions of them-
selves as language learners and at the same time make the best
use of those unique qualities that an American or other foreign
teacher in Japan has to offer his students.

The basic text for this class was The Culture Puzzle: Cross-
Cultural Communication for English as a Second Language
(Levine, Baxter & McNulty, 1987). This book is an outstand-
ing contribution to the growing effort to integrate the fields
of intercultural communication and TESOL. The typical
model in ESL texts is communication between native speakers
of English, even if sometimes disguised by calling one of the
characters “Taro” or “Maria.” The Culture Puzzle, however,
systematically illustrates the real problems, linguistic and
cultural, that emerge in intercultural interactions between
Americans and non-native speakers of English.

For example, through a technique called Take One/Take
Two, students are first shown (Take One) the typical forms
of miscommunication and conflict that occur in such situa-
tions as when they are paid a compliment, asked to express
an opinion, or need to ask for clarification. Then, in Take
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Two, students are shown a way to deal with the situation more
effectively and comfortably.

However, Culture Puzzle was written for an ESL class with
students from a variety of cultural backgrounds. In the Japa-
nese EFL setting, students must be particularly encouraged to
become more aware of Japanese culture, and at the same time
to demythologize their view of Western culture. It is important
that every attempt be made to do this non-judgmentally, to
stress that the aim of the course is to discover the ways that
different cultures meet the same human needs, not to deter-
mine which is better or worse.

For example, the students were assigned to interview their
parents, asking them questions about how life in Japan had
changed since they were young and how they felt about con-
temporary Japan. They also watched the Kurosawa film Ikiru
(1954), which none of them had ever seen. The class then
discussed what had changed in Japan since the film was made,
and what has remained the same. Not only did they gain in-
sight into their own culture, but they also had an opportunity
to experience a masterpiece of Japanese cinema.

The class also explored some American cultural materials:
movies, TV shows, popular songs. (For example, when dis-
cussing the family, we compared an episode of the Cosby
Show with an episode of Sazae-san.) The point to keep in
mind in dealing with this sort of material is to remove it from
the level of spectacle and begin to inculcate in the students
a sense of empathy with the characters and, ultimately,
respect for the values involved. This necessitates a very care-
ful selection of material and a lot of effort on the part of the
instructor to provide a model of non-judgmental observation.

Finally, such a class has the potential to be a growing
experience not only for the students, but also for the teacher.
Long-term sojourners in Japan are in special need of the
techniques and insights that this kind of class can impart.
Thus, developing an understanding of intercultural commu-
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nication and trying to integrate that understanding into one’s
teaching can be an important part of a personal strategy for
becoming a more culturally aware person, better able to
function comfortably and effectively in Japanese society.

Note

I published a resume of my presentation at the 1986 JALT Annual
Conference, “Teaching Intercultural Communication to Students of Eng-
lish as a Foreign Language in Japan,” in JALT Journal 8.2. The present
report represents a further examination of the same theme, reflecting an
additional year of research and teaching. I should also note that for the
sake of simplicity, in this essay I equate “American culture” with “native
speaker English culture.” I apologize to those offended by this typical
example of American ethnocentrism.
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CULTURE FRICTION AT JAPANESE HIGH SCHOOLS

Tadashi Shiozawa and Jacqueline A. Rives

The Japan Exchange and Teaching program (JET), which
began in 1987, is the successor to the Mombusho English Fel-
low, British English Teacher, and English Teaching Assistant-
ship in Japan programs. The aim of all these programs has
been to place young native speakers of English in high schools
around Japan to give students contact with speakers of Eng-
lish. By the end of 1988, JET expects to sponsor 1,600
foreign teachers,

This report describes the JALT ’87 presentation, Cultural
Problems between Native English Teachers and Their Japa-
nese Colleagues. Interviews with full-time native speakers of
English working at a Japanese high school revealed a number
of common problems. In particular, they were not given
professional recognition and responsibilities, were excluded
from decision-making groups, and had poor communication
with other teachers, Japanese teachers, in turn, had difficulty
working with foreign colleagues. Although there are no easy
solutions, we suggest a number of measures, such as having
a go-between for these teachers, increasing social contacts be-
tween groups, and preparing Japanese teachers for their new
colleagues through orientation meetings.

About 60% of Mombusho English Fellows or native teachers
of English leave Japanese high schools without renewing their
original contracts. Why? Are the students not motivated

Tadashi Shiozawa (B.A., Senshu University; M.A., TESOL, University
of Illinois) has, for the past four years, taught English at Eiwa High
School in Kofu, Yamanashi. Jacqueline A. Rives (B.A., Illinois State
University; M.A., Asian Studies, University of Illinois) has taught English
for three years at Eiwa High School, where she is also a sub-homercom
teacher.
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enough? Is team-teaching too difficult? No. They leave be-
cause they are frustrated with the way they are treated and
what they feel is a lack of respect.

The Japanese government has hired about four times as
many native teachers in 1987 as in 1986. Many of them will
be stationed at one school rather than visit many schools. The
presenters believe that as this base school system expands,
cultural and perceptual problems will be more serious than
simply how to team-teach.

The presenters interviewed several full-time native English
teachers based at one school, and their Japanese colleagues.
At the presentation common problems, their causes, and solu-
tions based on these interviews were discussed.

During the interviews the biggest complaint heard from the
native teachers was that they were not treated as responsible
teachers or educators. For example, although they were full-
time staff members of the English department, they were not
usually invited to the regular staff meetings, and even when
they were invited, they were not given an opportunity to
speak out, for the sessions were conducted in Japanese and
they did not understand what was being discussed. The Japa-
nese staff probably intended to reduce the native teachers’
work load by not inviting them to meetings, but the native
teachers actually felt that they were ignored or not regarded
as full-time teachers.

Second, in a related problem, native teachers felt that they
were not integrated into the system. For example, they were
not given information they needed. The monthly school calen-
dar is not translated and most of the daily handouts that are
put on all the Japanese teachers’ desks are not found on the
native teachers’. The Japanese teachers probably do not provide
these because native teachers cannot read Japanese and they
think that some information is not necessary for the native
teachers, but concerned native teachers do want to know what
is going on around school and it is they, the native teachers,
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who want to decide which information is important for them.
The fact that the Japanese staff do not care to tell the native
teachers about the things going on around them makes them
feel they are not integrated into the school organization.

Third, native teachers felt that they were not given enough
responsibility. The native teachers want to get more involved
in work in addition to teaching English itself, such as becom-
ing a sub-homeroom teacher or being in charge of a school club
in order to be treated like other Japanese teachers. But the
Japanese teachers seem to take away from the native teachers
even the work they can easily do. Treating the native teachers
too differently from the Japanese staff creates a sense of being
an outsider in the native teachers.

Fourth, communication between native teachers and Japa-
nese teachers was sometimes weakened because of cultural and
perceptual differences. For example, one interviewee claimed
that Japanese teachers were unfriendly because they never
said Good morning or Hi to him and they seemed to avoid the
native teachers. But this is simply because Japanese tend
to avoid eye contact and some Japanese feel too awkward
to say Good morning in a foreign language. The interviewee
logically understood the reason behind these actions of the
Japanese staff, but still could not emotionally understand why
the Japanese teachers cannot say such easy words as Good
morning.

Fifth, there are some problems on the native teachers’
side as well. In particular, some native teachers are unwilling
and unable to assimilate. For instance, some isolate themselves
from the Japanese staff, write letters while saying there is
nothing to do at school, or leave school before the end of the
teaching day. In addition, without learning to understand
some Japanese, it is difficult for them to be independent
inside the school.

In addition to these five problems, several other issues were
raised by the participants at the presentation. In response to
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the presenters’ first two problems — not being treated as a
colleague and not being integrated into the school system — one
participant suggested that these problems were more severe for
native teachers who were not based at one school, especially
for those who did one-shots (visiting a class once). The lack of
continuity, lack of purpose, and entertainment aspects of the
one-shot system were all causes of dissatisfaction.

In regard to responsibility, two separate issues were raised.
First, one participant questioned whether native teachers can
legally do the same things that Japanese teachers do. He
pointed out that the immigration laws require that foreign
workers do only the work that Japanese workers cannot do.
This makes both the schools and native teachers reluctant to
assign or accept duties other than classroom teaching. The
second issue concerning responsibility involved unqualified
native teachers. Many of the native teachers who come to
Japan are inexperienced and have difficulty carrying out their
classroom responsibilities. Moreover, a few individuals are in
Japan as ““tourists” and have no interest in teaching or behav-
ing the way teachers are expected to behave.

Concerning culture and assimilation, a participant suggested
that one of the reasons native teachers find it difficult to
relate with Japanese teachers and assimilate into the system
lies in the Japanese image of sensei. In Japan, the sensei is
someone who always gives knowledge and never receives any-
thing back from students, Cross-cultural contact between
native teachers and Japanese sensei requires both give and
take that Japanese teachers may be unaccustomed to or un-
willing to accept. To paraphrase the participant, it is difficult
for a Japanese sensei to deal with natives because they have
forgotten that being a good teacher means putting yourself in
the position of the student or the partner and learning from
others.

Underlying both sets of problems introduced by the pre-
senters and the participants is the question of what the native
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teacher’s role in the classroom and the school is. One partici-
pant asked this quite clearly, “What is our purpose here?”
and another said, “What can we do to achieve our purpose?”
It is clear that these two questions must be solved before
culture friction disappears.

The purpose of the native teacher is an issue that needs to
be considered by many people, from the Ministry of Educa-
tion and English departments within each school to individual
teachers — both Japanese and natives alike. However, to help
ease the problems that do exist, some solutions can be at-
tempted immediately by both Japanese and native teachers in
their daily work.

There is no easy remedy for the variety of problems, but
one possible solution is to place a go-between between the na-
tive teachers and Japanese teachers. This Japanese go-between
does not need to become a baby-sitter for the native teachers,
but he must help them in every possible way so that they can
work smoothly at Japanese schools. This go-between is ex-
tremely important in that the native teachers do want some-
one with whom they can openly talk about their working
conditions and personal problems related to their jobs.

Another possible solution is for both sides to try to become
more socially involved with each other. This can mean some-
thing as small as exchanging greetings, talking to a neighbor,
or sharing a cup of tea between classes. For the native teacher,
this also means trying to learn enough Japanese to carry on
a social conversation and to get information about upcoming
school events. Much of a school’s business is conducted
through such informal encounters, and this is a good way to
make friends, learn about what is happening at school, and
ask questions. For the Japanese teacher, this means approach-
ing the native teachers using English, Japanese, or a mixture
of both. On a more formal level, the Japanese staff may want
to conduct an orientation about the native teacher, his role
in the school, and how to communicate with him before he
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actually arrives. This kind of orientation would be especially
useful for teachers outside the English department and would
help develop cultural awareness among all staff members.

In conclusion both Japanese and native teachers should
always try to pay close attention to each other’s culture and
working conditions, and try to reduce the perception gap by
developing a cultural awareness of each other. The Japanese
and native staff members do not necessarily need to forget
that they are from different nations, but they must strongly
realize that they are both colleagues working for the same
school. Coupled with this is a strong need to define what the
purpose or role for the native teacher within and outside the
classroom is. The number of issues raised by both the pre-
senters and participants in the “Culture Friction” workshop
indicate that this issue needs to be confronted directly and
that all people involved in the process have to have an on-
going forum for discussion and decisions on native teachers’
problems and purposes.
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TELLING FAIRY STORIES
IN THE ELEMENTARY CLASSROOM

Chris Royal-Dawson

In this report I establish some points about the value of
story-telling, give a brief account of the activities I use to
exemplify these points, and conclude by listing types of activi-
ty that can be done before and after telling stories.

Why Tell Stories?

There are four major arguments for teachers telling fairy
stories to elementary students.

1. Telling stories has advantages over reading them aloud.
Teachers have complete control of the language used, and can
vary the speed with which they deliver the story according
to the level of the class and their ability to understand. Teach-
ers are free to watch the students for signs of incomprehension
and can, if necessary, stop, backtrack, and reformulate. Be-
cause there is eye contact, there can be a greater sense of in-
volvement in the story and the language used to tell it.

2. Fairy stories have advantages over other kinds of listening
material. The genre is familiar to everybody; everybody can
recall a time in childhood when things were very comfortable,
and so they are reassuring to beginners who often find lan-
guage learning traumatic. They deal with “big” themes which
are common to all cultures: ambition, greed, causality, the
chaos of untrained emotions, parental rejection, etc. They are
also open to many levels of interpretation, and have one sty-
listic feature, repetition, which makes them accessible to
students who are in the early stages of language learning.

3. Standard coursebook listening materials have limita-
tions which the telling of fairy stories can remedy. Typically
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the coursebook extracts are very short, and are governed by
the authors’ ideas of student needs which at the early stages
may include survival in America, Britain, or other English-
speaking countries. Consequently there is a heavy concentra-
tion on functions and grammar in the early chapters of course-
books.

4. These survival functions and grammar, while necessary,
are not sufficient for language learning. Together they may
represent the minimum essentials for when we are trying to
get things done, when we are participants in the everyday
work of the world. But they do not cover the area of expres-
sive language.

Expressive language is used when we are more concerned
with our own experiences, when we disengage from trying to
get things done, when we can sit back and reflect on our
experiences and those of others. In this mode, we are not so
much participants as spectators and commentators on life,
We engage in gossip, reporting the day’s events, expressing
surprise, joy, and empathetic emotions. In the spectator-
commentator role we, and our students, need the skills of
narrative art forms of novels, poetry, films, plays, soap operas,
manga, and story-telling.

Potential Problems and Some Solutions

1. Stories are considered too difficult for beginners to
handle because they require long periods of listening — often
up to ten minutes at a stretch. So the stories require prepara-
tion and they require suitable follow-up work (see Classroom
Activities below).

2. Teachers might feel that standing in front of a class tell-
ing a story is a very risky business. Teachers should therefore
prepare a story outline for themselves. In preparing the out-
line, teachers should not censor the stories, but should include
all the apparently distasteful bits that have withstood the test
of time. It is important to use the outline as a prompt sheet,
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and not as a script, otherwise you will lose many of the advan-
tages of story-telling. It is best to practise telling the story
to yourself five or six times before telling it to a class; a
cassette recorder can be a useful aid. The best stories are those
that have the potential for a lot of mime and gesture, which
are best practised in front of a mirror.

Session Activities

After establishing these points, outlines of “The Three Little
Pigs’ were handed out to one-half of the people present and
outlines of “Lazy Jack” were handed out to the other half.
Each member of the audience was asked to read the outline
carefully with a view to telling the story to another member
who was unfamiliar with it. Everyone then practised by mutter-
ing their story aloud to themselves at least three times to ensure
a confident and interesting rendition. The participants were
then arranged so that a ‘“Little Pigs” teller was sitting next
to a “Lazy Jack” teller. When the activity began, everybody
was engrossed for the next ten minutes in making their stories
entirely comprehensible to their partner.

Classroom Activities: Before the Story

For all stories it is advisable to pre-teach the vocabulary
using drawings, mime, guessing games, and bingo.

Classroom Activities: After the Story

Activities which can follow up the stories include:

1. arranging pictures of events, or objects which appear in
the story in the order in which they appeared.

2. writing key words (e.g. verbs) under the pictures which
have already been put into order and then getting the
students to tell each other the story.

3. matching halves of sentences to make whole sentences
that describe one episode in the story.
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4. arranging eight sentences in correct order that briefly
outline the story.

5. drawing eight (or more) pictures ‘that illustrate the story;

adding a sentence to go with each picture.

6. adding an extra episode to a story (e.g. “Goldllocks and
the Four Bears™).

7. making an alternative ending to the story.

8. arranging paragraphs of the printed version of the story
in order.

9, students retelling the story at home into a tape recorder.

Conclusion

Throughout the presentation the importance of enjoyment
in this kind of activity was stressed. I concluded by showing a
video of the story “Tittymouse and Tattymouse” being told
to a class of high school and junior high school students. In
it the students were seen to be both respondmg to the story’s
meaning and enjoying it immensely.

The titles given below are good sources for stories to be
used in class.

Sources
Grimm, J. & Grimm, W. (1986). Grimms’ fairy tales. Harmondsworth:
Penguin.
Morgan, J. & Rinvolucri, M. (1983). Once upon a time. Cambridge:
Cambridge University Press.
Jacobs, J. (Ed.). (1968). English fairy tales. London: Bodley Head.

186



Conference Reports

PROJECT WORK IN THE EFL CLASSROOM

Desmond Thomas and Elizabeth Austin

Motivating students through class projects is now a well
established approach in primary and secondary school teaching
in Britain. Learning through project work is seen as helping to
bridge the gap between classroom learning and the real world
and as being highly motivating. Projects can involve the stu-
dents in visiting museums, libraries, factories, and so on as
part of their research. Working together, students are then
able to present their findings, for example as wall charts or
pamphlets, for others to see.

Such projects can be devised for subjects right across the
curriculum, Indeed, project-style activities often deliberately
break down the barriers that have been artificially created be-
tween one subject and another. '

TEFL, too, is now beginning to respond to the challenge
of helping students learn through project work. Innovative
language schools in Britain are also using classroom projects
to “bring the real world into the classroom” (e.g. Fried-Booth,
1986).

We believe that incorporating a project-based approach to
learning can also benefit learners in EFL classrooms in Japan.
At the same time, we realise that EFL classes in countries
where English is not a first or second language, such as Japan,
are faced with a whole series of constraints.

Elizabeth Austin has an M.Sc. in Applied Linguistics from the Univer-
sity of Edinburgh. She has worked in Italy and now works at the British
Council, Kyoto.

Desmond Thomas has worked in Rio de Janeiro and in Kyoto with
the British Council. He is studying for an M.A. in TESOL at the Univer-
sity of London, Institute of Education.
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Constraints on Using Project Work in the Classroom

The most obvious constraint is that the world outside the
classroom presents very limited opportunities for using Eng-
lish. Second, language courses usually have a very rigid syl-
labus; attempts to introduce classroom activities which are
not specifically language-focused may meet with considerable
resistance not only from school authorities, but, in the case of
adult learners, from the students themselves. Third, private
language schools, at least, are constrained by the fact that their
students are busy people who can devote little time to English
outside their few hours of class time per week. Last, teachers
themselves will probably prefer to experiment with small-
scale projects before they feel ready to undertake lengthier
projects which will involve much more care and planning to
set up and successfully carry off.

The answer to these problems we see as mini-projects. The
appendix to this paper lists a series of such projects that
teachers at our school have used. Most mini-projects involve
the student in very little time-consuming research. The most
common approach is simply to pool the students’ existing
knowledge, so the projects do not require an inordinate
amount of teacher preparation time. In both process and
product, however, these mini-projects remain distinct from
other types of classroom activity.

The Product

Projects necessarily entail end products. Because of the
focus on the end product, project work is unique among
language-learning activities. Language-learning tasks generally
involve a focus on language for its own sake; in contrast, class-
room projects involve language use as a means to an end. Each
project therefore, however hard or easy, will be putting the
students’ language proficiency to the test.
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Getting to the Product: An Example

We identified five stages in project work.
Teacher Planning

The teacher should analyse the linguistic and extra-linguis-
tic skills which the mini-project requires, and prepare the
materials.
Initial Input

The most important consideration at this stage is to mo-
tivate the students to undertake the project. Input may be in
terms of language and/or ideas. Such input may come through
various channels: written texts, video, audio, or discussion;
and from various sources: the students themselves, the teacher,
or work by other students.
Student Takeover

We perceive this stage as a fundamental part of a classroom
project as it encourages learner independence. At this stage
the planning, research, collating of material, composing, prac-
tice, rehearsal, and production of rough drafts are all organised
by the students. They make the decisions after discussion
which may or may not be in English. The only thing a teacher
does is to impose a time limit.
Outcome

This can take the form of a video, an audio recording, or a
written text. It may be more ephemeral such as a class outing
or a presentation.
Exploitation

It is important that there should be some form of exploita-
tion; this can be in terms of linguistic feedback for the stu-
dents. But the product should also have a purpose which is
not solely pedagogic or linguistic. It should have an audience
— either the students themselves or an outside audience.

Example: A Dramatised Picture Story
The students did this mini-project at a point in the syllabus
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which required creative story telling. There were 12 students
in the class which was at upper elementary level. The stu-
dents were attending four hours of classes per week. The end
product was to be a video recording of a sequence of pictures
telling a story. The students were to write a narrative and
record it. Four hours of class time were allocated to this
project.

Teacher Planning

We chose this project because it involved the students in
writing narrative. However, they also needed to embed dia-
logue in the narrative and to use areas of vocabulary specific
to the chosen stories.

The teacher found picture cartoon sequences, drew in voice
balloons, and made enlargements of them sufficient to fill a
video screen. Two stories were chosen: Aesop’s Fable of the
Donkey (chosen because of its authenticity) and Adventure at
Sea (chosen because of its dramatic potential); both came
from Heaton (1966).

We decided not to teach students the use of the video
camera. The students therefore only needed to build up con-
fidence in speaking into the microphone. Groups also experi-
mented with sound effects and background music.

Initial Input

In the first of the sessions, students did warm-up activities
involving them re-ordering the elements of jumbled pictures
from a “Peanuts” cartoon.

Then in groups of three, the students worked on providing
a dialogue for the voice balloons for each of the two stories.
Then the students wrote a detailed narrative for each picture.
It was at this point that the teacher provided remedial work
on reporting verbs and adverbs (e.g. asked, called, shouted,
complained; angrily, happily, etc.) which could be used in
the story.
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Student Takeover

In the second two-hour session the students were given a
time limit in which to accomplish the following tasks, which
they had to manage themselves:

— redraft the story to include dialogue

— invent a title

— allocate reading parts

— rehearse until ready for recording

Outcome and Exploitation

The final product was a series of video stories which the
class could watch and enjoy — and listen to their own voices
speaking English. When the activity was repeated with another
class, this video was used at the input stage.

Conclusion: The Benefits of Project Work

We believe that project work can benefit students at every
level of proficiency, providing a stimulus to language learning
in a whole variety of ways. It involves the students in ‘“‘authen-
tic” language use. It promotes learner independence, and
builds up student confidence. It provides the students with a
clear series of goals which are motivating and challenging. It
applies and supplements classroom work, integrating different
language skills as well as teaching organisational skills.

Our students were unanimous in saying that the project
was both enjoyable and useful. They reported that being able
to hear themselves speak in English was particularly valuable.
They also commented favorably on enhanced “group-feeling”
as a result of having worked together, and the fact that they
could work at their own pace.

Some Examples of Project Work at Different Levels

Beginner/Elementary
1. Dramatised Picture Stories
The students write a narrative with dialogue for a cartoon
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story. A video recording can then be made, using the picture
sequence and student voice-over.
2. Producing a Travel Brochure

Students prepare a foreign visitors’ guide to their town,
containing general information and a sightseeing schedule.
3. Recipe Book

A collection of favourite recipes and cooking hints, com-
piled by the class.
4. Student Magazine

Containing stories, puzzles, games, etc., all created by the
students themselves.

Intermediate
1. Scripted Radio Play

Students learn how to prepare and deliver a script for a
simulated broadcast of a radio play.
2. Restaurant Guide

A collection of critical reviews of favourite or unfavourite
restaurants visited by the students.
3. News Programme

A TV or radio news programme based on authentic news-
paper articles. Students select and present interesting items
with ‘live’ interviews.
4. A Guide to Studying English

A brochure for fellow learners of English giving information
and hints on how to study and practice English outside the
classroom.

Advanced
1. TV Documentaries

Students learn how to put together and produce short TV
films documenting some aspect of their daily life.
2. Science Fiction Journal

An anthology of the students’ own creative writing inspired
by selected readings from science fiction authors and class-
room discussion.
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3. Soap Operas

Students write and perform alternative endings for short
plays or TV dramas and record them on audio tape.
- 4, Reading Projects .

Students plan their own reading programme for the term,
monitor their progress on a planner, compile short critical
reviews of stories they have read for other students, and/or
give short presentations to the class.

References
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BOOK REVIEWS

LEARNER ENGLISH: A TEACHER’S GUIDE TO INTER-
FERENCE AND OTHER PROBLEMS. Michael Swan and
Bernard Smith (Eds.). Cambridge: Cambridge University Press,
1987. 265 pp. ¥2,340.

In Learner English Swan and Smith have compiled descrip-
tions of 19 different language groups — from familiar Europe-
an languages, such as French, German, and Spanish, to some
of the more exotic tongues of Africa, India, and the Far East.
The stated purpose of this reference guide is to “‘help teachers
to anticipate the characteristic difficulties of learners who
speak particular mother tongues, and to understand how these
difficulties arise” (p. ix).

The description of each language follows a standard format
which first explains the geographical distribution of the lan-
guage and then identifies its place on the family tree of lan-
guages (e.g., Indo-European, Bantu, Pali). Next, an analysis
of the phonology is presented along with vowel and consonant
charts. This analysis identifies those English sounds which
are common to speakers of this tongue and those which are
unfamiliar. A grammatical description follows as well as a
general discussion of orthography and culture. In other words,
Learner English is not a study of acquisition process as its
title suggests but rather a compendium of contrastive analyses
for language instructors to use in predicting learner errors
and in developing strategies to solve them.

In analyzing the merit of Swan and Smith’s guide, it is
helpful to pause and examine the way contrastive analyses
have traditionally been used within the linguistic community.
Historically contrastive analyses were models developed by
the structural grammarians who described language learning
in behaviorist terms and language itself according to patterned
arrangements: phonology (sound structure), morphology
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(word structure), and syntax (sentence structure).

Structural linguists such as Bloomfield, Sapir, Hockett and
Fries were among those who viewed language as an observable
set of structures. They regarded language learning as the
integration of different patterns of behavior, and contrastive
analyses were blueprints for predicting areas of interference
and levels of linguistic difficulty. “Those elements that are
similar to the (learner’s) native language will be simple for him,
and those areas that are different will be difficult (Lado,
1957, p. 2). “By comparing the structure (phonology, mor-
phology, and syntax) of the student’s native language with
that of the language he is learning — the ‘target’ language — it
is possible to predict many of the difficulties that will be en-
countered” (Croft, 1972, p. 3).

From this perspective, second language acquisition was
viewed as the juxtaposition of two linguistic systems. This
juxtaposition ‘“led to intersystemic interference, which was
seen as a barrier to successful language learning. Language-
teaching syllabuses that derive from contrastive analysis of the
native and target language systems, it was claimed, would
allow such interference to be minimized” (Richards, 1985,
p. 63). According to Swan and Smith’s statement of purpose,
reducing this interlanguage interference appears to be a prima-
ry concern of Learner English.

Research has, however, failed to support the structuralists’
claims regarding contrastive analyses. The predictive ability
of these analytical descriptions has not been proven; the
premise that “different” is *“difficult” appears to be false;
and the utility of the data provided is questionable. Even
proponents admit that organizing the linguistic information
from a contrastive analysis and then transferring it into the
classrooms involves more effort than can be reasonably ex-
pected from the normal language instructor.

If learning a second language were merely a process of
forming automatic habits, as the behaviorists suggested, then
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the idea of first language interference would certainly be an
important concern. “Attentive teachers and researchers, how-
ever, notice that a great number of student errors could not
possibly be traced to their native languages’ (Dulay, Burt, &
Krashen, 1982, p. 140). Spanish speakers, for example, should
have no difficulty learning final s plural forms in English
because their language contains similar linguistic patterns.
Studies (Shaughnessy, 1977) have shown, however, that
Spanish speakers often go through a stage in which the final
s is dropped in plurals.

Critics point out that contrastive studies rarely capture the
many types of difference that can exist between two lan-
guages. For instance, they rarely take into account dialect dif-
ferences and this omission makes it difficult to judge whether
the linguistic description in the contrastive analysis accurately
portrays the dialect of individual learners (Corder, 1981).
Furthermore, the basic assumption that degrees of difference
correspond to levels of difficulty is itself problematic: “differ-
ence” and “difficulty” are not identical concepts and thus
it is inappropriate to assume a direct correlation. “On the
contrary, such an item (of difficulty) may be easier to learn
than one which is only slightly different from a corresponding
item in the mother tongue, since it is often very subtle differ-
ences that produce confusion and interference” (Littlewood,
1984, p. 19).

Critics also charge that guessing probable areas of difficulty
seems to be a rather oblique approach to identifying learner
weaknesses. Direct observation and interaction with students
supply richer and more complete data for the instructor to
use.

Thus if a first language has no final /g/, as in laughing, it is a good
guess that another nasal may be substituted, as in /’1a:fin/. But this
is not at all the same thing as seeing that it is substituted, and in
what positions. If a language has no vowel sound close to that in
bet or that in bat, but only a sound lying somewhere between the
two, it is likely that /e/ will often be pronounced too open and /a/
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too close. Yet it is surely more helpful to see what happens in prac-
tice, for other factors may be influential too, such as frequency of
occurrence and the nature of the other first-language vowels. All
such factors could perhaps, in forecasting error types, be taken into
consideration, but the forecaster’s task would be extremely com-
plicated if they were. Study of the mistakes themselves seems to be
a short cut. (Lee, 1965, p. 257)

The paradigm shift within the community of linguistic
scholars which occurred during the 1960’s (recounted in
Brown, 1980, and Raimes, 1983) resulted in major changes in
describing languages. Today, rather than examining language
from the bottom up — starting from the minimal units of sound
and building towards syntactic levels as the structuralists had
done — newer models have taken syntactic features as their
starting point. Thus, there has been amovement away from rigid
interpretations of similar — yet superficial — surface features
towards interpretation of the far more significant underlying
linguistic relationships governing grammaticality. Research has
begun to investigate universals which may allow the first lan-
guage to exert a positive influence on second language develop-
ment — just the opposite of the traditional structuralist view
of interference (Eckman, 1984).

As these new paradigms of linguistic thought have devel-
oped, the influence of the structuralists has steadily declined.
Interest in contrastive analyses has similarly declined. Many
of the contrastive studies begun in the 1950’s were completed
by the mid-1960’s only to be left unread and ignored.

The final question, then, is whether the information provid-
ed in Swan and Smith’s Learner English holds much value
within the current context of ESL/EFL language instruction?
As a linguistic tool, I believe their work has very little rele-
vance to what language teachers need to know in order to
perform their jobs effectively. On the other hand, the informa-
tion supplied by Swan and Smith is not harmful and may
offer some general insights into reasons certain aspects of
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language appear difficult for some learners and not to others.
And, of course, for those who have only a superficial interest
about a particular language, Learner English may be an in-
formative piece of casual reading.

Reviewed by David Wardell
University Pittsburgh-ELI Japan Program, Tokyo
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ENGLISH IN MEDICINE: A COURSE IN COMMUNICA-
TION SKILLS. Eric Glendinning and Beverly Holmstrom.
Cambridge: Cambridge University Press, 1987. 158 pp.
¥1,780; cassette, ¥3,000.

English in Medicine is a new multi-skill course which aims
at developing the English language skills required by medical
personnel for successful communication in their work. It
covers the main stages of medical communication, from initial
case-taking through examination, investigation, and diagnosis,
to medical and surgical treatment. The course includes record-
ed interviews and authentic documents and articles. It adopts
a student-centred approach suitable both for classroom use
(with a variety of pair work and role-play situations) and self-
study (a tapescript and answer key are provided).

There are seven units in the book. Units 1 and 2 deal with
taking a history; the others are concerned with examining a
patient, special examinations, investigations, making a diag-
nosis, and treatment. Each unit is broken down into four
parts: the first two contain language presentation and feature
exercises in listening, note-taking, and role-play; the third
section concentrates on reading skills, with authentic passages
taken from case histories, medical articles, and reference in-
dexes. The last section of each of units 1-6 deals with a case
history, which serves to consolidate the language that has
been studied.

English in Medicine is sub-titled “A Course in Communi-
cation Skills,” and it is this that makes the book so different
from the vast majority of other texts on medical English. The
course is aimed at giving the student the grounding necessary
to discuss investigations, diagnoses, and treatment with both
the patient and English-speaking colleagues. It attempts
to achieve this aim by providing several interesting and real-
istic situations which require the students’ active participation.
The length of most activities is good — long enough to provide
depth, but short enough to be easy to handle in class.

In many cases Japanese doctors become familiar with the
technical medical terms related to their particular speciality,
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but remain unaware of expressions that laymen (which, of
course, include most patients) are likely to use, Indeed, the
native English-speaking patient would not understand the
medical term — to choose a rather extreme example, how
many native speakers would know that cephalodynia merely
means a headache? In the tasks related to the dialogues,
English in Medicine covers various ways a doctor might ask
patients for medical details of their condition using non-
technical language, for example, “Any problems with your
waterworks?” (p. 6).

In addition to conversations between doctor and patient,
there is practice at giving instructions for movements (e.g. that
a neurologist or physiotherapist may require a patient to per-
form). In the listening tasks, such exercises are frequently
accompanied by simple diagrams (pp. 29-31, 80), but the fact
that the diagrams are not in sequential order forces the student
to focus on the key language.

As well as comprehension exercises mvolvmg various ex-
tracts from medical journals, English in Medicine includes
exercises aimed at giving the student practice at locating
appropriate journals and research papers. The value of this
type of task is easy to overlook, but it is actually a very im-
portant skill; the inclusion of such exercises is typical of the
thoroughness with which this book has been prepared.

Besides practice with the language necessary for conversa-
tions and information retrieval, there is extensive practice
using hospital forms, which includes the use of the many
abbreviations occurring in medical English — something that
is valuable but often overlooked. (A long list of common
medical abbreviations appears in an appendix.) There are
numerous examples of forms which doctors would need to
complete during routine examines, together with practice at
the questions the physician would have to ask in order to elicit
that information. Examples are given of forms containing the
results of laboratory examinations, such as those carried by a
haematology laboratory (p. 57). The student is required to
identify results outside the normal range and is expected to
be able to describe significant results. For example, from a
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completed clinical chemistry test form, the student may need
to deduce that “blood urea is abnormally high” (p. 58).

A case history (of one “William Hudson’) closes each unit
as a way to reinforce material already presented, but the fact
that the one case history runs throughout the book in chro-
nological order (from admission to discharge) helps to link the
book together and sustain student interest.

The tape accompanying the book is quite natural, and
includes the pauses, hesitations, false starts and switches in
mid-sentence which would be found in reallife situations;
there is also a wide range of local dialects (spoken naturally).
A tapescript and answer key are included at the back of the
book in order to facilitate self-study.

The authors state that the book is an intermediate level
course. In the Japanese context, though, it is probably most
appropriate for upper-intermediate or advanced students. The
course is particularly aimed at those students wishing to carry
out professional medical activities in an English-speaking
environment., For this reason, the level of the book is prob-
ably a little too high for most Japanese medical school stu-
dents taking English as one of their foundation courses. Due to
the lack of emphasis on oral English in Japanese high schools
and the resultant weakness in the spoken language, dialogues
in English in Medicine could prove rather difficult. Although
one aim of a medical English course would be to enable stu-
dents to read research papers in English, the introduction of
such advanced materials at an early stage could be discouraging
for the student; it might be better first to concentrate on
teaching the various prefixes, suffixes and combining forms
which provide the basis for so many medical terms, and then to
consolidate this with readings of medical articles at an appro-
priate language level. (English medical terminology is widely
used in Japan, and such knowledge would be advantageous to
nurses as well as doctors.) Nevertheless, English in Medicine
does contain material which could be used at an elemen-
tary level, and could be an excellent resource book for the
instructor.

As stated previously, English in Medicine is primarily aimed
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at those in the medical profession hoping to carry out profes-
sional activities in an English-speaking environment. Many
Japanese doctors wish to do this, particularly in the United
States (although English in Medicine concentrates on British
English, this is not something that detracts from the useful-
ness of the book for these students; in fact, some examples of
American English are included). Although it is becoming in-
creasingly hard to do, such doctors frequently wish to pursue
clinical studies in the U.S. Before being allowed to do so, how-
ever, they are required to take two examinations, one relating
directly to medicine and one to the use of English (specific-
ally, the more conversational type of English necessary when
dealing with patients). Many Japanese are able to pass the
purely medical examination, but fail the English one. English
in Medicine, with its emphasis on communication skills, would
be an excellent textbook for these motivated students.

In conclusion, it must be reiterated that English in Medicine
differs from most books in the field because of its emphasis on
communication skills, It was developed by authors with ex-
tensive experience in the teaching of medical English, and
produced in close co-operation with medical experts. It is
immediately obvious that the material in the book is highly
appropriate and that a great deal of thought and care was
involved in the compilation of the course. In the Japanese
context, it is necessary to consider carefully the precise needs
and abilities of the class for whom the book is being consid-
ered; for some, English in Medicine may be most useful as
extra resource material, but for those Japanese in the medical
field hoping to perform professional activities in an English-
speaking environment, English in Medicine has a very high
potential.

Reviewed by Brian Harrison
St. Marianna University School of Medicine, Kawasaki
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Editorial Policy

The JALT Journal welcomes submission of articles which
contribute to the field of foreign language teaching and learn-
ing in both the theoretical and practical domains, especially
in the following areas:

1) curriculum, methods and techniques

2) classroom observation

3) teacher education and training

4) cross-cultural studies

5) language learning and language acquisition

6) overviews of research and practice in related fields

In particular, the editors encourage submissions which
examine issues of research and practice within the Japanese
context, although articles of interest to an international
audience are always appreciated. The editors also invite the
contribution of short articles, book reviews of an extended
nature, as well as commentary on material that has appeared
in previous issues of the Journal.

The Journal would prefer all articles that are submitted to
be written with a general, language, education, audience in
mind. So if you have used certain statistical techniques, or
generally unfamiliar terms, please devote more space to
explaining the techniques and terms than you would need to
when writing for a more technical publication.

Information for Authors

Manuscripts should be no longer than 30 pages, typed on
A4 paper and double-spaced. The Journal conforms to the
style of The Publication Manual of the American Psycholo-
gical Association (third edition) which can be obtained from
the Order Department, American Psychological Association,
1200 Seventeenth Street, N.W., Washington, D.C. 20036. The
following may be considered a general guide. Reference cita-
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numbers. Footnotes for substantive information should be
minimized. Authors are responsible for complete and correct
information in the reference list and block quotations.

Manuscripts are subject to blind review by two readers.
The author’s name, and footnotes that identify the author,
should appear on the cover sheet only.

Submit three copies of the manuscript, an abstract of less
than 200 words, a running head title of about 5 words, and a
biographical sketch of not more than 50 words. Wherever
possible, the editors would be pleased to receive Japanese
translations of the abstracts.

Papers submitted to the Journal should not have been
published previously, neither should they be under considera-
tion for publication elsewhere. We regret that manuscripts
cannot be returned.

Apart from book reviews, all manuscripts and inquiries
should be directed to Richard Cauldwell, JALT Journal,
18-2-302 Sumiyoshidai, Higashi Nada-ku, Kobe 658; (078)
842-5175.

Book Reviews

If you wish to submit a book review, please contact Jim
Swan at the address given below before writing the review. A
list of publications which have been sent to JALT for review
is published each month in The Language Teacher.

Book review material should be sent to Jim Swan, JALT
Book Review Editor, Aoyama 8-122, Nara 630.
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Inquiries about advertising should be directed to the JALT
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