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Heading up this month’s TLT, Keith Ford and Bill Gatton offer
their views on the dialogues found in student textbooks in the Opin-

ions & Perspectives column. Following this, Peter Burden reports on
student beliefs on the use of first language in second language class-
rooms. Anthony Rausch’s paper then considers language education

from a learning perspective, and finally, Karen McGee and Fujita
Tomoko report on a content-based English course they have created

that explores the symbolic in television commercials.

Elsewhere in this issue, our SIG Focus column reports on the Teach-
ing Children SIG, with two articles reprinted from their publication:

From Head to Toe, by Toyama Setsuko and What the Frog Discovered,
by Bonnie Yoneda. There’s also a special report on this year’s

TESOL conference. Gregory Strong takes us on a tour of the whole
event, while Tim Murphey reports on the TESOL Resolution on En-

glish Entrance Exams at Schools and Universities.

Looking ahead to next month, our July issue will focus on the
JALT2000 conference in Shizuoka, with articles by all the featured
speakers. It will also include the Pre-Conference Supplement, with all

the information required for registration and booking transport and
accommodation. TLT looks forward to meeting our readers at

JALT2000 in Shizuoka in November.

Malcolm Swanson
TLT Editor; tlt_ed@jalt.org

今月のThe Language Teacherでは、the Opinion and Perspectivesコラムで

Keith Fordが学生のテキストの中で見つけた会話について意見を述べ、Peter Bur-

denは語学教室での母語使用に関する学生の意見を報告します。 Anthony Rausch

は学習の観点から語学教育を再検証しています。Karen McGeeとTomoko Fujita

は、コマーシャルのsymbolを見つけるというテレビコマーシャルを使った内容重視

の英語コースについて報告しています。SIG Focus コラムでは、Teaching Children

SIGのニュースレターからSetsuko Toyamaの「From Head to Toe」とBonnie

Yonedaの「What the Frog Discovered」という２つの論文を転載しました。

来月の７月号では、静岡で開催予定のJA L T２０００年次大会特別号として、大

会招聘講演者の論文、大会参加登録や宿泊情報を含む大会事前登録要項を掲載する

予定です。１１月に静岡で皆さんに会えることを楽しみにしています。
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Opinions & Perspectives

Get any group of language teachers in the same room for long enough, and the conversation will eventually turn to
teaching materials. Often, foremost in these discussions is the use of class texts—some teachers swear by their textbooks,
others swear by anything but! In this month’s Opinions & Perspectives column, the place of scripted dialogues in language
textbooks is hotly debated. Keith Ford opens with a discussion of their appropriateness for language development. Pre-
senting the opposite view, William Gatton argues for greater teacher input into the way these materials are used.
同じ部屋に長く一緒にいる語学教師のグループの会話は、教材をいかに使うかに行き着きがちです。ある教師は教科書を信奉し、またある教

師はそれ以外のものを信じています。今月のOpinions & Perspectivesコラムでは、語学教材におけるスクリプトダイアログの場所に焦点を当て

ています。Keith Fordは言語発達における適切性の議論から始め、それに対する対論を展開しています。William Gattonは教材の使われ方によ

る教師の多大なインプットについて議論しています。

Keith Ford of Tokyo Women’s Christian University opens . . .

A: When Is a Conversation Not a Conversation?
B: When It’s a Scripted Dialogue.

In this article I look at the pedagogic technique of
scripted dialogues and suggest that they are not

appropriate for developing learners’ communication
and conversation skills. Yet, these dialogues con-
tinue to be a regular feature of many mainstream
EFL textbooks whose primary goal is to promote
“communication” in the language classroom.

Over the years communication has become the pre-
dominant buzzword of language teaching, and such
is its powerful commercial draw that it seems many
textbook publishers cannot resist its appearance in
some shape or form on their glossy covers. A few
examples are Atlas: Learning-Centred Communication
(Nunan 1995); New Interchange: English for Interna-
tional Communication (Richards, Hull, and Proctor,
1997); True Colors: An EFL Course for Real Communi-
cation (Maurer and Schoenberg 1998). Does the use
of such terms as “learning-centred communication”
and “real communication” represent a genuine re-
flection of the content and aims of these textbooks?
The following back-cover blurbs leave no doubt as
to their communicative intent:

Its learner-centred, task-based approach motivates
learners and helps to create an active, communi-
cative classroom. (Atlas)

The underlying philosophy of the course is that
language is best learned when used for meaning-
ful communication. (New Interchange)

True Colors systematically builds students’ ability
to communicate their own thoughts, opinions,
and feelings . . . True Colors achieves real com-
munication in the classroom through a unique
combination of activities. (True Colors)

If promoting genuine communication in the lan-
guage classroom is the main goal of these courses, I
suggest that they should be encouraging students to
use the L2 in a creative and spontaneous way as
much as possible, free from the parrot-fashion prac-

tice of grammatical structures and contrived dia-
logues. However, scripted dialogues under the rather
ironic heading of Conversation (to be read, listened
to, and practiced) are a constant feature of these
three textbooks: Atlas 3 uses them at least once in
each of its 14 units, New Interchange 2 twice in each
of its 16 units, and True Colors 3 three times in each
of its 10 units. The following is a typical example:

Pairwork: Listen, and then practice this conver-
sation
A: What do you think life will be like in twenty

years?
B: Well, I think everyone will be able to work from

home.
A: Really? I don’t think there will be any work.
B: And I think we’ll be able to do our shopping and

order food from home.
A: We won’t be able to buy real food. Well all live

on pills.
B: And cities will be different. We’ll be able to get

around on high-speed public transportation.
A: I think that cities will be too big. We won’t be

able to go anywhere. (Atlas 3, p. 28)

So, is this kind of “activity” representative of a
“learner-centred, task-based approach”? Does it really
involve students in “meaningful communication”?
Does it allow them “to communicate their own
thoughts, opinions, and feelings”? Surely, getting
students to follow repetitive practice of this kind of
contrived dialogue is actually a contradiction of the
very principles that these texts claim to adhere to.

These dialogues are clearly not a reflection of
genuine communication. Rather, the above example
is a contrived attempt at enforcing the practice of a
particular grammatical structure (modal will). The
repetitive use of “I think” (five times) and of the
uncontracted form of the modal (five times) pro-
duces a stilted and unnatural dialogue. Also, B’s sec-
ond turn appears to ignore A’s topic.
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From classroom experience, I would suggest that
the practising of these dialogues is not an effective
method of developing students’ communication
and conversation skills. After such practice, are stu-
dents seriously expected to be able to put it sponta-
neously into use at their next opportunity to have a
real conversation? What’s more, how are teachers
supposed to use this “manufactured” input to de-
velop a genuinely communicative activity?

Further, I believe that using these contrived dia-
logues as pedagogic tools can give students the
wrong impression about the language learning pro-
cess. Many students who have to follow such a
practice may be led to believe that learning a lan-
guage is more about rote memorisation than about
participating in genuine creative communication.
Their use, and the resulting stilted and unnatural
language production, may also partly explain the
rather negative generalisations often heard about
Japanese EFL classrooms, e.g., “Many Japanese stu-
dents use English like parrots rather than like
thinking human beings” (Paul, 1998, p27).

Teachers should be able to justify methodology
and lesson content, with practice being based on
sound pedagogic principles. Is there sound
pedagogic reasoning for the consistent use of
scripted dialogues in the communicative class-

room? David Nunan, the author of Atlas, rather
curiously remarks that “comprehending and ma-
nipulating scripted dialogues does not readily
transfer to comprehending and using language in
real communicative situations” (1988, p. 100). A
conflict of principle and practice? If so, can we
then presume that it is the publishers who are in-
sistent on maintaining the regular incorporation of
these dialogues (for simplicity of formatting per-
haps?), and that the authors are willing to put aside
their principles? If so, perhaps a more appropriate
title for the next so-called “communicative” text-
book might be Money Talks.

References
Maurer, J. & Schonberg, I. (1998). True colors: An EFL course

for real communication. London: Longman.
Nunan, D. (1988). The learner-centred curriculum: A study in

second language teaching. Cambridge: Cambridge Univer-
sity Press.
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Boston: Heinle & Heinle.

Paul, D. (1998). False assumptions in the Japanese class-
room. The Language Teacher 22 (7), 27-28.
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change: English for international communication. Cam-
bridge: Cambridge University Press.

William Gatton of DynEd Japan replies . . .
(Note: This writer permits publication with some reluctance. Those who are directly attacked by Mr. Ford’s article deserve first
right of reply. The following notes are in no way intended to assume precedence over their rights)

offer no other language input? Virtually all text-
books back through the 17th century demonstrate
communication through dialogues and quite a few
twine this to a controlled grammar point. Dialogs
are invariably models and all models lack meat on
their bones. They are thin precisely to show the
definition of the garment or grammar in a clear
light. They are an aid to memory, presumably useful
when learning a language.

Is Mr. Ford fair? The reader must decide. Straw
men make for an easy flambé.

Pithily written dialogs are of course desirable, but
I personally doubt that “more realistic” dialogues
are required. Colloquial language input at the low
levels is more likely to inhibit or warp the rules of
grammar and usage. We already have more than
enough of the pop music, pop movies, pop net sites,
etc. employed in lessons for the amusement of stu-
dents who are usually paying to be taught. There is
often no hint of language sequencing or control in

We can probe Mr. Ford’s article to consider if it
is fair, if it raises useful issues, and if it exhib-

its any particular bias. My view is: No, Yes, and Yes.
Does Mr. Ford give fair treatment? Quite obvi-

ously the use of dialogs is but one form of input.
Mr. Ford treats his quoted dialogs outside of the
context of their lessons as if they are the sole source
of lesson input. He is unhappy that a grammatical
focus makes it difficult to compose realistic sound-
ing dialogs. He is unhappy that these dialogs, which
seem to have considerable power to vex him, con-
tradict the pure principles of the communicative
approach. For him, dialogs encourage the dangerous
habit of rote memorization. He vilifies text authors
and the publishing industry for seducing teachers
into the communicative approach while supposedly
contradicting it with these dialogs he has lifted from
context. He pulls back the curtain to reveal Filthy
Lucre as the Moriarty in this nefarious scheme.

Is this fair to those authors and texts? Do they
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such lessons. Needs analysis, language objectives,
etc. are usually given short shrift.

Mr. Ford’s useful issue points us to methodology
and its perversion. If Mr. Ford is suggesting that a
debased communicative approach has gone well
beyond its utility in EFL in Japan, I am inclined to
agree. Conversation classes and the resultant text-
books dominate much of the language learning
experience in Japan.

Mr. Ford blames the perversion of the communi-
cative approach on publishers. He seems to believe
that publishers exercise the whip hand when it
comes to the teaching of English. Perhaps Mr. Ford
has overlooked the simple fact that the authors of
EFL texts are, er, teachers. Publishers do not, in my
experience, dictate what courses are offered. Mr.
Ford might, of course, have usefully discussed the
quality of university programs in which “conversa-
tion” is a separate class or the private language
school where “conversation” may be the sole
source of learner amusement, masquerading as
class content.

It may be that the “con-
versation” class is out-
moded. Would this justify
more pop media lessons for
media addled youth? Could
it also be the case that the
antiquated “conversation”
class is needed simply be-
cause very little conversa-
tion occurs in English
classes not labeled “conversation”? The premise
that one can effectively teach “conversation” or
that “conversation” requires a separate class at all
needs a thorough re-examination. We are not, after
all, considering Madame de Staël here.

Consider this iron rule: Publishers pursue market
opportunities.

If this is true, then Mr. Ford is attacking dialogs,
textbook authors,  and publishers as convenient
straw men when his better theme might be the need
for realistic program reform and departmental re-
structuring to achieve measurable goals of success.
That would have us put communication in its
proper place, define the most useful variety of in-

Opinions & Perspectives

puts needed to reach articulated and measurable
goals at specific levels of language ability, separate
the amusement class from the English class, and
identify and encourage use of appropriate materials.

Mr. Ford offers comments valid, not simply with
respect to dialogs, but to most input. The two I take
to be most useful are:

. . . how are teachers supposed to use this
“manufactured” input to develop a genuinely
communicative activity?

and

. . . using these contrived dialogues as pedagogic
tools can give students the wrong impression
about the language learning process.

In both instances, he underscores the teacher’s re-
sponsibility to exploit language input to achieve
meaningful class activities. All input is manufactured
and any text is but a springboard. The dive into that
pool is the creative act the teacher brings to the class.

If the teacher is burdened
with a large class and that
class is called “Conversa-
tion,” well, the contradic-
tions that are created risk a
learner discouragement of
the bad faith variety. This
“learner training” in institu-
tional irrelevance, program
vacuity, and, worst of all, the
certain knowledge that no

one can ever fail, is far more pernicious than tradi-
tional dialogs in textbooks. Most students survive the
experience without resort to violence. Some might
even learn a bit. One wonders how Mr. Ford comes to
blame publishers, who bring teachers’ ideas to print,
for this debasement of communication into conversa-
tion. This has little to do with dialogs. I am sorry to
see this complaint as an unrequited bias. There is
such a wide array of ELT materials available that one
need not feel bitter of those texts not to one’s taste.

To conclude, the article creates a sympathetic vi-
bration in this reader, but one that is not particu-
larly agreeable. It has a bit too much of the
“workman blaming his tools” about it for me.

His better theme might be the
need for realistic program
reform and departmental
restructuring to achieve

measurable goals of success

Call for Manuscripts

Had a great lesson that really worked?

Completed some classroom research that you’d like to share?

TLT is always on the lookout for fresh material to publish. For more informa-
tion on submission options, please contact the Editor; tlt_ed@jalt.org
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The Use of the
Students’ Mother

Tongue in
Monolingual English

“Conversation”
Classes at Japanese

Universities

Although I have been teaching for a number
of years in Japan, I recently began to feel re-
mote from the students as individuals, as

there was little natural conversational interaction
either in English or the learners’ Mother Tongue
(MT).  Students often seemed to be frantically
searching for western references in class stating, for
example, that their favorite music group was The
Beatles or that they loved curry rice. In class, I used
an “Only English” approach, and so maybe students
felt that all references to their own culture were
banished along with their language, which in turn
affected their attitude towards me out of class. Per-
haps they felt they were somehow forced into a situ-
ation where only English was acceptable.

Peter Burden
Okayama Shoka University

My own teaching background
has encouraged the use of “Only
English,” initially as a necessity
when I was employed as an ESL
language support teacher for im-
migrants in an inner London
state school. “Only English,” as a
classroom policy was emphasised
further during subsequent teacher
training, when I underwent an
experience similar to Mitchell’s
(1988, p. 28). I came across die-
hard methodologists who in-
duced a “sense of guilt” about
levels of students’ MT use in class-
rooms, attributing it to either “la-
ziness or lack of will power and
perseverance,” or claiming that
the teacher somehow lacked the
skills to circumvent its use.

Later, teaching for a year in
Greece, and subsequently in Ja-
pan, I came to believe that as

learners’ only regular exposure to English is in the
classroom, an integral part of language learning is
lost when learners’ MT is used. Using monolingual
textbooks developed this view further. I tacitly
agreed with Littlewood (1992, p. 45) that learners
will not be convinced by efforts to make them ac-
cept the foreign language as an effective means of
communication if the teacher readily abandons it
in the belief that needs transcend immediate class-
room use.

Therefore, I wanted to address the problem of my
perceived remoteness from students by getting feed-
back from them. Was a prescribed “Only English”
approach leading to resentment amongst students
that their own language was not wanted and there-
fore inferior? In a recent report, the Education Min-
istry in Japan highlighted a survey carried out by
University students that criticized teacher perfor-
mance across all subjects (Monbusho, 1997). Only
24% of students were “satisfied” with class content

言語教育の分野では、学生の母語が同一の場

合、教室での学生の母語使用について多様な意

見がある。しかし、実際の教室で学生が何を必

要だと思っているかについての研究はほとんど

ない。日本の文部省による最近の報告では、高

等教育では、教師はすべての学生が教育活動の

正当な要求権を持つことを認識し、学生のニー

ズに答えられるような授業を行わなければなら

ないとしている。本論では、英語会話教師が学

生の母語を使う時の彼らの意見を調査した。学

生は目標言語の使用や使用法について明確な意

見を持っていた。つまり、コミュニカティブな

授業は目標言語で行われなければならないが、

自由に意見が言える、よりリラックスした雰囲

気のクラスで、目標言語の使用法については母

語で質問することを希望している。
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and 19% with teachers’ methods of instruction, and
the report concluded that revision of class content is
needed, with teacher self-monitoring and evalua-
tion being coupled with student views about course
development. This prompted me to conduct some
action research to formulate some speculative and
tentative principles in relation to the amount of MT
support required in class, based on learner feedback.
The aim was to generate hypotheses about what
action would lead to an improvement in classroom
involvement and satisfaction for students.

The Rationale for the Questionnaire
Auerbach (1994, p. 160) argues that it is the issue of
language use that should be negotiated, to arrive at
guidelines that enhance the learning environment
and make instruction more effective. She argues
that the maintenance of MT use in the classroom
can create tension, with some students feeling that
its use actually slows language acquisition, wastes
time, and leads to bad feelings, while others see it as
a necessary support.

It was decided to administer a questionnaire,
loosely based on Prodromou (1994), which would
utilize a simple “yes” and “no” closed format. A
Likert five-point scale was considered, but not
adopted since Reid’s (1990) research into learning
styles noted that while most students use the entire
range in a consistent manner, Japanese students
tend to respond towards the mean. Also, Ozeki
(1995) objected to the wordings often used in such
scales, as they seem “extreme” to Japanese.

The Students
The questionnaire was administered in the second
semester, to a range of students across all four years
and perceived ability levels, at four universities,
(three private and one national), within a city of a
population of 600,000 in Western Japan. There were

290 completed questionnaires from subjects across a
range of majors (see Table 1). First year students are
enrolled in classes called “pre-intermediate” classes,
students who have studied for two years are “inter-
mediate,” and those who have studied for three or
four years are “advanced.” Some of the subjects are
“postgraduate” students and were classified as such,
because they came from a range of educational
backgrounds and ages so their English level could
not easily be generalized.

Four native English speaker teachers and I admin-
istered the questionnaire. After the teachers were
instructed on the nature and purpose of the ques-
tionnaire, they distributed and explained copies
using their own typical mode of student address and
delivery. They were asked not to express their own
opinions (to avoid any “halo” effect or student ex-
pectancy), nor to state the purpose of the research.

Across all ability levels, it was felt that the teacher
should know the learners’ mother tongue. There
was a range from 95% for postgraduate to 72% for
advanced students. The responses to the second
question indicate that the ability level differences
create marked changes of opinion and seem to sup-
port the truism that the better the student, the less
support is needed from the mother tongue. Again
the postgraduates required the most support, that is
84% of them, dropping dramatically to 41% for the
advanced students. However, 59% of these students
felt that the teacher should not use the mother
tongue in class. There was also a significant drop
from pre-intermediate 83%, to intermediate 62.5%.
This may indicate that the more advanced students
had less need to resort to or fall back on to MT be-
cause of a greater persistence in studying English.
This leads to a more active approach in that ad-
vanced students seek out opportunities to utilize L2
knowledge. They may recognize that practice in the
target language is a necessary condition of language

Table 1. Classifying the Students According to Their Majors
n = 290

Pre-inter- Inter- Advanced Postgrad-
mediate mediate uate

English 62 19
Education 30 10 39
Engineering 37
Comparative Culture 18 20
Communication 6 11
Law 30
Japanese Literature 2 2
History 2
Art 1
Information Science 1
Total 150 64 39 37

learning, corroborating studies of
“good” language learners (Skehan,
1989; Cook, 1991). The students
want to express themselves and
have greater resources to express
themselves. Intuitively, they may
know what helps or hinders lan-
guage learning along the lines of the
adage that “nothing succeeds like
success.”

The overall results of question 2
are mirrored in question 3, with
73% of all students believing that
they should use the mother tongue
in class, this number only dropping
slightly to 69% for advanced stu-
dents. This may support Ogane’s
(1997) claim that, while many stu-
dents want to be in the class, they
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All students Pre-Intermediate Intermediate Advanced Postgraduate
n = 290 n = 150 n = 64 n = 39 n = 37

yes no yes no yes no yes no yes no
1.Should the teacher
know the students’ MT? 87 13 89 11 88 13 72 28 95 5

some- never some- never some- never some- never some- never
times times times times times

2.Should the teacher
use the students’ MT
in class?

73 27 83 17 63 38 41 59 84 16

some- never some- never some- never some- never some- never
times times times times times

3.Should the students
use their MT in class? 73 27 75 25 72 28 69 31 73 27

Table 2. Should the Teacher or the Student Use the Mother Tongue in Class?

(All student responses were changed to a percentage. As whole numbers were used, the sum may equal more than 100.)

recognize the social aspect and importance of com-
munication and so frequently code-switch.

When should the teacher use Learners’ MT in
class?
Looking back at question 2 in Table 2, in all 211 out
of 290 subjects, or 73%, said that the teacher should
use the mother tongue in class, dropping to 41% for
advanced learners. As Cook (1991, p.81) has ob-
served, “good,” or successful, learners see language
as being a combination of grammatical and prag-
matic knowledge. They pay constant attention to
expanding and improving language knowledge
without relating everything back to their MT. In
contrast, O’Malley and Chamot (1985, p.38) note
that the most frequently used strategies among be-
ginner and intermediate students entail less active
manipulation of the learning task, and greater de-
pendence on the teacher.

However, according to my study, it was felt that
the teacher should not use MT when explaining
grammar, giving instructions, explaining class rules
or the reasons why the students are doing a task,
testing, or checking for understanding. Overall, the
results in Table 3 show that opinion is split on
whether the teacher should use MT when explain-
ing new words, with only the intermediate students
showing a majority in support. Most of the pre-in-
termediate and the advanced learners doubted the
value of such an approach, which may show that
many learners prefer to negotiate or use synonyms.

Explanations provide listening practice, yet the
postgraduate students may be more concerned with
understanding the contexts in which the target lan-
guage is used to communicate. The MT can be used

to demonstrate the differences in the range of con-
texts and meanings that similar words have in the
L1 and L2. They do not relate new vocabulary to the
L1, instead developing their knowledge of the L2 in
its own right.

Question 5, on grammar explanations, revealed
that, with the surprising exception of the advanced
students, grammar explanations in MT are seen as
undesirable. Such grammar explanations may have
echoes of unpleasant associations with high school,
where English lessons comprised, essentially, gram-
mar, vocabulary, and translation (see LoCastro,
1997). Students do not want talk about language
usage, but practice in its use. However a majority of
advanced students (56%) advocated MT use in
grammar explanations. This may be because the
comprehensive grammar explanations covered in
high school reach to the intermediate level, and so
students now require more in-depth explanations
of the concepts that should go hand in with a com-
municative approach. This means that the teacher
should strike a balance between use and usage.

As for pre-intermediate and intermediate stu-
dents, their receptive understanding of grammar is
higher than their productive skills. As Nozaki (1993,
p. 28) notes, university freshman-level listening and
speaking comprehension is low as “they have been
trained to read and analyze sentences grammati-
cally, but have had no practice in developing speak-
ing or listening skills.”

Answers to questions 6 and 7 show students re-
ject the idea of the teacher using the MT when giv-
ing instructions (70%) or talking about British
culture (75%). These are real communicative situa-
tions, with a need for mutual understanding, and
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“culture” includes the language of English as a cul-
tural artifact. Students thus do not want to be lec-
tured in MT and recognize the importance of
communication here. In question 8, only the pre-
intermediate “freshmen” wanted the teacher to talk
about tests in MT; that result shows their unease in
their introduction to tests devised by native speak-
ers, as well as their lack of experience of communi-
cative testing.

In questions 9 (75%) and 10 (76%), many stu-
dents did not want the teacher to use MT when ex-
plaining class rules or the reasons for performing a
certain task. The students may feel that, not only do
they not want explanations in MT about why they
are doing a task, but that such explanations are not
required in either language.

In answers to question 11, pre-intermediate and
intermediate answers (both 57%) show a slight ma-
jority in favor of the teacher using the mother
tongue in explaining the differences between Eng-
lish grammar and the mother tongue. Unlike the

advanced and postgraduate students, they have not
developed their knowledge of English in its own
right, seeing it as a “separate system” (see Cook,
1991, p. 80), instead relating information to their
first language. Skehan (1989, p. 73) shows that
good learners judiciously make cross-lingual com-
parisons and do not need the teacher to do so for
them explicitly.

 All of the classes suggested that the teacher
should use MT to relax the students. Perhaps this
result is linked to question 1, and may support the
hypothesis that, when deemed necessary, students
turn to the language they are most comfortable
with, thus serving their basic psychological needs.
For the students, “relaxing” may mean no more
than the teacher’s use of the occasional phrase to
encourage them, or the odd “joke” or “interesting
story” to facilitate a supportive and open environ-
ment, without dismissing the MT. Interestingly, all
levels rejected the use of the MT to create human
contact, showing that, along with questions 6 and

All students Pre-Intermediate Intermediate Advanced Postgraduate
n = 211 n = 124 n = 40 n = 16 n = 31

yes no yes no yes no yes no yes no

4. Explaining
new words 50 50 48 52 55 45 44 56 58 42

5. Explaining
grammar 37 63 42 58 28 73 56 44 19 81

6. Giving
instructions 30 70 34 66 18 83 19 81 35 65

7. Talking about
British culture 25 75 27 73 28 73 25 75 13 87

8. Talking about
tests 50 50 59 41 45 55 25 75 32 68

9. Explaining
class rules 25 75 29 71 15 85 19 81 23 77

10. Explaining why
the students are
doing something 24 76 27 73 30 70 13 87 10 90

11. Explaining differ-
ences between MT
& English grammar 53 47 56 44 58 43 38 63 39 61

12. Testing the
students 18 82 19 81 23 78 19 81 6 94

13. Checking for
understanding 43 57 43 57 53 48 38 63 32 68

14. Relaxing the
students 61 39 59 41 60 40 56 43 71 29

15. Creating human
contact 38 62 41 59 23 78 44 56 42 58

Table 3. When Should the Teacher Use Learners’ MT in Class?

Feature: Burden
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7 real communication with a native speaker, to the
students means talking in the target language.

 In the light of these findings, I translated the
feedback from students into implications that might
be of benefit to the ongoing process of teaching
English in Japan.

Implication 1: The Need for Strategy Training
Less successful learners often assume that little
prior knowledge can be applied to a learning task
(Rubin, 1990), and often lack adequate tools to
cope, becoming restless or bored, and feeling inad-
equate when conversation breaks down. One of the
problems with teaching activities that rely on
spontaneous language use is that their lack of vo-
cabulary forces students to use compensatory strat-
egies which may be insufficiently used without
specific, informed training. Pre-intermediate stu-
dents may have experienced a traditional teacher-
led approach that leads to an overly passive,
detached attitude to learning. They cannot orga-
nize linguistic input into a coherent system. Good
learners or advanced students are more willing to
take risks and use circumlocution, paraphrase, cog-
nates, or gestures to convey meaning.

Implication 2: Letting the Students into the Pic-
ture—Negotiating the Syllabus
Cummins and Swain (1986) rightly note that ac-
ceptance of the home language is essential in creat-
ing an environment conducive to learning, where
feelings of self-worth and confidence are fostered.
Even if the teacher does not speak the language in
class, it is helpful if he or she understands what the
learners are saying and responds  appropriately and
supportively, building on the students’ current lin-
guistic repertoire and interests. Since learning takes
place through voluntary interaction, there is a need
to impress upon students the importance of prac-
tice for success. The teacher could prepare a hand-
out for the first class in the native language for the
students to read because they will be more willing
to participate if they understand how classes oper-
ate. As Harbord (1992, p. 352) writes, “if students
are unfamiliar with a
new approach, the
teacher who cannot or
will not give an expla-
nation in the L1 may
cause considerable stu-
dent demotivation.”
Similarly, the use of a
“graffiti board,” such as a white board in the class-
room, will allow students to express opinions
anonymously in their preferred language without
the teacher being present. Later the teacher can
take these into account.

Implication 3: The Importance of Cultural
Knowledge
A majority of students wanted the teacher to pos-
sess knowledge of MT (question 1) and to use that
knowledge in the classroom (question 2). Arguably,
a methodology which allows students to use lan-
guage actively as a product of their needs is best,
as, often students are able to read and comprehend
advanced texts, yet stumble over what are seen as
simple, everyday expressions, because of lack of
equivalence in their culture, or vice versa. The
teacher can anticipate by providing a pair of stu-
dents a bilingual dialogue each, one in MT and one
in English, and asking the students to translate line
for line. The students can then compare and the
students realize that there is more than one way of
saying the same thing. The teacher can also pro-
vide useful idiomatic equivalents.

Similarly, cultures differ to a great degree in the
uses of back channeling, pauses, and other non-
verbal behavior. Therefore contrastive analysis
would allow potential problems to be predicted and
addressed through the design of bilingual materials
in which functional messages are accessed through
rough idiomatic equivalents. Through doing so, the
students become aware of the unlikelihood of per-
fect correspondence between languages, weaning
them away from beliefs that literal translation is
necessary for complete textual understanding.

Implication 4: Separate Speaking Time
Responses to questions 6 to 10, 12, 13, and 15 illus-
trate worries about teacher overuse of learners’ MT.
There is a need to create a natural learning envi-
ronment where language is used for communica-
tion with the learner spontaneously utilizing
learning potential in order to communicate suc-
cessfully. The teacher is crucial for confirmation of
learners’ hypotheses and the acceptability and cor-
rectness of language choices in the classroom. A
separate speaking time would allow for attention to
explicit grammar that is totally separate from Eng-
lish use during the rest of the lesson so that a sus-
tained listening environment is created. As

Kaviloda (1994) notes,
separation is necessary
so as not to create an
environment in which
TL use is relegated to
exercise practice while
MT is used for sus-
tained, real communi-

cative talk. However, in order to create grammatical
or sociolinguistic skills, some students need explicit
reference to accelerate understanding. Therefore as
an alternative to a strict English Only policy, a pe-
riod of five or ten minutes in the middle of the les-
son should be introduced where problems that

I wanted to address the problem of
my perceived remoteness from students
by getting feedback from the students.

Feature: Burden
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have arisen can be discussed. Cummins and Swain
(1986, p. 106) have shown that the teacher jump-
ing between languages creates inattention; more-
over, a separation approach creates far greater
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A more humanistic approach is
needed that values the students,
their culture, and their language.

effectiveness in that the teacher and the learner
have to work harder: “students are trying to make
sense of what the teacher’s message is; and the
teachers are trying to present a meaning that
makes sense.”

Conclusion
I have attempted to illustrate how the students in
typical university classes in Japan see the use of the
mother tongue and there seems to be a clear distinc-
tion often across all the ability levels between use
and usage. Students want the teacher to use the tar-
get language exclusively when it is being used in
communication, but expect the teacher to have a
knowledge of, and an ability to use MT when it is
appropriate to explain the usage of English. The
principal aim of this paper is to invite practicing
teachers to address their own styles and methods of
teaching while seeking students’ opinions in their
own situation. Instead of creating a “little corner of
an English speaking country” (Wingate, 1993, p.22),
where communication is exclusively in the TL, a
more humanistic approach is needed that values the
students, their culture and their language.
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Improvement in
English Education

from a Learning
Perspective:

The Teacher’s View
versus

The Student’s View

Anthony Rausch
Hirosaki University The past few decades have seen a gradual shift

in the focus of education related research,
from that based solely on a teaching perspec-

tive to that which incorporates a learning perspective
as well. The former prioritizes content, curriculum,
and teacher role in the instruction process, while the
latter considers the importance of the learner and
their role in the learning process. This new orienta-
tion has generated new insights into the practice of
foreign language education, bringing about a shift in
teaching from that which is totally grammar-based
and teacher-centered to that which is increasingly
needs-based and learner-centered. As Weaver and
Cohen (1998) point out, inherent in this shift is a
change in the responsibilities of both teachers and
students. No longer does the teacher control every
aspect of the education process, rather the learners

share the responsibility for success-
ful language learning. As Usuki
(1999) pointed out, students them-
selves “think that the students’
role should be that of an active
learner and the teachers’ role that
of facilitator or advisor” (p. 7).

The purpose of this study is to
consider various elements of lan-
guage education from a learning
perspective, including both the
teacher’s viewpoint and the
learner’s viewpoint. The research
considers teaching practices, edu-
cational philosophy, and teacher
and student roles, as well as ideas
regarding how to improve learn-
ing. While not directly comparing
the responses of these two
groups, the results do highlight
the similarities and discrepancies
between them, identifying the
areas on which we should focus

in our attempts to improve English education in
Japan from a learning-centered perspective.

Two Surveys
The findings reported herein are based on two writ-
ten surveys of similar organization and content, one
of Aomori prefectural high school teachers (N = 116;
72% return rate by high school) and the other of
first and second year Hirosaki University students
enrolled in English language classes (N = 68). The
surveys were provided in Japanese, co-written by a
Japanese high school English teacher and myself,
and subjected to pre-testing by six graduate students
at Hirosaki University, of which four are high
school English teachers.

In reporting on surveys which cross the gap exist-
ing between high school and university education,
these results represent the potentially very different

教育に関する研究は、教授側だけから見た

ものから、学習側からの視点をも含んだも

のへと過去２、３０年で次第に変化してき

た。この新しい方向づけは外国語教育の実

践に新たな洞察を生み出している。文法中

心で、教師主導の教授方法から学習者の

ニーズに基づいた学習者中心の教育へと変

化している。本論では、教師と学習者両方

から見た学習という観点から語学教育の

様々な要素を検証していく。
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perspectives characterizing education in Japan. In
that sense, the results are not comparative, but
rather contrastive. The high school English teacher
survey can be considered representative of the tradi-
tional educator’s perspective, in Japan that charac-
terized by Gorsuch (1998) as dominated by a
yakudoku methodology, which she characterizes as
classroom instruction based on intensive reading of
linguistically difficult textbooks with unfamiliar
conteny, and translation of English into Japanese,
having Japanese as the language of instruction in
teacher-centered classes with no expectations and
few opportunities for students to produce English,
and conformity in translations and responses and
frequent test-based assessment of students. On the
other hand, the university student survey can be
considered representative of the learner’s perspec-
tive, hopefully addressing some of the stereotypes
Susser (1998) pointed out researchers have come to
take for granted. University students were chosen to
represent the student response on the basis that
their answers can be considered as reflecting the
breadth of the educational experience in Japan. Al-
though representative of different educational levels
and institutions, the findings from such contrastive
surveys can provide insight into the relative learn-
ing-centeredness of each group and identify their
respective ideas concerning improving English lan-

guage education in Japan.
The surveys consisted of statements concerning

course management (curriculum design factors,
class materials, and student evaluation), educational
philosophy (teaching-centeredness versus learning-
centeredness and the respective roles of the teacher
and learner), and English language learning im-
provement (various means for improving learners’
overall learning skills and foreign language learning
skills). In order to identify the subtle balance be-
tween specific survey items and still yield rankings
of items, responses are based on a five-point Likert
scale with five indicating the positive response (im-
portant, frequent, agree), three indicating a neutral
response, and one indicating the negative response
(not important, not frequent, disagree). The figures
reported indicate mean responses.

Survey Findings
The age representation of high school teachers was
relatively uniform across age groupings, with 24
percent of the respondents in their 20s, 26 percent
in their 30s, 30 percent in their 40s, and 17 percent
in their 50s. Eighty percent of the high school
teachers reported holding a Bachelor’s degree, with
17 percent holding a Master’s degree. Ten percent
reported membership in some sort of academic asso-
ciation, with 88 percent indicating non-member-

Table 1. Educational Philosophy: Teacher versus Learner-Centeredness

Survey Statement Mean Te Mean St

1a Testing is the best measure of students’ learning progress. 4.06* 3.26
1b Observation is the best measure of students’ learning progress. 3.56 3.60*

2a It is important to follow the set curriculum and the approved textbook. 3.05 2.66
2b It is important to be flexible and respond to students’ needs. 4.05* 4.35*

3a Teacher-based instruction is important for effective learning. 3.31 3.22
3b Student-centered independent study is important for effective learning. 3.98* 3.96*

4a Instruction & explanation by the teacher is required for successful learning. 3.91 4.19
4b Self-discovery by learners is required for successful learning. 4.08** 4.12**

5a Even with good materials, students do not know how to learn on their own. 3.82 3.15
5b Given proper materials, students can learn on their own. 3.68** 3.22**

6a The knowledge of the teacher determines students’ success. 3.38 2.79
6b The effort learners put in determines their own success. 4.25* 4.28*

7a The teacher is the final authority on the best way to learn English. 3.05 3.18
7b The are many individual ways to succeed in learning English. 4.04* 3.951*

8a Class-time should be used for teacher-led instruction and explanation. 2.75 2.68
8b Class-time should be used for learner interaction and practice. 4.19* 4.130*

9a The most important thing to teach is the fundamentals of the language. 3.93* 3.69
9b The most important thing to teach is how to study and learn the language. 3.37 3.51**

Note: Te = Teacher Survey (N=116); St = University Student Survey (N= 68);
* = significant difference (t-test) between responses in favor of response indicated at p<0.001;
** = no significant difference (t-test) between responses;
all responses based on 5-pt Likert scale (5 = positive response, 3 = neutral, 1 = negative)

Feature: Rausch
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ship (figures do not equal 100 percent due to “no-
answer” responses).

Student survey respondents were comprised of
first and second-year university students, with first-
year students accounting for 54 percent and second-
year students 46 percent. The majority of
respondents were from the Faculty of Education
(72%), with 18 percent from the Faculty of Humani-
ties, seven percent from the Faculty of Science and
Technology, and the remainder from the Faculties
of Agriculture and Medicine.

1. Course Management/
Learning Management
The most important items cited
by the high school teachers in
their curriculum design were
“school-based curriculum”
(3.81), “self-designed curricu-
lum” (3.79), and “assessment of student needs”
(3.68). The top elements cited by the university stu-
dents in managing their learning were “professorial
guidance” (4.57), followed by “self-designed study
planning” (4.03) and “department-based curricu-
lum” (4.03).

The most important items cited by the high
school teachers in conducting classes were “the
Ministry of Education-approved textbook” (3.73),
“realia” (3.62), “educational materials” (3.56), and
“supplementary texts or materials” (3.44). The items
of most importance for the university students in
their classes were “realia” (4.19), “educational mate-
rials” (4.06), and “professor-supplied textbook”
(4.07), followed by “self-supplied texts or materials”
(3.50).

The most important means of evaluating students
cited by teachers were ‘one final examination’ (4.62),
followed by “class participation by students” (4.24)
and “multiple quizzes” (4.05), ahead of “teacher-de-
veloped homework” (3.91), “textbook-based home-
work” (3.62), “communicative language use” (3.56)
and “subjective evaluation of progress” (2.91). The
most important aspects of being graded from the uni-
versity student perspective were “class participation”
(4.57), followed by “evaluation of communicative
language use” (4.31), “multiple quizzes” (3.94),
“evaluation of student-produced study materials”
(3.87), “one final examination on textbook material”
(3.90), “evaluation of textbook-based homework”
(3.68) and “subjective appraisal of progress’ (2.91).

In terms of management of teaching and learn-
ing, the results show that the teachers, for the most
part, conduct classes using a traditional, teaching-
centered approach based on a uniform curriculum,
text, and evaluation formula, initially confirming
Gorsuch’s (1998) portrayal of Japanese high school
English education as based on a yakudoku methodol-
ogy. However, there also appears to be a latent

learning-centered mentality, as seen in the re-
sponses alluding to use of a self-designed curriculum
and assessment of student need, use of realia and
educational materials, and evaluation based on par-
ticipation. Learners, on the other hand, appear to
expect teacher guidance in directing their learning
on the one hand, but conversely look to the use of
realia as learning material (ahead of texts, either
teacher provided or self-supplied) and class partici-
pation and language use as the preferred means of

evaluation on the other. It is
interesting to note that while
neither teacher nor student
advocate purely subjective
evaluation of progress, both
saw class participation as im-
portant and the student re-
spondents further saw
evaluation of communicative

language use as important in student evaluation,
both of which have subjective qualities to them.

2. Educational Philosophy and Teacher-Student
Roles
Using an attitude scale format based on 12 contrast-
ing statements, the teacher survey identified (see
Table 1 for full survey responses and mean re-
sponses):

(1) two indicators which pointed toward a teach-
ing-centered philosophy (statements 1a/b: “testing”
over “observation” as “the best measure of learning
progress” and statements 9a/b: “fundamentals of
language” over “how to study and learning” as “the
most important thing to teach”);

(2) two indicators which pointed toward ambiva-
lence regarding educational centeredness, where no
significant difference was found between responses
to contrasting statements (statements 4a/b: “teacher
instruction and explanation” and “self-discovery” as
“required for successful learning,” and statements
5a/b: “even with the proper materials, students do
not know how to learn” and “given the proper ma-
terials, students know how to learn”);

(3) five indicators which pointed toward a learn-
ing-centered philosophy (statements 6a/b: “student
effort” over “teacher effort” in “determining stu-
dent success,” statements 8a/b: “learner interac-
tion” over “teacher instruction” as “preferable class
activities,” statements 2a/b: “flexibility and re-
sponse to student needs are important’ over “fol-
lowing the set curriculum is important,”
statements 7a/b: “there are many ways to learn”
over “there is one way to learn,” and statements
3a/b: “independent study” over “teacher instruc-
tion” as “important for effective learning”); and

(4) a ‘teaching-centered educational philosophy’
attitudinal mean score of 32.85 (s.d. 4.87) (out of
maximum score of 50) countered by a ‘learning-

No longer does the teacher
control every aspect of the

education process.

Feature: Rausch
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centered educational philosophy’ attitudinal mean
score of 39.13 (s.d. 4.52) on the part of the teachers.

Using the same attitude scale approach, the stu-
dent survey identified:

(1) six indicators which pointed toward a learn-
ing-centered philosophy (statements 2a/b: “flexibil-
ity and response to student needs are important”
over “following the set curriculum is important,”
statements 6a/b: “student effort” over “teacher ef-
fort” in “determining student success,” statements
8a/b: “learner interaction” over “teacher instruc-
tion” as “preferable class activities,” statements 3a/
b: “independent study” over “teacher instruction”
as “important for effective learning,” statements 7a/
b: “there are many ways to learn” over “there is one
way to learn,” and statements 1a/b: “observation”
over “testing” as “the best measure of learning
progress”);

(2) three indicators showing ambivalence regard-
ing educational centeredness, where, as above, no
significant difference was found between responses
to opposing statements (statements 4a/b: “teacher
instruction and explanation” and “self-discovery” as
“required for successful learning,” statements 9a/b:
“fundamentals of language” and “how to study and
learn” as “the most important thing to teach,” and
statements 5a/b: “even with the proper materials,
students do not know how to learn” and “given the
proper materials, students know how to learn”); and

(3) a “teaching-centered educational philosophy”
attitudinal mean score of 30.81 (s.d. 4.57) (out of
maximum score of 50) countered by a “learning-
centered educational philosophy” attitudinal mean
score of 38.69 (s.d. 4.38) on the part of the students.

The teacher survey revealed that the principal
teacher roles in the minds of teachers were “identi-
fying and addressing student difficulties” (4.22),
“developing appropriate learning strategies and ma-
terials” (4.11), and “organizing and coordinating
student learning activities” (4.04), with the princi-
pal learner roles as “learning to study on his or her
own” (4.59) and “developing effective learning be-
haviors” (4.34), as shown in Table 2. The student
survey identified the principal teacher roles in the
minds of the students as “identifying and address-
ing student difficulties” (4.42), “developing appro-
priate learning strategies and materials” (3.95), and
“organizing and coordinating student learning ac-
tivities” (3.52), with the principal learner roles as
being “developing effective learning behaviors”
(4.44) and “learning to study on his or her own”
(4.39).

Summarizing these results, not only do both teach-
ers and learners profess a learning-centered orienta-
tion and see the teacher’s role as identifying and
addressing student difficulty, developing learning
materials, and coordinating student activities, with
the learner’s role being learning to study autono-
mously and developing effective learning behaviors,
they do so to a strikingly similar degree. The only
significant areas of differences between the two
groups concern “testing” versus “observation” as “the
best means of evaluation” and teacher focus on
teaching the “fundamentals of the language” rather
than “how to study and learn the language.” In addi-
tion, it is significant to note that students were am-
bivalent in responses concerning both “instruction
and explanation” versus “self-discovery” as “required

Table 2. Teacher and Student Roles

Statement Mean Te Mean St

The teacher’s most important task is to . . .
explain the content of the course and textbook. 3.16 3.30
assign homework and develop tests. 2.58 2.17
correct student’s mistakes. 2.49 3.27
identify and address student’s difficulties. 4.22 4.42
develop appropriate learning strategies & materials. 4.11 3.95
organize and coordinate student learning activities. 4.04 3.52

The student’s most important task is to . . .
listen and take notes in class. 3.51 3.32
complete the homework and pass the tests. 3.13 3.05
correct mistakes and seek perfection. 2.94 3.48
seek feedback and help from the teacher. 3.53 3.76
develop effective learning behaviors. 4.34 4.39
learn to study on his or her own. 4.59 4.44

Note: Te = Teacher Survey (N = 116); St = University Student Survey
(N = 68); all responses based on 5-pt Likert scale
(5 = positive response, 3 = neutral, 1 = negative)

for successful learning” and their
“ability to learn on their own,”
calling into question students’
confidence in activating their
attitudes.

3. English Language Learning
Improvement
Responses regarding the most
important means by which both
learning skills in general and
English language learning can
be improved were virtually iden-
tical. The surveys showed that
the most important means by
which learning skills can be im-
proved were seen in “improving
student attitudes toward learn-
ing” (teachers: 4.31, students:
4.41), “improving the under-
standing of the fundamental
processes of learning” (teach–
ers: 4.31, students: 4.32), and
“improving the planning and
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management of the learning process” (teachers:
4.25, students: 3.98), as shown in Table 3.

The elements cited as important in improving
English language learning were similar as well, seen
as improving “student attitudes toward learning”
(teachers: 4.58, students: 4.70) and “class curricu-
lum and management” (teachers: 4.48, students:
4.47), followed by improving “the design and qual-
ity of textbooks” (teachers: 3.88, students: 3.70) and
“teacher training” (teachers: 3.90 students: 3.70).

From these results, it is apparent that both teach-
ers and students focus on student “attitudes” over
both teacher and student “know-how.” In responses
to both how to improve learning in general as well
as English language learning, “attitude improve-
ment” was the most cited response, followed by
improvements in either teacher know-how (“class
curriculum and management”) or student know-how
(“processes of learning and learning management”).

Implications
There are several broad implications that can be
taken from the surveys with regard to improving
learning from a learning perspective. First, it is clear
that achieving a learning-centered approach to Eng-
lish education is possible. From the results of the
two surveys, it is clear that both teachers and stu-
dents in Japan do possess a learning-centered con-
sciousness. That consciousness can be seen in the
overall learning-centeredness attitude scores as com-
pared to the teaching-centered scores, as well as in
responses supporting the notions that the effort on
behalf of students determine their own success, that
class time should be for learning-directed interac-
tion and practice on the part of the student, that
there are many both individual and independent
ways of learning, and that flexibility and response
to student needs on the part of the teacher are im-

portant in learning. The roles ascribed both teachers
and students in both surveys reflect this learning-
centered orientation, with teachers seen as learning
facilitators rather than simply content providers,
homework providers, and test givers, and students
seen as active and independent learners, instead of
note-takers, homework doers, and assistance seekers.

However, it is also clear that dependence on the
traditional model of teacher-centered education,
that based on a teaching perspective (and that out-
lined by Gorsuch, 1998), persists for both teachers
and students. Teachers (understandably) admitted a
philosophical preference for teaching the funda-
mentals of the language and a practical belief that
testing was the best measure of progress. Neither
teachers nor, more importantly, students indicated
believing that learner self-discovery was preferable
to teacher instruction and explanation, or that
learners were capable of learning on their own.
These results point to an orientation based on what
can be characterized as hierarchical educational depen-
dence, with the teachers looking toward the school-
based curriculum, the Ministry of Education
textbook, and purely-objective testing regimens to
organize their teaching, and the students looking
toward the teacher to organize their learning.

Finally, it was clear that attitude was seen as more
important than either teaching or learning. Indeed,
the attitude of the learner towards the target lan-
guage, its speakers, and the learning context un-
doubtedly plays an important part in learner
success. However, as pointed out by Mitchell and
Myles (1998), attitude maintenance is the more press-
ing problem, one they see addressed by motivation.
To improve learning, the question of becomes how
to increase and maintain motivation, how to incul-
cate students with the motivation to “want to
achieve a particular goal and devote considerable

Table 3. English Language Learning Improvement

Statement Mean Te Mean St

Improving general learning skills:
Improve attitudes toward learning 4.31 4.41
Understanding fundamental processes of learning 4.31 4.32
Planning and management of learning 4.25 3.98
Improving memorization of content to be learned 3.97 3.85

Improving English language learning:
Improving student attitudes toward learning 4.58 4.70
Class curriculum and management 4.48 4.47
Improving teacher training 3.90 3.70
Design and quality of textbooks 3.88 3.70

Note: Note:  Te = Teacher Survey (N = 116); St = University Student Survey
(N = 68); all responses based on 5-pt Likert scale
(5 = positive response, 3 = neutral, 1 = negative)

effort to achieving that goal”
(Gardner and MacIntyre, 1992, p.
2). As Cohen (1998) pointed out
in his book on strategy use in
language learning, motivation to
use strategies can be generated by
pointing out to students that
strategy use can make learning
easier, and then maintained by
giving the learners increasing
levels of control over strategy
use. Using this reasoning, rather
than viewing improved attitude
as a necessary precursor to learn-
ing, attitude should be thought
of as a variable that improves
along with the motivation gener-
ated by the promise of improved
learning in a learning-centered
educational environment.
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Usuki (1999) stated that she believed that “the
most important thing to consider [in language
teaching methods] is the responsibility of a teacher
as a teacher and a learner as a learner; self-direction
of their own roles as teachers and learners” (p. 33).
The results of the present survey point to the re-
sponsibility teachers and learners can take in fulfill-
ing their respective roles in a learning-oriented
educational setting. First, both teachers and stu-
dents should work to complete the philosophical
shift toward a learning-centered consciousness. For
both groups, this means recognizing the impor-
tance of student self-discovery as an element of
their learning success and working to increase stu-
dent confidence in their own capability to learn.
Increasing the number of opportunities for inde-
pendent or student-directed study, together with
affective reinforcements by teachers as students
engage in such study, may generate this confi-
dence. Further, teachers should recognize the value

of homework and student-produced material as a
means of course evaluation. Second, both should
seek a balance between objectivity and subjectivity,
in terms of both the organization and the evalua-
tion of the learning. In terms of actual practice,
teachers should increasingly employ their own,
relatively subjective curriculum and develop their
own materials on the basis of what they believe to
be necessary in their own classrooms. Learners, on
the other hand, must accept the reality of subjec-
tive elements inherent in learning-centered lan-
guage learning and work to develop their own,
individual approach to language learning. Third,
both teachers and learners should consider that a
positive attitude on the part of learners toward
learning does not necessarily preface learning, nor
ensure success in learning. Rather, a positive atti-
tude can be generated by both an understanding of
the fundamentals of learning and some degree of
learner control of the learning process; both impor-
tant elements of a learning-centered approach.

The writer wishes to thank Noro Tokuji of Aomori
Minami High School and the graduate students of
Hirosaki University Faculty of Education English De-
partment for their assistance in the preparation of this
survey.
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EFL class
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Because television commercials are short, en-
tertaining, culturally rich examples of En-
glish, they are frequently used in EFL courses.

However, judging from the literature on the sub-
ject, as well as the approaches in available text-
books, most English courses using television
commercials focus primarily, if not exclusively, on
listening and reading comprehension. In Language
Learning in the Age of Satellite Television, Ulrike H.
Meinhof demonstrates a different approach to TV
commercials and makes this suggestion to teachers:

. . . foreground issues of representation,
intertextual references, symbolic meanings, and
connotations right from the start and make
them part of the language learning activities. It
is not the language of the advert itself which
provides the content for learning, but the

whole range of things one
can do with adverts. More
than is the case with any of
the other genres, learning
from adverts is learning to
play the semiotic game.

Following Meinhof’s lead, the
authors have created a content-
based English course on televi-
sion commercials that explores
the symbolic in commercials. In
this course, Japanese college stu-
dents, through analytical and
creative processes, begin to “play
the semiotic game.”

The activities in this course are
designed to meet four objectives:

1. Vocabulary: Learn and use
key terms for describing and
analyzing television commer-
cials

2. Analysis: Describe and ana-
lyze TV commercials viewed
in class

3. Group Projects: Plan, create,
and present original TV com-
mercials

4. Writing: Analyze and critique TV commercials
in writing

The course cycles through analysis, creative
group projects,  and writing activities three times
during the year, focusing on different types of com-
mercials with each cycle. For example, this year the
course began with car commercials, moved on to
food and beverage commercials, and finished with
public service announcements. Following are de-
scriptions of some of the class activities and materi-
als developed for this course, as well as a discussion
of the results achieved.

テレビコマーシャルは短く、面白く、文化

的要素に富んでいるので、たくさんのE F L

クラスで使用されている。しかし、市販の

テキストの取り組み方や従来のテレビコ

マーシャルの使用方法から判断すると、ほ

とんどの授業では、リスニングとリーディ

ングのために使われている。著者は、コ

マーシャルのsymbolを見つける内容重視の

英語コースを作った。このコースでの分析

的で創造的な活動を通して、日本人大学生

はsemiotic gameをし始めた。



18 The Language Teacher 24:6

Vocabulary: Learn and use key terms for describ-
ing and analyzing television commercials
For students to function in this course they must
master a set of content-related vocabulary, includ-
ing key terms such as “product,” “sponsor,” and
“target audience.” Also, to discuss, for example, the
target audience of a particular American commer-
cial, students need the vocabulary used to describe
characteristics of target audiences, terms such as
“gender,” “race,” and “class.” At the beginning of
this course we use mainly American commercials to
help us define as far as possible a specific cultural
context. Later in the course we introduce a range of
English-language commercials from different coun-
tries. Finally, to evaluate and analyze the commer-
cials, students need to learn a few critical terms,
such as “tone” and “irony.”

Students are given vocabulary sheets at the begin-
ning of the year that serve as a glossary of terms
needed during the year. Quizzes are then used
throughout the year to check that students are keep-
ing up with the terms needed for the class assign-
ments and discussions. The vocabulary quizzes
require that they both define the terms and use
them. For example, if they are defining “sponsor,”
they must be able to write that the sponsor of a
Volvo car commercial is the Volvo car manufactur-
ing company. Although learning vocabulary may
seem like a simple task, we find that actually learn-
ing to use new vocabulary in discussion and writing
is a big stumbling block for many students. Again
and again students prove capable of memorizing
lists of words just long enough to pass a test, and
then of being at a complete loss when these same
words show up on a test question or in a class dis-
cussion. The vocabulary quiz is the only means we
have discovered to motivate students to learn vo-
cabulary for long-term use.

Analysis: Describe and analyze TV commercials
viewed in class

The Volvo commercial

An Italian aria sung by a female vocalist is
played throughout. A young couple kisses in the
front seat of a parked Volvo while workers
above them move a grand piano onto a balcony.
The couple looks up through a sunroof just in
time to see the piano falling toward them from
the sky. They make a narrow escape by pulling
out of their parking space. The final image is
that of the grand piano smashing to the ground,
while a deep male voice suggests in soothing
tones that “this might be a good time to buy a
new, more responsive Volvo 850SL” and the
words “Volvo” and “Drive Safely” appear on the
top of the screen.

This commercial was chosen because it has so
many clear indicators of a specific target audience,
and because the symbolic content is fairly obvious.
Before viewing the commercial, students receive a
transcript of the language used in the commercial.
Students are given transcripts of all commercials in
this course before they view them. The language in
the commercials is no more our focus than any
other element in the commercial. As Meinhof
points out, commercials are “poor linguistic
models.” Our objective is to move beyond language
comprehension and into analysis and criticism as
quickly as possible. After reading a transcript, stu-
dents view the commercial a few times in a row.

The initial class activity is to describe the Volvo
commercial in detail. Students work on this activ-
ity in groups of four to six members so that they
can talk easily among themselves. Their first task is
to identify the sponsor and product. If they have
learned the key terms on their vocabulary sheets,
this should be easy. Next they are asked to isolate
and list as many of the visual images and sounds in
the commercial as they can remember. For the im-
ages, the students’ lists might include “crashing
grand piano” and “20 to 30-year-old attractive
dark-haired white woman.” For sounds, students
identify opera music, the whipping sound of a rope
breaking, even the faint sounds of creaking as the
piano falls through the air. Questions such as “How
old are the two actors in the car,” and “Judging
from voice alone, how old do you think the narra-
tor is?” encourage students to be as specific as pos-
sible in their descriptions of images and sounds.
After attempting to make these lists, students are
eager to view the commercial several more times to
confirm their memories and settle debates.

Most students need their dictionaries to describe
the commercial in detail and need assistance in
finding words like “unraveling” or “creaking.” Also,
in each class there are inevitably students who con-
fuse “images” as in visual details with “image” as in
projected character and so list words like “rich” or
“safe” in their images list. This first exercise allows
the teacher to check student comprehension of key
terms. It also impresses upon the students the com-
plexity of individual television commercials.

Once students have finished describing the com-
mercial, we ask them to define the target audience
for the commercial. Deducing the target audience
from the commercial foregrounds the question of
why a particular set of images and sounds were
chosen to advertise a particular product. This ques-
tion will serve to “make strange” the commercials
(as Meinhof puts it) by reminding students that
nothing in a commercial is accidental, that all de-
tails imply a marketing strategy with all of its un-
voiced assumptions about the product and the
audience.

Feature: McGee & Fujita
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Most students can offer opinions about the target
audience of the Volvo commercial. They recognize
that the product in this case is an expensive car, and
the high price of the product plus the age of the two
actors in the car seem to be the elements that most
influence their initial ideas about the target audience.
By asking students to identify the gender and age of
the target audience, we focus first on audience char-
acteristics that require the least explanation. They are
required to identify age by a range of ten or twenty
years. Otherwise, students come up with vague de-
scriptions like, “all people who can drive.” To demon-
strate that an analysis of details of the commercial is
required, it is important that students understand the
difference between a general television audience and
a specific target audience. Volvo is pitching to televi-
sion watchers, but Volvo is clearly not concerned
with any and all television watchers, nor are they
talking to any and all drivers of cars—another favor-
ite student response to this question.

In discussing the target audience, students
should understand that there is no one “right” an-
swer: We do not have a crystal ball showing the
thoughts of Volvo management or its advertising
agency, and viewers inevitably interpret the same
images and sounds in different ways. After age and
gender are discussed (almost all American car com-
mercials suggest a male audience to my students), a
brief (and no doubt simplistic) outline of the
American class system can facilitate a discussion of
the several elements in the commercial (the shiny,
black grand piano and the way it echoes the shiny
black car below, the opera music, the glamorous
yet conservative appearance of the actors in the
car, even the old residential city neighborhood in
which the scene was filmed) which conspire to sug-
gest an upper-middle-class target audience.

Finally, students are required to paraphrase in writ-
ing the central message of the commercial. The verbal
message in the commercial is an understated invita-
tion to “consider” a new Volvo, along with the final
gentle words of warning, “Drive safely.” But the im-
ages in the commercial send a different message—one
that is at once frightening and comic. There is a clear
contrast between the explicit and implicit messages.
Students recognize that the commercial is not simply
about driving safely, and that the image of a crashing
piano has nothing to do with the introduction of a
new Volvo model—in short, that the content of the
commercial is not adequately represented by the few
words in the commercial.

To simplify the task of formulating a central mes-
sage, the teacher can suggest that students try us-
ing a set of formulas for phrasing a promise or a
threat, for example: “If you buy this product,
(something good) will happen” or “If you don’t
buy this product (something bad) will happen.”
Given these formulas, most students identify safety

as central to the message in this commercial, and
come up with a message like, “If you buy this
Volvo, you will be safe from accidents.” Typically
there are also some students who perceive the mes-
sage to be about “looking rich” or “being able to
kiss your girlfriend.” Again, this is a good time to
encourage differences of opinion and to emphasize
that there are always many messages created by the
same images and sounds. As students will soon be
expected to analyze and evaluate commercials in-
dependently and defend their own conclusions,
they need to be liberated as far as possible from
trying to guess the one “right” answer.

Although it can take as much as two class periods
to complete if all students are participating, the
class work on the Volvo commercial is worth the
time because it can serve as a prototype for future
class work. In fact, once students have finished de-
scribing and analyzing this one commercial, the
form “Describing a TV commercial” can be intro-
duced, along with a sample of how this form looks
when filled out to describe the Volvo commercial.
(See Appendix A for the form.) This form gives stu-
dents both a visual reminder of the process of de-
scription and analysis and examples of the language
used in this process. Students are then ready to de-
scribe and analyze other commercials with less help
from the teacher.

The class next views other car commercials chosen
for appeal, symbolic content, and variety. Student
teams describe and then analyze these commercials,
with the ultimate goal of identifying the target audi-
ence and unspoken messages. Each commercial can
now be covered more quickly, and the teacher’s role
can be that of playing the videos, providing consulta-
tion about language, and raising questions about the
symbolic content of the commercial.

The Nissan Sports Car Commercial

The camera focuses on a plastic toy doll dressed
in safari-style clothing caught in a toy dinosaur’s
mouth. The song You’ve really got me, performed
by Van Halen, begins as the doll comes to life,
extricates himself from the dinosaur, and starts
up a toy red sports car. The doll avoids several
obstacles on his way out of a clothes and toy-
strewn boy’s room and down the hall to a girl’s
room full of stuffed animals and a large
dollhouse. The driver then shows off his sports
car to a blond girl-doll in tennis garb standing on
the balcony of the dollhouse. She quickly aban-
dons her blond tennis-playing partner to jump
into the car with the interloper. The car drives
between two giant feet and the camera pans up to
show a middle-aged man in a baseball cap laugh-
ing down at the toys. The words “Enjoy the Ride”
appear on the screen, and then the word “Nissan.”

Feature: McGee & Fujita
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When working on the Nissan commercial, the
teacher can challenge students to think about why
that particular Van Halen guitar music is used, what
the lyrics of the song might add, what popular fig-
ure the driver might resemble (some students recog-
nize “Indy Jones,” as Indiana Jones is called in
Japan), why the doll drives from the boy’s room
into the girl’s room, why the two dolls in the fancy
dollhouse start out with tennis clothes on, and what
purpose the actor at the very end might serve. (He
bears a striking resemblance to a founding Nissan
designer, the “father of the Z car.” But is he used
effectively?) Discussion of this commercial can raise
a variety of questions about the representation of
class and gender in advertising. Not only does the
driver of the sports car move from
the boy’s room to the girl’s room,
but he also seems to be “crossing
the tracks,” (he does, in fact, cross
a set of toy railroad tracks) by
driving into a room with a fancy,
three-storied doll’s house and the
tennis playing dolls. Not only
does he get a beautiful girl with a
flashy car, but also he gets a “classy” girl away from
a “classy” home and boyfriend. In discussing these
elements of the commercial, students can begin
thinking about how certain implicit messages make
them feel, what kind of political or social assump-
tions can be conveyed in commercials, and what
the tone of the commercial might be.

After students describe and analyze several car
commercials in teams, they should be ready to do
this same kind of work alone. The task of analyzing
a new commercial can serve as a written exam. At
this point in the course students are becoming ac-
customed to generating opinions about the target
audience and unspoken message from an analysis of
the details of the commercial, and to stating these
opinions in discussions and writing.

Group Project: Plan, create, and defend original
TV commercials
The first group project is to plan an American TV
commercial for a new, expensive line of baby food.
(See Appendix B for the assignment sheet.) We
chose baby food as the product because it has such a
clear, narrow target audience. The detailed descrip-
tion of the baby food (an expensive, “organically
grown” food that comes in frozen pouches) further
differentiates it from competing products and nar-
rows the target audience. From the product infor-
mation, students must decide on a target audience,
choose an appropriate message, and then work to-
gether to identify the best sounds and images for
conveying this message.

Before they begin these plans, students are told
that their commercials should be appropriate to

the audience and product, and that they should be
clear, convincing, and memorable. We talk briefly
about what kinds of techniques and elements in
commercials typically help achieve these qualities.
(For example, naming the product and showing the
product in use during the commercial are both
techniques that help with clarity. To convince, ad-
vertisers may include detailed information, use “ex-
perts” or celebrities, stage realistic demonstrations
and pseudo-scientific “tests” of their product, and
create scenarios designed to play on emotions. To
make a commercial memorable, advertisers use ele-
ments such as humor, rhyme, jingles, music, mys-
tery, suspense, and surprise.) These four criteria for
success provide a common language for discussing

and appraising the projects.
This assignment to plan a com-

mercial prepares students for their
next round of projects, when they
actually “produce” a commercial.
Without this exercise in planning
a commercial, students tend to
create commercials that emulate
something they’ve seen on televi-

sion, with little thought to whether their ideas are
effective approaches to marketing a particular prod-
uct. Also, this assignment is a reminder that profes-
sional TV commercials are deliberate constructions
and worthy of detailed analysis.

There are several challenges in this assignment
that provide opportunities for dialogue between
teacher and student. For example, students will
probably not know that American mothers, at least
the affluent mothers purchasing this expensive
product, may be quite a bit older than their Japa-
nese counterparts. Also, students are often not able
to predict the connotations of certain images in a
foreign culture. A team of students who used angels
in a commercial for baby food did not understand
that in a Christian culture angles can be suggestive
of death, and might therefore be problematic when
marketing to the parents of newborns. Students
who want to use references from their own culture
in these projects, such as Japanese super heroes,
cartoon characters, and celebrities need help in
sorting out which cultural figures and allusions are
accessible to an American audience (Godzilla,
ninja, samurai) and which are not (Doraemon,
Anpanman). For foreign English teachers, discus-
sions of these kinds are opportunities to learn
about Japanese popular culture while their students
learn about a foreign pop culture.

In subsequent group projects, students are asked
to select a product from the general category of
commercial we have just been studying. In this
year’s course, the student projects were first Food
and Beverage Commercials and then Public Service
Announcements. (See Appendix C for the Group

It only takes a few
ambitious students to
raise the standards for

the entire class.

Feature: McGee & Fujita
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Project sheet.) Students submit a detailed plan, at
which time we discuss and remedy any problems
with their language. Then students go ahead and
“produce” their commercials by using skits,
storyboards, puppet shows, or videos to present the
commercial to the class. As some students have ac-
cess to fairly sophisticated video equipment while
others do not, students are advised that meeting the
previously discussed criteria for success is more im-
portant than creating a slick commercial.

Despite all the discussion and planning, students
inevitably start out creating commercials with
themselves in mind as the target audience. Invari-
ably several female teams create commercials using
squeaky stuffed animals, elves, and characters from
fairy tales. Male teams tend to favor macabre or
surreal approaches, and frequently use assorted
monsters, motorcycles, and gritty urban scenes
with a hard rock soundtrack. In fact, this year, one
team used a vampire theme to advertise milk.
When evaluating their commercials, we try to talk
about the way certain approaches might backfire
(such as associating a brand of milk with blood),
but in general we are quite accepting of their vari-
ous approaches, but less so of errors in language,
since they are given time to consult with the
teacher and get the English right.

We have found that students need about three
class periods to complete this type of project, as-
suming that at least half of the time spent on the
project is outside of class. On presentation days,
students are asked to take notes and warned that
they will be expected to evaluate and analyze their
peers’ commercials in the future. Students are often
more critical of each other’s projects than the
teacher is, and are willing to speak up about the
strengths and weaknesses of student work. This is
especially true when they are shown projects from
other classes. To facilitate frank discussion, we fre-
quently videotape the presentations not already on
video (the skits, storyboards, etc.) to show in other
classes. Encouraging students to evaluate each
other’s commercials is one more way that they can
learn to view commercials critically. They seem
more likely to question the effectiveness of a profes-
sional commercial once they have made and cri-
tiqued student commercials.

After presentation of the commercials, students
rate each other’s commercials in class, using a scale
of 15 points; five points each for being clear, con-
vincing, and memorable. This rating process imme-
diately identifies problems with particular
commercials, which can then be discussed. For ex-
ample, when a humorous public service announce-
ment on drunk driving earned a low rating from
most students, their response led to a discussion of
problems of tone in commercials. Students recog-
nized that although they enjoyed the humor in the

announcement, it undercut the message. Another
public service announcement project was actually
an ironic critique of a campus bus service. Al-
though entertaining and well-made, students ob-
jected that it didn’t fill the role of a service
announcement, as it didn’t communicate any new
information or recommend any action.

Writing: Analyze and evaluate TV commercials
in writing
After students have viewed and discussed their
group projects, we spend some class time preparing
students for a written exam. Students are told that
they will be expected to use the kinds of details
they have been discussing in their analysis and
planning to support an argument written in para-
graph form. We hand out several model paragraphs
that begin with an opinion about commercials and
then provide three or four concrete examples from
the details in commercials to support these opin-
ions. As these paragraphs are meant to serve as
models for language and structure only, the opin-
ions in them are on commercials not covered by
the test. Students are also given a new vocabulary
sheet, this one meant to serve as a sort of writing
glossary, with lists of words that they may need to
use when writing critical paragraphs. Modeling the
use of verbs most often used in critical discourse
seems particularly helpful to students; learning to
use words such as “conveys,” “suggests” and “cre-
ates” helps them to break out of the “is” trap.

The questions on the essay exams range from
“Which is the most successful (or least successful)
public service announcement? To “Which commer-
cial has a serious problem with tone?” or “Which
commercial most successfully uses irony?” The ex-
ams allow students to choose three out of six ques-
tions to write on, so that they aren’t forced to
argue an opinion they don’t have or to write about
a commercial they can’t remember. A full 90-
minute class period is devoted to completing the
three paragraphs. Students are expected to work
alone, without help from each other, but they can
refer to the list of commercials they have viewed
(since this is not a memorization test), their class
notes and dictionaries. In fact, during the class
prior to the exam, we give students a list of some of
the questions they will see on their writing exam.
In the pas,t a few students (usually the least fluent)
have prepared for this type of open-book exam by
pre-writing whole paragraphs before the test day.
As students who do this are probably spending
even more time on the writing process than the 90
minutes allotted in class and working even harder
to support and clarify their views, we have not
viewed this type of “cheating” as a problem.

Following are three student paragraphs written
during an in-class exam (and used here with permis-

Feature: McGee & Fujita
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sion) in response to the question, “Which public
service announcement (PSA) do you think is most
successful and why?”

Student 1
I believe the most successful PSA is “Avoid the rush
hour.” Because it has the effective method of con-
trast. The contrast between two situations—a busi-
nessman takes an earlier train or not (he takes a
later train)—is very sharp. It is clear that the latter
is better than the former. The images of the
former—a man is going to attend his office as soon
as he wakes up, goes out of his gloomy room, walks
through the narrow path, gets into the sardine
can—suggest that his life is
like a rush hour train. The
images of the latter—he
wakes up in sunshine,
spends a lot of time having
breakfast and his hair set,
plays with a cat, walks on
the quiet street—suggest
that his life is like a chartered train. Also, the con-
trast of the music is very clear. And the actor’s face
expressions have quite a contrast too. I believe the
message of “Avoid the rush hour.”

Student 2
I think the announcement “Smoking” is the most
effective. This announcement uses words, visual
images and sounds to convey a strong impact for
audience. The words are simple that 4 babies name
and 4 babies weight are explained and “2 packs a
day” is last baby’s explanation. Their words are
very easy to understand that there are big contrast
about three healthy babies but we understand he is
different from other babies and the reason why he
is attacked by a serious illness. “2 packs a day” is
implied If you’re Pregnant because smoking will
hurt your baby. The visual images are very specific
contrast that 3 babies and last baby. The tech-
niques of light are used to create contrast. Two col-
ors of light are used properly that golde light
(probably the setting sun light) shines on last baby.
I feel the golden light is warm and peaceful that
three babies are surrounded by their parent’s love,
but the blue light is cold and lonely that last baby
is surrounded by incubator. The color of blue gives
an effect that he is more sick and smaller than
other babies. The sounds that the narrator’s voice is
soothing and music of opera is calming. This an-
nouncement is intended for Pregnant. I think it
will successfully appeal to them. Because her soft
voice doesn’t surprise them and they are very easy
to hear. So their simple words and visuals will be
glued to this screen and probably they will be
thought them about the ill effects of smoking after
turn off the TV set. If this “Smoking” anouncement

is explained about the ill effects of smoking that
uses many words and visuals, they are boring and
having low impact and pay no attention to this
screen. So, I think this announcement is success-
fully create a convincing message.

Student 3
I think “Drunken Driving” is the most effective
public service annoucement. Because this an-
nouncement has realistic conversasion in the situa-
tion that we lose friend because of accident. And
visual image is so hard. So the grave symbolizes
death and Broken glasses symbolize accident of
Drunken Driving. And, Sound is silent. But, Sud-

denly, the scene is changed
and tone is changed too.
Tone becomes to be dark
and shocking. I think these
tone is used so that this
announcement imply
death of suddenly. The
change from silent to dark

and shocking has impact and it is effective! So. This
annoucement is successful.

Obviously the three paragraphs represent a wide
range of fluency and present a variety of language
problems. However, each student has achieved at
least some success. Student 1 writes a clear, concise
answer with only minor language difficulties. He
offers a sufficiently convincing list of details from
the commercial to support his argument. We are
able to read and understand his opinion without
stopping to re-read or puzzle out his meaning. Per-
haps his answer could be improved by a few more
details about the facial expressions and the music,
but then, he knows he is addressing someone who
is quite familiar with the commercial under discus-
sion. Student 2 has much less control over the lan-
guage, and we are able to understand the paragraph
only after reading slowly and making some as-
sumptions about the writer’s intention. (It helps, of
course, that the reader is familiar with the commer-
cial and with the class discussion of that commer-
cial.) The student does provide several details from
the commercial to support her argument, however,
and, despite a certain amount of awkwardness and
rambling, we are able to follow most of what she
has written.

Student 3 has the least success in explaining his
opinion. He starts off well, but somehow moves
into vague and somewhat confusing statements
about tone, after mentioning only two concrete
details from the commercial (the images of the
grave and the broken glasses.) Still, he is at least
part of the way through the process of stating and
then supporting an opinion, and seems to under-
stand what this process involves.

Content-based English classes
in Japan can successfully intro-
duce the discourse of analysis.

Feature: McGee & Fujita
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Results
A significant advantage to class activities that allow
students to work in groups and to assess each
other’s projects is that it only takes a few ambitious
students to raise the standards for the entire class.
The course we have described elicits more energy
and effort from students as the year progresses and
they become inspired and challenged by each
other. Also, the group projects allow the teacher to
communicate extensively with small groups of stu-
dents in ways that would be impossible in front of
a class of forty students, and that would require too
much time if attempted one-on-one. During work
on the group projects, the classroom becomes a
place where teacher and student cooperate in solv-
ing problems and exchanging information. As is
ideally true in content-based courses, English be-
comes the medium rather than the subject of the
class. Although, as we have said, we try to focus on
the ideas and plans rather than the slickness of
their presentations, students in this course have
often created quite sophisticated productions. The
range of ideas and approaches is always unpredict-
able and entertaining. We have found that the cre-
ative group projects also give less fluent students,
who struggle with discussions and written exams, a
chance to excel.

On the whole, students’ written exam answers
demonstrate that most students are capable of con-
structing logical arguments to support their opin-
ions if given sufficient guidelines, models, and
permission to do so. In fact, it has been surprising
just how quickly students become adept at this kind
of writing. Our experience in this course leads us to
believe that content-based English classes in Japan
can successfully introduce the discourse of analysis.

Appendix A: Sample Form for Describing and
Analyzing TV Commercials

Product: Volvo 850 GLT
Sponsor: Volvo car manufacturing company
Images: old apartment buildings in a quiet city neighbor-

hood; balcony and fire escapes; blue sky; crane; fat,
middle-aged piano movers in work clothes; late 20’s or
early 30’s attractive couple kissing in a car, the woman
with dark hair and conservative make-up, the man
blond; black, shiny Volvo, fenders, doors, and sunroof; a
grand piano, first hanging near the balcony, then falling
and finally crashing onto the street; streetlight

Sounds: opera music sung by female vocalist; deep male
narrator’s voice; rope breaking; piano creaking as it falls;
piano crashing; car starting; engine whining as car accel-
erates

Verbal Message: “This seems like a good time to introduce
the new, more responsive Volvo 850 GLT. Drive Safely.”

Nonverbal Messages: If you buy a Volvo 850 GLT, you and
your family will be safe. You must buy a Volvo to be
safe. Your children will be safe in a Volvo. A new Volvo
will keep your children safe. Rich people who want to be

safe drive Volvos.
Target Audience: Upper-middle class white males, between

40 and 60 years old.

Appendix B: First Group Project Assignment
Assignment: Create a plan for an American television com-
mercial to advertise this product:

McGee’s Healthy Baby Food: Frozen pouches of baby
food that are more expensive than the most popular
brand and much more expensive than generic brands.
The label reads: All ingredients are organically grown!
No pesticides, no preservatives, no additives. Just good,
100% pure produce, fresh from the garden and steam
cooked. The marketing slogan is: “Just the way you’d
make it, if you made it yourself.”

Step 1: Create a team of 3, 4, or 5 students to work on this
assignment.
Step 2: Define the target audience for this product.
Step 3: Decide on a nonverbal message that you think
would appeal to this audience.
Step 4: Create a plan using the format shown below that
shows and explains in detail what your TV commercial
will look like, including the images, sounds, camera
work, graphics, and words that you will use. You may
draw pictures to help show the images in the commercial
if you like.

Images:

Sounds:

Explanation:

Appendix C: Group Project Plan Sheet
Please fill out this sheet and submit it to me along with a
detailed plan of the images, sounds and language you will
use in your commercial. (Only one plan from each group.)
After we have discussed your plan together, you can begin
to produce the commercial. You should spend time out-
side of class on this project. It is a major grade, and should
be considered as important as a mid-term or final exam.

Class Day And Time:

Group Members’ Names and Student Numbers (3, 4, or 5
students):

Production Method (Circle one):
Story Boards
Video
Acting
Puppets
Other (please explain)

Product:

Target Audience (Please include an age range):

Nonverbal Message (The main point you are trying to
make in your commercial):

Feature: McGee & Fujita
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TESOL 2000: A Bold New Frontier

By Gregory Strong

TESOL 2000: Navigating the Millennium provided a benchmark on how quickly the field of English lan-
guage teaching has grown. From the hundreds of presentations—starting at seven in the morning to
as late as eight in the evening—and eight different plenaries, four themes emerged. The first is the

growing internationalization of the organization itself. Next is the expanding paradigm of educational re-
search. Third is the integration of teaching with new technology. Finally is the place of language teaching
in the migration of peoples around the world.

Last year’s conference in New York City set an
attendance record of 10,000 participants. TESOL
2000 drew a smaller number, but was no less im-
pressive considering the Canadian venue. A much
smaller city, Vancouver drew a remarkable 7,000
people, twice the number that attended TESOL ’92
in that city. Until now, the 14,000-member group
has been primarily an American one, mostly con-
cerned with national issues. However, numerous
international members and TESOL affiliates, from
Costa Rica to Pakistan—among the 58 countries
represented at the convention—were given travel
grants to attend this year’s conference.

As well, there is a growing advocacy in TESOL of
language teachers, nationally and abroad. The
group is battling the assumption that anyone who
can speak English can teach it, which leads many
private schools to recruit unskilled native speakers
and to pay low wages. In Canada, a TESOL affiliate
organization, TESL Canada (Teachers of English as
a Second Language) has developed national stan-
dards for teacher qualifications and the certifica-
tion of private schools. In future, TESOL expects to
lobby governments to prevent discriminatory hir-
ing practices on the basis of race or nationality,
maintain a database about employment issues, and
to commission a task force to develop a set of inter-
national standards.

TESOL 2000 also marked the end of David
Nunan’s tenure as TESOL President. He opened the
conference by joking that his plenary address
should have been “Seven Stories about Language
Teaching” rather than the “Seven Hypotheses” ad-
vertised in the conference handbook. However, by
the end of his talk, it became clear that his anec-
dotes about language teaching were, in fact, the ba-
sis of a broader notion of data and of educational
research and several hypotheses.

Citing the ground-breaking ethnographic studies
by Shirley Brice Heath in the 1980s, Nunan used his
“seven stories” to describe the language learning
process, starting with his early experiences as a
“hippy” language teacher with a batik shirt. “My
next story is of ‘Ing,’” he began at one point. “How
many people in the audience know “Ing? You all
teach ‘Ing.’” The audience was stymied. Was “Ing” a

type of Asian student? Nunan laughed, “‘Ing’ is that
thing you stick to the ends of verbs when you want
to indicate actions in progress.”

To the audience’s amusement, Nunan described
how earnestly he had instructed his students in
proper grammatical forms, only to have the stu-
dents leave the class and use it entirely differently.
In the case of the gerund form, he remarked, learn-
ers often initially use it as a general marker of
verbs, particularly the past tense. He explained how
this represented a stage in the proper acquisition of
the form and was therefore not as retrograde as it
appeared.

Nunan used the example to show the complexity
of learning, and he called for a greater appreciation
of that. He suggested the “architectural” model,
where learning is seen to proceed in a “lockstep
manner” floor by floor, was the model underlying
many educational programs. He argued for its re-
placement by an organic metaphor—“language
learning as a garden.” Nunan explained that his
perspective came from his experiences and from an
ongoing collaborative research project where some
60—language learners at the University of Hong
Kong have been interviewed about their high school
experiences learning English. “Is this research?” he
asked rhetorically. “We haven’t looked for averages,
norms, samples, and populations.” Then he out-
lined his seven hypotheses about language learning:

(1) learners need to re-interpret and transfer input
(2) students never learn in a linear, additive way
(3) they need opportunities to assimilate new ideas

and feelings into their learning process
(4) the learning process should be emphasized as

well as the course content
(5) teachers should find each student’s best way of

learning
(6) learners need to be able to negotiate their learn-

ing
(7) the course should reflect the complexity and

instability of learning.
In conclusion, Nunan maintained that story tell-

ing, which can lead to problem definition in the
field of education, is often more important in re-
search than problem solving, as the problems are

 Report
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Report

often poorly understood. Summing up his experi-
ences, he added, “There wasn’t a single learner who
didn’t force me to reconsider what I was doing in
my classes on a daily basis.”

The third of the conference themes was explored
by a plenary speaker on Saturday, the last day of the
conference. This was Randy Bass, an American Stud-
ies professor and the Executive Director for the Cen-
tre for New Designs in Learning and Scholarship at
Georgetown University. “We’re going to become
‘wired’ long before we know why it is we became
‘wired,” warned Bass. He made the distinction be-
tween hyperactive teaching: “wired” for technology
and “smart” classroom applications.

Then he focused on three uses of computer tech-
nology: inquiry learning, based on thick data bases
of primary and secondary online resources; commu-
nity-building through online interaction and bridg-
ing; and finally, “constructionism” where students
are given the tools to build knowledge instead of
simply consuming it. He provided several examples
of teaching through computer media.

Notwithstanding a few technical glitches, Bass
demonstrated how students could use a CD-ROM of
The National Museum of Art to curate their own mini
exhibitions through saving paintings and their de-
scriptions into computer files that teachers and
other students could view. He mentioned how a
collection of 192 personal narratives about the Cali-
fornia gold rush at the Library of Congress website
“The American Memory” could provide learners
with authentic primary resources for an exploration
of 19th century prejudices against race and culture.

Bass also showed how the computer software
“Course Info” could help create student project
folders that other learners could examine; docu-
ments could be posted and links made to related

websites. He termed this kind of cooperative learn-
ing a “cognitive apprenticeship.” The teacher’s
thinking is modeled to the students as that of an
expert learner or subject area specialist. At the same
time, the students’ thinking is made transparent to
the teacher, and useable to other students in the
class in a kind of reciprocal teaching. Acknowledg-
ing that class time spent using technology often
meant the sacrifice of content, Bass argued that an
in-depth approach was better than covering too
much content superficially.

“Technologies make it possible to create
pedagogies where students are reflective about their
own learning, but only if this dimension is built in
by design,” added Bass, noting that pre-packaged
materials and technologies had to be adapted for
classroom use. As educators “navigating the new
millennium” he concluded, “we have to know what
and how does teaching produce learning, and what
role might technologies play in that.”

Finally, a late-breaking political development
dove-tailed nicely with the fourth conference
theme, the place of language teaching in world mi-
gration and multi-culturalism. Ujjal Dosanjh, the
Attorney-General of the province of British Colum-
bia, of which Vancouver is the commercial and
population centre, had agreed to address a plenary.
Shortly before the conference, he was selected as the
B.C. premier, Canada’s first Indo-Canadian provin-
cial premier.

Dosanjh, who emigrated from a small Indian vil-
lage, learned English as a second language, obtained a
law degree, established a legal practice, and entered
politics in 1991. “An immigrant leaves his job, his
profession, his language, his ability to express him-
self—you feel like a child again.” He reminded teach-
ers at the conference of their special calling.

International TESOL
Encourages Assessment Literacy Among Test-Makers

Tim Murphey, Nanzan University

The “TESOL (Teachers of English to Speakers of Other Languages) Resolution on English Entrance Ex
ams at Schools and Universities” was approved at the organization’s March 17, 2000 annual busi
ness meeting (see full text below). The business meeting was held near the end of their annual con-

vention in Vancouver, Canada, which was attended by over 7,700 teachers internationally. As original
drafter of the resolution (it went through many hands and drafts subsequently), I was allowed to speak for
a few minutes in support of it. Below you will first find my opening statement, and then the full text of the
resolution. Following my opening remarks there were several people who expressed reservations about the
resolution. However, two past TESOL presidents and representatives from other countries expressed support
and said it would address issues in many contexts internationally. While the resolution is not perfect, it is
an encouragement to professional educators worldwide to develop more assessment literacy that will, in
turn, also have an impact on what and how teachers teach.
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Support for the Resolution (opening remarks by
Tim Murphey)
The purpose of this resolution is to encourage the
development of what Michael Fullan calls assess-
ment literacy in professional educators who are
involved in testmaking for entrance into schools
and universities. It sets no standards, does not give
precise instructions, and does not blame anyone. It
simply encourages continual study and develop-
ment with consideration for relevant research. At
present these indicate a concern for reliability and
validity and multiple forms of assessment. Note
that these are scientific and ethical concepts, used
internationally in many fields to enhance
professionalization. They are not western, nor po-
litical, nor commercial—they are professional.

My own education concerning these matters
comes from my ten-year career in Japan and my
communications with others in other parts of the
world. In many institutions in the world, entrance
to schools and universities for many students are
decided by entrance exams that are created by
members of these individual institutions who have
had little or no training in assessment. These ex-
ams are often the SOLE criteria for entrance and
use English as one of the main components. This
resolution simply seeks to encourage educators
who are in the position of exam-making to become
more assessment literate.

Let me now cite a few leaders in education from
my own environment.

In Japan, the Nobel Prize laureate Prof. Sawa
Takamitsu of Kyoto University stated (Daily Yomiuri,
p. 12, Dec. 14 1999) “I believe that postwar educa-
tion, which has focused on entrance examinations,
has ruined society.”

David Nunan, present TESOL president, made it
clear the exams need changing in a Japan Times ar-
ticle Oct 23, 1993 (p. 3). I quote: “Harmony be-
tween curricula and examination methods is very
important to motivate students, Nunan said. Even if
schools promote speaking ability, for instance, their
efforts will not be successful if examinations only
test grammar because students focus on learning
what examinations require, he said.”

In a Jan 27 article from this year (Daily Yomiuri, p.
2), it says that the present Japanese minister of edu-
cation Nakasone (and I quote) “has set up a private
advisory panel to investigate why Japanese, who
study English in middle school, high school, and at
university—10 years in all—nevertheless cannot
communicate well in the language.”

The testing specialist J.D. Brown has pointed out
that researchers in Japan also use reliability and
validity concepts in their regular scientific research.
So these are not foreign concepts in Japan or to
Japanese culture. They have just not been tradi-
tionally part of the entrance exam picture. I quote

from one interview with J.D. Brown published in
JALT’s The Language Teacher in March of 1998, p.
26 in which he says “Why is it that Japan has 300
exams or more? These exams are being made by
people who don’t know what they’re doing, who
say they don’t know what they’re doing. They are
doing the best they can, but ultimately, they don’t
know what they are doing. They are preparing tests
that are haphazard and of unknown reliability and
validity. The sad thing is that these tests are then
used to make very, very important decisions about
peoples’ lives. All of this wouldn’t bother me so
much if the people making the tests were looking
at them in an effort to improve them.”

TESOL Resolution on English Entrance Exams at
Schools and Universities

Whereas
Assessment practices play an important role in
access to educational and employment oppor-
tunities and

Whereas
When such exams are not controlled for valid-
ity and reliability and are used as the sole crite-
ria for entrance into educational programs,
they may not accurately reflect students’ En-
glish language abilities; and

Whereas
Professional responsibility requires attention to
these issues; therefore, be it

RESOLVED,
That the membership of TESOL recommend
that the Board of Directors address the issues of
valid and reliable testing and the use of mul-
tiple forms of evaluation for purposes of en-
trance to schools and universities, by

a) Requesting that writers of entrance exams
make available to examinees and indepen-
dent researchers evidence that measures are
being taken to evaluate and improve the reli-
ability and validity of their exams;

b) Lobbying for more than one form of en-
trance evaluation (e.g., tests, interviews, es-
says, recommendations, projects, school
transcripts) that can be developed and used
when possible;

c) Educating TESOL members regarding these
issues through print and electronic media;

d) Facilitating discussion of these issues
through various means, such as panels and
forums.

2000 TESOL Convention
Vancouver, British Columbia, Canada

Report
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“Turning Up the Heat”:
Energizing Conversations with Cassette Recorders

Duane Kindt, Nanzan University

I’m sure you’ve noticed that some students in En-
glish language classes tend to speak English only
when you are standing near them. This presence pres-
sure is, however, not very effective. So what can we
do, especially if active communication is our goal,
to “turn up the heat” on students’ language produc-
tion? One way is to use cassette recorders.

Before recording, I introduce a topic-based speak-
ing task (e.g., describing a part-time job) with one
of an eclectic assortment of activities. Then I refer
students to examples: conversation cards and a
conversation transcript from former students per-
forming the same task (Kindt, 2000). Guided by
those examples, students prepare their own conver-
sation cards (e.g., see Part-time jobs card, Figure 1).

record, and the process repeats until all students
have a taped conversation.

The benefits of recording
There are several benefits of using recordings be-
yond simply “turning up the heat.” Students also
transcribe and self-evaluate parts of their record-
ings. This process, called Recording Conversations
for Student Evaluation (RCSE)—a variant of
Videoing Conversations for Self-Evaluation (Murphey
and Woo, 1998)—allows students to look more
closely at their language use and to learn from one
another. After transcribing for roughly 30 minutes,
students make a Conversation Noticing Card. To
complete the Noticing Card and prepare to talk

Figure 1

Figure 2

In the next class, students bring their com-
pleted cards, and we review the topic and
example conversation. Then students pre-
pare to record by practicing two or three
times with different partners.

Getting a large group of students to record
is not as difficult as it may sound—even with
only one recorder per group of three or four
students. One student records a 3- to 5-
minute conversation on his or her cassette
tape, then removes the cassette and passes
the recorder to his or her partner. The part-
ner takes the recorder, moves to a new part-
ner, and records the next conversation. After
the second conversation, the recorder is
again passed to the partner who did not

with classmates about what they learned
from the RCSE process, students answer
the following questions: (1) What did you
think about recording your conversation?
(2) What are a few things you said that
you liked? (3) What were a few things
your partner said that you liked? (4) What
are your goals for the next conversation?
and (5) What grade would you give your-
self for this conversation? An example of
one student’s answers to these questions
is in Figure 2.

Students come to the next class and
talk to two or three classmates about the
recording process, their transcriptions,
and their noticing cards. They note any
new words and expressions from their
partners, and I give them global feedback
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both verbally and in a class newsletter. The news-
letter summarizes their action comments, which are
similar to action logging (Murphey, 1993), but
written on the back of their conversation cards
(Figure 3). Thus, recordings and transcriptions give
teachers valuable data for developing subsequent
lessons and materials.

What recordings cannot do
Recordings do not show non-verbal communication
(though several students tried to remember such
communication and entered it in their transcrip-
tions). Also, tape recorders cannot replace or recharge
their own batteries, and this takes time. Numbering
the recorders and keeping a log of “dead” machines is
helpful. Recorders cannot adjust their own speed,
make students speak directly into the microphone, or
eliminate external noise. Students making these mis-
takes soon learn how to make successful recordings.
By the second or third recording, most students feel
comfortable with the system.

Comments from students on the first day of re-
cording
Students’ written comments generally support the
use of recorders:

“I think it made me improve my English skill.
Because I can learn a lot of words from part-
ners.”
“It was fun . . . because I could listen how I
speak English.”
“I think to know how I speak is good progress.”

Some comments, however, are cause for concern:

“I tense up and can’t speak better than usual.”
“My partner and my voices are trembling. I
should prepare more.”
“I didn’t know my voice was different from the
voice I hear. I was shocked and surprised.”

As students get used to hearing their voices
and realize the benefits of preparation,
these kinds of comments diminish.

Comments also supported the RCSE pro-
cess:

“Writing transcription was so interest-
ing.”
 “My friend’s transcription did very
well. Next I will hold out to make this
card.”
“My partner teach me my fault.”
“I had some reflection about transcrip-
tion. So, this card is very useful.”

In fact, not one student in my classes has
written that the recording process is with-
out value.

Figure 3
A word of caution—and encouragement
While it is true that turning up the heat on stu-
dents who are not ready can be disastrous, it is ex-
tremely difficult to get all students perfectly ready
for just about anything. Through classroom experi-
ence, understanding of how our students interact,
and their ongoing and written feedback, we can at
least approximate when the class is “ready,” and
then use recorders to get them more focused on
communicating in English. Oh! And remember to
bring several extra batteries and cassettes.

Internet resources
Interested teachers can learn more about recording
conversations, conversation cards, and class news-
letters at:
http://www.ic.nanzan-u.ac.jp/~dukindt/pages/

RCSE.html
http://www.ic.nanzan-u.ac.jp/~dukindt/pages/

SOCCs.html
http://www.ic.nanzan-u.ac.jp/~dukindt/pages/

newsletters.html
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Quick Guide
Key Words: Conversation, Learner development
Learner English Level: High beginner and up
Learner Maturity Level: Junior high to Adult
Preparation Time: Approximately 30 minutes

Activity Time: 45 minutes

My Share
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Describing Appearance:

Writing Physical Descriptions
Mary Reidy, Uminohoshi High School

Every year I am assigned one third-year writing
class. The class meets for two 50-minute periods a
week. There are usually 20 members in the class.
The writing class provides its members with an op-
portunity to improve their creative writing skills in
an L2 environment. I believe that a form-domi-
nated approach works best because prior to this
class they have had few if any creative writing op-
portunities. Their previous instruction in writing
classes involved translating, filling in gaps, and re-
ordering the words of phrases in given sentences.
They have had very little free writing practice, so
they still have many basic difficulties when at-
tempting to write creatively in English. Their diffi-
culties center around the following: articles,
plurals, pronouns, verb usage, spelling, and vo-
cabulary. My aim is to help them to improve their
basic writing skills by providing them with interest-
ing and challenging writing tasks. The following
activity allows my students to develop these skills
and exercise their creativity by writing physical de-
scriptions of people.

Materials
• A sufficient set of vocabulary that will facilitate

the writing task.
• A set of large visual aids (posters).
• A set of smaller visual aids (postcards).
Note: The level of interest will increase considerably if the
visual aids are of famous or attractive looking individuals.

Method
1. Begin with pronunciation practice of all the vo-

cabulary terms.
2. Explain word meanings by applying the given

vocabulary terms to the large visual aids.

3. Teach the correct usage of the two given verbs:
“to be” and “to have.” Write several example
sentences on the board.

4. Ask class members to orally describe individuals
in the large visual aids.

5. Write on the board exactly what is produced by
the students.

6. Draw attention to and correct errors should they
occur.

7. Randomly distribute three of the small visual
aids to every student.

8. Set a time limit for them to write their physical
descriptions of each of the pictures on the cards.

9. Circulate, observe their work, and answer any
questions that may arise.

10. Move from the physical to the abstract. Set a
time limit for them to describe physically: (a) a
teacher in the school, (b) themselves, (c) a class-
mate, or (d) a boyfriend.

11. Circulate, observe their work, and answer any
questions that may arise.

In order to achieve a satisfactory level of familiarity,
accuracy, and speed it may be necessary to repeat
numbers 7-11. At a later date, without advance
warning, you can spring variations of numbers 8
and 10 on the class.

Quick Guide
Key Words: Vocabulary, Writing

Learner English Level: False beginner through Advanced
Learner Maturity Level: Junior high school to Young

adults
Preparation Time: Vocabulary 30 minutes—compiling vi-

sual material can vary
Activity Time: Two 50-minute classes
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Book Reviews
edited by katherine isbell and oda masaki

Teachers, Learners and Computers: Exploring Re-
lationships in CALL. Paul Lewis (Ed.). Nagoya: The
Japan Association for Language Teaching Computer-
Assisted Language Learning National Special Interest
Group, 1998. pp. 224. ¥2000. ISBN: 4-88521-154-2.

Computer-Assisted Language Learning (CALL) is
exploding into the world of English teaching at an
exponential rate matching the rapid development
of computer technology in the world in general.
Some teachers are enthused by CALL’s potential
whilst others approach it with trepidation. How-
ever, increasingly, all teachers must come to terms
with using it. Teachers, Learners and Computers: Ex-
ploring Relationships in CALL is a book for both
types of teachers: those already using CALL and
those about to begin. Twenty-five experienced
CALL practitioners from Japan, the USA, the UK,
and Australia share their vast accumulated knowl-
edge on diverse aspects of CALL practice in 25 brief
and to-the-point chapters, providing something of
interest for everyone.

The book aims to provide inspiration for the use
of CALL, and to facilitate this, it is divided into
three sections. The first section deals with the rela-
tionship between teachers and CALL, covering
such issues as curriculum, teacher training, the role
of teachers, and the teaching of writing. The sec-
ond section is concerned with learners and CALL
and includes topics such as email, online chat,
mooing, multiple intelligence theory, and learner
aptitude. The final section deals with computers
and CALL. It looks at the role of the computer, net
resources, and CALL centre design. This section
concludes with a chapter on the future potential of
CALL, covering issues such as speech recognition
and artificial intelligence.

The book covers a large area of the vast world of
CALL, touching on the most important areas and is-
sues involved in its use. The clever division of the
three sections allows the reader to look at the issues
through the different perspectives of teacher and
learner as well as deal with the important subject of
the computer itself, the third part in the triangle
that is needed for successful use of CALL. Each
chapter includes its own separate references that
provide an excellent avenue for further research
into the issues involved in a particular chapter.

This book is not, and does not aim to be, one that
investigates heavily the theoretical underpinnings
of CALL in language learning. Whilst some chapters
provide more practical and useful information for a
teacher to take almost immediately into the class-
room than others do, no chapter is bogged down

with heavy theoretical issues. The reader seeking
this type of information concerning CALL should
look elsewhere.

As the editor mentions in the Introduction to the
book, the vast diversity of the use of CALL makes it
difficult to provide a book in which every chapter
will be of value for every teacher. However, the JALT
CALL SIG has tried and I believe succeeded in pro-
viding a book that is practical, useful, and has some-
thing of value for every teacher, experienced CALL
practitioner and novice user alike, to learn and ex-
pand their knowledge of CALL.

Reviewed by Ian Brown
Queen’s Park, Australia

Focus on Form in Classroom Second Language
Acquisition. Catherine Doughty and Jessica Will-
iams (Eds.). New York: Cambridge University Press,
1998. pp. xiv + 301. £15.95. ISBN: 0-521-62551-3.

Published in 1998, this volume is the most talked
about book on focus on form (FonF) instruction in
second language acquisition (SLA) research at this
time. The book’s contributors built groundbreaking
theories on the formidable amount of research al-
ready done on FonF. The book’s impact in the field
of SLA and applied linguistics is evident from the
fact that Doughty, one of the book’s editors, was a
featured speaker at the 1999 12th World Congress
of Applied Linguistics (AILA) in Tokyo.

The first part of Focus on Form in Classroom Second
Language Acquisition begins with a chapter which in-
troduces the issues and terminology involved with
FonF and SLA research, including the somewhat
hard-to-pin-down distinction between the two very
similar sounding terms: Focus on form and Focus on
formS. The next chapter outlays the theoretical
foundations of FonF. If you are new to SLA research
and are without any theoretical background, this
section may prove to be slightly difficult reading,
but on the other hand, with the extensive reference
section in the back of the book, it could also be an
excellent opportunity to bring yourself up to date.
Long and Robinson contribute a chapter which re-
examines issues of whether to use implicit or ex-
plicit instruction and introduces the issue of the
effectiveness of meaning-focused or form-focused
instruction. DeKeyser and Swain look at FonF with
regards to cognitive theory and conscious reflection,
respectively. Swain introduces a metalinguistic func-
tion, Metatalk, which was for me a very new and ef-
fective method of directing learners to reflect upon,
discuss, and process a linguistic form in a particular
way.

The second part of the book focuses on FonF in
the classroom. The four chapters here provide both
quantitative and qualitative results from FonF stud-
ies conducted in the classroom. Each chapter, in
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turn, centres the effects of enhancing input; the use
of communicative, task-natural, and incidental
FonF; the choice of which form; and whether an
early instructional FonF could have an influence on
proficiency. The subjects ranged from children to
adults. The research was done in an immersion pro-
gram in Canada, where learners’ L1 was mostly ho-
mogenous, and in US ESL programs, where learners
were from a variety of L1 backgrounds.

The third part analyses the pedagogical implica-
tions of FonF. Doughty and Williams present six
major decisions when implementing FonF: (1)
Whether or not to focus on form, (2) Reactive versus
proactive focus on form, (3) The choice of linguistic
form, (4) Explicitness of focus on form, (5) Sequen-
tial versus integrated focus on form, and (6) The role
of focus on form in the curriculum. They discuss
each decision in depth, so teachers can weigh for
themselves how important each decision is for them
in the classroom.

Doughty’s recent work at her presentation at the
AILA conference has grown from the work in this
volume. The theories in this volume, though no less
effective, will no doubt appear somewhat dated,
even in the year 2000, as new antitheses and syn-
theses develop out of the ones that were put forth
in it. It is encouraging to see that the results of re-
search into form-focused instruction have not
reached a plateau, and that language teachers can
anticipate new research which can further help us
to improve our teaching or to conduct research of
our own. Finally, this book helps give second lan-
guage teaching some of the accreditation that it
seeks while also suggesting that SLA research may
well be an essential theoretical link between lan-
guage teaching and applied linguistics.

Reviewed by Kent Hill
Nihon & Obirin Universities

Speaking. Clare Furneaux and Mark Rignall. Lon-
don: Prentice Hall, 1997. pp. 141. Teacher’s Book:
¥2570. ISBN: 0-13-507583-1. Student’s Book: ¥2130.
ISBN: 0-13-507591-2. Cassette: ¥2400. ISBN: O-13-
507609.

Many students dream of overseas study and a lucky
few find ways to go abroad. However, for most, a
native speaker of English and a textbook may be the
closest they come to an out-of-country experience.
For this reason, it is imperative that students get
their money’s worth from the text.

Speaking, a topic- and strategy-based text, is part
of a series intended for students getting ready to
study abroad. Its emphasis is on having students re-
search, prepare, and present information on a vari-
ety of current issues. The authors believe it is very
important for university students to have the skills
necessary to discuss, to debate, and to analyze issues

ranging from the popular to the profound. In addi-
tion, throughout the units are lists designed to help
the students monitor their own learning process.

For example, looking more closely at the text,
unit 3 on education gives the students a list cover-
ing the ideal education. Students are then asked to
refine the list to their personal educational require-
ments. As the students compare their revised lists,
subtle differences in even the most homogeneous
classes become apparent. To take this activity one
step further, I asked students to compare their lists
to their actual academic experiences of that year.
Wide gaps were immediately seen.

The accompanying cassette is quite thorough
and has a variety of British Isle accents. The listen-
ing selections are realistic both in the speaking rate
and the amount of information students in an
overseas setting might encounter. I do, however
have one complaint about the book. I was instantly
attracted by the text’s cover, but was disappointed
to find out that there was not one illustration in
the entire book.

Reviewed by Waconda Erenda Clayworth
Keiai University, Sakura

Language and Culture. Claire Kramsch. Oxford:
Oxford University Press, 1998. pp. 134. ¥1860. ISBN:
0-19-437214-6.

Language and Culture is organized around the Emily
Dickinson poem “The Attar from the Rose.”
Kramsch uses the poem to show the importance of
cultural background in understanding the poem’s
deeper meaning and to illustrate key words like co-
hesion, symbolism, and narrative style. The poem is
well chosen since its figurative meaning lies in the
relation between nature, language, and culture. It is
particularly instructive in the discussion of the de-
bate on whether language determines culture and
thought patterns or visa versa.

In the survey section, the bulk of the book,
Kramsch does an admirable job of sifting through
all that could be discussed regarding language and
culture and distilling the key points. Chapters in-
clude such areas as: meaning as sign, meaning as ac-
tion, spoken versus written language, identity
issues, and politeness and face. She provides good
examples of conversations across cultures, race, and
gender by using excerpts from key authors like
Lakoff and Tannen. The issues she presents are
highly relevant to current research in the field, for
example, the question of whether there is such a
thing as a standard version of a language or who is
to be considered a native speaker of a language. Her
writing style is approachable and often captivating.

One weakness, however, is that Kramsch at times
seems overly dogmatic on certain issues. When,
starting with the Sapir-Whorf hypothesis, she exam-
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ines the evidence for linguistic relativity, she argues
strongly for a weaker yet adamant case for linguistic
relativity. She neglects key evidence to the non-arbi-
trary nature of signs (the connection between words
and their natural referents) by not even mentioning
research on color terms or the like anywhere in her
book. Similarly, she convincingly argues her posi-
tion on current language and culture issues like lan-
guage and power, linguistic nationalism, linguistic
imperialism, and the English only movement with-
out doing justice to opinions not her own. Still,
making her biases clear adds impact to the contro-
versial issues, which would not be as interesting if
not discussed with passion. Others, though, may
find her a bit preachy at points.

A well-chosen selection of excerpts and an excel-
lent annotated reference section complete the
book. After each reading excerpt there are some
thought-provoking questions that require the
reader to go beyond the text at hand. Other ques-
tions highlight key points, link two readings to-
gether, or connect back to arguments in the survey
section. In addition, in the back of the book is a
well-chosen glossary of the bold-faced key words
that are in the survey section.

Language and Culture is part of the Oxford Intro-
ductions to Language Study series. The goal of this
series is to provide an overview of key areas of lin-
guistics for novices and others who need a general
understanding of linguistics. This book would be
useful to a person who needs to be refreshed on any
of the areas covered. For those new to the field, its
conciseness will likely mean that the person may
have to seek outside help to clarify some of the
terms and concepts.

Overall, I found Language and Culture to be well
written and informative. Considering its compact
size, it is an excellent reference with a great deal of
well-organized information. Though biased in parts,
it frames the issues clearly and uniquely integrates
the information through the use of a poem.

Reviewed by Scott Bronner
T.I.E. Gaigogakuin

Recently Received

compiled by angela ota

The following items are available for review. Over-
seas reviewers are welcome. Reviewers of all class-
room related books must test the materials in the
classroom. An asterisk indicates first notice. An ex-
clamation mark indicates third and final notice. All
final notice items will be discarded after the 30th
of June. Please contact Publishers’ Reviews Copies
Liaison. Materials will be held for two weeks before
being sent to reviewers and when requested by
more than one reviewer will go to the reviewer

with the most expertise in the field. Please make
reference to qualifications when requesting materi-
als. Publishers should send all materials for review,
both for students (text and all peripherals) and for
teachers, to Publishers’ Reviews Copies Liaison.

For Students

Supplementary Materials
Grammar Contexts: A Resource Guide for Interactive

Practice. Ziemer, M. Ann Arbor: University of Michigan
Press, 1999.

Learner Independence Worksheets 2. Dexter, P., &
Sheerin, S. (Eds.). Kent: IATEFL, 1999.

Using Functional Grammar: An Explorer’s Guide (2nd
ed.). Butt, D., Fahey, R., Feez, S., Spinks, S., & Yallop, C.
Sydney: NCELTR, 2000.

For Teachers

Contact the JALT Journal Reviews Editor to request the
following books.

!Language Teaching: New Insights for the Language
Teacher. Ward, C., & Renandya, W. (Eds.). Singapore:
SEOMEO Regional Language Centre, 1999.

!Professional Development Collection: Using New Tech-
nology in the Classroom. Brown, K. Sydney: NCELTR,
1999.

Teacher’s Voices 4: Staying Learner-Centred in a Com-
petency-Based Curriculum. Burns, A., & de Silva Joyce,
H. (Eds.). Sydney: NCELTR, 2000.

JALT News
edited by amy e. hawley

Let me start off this month by making an an-
nouncement for Junko Fujio, JCO Officer Manager,
that JALT Central Office’s bookkeeper, Yumi
Matsuzaki, resigned as of the end of February. JCO
and JALT would like to thank her for her hard work.
She will be greatly missed and we all wish her the
best of luck.

This month, JALT News includes the JALT CUE
Conference 2000 Proceedings courtesy of Alan
Mackenzie and the Call for Papers Project Work in
the University Classroom courtesy of Keith Ford
and Eamon McCafferty. These gentlemen have
spent a great deal of time on preparation for
both of these things so please take a look and
get involved.

Finally, we have a report from David McMurray
on the TESOL Convention that was held in
Vancouver this past March. For further information
on TESOL, there are two reports included in the
May JENL that you may access from me or any par-
ticipant at the May EBM.
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Call for Papers:
Project Work in the University Classroom

edited by Keith Ford and Eamon McCafferty
 for the CUE SIG of JALT

Purpose and Audience
This book is intended for tertiary-level EFL educa-
tors who have regular classes and want access to
ideas and materials that promote active learner in-
dependence and motivate students through involve-
ment in undertaking project work. We are looking
for contributions from teachers who have developed
tried and tested projects that they would like to
share with fellow professionals.

We wish to provide a publication that is of imme-
diate practical use to teachers. Rather than descriptive
pieces, projects will be reproduced in their entirety
for teachers to copy and use. Although many teachers
may want to adapt materials to fit their own con-
texts, contributors are asked to provide hard copies of
everything they use. This will include, for example,
student instructions, reading materials and listening/
video input, student guidelines for carrying out the
project, and assessment procedures.

As a general guideline, projects should take from
six to twelve 90-minute classes to complete. This pe-
riod will, of course, include the whole cycle: intro-
ducing general topics/themes, topic-related input,
the project process stage, project presentation stage,
and reflection/assessment/evaluation stage.

Contributors should also supply a rationale and
guidelines (limited to 500 words) for other teach-
ers, possibly including advice on conducting the
project, availability of any published materials
used, etc.

For those wishing to get a greater understanding
of project work from both a theoretical and practical
perspective, we recommend Michael Legutke and
Howard Thomas’ Process and Experience in the Lan-
guage Classroom (Longman, 1991).

While we do not wish to be prescriptive about
what comprises a project, the following might be
some key points to consider. Project work:

(a) allows for students to make choices regarding
content,

(b) involves students in cooperative not individual
decision making,

(c) emphasizes high levels of student-student inter-
action in the L2,

(d) encourages student responsibility and account-
ability, and

(e) promotes language development through self-
discovery rather than through being taught a
prescriptive syllabus.

Please feel free to contact us if you have any ques-
tions regarding this.

Deadlines/Additional information
An initial 250-500 word description of your project
should be sent to Eamon McCafferty
(eamon@gol.com) by June 15, 2000. Final project
submissions by January 25, 2001, for publication in
April 2001.

JALT CUE Conference 2000 Proceedings:
Call for Submissions

(Open to all conference attendees)

CUE invites all conference participants to submit
papers for a major publication on content in foreign
language education in tertiary institutions. The pro-
ceedings from the CUE Conference 2000 will be
launched at the JALT2000 conference in Shizuoka in
November and distributed free to all CUE members.
It will be a high-quality publication with an ISBN,
and will be a documentary account of the state of
content-based learning and teaching in Japan.

Attendees and presenters are requested to submit
publications in the following categories:
1. Accounts of Presentations: Up to 2000 words.

Descriptions of presentations or workshops
given at the conference.

2. Reaction Papers: Up to 1000 words.
Academic responses to presentations or work-
shops attended at the conference written by an
author other than the presenter.

3. Summaries of Research: Up to 2000 words.
Accounts by conference presenters or attendees of
current research projects including brief literature
review, methods, and expected or preliminary re-
sults.

4. Teaching Suggestions: 1000-1500 words.
Concrete accounts by attendees or presenters of
curriculum, course, uni,t and lesson plans.

General Submission Information
All submissions should: (a) be written in an aca-
demic manner, (b) conform to APA referencing con-
ventions, (c) not be over referenced, and (d) relate
to content-based education in tertiary institutions.

Send all submissions to Alan Mackenzie by email
(asm@typhoon.co.jp) or on disk in either PC or
Macintosh format, in plain text. Illustrations, graphs,
tables and photographs should be sent as images in
either GIF or JPEG form. If technical assistance is re-
quired, please contact Alan Mackenzie for advice.

The Language Teacher runs Special Issues regu-
larly throughout the year. Groups with interests
in specific areas of language education  are cor-
dially invited to submit proposals, with a view
to  collaboratively developing material for pub-
lication. For further  details, please contact the
Editor.
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JALT Motions Help TESOL Navigate
the New Millennium

reported by David McMurray,
JALT-appointed representative to TESOL

A recommendation to host at least one TESOL con-
vention outside of Canada and the contiguous
United States every five years, and a resolution con-
cerning English entrance exams at schools and uni-
versities generated a lot of discussion at official
meetings and in the halls of the beautiful
Vancouver Convention and Exhibition Centre dur-
ing TESOL 2000 convention week. Both these pro-
posals were authored by JALT members. 7,700
teachers attended the 34th annual TESOL conven-
tion from March 14-18, 2000 and reflected on the
theme Navigating the New Millennium.

At a meeting for leaders from over 90 affiliates in
58 countries around the world, the affiliate council
unanimously voiced in the affirmative to recom-
mend to the TESOL Board that an analysis be made
on whether future TESOL conventions could be
held outside of North America once every five years.
The motion was authored by JALT representative
David McMurray, Australia-NSW president Judith
Mee, John Read of New Zealand, Robert Burgess
from Thailand, Robin McKenzie of Scotland, and
Ulrich of Germany. Donna Fujimoto, a Niigata JALT
member who served at the meeting as incoming
chair of the TESOL Affiliate Council, recommended
the delegates consider recounting their votes by a
show of hands just in case cultural differences
might prevent some voters from speaking out their
true intentions. The hands-up result was the same
for this motion, however, and the affiliate leaders
appeared genuinely interested to learn what the re-
sults of the analysis could mean to their estimated
30,000 members. TESOL 2001 is set for St. Louis;
2002 will be in Salt Lake City; 2003 is Baltimore;
2004 Long Beach; 2005 San Antonio; and 2006 is re-
served for Philadelphia.

At that same affiliate council meeting, attention
then turned to a motion on entrance exams. The
motion failed to garner enough support among the
delegates, but at a meeting held simultaneously by
the leaders of TESOL’s various Interest Sections the
motion narrowly won their favour. The final word
on the issue was left to the 107 members who regis-
tered their voting cards at the gate to TESOL’s An-
nual Business Meeting, which was monitored by
JALT President Thom Simmons who serves as mem-
ber of the TESOL Rules and Resolutions Committee.

David Nunan presided over the regular members’
meeting. He called upon JALT member Larry Cisar,
who chairs the TESOL Rules and Resolutions Com-
mittee, to read out the motion, and asked Tim
Murphey, a JALT member who authors many ar-
ticles in TLT, to also take the microphone to explain

his motion resolving that the membership of TESOL
recommend that the Board of Directors address the is-
sues of valid and reliable testing and the use of multiple
forms of evaluation for purposes of entrance to schools
and universities.

There are currently 14,982 members of TESOL
around the world that could really pack a punch at
improving English entrance exams if they would all
get behind such an effort. Murphey explained that
improvement could be made, by
1. Requesting that writers of entrance exams make

available to examinees and independent re-
searchers evidence that measures are being taken
to evaluate and improve the reliability and valid-
ity of their exams.

2. Lobbying for more than one form of entrance
examination (e.g., tests, interviews, essays, rec-
ommendations, projects, school transcripts) that
can be developed and used when possible.

3. Educating TESOL members regarding these issues
through print and electronic media.

4. Facilitating discussion of these issues through
various means, such as panels and forums.

Several attendees stood up to either oppose or to
talk in favour of the resolution. For example, Robert
Burgess (a member of Thailand TESOL) noted that
test writers in his country were sworn to secrecy
about their exams, and Kathy Bailey (the immediate
past president of TESOL) said she didn’t see any-
thing in particular worrying about the wording of
the motion. Discussion at the well-chaired meeting
got straight to the point and the excellent debate
was carried out within 15 minutes, at which time
the “yeas” were found to be more numerous than
the “nays.”

The approval of the resolution means the editors
of TESOL’s various publications and of its affiliates
such as JALT will likely encourage well-researched
articles on student assessment practices which can
serve to educate their professional members.

“Wow, that was such a great lesson,

I really want others to try it!”

「すばらしい授業！、これを他の人にも試してもらいたい！」

Every teacher has run a lesson which just ‘worked’.
So, why not share it around? The My Share Col-
umn is seeking material from creative, enthusias-
tic teachers for possible publication.
全ての教師は授業の実践者です。この貴重な経験をみんなで分

かち合おうではありませんか。My Share Columnは創造的で、

熱心な教師からの実践方法、マテリアルの投稿をお待ちしてい

ます。

For more information, please contact the editor
<tlt_ms@jalt.org>
詳しくは、<tlt_ms@jalt.org>へご連絡ください。
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l. dennis woolbright

Featured Speaker Workshops
JALT 2000, The Granship: Shizuoka Convention and

Art Center, November 2

One of the most popular features of the JALT Na-
tional Conference is the Featured Speaker Work-
shops. This year is no exception. With 12
workshops to choose from, we are offering a virtual
supermarket of ideas for interested scholars to pick
and choose from. Each three-hour workshop is
highly interactive and practical in nature. As always,
the workshops are held on the first day of the con-
ference (November 2), in order to best give partici-
pants the chance to meet and speak candidly with
the Featured Speakers. Afternoon workshops will
run from 1:00 p.m. to 4:00 p.m., evening work-
shops, from 5:00 p.m. to 8:00 p.m. The fee for each
workshop is ¥4000. Seating is limited, so be sure to
sign up as soon as possible. Registration materials
and more information on each workshop will be
included in the pre-conference supplement in July.

Afternoon Sessions 1:00 p.m. – 4:00 p.m.

A-JS: Researching Gender in Language Education
Presenter: Dr. Jane Sunderland, Lancaster University,
Department of Linguistics and Modern English Lan-
guage
Sponsor: British Council/GALE (SIG)/WELL (forming
SIG)
Focus: Research groups interested in gender are well
placed to carry out projects which require large
amounts of data, and/or which are concerned with
gendered variation across contexts. Research as
teamwork also has a valuable educational function
for the researchers. In this workshop we will look at
two research projects in the area of gender in lan-
guage education carried out by members of a re-
search group, and explore possible foci for and
stages in workshop participants’ own projects.

A-SW: From Corpus to Classroom: Dictionary
Making and Use
Presenter: Ms. Sally Wehmeier, Managing Editor, ELT
Dictionaries
Sponsor: Oxford University Press
Focus: This workshop will present the techniques
ELT dictionary makers use to sift corpus evidence in
order to present learners with necessary informa-

tion. Participants have the opportunity, in groups,
to test how their intuition matches the data the cor-
pus provides. Once the question of what to include
is resolved, participants are invited to have their say
about how dictionary entries should be presented.
The second part of the workshop focuses on dictio-
nary usage in a teaching situation.

A-MC: Mind Maps: What are They and How do
They Work?
Presenter: Prof. Miles Craven, Nihon University, Col-
lege of International Relations
Sponsor: Macmillan Language House
Focus: This workshop will explore ways teachers can
use the technique of mind mapping with their
classes. Mind mapping techniques for the four skills
of speaking, listening, reading and writing will be
covered. Participants will prepare their own mind
maps and be led through various communicative
exercises they can use with their own students. This
workshop will demonstrate a useful technique that
can be effectively employed with classes of all ages
and abilities.

A-CG: Writing Across Genres
Presenter: Mr. Christopher Gallagher, International
Christian University
Sponsor: Aston University
Focus: This workshop will provide participants with
a fast-track introductory course to a genre approach
to teaching writing and its applications for the class-
room teacher. It will be of particular interest to
teachers of writing, but also any language teacher
that has an interest in grammar and the connection
between the contexts of language use and the texts
that are created within them. It is intended to be
very much hands on, with ample opportunity for
application and discussion.

A-SM: Strategies for Dynamic Classroom Interac-
tion
Presenter: Dr. Steven Molinsky, Director, TESOL
Graduate Program, Boston University
Sponsor: Pearson Education Japan
Focus: This presentation will focus on strategies to
help students remember vocabulary that has been
introduced in class and to use grammatical struc-
tures in spontaneous and natural ways. The pre-
senter will offer a typology of language acquisition
activities designed to engage students in active, dy-
namic use of the language. Participants will be pro-
vided with a variety of exercises and tasks designed
for motivating reinforcement of grammatical pat-
terns and vocabulary items.

A-FO: Second Language Acquisition & Technol-
ogy: The Time is Now
Presenter: Dr. Frank Otto, ELT Software Store,
Founder & Chairman
Sponsor: ELT Software Store
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Focus: This multimedia presentation will review the
history of technology-based education and language
acquisition software. See how technology and lan-
guage training have come together in the past de-
cade to create opportunities to both teachers and
learners like the world has never seen before. Dr.
Otto uses over 33 years of professional and aca-
demic experience to demonstrate why now is the
time to be a part of this exciting field. Examples of
this synergistic relationship will be demonstrated.

Evening Sessions 5:00 p.m. – 8:00 p.m.

E-NS: Travelling the Road to an Active Vocabu-
lary
Presenter: Ms Norma Shapiro, Facilitator, ESL
Teacher Institute, Teacher Trainer, Peace Corps, Los
Angeles Unified School District
Sponsor: Oxford University Press
Focus: When students acquire new vocabulary, they
follow five stages of learning words: 1) classroom
comprehension, 2) retention, 3) recognition out of
the original context, 4) production in speaking and
writing, and 5) use in high level thinking skills.

After a discussion of language acquisition theory
and a “mathematical look” at what it takes to be-
come fluent, participants learn communicative ac-
tivities and techniques for each of these five stages.
A bibliography and handouts for teachers to use in
their classrooms will be provided.

E-JI: Teaching Learning Strategies in Japan -
CALLA Style
Presenter: Dr. Jill Robbins, Assistant Professor of En-
glish and Coordinator, Intensive English Program,
at the Language Center of Kwansei Gakuin Univer-
sity
Sponsor: Pearson Education Japan
Focus: This workshop will focus on teaching listen-
ing and speaking strategies in Japanese classroom
environments. The method demonstrated is based
on the Cognitive Academic Language Learning Ap-
proach (CALLA), developed with Anna Uhl Chamot.
Metacognitive control by learners is key to this ap-
proach. Participants will be guided through a think-
aloud activity in order to gain a deeper
understanding of learning strategies. Then partici-
pants create a lesson plan that adapts the CALLA
method to their students’ levels and needs.

E-LK: Integrating Multimedia into Language
Teaching
Presenter: Mr. Lance Knowles, President and Founder
of DynEd International
Sponsor: DynEd Japan
Focus: As schools and companies upgrade their lan-
guage programs through computers and software,
teachers need training and support, both for the
technology involved and to better understand how

to integrate classroom and multimedia activities. Be-
sides addressing issues in language teaching, this
workshop will provide participants with step-by-
step analyses of multimedia lessons, different types
of interactivity, and practical guidelines of how best
to integrate multimedia into a variety of learning
situations. Record keeping and Computer Assisted
Tests will also be presented and discussed. Upon
completion, demonstration programs and docu-
mentation will be given to participants, along with
a Certificate of Completion.

E-JR: Designing Reading Materials for the New
Millennium
Presenter: Prof. Jack C. Richards, Professor of Applied
Linguistics, Regional English Language Center,
Singapore
Sponsor: Cambridge University Press
Focus: In this workshop participants will first exam-
ine the nature of reading skills and consider differ-
ent approaches to the teaching of reading
comprehension. Problems posed by the use of au-
thentic texts will then be considered, as well as the
types of adaptations that are often necessary if au-
thentic texts are to be used successfully. Participants
will then examine exercises that can be used to de-
velop reading skills before creating their own read-
ing activities.

E-BT: Materials for Language in the Mind
Presenter: Dr. Brian Tomlinson, Senior Fellow, Dept.
of English Language and Linguistics, National Uni-
versity of Singapore
Sponsor: Cambridge University Press
Focus: This workshop will focus on materials which
aim to facilitate language acquisition through the
stimulus of motor, sensory, cognitive and affective
activity in the mind. We have developed such mate-
rials and have found that they can help learners of
all levels and learning style preferences to improve.
Participants will be given opportunities to experi-
ence and evaluate materials for language in the
mind and they will be given opportunities to de-
velop such materials for themselves.

E-DW: Grammar and Lexis in a Task-Based
Methodology
Presenter: Dr. David Willis, Senior Lecturer, Centre
for English Language Studies, University of Birming-
ham
Sponsor: David English House
Focus: Learners learn a language best by using that
language to create and exchange meanings. However,
current research shows that learners also need to
work at language form—at grammar, vocabulary and
the structure of text. In this workshop, we will
analyse and produce teaching plans which begin with
the performance of a task and then go on to provide
work focused on the language used in the task.
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The SIG Fo-
cus column of-

fers a chance for
a closer look at

each of JALT’s Spe-
cial Interest Groups.

Each month, we will
publish an introduction
to one SIG, along with

a sample article from
its publications.
SIGs wishing to
partake in this op-
p o r t u n i t y  t o
publicise their
group should con-
tact the Editor.

The Teaching Children SIG

The area of children’s English education is rapidly
expanding in Japan, and will continue to expand.
The plan to introduce English studies at the elemen-
tary school level has seen a rush by parents to have
their children, as young as 18 months, join English
classes in the hopes that their child will be “ready”
for elementary school.

The Teaching Children SIG is concerned with the
transitions and the issues in children’s education,
while also dealing with a broad spectrum of teach-
ing situations, from pre-kindergarten children, to
getting children ready for junior high school, to
teaching the teachers who will teach the children
and the trainers who will teach the teachers.

TLC (Teachers Learning with Children), the TC-
SIG’s bilingual newsletter, is published four times a
year, with feature articles, regular columns, news, a
comprehensive calendar of events for children’s
teachers around Japan and much more.

With its email discussion groups, tcsig@-
egroups.com and ssowners@egroups.com for small
school owners, the TC-SIG caters to a rapidly grow-
ing educational market in Japan.

We hope that you enjoy the feature article by
Bonnie Yoneda and the column by Toyama
Setsuko.

For more information on joining the TC SIG or
subscribing to or getting published in TLC, please
contact:

TC SIG Coordinator Aleda Krause
Tel: 048-776-0392; aleda@gol.com

Read with Me: From Head to Toe
Toyama Setsuko

エリック・カールの「From Head to Toe」を英語のレッスンに役立

てましょう。生徒の年令・レベルに合わせたアクティビティもご紹

介します

From Head to Toe is one of the recent books written
by Eric Carle, who my students never refer to with-
out adding -san. They have read all his books in
depth during my lessons so they feel as though they
know the author personally.

From Head to Toe introduces various animals that
move their body parts and then challenges children
to do the same. You can teach animal names, verbs,
and the modal “can.” The children depicted do not
look too young so you can use this book with older
students. In fact I used the book with my 5th grad-
ers and they didn’t think it was too babyish.

Each double-page spread has an animal on the left
and a child on the right. The text follows a simple
pattern and needs no translation as the meaning is
clearly depicted. Children begin reciting the text af-
ter a couple of reading sessions by the teacher. This
gives a great opportunity for children to sight-read
the text in a short time. Try this book with any age
group. (If you are coaching junior high students,
read this book when they learn the modal “can,” in
the 2nd or 3rd semester of 9th grade in any
Monbusho textbook.)

Step 1: Before Reading
Sing “Head, Shoulders, Knees and Toes” or “Hokey
Pokey” and review body parts. The body parts intro-
duced in From Head to Toe are: head, neck, shoul-
ders, arms, hands, chest, back, hips, knees, legs, foot
and toe. Give commands, “Touch your ___!” to rein-
force the meaning of the words.

Step 2: Reading Together
Read the title on the cover slowly and clearly as you
point to the gorilla’s head and toe. Turn the page
and show the inside title page. Read the title again
as you point to the boy’s head and toe. Turn the
page and show the first double page spread. Use a
different voice for “I am a penguin” and pause. Turn
your head for all students to see as you read, “I turn
my head.” Read, “Can you do it?” with a rising into-
nation. Change your voice to read, “I can do it!”
and turn your head again for students to see. Con-
tinue this “read and show” with all the pages. En-
courage students to do the same movements you do
and say “Can you do it?” and “I can do it!” When
you have finished, close the book and show the
back cover where a flamingo is raising its leg. You
can improvise your own text, such as “I am a fla-
mingo and I raise my leg. Can you do it? I can do
it!” Most probably students will say, “I can do it!”
with you.

SIG Focus
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Ask students to name the animals in the book. If a
student says, for example, “penguin!” praise him by
saying, “A penguin! Good!” Do not correct English
at this stage but simply say it again with a correct
article. Ask students to do the movement each ani-
mal does in the book. When they show you the
movement, you can say, “Turn your head! Good!”

Ask students to share their favorite page. Open
the book to that page and read the text again.

Read the book again if time allows. Continue this
reading over four lessons at least. At the second
reading, assign students to read, “Can you do it?”
and have the whole class say, “I can do it!”

Step 3: After Reading
After Reading activities give students opportunities
to use the language they have learned from the
book in different contexts and situations. You can
do any one of the following activities that suit the
level and age of your students.

I’M A PENGUIN!
Tell students to be one of the animals in the book.
Students take turns doing a movement specific to
the animal, preferably the movement depicted in
the book. Other students try to guess the animal’s
name. Each student says, “Yes. I am a (animal
name).” This is most suitable for young students in
grades 1–3. When students are familiar with this
activity, encourage them to ask, “Are you a (animal
name)?”

HEAD, SHOULDERS, NECK AND TOES
Substitute the body parts in the song “Head, Shoul-
ders, Knees and Toes” with new words students have
learned from the book. Make picture cards of the
words or draw them on the board for visual support.

CAN YOU DO IT?
Make small cards for each of the verbs: turn, bend,
raise, wave, arch, wriggle, kick, stomp, and touch. Make
similar cards for the body parts. Reading through
these cards, rather than relying on your memory,
ensures that all vocabulary words are given equal
classroom time. They can also assist you in giving
quick commands to the students. For example, start
with the command “Touch your (body part).” Then
give commands as in the book: turn your head, raise
your shoulders, etc. Lastly, shuffle your cards and
make new commands: wriggle your head, raise your
toe, etc. If you have time, add illustrations to these
cards for visual support and have volunteer students
give commands.

FAMOUS PEOPLE
Ask students to think of a famous person and what
the person can do. Students take turns in sharing
the name and the activity. Some samples from my
students: “I am Ichiro. I can hit home runs.” “I am
Hiroko Shimabukuro. I can sing and dance.”

MY FAMILY
Ask students to introduce their family members and
what they can do. Help with new vocabulary. Stu-
dents take turns in sharing the information. Ex-
ample: “My mother can play the piano. My father
can do judo. My brother can play soccer. I can
swim.”

About the author
Have you visited the Official Site of Eric Carle? A
crawling caterpillar welcomes you on the
homepage. It’s one of my favorite sites and I access
it once in a while to check on new books and
events. You can even send an email to the author!
You can also read how teachers all over the world
have used Eric Carle’s books. You can access it now
at http//www.eric-carle.com/

About the book:
From Head to Toe. Eric Carle. A Picture Puffin. ISBN
0-14-056378-4

What the Frog Discovered
Bonnie Yoneda, Osaka Shoin Women’s College

今日の変化の速いメディアに支配された世界にいる子供たちは、テ

レビやコンピューターゲームといった心の通わない世界のとりこに

なっている感じがあります。こうした子供たちを不思議でわくわく

する楽しい物語の世界にそっと引き戻してあげることは、喜ばしい

変化に違いありません。「３匹のこぶた」や「白雪姫」などをはじ

めとする様々なおとぎ話の世界を子供たちとともに旅し、そこから

得るものを大切に心豊かにありたいものです。

One of the first ways young children have of learn-
ing about life and what it means to be human is
through their contact with and understanding of
the characters they meet in stories. Reaching out
imaginatively for what we might someday become
is essentially how we all come to know more clearly
who and what we are. As children revel in and won-
der at the lives in stories, they come to know both
themselves and the world and begin to see that just
maybe it is a world over which they can exercise
some control. The events in the stories are a means
of exploration, helping children to confirm, illumi-
nate, and extend their own life experiences in ways
that give them power over them.

Livo and Rietz (1986) explain that “‘Story’ is a
universal mirror that shows us the ‘truth’ about
ourselves—who and why we are. When we look
into this mirror, we see daily routine and mundane
circumstances transformed into something pro-
found. ‘Story’ takes the ordinary and binds it into
all of human existence, revealing the significance
of the trivial” (p. 4).

In the words of Bruner (1986), a story provides a
“map of possible roles and possible worlds in
which action, thought, and self-definition are pos-
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sible (or desirable)” (p. 66). Listen to children at
play and the words you most likely hear are, “Let’s
pretend that . . .” and “What if . . .” Words like
these indicate a desire to explore whether or not
the roles they are trying on are workable, viable.

Lewis Carroll once called stories “love gifts.”
When we read stories to our children we are, in-
deed, giving them a gift. Storytelling creates for the
listener a sense of mystery, of wonder, of reverence
for life, but more importantly I feel, it creates a
bond between teller and listener. My son used to
beg for an Anpanman story every night before he
went to bed. I know he doesn’t remember the actual
stories anymore, but what he does remember is the
feeling of importance that Daddy found him special
enough to take the time to tell him the stories. He’ll
remember the closeness, the sharing of those mo-
ments for the rest of his life.

Educators have long recognized that the arts can
contribute to student academic success and emo-
tional well being. As a folk art, storytelling is readily
accessible to all age groups. No special equipment
beyond the imagination and the power of listening
is necessary to create artistic images. In this fast-
paced, media-driven world in which we live,
storytelling can be a nurturing way of reminding
children that spoken words are powerful, that listen-
ing is important, and that clear communication be-
tween people is a real art.

Folk and fairy tales can be one excellent way of
exploring the art of storytelling. They are one of the
oldest educational tools through which cultures
have passed on their values from one generation to
the next. Through them we are able to observe the
differences and commonalities of cultures around
the world. They enable us to see the outcomes of
both wise and unwise actions and the decisions that
have been made. There is also an abundantly rich
store of vocabulary, poetry and the music of lan-
guage to be found in them. So, I invite you to return
to your childhood memories of that magical world
of faraway kingdoms where enchantment abounds,
wishes are made, and dreams are fulfilled, and let
them once again weave their special magic.

There are a number of ways in which to approach
fairy tales, I believe, and I would like to explore the
following four here: rhythm and rhyme, vocabulary
skills, crafts, and role-play. Lois Stern, an active edu-
cator for over twenty years, states in her article, “Lit-
erature and the Young Child,” that one of the ways
the simple act of reading can help children become
successful learners is in developing a sense of phon-
ics through rhythm and rhyme. Listening to repeti-
tive phrases where words end in the same sounds
like in The Three Little Pigs: “Little pig, little pig, let
me come in. No, no, not by the hair of my chinny
chin chin. Then I’ll huff and I’ll puff, and I’ll blow
your house in”; in Snow White: “Mirror, mirror on

the wall. Am I the most beautiful of all?” or in Jack
and the Beanstalk: “Fee Fi Fo Fum. I smell the blood
of an Englishman. Be he alive or be he dead, I’ll
grind his bones to make my bread,” can help pre-
pare the child for later success in learning phonics.
Taking on the voices of the characters as you read,
the gruff voice of the wolf, the squeal of the pig, the
roar of the giant, will help to make it that much
more entertaining and at the same time send the
message that “reading is fun!” Most educators have
a streak of the actor in them as well think, so go
ahead, “ham it up!”

For those of you who are familiar with Carolyn
Graham’s Jazz Chants, you know what wonderful
work she does with rhythm and rhyme. She has also
produced Jazz Chant Fairy Tales that is simply de-
lightful.

My son recently brought home a book from the
school library entitled Taihen, Taihen. I didn’t real-
ize, as I glanced at the title, that it was a retelling of
an old English-language folk tale called “Chicken
Little,” until I heard him muttering to himself about
what a “stupid” story it was. I asked him what he
was reading and he proceeded to tell me the story. I
became rather excited and said, “Oh, don’t you re-
member me reading that to you when you were a
baby?” “No, Mom, I don’t, and it’s all right, I don’t
care,” he replied. Well, I couldn’t let the opportu-
nity pass of course, and went to hunt up “Chicken
Little.” He was right of course. It is a bit nonsensical
but what great rhythm and rhyming practice!
“Where are you going Chicken Little, Cocky-Lockey,
Ducky-Wucky, Goosey-Loosey, and Turkey-Lurkey,”
asked Foxy-Woxy. “Oh, the sky is falling and we
must go and tell the king.”

Aidan Chalmers (1973) in his book, Introducing
Books to Children, offers the following: As children
listen to stories, verse, prose of all kinds, they un-
consciously become familiar with the rhythms and
structure, the cadences and conventions of the vari-
ous forms of written language. They are learning
how print “sounds,” how to “hear” it in their inner
ear. Only through listening to words in print being
spoken does anyone discover their color, their life,
their movement, and their drama.

Folk tales and fairy tales have contributed many
of the basic words and phrases we find in speech
and literature today. Many simple, ordinary conver-
sations contain references to some of the more com-
mon tales such as “mirror, mirror,” “oh, what big
eyes you have,” “wave a magic wand,” “Prince
Charming,” and “Fairy Godmother.” Acquainting
our children with those phrases now can help them
with their communication and comprehension
skills later on, I believe. Making word cards to intro-
duce new vocabulary, as well as to reinforce words
that are already familiar to them, is a good way to
work on vocabulary skills. Children can begin to
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recognize the words and what they mean while
hearing the story, especially if you point to the
word each time you say it. Making rebus sentences
using the word cards and flannel board figures from
the story can be an interesting way to tell or retell
the story. The settings and flannel board figures will
be in parentheses. For example, from Goldilocks and
the Three Bears: (Goldilocks) tasted the (biggest bowl
of porridge). (Goldilocks) sat in (Baby Bear)’s (little
chair). (Baby Bear’s) (smallest bed) was just right.
From Little Red Riding Hood you might have: (Little
Red Riding Hood) went to (Grandma’s
house). (The Wolf) jumped into
(Grandma’s bed). (Little Red Riding
Hood) ran from (the Wolf). Encourage
the children to make up their own sen-
tences using the vocabulary they’ve just
learned. Have them draw pictures of
some of the new words if they can.
Learning by association is often more
lasting and meaningful.

After working on the rhythm, rhymes,
and vocabulary of the stories, making
crafts is a fun activity to do together.
Most children seem to love cutting, past-
ing, coloring, and putting things to-
gether. There are many wonderful crafts that can be
created from fairy tale themes. Kathy Ross has put
together some very good ideas in her book, Crafts
From Your Favorite Fairy Tales. She has chosen some
of her favorite tales from childhood, but the crafts
are easily adaptable to any fairy tale you wish. Some
of the ideas are puzzles, puppets, mobiles and story
box theaters. This latter is very much like the
kamishibai you find here in Japan. Crafts are some-
thing that can cross all age groups, I believe. My
seminar class for college juniors and seniors worked
on this for their final project and all reported how
much fun they had had doing it! Just goes to prove
you never outgrow some things, I guess.

For a final project with your stories, role-play can
be a satisfying way of ending. Invite the children to
recreate the stories, acting them out in character.
You can take the part of the Wolf or the Wicked
Witch and watch how much fun the children have
getting rid of you! If you can provide props and cos-
tumes so much the better. As an alternative, you
may choose to have the children use puppets or
some of the crafts they have created.

Throughout all of these approaches the basic mes-
sage is the same: Have fun! Reading is fun. Stories
are fun. Although I have not tried any of these ideas
with children, I have used them quite successfully
with college students. I welcome any feedback on
how successful, or unsuccessful, they are with your
students. I would like to close here with a story that
I particularly like as it sums up my feelings about
storytelling very well.

I’ve heard tell that a long time ago when the
world was very, very young, the creature we now
know as Frog was very unhappy.

“No tail,” he wailed, “No tail at all!”
He went before Nyami, the great and powerful

Sky God, and demanded justice.
“Lion has a tail. Tiger has a tail. Elephant, Mon-

key, Hedgehog . . . why even Lizard has a tail! They
all make fun of me. Please, Sky God, send me a tail
of my own.”

After a silence, Nyami spoke. “With your tail will
come a task. Will you tend to my well
and share its sweet water with all who are
thirsty?”

“Of course I will,” croaked Frog eagerly.
In return for that promise, the Sky God

sent him a most beautiful tail, unlike any
we see in these parts today. For a time all
was well, until the rains refused to fall
and a terrible drought came upon the
land.

One by one the streams and rivers
dried up. When the parched animals
came to the well, Frog turned them away
saying, “There’s no water here.”

Creatures large and small were denied.
Smelling a broken promise, Nyami came to investi-
gate. Without looking to see who it was, Frog called
out, “There’s no water here!”

Furious, Nyami made Frog’s tail wither and disap-
pear. To keep Frog from forgetting, new frogs are
born with long tails, which they lose as they grow
up. So it is to this very day, helping us all to remem-
ber that which Frog discovered long ago: A good
“tale” is meant to be shared!

Go and share your stories!
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Interested in learning more about your SIG? Please feel free con-
tact the coordinators listed after this column.
　分野別研究部会について詳しくお知りになりたい方は、下記掲載の各

部会コーディネーターまでご連絡ください。

 Material Writers: MW welcomes the arrival of
three new officers: Larry Davies takes over the
management of our website, relieving Bob Keim
and Chris Doye; Yukio Hirayanagi relieves Yoko
Chase as TLT Liaison; and Sherri Leibert is starting
up a dedicated email list for Materials Writer is-
sues. Many thanks to our outgoing officers for
their long dedication, and a hearty welcome to the
newcomers. For a complimentary copy of our
newsletter, please contact the editor, Christopher
Weaver at ctw@wa2.so-net.ne.jp

OLE: On April 9, the joint Matsuyama JALT April
2000 & Other Language Educators SIG meeting
had 4x4 in Matsuyama:

4 Languages: French, German, Korean, Spanish
4 Teachers: Chi Jong-Hi, Kenji Kamie, Danielle L.

Kurihara, Maria Ines Toriishi
4 Institutional Environments: College, Private,

University (National), University (Private)
4 Teaching methods: Self Image, Introduction,

New Media, 4 Skills
For those interested, the materials will be pub-

lished in coming OLE Newsletter issues. For more
information, contact Rudolf Reinelt.
４月９日に松山支部と共催で行った会合での資料を次号の会報

に掲載する予定です。詳細は、Rudolf Reineltまで。

CUE: Call for papers. On CUE aims to provide a fo-
rum for the presentation and discussion of re-
search, ideas and curriculum activities of interest
to College and University Language Educators.
Feature articles of around 2000 words are wel-
come, as are shorter pieces for the columns From
the Chalkface, Opinions and Perspectives, and Fo-
cus on Language, and book, software and website
reviews. Full submission guidelines are available
from the editor, or from the CUE website: http://
www.wilde-e.org/cue. Abstracts of papers pub-
lished in college and university bulletins are also
sought for the new “Research Digest” column, the
aim of which is to make such research more
widely accessible, and to build up a picture of the
diverse, but often hidden, research activity going
on in Japan. Deadlines: Feb. 1, June 1, Sept. 1.
Contact the editor, Michael Carroll; fax: (075) 645
1734; michael@kyokyo-u.ac.jp
大学語学教育部会の会報「On CUE」では、大学語学指導分野に

おける研究、指導案、カリキュラム等に関する記事を募集してお

ります。特集記事(2,000字)をはじめ、各コラムへの投稿も歓迎し

ております。詳しくは、編集長のMichael Carroll（連絡先は英文

を参照）までお問い合わせください。

Cross Culture (forming)—The newly forming Spe-
cial Interest Group is hoping to become an affili-
ate of JALT. The SIG focuses on theory, research,
and actual school and classroom practices in cross-
cultural behavior and training in language educa-
tion, the impact of culture and cross-cultural
conflicts on teaching and learning languages, in-
tercultural communication and the socio-cultural
aspects of language learning and teaching. If
you’re a JALT member interested in these topics,
please join Cross Culture SIG. If you’re not a JALT
member, participation in the Cross Culture SIG
would be a good reason to join. Our newly form-
ing SIG needs people to serve as officers and co-of-
ficers. It’s a great chance to expand your practical
and professional experience, improve your creden-
tials, and network with others who are researching
and reflecting on intercultural issues in teaching.
現在、異多文化部会がJALTの準部会として承認されるべく努力

しております。文化を背景として行動様式に関する理論、研究と

その指導方法、また、語学の指導や学習における文化や異文化衝

突の及ぼす影響、そして、語学指導及び学習の異文化間交流と社

会文化的側面等に焦点をあてております。新入会員および役員を

募集しております。

SIG Websites

For more information on SIGs and their publications, please
visit any of their websites:

Bilingualism SIG—www.kagawa-jc.ac.jp/
~steve_mc/jaltbsig/

CALL SIG—www.jaltcall.org/
CUE SIG - On CUE—www.wild-e.org/cue/

oncue_archive/preva.hmtl
The GALE Newsletter—www2.gol.com/users/ath/

gale/newsletter.htm
GILE SIG—www.jalt.org/global/index.html
FLL SIG—www.aasa.ac.jp/~dcdycus/
Literacy Across Cultures—www.aasa.ac.jp/

~dcdycus/LAC.HTM
Jr/Sr High SIG—www.esl.sakuragaoka.ac.jp/tsh
Learning Learning (LD SIG newsletter)—

www.miyazaki-mu.ac.jp/~hnicoll/learnerdev/LLE/
indexE.html

MW SIG—www2.gol.com/users/bobkeim/mw/
mwcontents.html

PALE SIG—www.voicenet.co.jp/~davald/
PALEJournals.html

TE SIG—members.xoom.com/jalt_teach/
T&E SIG—www.geocities.com/~newfields/test/

index.html
Video SIG—members.tripod.com/~jalt_video/
Video Rising (Video SIG newsletter)—

members.tripod.com/~jalt_video/pub.htm
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SIG Contact Information

Bilingualism - Peter Gray, t/f: 011-897-9891(h);
pag@sapporo.email.ne.jp; website www.kagawa-
jc.ac.jp/~steve_mc/jaltbsig/

Computer-Assisted Language Learning - Elin
Melchior; t: 0568-75-0136(h), 0568-76-0905(w);
elin@gol.com; website www.jaltcall.org/

College and University Educators – Alan
Mackenzie; t/f: 03-3757-7008(h);
asm@typhoon.co.jp; website www.wild-e.org/cue/
oncue_archive/preva.hmtl

Global Issues in Language Education – Kip A.
Cates; t/f: 0857-31-5650(w); kcates@fed.tottori-
u.ac.jp; website www.jalt.org/global/index.html

Japanese as a Second Language – Stacey Tarvin
Isomura; stacey@gol.comJunior and Senior High
School-Barry Mateer; t: 044-933-8588(h);
barrym@gol.com; website www.aasa.ac.jp/
~dcdycus/

Learner Development – Hugh Nicoll; t: 0985-20-
4788(w); f: 0985-20-4807(w); hnicoll@miyazaki-
mu.ac.jp; website www.miyazaki-mu.ac.jp/
~hnicoll/learnerdev/LLE/indexE.html

Material Writers – James Swan; t/f: 0742-41-
9576(w); swan@daibutsu.nara-u.ac.jp; website
www2.gol.com/users/bobkeim/mw/
mwcontents.html

Professionalism, Administration, and Leadership
in Education – Edward Haig; f: 052-805-3875(w);
haig@nagoya-wu.ac.jp; website
www.voicenet.co.jp/~davald/PALEJournals.html

Teacher Education – Lois Scott-Conley; lois.scott-
conley@sit.edu; website members.xoom.com/
jalt_teach/

Teaching Children – Aleda Krause; t: 048-776-0392;
f: 048-776-7952; aleda@gol.com

Testing and Evaluation – Leo Yoffe; t/f: 027-233-
8696(h); lyoffe@edu.gunma-u.ac.jp; website
www.geocities.com/~newfields/test/index.html

Video – Daniel Walsh; t: 0722-99-5127(h);
walsh@hagoromo.ac.jp; website
members.tripod.com/~jalt_video/

Affiliate SIGs
Foreign Language Literacy – Charles Jannuzi; t/f:

0776-27-7102(h); jannuzi@ThePentagon.com;
website www.aasa.ac.jp/~dcdycus/

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

Gender Awareness in Language Education –
Cheiron McMahill; t: 0270-65-8511(w); f: 0270-65-
9538(w); cheiron@gpwu.ac.jp; website
www2.gol.com/users/ath/gale/newsletter.htm

Forming SIGs
Pragmatics – Yuri Kite; ykite@gol.com; Eton

Churchill; PXQ00514@nifty.ne.jp; Sayoko
Yamashita; t/f: 03-5803-5908(w);

yama@cmn.tmd.ac.jp
Applied Linguistics – Thom Simmons; t/f: 045-845-

8242; malang@gol.com
Cross Culture – David Brooks; t: 042-778-8052(w); f:

042-778-9233; dbrooks@planetall.com

Chapter Reports
edited by diane pelyk

Gunma: January 2000—The Shortest Poem in the
World by David McMurray. The presenter grace-
fully guided the participants through an array of
haiku written by both master haiku artists, his stu-
dents, and himself. In introducing the poems, he
interspersed anecdotes of haiku history, so vivid
and heartfelt that many participants probably felt
the urge to travel to Matsuyama, the home of
haiku, or at least visit their haiku website at
www.cc.matsuyama-u.ac.jp~/shiki.

Applications of the art to the classroom are quite
varied and can be adapted for students ranging
from elementary to university level. Various skills
such as pronunciation, oral communication, vo-
cabulary, and composition can be enhanced. As
haiku allows students to express their feelings by
using only a few words, many feel liberated from
the complexity of grammar rules.

Although common belief holds that haiku con-
sists of three lines with a 5-7-5 pattern of symbols,
the ancient tradition does not insist on such rigid-
ity. Since English syllables tend to be longer than
Japanese sounding symbols (onji), a Japanese haiku
of 17 syllables roughly corresponds to 12 in En-
glish. McMurray suggests a 5-3-5 pattern when
writing in English and pointed out that many En-
glish haiku are not written in 3 lines at all.

In the spirit of the workshop, McMurray gave
out Japanese white paper boards and encouraged
us to write our own haiku. We later recited them
and had a contest. I will leave you with the win-
ning piece by Rikki P. Avecilla:

Sun appears
Sparkling, serene
Water flows

Reported by Renée Gauthier Sawazaki

Hokkaido: March 2000—Full Disclosure: Writing
and Publishing Short Stories by Michael Fessler.
Some people make words dance. With this open-
ing comment, Fessler unknowingly provided the
ideal way to describe his informative presentation
on writing and publishing short stories. Display-
ing his talent for storytelling, as well as for writ-
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ing, Fessler shared engaging excerpts from his pub-
lished works and some secrets of his success.

Although his writing explores an intriguing array
of themes and characters, perhaps somewhat auto-
biographical, many of Fessler’s stories follow the
adventures of Henry Stark, an expatriate university
teacher attempting to understand Japanese life
and customs. In his fifteen years of teaching in Ja-
pan and ten years writing, Fessler has published
over twenty stories in various journals including
the New Orleans Review, Kyoto Journal, the Ha-
waii Review and many others. His writing has also
been featured in The Broken Bridge: Fiction from
Expatriates in Literary Japan.

Behind the glory of appearing in print, there is
the hidden side of being published. In dramatic
fashion, Fessler produced a flurry of rejection slips.
Borrowing the words of novelist and poet David
Wagoner, he advised, “Until you’ve wallpapered
your room with rejection slips, you haven’t be-
gun.” Rather than dwelling on the negative, how-
ever, Fessler recommended paying attention to the
whole message. A rejection slip that says, “Not
suitable for us but well written,” for example, sug-
gests that your story has potential and you should
keep submitting it.

Fessler shared ten candid suggestions for writing
effective short stories.
1. Good stories have one main action or focus.
2. Fiction is friction. Conflict should be present.
3. Chance should not be disdained. Be alert for

stories happening around you.
4. Rework the classics (used plots) to get your

imagination going.
5. Borrow famous people as characters, but re-

member to change their names and histories.
6. Be aware of the visual and plastic qualities of

print in shaping your story.
7. Stories should land, not crash. Capture mean-

ing in the story, not in an overloaded ending.
8. Set your own deadlines for finishing a story.

Don’t let it yawn into infinity.
9. Writing is impossible, but the writer does it

anyway.
10. Disregard the previous nine suggestions if

they don’t apply to you. Anyway you can get
the story written is the right way.

Reported by Mark Hamilton

Kitakyushu: March 2000—Aliens in University Lan-
guage Programs by Daniel T. Kirk. Kirk prefaced his
history of the employment of alien language teach-
ers by the Prefectural University of Kumamoto by
articulating his three basic assumptions:
1. All teachers should participate on an equal ba-

sis with their colleagues in university life irre-
spective of nationality.

2. No discrimination is ever good.

3. All faculty members should be protected by
the same political framework and expected to
make the same contributions to the commu-
nity.

In 1982, the category of “special, irregular, tempo-
rary/part-time foreign teacher” was created for the
non-Japanese members of the faculty at the Prefec-
tural University of Kumamoto. Those teachers pro-
tested their status as discriminatory since their
obligations were the same as those of regular faculty
members. In 1994, when the university wanted
Monbusho approval of a new department, it hired a
number of foreigners as well as Japanese nationals
as sennin kyoshi which was translated as “full-time
faculty members” in the English version of the
documents. In fact, only the foreigners had limited-
term contracts. Years later when this discrepancy
was brought to the attention of Monbusho, which
agreed that the translation was accurate, the minis-
try gave the university the Orwellian advice to ret-
roactively alter the documents.

Barred from joining the university professors’
union because of their irregular status, the foreign
teachers formed the Kumamoto General Union in
1997, but within five months the university broke
off relations with them, in contravention of the la-
bor law. On the advice of their lawyers, the union
members have refused to sign contracts that single
them out for special status and have been working
to build awareness and support in the local com-
munity. These efforts have been rewarded by posi-
tive press coverage and community support, but
not from the other faculty of their own university.

At the end of September 1999, all six special-sta-
tus teachers were told their contracts would not be
renewed. Recently, two of the remaining teachers,
both family breadwinners, were told to vacate not
only their university offices but also their homes
(for which the university served as a guarantor).
The union has filed for an injunction to halt the
firing and eviction process until differences can be
settled through negotiation.

Kirk stressed that the situation at his university
was not unique and that all workers should be
union members and aware of laws that protect
them. He discussed the negative impact of dis-
criminatory employment practices on students
and the wider community.

He quoted a remark by a student at a recent
rally, “When enough nails finally stand up, no
one will be able to hammer them down.”

Reported by Margaret Orleans

Nagoya: February 2000—Nice Talking With You
by Tom Kenny. Many English conversation text-
books place great emphasis on transactional in-
stead of interactional language. In his book, Nice
Talking With You, Tom Kenny hopes to redress the
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imbalance. Kenny began this presentation by giv-
ing examples of some simple lexical phrases which
can be used to open and close conversations, and
inviting the audience to use these phrases in two-
minute timed conversations with each other. We
were then shown videos of students engaging in
timed conversations and asked to identify any
strategies they used which seemed to create an ef-
fective conversation. The most effective conversa-
tions seemed to be those in which partners
developed good rapport by showing interest in
each other, asking for clarification, and dealing
with possible breakdowns by checking under-
standing and repeating or rephrasing. Kenny illus-
trated that these strategies were often achieved by
the lexical phrases such as “Yeah, me too,” or “Re-
ally? I didn’t know that,” which can be used over
and over again in a variety of conversations re-
gardless of topic.

After a brief discussion, Kenny demonstrated a
principled approach to the teaching of these
phrases. So that students are able to focus more
easily on the phrases themselves, topics are kept
simple and cover general areas such as sports, hob-
bies, school, and family. Students participate in
short timed conversations to help them develop
their fluency in using these phrases. The students
measure their progress by gradually lengthening
their conversations, watching videotapes of their
conversations, and keeping a journal.

Reported by Bob Jones

Omiya: September 1999—Grammar Consciousness-
Raising Tasks by Noel Houck. Although the adop-
tion of focus-on-form activities in the
communicative classroom is becoming more wide-
spread, there has not been much research into the
effects of such activities on learner English or what
kind of forms can be easily used for instruction. At
first the presenter drew heavily on recent advances
in the field and the work of Rod Ellis into rule for-
mulation, how consciousness-raising tasks work,
and his model of possible points of teacher inter-
vention into L2 acquisition. Houck then introduced
us to grammar consciousness-raising task creation
and organization. These meet both the need to ad-
dress recurring problems in learner production in
communicative classrooms and the need for tasks
focusing on a particular grammatical construction
in more formal exam-oriented classrooms.

We were given actual task sheets designed to re-
inforce a rule for the use of “for” and “since,” then
invited to discover possible areas of difficulty for
our learners. Afterwards, Houck took us through
the steps of task creation using the previous task as
a model. We were then ready to attempt to devise
a rule and task to focus the student’s attention on
the differences between “too” and “either.” It

quickly became apparent that Houck’s stricture to
keep the rule and activities simple and relevant to
a certain group of learners was much more diffi-
cult than expected. A considerable amount of ef-
fort is necessary on the teacher’s part to ensure
that the examples in the task reflect accurately the
rule being illustrated, so that the learners obtain
the maximum benefit. During the creation of the
rule and the task activities, Houck’s earlier discus-
sion of the background to grammar consciousness-
raising tasks became very real and pertinent to our
classroom situations.

Omiya: November 1999—Three-Minute Speeches
by Dennis Woolbright. When developing an oral
English curriculum at his college, Woolbright
wanted to ensure that every student had the op-
portunity to make a 3-minute speech in English
before graduation. The best speeches are then cho-
sen for the school festival speech contest in Octo-
ber. At the end of the presentation, we had the
opportunity to judge three of the best speeches for
ourselves using the peer evaluation sheets devel-
oped by Woolbright.

Having established that the members of the au-
dience were facing problems similar to those he
had encountered, Woolbright shared some of his
successful techniques with us. Perhaps the most
difficult part of any speech is the delivery.
Woolbright’s students practiced standing up and
walking to the podium to develop a good posture
and overcome the fear of embarrassment. Another
technique is for students to stand in a circle and
take turns establishing eye contact with other
members, a problematic area for Japanese learners.
He stressed the importance of “there is always
next week to try again,” so that a student is saved
the agony of delivering a whole speech from be-
ginning to end. One line is enough.

Finding a topic is a difficult area for some stu-
dents. Woolbright is a great believer in sending his
students to the library to conduct research. He en-
courages them to interview parents, friends, and
classmates to give them more interesting material
for their speeches. For some students, the most
difficult step is realizing that others want to listen
to their opinions.

Once an initial draft has been completed, the
presenter cuts the students’ speeches into sen-
tences and encourages them to rearrange the sen-
tences, so that the most important point comes
first. He stressed that to be effective, a speech
should always be cut down, never lengthened.
Having native English speakers record the com-
pleted speech provides the students with a model
for further practice, but Woolbright feels these re-
cording should be 100% more dramatic in order to
make the students’ delivery more interesting.

Both reported by Evelyn Naoumi
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Akita—A meeting is scheduled either on June 10 or
24 at MSU-A. Final and detailed information will
be provided later.
6月10日または24日に支部会合を予定しております。後日、詳

しい内容をご連絡します。

Chiba—An Introduction to Mystery Train—An Al-
ternative Text by Mike Hnatko. The presenter
shows the revolutionary way to discuss one of the
questions most frequently discussed in language
classes: comparative cultures of East-West. A few
short scenes of Jim Jarmusch’s “Mystery Train” (a
movie about different cultures) will be analyzed in
detail using techniques of both film criticism and
teaching languages. Sunday June 18, 11:00-13:00;
Chiba Community Center (Take JR monorail from
Chiba station to Chiba-shiyakushomae); one-day
members 500 yen.
映画「ミステリートレイン」を分析し、語学授業の中でもっと

もよく話題に上る文化の相違について画期的な方法で議論を進め

ます。

Fukuoka—Teaching Literature: A Guide for En-
glish Teachers by Hugh Nicholl. This presentation
explores the teaching of literature and cultural his-
tory (in English) in Japanese university classes,
with a focus on preparing students to write their
American Studies graduation theses in English.
The presenter discusses the role of literature texts
in preparation for advanced-level work. While pri-
marily appealing to university teachers, extensive
reading, the lexical approach, and writing instruc-
tion are addressed. Sunday June 18, 14:00-17:00;
Aso Foreign Language Travel College (map on
website); one-day members 1,000 yen.

Gifu—Writing. Sean Gaffney of Nagoya Women’s
University will demonstrate how we can use a va-
riety of activities to liven up a writing class. Sunday
June 25, 14:00-17:00; Dream Theater
(www.mirai.ne.jp/~dorigif/ana2.htm), Gifu City; one-
day members 1000 yen.

Gunma—Pair Discussions; Contextualizing Com-
munication by Barry Mateer, Nihon University’s
Buzan Jr/Sr High School. The presenter will dem-
onstrate student-initiated and student-monitored
Pair Discussion, an approach developed over his
17 years of teaching. Sunday June 25, 14:00-16:30;
Maebashi Kyoai Gakuen College (t: 027-266-7575);
one-day members 1000 yen, students 200 yen, new-
comers free.
学習者主導型のペアディスカッションを通して、学習者は互い

に相手の意図するところを理解しようとし、自ら考え、言葉を選

び、コミュニケーション能力を高めます。Barry Mateer氏が、自

身の1 7年間の指導経験を通して開発したペアディスカッションの

アプローチを紹介します。

Hamamatsu—English for Intercultural Communi-

cation by Yoshida Kensaku, Sophia University and
co-author of J-Talk (Oxford UP) and other titles.
Japanese need to learn communicative English to
communicate with people who cannot speak Japa-
nese—and these people invariably will come from
different cultural and social backgrounds. The
need to study English, therefore, entails the learn-
ing of strategies to communicate with people from
other cultural and social backgrounds. We will
look specifically at two models developed for the
teaching of English for Intercultural Communica-
tion. Sunday June 18th, 13:00-16:00; Create
Hamamatsu (5 minutes’ walk from Hamamatsu Sta-
tion); admittance free.
日本人が英語を勉強する理由は、他の日本人とコミュニケー

ションを図るためではなく、日本語が通じない人とコミュニケー

ションしなければならないからです。そして日本語が通じない人

と言うのは、日本人とは異なる文化的、社会的背景を持った人で

す。ここでは、このような異文化間のコミュニケーションを行う

ためのストラテジーとして、2つのモデルを提案します。

Hokkaido—JALT Hokkaido 17th Annual Language
Conference: Education for the Twenty-First Cen-
tury. The Conference will feature presentations by
individuals and publishers on the following topics:
Pedagogy research and how it can be applied in the
classroom; Syllabus and materials design; Classroom
management; CALL and other ways to use technol-
ogy for ESL learning; Cross-cultural communica-
tion; Successful techniques you have used for
improving listening and speaking skills. Conference
details including the program schedule, abstracts,
guest fees to be charged, map to the site, etc. will
appear on our home page at www.crosswinds.net/
~hyrejalthokkaido/JALTPage/. There will be a large
variety of educational materials on display, with the
publisher representatives present to answer ques-
tions. Food and beverages can be bought on the
premises on both days. Saturday and Sunday, June
10-11, 10:00-17:00 both days; Hokkaido International
School (1-55, 5-jo 19-chome, Hiragishi Toyohira-ku,
Sapporo).
JALT北海道支部は、6月10、11日の2日間にわたって、北海道

インターナショナル・スクールにおいて「2 1世紀の教育」と題し

て、恒例の支部大会を開催します。主として以下のような発表を

予定しています。

・教授法研究と授業への応用

・シラバスと教材設計

・授業運営

・ESL学習のためのCALLおよびテクノロジーのその他の利用法

・異(多)文化間コミュニケーション

・リスニングとスピーキング力向上のための効果的な指導法

プログラム、発表要旨、会場への道順、参加費などの詳細につ

いては上記のウェッブページをご覧ください。教材展も併せて開

かれ、出版各社が皆さんの質問に答えます。昼食の用意もありま

す。

Ibaraki—Beyond Groupwork by Jane Nakagawa,
University of Tsukuba. Pairwork and groupwork
are common in EFL—but are they cooperative
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learning? Learn to recognize the difference, and
discover the difference bona fide cooperative
learning can make in your courses. Classroom ac-
tivities will be demonstrated. Sunday June 11,
13:30-17:00; Mito Shimin Kaikan; one-day members
500 yen.

Nara—Japan and Its Culture in the ESL/EFL Class-
room by Charles Rogers with Nara Chapter Col-
laboration. Charles Rogers will discuss his own
teaching method along with his book titled Cow-
boy Basic English Conversation. The focus of his pre-
sentation will be on how to get practical and
measurable results from every lesson. He will in-
troduce a system for English conversation that is
teacher friendly, easy to learn (for students of all
ages) and easy to follow. The second part of the
program will be a Nara Chapter collaboration (My
Share) with some members sharing language
teaching methods they use in their classrooms. Fo-
cus of ideas will be for Jr. and Sr. high school level.
Saturday June 10, 14:00-17:00; Tezukayama College
(Gakuenmae Station); free to all.

Kanazawa—Making Interactive Study Material
with Hot Potatoes by Peter Ruthven-Stuart,
Hokuriku University. The presenter will demon-
strate how teachers without web authoring knowl-
edge can create study material (including cloze
tests and multiple choice activities) incorporating
sounds and movies using Hot Potatoes, a free
authoring tool. The material can be saved to a disk
or server, and students can access the material on
any computer with an Internet browser. Details
can be found at: http://www.nsknet.or.jp/~peterr-
s/. Sunday June 18, 14:00-16:00; Shakai Kyoiku Cen-
ter, 3-2-15 Honda-machi.

Kitakyushu—Don’t Ask “Can Japanese Students
Debate?” Ask “How?” by Dominic Marini,
Fukuoka International University. Should lan-
guage teachers bother teaching debating? If you
do decide to teach debating, what resources can
you access? Regardless of your approach, what are
possible roles of the teacher, students, and local
knowledge? Learn from the presenter’s own mis-
takes! The presentation will feature narrative,
workshopping, and questions which any teacher
can ask themselves, regardless of their students’
level. Saturday June 10, 19:00-21:00; Kitakyushu In-
ternational Conference Center, room 31; one-day
members 500 yen.

Kobe—Songs in Language Teaching by Kim Kanel,
Kinki University. The use of music and songs in
the classroom stimulate interest and motivation
and help to create a relaxed mood, while lyrics
provide authentic text that promotes active listen-
ing and discussion. This presentation will describe
how specific language skills can be taught through
songs and give suggestions for song selection, ma-
terial preparation and classroom procedures, to-

gether with a sample lesson plan. Sunday June 18,
13:30-16:30; Kobe YMCA 4F LETS.

Matsuyama—Storytelling and Teaching Writing by
Curtis Kelly, Heian Jogakuin University. Stories are
magic. If you have ever told them in the class-
room, then you know their power. Let us explore
the power of stories together: why they appeal to
us and how you can use them to personalize your
class. If you teach composition, then you probably
have many questions about the pedagogical use of
stories. The presenter will answer these questions
by providing some little-known theories and
methods for teaching writing, explaining writing
as a process of self-discovery. Sunday June 11,
14:00-16:30; Shinonome High School Kinenkan; one-
day members 1000 yen.

Miyazaki—Motivating Japanese Children to be
Active Learners by David Paul, David English
House and author of Finding Out (Macmillan/
Heinemann) and other titles. In this presentation,
the presenter will suggest how we can train Japa-
nese students to become active learners by nur-
turing and strengthening children’s natural
curiosity and presenting structures through stu-
dent-initiated activities. The presentation will be
full of ideas for games and songs which work with
Japanese children and include an introduction to
learning reading and writing through a simplified
approach to phonics. Sunday June 18, 14:00-16:00;
Miyazaki Girl’s High School; admission free.

Nagasaki—Culture and Education in Japan by
Ushijima Youichirou. In this intercultural discus-
sion and workshop by the director of Chikyukan
International Center in Nagasaki, we will be ex-
amining the purposes and goals of teaching or
learning English in Japan. What are our own ex-
trinsic or intrinsic motivations for being here?
While this workshop may not have all the an-
swers, we hope to propose some provocative
questions for all participants—primary, second-
ary, college or simply interested—to think about
and exchange views about. Sunday June 25, 13:30-
16:30; Nagasaki Shimin Kaikan; one-day members
and students 1000 yen.

Niigata—English as Communication by Yoshida
Kensaku, Sophia University. People have been
talking about teaching English for the purpose of
communication now for quite awhile. However,
teaching English for the purpose of communica-
tion somehow misses the real meaning of Com-
municative Language Teaching. The presenter
will try to show that the real meaning of CLT is
in conducting the class itself as a communicative
process and in getting the students to learn to use
the language in the process. Sunday June 11,
10:30-12:30; Sanjo High School; one-day members
1,000 yen, students 500 yen.

Okinawa—Conversational Management Strategies
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by Janet Higgins and Simon Capper. Stringing a
few sentences together does not make a conversa-
tion. A smooth successful satisfying conversation
is orchestrated by the use of strategies which na-
tive speakers use unconsciously. By using their L1
strategies in the L2 they run the risk of being
judged negatively. In this workshop the presenters
will identify both verbal and non-verbal strategies
and will demonstrate awareness raising and prac-
tice activities that are useful and fun. Sunday June
25, 14:00-16:00; Okinawa Christian Junior College;
one-day members 500 yen.
Janet Higgins氏と Simon Capper氏が英語学習者に必要なジェ

スチャー、表情など非言語的な側面を効果的に教える方法を紹介

します。

Omiya—The STEP Interview Tests by Laura
MacGregor, Sophia University and author of Path-
finder. This workshop will begin with a report of
the results of questionnaires and interviews con-
ducted among a group of examiners and examin-
ees who participated in the STEP interview tests
in July 1998. It will explore test preparation, test
contents, and test evaluation. Next, feedback
from examiners and examinees and a set of rec-
ommendations to STEP will be presented. Finally,
information will be shared on how teachers can
help prepare their students for success on the
STEP interview tests. Sunday June 18, 14:00-17:00;
Omiya Jack, 6th floor (near Omiya station, west exit);
one-day members 1000 yen.
1964年に始まった英検（STEP)のテスト内容を受験者、試験官

の経験を基に検討し、口頭試験の対策を探ります。

Tokushima—A Dramaworks Presentation on Star
Taxi by Theo Steckler and Marc Sheffner. Star Taxi
is a workshop which gives participants a new way
to use drama in the classroom, but requires no
previous drama experience. It is great for all levels
of instruction. Participants at other JALT venues
have given rave revues! Sunday June 25, 13:00-
15:30, Tokushima Chuo-kouminkan, one-day mem-
bers 1000 yen.

Toyohashi—Teaching How to Learn: Understand-
ing Students’ Learning Problems and Finding So-
lutions in Learning Strategies by Gregory W. G.
O’Dowd, Tokai University. This presentation seeks
to investigate how students who seem to be strug-
gling in class can be helped by teachers to manage
their studies more appropriately and hopefully
make better progress as a result. To facilitate an
understanding of the issues involved, basic mat-
ters concerning the theory of learning, learning
styles and learning strategies will be briefly out-
lined. Sunday June 18, 13:30-16:00; Aichi University,
Building No. 5; one-day members 1000 yen.

West Tokyo—Teaching Learning Strategies in Ja-
pan - CALLA Style by Jill Robbins, Kwansei
Gakuin University. Featured Speaker at JALT2000
and co-author of The Learning Strategies Handbook

by Longman. Joint meeting with Yokohama
Chapter, sponsored by Pearson Japan. This work-
shop focuses on teaching listening and speaking
strategies in Japanese classrooms, using a method
based on the Cognitive Academic Language
Learning Approach (CALLA), which promotes
metacognitive control by learners. Participants
experience a think-aloud activity to gain a deeper
understanding of learning strategies, then create a
lesson plan adapting the CALLA method to their
students’ levels and needs. Sunday July 2, 13:00-
16:00; LIOJ (Asia Center Odawara, 0465-22-6131),
a 5-min. taxi ride from West Exit to “Asia Center”
from Odawara Station, JR Tokaido or Odakyu Lines.
Van transport from station at 12:45. Free to all.
JALT2000特別講演講師を務めた関西学院大学のジル・ロビン

ス氏による学習ストラテジーのワークショップを横浜支部と共催

で開催します。7月2日(日)午後１時から４時まで小田原アジアセ

ンター(LIOJ)にて。入場無料。12時45分に小田原駅より無料送迎

バスあり。

Yamagata—In and Around Liverpool, England, in
Terms of English by Anthony Cunningham,
Yamagata Prefectural Board of Education. The pre-
senter will speak on every possible aspect of
Liverpool, England, ranging from its history, cul-
ture, music, education to English, hopefully focus-
ing on the possibility of the Japanese variety of
communicative English. Sunday June 25, 13:30-
16:00; Yamagata Kajo Kominkan (t: 0236-43-2687);
one-day members 500-800 yen.

Yokohama—Incorporating Gender Perspectives in
Language Learning by Kumiko Fujimura-
Fanselow. Participants will explore a variety of
ways to use easily accessible material, including
student experience, newspaper articles, and car-
toons, in different ways to promote group explora-
tion and discussion of issues related to gender.
Sunday June 11, 14:00-16:30; Gino Bunka Kaikan, in
Kannai; one-day members 1000 yen. Please see the
West Tokyo Chapter announcement above for details
of the joint event to be held on Sunday July 2.

Chapter Contacts

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

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

Chiba—Yukiko Watanabe;
joebella@pk.highway.ne.jp

Fukui—Watanabe Takako; t/f: 0776-34-8334;
watanabe@ma.interbroad.or.jp

Fukuoka—J. Lake; j@bamboo.ne.jp; website http://
www.kyushu.com/jalt/events.html

Gifu (Affiliate Chapter)—Paul Doyon; t: 058-329-
1328, f: 058-326-2607; doyon@alice.asahi-u.ac.jp



June 2000 51

Chapter Meetings

Gunma—Wayne Pennington; t/f: 027-283-8984;
jk1w-pgtn@asahi-net.or.jp; website http://
202.236.153.60/JALT/

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

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

Hiroshima—Joy Jarman-Walsh; t: 082-878-9931;
jjarman@pent.yasuda-u.ac.jp; website http://
litcal.yasuda-u.ac.jp/student/jalthiroshima.html

Hokkaido—Dave Hyre; t: 011-387-7344;
davdhyre@gol.com; website http://
www2.crosswinds.net/~hyrejalthokkaido/
JALTPage/

Ibaraki—Martin Pauly; t: 0298-58-9523; f: 0298-58-
9529; pauly@k.tsukuba-tech.ac.jp; website http://
www.kasei.ac.jp/JALT/Ibaraki.html

Kagawa—David Juteau; t:0883-53-8844; david-
juteau@mailcity.com

Kagoshima—Nick Walters; t: 099-273-5896; 099-
273-5896; t: 099-285-7447;
remori@po2.synapse.ne.jp; website http://
www.kyushu.com/jalt/kagoshima.html

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

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

Kobe—Brent Jones; t/f: 0797-31-2068;
bjones@gol.com

Kumamoto—Andrew Shaffer; t: 096-339-1952;
andmirs@try-net.or.jp; website http://
www.kyushu.com/jalt/kumamoto.html

Matsuyama—Robert Oettel; t: 089-941-4136; f: 089-
931-4973; oettel@shinonome.ac.jp

Miyazaki—Sylvan Payne; t: 0985-85-5931; f: 0985-
84-3396; spayne@miyazaki-mic.ac.jp; website
http://www.miyazaki-mic.ac.jp/faculty/klane/
html_JALT/mzkj/mzkjpub.html

Nagasaki—Tim Allan; t/f: 095-824-6580;
allan@kwassui.ac.jp; Shiina Katsunobu; t/f: 095-
861-5356; nob-shiina@pop16.odn.ne.jp; website
http://www.kyushu.com/jalt/nagasaki.html

Nagoya—Claire Gelder; t: 052 781 0165; f: 052-781
4334; claire_gelder@yahoo.com

Nara—Larry Chin; t: 0745-73-5377; f: 0745-73-2453;
lschin@gol.com

Niigata—Robin Nagano; t/f: 0258-47-9810;
robin@vos.nagaokaut.ac.jp

Okayama—Peter Burden; t/f: 086 293 3545; burden-
p@osu.ac.jp

Okinawa—John Dickson; t/f: 098-893-7557;
dickson@southernx.ne.jp

Omiya—Okada Chikahiko; t/f: 047-377-4695;
chikarie@orange.plala.or.jp; Mary Grove; t: 048-
644-5400; grove@tuj.ac.jp; website http://
www2.gol.com/users/ljc/jan.html

Osaka—Nakamura Kimiko; t/f: 06-376-3741;
kimiko@sun-inet.or.jp; website http://www.sun-
inet.or.jp/~kimiko/josaka.html

Sendai—John Wiltshier; t: 0225-88-3832;
BXU01356@niftyserve.or.jp; website http://
plaza3.mbn.or.jp/~bauman/jaltsendai.html

Shizuoka—Amy Hawley; t/f: 054-248-5090;
shortone@gol.com; website http://
www.geocities.com/Athens/Aegean/1952/

Shinshu—Mary Aruga; t: 0266-27-3894;
mmaruga@aol.com

Tochigi—Jim Chambers; t/f: 028-627-1858;
JiMiCham@aol.com

Tokushima—Meg Ishida; ys-meg@mse.biglobe.ne.jp
Tokyo—Beth Kerrison; jalt_tokyo@hotmail.com;

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

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

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

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

yuki@ed.yama.sut.ac.jp
Yokohama—Ron Thornton; t/f: 0467-31-2797;

thornton@fin.ne.jp
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Conference Calendar
edited by lynne roecklein

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

Upcoming Conferences

June 24-25, 2000—GALE Symposium—Triads:
Constructing Gender in Language Education. The
Gender Awareness in Language Education (GALE)
SIG will hold a two-day symposium and retreat in
Hiroshima. It is an opportunity for language pro-
fessionals to share their insights, research and in-
spiration, as well as to network in a relaxing
atmosphere. The symposium aims to articulate for
language teachers the influence of gender. Studies
will be presented on such topics as the construc-
tion of gender in EFL classrooms, the inclusion
(and exclusion) of alternative sexual orientations
in EFL curriculum, and the contribution theories
of the feminine and masculine can make to con-
tent courses and EFL pedagogy. For more informa-
tion, including presentation abstracts and online
registration forms, see the GALE website at http://
www2.gol.com/users/ath/gale/ or contact Cheryl

Martens; Hiroshima Kokusai Gakuin University,
517-1 Kamiseno-cho, Hiroshima-shi 739-0323, f:
082-820-3795; cmartens@z.hkg.ac.jp

July 22-29, 2000—Education for a Culture of
Peace: A Human Security Perspective, an inten-
sive residential program in peace education, held
this year at Mahindra United World College near
Pune, India, is the theme of the International In-
stitute on Peace Education 2000, an annual event
under the auspices of the Peace Education Pro-
gram of Teachers College, Columbia University. In
plenary panels, practical workshops, small group
seminars, and reflection groups, institute partici-
pants from all over the world will focus on teach-
ing and learning how to overcome various forms
of violence, which comprise the culture of war
and undermine human security, notable among
them being destruction of the environment, viola-
tion of human rights, and poverty, racism, and
sexism. It will bring to these explorations new per-
spectives brought by insights concerning gender,
indigenous peoples, civil society, and various
peoples’ movements for peace and justice. Special
emphasis will be placed on the contributions of
the women’s, human rights, and environmental
movements, and how they have been converging
in such initiatives as the Hague Appeal for Peace
Conference and the Hague Agenda for Peace. For
fees, registration information and forms please

8

Conference Calendar
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email Eriko Amanuma at erikoam@gol.com or
Armene Modi at ankindia@vsnl.com

July 28-August 1, 2000—FLEAT IV, the Fourth In-
ternational Conference on Foreign Language Edu-
cation and Technology will be held in Kobe from
July 29 to August 1, with pre-conference work-
shops on July 28. The conference is sponsored by
the Japan Association for Language Education and
Technology (former LLA), the International Asso-
ciation for Language Learning Technology (North
America), and the Korea Association of Multime-
dia Language Learning. Participants come from
eleven countries. The schedule includes over 160
presentations (mostly in English), symposia, work-
shops, and other events. About twenty educa-
tional technology companies will display their
latest products. See the conference webpage for de-
tails and online registration: http://
www.hll.kutc.kansai-u.ac.jp:8000/fleat4.html

August 30-September 2, 2000—EUROCALL
2000—Innovative Language Learning in the
Third Millennium: Networks for Lifelong Learn-
ing, Interdisciplinarity and Intelligent Feedback
will be held at the University of Abertay in
Dundee, Scotland. The keynote speakers are
Stephen Heppell, Dr Raymond Kurzweil, Wendy E.
Mackay, and Carol Chapelle. See the extensive
conference website at http://dbs.tay.ac.uk/
eurocall2000/ for their areas of expertise and ku-
dos as well as further information about the pre-
conference seminars and workshops, parallel
sessions, demonstrations, posters, and exhibition
fair. For more about the conference including the
organisation of pre-conference events, please con-
tact the Organiser at the earliest opportunity,
Philippe Delcloque; p.delcloque@tay.ac.uk

September 15-16, 2000—The Second Symposium
on Second Language Writing, to be held at
Purdue University, West Lafayette, Indiana, USA,
will explore issues in second language writing
theory, research, and instruction in various con-
texts, including K-12, basic writing, first-year
composition, professional writing, writing cen-
ters, computer classrooms, foreign language in-
struction and English for academic purposes.
Keynote speakers will include George Braine (Chi-
nese University of Hong Kong), Linda Harklau
(University of Georgia), Ryuko Kubota (University
of North Carolina at Chapel Hill), and John M.
Swales (University of Michigan, Ann Arbor). Reg-
istration is limited to the first 120 registrants.
Start now. For more information, visit the website
at http://icdweb.cc.purdue.edu/~silvat/sympo-
sium/2000/ or contact Paul Kei Matsuda Depart-
ment of English,1356 Heavilon Hall, Purdue
University,West Lafayette, IN 47907-1356 USA; t:
765-494-3769; pmatsuda@purdue.edu

September 30-October 1, 2000—Korea TESOL

(KOTESOL) International Conference: Casting
the Net: Diversity in Language and Learning, at
Kyoungbook National University, Taegu, South
Korea. In addition to the usual papers, demonstra-
tions, etc., there will be keynote speeches by Dick
Allwright, L. Van Lier and Andy Curtis. More in-
formation and online registration are available at
www.kotesol.org/conference/. Human contact
available from Andrew Finch, Conference Chair,
at kconference@hotmail.com or
ddlc@duck.snut.ac.kr; t: 82-(0)2-979-0942; or from
Jane Hoelker, KOTESOL International Affairs Liai-
son; Seoul National University, Hoam #104 East,
239-1 Pongchon 7 dong, Kwanak-gu, Seoul 151-
057, South Korea; f: 82-2-871-4056;
hoelkerj@hotmail.com

Reminders—calls for papers

July 1, 2000 (for January 23-26, 2001)—Seventh
International Symposium on Social Communi-
cation, to be held in Santiago de Cuba, Cuba, by
the Center of Applied Linguistics of the Santiago
de Cuba’s branch of the Ministry of Science,
Technology and the Environment. See http://
parlevink.cs.utwente.nl/Cuba/english.html for
complete topic listings and online registration.
Send inquiries and materials to Dr. Eloina
Miyares Bermudez, Secretaria Ejecutiva, Comite
Organizador, VII Simposio Internacional de
Comunicacion, Social Centro de Linguistica
Aplicada, Apartado Postal 4067, Vista Alegre,
Santiago de Cuba 4, Cuba 90400; t: 53-226-42760
or 53-226-41081; f: 53-22-6 41579;
leonel@lingapli.ciges.inf.cu.

Reminders—conferences

June 15-18, 2000—People, Languages and Cultures
in the Third Millennium, the third international
FEELTA (Far Eastern Language Teachers Associa-
tion) conference, at Far Eastern State University,
Vladivostok, Russia. Contact Stephen Ryan at
RX1S-RYAN@asahi-net.or.jp or f: 0726-24-2793.

June 9-12, 2000—JALTCALL 2000: Directions and
Debates at the New Millennium, the annual na-
tional conference of the Computer-Assisted Lan-
guage Learning (CALL) SIG, to be held at Tokyo
University of Technology. See http://jaltcall.org/
conferences/call2000/ for more details in both En-
glish and Japanese, or contact Ali Campbell;
School of Media Science, Tokyo University of
Technology, 1404 Katakura, Hachioji, Tokyo 192-
8580; t: 0426-37-2594; f: 0456-37-2594;
campbell@media.teu.ac.jp

June 19-23, 2000—Quality Language Teaching
through Innovation & Reflection, an international

Conference Calendar
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Job Information Center/
Positions

edited by bettina begole & natsue duggan

To list a position in The Language Teacher, please fax or email
Bettina Begole, Job Information Center, at tlt_jic@jalt.org or call
0857-87-0858. Please email rather than fax, if possible. The
notice should be received before the 15th of the month, two months
before publication, and contain the following information: city
and prefecture, name of institution, title of position, whether full-
or part-time, qualifications, duties, salary and benefits, applica-
tion materials, deadline, and contact information. A special form
is not necessary.

Osaka-fu—SIO Japan is seeking part- and full-time
English instructors to work in central and north-
ern Osaka. Qualifications: Some Japanese ability
and computer skills; a degree is valuable but not
mandatory. Salary & Benefits: Stock options in-
cluded. Contact: Robert Pretty; SIO Japan; t: 0120-
528310; siojapan@poporo.ne.jp

Taiwan—The Department of Applied Foreign Lan-
guages at Yung Ta Institute of Technology is seek-
ing a full-time faculty member to begin August 1,
2000. The Institute is located in the southern part
of Taiwan, 45 km southeast of Kaohsiung. Qualifi-
cations: Native-speaker competency with MA or
PhD. Duties: An instructor (with an MA) teaches
12 hours per week plus other committee work; an
assistant professor (with PhD) teaches 11 hours per
week plus other committee work. Salary & Ben-
efits: Salary based on rank; an instructor earns
about NT$52,100 per month; an assistant profes-
sor earns about NT$64,700 per month; annual bo-
nus of one and one half months of base salary
based on months of service. There are also sum-
mer and winter breaks with pay, totaling about

conference organised by the Language Centre,
Hong Kong University of Science and Technology,
and the Department of Foreign Languages,
Tsinghua University, Beijing. See the website at
http://lc.ust.hk/~centre/LT2000.html or contact
Elza Tsang, Conference Convenor; Language Cen-
tre, The Hong Kong University of Science & Tech-
nology, Clear Water Bay, Kowloon, Hong Kong
SAR; t: 852-2358-7850; f: 852-2335-0249;
lclt2000@ust.hk

June 21-22, 2000—The 4th International Com-
puter Assisted Assessment (CAA) Conference, at
Loughborough University, Loughsborough, UK.
Complete conference schedule and more at http://
www.lboro.ac.uk/service/fli/flicaa/conf2000/
index.html. For further information, contact Su-
san Clowes, Executive Officer; Flexible Learning,
Loughborough University, Loughsborough,
Leicestershire LE11 3TU, UK; t: 44-0-1509-222-893;
f: 44-0-1509-223-927; s.e.c.clowes@lboro.ac.uk or,
for registration information, Hilary Cooper at t:
44-0-1509-223736; H.Cooper@lboro.ac.uk

July 9-14, 2000—7th International Pragmatics
Conference (IPrA): Cognition In Language Use, in
Budapest, Hungary, with special attention to the
role of perception and representation, memory
and planning, and metalinguistic awareness. See
http://ipra-www.uia.ac.be/ipra/ for details or con-
tact the IPrA Secretariat at P.O. Box 33 (Antwerp
11), B-2018 Antwerp, Belgium; t/f: 32-3-230 55 74;
ipra@uia.ua.ac.be

November 2-5, 2000—JALT 2000: Towards the
New Millennium—The 26th Annual Interna-
tional Conference on Language Teaching and
Learning & Educational Materials Expo. Our very
own conference, held this year at the Granship
Shizuoka Conference and Arts Centre in Shizuoka,
Japan. See the conference website at http://
www.jalt.org/JALT2000/ for unfolding details.

TLT/Job Information Center Policy on Discrimination
We oppose discriminatory language, policies, and employment practices, in accordance with Japanese law, in-
ternational law, and human good sense. Announcements in the JIC/Positions column should not contain exclu-
sions or requirements concerning gender, age, race, religion, or country of origin (“native speaker competency,”
rather than “British” or “American”), unless there are legal requirements or other compelling reasons for such
discrimination, in which case those reasons should be clearly explained in the job announcement. The editors
reserve the right to edit ads for clarity and to return ads for rewriting if they do not comply with this policy.

We encourage employers in all areas of language education to use this free service in order to reach the widest
group of qualified, caring professionals. Nonpublic personnel searches and/or discriminatory limitations reduce the
number of qualified applicants, and are thus counterproductive to locating the best qualified person for a position.

差別に関するThe Language Teacher Job Information Center の方針

私たちは、日本国の法規、国際法、一般的良識に従い、差別用語と雇用差別に反対します。JIC/Positions コラムの求人広告は、原則とし

て、性別、年令、人種、宗教、出身国による条件は掲載しません。（例えば、イギリス人、アメリカ人というよりは、ネイティブ並の語学

力という表現をお使いください。) これらの条件が法的に要求されているなど、やむをえない理由のある場合は、下記の用紙の「その他の条

件」の欄に、その理由とともにお書きください。編集者は、この方針にそぐわない求人広告を編集したり、書き直しをお願いしたりする権

利を留保します。

Conference Calendar/JIC
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Bulletin Board
edited by brian cullen

Contributors to the Bulletin Board are requested by the column
editor to submit announcements written in a paragraph format
and not in abbreviated or outline form. Submissions should be
made by the 20th of the month. To repeat an announcement,
please contact the editor.
 Bulletin Boardに記事の掲載を希望される方は、箇条書きやアウトラインの

形ではなく、文章形式で毎月2 0 日までに記事をお寄せください。また、記

事の再掲載をご希望の方は編集者にご連絡ください

Project Work in the University Classroom: The
CUE SIG of JALT requests tried and tested projects
for the university classroom from teachers who
wish to share successful materials with fellow pro-
fessionals. An initial 250-500 description of your
project should be sent to Eamon McCafferty
(eamon@gol.com) by June 15, 2000. Final project
submissions are due by January 25, 2001. As a gen-
eral guideline, projects should take from six to
twelve 90-minute classes to complete. This period
will, of course, include the whole cycle: introduc-
ing general topics/themes, topic-related input, the
project process stage, project presentation stage,
and reflection/assessment/evaluation stage. For
those wishing to get a greater understanding of
project work from both a theoretical and practical
perspective, we recommend Michael Legutke and
Howard Thomas’ Process and Experience in the Lan-
guage Classroom (Longman, 1991).
大学外国語教育SIGは、効果的なマテリアルを共有したいという

方からの大学授業におけるプロジェクトをお待ちしております。

2000年6月15日までに250-500語のプロジェクトの紹介をEamon

McCafferty (eamon@gol.com) までお送りください。最終的なプ

ロジェクトの提出は2001年１月25日です。プロジェクトは90分

のクラス６～1 2回で全ての過程が終了するものを基本とします。

詳細及び参考文献は英文をご参照ください。

Call for Participation: GALE Symposium and Re-
treat 2000—The Gender Awareness in Language
Education symposium and retreat symposium,
“Triads: The Construction of Gender in Language
Education,” is being held in Hiroshima City on
June 24 and June 25 and aims to articulate the in-
fluence of gender for language teachers. It is an
opportunity for language professionals to meet
and share their insights, research and inspiration,
followed by an opportunity to network in a relax-
ing atmosphere. Workshops and presentations will
look into the construction of gender in EFL class-
rooms, and the inclusion (and exclusion) of alter-
native sexual orientations in EFL curriculum.
Accommodation on site is available and the retreat
will end with a BBQ at Miyajima Island. For regis-
tration forms and a program guide, please contact
the Co-Program Chairs: Cheryl Martens; t: 082-
820-3767; f: 082-820-3795; cmartens@z.hkg.ac.jp
or Simon Cole; t: 0942-434411, ext. 664; f: 0942-

three and a half months. Application Materials:
Resume, copy of transcript, copy of diploma, and
two references. Deadline: Ongoing. Contact: Pro-
fessor Carrie Chen, Chairperson; Department of
Applied Foreign Languages, Yung Ta Institute of
Technology, 316 Chung-Shan Road, Lin-Lo, Ping-
Tung, ROC; t: 886-07-392-0560; f: 886-08-722-
9603; pcchen@mail.nsysu.edu.tw

Yamanashi-ken—Elite English School in Kofu is
seeking full- and part-time English teachers to
teach evening classes. Qualifications: Possession
of, or eligibility for, instructor visa. Duties: Teach
Monday through Friday evenings, all levels, all
ages. Full-time entails 26-30 hours/week; part-
time, 10 hours/week. Salary & Benefits: Full-time
salary begins at 230,000 yen/month, with visa
sponsorship available. Part-time salary is 90,000
yen/month. Application Materials: Resume.
Contact: N. Hirahara; Elite English School, 1-16-4
Midorigaoka, Kofu, Yamanashi-ken 400-0008; t/f:
055-251-3133; t: 055-253-7100.

Web Corner

You can receive the updated JIC job listings on the 20th of each
month by email at tlt_jic@jalt.org

Here are a variety of sites with information relevant to teach-
ing in Japan:

EFL, ESL and Other Teaching Jobs in Japan at
www.jobsinjapan.com/want-ads.htm

Information for those seeking university positions
(not a job list) at www.voicenet.co.jp/~davald/
univquestions.html

ELT News at www.eltnews.com/jobsinjapan.shtml
JALT Online homepage at www.jalt.org
Jobs and Career Enhancement links at www.jalt.org/

jalt_e/main/careers.html
Teaching English in Japan: A Guide to Getting a Job

at www.wizweb.com/~susan/mainpage.html
ESL Cafè’s Job Center at www.pacificnet.net/

~sperling/jobcenter.html
Ohayo Sensei at www.wco.com/~ohayo/
NACSIS (National Center for Science Information

Systems’ Japanese site) career information at
nacwww.nacsis.ac.jp/

The Digital Education Information Network Job
Centre at www.go-ed.com/jobs/iatefl

EFL in Asia at www.geocities.com/Tokyo/Flats/7947/
eflasia.htm

Jobs in Japan at www.englishresource.com
Job information at www.ESLworldwide.com

Did you know
JALT offers research grants?

For details,
contact the JALT Central Office.

JIC/Bulletin Board
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434797; saimon@cec.mii.kurume-u.ac.jp
「Triads: The Construction of Gender in Language Education」

が６月24 - 2 5日広島市で開催されます。語学教師が自分自身の内

観、調査、インスピレーションを分かち合い、その後の心地よい

環境のネットワークを知る良い機会です。E F L の授業における

ジェンダーを構成するものという視点からのワークショップと発

表が行われます。詳細及び連絡先は、英文をご参照ください。

Call for Participation: JALTCALL2000 Confer-
ence—The annual national conference of the
Computer-Assisted Language Learning (CALL) SIG,
JALTCALL2000: “Directions and Debates at the
New Millennium,” will be held at Tokyo Univer-
sity of Technology from June 9 to June 12, 2000.
All members and non-members are welcome. All
levels of computer skill are catered for. Both En-
glish and Japanese sessions are planned. The main
event is from June 10 (Sat) to June 11 (Sun) with
extra activities planned for June 9 (Fri) and June
12 (Mon). Hands-on sessions, practical tips, theo-
retical debate, excellent networking, and CALL
materials will be on show—all at a beautiful cam-
pus and Japan’s most state-of-the-art facility. For
more details in both English and Japanese, see
website: http://jaltcall.org/conferences/call2000/
コンピュータ利用語学学習SIGの年次大会JALTCALL2000: ﾒDi-

rections and Debates at the New Millenniumﾓが2000年６月9-

1 2日東京工業大学にて開催されます。会員、非会員を問わず参加

を歓迎いたします。全てのレベルのコンピュータスキルが提供さ

れ、英語と日本語によるセッションが計画されています。大会の

中心は6月９-10日で、9日と12日にはエクストラの活動が予定さ

れています。詳細は英文をご参照ください。

Call for Papers and New Members: JALA—The Ja-
pan Anthropological Linguistic Association (JALA),
formed last year, invites new members and an-
nounces a call for papers to its first journal publi-
cation (to be published in May of 2001). JALA is a
professional association for the study of the inter-
relationship of people, language and culture. JALA
welcomes as members any person interested in
discussing these topics from an anthropological
point of view. For more details, see JALA’s website
at http://www.fsci.fuk.kindai.ac.jp/~iaoi/jala.html
(Japanese) or http://kyushu.com/jala (English).
昨年設立されたJALA—The Japan Anthropological Linguistic

Association (JALA)では、新規会員を募集し、また2001年5月に

発行予定の最初のジャーナルへの投稿を募集しております。

JALAは、人、言語、文化の内在的関係の研究を行う専門家の組

織です。詳細は英文及び日本語のW e b s i t e < h t t p : / /

www.fsci.fuk.kindai.ac.jp/̃iaoi/jala.html>をご参照ください。

Call for Submissions: Essay Collection—What is it
like for native speakers to profess English in Ja-
pan? A proposed collection of essays aims to
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COMING SOON!

Teacher Belief, Teacher Action:
Connecting Research and the Classroom

The Proceedings of the 1999 JALT International Conference on Language
Teaching/Learning on CD-ROM.

Wanted to attend the 1999 JALT International Conference on Language Teaching and Learning?
Couldn’t make it for some reason? Here’s your chance to find out what happened—the JALT99
Proceedings on CD-ROM. Keyword searchable, and fully indexed. Features over 60 articles focused
on the practical and professional needs of teachers, written by teachers. Available only on CD-ROM!
Compatible with Windows or Macintosh OS; requires Adobe Acrobat Reader 3.01 or later.

Priced at only ¥3,000; advance orders are now being accepted. To order in Japan, simply fill out the
postal transfer form (yuubin furikae) at the back of any issue of The Language Teacher; write your order
in the “Other” line, and deposit the correct amount at your nearest post office. Purchasers outside
Japan can use VISA or MASTERCARD. Orders from outside Japan require an additional ¥500
shipping and handling fee.

For more information, please contact JALT at:

JALT Central Office, Urban Edge Bldg 5f, 1-37-9 Taito, Taito-ku, Tokyo 110-1106
Tel: 03-3837-1630; Fax: 03-3837-1630; jalt@gol.com
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gather a wide number of individual examples
across many different organizational and institu-
tional sites. Some issues that might be addressed
include reasons for teaching in Japan and their re-
lationship to teaching, the assumptions held prior
to arrival and the approaches to the realities subse-
quently encountered, and the nature of English in
Japan. Contributions should be 20 to 30 pages,
double-spaced, clear, and follow the conventions
of the personal essay. The purpose of the collec-
tion will not be practical, but instead personal, as
well as theoretical. For more information, contact:
Eva Bueno; evapbueno@yahoo.com or Terry Cae-
sar; caesar@mwu.mukogawa-u.ac.jp; English De-
partment, Mukogawa Women’s University, 6-46
Ikebiraki-cho, Nishinomiya 663-8558.
母語話者にとって日本で英語を教えることとはどのようなこと

か？数多くの異なった組織や教室からの個々の事例を広く集める

ことを目的として、評論を募集しています。詳細は英文をご参照

ください。

Call for Participation: Nanzan University’s 15th
Language Teaching Mini-Conference—The mini-
conference will be held on June 28, 6-9 p.m. Rob-
ert Croker will present on “Student-Centered
Teaching in Japanese and Thai High Schools” fol-
lowed by parallel sessions presented by graduate
students on applying new methods using a mul-
tiple intelligences framework to language class-
rooms. For more information contact Tim
Murphey; t: 052-832-3111; mits@ic.nanzan-u.ac.jp
6月28日6-9時にMini-Conferenceが開催されます。Robert

C r okeは「日本とタイの高校における学習者中心の語学教育」に

ついて講演を行い、引き続き語学教育におけるインテリジェン

ス・フレームワークを用いた新しい方法論の応用について大学院

生によるセッションが開かれます。詳しくは英文をご参照くださ

い。

NLP Weekend Training—Richard Bolstad and
Margot Hamblett from New Zealand will lead an
NLP weekend training session on “Keys to Success,
Personal Development” at Nanzan University on
Aug 5-6, and at SIT Tokyo Junior College on Aug
12-13. For Nagoya registration and information
contact Momoko Adachi; t: 052-833-7968 or
koms@sannet.ne.jp. For Tokyo, contact Sean
Conley; sean.conley@sit.edu
ニュージーランドからのRichard Bolstad と Margot Hamblett

によるﾒKeys to Success, Personal DevelopmentﾓというNLP

ウィークエンド・トレイニング・セッションが8月5-6日に南山大

学で、8月12-13日にSIT Tokyo Junior Collegeで行われます。申

込先、詳細は英文をご参照ください。

The Language Teacher Staff Recruitment—The
Language Teacher needs English language proof-
readers immediately. Qualified applicants will be
JALT members with language teaching experience,
Japanese residency, a fax, email, and a computer
that can process Macintosh files. The position will
require several hours of concentrated work every
month, listserv subscription, and occasional

online and face-to-face meetings. If more qualified
candidates apply than we can accept, we will con-
sider them in order as further vacancies appear.
The supervised apprentice program of The Lan-
guage Teacher trains proofreaders in TLT style, for-
mat, and operations. Apprentices begin by
shadowing experienced proofreaders, rotating
from section to section of the magazine until they
become familiar with TLT’s operations as a whole.
They then assume proofreading tasks themselves.
Consequently, when annual or occasional staff va-
cancies arise, the best qualified candidates tend to
come from current staff, and the result is often a
succession of vacancies filled and created in turn.
As a rule, TLT recruits publicly for proofreaders
and translators only, giving senior proofreaders
and translators first priority as other staff positions
become vacant. Please submit a curriculum vitae
and cover letter to William Acton, JALT Publica-
tions Board Chair; Nagaikegami 6410-1, Hirako-
cho, Owariasahi-shi, Aichi-ken 488-0872;
i44993g@nucc.cc.nagoya-u.ac.jp
TLTでは、Book Reviews、Bulletin Boardの日本語のコラム編

集担当者を募集しております。資格は言語教育経験を持つJ A L T

メンバーで、日本に在住し、ファックス、電子メール、および、

Macintosh fileを加工することができるコンピューターを持ってい

ることです。担当者は、毎月数時間を校正作業やオンラインやオ

フラインの会議のため時間を使うことになります。応募希望の方

は、英文による履歴及びどのコラム編集を希望するかを明記の

上、JALT Publications Board Chair、William Acton

(Nagaikegami 6410-1, Hirako-cho, Owariasahi-shi, Aichi-ken

488-0872; i44993g@nucc.cc.nagoya-u.ac.jp.)までご送付くださ

い。また、詳細については、日本語編集者、衣川隆生( 最終ページ

の編集者リストをご覧ください）までお問い合わせください。

“Well, I’d love to write something, but
I just don’t have the confidence or

experience!”

�� !"#$%&'()*+,-.(

�� !"#$

TLT’s Peer Support Group offers beginning writ-
ers a warm, secure environment in which to
develop material for possible publication. If you
would benefit from collaborative help in devel-
oping your writing, please contact: Andy Barfield,
PSG Coordinator <tlt_psg@jalt.org>

TLTのピア・サポート・グループは投稿を希望する経験の浅

い方々にも、暖かく安心できる環境を提供いたします。論文

作成に力を貸してほしいと感じている方は、Andy Barfield
<tlt_psg@jalt.org>までご連絡ください。

Bulletin Board
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Submissions
The editors welcome submissions of materials
concerned with all aspects of language educa-
tion, particularly with relevance to Japan.
Materials in English should be sent in Rich
Text Format by either email or post. Postal
submissions must include a clearly labeled
diskette and one printed copy. Manuscripts
should follow the American Psychological As-
sociation (APA) style as it appears in The Lan-
guage Teacher. The editors reserve the right to
edit all copy for length, style, and clarity,
without prior notification to authors. Dead-
lines indicated below.
日本語記事の投稿要領：編集者は、外国語教育に関

する、あらゆる話題の記事の投稿を歓迎します。原

稿は、なるべくA 4版用紙を使用してください。ワー

プロ、原稿用紙への手書きに関わりなく、頁数を打

ち、段落の最初は必ず１文字空け、１行2 7 字、横書

きでお願いいたします。１頁の行数は、特に指定し

ませんが、行間はなるべく広めにおとりください。

The Language Teacher は、American Psychologi-
cal Association (APA) のスタイルに従っています。
日本語記事の注・参考文献・引用などの書き方もこれ

に準じた形式でお願いします。ご不明の点は、T h e
Language Teacherのバックナンバーの日本語記事をご
参照くださるか、日本語編集者にお問い合わせくださ

い。スペース等の都合でご希望に沿い兼ねる場合もあ

りますので、ご了承ください。編集者は、編集の都合

上、ご投稿いただいた記事の一部を、著者に無断で変

更したり、削除したりすることがあります。

Feature Articles
English. Well written, well-documented ar-
ticles of up to 3,000 words. Pages should be
numbered, new paragraphs indented (not
tabbed), word count noted, and sub-headings
(bold-faced or italic) used throughout for the
convenience of readers. The author’s name,
affiliation, and contact details should appear
on the top of the first page. An abstract of up
to 150 words, biographical information of up
to 100 words, and any photographs, tables, or
drawings should be sent in separate files.
Send all material to Robert Long.
日本語論文です。400字詰原稿用紙20枚以内。左寄

せで題名を記し、その下に右寄せで著者名、改行し

て右寄せで所属機関を明記してください。章、節に

分け、太字または斜体字でそれぞれ見出しをつけて

ください。図表・写真は、本文の中には入れず、別

紙にし、本文の挿入箇所に印を付けてください。フ

ロッピーをお送りいただく場合は、別文書でお願い

いたします。英語のタイトル、著者・所属機関の

ローマ字表記、150ワード以内の英文要旨、100ワー

ド以内の著者の和文略歴を別紙にお書きください。

原本と原本のコピー２部、計３部を日本語編集者に

お送りください。査読の後、採否を決定します。

Opinion & Perspectives. Pieces of up to
1,500 words must be informed and of cur-
rent concern to professionals in the lan-
guage teaching field. Send submissions to
the editor.
原稿用紙10～15枚以内。現在話題となっている事

柄への意見、問題提起などを掲載するコラムです。

別紙に、英語のタイトル、著者・所属機関のローマ

字表記、英文要旨を記入し、日本語編集者にお送り

ください。締切は、掲載をご希望になる号の発行月

の２カ月前の15日必着です。

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

ビューをされる前に日本語編集者にご相談ください。

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

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

The Language Teacher に掲載された記事などへの
意見をお寄せください。長さは1 , 0 0 0 字以内、締切

は、掲載をご希望になる号の発行月の3カ月前の15日

に日本語編集者必着です。編集者が必要と判断した

場合は、関係者に、それに対する反論の執筆を依頼

し、同じ号に両方の意見を掲載します。

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

定の方で、その報告を執筆したい方は、日本語編集

者にご相談ください。長さは原稿用紙8枚程度です。

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

るコラムです。教育現場で幅広く利用できるもの、

進歩的な言語教育の原理を反映したものを優先的に

採用します。絵なども入れることができますが、白

黒で、著作権のないもの、または文書による掲載許

可があるものをお願いします。別紙に、英語のタイ

トル、著者・所属機関のローマ字表記、200ワード程

度の英文要旨を記入し、My Share 編集者にお送りく
ださい。締切は、掲載をご希望になる号の発行月の

２カ月前の15日必着です。

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

語で書くことになっています。書評を書かれる場合

は、Publishers Review Copies Liaison にご相談
ください。また、重複を避け、T h e  L a n g u a g e
Teacher に掲載するにふさわしい本であるかどうか
を確認するため、事前に Book Review 編集者にお
問い合わせください。

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

J A L Tによる催し物などのお知らせを掲載したい方
は、JALT News 編集者にご相談ください。締切は、
掲載をご希望になる号の発行月の2 カ月前の1 5 日に

JALT News 編集者必着です。

Special Interest Group News. JALT-recognised
Special Interest Groups may submit a monthly
report to the Special Interest Group News
editor. Deadline: 15th of the month, 2 months
prior to publication.

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

カ月前の15日に SIGS 編集者必着です。
Chapter Reports. Each Chapter may submit
a monthly report of up to 400 words which
should (a) identify the chapter, (b) have a
title—usually the presentation title, (c) have
a by-line with the presenter’s name, (d) in-
clude the month in which the presentation
was given, (e) conclude with the reporter’s

name. For specific guidelines contact the
Chapter Reports editor. Deadline: 15th of the
month, 2 months prior to publication.
地方支部会の会合での発表の報告です。長さは原稿

用紙2枚から４枚。原稿の冒頭に (a) 支部会名、(b) 発

表の題名、(c) 発表者名を明記し、(d) 発表がいつ行わ

れたかが分かる表現を含めてください。また、(e) 文

末に報告執筆者名をお書きください。締切は、掲載

をご希望になる号の発行月の2 カ月前の1 5 日に

Chapter Reports 編集者必着です。日本語の報告は
Chapter Reports日本語編集者にお送りください。

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

を明記し、発表の題名、発表者名、日時、場所、参

加費、問い合わせ先の担当者名と電話番号・ファク

ス番号を箇条書きしてください。最後に、簡単な発

表の内容、発表者の�介を付け加えても結構です。

地図を掲載したい方は、Chapter Announcements
編集者にご相談ください。第1 週に会合を予定する

場合は、前月号に掲載することになりますので、ご

注意ください。締切は、掲載をご希望になる号の発

行月の2カ月前の15日にChapter Announcements
編集者必着です。

Bulletin Board. Calls for papers, participa-
tion in/announcements of conferences, col-
loquia, seminars, or research projects may be
posted in this column. Email or fax your
announcements of up to 150 words to the
Bulletin Board editor. Deadline: 15th of the
month, 2 months prior to publication.

J A L T 以外の団体による催し物などのお知らせ、

J A L T、あるいはそれ以外の団体による発表者、論文

の募集を無料で掲載します。J A L T以外の団体による

催し物のお知らせには、参加費に関する情報を含め

ることはできません。The Language Teacher 及び
J A L Tは、この欄の広告の内容を保証することはでき

ません。お知らせの掲載は、一つの催しにつき一

回、3 0 0 字以内とさせていただきます。締切は、掲

載をご希望になる号の発行月の2 カ月前の1 5 日に

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

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

Center/Positions 編集者にAnnouncement Form
を請求してください。締切は、掲載をご希望になる

号の発行月の2カ月前の15日に Job Information
Center/Positions 編集者必着です。The Language
Teacher 及び JALTは、この欄の広告の内容を保証す
ることはできません。なお、求職広告不掲載が JALT
Executive Board の方針です。　
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